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Abstract 
 
The foci of this doctoral research were whether community college students in 

homogenous, rural community colleges are being educated in intercultural acceptance, 

diversity, and alternative perspectives and, if so, how the community colleges are 

assessing these items.  These two statements are conceptually different but are 

intertwined from an empirical perspective.  The connectedness intersects because 

community colleges will only know whether they are educating on intercultural 

knowledge if they assess this outcome institutionally.  The hypothesis of this research 

was that a majority of homogenous, rural, accredited community colleges were including 

intercultural competency language in their institutional student learning outcomes.  The 

data collected established that of the 54 colleges examined, 57.40% had student-learning 

outcomes that specifically acknowledged intercultural knowledge terms.  Thus, the 

majority of colleges examined did establish institutional student learning outcomes 

regarding the importance of intercultural knowledge.  The results of this research include 

categorical and descriptive information, as well as a subsequent quantitative statistical 

analysis and qualitative coding of major themes.  This mixed methods study includes an 

informational training on the development of an institutional student learning outcome 

assessment process that specifically addresses intercultural knowledge and competency.  

Higher education institutions can use the training to inform their decision-making on 

cultural competency institutional students learning outcomes and how to devise an 

outcomes assessment process. 

Keywords: Intercultural knowledge and competency, cultural diversity, intercultural 

experience, and worldview.  
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CHAPTER ONE: INTRODUCTION 
 
Background 
 

Higher education in the United States has experienced much change in the past 

and this change continues now in the present.  In 2002, the Association of American 

Colleges and Universities published a seminal report titled, Greater Expectations: A New 

Vision for Learning as a Nation Goes to College.  This report identified what higher 

education is expected to accomplish, including: preparing future leaders, training 

employees, providing the creative base for scientific and artistic discovery, transmitting 

past culture, creating new knowledge, redressing the legacies of discrimination, and 

ensuring the continuation of democratic principles (AAC&U, 2002).  The prioritization 

among these expectations has changed over time in relation to the U. S.’s global and 

economic needs.  Nevertheless, higher education remains a constant in moving the U. S. 

forward.  

Introduction and Statement of the Problem 
 

The U. S.’s global and economic needs are rapidly changing in this new 

millennium.  Higher education institutions are being asked to implement stringent 

accountability and measurable student learning outcomes, which include increased 

diverse skill sets.  These skill sets include intercultural knowledge and competency in 

communicating and transacting with a global array of cultures.   

This focus has come from many critics of higher education, including corporate 

leaders, who stated, that college graduates were weak in a number of key areas including 

the understanding in working with diverse workers in the United States and abroad 

(Jones, 2002, p. 7).  According to Ewell (1997) these types of assessments of how the 
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higher education institutions are not preparing students for the global interconnectivity or 

diversity in the workplace demonstrate the challenge of the academic field’s traditional 

belief that mastery of one discipline should be the principal measure of collegiate success 

(p. 3).  George & Ikenberry (2015) explains it as, “ Further disruption comes from the 

uneasy sense that the quality of student learning may be falling well short of what the 

twenty-first century demands of our graduates, the economy, and our democracy”( p. 2.) 

Critics have gone on to state that college graduates are failing to understand the 

interconnectedness and interdependency the United States has with other nations across 

the globe.  In the Association of American Colleges and Universities (AAC&U) framing 

language of intercultural knowledge and competence (Valid Assessment of Learning in 

Undergraduate Education VALUE) rubric stated:  

The call to integrate intercultural knowledge and competence into the heart of 

education is an imperative born of seeing ourselves as members of a world 

community, knowing that we share the future with others.  Beyond mere exposure 

to culturally different others, the campus community requires the capacity to: 

meaningfully engage those others, place social justice in historical and political 

context, and put culture at the core of transformative learning. (2014, n. p.) 

Thus, higher education institutions must implement intercultural awareness initiatives, 

educate, and measure this outcome to ensure that students graduate as global citizens.  
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Significance of the Study 

Research Question 
 

Are homogenous, rural, accredited community colleges including intercultural 

competency and knowledge in their student learning outcomes, and, if so, how are they 

assessing them? 

Purpose of the Study 
 

The purpose of this study was to examine whether community colleges with 

specific filtered criteria include student learning outcomes about diversity and 

intercultural competency by reviewing their institutional general education outcomes, 

often called student learning outcomes, and subsequently examining the colleges’ 

assessment procedures.  

Hypothesis Reasoning 
 

Community colleges are including intercultural competency language in their 

institutional outcomes in part for two reasons: 1) policymakers have issued a call to 

action to educate the populace to manage the ever-expanding global markets, 2) higher 

education accreditors and associations are placing intercultural knowledge as a valued 

and expected student learning outcome in the preparation of students for successful 

careers, enriched lives, and engaged U. S. and global citizenship (AAC&U, 2002).  

Aim of the Study 
 

This categorical and descriptive mixed methods study included an informational 

training on the development of curriculum that specifically addresses intercultural 

knowledge and competency and how to assess it.  Higher education institutions can use to 
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inform their decision-making on cultural competency institutional students learning 

outcomes and how to devise an outcomes assessment process. 

Methodology Overview 
 

This information was collected by examining this study’s sample population 

through the collection of public information.  The findings included categorical and 

descriptive information as well as a subsequent quantitative statistical analysis and 

qualitative coding of major themes.  The study’s sample was generated through a filtered 

search collection using the U. S. Census Bureau and the U. S. Department of Education, 

Integrated Postsecondary Education Data System (IPEDS).  

The initial sample selection began with the least diverse states in the U. S. 

according to the U. S. Census Bureau Resident Population by Race and State: 2013 

report.  After filtering for homogeneity, IPEDS was used to select community colleges 

that fit this study’s derived variables from higher education institutions:  

• Awarding only associates degrees and certificates 

• Accredited by an accrediting body authorized by the U. S. Department of 

Education  

• Rural in population size 

The variables of accreditation and community college were substantiated by using the 

Carnegie Classification System to verify accuracy.  

Following this final screening, the researcher collected each participating 

community college’s student learning outcomes and began the process of sorting colleges 

into whether they have a stated student learning outcome regarding intercultural 

knowledge and competency.  
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This dissertation identified key words referring to intercultural competency 

education.  Furthermore, some colleges use various language to describe their 

institutional outcomes and these were also be defined in the study.  

The research also examined how the outcomes are assessed.  Assessment is part 

of the teaching and learning process, establishing the foundation for curricula, teaching, 

and assessment.  If colleges are serious about student learning, then strong assessment 

processes are well defined and supported throughout the campus (AAC&U, 2002). 

Key Terms 
 

The researcher identified key terms that signify intercultural competency and 

knowledge as used throughout this study.  The definitions used were from AAC&U  

intercultural knowledge VALUE rubric and the global learning VALUE rubric. 

(AAC&U, 2015). 

Intercultural Knowledge: as Bennett (2008) defined, Intercultural Knowledge and 

Competence is “a set of cognitive, affective, and behavioral skills and characteristics that 

support effective and appropriate interaction in a variety of cultural contexts” (AAC&U 

Intercultural Knowledge VALUE rubric, 2015). 

Cultural Diversity: the ability to recognize the origins and influences of one’s own 

cultural heritage, along with its limitations in providing all that one needs to know in the 

world.  The definition includes the curiosity to learn respectfully about the cultural 

diversity of other people and, on an individual level, to traverse cultural boundaries to 

bridge differences and collaboratively reach common goals.  On a systems level, the 

important skill of comparatively analyzing how cultures can be marked and assigned a 

place within power structures  determine hierarchies, inequalities, and opportunities and 
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which can vary over time and place, including  understanding race, ethnicity, gender, 

nationhood, religion, and class (AAC&U Global Learning VALUE rubric, 2015). 

Intercultural Experience: the experience of interacting with an individual or groups of 

people whose culture is different from your own (AAC&U Intercultural Knowledge 

VALUE rubric, 2015). 

Worldview: the cognitive and affective lens through which people construe their 

experiences and make sense of the world around them (AAC&U Global Learning 

VALUE rubric, 2015). 

Assumptions 
 

There were three assumptions present in this study.  First, it was assumed that the 

sample participants studied would be representative of the U. S. rural, homogenous, 

accredited community colleges.  Second, identified colleges would have stated student-

learning outcomes.  Lastly, the sample participant colleges would have assessment 

procedures that could be accessed publically.   

Delimitations 
 
The boundaries of this study were established by the researcher as she wanted to study a 

specific subset of community colleges. 

 
• Time of data collection for this study was November 25, 2014-December 

18, 2014  

• Selected sample of higher institutions 

• Access to institutional student learning outcomes 

• Selected criteria of the study including key words to describe intercultural 

competency and language used by colleges describing outcomes 
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                                                                Limitations 
 
The weaknesses of this study are listed below to aid future researchers who may want to 

conduct similar research.  

• The researcher only documented the sample college’s outcomes if they 

were published on the college’s website 

• The researcher relied on a statistician to calculate the statistical tests 

•  The sample size was sufficient to meet significant threshold however 

more participants could have been included if time allotted 

Leadership Roles and Responsibilities 
 

College leaders need to understand how institutional outcomes development, 

teaching of curricula, and outcomes assessment are connected and provide the structure 

for all student learning.  In addition, leaders need to understand that these processes 

require stages of group development: forming, storming, norming, and performing 

(Robbins & Judge, 2012).  Thus, leaders need to have an awareness of change 

management strategies and how to mitigate for noncompliance.   

The most crucial responsibility of leaders is ensuring that all data collected are 

turned into qualitative and quantitative reports and communicated with key stakeholders, 

including the board, the community, accreditors, and financial supporters of the college.  

Leaders need to review the report recommendations with senior administrators and 

communicate back to the campus community to affect dialogue and improvements.  

Moreover, this communication benefits the college as interested parties can compare and 

contrast findings over time and witness change, investing them in the college’s future. 
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Summary 

The purpose of this study was to identify if community colleges are educating 

students to be culturally competent and, if so, examine how the colleges reflect this in 

their student learning outcomes and outcomes assessment.  This research filled a gap by 

amalgamating and exploring if colleges are educating students to be culturally competent.  

Additionally, it explored how the colleges’ leaders are institutionally assessing cultural 

competency in their student learning outcomes.  Community college stakeholders can use 

this information to inform their future decisions regarding cultural competency on their 

campuses.  This study included a statement of findings, informing decision-making on 

cultural competency requirements for student learning outcomes and subsequent 

institutional assessments. 
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CHAPTER TWO: LITERATURE REVIEW 
 

Introduction 
 

The theories examined in this study’s literature review were an interwoven 

discussion of diversity and education.  The foci of this research were whether students in 

homogenous, rural community colleges are being educated in intercultural acceptance, 

diversity, and alternative perspectives, and, if so, how the community colleges assessed 

this.  These two aims were conceptually different, but, from an empirical perspective, 

intertwined.  The connectedness intersected as community colleges would only know 

whether they were educating on intercultural knowledge if they assessed this outcome. 

The researcher believed that college administration should place an emphasis on 

educating these students specifically because they are not exposed to structurally diverse 

settings and that the college’s defined institutional student learning outcomes should 

reflect this emphasis.  In addition to the intercultural knowledge education of students, 

this study examined institutional assessment practices, specifically outcomes assessment 

and how this practice can help shape the curricula regarding diversity and cultural 

awareness. 

Literature about Community College 

 Global economic trials challenged the U. S. in the early 20th century and leaders 

observed that a more skilled workforce was needed to maintain economic strength 

(AACC, 2015).  The community college emerged as a response to this need for a more 

educated workforce (AACU, 2015).  At the same time, high schools were looking for 

new ways to serve their communities by adding vocational education (AACC, 2015).  

The first high school-based community college was Central High School in Illinois, 
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founded in 1901 (AACC, 2015).  Typically, community colleges had small student 

populations and offerings such as journalism and sports.  As the American Association of 

Community College 2015) noted, a distinct feature of these early community colleges 

was their accessibility to women for teacher preparatory (2015).   

During World War II there was a temporary decrease in community college 

enrollment because young men went to fight in the war and young women filled their 

vacancies in the workforce (Honey, 1985).  However, with the enactment of Public Laws 

16 and 346, the Veterans’ Rehabilitation Act and the G.I. Bill of Rights enrollments 

accelerated rapidly (Kennedy, 1952, p. 2).  The G.I. Bill of Rights Act was passed in 

1944 and provided financial assistance for veterans of World War II who wished to 

pursue higher education.  In 1948, the Truman Commission proposed the creation of 

public network community colleges to serve local needs (AACC, 2015).  Consequently, 

community colleges became a national network in the 1960s with the opening of 457 

public community colleges—more than the total in existence before that decade (AACC, 

2015).   

According to the AACC (2015), the G.I. Bill was a milestone in the federal 

funding for education and broke down economic and social barriers, allowing millions of 

Americans to attend college (n. p.).  Indeed, more than 2.2 million veterans, including 

more than 60,000 women and approximately 70,000 Blacks, attended college under the 

G.I. Bill (AACC, 2015, n. p.).  Community colleges had been organized in every state by 

the 1960s (Cohen, Brawer, & Kisker, 2013).  In over 100 years of existence, community 

colleges have helped millions of people learn and advance toward personal goals, while 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       11 

providing a forum to address challenges facing whole communities and the nation 

(AACC, 2015).  

Concurrently, national awareness shifted and the former national tradition of 

isolationism was displaced by a new sense of responsibility to maintain democracy and 

peace with the rest of the world.  In order for this to occur, international cooperation and 

knowledge of each other’s cultures was imperative.  Thus, American colleges and 

universities faced a need to improve their student learning outcomes.  It is in this time 

period that President Truman’s Commission on Higher Education was asked to 

reexamine higher education’s focus, direction policies, programs, and goals (Kennedy, 

1952, p. 3).                            

Literature about Diversity in Colleges 

 The AAC&U has placed a call to higher education institutions to “integrate 

intercultural knowledge and competence into the heart of education as an imperative born 

of seeing ourselves as members of a world community, knowing that we share the future 

with others” (AAC&U Intercultural Competency VALUE Rubric, 2014).  Furthermore, 

organizations such as the Henry Luce Foundation are funding curriculum and faculty 

development studies that will “design and deliver global learning through general 

education” (AAC&U, 2014).  The current literature focuses on seeking ways to increase 

global intercultural competency in our college students, surpassing the developmental 

diversity and learning theories conducted for the affirmative action Supreme Court case 

regarding structural diversity.  Thus, the research so far has been conducted on studying 

diversity at colleges, primarily to aid the U. S.’s court cases on affirmative action. 
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 According to Denson and Chang (2009), “Most of this empirical work has 

focused on three distinct forms of racial diversity: structural diversity (student body racial 

composition), curricular/co-curricular diversity (programmatic efforts that expose 

students to content about race/ethnicity), and interaction diversity (informal student-

student cross-racial contact)” (p. 779).  Chang (2001) and likeminded researchers 

suggested that when there is diversity in the student body, the environment changes; the 

likeliness of students engaging in diversity-related activities increases and these 

interactions have a positive impact on students’ development (Chang, 2001; Gurin, 

1999). 

A question put forward by Denson and Chang (2009) asked, “Does a campus 

where students take greater advantage of those diversity opportunities have independent 

positive effects on students’ learning?” (p. 1).  Chang’s field of work regarding this 

question began with his comparison of student survey data of 1985 and 1989 at 392 four-

year colleges, using a heterogeneity index to measure diversity (Pidot, 2006).  Chang 

examined the relationship between cross-racial socialization and discussion of racial 

issues using four outcome metrics: retention rates, reported satisfaction with college, 

intellectual self-confidence, and social self-confidence (Pidot, 2006).  Furthermore, 

Chang added control variables for student and institutional characteristics and 

intermediate outcomes (Pidot, 2006).  Chang’s findings did correlate his hypothesis and 

finds that cross-racial socialization positively correlated with all four of his outcomes 

(Pidot, 2006).  However, the significance of the relationship only persisted for general 

satisfaction with the college and social self-confidence after all control variables were 

included (Pidot, 2006).  Thus, he hypothesized that the correlation may be indirect.  
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One can extrapolate from Chang’s research that colleges can foster discussion of “racial 

issues” with a homogenous population. However, Chang demonstrated a positive 

correlation between increased numeric diversity and positive student cross-racial 

engagement or interaction diversity (Pidot, 2006). 

Hurtado (2007) suggested that structural diversity had a positive effect on 

attitudinal and educational outcomes.  Conversely, Rothman, Lipset, and Nevitte (2002) 

stated that structural diversity has no effect on attitudinal and education outcomes 

(Denison & Chang, 2009).  They found that the proportion of African-Americans in the 

student body did nothing to improve student perceptions of campus life and in some 

instances affected students adversely (Denison & Chang, 2009).  Rothman et al. (2002) 

found that when structural diversity increased, student satisfaction and perceived quality 

of education decreased (Denison & Chang, 2009).  

  However, a U. S. Supreme Court Justice disagreed.  In 1978, a Supreme Court 

Justice included a quote from a former Princeton graduate, observing: “People do not 

learn very much when they are surrounded only by the likes of themselves” (Pidot, 2006, 

p. 478).  With this anecdotal support, the diversity justification gained recognition in the 

Supreme Court.  Nevertheless, the question has been ongoing for three decades and asks 

if structural diversity can positively benefit student learning and justify a race-conscious 

admissions system (Pidot, 2006).  The court has returned to the debate throughout the 

past 30 years, with the most recent cases from the University of Michigan: Grutter v. 

Bollinger and Gratz v. Bollinger. 

 The Michigan University cases relied on the Gurin Report research compiled by 

Michigan Professor Patricia Gurin.  The Gurin Report indicated that racial and ethnic 
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diversity led to tangible educational benefits (Pidot, 2006).  Gurin reported that her 

findings linked improved educational and democratic outcomes to diversity experiences.  

Her analyses included three sets of control variables: student background characteristics, 

other diversity experience measures, and institutional characteristics (including numeric 

diversity) (Pidot, 2006).  However, the National Association of Scholars (NAS) through 

the Wood and Sherman Report and Lerner and Nagai Report (2008) criticized her 

research, suggesting that her methodology was flawed:  

There are no statistically significant relationships between a school’s racial/ethnic 

diversity and any outcome measures.  The survey of universities and colleges is a 

non-random sample from which one cannot scientifically generalize.  There are 

very low response rates, critical extraneous variables are not controlled for, and 

the statistical effects are in general very weak.  For these and the other reasons we 

have documented, we conclude that Dr. Gurin has not shown statistically that 

racial/ethnic diversity at a school yields educational benefits. (p. 52) 

The most convincing critique of the Gurin Report addressed her assessment of classroom 

diversity by measuring enrollment in ethnic studies courses.  NAS argued that Gurin 

conflated the impact of diversity curricula (Pidot, 2006). 

 By using the ethnic and diversity studies courses as a proxy for presence of racial 

diversity, Gurin enmeshed the effects of racial heterogeneity with outcomes of diversity 

curricula (Pidot, 2006).  Additionally, Gurin’s research demonstrated that an increase in 

diversity education had positive outcomes in the ethnic studies courses.  One cannot 

generalize this theory to the entire general education.  Finally, Gurin’s findings were 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       15 

based on self-assessment and self-reporting, which the critics deemed “soft” variables in 

which political correctness may have skewed responses (Pidot, 2006). 

Much of this research and public debate emphasized the positive relationship 

between ethnically diverse student interactions.  However, little research was published 

regarding the impact of a lack of diversity at the community college.  Nevertheless, the 

AAC&U (2015) understood that all colleges should have diversity and equity as 

fundamental goals of higher education and believed that intercultural competency is vital 

to democracy, a democratic workforce, and to the global position and wellbeing of the 

United States. (AAC&U, 2015).  One can extrapolate that the AAC&U included 

homogenous rural community colleges in this credence.  Salisbury and Goodman (2009) 

stated that identifying educational practices that improve intercultural competence 

requires continuous outcomes-based assessments that focus on the daily process of 

educating (p. 3). 

The AAC&U published Greater Expectations: A New Vision for Learning as a 

Nation Goes to College, which identified the goals that higher education was expected to 

accomplish, including an understanding of interrelations within and among global and 

cross-cultural communities (AAC&U, 2002).  Moreover, experts in the field such as 

Sylvia Hurtado have published articles focusing on the importance of including global 

learning and diversity awareness in college learning outcomes.  Hurtado (2007) wrote 

that linking diversity with education and the civic mission of higher education was 

imperative for preparing our future citizenry and advancing social progress (p. 186). 
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Literature on Outcomes Assessment 
 

According to Peter Ewell (1984), outcomes assessment work was pioneered in the 

1970s by Sister Joel Reed of Averno College and Charles McCain of Northeast Missouri 

State University.  Reed and McCain determined that assessment of student learning 

outcomes would improve the effectiveness of their respective institutions (Banta, 2015).  

Ewell (1984) further described and developed their ideas with the book, The Self-

Regarding Institution.  He proposed that institutions achieved education outcomes 

consistent with institutional objectives, student educational goals, and the expressed 

needs of society and specific constituencies (p. vii).  As early as 1984, Ewell remarked 

that there was a growing movement toward making colleges and universities more 

responsible for concrete evidence of student learning by demonstrating educational 

effectiveness (1984, p. 10).  His statement echoes what higher education literature is 

discussing currently. In fact, at one point, Ewell (1984) stated, “curricula have evolved 

from the traditional liberal arts to a broad array of occupational, professional, and special-

purpose programs, and due to this diversity the pattern of higher education outcomes has 

become bewilderingly complex” (p. 12).  This same perceived battle between liberal arts 

and educating for workforce-readiness is occurring today, and is evident in the perceived 

conflict between liberal education proponents such as the AAC&U and the timely degree 

completion proponents such as Complete College America (Wright, 2015). 

Colleges need to self-identify what kind of curricula to endorse so stakeholders 

can understand and support the college’s mission and goals.  In order for this clarity of 

purpose to be well executed, colleges need to establish institutional student learning 

outcomes across the curricula and ensure that students are learning what colleges intend.  
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A learning outcome is a stated expectation of what someone will have learned and 

informs curriculum, teaching, and assessment (Driscoll &Wood, 2007, p. 5). 

Hernon et al. (2013) stated that, to the dismay of educators, student learning 

outcomes were “becoming lost in the noise of affordability, completion, and debt” (p. 

196).  Educational reform measures such as Complete College America Acts are linking 

funding to student completion.  Hernon et al. (2013) worried that “faster, cheaper and 

graduated are proxies for quality” (p. 197).  They furthered stated that these measures do 

not necessarily equate with “skilled with values” and educated in the broader liberal arts 

definition (Hernon et al., 2013, p. 197).  Clearly, higher education stakeholders have 

varying and differing perspectives and the gulf between educating for a broad ability 

versus a specific career are widening.   

This debate between workforce-readiness and liberal arts education is a false 

dichotomy as both abilities need to be included in all college students’ curricula.  

AAC&U’s Liberal Educations and America’s Promise (LEAP) initiative  listed four 

essential learning outcomes: knowledge of human cultures and the physical and natural 

world; intellectual and practical skills; personal and social responsibility; and integrative 

learning meant for all disciplines (Myers, 2012).  AAC&U President Schneider 

explained, “Colleges and universities have an obligation to scan and assess the economic 

environment for which they prepare students, but students’ long-term success does not 

depend on short-term business cycles or the technical demands of the latest ‘hot’ 

industry” (Myers, 2012, p. 9).  The Teagle Consortium on Liberal Education and 

Preparation for Work stated (2008) that liberal arts defendants wished that the public and, 

specifically, performance-funding entities such as state legislating bodies would 
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understand that “higher education was not just about transmitting information and that 

workforce readiness was only one outcome of a college education” (p. 4).  A true liberal 

arts education provides knowledge, skills, and habits of mind which serve students for a 

lifetime of further learning, work, and productive citizenship, while also preparing 

students with specific technical skills (Green & Bezbatchenko, 2013).  Liberal arts 

outcomes should be woven through the entire curricula, not tied to specific classes.  As 

Salisbury and Goodman (2009) stated, when institutions educate toward learning 

outcomes like intercultural competency that cut across majors and programs, they need to 

give students a clear understanding of the nuanced skills they will learn and how these 

skills will improve their lives (p. 13).  In order for outcome assessment to occur, faculty 

members need to be active participants in determining the outcomes and assessing 

student work that aligns with the outcomes.  Driscoll and Wood (2007) determined that 

two themes need to be addressed: 

The first theme addresses that intrinsic motivation of faculty as it focuses on 

student-centered learning and improvement of curriculum and pedagogy through 

outcomes-based assessment.  The second theme continues with an approach that 

promotes faculty trust through constructive dialogue and collaboration. (p. 3) 

This process involves leadership on the part of college administrators. 

Other leaders in the assessment field are Trudi Banta and Catherine Palomba.  In 

their updated version of Assessment Essentials (2015), they made the case that effective 

assessment of student learning cannot occur without the participation of faculty in every 

step of the assessment process (p. xvi).  Faculty members are the drivers of effective 

assignments, which can be used to demonstrate student competency.  Outcomes 
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assessment processes include collecting student work to be assessed using rubrics is a 

useful approach for evaluating the student products (Banta & Paloma, 2015).  The 

AAC&U developed rubrics to help link assessment work done by faculty in individual 

classrooms to the assessment work that is often done separately by faculty and evaluators 

at program or institutional levels (Banta, 2002, p. 101).  Banta and Paloma (2015) 

described the rubrics as a set of shared expectations about student performance on stated 

learning outcomes (p. 101). 

The AAC&U VALUE rubrics went through many rounds of drafting and editing 

by more than 100 faculty members from universities and colleges across the U. S.  The 

rubrics are criterion-referenced and have content validity due to the thorough world of 

academic professionals, though critics believe that interrater reliability scoring statistics 

can suffer because they convert abstract ideas into concrete numbers (Banta & Paloma, 

2015).  Awareness of this dissent helped scoring facilitators navigate opposition from 

faculty during a scoring of student work process.  Collectively assessing student work 

needs to be made reliable by discussing, comparing, and contrasting scores.  As Banta 

and Paloma (2015) described, “rather than a mirror of absolute reality, a rubric is a record 

of negotiated compromise a product of many minds and therefore more thoughtful than 

any one person could conceive alone” (p. 102). 

Literature on Accreditation 
 

The structure of higher education accreditation began in the late 19th century and 

has continually evolved into the system we have now.  The process of accreditation 

began with regional institutions, while at the same time a movement to establish 

standards that could be applied across the nation were discussed (Bloland, 2001).  Issues 
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that needed to be addressed were the transfer of educational credit between institutions, 

admission to graduate school, and determining degree equivalency between the U. S. and 

Germany (Alstete, 2004).  All of these questions provided the momentum in the national 

standardization of higher education in the U. S.  Currently, the accrediting bodies that the 

U. S. recognizes are used as reliable authorities regarding the quality of education. 

Accreditation is the primary way of ensuring the quality of higher education by a 

system of self-regulation through institutional peer review (Alstete, 2004).  The U. S. 

Department of Education does not accredit educational institutions and/or programs.  

Nevertheless, the Secretary of Education is required by law to publish a list of nationally 

recognized accrediting agencies that the Secretary deems to be reliable authorities on the 

quality of education or training provided by higher education institutions (U. S. 

Department of Education, 2015).  Traditional higher education has long relied on its 

voluntary system of accreditation to ensure quality and the federal government has 

depended on the system to help determine eligibility for student aid (Blumenstyk, 2015).   

The researcher used accredited schools as one variable in the participant selection 

process due to these quality assurances.  The proposed research participants for this study 

were institutions that accredited community colleges.  There are three nationally 

recognized accrediting bodies associated with the community colleges selected for this 

study.  These include the New England Association of Schools and Colleges, 

Commission on Institutions of Higher Education, which accredits, Maine, New 

Hampshire, and Vermont.  The North Central Association of Colleges and Schools, the 

Higher Learning Commission accredits Iowa, Nebraska, North Dakota, and Wyoming.  
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The Northwest Commission on Colleges and Universities accredits Idaho, Utah, and 

Montana (U. S. Department of Education, 2015).   

According to one of the national accreditors, a Commission of the North Central 

Association, the Higher Learning Commission, accredited colleges must be in 

compliance with eligibility for accreditation and have “clearly articulated learning goals 

for its academic programs and ha[ve] strategies for assessment in place” (HLC, 2015).  

Consequently, the researcher believed that the study’s proposed participants would have 

their learning outcomes available for review.  Knowing that each college structure is 

different, the key players in developing those learning goals vary from all hierarchal 

levels of the colleges.  The research participants for this study were institutions that were 

accredited community colleges.   

Literature on Leadership  
 

This study addressed interdisciplinary leadership as discussed in this literature 

review.  Supreme Court justices, lawyers, students, policymakers, college administrators, 

and corporate leaders have a stake in educating and preparing students for the future.  

Therefore, shaping the future citizenry to become transformational leaders is vital and 

including learning outcomes that address how to understand others’ perspectives in ways 

that lead to fair and just decisions in constructing a multicultural and democratic society 

is necessary. As Hurtado (2007) suggested, educators must focus on learning outcomes 

that: 

Recognize difference as a constructive part of a democracy, promotes students; 

ability to work with diverse people and viewpoints, and builds student self-

efficacy for change.  It also involves encouraging moral development- 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       22 

encouraging students to develop a sense of social justice and to become 

responsible citizens. (p. 191) 

Change Management 
 

Howard Gardner (2005), a Harvard psychology professor, said that minds are 

hard to change (2004, p. 1).  He stated that leadership charged with changing minds face 

similar challenges regardless of scale and diversity: “The task faced by a corporate 

executive or a college president is analogous to the challenge faced by a national leader” 

(p. 91).  Leaders, together with close advisors, analyze the situation, determine what 

needs to be changed, and create the vision of what the change looks like.  Next, the leader 

must create a convincing narrative and present to those who need to accept the change 

(Gardner, 2005).  Change management processes and methods are essential for today’s 

leaders charged with creating cultural changes in any organization.  Understanding the 

psychology of employers, creating a sense of urgency, vision, guiding coalitions, action, 

and celebrating short-term wins are all stages of the change process (Kotter, 1996, p. 21). 

 According to Everett Rogers (2003), who originated the concept of diffusion of 

innovation, getting a new idea adopted, even when it is obviously better, is difficult and 

may take a long time (p. 1).  Rogers defined diffusion as a kind of social change, a 

process by which change occurs in the structure and function of a social system (p. 6).  

Rogers (2003) created classifications of members of social change based on their 

innovativeness, as adopter categories, 1) innovators, 2) early adopters, 3) early majority, 

4) late majority, and 5) laggards (p. 22).  Critical mass in the diffusion of interactive 

innovations occurs when enough people have adopted an innovation so that the 

innovation’s further rate of adoption becomes self-sustaining (p. 343).  This awareness of 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       23 

critical mass and the threshold number is important for leaders to know in order to make 

changes on college campuses, such as implementing outcomes assessment, discussed in 

this dissertation.   

Reflections of the Researcher 
 
 The reflection of the researcher has come not only from the literature review of 

this study but all of the lessons learned during her coursework in the interdisciplinary 

leadership program at Creighton University.  Frankly though, her curiosity about cultural 

competency in a homogenous environment stems from being raised and living in a very 

homogenous state, Wyoming, and witnessing the ethnocentric behaviors and decision 

making from people who do not have an understanding of other’s culture, philosophies 

and beliefs.  She believes that if people learn about others it will be much easier for social 

justice to occur in having a human relational understanding of the world.  As University 

of Wyoming education professor, Nganga (2005) stated 

Children growing up in culturally homogenous communities, like many across 

Wyoming, may have a false impression that everyone is culturally alike.  These 

children may grow up not knowing about other cultures and without developing 

sensitivity to the life experiences of others (p. 18). 

Summary 
 
 This chapter addressed some literature regarding diversity, much of which began 

for the debate of affirmative action along with outcomes assessment.  However, a 

transition in educational outcomes began with the seminal report: Greater Expectations: 

A New Vision for Learning as a Nation Goes to College (Peer review, 2008).  This report 

described how colleges and universities must prepare their students for their future now 
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that society has evolved from an industrial-based society to a knowledge-based one.  

Within the process of doing this and envisioning what the 21st century student will need 

to know is an understanding that cultures and corporations are interconnected globally 

and students will need to work with diverse cultures and perspectives.  There is a gap in 

the literature on how general education for a global century is being developed and 

taught.  Thus, organizational foundations and think tanks are funding agencies such as the 

AAC&U to develop a common vocabulary and curricula regarding intercultural 

education. 
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CHAPTER THREE: METHODOLOGY 
 

Introduction 
 

The U. S.’s global and economic needs are rapidly changing.  Higher education 

institutions are being asked to ensure that they implement stringent accountability and 

measurable student learning outcomes, which includes intercultural knowledge and 

competency in communicating and transacting with a broad array of cultures.  For some 

colleges this is ubiquitous as the student and faculty are multi-structurally diverse.  

However, for colleges located in culturally homogeneous regions, diversity education 

curricula needs to be prevalent and emphasized. 

The AAC&U framing language of intercultural knowledge and competence 

VALUE rubric states:  

 The call to integrate intercultural knowledge and competence into the heart of 

education is an imperative born of seeing ourselves as members of a world 

community, knowing that we share the future with others.  Beyond mere exposure 

to culturally different others, the campus community requires the capacity to: 

meaningfully engage those others, place social justice in historical and political 

context, and put culture at the core of transformative learning. (2014, n. p.) 

 Some higher education institutions are implementing intercultural competency 

requirements in their institutional outcomes of student learning.  This intercultural 

inclusion is evidenced by the AAC&U’s outcome development literature, which 

describes how the VALUE initiative evolved and the rubrics were created (AAC&U, 

2015).  The AAC&U described the process, which included how teams of faculty and 

other educational professionals from over 100 higher education institutions worked for 
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months to develop 16 VALUE rubrics (2015).  Each rubric was developed from the most 

frequently identified characteristics or criteria of learning for each of the 16 student 

learning outcomes.  Drafts of each rubric were then tested by faculty with their own 

students’ work on over 100 college campuses (AAC&U: VALUE Rubric Development 

Project, 2009).  However, out of the 135 colleges used as test institutions by AAC&U in 

the rubric development, not one of the schools fit the criteria of the present study was not 

represented (Appendix A).  There is concern that homogenous community colleges are 

not preparing their students to see beyond themselves and escape their ethnocentric 

viewpoints.  The students may not be prepared to interact with diverse cultures.  This 

concern led to the present study’s examination of homogenous community colleges’ 

institutional student learning outcomes, and their influence upon diversity education.  

Purpose of the Study 
 

The purpose of this mixed method study was to investigate whether homogenous 

community colleges’ institutional outcomes reflected a required student-learning outcome 

regarding intercultural knowledge competency and, if so, what assessment measure was 

used.  For this study, intercultural knowledge and competency was defined using 

Bennett’s (2008) definition that the AAC&U adopted for its VALUE rubric.  It states that 

intercultural knowledge and competence is “a set of cognitive, affective, and behavioral 

skills and characteristics that support effective and appropriate interaction in a variety of 

cultural contexts” (AAC&U, 2014). 

Aim of the Study 

The data suggested that community colleges with similar structures as analyzed in 

this study would benefit from training on the development of curricula that specifically 
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address intercultural knowledge and competency.  The product of this study provided the 

materials for the assessment training professional opportunity and specifies how 

institutions can incorporate their stated intercultural outcome within a continuous cycle of 

education from curriculum to assessment.  Based on the literature review, community 

colleges are struggling or are in the beginning stages of implementing institutional 

outcomes assessment.  The focus of this study’s aim in the dissertation in practice was to 

outline professional development training for these colleges to demonstrate an effective 

way to implement institutional outcomes assessment The training also facilitates 

colleges’ incorporation of intercultural education into their student learning by using the 

AAC&U rubric, intercultural knowledge, in the development of their curriculum and 

assessment of student work.  Thus, providing a tool that allows faculty to educate 

students to succeed in a global economy and become socially and civically engaged 

leaders. 

Baseline Assessment of the Current Status 
  

The researcher is from a racially homogenous state, Wyoming, and works at a 

community college in the same state.  Students at her college are not able to interact with 

racially diverse groups because of the racial structure of the institution and community.  

So the researcher wanted to know how students could learn intercultural knowledge 

without having these interactions, the preferred method as learned from the literature 

review.  She conducted a literature review and ascertained that much research had been 

conducted on learning about cultural diversity through interactions with heterogeneous 

populations.  However, literature regarding intercultural education at homogenous 

colleges was not found.  Much of the research and public debate acquiesces to the 
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positive results stemming from ethnically diverse student interactions.  The researcher 

wanted to learn about college students where structural diversity is not present.  These 

students should also learn about other cultures and be prepared for a diverse global 

society.  Consequently, intercultural competency curricula might even be more essential 

to homogenous colleges. 

Moreover, the researcher’s employer college had an institutional learning 

outcome that asked faculty to prepare students to demonstrate knowledge of diverse 

cultures and historical perspectives (College X, 2012).  The researcher wanted to know if 

other similarly structured colleges also had an outcome that acknowledged teaching about 

intercultural knowledge.   

The researcher had knowledge of implementing an outcomes assessment process 

due to her employment at a community college.  She was tasked to coordinate this 

process in order to provide the college’s accrediting body assurance that its assessment 

was focused on continuous improvement by closing the assessment loop.   

Research Questions 
 

Are homogenous, rural, accredited community colleges including intercultural 

competency and knowledge in their student learning outcomes. and, if so, how are they 

assessing them? 

Hypothesis Statement 
 

A majority of homogenous, rural, accredited community colleges are including 

intercultural competency language in their institutional student learning outcomes.  
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Method Rationale 
 

This study used a QUAN-Qual model.  Gay and Airasin (2003) characterized a 

QUAN-Qual as an explanatory mixed method design model that collects quantitative data 

first and is weighted more heavily than the qualitative data (p. 185).  Action research can 

be structured multi-methodologically and include quantitative and qualitative approaches.  

Thus, the method for collecting the data from the participant colleges included both the 

collection of categorical and descriptive information as well as quantitative data and 

qualitative coding of major themes.  Systematic filtering using the 2013 U. S. Census 

data, Institute of Educational Statistics Data Center, and an active exploration of the 

colleges’ websites provided the data needed for the study.  This mixed method study 

included a statement of findings, an identification of participant community colleges that 

had intercultural knowledge student learning outcomes.  The data were used to inform the 

creation of a product for this dissertation in practice on how colleges can implement 

intercultural knowledge and competency requirements for institutional student learning 

courses and design institutional outcomes assessment measures.  The focus of this study’s 

aim was to outline a professional development training program for other homogenous 

community colleges and demonstrate how to use an outcome assessment process to shape 

their intercultural curricula.  

Participants 
 

The demographic data in this study included both nominal and ordinal scales.  

The research collection process began with a dichotomous classification, the diversity of 

a state’s racial population, and continued narrowing until the sample population was 
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identified.  The initial variable, state racial diversity was generated examining the U. S. 

Census Bureau’s resident population by race and state (2013).  From that, the researcher 

selected the states with the least racial diversity to use as the initial homogeneity filter: 

Idaho, Iowa, Maine, New Hampshire, Utah, Vermont, Wyoming, Nebraska, Montana, 

and North Dakota.   

Next, using the online IPEDS functional filtering search, which retrieves data on 

colleges, the researcher constructed a customized data set using only the 10 homogenous 

states and selected the following institutional characteristics: community college, 

awarding only associates degrees and certificates, and was accredited by a body that the 

Secretary of Education recognized.  After this data set was produced, the researcher 

substantiated the variables of accreditation and community college by using the online 

Carnegie Classification System.  The concluding selection process of the participant 

sample was a randomized selection of community colleges that remained after the 

filtering for all the above mentioned variables which resulted in a population size of 62  

(Appendix B). 

IPEDS generates an identification number for all colleges.  Of the 62 colleges that 

met the study’s criteria, a random sample of 55 colleges of the 62 was selected meeting 

the statistical sample size required for significance.  These were blindly selected by using 

the IPEDS identification numbers instead of the college names.  Once the 55 were 

chosen, the researcher used the identification number to access the 55 college names and 

web addresses that IPEDS records.  Of the 55 colleges, one college had been recently 

closed.  Thus, the researcher removed the college from the population, resulting in a 

population size of N = 61 and a sample size n = 54 (Appendix B). 
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           The 54 colleges were researched using the web addresses that IPEDS generated in 

the data search.  The researcher analyzed each college website for the research questions 

asked on the matrix and recorded the data.  Using the matrix, the researcher completed an 

Excel sheet row for every college.  For yes answers, a 1 was recorded.  For no, a 2 was 

recorded.  Column fields C and D constituted the quantitative data collected for the 

statistical analysis.  The research data were collected between November 25, 2014-

December 18, 2014, using a computer with Internet access via the Internet Explorer 

browser. 

Instrumentation 
 
 The data were collected and categorized using a matrix.  The researcher devised a 

matrix in Excel to use for the data collection.  As Roberts (2010) suggested, the matrix 

aligns with the research questions, which ensured that all research variables were 

represented in the instrument (p. 152).  The matrix graphically organized the data by 

presenting variables on one axis with the identifying college information on the other 

axis.  This matrix tool kept the information organized and easy to analyze (Appendix B).  

Each college represented a row with the following information completed: college IPEDS 

number, published institutional student learning outcomes, outcomes reading 

intercultural/global, using AAC&U VALUE rubric, other global learning rubric, and 

membership with the AAC&U.   

The researcher conducted a review of the literature regarding intercultural 

knowledge percentages at homogenous community colleges and did not find evidence 

that this question had been addressed.  Thus, the researcher needed to devise an 
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instrument that could graphically organize the data needed to answer the research 

questions.   

The matrix was piloted in November 2014 and tested by the researcher and an 

expert in the assessment field prior to using it to gather data by randomly selecting 

college websites not affiliated with the study’s sample and collecting the data sought.  

After this pilot test, the researcher added two additional columns separating whether the 

VALUE rubric used was intercultural knowledge or global learning.  This column 

separation ensured that colleges that used the specific rubric the researcher intended in 

the study were documented. To ensure consistency in collection, the researcher printed a 

copy of the each college’s website postings that included the institutional outcomes and 

assessment measures with the date and time the data were collected and created a binder 

with all copies. 

Field Columns on the Matrix 
 

A. College IPEDS identification number 

B. College name 

C. Does this college have stated institutional student learning/student learning 

outcomes posted on the website? 

D. Does the college have a specific outcome regarding intercultural knowledge? 

E. Keywords used addressing intercultural knowledge/cultural diversity. 

F. Is the college a member of the AAC&U? 

G. Does the college indicate if it uses AAC&U VALUE rubrics to assess institutional 

student learning outcomes? 

H. If yes, which VALUE rubric did it use: Intercultural knowledge? 
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I. Or global learning? 

J. If not using a VALUE rubric for outcomes assessment, what was it using? 

K. Other information. 

L. Website address where information was obtained. 

Data Collection 
 

 This study’s sample was generated from a filtered search collection using the U. 

S. Census Bureau and the U. S. Department of Education’s IPEDS database.  The sample 

selection began with the least diverse states in the United States according to the U. S. 

Census Bureau (2013).  After filtering for population homogeneity in racial diversity, 

IPEDS was used to select accredited community colleges in those states.  The research 

was completed by categorizing state participants using the following derived variables 

from higher education institutions: awarding only associates degrees and certificates, and 

was accredited by a body that the Secretary of Education recognized.  The U. S. 

Department of Education Secretary is required by law to publish a list of nationally 

recognized accrediting agencies that the Secretary deems reliable authorities on quality of 

education or training provided by the institutions of higher education and the higher 

education programs they accredit (U. S. Department of Education, 2015).  The variables 

of accreditation and community college were substantiated by using the Carnegie 

Classification System to verify accuracy.   

The concluding selection process was a randomized selection of community 

colleges that remained after filtering the mentioned variables.  IPEDS generated an 

identification number for each college.  Then 55 institutions were randomly chosen using 

a computer-generated random numbers program with the IPEDS identification numbers.  
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After the randomized selection, the identification numbers were logged into the IPEDS 

system to determine which colleges the researcher used to examine student learning 

outcomes for intercultural knowledge.  This process was conducted by researching 

publically available college webpages on the Internet.  During the data collection process, 

the researcher sorted colleges into whether they had a stated institutional student learning 

outcome regarding intercultural knowledge and competency by using the identified 

language of this study, a defined delimitation.  At the same time, the researcher collected 

the following nominal information: stated institutional student learning outcomes, words 

used to describe intercultural knowledge, AAC&U affiliation, and use of AAC&U 

VALUE rubrics or other assessment measurement tools usage.  The researcher used the 

matrix instrument, aforementioned, to organize this descriptive data.  (Appendix B). 

Limitations 
 
  Delimitations 
 
              The researcher collected the data during the months of November–December 

2014.  The sample size was a variable-specific selection of community colleges because 

the researcher wanted a specific type of American community colleges, that being 

homogenous and rural in population as well as accredited.  Another delimitation was that 

the researcher accessed the colleges’ institutional learning outcomes using the Internet.  

Language criteria were selected using the keywords that describe intercultural 

competency as stated in this study’s key terms. 

Limitations 
 
The weaknesses of this study are noted to aid future researchers who may want to 

conduct similar research. The researcher documented the sample college’s outcomes only 
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if they were published on the college’s website. Thus a college participant could have had 

institutional outcomes and/or an assessment process, however, if this information was not 

published on their website at the data collection time period, than the research had. 

Furthermore, if the colleges did not publish its outcomes assessment practice, then the 

researcher counted them as not having one.  The researcher relied on a statistician to 

calculate the statistical tests. The sample size was sufficient to meet significant threshold 

however more participants could have been included if time allotted. 

 

Assumptions and Key Terms 
 
Assumptions 
 

There were three assumptions present in this study.  First, it was assumed that the 

sample studied was representative of homogenous community colleges based on the 

selection process.  Second, the participant colleges had defined and published 

institutional student-learning outcomes.  Finally, assessment procedures were present and 

able to be accessed and described.   

Key Terms 
 

The researcher identified key terms that signified intercultural competency and 

knowledge based on the higher educational conversations regarding global education.  

These terms were defined and discussed in chapter two of this study.   

Ethical Considerations 
 

This research did not include human subject data.  Thus, it was exempt from the 

Institutional Review Board review of each college and had limited ethical concerns.  The 
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data collected in this research study were publically available data, located on the 

colleges’ webpages.  

Summary 
 

As the world is evolving into a global village, there is an identified need to 

educate people about the diversity of cultures.  This education should demonstrate 

knowledge of intercultural awareness.  In the researcher’s experience, colleges that are 

located in homogenous states may be more susceptible to ethnocentric thinking due to the 

lack of diversity.  This study sought to examine whether colleges that fit the criteria 

defined in this study had an intercultural knowledge institutional learning outcome.  The 

research suggests that if there is an identified institutional student learning outcome 

regarding intercultural knowledge then this should be reflected in the student learning.  

This pedagogical loop affirms a culturally competent student body and a more educated 

global participant. 
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CHAPTER FOUR: FINDINGS AND THE EVIDENCE-BASED SOLUTION 
 

Introduction 
 

The purpose of this study was to examine whether homogenous community 

colleges have an intercultural knowledge student learning outcome.  For this study, 

intercultural knowledge and competency was defined using Bennett’s (2008) definition 

that the AAC&U adopted for its VALUE rubric assessing this outcome.  It stated that 

intercultural knowledge and competence is “a set of cognitive, affective, and behavioral 

skills and characteristics that support effective and appropriate interaction in a variety of 

cultural contexts” (AAC&U, 2014).  The following questions were examined for each 

college that had pre-specified characteristics and was subsequently randomly chosen.   

• Does the college have stated institutional student learning outcomes? 

• If so, do any of those outcomes declare an intercultural knowledge and 

competency expectation using this study’s definition and terms? 

• If the college had an intercultural outcome, what, language was used? 

• Does the college institutionally assess its student learning outcomes? 

• Is the college a member of the AAC&U? 

The hypothesis statement was: Among those colleges that met the pre-specified 

characteristics and had stated outcomes, a majority had outcomes that acknowledged 

intercultural knowledge.  The following discussed the aim and purpose of the study, as 

well as the methodology and presentation of findings.  

Purpose of the Study 
 

The purpose of this study was to examine community colleges with specific 

filtered criteria to determine if students were learning about diversity and intercultural 
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competency by reviewing their institutional general education outcomes, often called 

student learning outcomes, and subsequently examining the colleges’ assessment 

procedures.  

Aim of the Study 
 

After the research was conducted and analyzed, the aim of this study was to create 

a product, such as training on the development of curricula that specifically addresses 

intercultural knowledge and competency and how to assess it.  This product specified 

how faculty of current general education classes could incorporate intercultural education 

into their student learning by using the AAC&U rubric in the development of their 

curriculum and assessment of student work, thus providing a tool that allows faculty to 

educate students to succeed in a global economy and become socially and civically 

engaged leaders. 

Methodology  
 

The method for collecting the data from the participant colleges included the 

collection of categorical and descriptive information, as well as a quantitative statistical 

analysis and qualitative coding of major themes.  The study’s sample was generated from 

a filtered research collection using the U. S. Census Bureau and the U. S. Department of 

Education IPEDS.  

The initial sample selection began with the least diverse states in the U. S. 

according to the U. S. Census Bureau Resident Population by Race and State: 2013 

report.  The U. S. Census Bureau categorizes these states in percentage of total 

population and this study looked at the “white only” column in the census data.  The 

states included in this study range in rank order from least diverse with white only 
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percentages as follows: Maine 95.2%, Vermont 92.5%, New Hampshire 94.2%, Idaho 

93.7% Wyoming 92.7%, Iowa 92.5%, Utah 91.6% Nebraska 89.7%, Montana 89.5% and 

North Dakota 89.6%. 

After filtering for homogeneity by using the U. S. Census Bureau data, IPEDS 

was used to select community colleges that reside in the states mentioned above and fit 

this study’s other pre-specified characteristics.  This process was completed by using the 

following derived variables from higher education institutions:  

• Awarding only associates degrees and certificates 

• Accredited by an accrediting body authorized by the U. S. Department of 

Education.  

The variables of accreditation and community college were substantiated by using 

the Carnegie Classification System to verify accuracy.  The concluding selection process 

was a randomized selection of community colleges that remained after the filtering of 

above mentioned variables.  IPEDS generated an identification number for each college.  

Thus, each school analyzed was matched with the IPEDS number and the IPEDS’s stated 

college website data.   

Homogenous, rural community colleges with specific variables were filtered from 

the IPEDS database, which resulted in a population size of 62 colleges.  A random 

sample of 55 colleges of the 62 was studied, the number that met the significantly 

significant threshold.  Of the 55 colleges, one college had been recently closed.  Thus, the 

researcher removed the college from the population, resulting in a population size of N = 

61 and a sample size n = 54.  
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From the sample researched, 31% colleges had no stated/published outcomes; 

57% of the colleges had an outcome regarding intercultural knowledge; 11% of the 

colleges had stated/published outcomes but none that included intercultural knowledge; 

one college had been closed.  

The research questions were used as headers.  The matrix organized the data by 

presenting variables on one axis with the identifying college information on the other 

axis.  This kept the information organized and easy to analyze.  See appendices B for the 

matrix devised.   

The questions were: does the college have stated institutional student learning 

outcomes, and, if so, do any of those outcomes include an intercultural knowledge 

competency requirement using this study’s definition and terms?  In addition, the 

language of those colleges that had an intercultural outcome was also collected.  The 

researcher created a quantified coding system to determine which key terms were most 

frequently used.  A search of how the college assessed the outcome was also examined by 

exploring the college websites.  The final data collection was checking if the 54 colleges 

were members of the AAC&U by looking up the college name on the AAC&U website 

2013 membership database.  The researcher hypothesized that if sampled colleges were 

members of the AAC&U they would be aware and would use the VALUE rubrics for 

assessing their student learning outcomes because AAC&U places an emphasis on 

intercultural knowledge awareness and outcomes assessment in their publications and 

communications.  
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Summary and Presentation of the Findings 
 

Homogenous, rural community colleges in the U. S. were sorted based on pre-

specified characteristics and the colleges were reviewed for their stated student learning 

outcomes, outcome language, assessment procedures, and AAC&U memberships.   

Data Analysis Plan  

 The data were collected and categorized using a matrix spreadsheet.  Each college 

represented a row with the following information completed: college IPEDS number, 

published institutional student learning outcomes, outcomes reading intercultural/global, 

using AAC&U value rubric, other global learning rubric, and member of the AAC&U.   

Qualitative themes were examined and what emerged from the data collection 

was that most of the colleges examined had stated institutional student learning outcomes 

and 57.40% had an outcome regarding intercultural knowledge.   

The quantitative data provided the following statistical analysis.  A one sample 

proportion test with a traditional significance level of α = 0.05 was used to address this 

claim.  Additionally, a finite population correction factor was used because the sample 

was more than 5% of the population.  This resulted in an adjusted test statistic of z = 

10.19 and p-value p = 1.16 x 10-24.  Given that the p-value was < 0.05, the null 

hypothesis was rejected.  The results supported the hypothesis, that a majority of 

homogenous, rural, accredited community colleges are including intercultural 

competency language in their institutional student learning outcomes. 

 Finally, a 90% confidence interval estimated the proportion of this study’s 

selected colleges had an outcome that identified intercultural knowledge.  Again utilizing 
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the finite population correction factor, the resulting interval was 0.84 ± 0.04 or (0.79 

0.87), meaning that at the 90% level, among colleges that met the pre-specified 

characteristics and had stated outcomes, 79.76% to 87.81% had an outcome that included 

intercultural knowledge. 

Statistics Analysis: Quantitative 
 

The hypothesis for the statistical analysis was: among colleges that met the pre-

specified characteristics and had stated learning outcomes, a majority would have an 

intercultural knowledge outcome.  A total of 62 colleges met these characteristics and of 

these, a random sample of 55 colleges was found. Among these 55 colleges, 17 had no 

outcomes, 31 had outcomes that specifically spoke to intercultural knowledge, six had 

outcomes but none that spoke to intercultural knowledge, and one college was closed. 

The college that was closed was removed from the population resulting in a population 

size of 61 and a sample size of 54.  In testing the null hypothesis, Ho: The proportion is 

equal to 0.5, against the alternative hypothesis HA: the proportion is greater than 0.5 thus 

the claim is a majority.  

A one sample proportion test with the traditional alpha level of α = 0.05 was used 

to address this claim.  Moreover, a finite population correction factor was used because 

the sample was more than 5% of the population.  This resulted in an adjusted test 

statistics of z =10.19 and a p-value p+ 1.16 x 10 -24.  Because the p-value is < 0.5 the null 

hypothesis is rejected.  Thus, the majority of colleges that met the pre-specified 

characteristics had an intercultural outcome. 

The final statistical analysis conducted on the data was a confidence interval.  A 

90% confidence interval was found to estimate the proportion of community colleges that 
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had an intercultural student-learning outcome.  Using the finite population correction 

factor, a resulting interval was 0.8378 +/- 0.0402 or (0.7976, 0.8781).  This means that at 

the 90% confidence level, community colleges which had an intercultural student-

learning outcome 79.76% - 87.81% had an intercultural competency outcome.  

Statistics Analysis: Qualitative 
 

The data were collected and categorized using a matrix spreadsheet.  Each college 

represented a row with the following information completed: college IPEDS number, 

published institutional student learning outcomes, outcomes reading intercultural/global, 

use of AAC&U value rubric, other global learning rubric, and member of the AAC&U.  

The themes that emerged from this data collection were that most of the colleges 

examined had stated institutional student learning outcomes.  Of the 54 colleges 

examined: 

• 17 had no stated outcomes 

• 31 had outcomes that specifically acknowledged intercultural knowledge 

language 

• Six had outcomes but none that acknowledged intercultural knowledge terms 

The researcher used qualitative measures of color coding and word cloud 

computing software to determine the terms’ frequency to identify themes and patterns 

that described the commonalities of outcome language.  Figure 1 is a word cloud that was 

created by pasting all 31 college outcomes regarding intercultural knowledge in the 

computer software: Wordle.  As one can see, the terms global and cultural were the most 

frequently used words. 
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Figure 1. Word cloud: Size represents usage. 
 
In coding the outcome language, the researcher used the following key words in 

Table 1 to count word totals.  Most of the outcomes had more than one of this study’s key 

terms.  

  

Figure 2. Count and percentages represented. 
 

The final variable check was to examine if a given college was a member of the 

AAC&U.  This consideration was based on the supposition that if colleges were members 
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then they would have direct knowledge of the AAC&U VALUE rubrics, specific to this 

study: intercultural knowledge or global learning rubrics.  

Of the 54 colleges, only five had memberships to the AAC&U, thus less than 10% 

of the random sample of community colleges.  Only two of the random sample of 54 

colleges used VALUE rubrics to assess their learning outcomes, though one other college 

was in the process of adapting an AAC&U VALUE rubric to assess its intercultural 

learning outcome. 

 

Figure 3. Membership and usage of AAC&U VALUE rubrics. 
 

The college that was developing an AAC&U-adapted rubric did have an AAC&U 

membership.  Of the other two colleges that used VALUE rubrics, one had an AAC&U 

membership and one did not.  Thus, the researcher’s supposition that if the sample 

colleges had an AAC&U membership they would more likely use VALUE rubrics was 

not confirmed statistically.  The researcher had a bias as the college she works at was one 

of the randomly selected colleges that have an intercultural outcome.  Her college uses 

92%
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Total Sample: 54 Colleges

No Membership to AAC&U Used VALUE Rubric & Had Membership

Used VALUE Rubric-No AAC&U Membership Modifying a VALUE Rubric
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the intercultural VALUE rubric to assess student-learning outcomes and also maintains 

an AAC&U membership.  Therefore, the researcher based her belief on this fact and the 

supposition was incorrect. 

The Role of Leadership in this Study 

 In order for students to become educated and socially just leaders, they must be 

educated in cultural awareness, be introduced to diverse perspectives, understand how the 

world is interconnected, and understand how democracy of ideas flourish, regardless of 

whether they attend heterogeneous-populated colleges. College faculty typically believe 

that they are preparing the architects for tomorrow. Thus, college leaders ought to bring 

intercultural competency to the forefront of their general education expectations of all 

students if acceptance of all is expected in future leaders. 

Concurrently, colleges and universities need to understand and use assessment of 

learning outcomes.  Another theme that emerged during this research study was that 

many of the college participants did not demonstrate a continuous cycle of assessment. If 

assessment processes are sporadic and not systemic it makes it hard to improve the 

quality of education. Consistency and replication is key if colleges want to identify and 

determine patterns and trends across time. For this study, assessment of intercultural 

outcomes was examined and the assessment processes used did not appear contiguous.  

This dissertation in practice is a result of the researcher’s new employment in the 

fall of 2013 as an assessment director at a community college.  At that time, College X 

had received a progress report from its accrediting agency requiring that an outcomes 

assessment process be created and followed.  At that time, the researcher knew very little 

about outcomes assessment.  Thus, this dissertation in practice is a contribution to all 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       47 

college assessment directors who may find themselves in the same situation.  The 

researcher’s hope is that this dissertation improves intercultural knowledge of community 

college students while also providing direction to assessment directors in creating and 

maintaining an outcomes assessment process.  

Results for Question on Outcomes Assessment 
 

The data collected demonstrated how many of the filtered randomized community 

colleges had student learning outcomes.  Of the 54 colleges examined, 57.40% had 

student learning outcomes that specifically acknowledged intercultural knowledge terms.  

Thus, the majority of colleges examined did establish institutional student learning 

outcomes regarding the importance of intercultural knowledge. Only 3.7% of the 

participant colleges used VALUE rubrics to assess their learning outcomes, though one 

college was in development of adapting an AAC&U VALUE rubric to assess its 

intercultural learning outcome. 

Administrators need to establish well-defined processes for assessing student-

learning outcomes to ensure that students are learning what a college has deemed 

valuable.  At the 90% confidence level, 79.76% to 87.81% of the studied colleges 

deemed intercultural knowledge a valuable outcome, though only two had verifiable 

learning outcome assessment data, while one other school was modifying a VALUE 

rubric.  The assessments the sampled colleges used were varied and the descriptions were 

often opaque.  Nine colleges designated an “in development” stage, six of the colleges 

identified using the Collegiate Assessment of Academic Proficiency (CAAP), five 

assessed programs only, four colleges used classroom assessments only, three colleges 

used graduation rates, three used national certification exam and/or placement results, 
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two used non-specified graduate exit exams, one college used exit interviews, and one 

used WEAVE online software to manage its program assessments. 

Table 1 
 
Assessment Categories  

 

 Many of the assessment procedures examined in this study bear no direct 

consequences for individual students; thus, faculty and students may not take these types 

of assessments seriously.  Moreover, standardized tests or indirect correlational measures 

are not providing the type of validation regarding true student learning and opportunities 

for growth.  For example, the CAAP is a standardized multiple choice test that provides 

data to institutions but does not get close enough to the source of student work to provide 

an authentic and evidence-based assessment.  In the researcher’s experience, neither 

faculty nor students ever review the institutional data generated from standardized tests.  

Finally, standardized tests are very expensive with not much return on investment in 

providing real evidence of student learning. 
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In contrast, student learning outcomes assessments using faculty as scorers are 

much less expensive and offer a more quality-driven process that enriches and reflects 

what colleges teach. As AAC&U describes:  

“When faculty apply rubrics to samples of students’ work, they begin to ask 

questions both about how to strengthen the assignments and about ways to ensure that 

their programs are fostering the kind of learning the degree should represent” (Sullivan, 

2015, p. 9.). 

The researcher has witnessed this faculty interaction when facilitating scoring 

sessions of student work at college X.  The faculty scorers not only score the student 

work but discuss how the assignment sheets affect students’ higher order thinking skills 

and how to improve their assignments using the language of Bloom’s taxonomy (1956).  

This process of reflection is a powerful professional development tool for faculty that 

college leaders can provide their campuses.  Faculty members come away from this 

authentic assessment process improving their assignments, dialoguing with each other, 

and sharing resources. 

College leaders need to assess genuine student work against agreed upon rubrics 

so that the learning outcomes reflect the colleges’ missions and allow the academics to 

make curricular and pedagogical decisions on the quality of higher education.  

Leadership in higher education can verify with evidence that high-quality teaching and 

learning is taking place and students are being prepared for the 21st century so they can 

participate in the global workforce upon graduation.  As a result, leaders need to take 

responsibility for the types of accountability measures they use to assess student learning.  

In using normed rubrics and scoring student work, students can demonstrate their ability 
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to apply knowledge and incorporate higher order thinking skills.  These skills are what 

campus leaders, faculty, and colleges intend to teach, especially with outcomes like 

intercultural knowledge.  

Future employers are counting on colleges to provide them with an educated 

workforce that can apply learned skills directly to the workplace.  In the Hart Research 

Associates (2013) study of employers, “more than nine in ten [employers] say it is 

important that those they hire demonstrate ethical judgment and integrity; intercultural 

skills; and the capacity for continued learning” (Sullivan, 2015, p. 9.). 

Analysis and Synthesis of Findings 
 

Higher education institutions are asked to educate students about cultural diversity 

and prepare them for an intercultural society, primarily due to the economic global 

diversity and ethnicity changes in population demographics.  The researcher 

hypothesized that students who live and study in homogenous populations are in need of 

this cultural competency and appreciation for diverse perspectives even more than 

students from structurally diverse communities.  Community colleges in homogenous 

locations need to emphasize intercultural knowledge outcomes in their education plans 

for all students because students do not have a diverse population to interact with. 

The results of this study indicate that the 57.40% of homogenous community 

colleges had an intercultural student learning outcome.  However, the assessment of the 

student learning outcome was parenthetical at best, as only two colleges had verifiable 

learning outcome assessment data.  Consequently, for authentic, institutional assessment 

to become an evidence-based, continuous cycle of quality improvement, institutions need 
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to score actual student work with rubrics to benchmark both quantifiable and qualitative 

data about the quality of their education and repeat this process on an annual basis. 

This study examined the intercultural knowledge learning outcome and the data 

generated from the study demonstrated a need for a solution on how to build and 

implement the process of learning outcomes assessment.  The researcher will present a 

solution that is specifically designed to assess an intercultural knowledge outcome.  

Nevertheless, the process proposed can be replicated for other learning outcomes.  

Proposed Solution 
 

In order for outcome assessment to become systemic, colleges must have 

developed a shared curriculum that identifies institutional learning outcomes and 

institutional assessments that measure student learning by each outcome.  Because this 

study demonstrated that a majority, 57.40%, of homogenous community colleges had 

developed a student learning outcome on intercultural knowledge, a training program 

specifically for assessing the outcome has been designed.  

The proposed solution is a professional development training specifically for 

homogenously populated community colleges on why cultural competency is important, 

how colleges can infuse this learning outcome throughout their curricula, and how to 

assess if students are truly learning the diversity concepts.  This training specifies how 

administrators and faculty can incorporate intercultural education into their student 

learning by using an AAC&U rubric in the development of their curricula and assessment 

of institutional student learning outcomes.  Thus, providing a map that allows faculty to 

educate students on how to succeed in a global economy and become socially and 

civically engaged leaders wherever they go is important.  To implement this training, the 
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researcher developed the training materials for interested general education or outcome 

committees to duplicate.  This training includes a system description, which includes 

detailed process sheets, evidence-collection methods, and a timeline that describes how a 

general education committee could implement outcomes assessment into an institutional 

continuous improvement.  Without institutional assessment of outcomes, colleges cannot 

verify that students are learning what they have identified as essential.  Chapter Five of 

this dissertation contains the procedures needed to implement this solution. 

Support for the Solution from Data Collected 
 

The data this study generated demonstrated that most homogenous community 

colleges have stated an outcome regarding intercultural knowledge, though 20% of the 

colleges examined had no such outcome.  Anecdotally, it appeared that institutions that 

were near their date of accreditation had more information about assessment plans.  In 

addition, this study examined how colleges assessed their institutional learning outcomes.   

The results showed that of the 54 colleges, only 1.08% of the colleges examined used 

normed rubrics to assess student work.  Thus, the majority of colleges studied were in 

need of an authentic institutional assessment process that assessed actual student work 

across programs and could generate both quantitative and qualitative data to instruct how 

to improve their pedagogy.  Thus, the solution designed for this problem is directly linked 

to the outcome of the research.   

Existing Support Structure and Resources 
 

The AAC&U has been focusing on valid assessment of learning in undergraduate 

education, hence the VALUE in the VALUE rubric.  The AAC&U researches and creates 

publications about assessment with a liberal education viewpoint about teaching 
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intercultural knowledge.  It has publications and rubrics to support the training discussed 

in Chapter Five. 

In addition, the researcher used her frame of reference as Director of Assessment 

at a homogenous community college to instruct on what works and does not work with 

authentic assessment procedures.  At the researcher’s work college, the campus 

community identified eight student learning outcomes as core curricula that is imbued 

throughout the majors.  Every semester, two of these outcomes are assessed 

institutionally and this process is facilitated and designed by her.  For this training, the 

researcher recommends colleges choose between the AAC&U’s Intercultural Knowledge 

and Competence VALUE rubric or the Global Learning VALUE rubric.  With either 

tool, colleges will immediately have definitions, framing language, glossary of terms, and 

benchmarks included in the VALUE rubric documents.  When colleges use and study the 

rubrics, they have an already considered shared language that was normed across many 

American colleges and universities.  Using the VALUE rubric will greatly help 

institutions collect the evidence of student learning that appropriately corresponds to the 

VALUE rubric, thus creating a reliable and consistent evaluation process.  

The researcher defined and discussed how to implement the process of outcomes 

assessment, especially in regards to intercultural knowledge outcomes assessment.  She 

described how to coordinate and facilitate the scoring of student work, how to lead 

discussions, and how to produce qualitative and quantitative data that colleges can use for 

benchmarking across time.  
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Policies Influenced/Influencing the Proposed Solution 

 
The primary policy that needs to be implemented is that the campus designates 

specific student learning outcomes and maintains the same language over time.  In order 

for this to become systemic, colleges must have developed a shared curriculum that 

identifies institutional learning outcomes and institutional assessments that measure 

student learning by each outcome.  After the outcomes are developed, college leaders and 

faculty need to agree to examine student work on a semester basis.  A policy may need to 

be implemented stating that faculty will spend 10 hours annually on assessing the 

process.  However, with accreditation commissions requiring more authentic assessment 

of teaching and learning, college leaders will have leverage to inculcate the idea.  

With the support of the Academic Affairs Vice President, Provosts, and deans, the 

director of assessment should be able to convince faculty to volunteer for the scoring 

sessions.  If the college has difficulty getting faculty members to volunteer, the duty can 

be written into their contracts as part of their job description.  Additionally, the present 

study showed that institutions nearing their date of accreditation had more description of 

assessment plans.  Thus, it appears that accreditation recertification is the leading force in 

implementation of assessment.  This focused attention to assessment would make sense.  

For example, the Higher Learning Commission, HLC 4.B. stated: 

The institution demonstrates a commitment to educational achievement and 

improvement through ongoing assessment of student learning. 

1. The institution has clearly stated goals for student learning and effective 

processes for assessment of student learning and achievement of learning goals. 
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2. The institution assesses achievement of the learning outcomes that it claims for 

its curricular and co-curricular programs. 

3. The institution uses the information gained from assessment to improve student 

learning. 

4. The institution’s processes and methodologies to assess student learning reflect 

good practice, including the substantial participation of faculty and other 

instructional staff members (HLC, 2015).   

Everyone, including the community, has an interest in maintaining the local 

college’s accreditation.  Thus, outcomes assessment would fulfill what accreditors 

want to see and assist in implementation of the process. 

Potential Barriers and Obstacles to Proposed Solution 
  

Resistance to change is a natural part of implementing any new process.  As 

Rogers (2003) explained, getting a new idea adopted, even when it has obvious 

advantages, is difficult and may require a lengthy period before complete adoption (p. 1).  

In the implementation of this study’s proposed solution, the barrier foreseen the most 

could be faculty resistance for the following reasons.  Faculty members will have to 

submit student artifacts to the assessment office, they will have to determine which 

outcomes the artifacts are submitted under, they will have to continue this process every 

semester, and they will have to participate in the scoring of the artifacts.  Faculty 

members have limited time and may see this process as burdensome.  Nevertheless, if one 

can engage a few early adopters, an adopter category defined by Rogers (2003) as having 

the highest degree of opinion leadership, a group which everyone looks to and triggers 

the critical mass, then this may reduce other faculty members’ hesitancy (p. 283).  In 
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addition, if the college allows for the faculty members to count this process as part of 

their workload and/or have the ability to provide a small incentive, the barrier should be 

decreased.  The college will save money if it switches from standardized testing to an 

outcomes assessments process and could pass the savings on to the faculty.  

Another potential barrier could be the director of assessment or lack of one.  

Many colleges do not have assessment directors and rely on committees and deans to 

instruct their institutional assessments.  Creating the process of authentic assessment by 

evaluating student work is time-intensive and more work than administering a 

standardized test.  However, the outcome is much richer and more beneficial to the cycle 

of continuous improvement.  If the college assessment staff is not willing to invest the 

time it takes, the process may not be successful.  Thus, the assessment office needs to 

take the leading role in facilitating the process.  That role means making it easy for 

faculty to submit artifacts, anonymizing student and faculty information, ensuring a high 

degree of confidentiality, and working with faculty regarding the process.  Consequently, 

the college must have support from the administrators, assessment department, and the 

faculty.  Otherwise, the process may fail.  The principal of outcomes assessment defined 

in this study can be replicated for any and all institutional learning outcomes, but this 

study emphasized assessing intercultural knowledge. 

Financial/Budget Issues Related to Proposed Solution  
 

As addressed above, colleges may see savings if they decide to replicate the 

training contained in this study as they could use their campuses’ time and talents instead 

of paying a national assessment testing company.  However, there are costs in 

implementing this proposed solution, mostly time.  Every semester, the assessment 
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departments collect student artifacts from every outcome and then categorize, catalog, 

and store them.  Additionally, the researcher suggests providing a meal to the faculty 

scorers at the initial scoring session.  VALUE rubrics can be obtained and used at no 

charge from the AAC&U website. 

Legal Issues Related to Proposed Solution 
 

The only legal ramifications that the researcher can foresee would result from not 

adhering to the confidentiality of the student work and anonymizing it before use.  The 

researcher maintains that a sentence be included in all campus syllabi stating that student 

work may be used for institutional assessment but that any personally identifying 

information will be removed from student work. 

Change Theory 
 

Change theory influenced this dissertation in practice in two ways.  First, in the 

year it was written, more attention and visibility to intercultural knowledge and outcomes 

assessment became apparent in higher education at the community college level.  Thus, 

outcomes assessment is in the thawing stage of change.  Additionally, race consciousness 

and understanding of other cultures became a nationwide discussion, primarily due to 

race issues and law enforcement exchanges. 

The second way that change theory influenced this dissertation was the aim of this 

study, which was to create a product such as a training program on the development of 

curricula that specifically address intercultural knowledge and competency and how to 

assess it.  The outcomes assessment process provides campuses a new way of assessment.  

The process includes getting many people to agree and to want to change.  Faculty can 

view assessment as administrative compliance, which has no bearing on its daily 
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teaching.  The hope is that if the training program developed as part of this dissertation is 

implemented effectively, the viewpoint will change.  Examining student learning 

outcomes by scoring student work gives higher education the authentic picture of what 

students are being inculcated with at college. 

Internal/External Issues Related to Proposed Solution 
   
 An issue that may interfere with liberal arts education, such as teaching 

intercultural knowledge, is Complete College America.  According to Hernon et. al 

(2013), it is feared that course expectations will be lowered as greater pressure is applied 

to pass students in order to retain state funding (p. 196). This nationwide reform, 

Complete College America, seeks to limit the amount of time and credits needed to 

graduate so people can enter the job market more quickly. As stated on its website, 

Complete College America “use[s] metrics to tie state funding to completion of degrees 

and certificates, including financial incentives for deployment of other strategies to boost 

college completion” (CCA, 2015). 

Thus, a perceived philosophical disagreement exists: providing a liberal arts 

education versus preparing students for the workforce.  Balancing the ideas between 

broadly educating students for the future by exposing them to many learning outcomes 

versus educating them for the purpose of work may seem to conflict.  However, in 

teaching intercultural knowledge, colleges educate people to interact with the global 

marketplace.  Employers and leaders want their employees to be educated to interact with 

diverse cultures as it benefits profits.  Therefore, it is easy to include intercultural 

knowledge in community college students’ curricula as part of creating a better prepared 
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workforce.  The assignments that would be used to teach intercultural knowledge could 

very well come from internships in the workforce.  As historian Carol Schneider stated, 

I am convinced that just as standardized tests with standardized answers became 

the metric of choice for the age of industrialization, valid assessments of students’ 

nonstandard and inquiry-based learning will become the assessment strategy of 

choice for this new era of innovation and global interconnections. (as cited in 

Sullivan, 2015, p. 10) 

Summary 
 
 In summary, homogenous community colleges in the U. S. were sorted based on 

pre-specified characteristics such as homogeneity, ruralism, and accreditation.  The 

filtered sample participants were randomly sampled to examine their student learning 

outcomes for outcomes regarding intercultural knowledge.  The finding demonstrated 

that the majority of the colleges had an outcome that acknowledged intercultural 

knowledge, though most did not have an authentic assessment of this outcome.  Thus, the 

aim of this study was to propose a training that would aid community colleges in 

implementing curriculum regarding intercultural knowledge and demonstrating how to 

assess the outcome validly, using materials that have been normed and are readily 

available at AAC&U.  The product is detailed in Chapter Five.  
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CHAPTER FIVE: CONCLUSIONS AND RECOMMENDATIONS 
 

Introduction 
 

Higher education institutions are asked to educate students about diversity and 

prepare them for an intercultural society, primarily due to the global diversity in economy 

and ethnic changes in population demographics.  The U. S. Census stated that the U. S. 

will become more racially and ethnically diverse, with the aggregate minority population 

projected to become the majority in 2042 (2010).  Consequently, it is imperative that all 

college students are prepared to interact with and accept a multicultural society and have 

the skill set and knowledge to collaborate with diverse cultures.  The purpose of this 

study was to examine whether homogenous community colleges have a student learning 

outcome that addresses intercultural knowledge, and, if so, how they institutionally assess 

whether their students are mastering the outcome.  This chapter gives an overview of this 

work and includes aim, implementation, and recommendations.  

To ensure that colleges are fulfilling their goal of educating students in 

accordance with their student learning outcomes, they must define, collect, and interpret 

direct evidence of student learning by examining student work on a continual basis.  

Accreditation commissions have very clear expectations that colleges use evidence, both 

quantitative and qualitative, in decision-making; thus, anecdotal information is not 

sufficient.  However, many community colleges use normed standardized exams to 

evaluate student performance and rely on indirect correlational measures, such as one-

time exit exams that do not provide the complete data needed.  Condon (2013) stated that 

colleges should look to well-established, institutionally contextualized forms of 

assessment as models that yield fuller, richer information about the student’s process of 
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learning.  These assessments would be more valid, as reliable, and far fairer to the test-

takers, whose stakes are often quite high (Assessing Writing, p. 100).  

Accreditors are not satisfied with community colleges’ assessment of student 

learning.  For example, Provezis (2010) found that “each of the regional accreditors 

reported that deficiencies in student learning outcomes assessment were the most 

common shortcoming in institutional evaluations” (p. 7).  According to Nunley, Bers, and 

Manning (2011), the Commission on Colleges for the Southern Association of Colleges 

and Schools noted that 70% of community colleges undergoing reaffirmation in 2010 

were found to be out of compliance with institutional assessment effectiveness standards 

that require colleges to identify student learning outcomes and assess their achievement 

of student learning (p. 6).   

For some colleges, implementing an institutional assessment requires a change in 

their campus culture that necessitates building an infrastructure focused on using 

collected evidence in decision-making that is faculty-driven.  Both the National Institute 

of Learning Outcomes Assessment (NILOA) and the National Community College 

Council for Research and Planning (NCCCRP) surveys found that faculty have low 

interest and engagement in assessment (Nunley et al., 2011, p. 7).  Thus, the only way to 

implement an institutional outcomes assessment process will be to gain faculty support.  

Having strong leaders who can communicate why and how assessment will benefit 

faculty and students helps gain this support.  Furthermore, an institutional assessment 

plan aids in maintaining accreditation that, if lost, affects faculty positions through 

downsizing and/or job loss.  In order for colleges to determine truly if students are 

learning, they need to shift from opaque strategies to a direct measure, institutional 
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outcomes assessment, which may require an institutional change within the community 

colleges.  This change can occur by using capacity building strategies and change 

diffusion strategies.   

Summary of the Study 
 

Students who live and study solely in homogenous populations are in need of 

intercultural competency knowledge and appreciation for diverse perspectives even more 

than students from structurally diverse areas due to their limited exposure to racially and 

ethnically diverse people.  As Gardner (2004) described, educational institutions have 

until very recently engaged in mind change en masse, meaning that they have treated 

individuals as if they were members of a group and sought the most effective generic 

strategies as there is a reduced incentive to personalize instruction for a homogenous 

audience (p. 148).   

Ines Marquez Chisholm (1998) studied how to integrate technologies into 

multicultural classrooms and found that cultural competency cannot be attained in an 

academic vacuum (p. 9).  Chisholm (1998) described cultural competency development 

as including a combination of cultural knowledge, direct intercultural experiences, and 

reflection on those experiences.  Cultural competency is both personal and interpersonal, 

as well as cognitive and affective (Chisholm, 1998, p. 9).  Thus, a college environment 

that appreciates and promotes cultural diversity becomes essential to the promotion of 

cultural competency within the entire campus population (Chisholm, 1998).  This type of 

multicultural university climate emerges when the administration sincerely and actively 

strives toward diversity in its staff, faculty, programs, and curriculum.  Thus, describes as 

a higher education institution that values diversity, offers multiple opportunities for 
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interpersonal cross-cultural communication, incorporates a diversity of opinions and 

ideas, and explicitly acknowledges the contributions many groups have made to our 

nation in the sciences, the arts, and literature (Chisholm, 1998).  In the absence of 

structural diversity, colleges must, at the minimum, bring awareness to intercultural 

knowledge competencies.   

It is natural that people place value in those they interact with daily.  If students 

only hear and discuss viewpoints from a structurally homogenous environment, they will 

not understand alternative viewpoints, as well as students who offer diverse opinions and 

ideas from learned knowledge of their environments.  Therefore, community colleges in 

homogenous locations need to emphasize intercultural competency outcomes in their 

education plans for all students.  In addition, to ensure that quality intercultural 

knowledge curriculum is being taught, colleges must use evidence-based assessment 

measures to ensure students are mastering the intercultural outcomes.  The objective of 

this chapter is to discuss how to effectively implement this assessment process on a 

continual basis.  

Aim of Study 
 

After the research had been conducted and analyzed the aim of this study was to 

create a training program on the development of curriculum that specifically addresses 

intercultural knowledge and competency and how to assess it.  This product specifies 

how faculty members of current general education classes can incorporate intercultural 

education into classroom learning by using the AAC&U rubric in the development of 

their curriculum and assessment of student work, thus providing a tool that allows faculty 

to educate students to succeed in a global economy and become socially and civically 
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engaged leaders.  However, the students’ work could also be used to implement an 

outcome assessment if collected and assessed institutionally.  This outcomes assessment 

training and its development is described in detail below. 

Building the Training Development  
 
 The researcher used her frame of reference as director of assessment at a 

homogenous community college to initiate this study.  At the researcher’s employer 

college, eight student learning outcomes have been identified by the campus community 

as core curriculum that is imbued throughout the majors.  Every semester, two of these 

outcomes are assessed institutionally.  As described in the researcher’s report to the 

Higher Learning Commission on her college’s institutional assessment process: 

Student artifacts (i.e., individual pieces of course work) are submitted to the 

Director of Assessment every fall, spring and summer term by faculty from a 

variety of disciplines.  Faculty submitters fill out a cover sheet identifying the 

outcome that the artifacts meet, the number of artifacts submitted, and the 

specifics of the assignment.  During the fall and spring semesters, other faculty 

volunteers score the artifacts using AAC&U VALUE (Valid Assessment of 

Learning in Undergraduate Education) rubrics chosen by the Assessment Team as 

corresponding to the respective outcomes.  Faculty cannot score their own 

students’ artifacts.  The Assessment Office catalogs the artifacts under the 

outcome number, and they are filed by outcome number and placed in a locked 

cabinet.  When it is time to select student artifacts for review, the Assessment 

Office randomly selects 20 student artifacts from the assigned outcomes for that 
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semester, anonymizes the artifacts, makes copies, and creates 20 identical binders 

that include an AAC&U VALUE rubric for each artifact.  

In the meantime, the Assessment Office schedules two scoring meetings for 

faculty volunteers.  In the first meeting, the assessment facilitator gives an 

overview of the process, explains the expectations, and answers any questions.  

The facilitator calibrates the scoring results for inter-rated reliability by walking 

faculty through the rubric, and they assess at least one artifact together as a group.  

After the initial scoring session, the faculty scorers complete the rest of the 

artifact assessments individually.  Approximately two weeks later the group 

reconvenes to discuss their findings regarding the outcome assessed.  The 

comments are documented and formatted into a feedback report.  The scores from 

the rubrics are then calculated, and data are generated to demonstrate process 

findings.  This process is duplicated twice yearly for two outcomes each time, and 

is on a continual cycle.  An assessment facilitator or faculty representative shares 

the feedback from the reporting sessions throughout campus at the faculty and 

student senates, all the alliances (representative employee bodies), Deans Council, 

College Council, school meetings, and department meetings.  

When the feedback is shared, the assessment facilitator collects information from 

the various groups about how the institution might improve student learning in the 

areas discussed, and reports it back to the entire Assessment Team.  

Department chairs provide their takeaways from the process by submitting an 

annual assessment plan to the Assessment Office.  The Director of Assessment 

collects these data, and when a trend or commonality is identified, the Director 
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recommends institutional change to the Deans Council and the Vice President for 

Academic Affairs.  Changes are then made and reported back to the Assessment 

Office to record and share, thereby closing the loop (College X, 2014). 

This college’s outcomes assessment process was established in 2013 and effectively 

captures evidence of student transference or application of skills and knowledge in 

reference to respective learning outcomes.  The following plan was devised based on the 

findings of the present study. 

The Training Manual: An Outcomes Assessment Process Description 

If the college does not have an active general education or outcomes committee, 

then the initial action that a college would do is gather a group of interested faculty 

members representing each school within the college, as well as the director of 

assessment and vice president of academic affairs and other educational professionals.  

This committee will research and determine which student learning outcomes they 

believe fit the mission of its college.  The researcher believes that all colleges, especially 

homogenous community colleges, should have an intercultural competency student 

learning outcome.  There are many different ways to craft the outcome language, but if 

the college does not already have the language, it would be beneficial for the committee 

to look at how it is going to assess the outcome and review the AAC&U VALUE rubric 

language (AAC&U, 2009).   

Development of Outcomes 
 

Colleges must first define their institutional learning outcomes.  This is 

accomplished by creating outcome statements that describe what students should be able 

to demonstrate.  The learning outcomes are the colleges’ intentions about what students 
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should know at graduation.  This study focused on the learning outcome regarding what 

students know about intercultural knowledge.  As described in the Intercultural 

Knowledge VALUE rubric framing language, “identify own cultural patterns, compare 

and contrast them with others, and adapt empathically and flexibly to unfamiliar ways of 

being” (AAC&U, 2015).).  In guiding curricular decisions for intercultural knowledge, 

faculty members can use the VALUE rubric to articulate the student learning outcome 

and design assignments that align with Bloom’s taxonomy of higher order thinking skills 

required for students to achieve mastery of the outcome (Bloom, 1956).  

In order for outcomes assessment to become systemic, colleges must have 

developed a shared curriculum that identifies institutional learning outcomes and 

institutional assessments that measure student learning by each outcome.  Without 

institutional assessment of outcomes, colleges cannot verify that students are learning 

what the colleges have identified as essential in the education of their students.  

Additionally, the process allows for aggregate data to inform colleges in their decision-

making on curriculum and budget issues. 

For this training program, the researcher recommends a choice between the 

Intercultural Knowledge and Competence VALUE rubric or the Global Learning 

VALUE rubric (AAC&U, 2015).  When the committee members use the VALUE rubric 

to frame their outcome language they can use the AAC&U definition, framing language, 

glossary of terms, and benchmarks included in each of the VALUE rubric documents.  

Using these documents will greatly help with the collection of evidence of student 

learning that appropriately corresponds to the VALUE rubric.  This process also aids in 
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systemizing the evaluation process and ensuring reliable and consist data due to the 

origin of the outcome language and assignment aligning with the rubric.  

Collection of Artifacts  
 

After the committee has determined the student learning outcome language and 

rubric it will use, the Vice President of Academic Affairs should communicate with all 

faculty members across campus about the committee’s determination, as well as request 

that faculty members analyze their class assignments to see if any of their current 

assignments meet the outcome.  In addition, the Vice President of Academic Affairs 

should request that those artifacts be submitted to the assessment office for use.  The 

responding faculty member will be asked to collect the student assignments and note 

which outcome the work aligns with.  It is important that the faculty members choose 

which outcome aligns with their assignment.  They should also submit the assignment 

directions so future scorers know what was asked of the students.  The assessment office 

then catalogs the artifacts under the outcome number, files with other artifacts with the 

same outcome, and places the artifacts in a locked cabinet.  When it is time to select 

student artifacts for review, the assessment office randomly selects 20 student artifacts 

from the assigned outcomes for that semester, anonymizes the artifacts, makes copies, 

and creates 20 identical binders that include an AAC&U VALUE rubric for each artifact.  

Scoring of Artifacts 
 

The next step in the outcomes process is to solicit 10-12 faculty members to 

volunteer to assess student artifacts and attend two meetings.  This scoring committee 

should be small enough so that everyone is heard but big enough to provide reliable data.  

The first meeting will be an introduction to the process, a shared scoring of one artifact, 
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and subsequent discussion.  At the second meeting, the scorers will return the binders 

with all artifacts scored and create a dialogue in which the qualitative report will be 

produced.   

During the initial scoring session, the facilitators review VALUE rubric with the 

scorers and conduct a group discussion among the faculty scorers regarding the 

differences between benchmarks on rubric.  Next, the group will score one artifact 

individually and then discuss how they scored the artifact.  This discussion confirms that 

the scorers understand how the process works and maintains greater reliability of the 

data.  

Next, the faculty scorers independently score the artifacts using the rubric.  These 

data form the quantitative data.  After the scoring sessions the assessment office 

generates mean of means scores for each rubric criterion by collecting the score recorded 

by the faculty.  

The faculty scorers reconvene at the second session to discuss their findings.  The 

facilitator captures their feedback regarding the artifacts, detecting themes.  In addition, 

the facilitator asks what recommendations they would make to the various college 

hierarchal levels.  This information forms the qualitative report while the rubric 

benchmark scores form the quantitative data.   

The scoring sessions can only occur if enough artifacts have been collected so that 

the director of assessment can randomly choose 20 artifacts to include in the binder for 

scoring and remove all identifying information on the assignment and the assignment 

sheets.  Identical binders will be prepared per outcome, one for each faculty scorer to 

evaluate using the same rubric.  The binders contain numbered tabs and the artifacts will 
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be placed in the corresponding spot in the binders so that all scorers are looking at the 

artifacts in the same order.  In front of each student artifact, the committee-chosen 

VALUE rubric will be placed.  The faculty members circle the corresponding number 

that aligns with the score they provide in each benchmark indicated.  The scorer 

completes 20 rubrics per 20 assignments in the binder, creating the quantitative data.  

However, if the benchmark was not addressed in the assignment, the scorer circles the 

“not applicable” row.  The inclusion of the assignment sheet is important so that scorers 

know what was asked of the student and can make a determination on whether the 

student preformed the task.  

At the second meeting, the faculty scorers return the binders and the facilitator 

asks the following questions to generate the qualitative report.  These questions may 

include: 1) What did the students do well regarding this outcome? 2) What do the 

students need to improve under this outcome? (listed by priority) 3) What can we do to 

improve students’ skills regarding the outcome at the faculty, department/school, and 

institutional levels?  The facilitator charts the comments made by the faculty on big 

pieces of chart paper so that all can see and come to consensus on the comments.  The 

facilitator captures the faculty’s scripted comments and adds these as part of the 

qualitative feedback report.   

Sharing the Findings 
 

Post-scoring, the facilitator transcribes the responses of the faculty to generate the 

feedback report.  These reports should be shared immediately with the campus so a 

dialogue and timeline can be created to make small improvements and to capture changes 

if any are made at the hierarchal levels to demonstrate a closing of the loop.  For the 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       71 

quantitative data report, the assessment director combines all the scores from the rubrics 

and creates a mean of means score for each benchmark.  These scores should be collected 

at least three times per outcome before analyzing and synthesizing the data.  This practice 

ensures valid and reliable results from the statistics.  Decision-makers can then determine 

where the curriculum needs to improve based on a trend rather than one data point.   

Roles and Responsibilities of Key Players  
 

Key players in the outcomes assessment process are the assessment director or 

assigned facilitator of the process, the assessment committee members, the Vice 

President of Academic Affairs, the deans/provosts, and the faculty.  The assessment 

director or assigned facilitator will be the leader who is accountable.  This person will 

communicate with all parties and be directly involved in the production of the binders 

and data reports.  The assessment members will solicit faculty volunteers for scoring and 

also determine which VALUE rubric corresponds with the outcome being assessed.  The 

committee members might also help facilitate the scoring sessions, but if they choose not 

to facilitate, they should be present during scoring sessions to demonstrate support.  The 

Vice President of Academic Affairs communicates with deans and faculty about the 

importance and expectation of participation.  The deans/provosts ensure that faculty 

members are aware of the process and garner support of submissions and volunteer 

scoring from the faculty members who provide the student artifacts and volunteer for the 

scoring sessions.  

 All mentioned key participants are responsible for ensuring that the outcome 

assessment occurs every semester.  In addition, they are all responsible for sharing the 

results and using the results to close the feedback loop and make improvement.  To 
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ensure that all parts are moving in the same direction, the assessment director takes the 

accountability and communicator leadership role for the entire process with the full 

support of the Vice President of Academic Affairs.  

Leader Roles  
 

In order to enact this process, a strong, thoughtful leader is essential.  Primarily, 

the leader needs to communicate to administrators and faculty members why this process 

is important and how it will benefit students and faculty, connecting the process to 

continuous improvement based on the evidence of student work, and then subsequently 

implementing the process across campus.  In addition, the leader must have a hands-on 

approach in overseeing the process by collaborating with college executives and asking 

the President or Vice President of Academic Affairs to spread the message about the 

process.  Moreover, gaining college dean support is crucial as well.  Faculty members 

need to see that administrators believe in the process and faculty committee members 

need to support the leader of the process by asking their peers to volunteer and submit 

artifacts.   

Leaders of outcome assessment processes need to understand the stages of group 

development: forming, storming, norming, and performing (Robbins & Judge, 2012).  

Part of this process is soliciting early adopters, faculty members who volunteer and 

submit artifacts, help manage detractors, who believe it is an exercise in compliance and 

will not affect change.  Thus, a leader needs to have an awareness of change management 

strategies and how to mitigate for noncompliance.  A leader of this process needs to 

understand how to maintain momentum of artifact submission, volunteer scoring, and 

data sharing.  Most crucial is that the leader ensures that the data collected are turned into 
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qualitative and quantitative reports and shared with the campus by presenting at alliances 

and senate meetings every semester.  In addition, the leader should publish findings of the 

process on the college website, demonstrating that the outcome assessment process was 

used to generate evidence-based data for the campus to make informed decisions.  The 

leader needs to review the report recommendations with senior administrators and 

communicate them back to the campus community to start a dialogue and improvements.  

In this way, the college community can see the output of the process.  This process will 

be duplicated every semester.  Moreover, the leader needs to share assessment findings 

with key stakeholders, including the board, community, and financial supporters of the 

college.  This communication will benefit the college in that stakeholders can compare 

and contrast findings over time and witness change, vesting them in the college’s future. 

When faculty, administrators, and stakeholders begin to see how the process is 

incorporated into data decision-making, acceptance should be expected as long as 

transparency of the process is maintained.   

Another advantage the leader can draw upon is folding the outcome assessment 

process into the college’s accreditation timeline.  The outside compliance necessity 

provides exterior pressure to implement the process in a timely manner.  The ideal time to 

begin an outcomes assessment process is well before the year of visitation, regardless of 

the accreditation pathways the college has chosen, as accreditors are asking colleges to 

demonstrate clear student learning outcomes assessment processes.  The researcher 

recommends that colleges have a well-established process with data reports compiled and 

used to inform decisions, thereby demonstrating the effectiveness of the process before 

visitation from accreditors.  This way, reviewers can determine what change has been 
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made based on data collection, demonstrating the college’s capacity to conduct effective 

outcomes assessment while also demonstrating that the process is sustainable and on-

going.  

Timeline for Implementation 
 

For a truly sustainable culture of assessment, the leader or leaders need to be 

prepared to replicate this process every semester by carefully scheduling the scoring 

sessions and publishing reports within the same semester.  For that reason, creating and 

distributing a calendar of outcome assessment dates before the semester begins will 

define the implementation timeline (Appendix C).  There are phases of this process: 

collecting artifacts, cataloging them, gathering faculty volunteer scorers, scoring, 

capturing feedback, processing the data, analyzing them, sharing the data, and affecting 

change.  All but the quantitative report analysis is accomplished within a semester’s 

timeline.  Again, at least three cycles per outcome should be collected before the final 

statistical report on benchmark scores is created.  This step is to ensure valid and reliable 

triangulation of the scores before colleges decide if students are mastering the outcome.  

To begin the process, artifacts must be submitted at the beginning of the semester.  

The leader needs to contact faculty members and ask them to submit student work while 

also encouraging deans and executives to request artifacts.  The more emphasis placed on 

the collection, the better the process.  When faculty members submit student work, the 

assessment office can catalog the artifacts by outcome number.  Each college will 

determine what course level assignment work will be accepted based on its assessment 

goals.  Regardless, an entire class’s work should be submitted at once.  This step 
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decreases the desire for faculty to submit only the best student work and allows for a truer 

randomized consideration of student learning.  

Diffusion of Change 
 
 Rogers (2003) described innovation-decision process as the process through 

which an institution passes from first knowledge of the innovation to forming an attitude 

toward the innovation, and then to a decision acceptance of rejection (p. 216).  The 

process consists of five stages: knowledge, persuasion, decision, implementation, and 

confirmation (Rogers, 2003). 

 Implementing any new institutional practice can only be accomplished with 

support from both administrators and faculty.  College leaders must establish buy-in in 

order to create a culture of inquiry and continuous improvement.  That means breaking 

down the assessment jargon so everyone can understand the goal, improving teaching, 

and learning.  If too much emphasis is placed on the data argot, then dialog will be 

limited.  Leaders must convey the process in terms everyone can understand, making the 

case of how outcomes assessment will benefit faculty as well as students.   

Creating the time and space for discussion regarding outcomes assessment is a 

large part of the process.  Implementing leaders must listen to the faculty fears and 

concerns regarding outcomes assessment to understand where the resistance is coming 

from and then gently reframe those fears into constructive connection between teaching 

and student learning.  A discussion of self-reflection and evaluation of one’s own 

teaching methods is encouraged, but before faculty members are willing to do this, they 

must be able to trust their leaders.  One way to encourage this behavior is by looking at 

departmental and course objectives through the scope of Bloom’s Taxonomy, identifying 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       76 

objectives into cognitive domains (Bloom, 1956).  This step helps frame the coursework 

intent and places less emphasis on subjective faculty characteristics and more on the 

objectiveness of assignments, syllabi, and course and department outcomes.   

In addition, these conversations about professional pedagogical development will 

occur intrinsically during the scoring sessions.  In the early adopting phase, faculty 

members who participate typically come away from the experience contemplating their 

own teaching methods and will likely share their experience with their peers.  “Perhaps 

interpersonal influence is not so necessary to motivate earlier adopters to decide 

favorably on the innovation of outcomes assessment” (Rogers, 2013, p. 212).  If the 

leader effectively facilitates the process by maintaining objectivity and emphasis on the 

college and not specific departments or faculty, then the participant scorers will more 

likely believe in the process, the more positive the experience, the more acceptance of the 

process.  Word of mouth regarding the scoring session is a valuable resource.  Thus, 

leaders must ensure that the initial faculty scorers have a positive experience.  This 

management of the process will encourage other faculty to participate in the next cycle of 

outcomes assessment.  After the second session, the facilitator should send a handwritten 

note to each volunteer scorer, thanking him or her for his or her time and input.  

Convincing time-crunched faculty to participate in the initial process requires 

finesse from the leader.  The leader must communicate that the process is collective and 

that outcomes assessment does not evaluate individual instructors, but rather how 

students are learning and how to shape pedagogy to improve student understanding.  

Having support and communications from the executive level will increase the 
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involvement from faculty.  Incentives are also a resource that can be used, depending on 

the assessment leader’s budget.  

Therefore, in order for the leaders to implement sustainable outcomes assessment, 

they must be effective communicators and have a persistent approach, even when 

working with people who may not yet be convinced.  Once faculty members understand 

that the process will teach them about their teaching and the learning that is happening in 

their classrooms, it will be more widely adopted.  A final thought in gaining faculty 

participation may be to provide food.  This strategy can entice and welcome the 

unconvinced.  Hopefully, the process will do the rest.  As Rogers (2003) described, “later 

adopters do not need to rely on mass media channels because an ample storehouse of 

interpersonal, local experience has accumulated in the system by the time to adopt” (pp. 

211-12).  

Additional Considerations 
 

The most critical element for outcomes assessment and intentionality of student 

learning is institutional support and value.  The purpose, analyzing student work, and 

exploring how it aligns with the stated institutional outcomes, must be clearly understood 

by key players, especially faculty.  Part of the process is collecting evidence of student 

mastery to inform institutional decision-making.  However, faculty engagement and focus 

on pedagogy is also a benefit of the process.  Other critical pieces are time and resources.  

The time and devotion required of the stakeholders is essential, not only engaging with 

the job description of each role, but also the time it takes to develop rapport and 

relationships with faculty.  A small budget is required to purchase binders, correction 

tape, folders, tabs, and printing costs.  In addition to providing food, other small 
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incentives for the volunteer scorers should be included, such as coffee cups or, at the 

minimum, thank-you cards, unless the college provides a stipend for the extra work 

placed on volunteer faculty.  Room space and large paper to capture qualitative 

comments are also needed.  

To overcome paper costs and correction tape expenses, campuses could easily 

place the entire artifact collection and assessment online.  However, in order to do this, an 

online storage/depository system would be needed, as well as a consensus among faculty 

to use it.  

During the scoring session, a critical understanding of the difference between 

grading and scoring needs to be discussed.  The facilitator should begin the process with 

a quick slide show and discussion about what is going to occur and how to progress.  

During this presentation, the facilitator needs to emphasize that the volunteer faculty 

scorers remove their “grading hats,” meaning that they are not assessing the work to 

provide a grade but to score how the work aligns with the rubric benchmarks.  This shift 

in thinking can sometimes be confusing, so explaining that the scorers are matching the 

student performance to the benchmarking descriptor is the goal.  

Subsequently, the benchmark language is typically a topic for debate.  For 

example, the Intercultural Knowledge VALUE rubric identifies six key components of 

intercultural knowledge and competencies: (1) knowledge of cultural self-awareness, (2) 

knowledge of cultural worldview frameworks, (3) skill of empathy, (4) skill of verbal and 

nonverbal communication, (5) curiosity attitude, and (6) openness attitude (AAC&U, 

2015).  These six competencies are scored by performance descriptors.  The descriptor 

language uses progressive terms, demonstrating more sophisticated levels of student 
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attainment (AAC&U, 2015).  For example, a score on the knowledge of cultural 

awareness benchmark is differentiated by the following words in descending order of 

score: articulates insight (4), recognizes (3), identifies (2), minimal awareness (1) 

(AAC&U, 2015).  During the initial scoring session, the facilitator should ask scorers to 

discuss the differences between these terms as they relate to student work and expect 

debate; debate is okay because it is part of the normalizing of scoring.  Though final 

agreement might differ by one point on the scale, this is acceptable as a mean of the 

means is included in the final quantitative report by each benchmark.  

After scorers review the first artifact in their binders, they discuss with each other 

why they assigned each benchmark score.  This discussion creates reliability in scoring 

and everyone understands how to score the student artifacts.  Awareness of the purpose 

of this process, improving campus teaching and learning, should always remain at the 

core of the discussion.  Finally, a significant aspect of the scoring session is the 

collaboration created, allowing faculty to discuss collectively how to write assignments, 

determine what assignments fit with specific outcomes, and think through the scope of 

the rubric to strengthen students’ hierarchal analytical skills.  If done correctly, the 

second session becomes one of the most authentic professional development 

opportunities for faculty.  

Internal and External Implications for the College 
 
 Implications of outcome assessment are that college campuses develop cultures of 

inquiry based on evidence.  By creating student learning outcomes, the colleges are 

demonstrating what they believe students need to master for success in the 21st century.  

By assessing their institutional outcomes using student work, the campuses will 
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understand how they are doing in their overall goals.  If conducted with the spirit of 

improvement and not accountability or compliance, colleges using this process can 

broaden the scope and use this process to discuss articulation agreements and narrow the 

scope to examine how course and program goals align with the outcomes.  

 In addition, the data collected provide the colleges with evidence to answer the 

communities’ question of why college is important and what the colleges are teaching.  

This practice can only help colleges in demonstrating their effectiveness to accreditors 

and state legislature appropriation committees, and, more importantly, to future students.  

Justifying what is being taught and learned through evidence can only strengthen the 

college from the classroom to the financial office.  

Moreover, accrediting bodies are seeking evidence of student learning at the 

community college level.  For example, the Higher Learning Commission’s criteria for 

accreditation and assumed practices includes 10 guiding values: “(1) focus on student 

learning, (2) education as a public purpose, (3) education for a diverse, technological, 

globally connected world, (4) a culture of continuous improvement, (5) evidence-based 

institutional learning and self-presentation, (6) integrity, transparency, and ethical 

behavior or practice, (7) governance for the well-being of the institution, (8) planning and 

management of resources to ensure institutional sustainability, (9) mission-centered 

evaluation, and (10) accreditation through peer review” (HLC Resource Guide, 2015).  

The institutional outcomes assessment process that this study defined included 

consideration of all 10 Higher Learning Commission values.  

Outcomes assessment is all about student learning.  This specific training program 

discusses how to educate students for a diverse world.  Colleges that implement this 
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process demonstrate their willingness to adopt a culture of continuous improvement, 

using evidence.  The very process of campus reflection on the data demonstrates integrity 

and transparency and considering the wellbeing of the college in its planning and 

sustainability.  Demonstrating academic quality through evidence is a worthy practice 

and provides the very tools needed to recruit and retain students, obtain funding, and 

maintain accreditation.  

 Furthermore, the process can have a beneficial result of aligning the general 

education curriculum across college campuses while responding to the national 

conversation of accountability.  The accountability that this process demonstrates is in 

natural alignment with the college’s pedagogy.  This alignment is accomplished by using 

this study’s training of the outcomes assessment process as a framework for colleges to 

“home grow” their own process, making it their own by using their faculty in the 

construction of institutional outcomes, choosing rubrics, scoring student work, and using 

their data reports to make change.  Colleges that have used their own resources, as well as 

this framework and the AAC&U rubrics, demonstrate that they have been diligent in their 

planning and buy-in of the process.  

The overarching goal of this process is establishing student learning outcomes and 

assessing them using evidence that students are learning what they need to be successful 

citizens in a globally connected world.  As the Miami Dade College Provost stated, “Our 

discussions slowly evolved to focus on a question: What learning outcomes must our 

students achieve in order to become effective citizens and lifelong learners?” (Rodicio, 

2014, p. 1).  The purpose of community colleges is to prepare the graduates.  Assessing 

their student work provides proof of the colleges’ teaching and student learning.  
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Internal and External Implications for College Leaders 
 

A given leader of a community college will have considerations to contemplate, 

depending on the organization’s culture and regard toward implementing outcomes 

assessment.  For example, the creation of outcomes and the scoring of student artifacts 

must be faculty-owned.  If faculty members do not perceive ownership of the process, 

then the outcomes assessment process will be difficult.  The leader must finesse this 

perception so that faculty members drive the process while still maintaining oversight; it 

can be a delicate dance.  The primary focus should always be on what the college wants 

all students to master at their college and how to validate it.  Faculty members are experts 

in their fields and will want their field of teaching to become an institutional outcome for 

all students, though this may not fit the scope of what the institution hopes all students 

will have learned by graduation.  Therefore, the leader must be sufficiently persuasive in 

convincing faculty members to embrace the institutional scope by communicating what 

that looks like, while also ensuring the process is accomplishable and replicable.  

In examining this closer, the researcher studied the history of her employer 

college, referred to as college X.  The researcher examined the history, progression and 

establishment of implementation of outcomes assessment process.  College X’s process 

began with the college’s accreditor requesting further action after the college submitted 

its original self-study.  The accreditor recommended that the college reduce the number 

of outcomes—it had 38—and make its outcomes cross-disciplinary while also 

formulating an assessment plan.  Consequently, college X’s vice president of academic 

affairs decided to disband the general education committee.  He instead created an ad hoc 

committee to focus on institutional student learning by establishing eight cross-



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       83 

disciplinary outcomes and formulating an assessment process.  He structured the new 

committee to have five faculty representatives and three administrators, thus reducing the 

number of faculty participants in the process.  There were political costs to the leader in 

the elimination of the general education committee in lieu of an ad hoc committee with 

hand-selected members.  Faculty members who had spent their time on the general 

education committee and who were not asked to be on the ad hoc committee felt 

dismissed.  To avoid this, the leader should have been transparent on the mission 

differences of the committees and validated the work and energy that the faculty of the 

general education committee put forth.   

Financial consideration of implementing outcomes assessment is negligible if 

personnel time such as an assessment director, already exists at the institution.  If not, the 

leader may need to advocate for a position to the college president and board of trustees.  

If designated personnel are present, the next largest costs are additional development and 

execution.  Also, consumables such as printing costs and meals need to be included in the 

budget.  

To sum up, leaders must be very diligent and strategic in how they implement the 

outcomes assessment process.  Planning and communication are crucial in convincing 

faculty members how and why it will help them in the classroom and the college as a 

whole.  Vision and communication are the keys to a smooth implementation.  

Sustaining the Process and Summary of Aim Training 
 

The outcomes assessment process needs to occur every fall and spring semester.  

If the college has a very active summer semester then it would be best to include it as 

well, thus increasing the frequency of data collection.  The researcher recommends that at 
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least two outcomes be assessed every semester.  Even with this timeline, benchmark data 

could take three years to create.  A minimum of three data collection sets per outcome 

should be created before major institutional changes are made.  This reduces any 

inadequacies found because one-source data errors will be minimized when multiple data 

sets confirm the same findings.  

The most critical element in establishing a sustainable outcomes assessment is 

artifact collection.  Colleges cannot conduct outcomes assessment without collecting 

student work.  Every semester the assessment department should collect student artifacts 

for all established student learning outcomes and then categorize, catalog, and store them.  

That way there are artifacts to select randomly when a specific outcome is being 

assessed.  This step is difficult; thus, active communications to faculty from the Vice 

President of Academic Affairs, deans and, committee members, and director of 

assessment is essential.  

The researcher recommends meeting with faculty department heads to explain 

what specifically the assessment department needs and showing examples.  In addition, 

the assessment department needs to be open to accepting all artifact types and making it 

easy for faculty to submit them.  Artifacts can include recorded speeches, artwork, 

capstone projects, short essays, and papers.  The researcher recommends that with 

artifacts such as an art piece, a short description of the creation process, written by the 

student, be included in the submission.  This recommendation not only helps future 

scorers understand how to score the work, but allows students to synthesize their learning 

process.  
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 At the beginning of each semester, all stakeholders need to get the message to 

faculty that copies of student work need to be submitted to the assessment department.  

Faculty members do not need to wait until the end of the semester to submit, but rather 

can submit when they receive the work.  If faculty members make copies of student work 

or send electronic copies, the assessment office can begin.  This coordination is why the 

initial startup of this process may be slow, because the assessment department is waiting 

for student artifacts.  However, if faculty members are accustomed to submitting work 

every semester, a catalog of artifacts can be maintained and selected.  Accordingly, if this 

is a continuous cycle of submissions, the process becomes quicker because the time delay 

of collection is minimized due to stored artifacts in the assessment office.  

After this step has been established, the committee needs to establish a semester 

timeline of when the scoring sessions will occur and begin recruiting volunteer faculty.  

The initial scoring session will be an introduction to the process and a scoring reliability 

check.  Then the faculty takes the binder of materials to score on its own.  One to two 

weeks later, the scorers reconvene with the facilitator, returning their binder of scored 

student work and generating the qualitative reports as a group.  The facilitator generates 

this report within a week and sends it to the volunteer scorers for any revisions.  

Afterward, all stakeholders can begin sharing the qualitative report on the specific 

outcome with the campus community.  

Meanwhile, the assessment office tallies all the scored rubrics and generates a 

mean of mean scores per competency on the specific outcome rubric.  After three 

iterations of this process have occurred, quantitative data in the form of aggregate 

statistics can be shared with the campus to discuss findings and implications of students’ 
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scores.  The continuous feedback in this assessment process makes it easier to analyze 

data and draw conclusions that may affect curricular decisions.  Based on this initial 

qualitative data, teaching strategies, assignments, and all other pedagogical aspects can be 

studied to see which are most effective for students to gain mastery of the outcome.  

Additionally, evaluation of the scoring session should be completed using a quick 

survey tool.  This step provides volunteer faculty members a place to record their 

thoughts and opinions on the scoring process and provides data to the facilitator on what 

to improve upon for the next cycle of outcome assessment.  Capturing the volunteer 

scorers’ feedback provides an assessment of the process and demonstrates that everyone 

on campus is using assessment to improve.  

Lastly in the process, each department chair provides his or her takeaways 

regarding the qualitative outcome feedback reports through a biennial assessment plan 

provided to the Assessment Office.  If the quantitative report of the three iterations 

outcome report has been completed, the department chair also addresses it in the 

assessment plan.  The timing will depend on the cycle the college has introduced.  The 

director of assessment collects these and aggregates the takeaways from all departmental 

assessment plans.  When a trend is identified or a commonality is mentioned, the director 

recommends institutional change to the deans’ council and the Vice President for 

Academic Affairs.  If changes are made, the assessment office records and shares the 

change with the whole campus, thereby closing the loop.  This sustainable effort will 

likely change over time with each evaluation cycle being altered and improved upon with 

every iteration.  The end goal should always be to capture evidence to support effective 

teaching methods to support student learning.  Community colleges need to be more 
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intentional about what they want their students to know before graduation.  The summary 

of this study is that homogenous community colleges, in particular, need to have an 

institutional learning outcome regarding intercultural knowledge.  When colleges 

implement specific learning outcomes across all disciplines, they must measure whether 

their pedagogical processes are working by implementing outcomes assessment.  This 

study suggested a way to implement outcomes assessment but acknowledged that there 

are other ways as well.  The aim of this study, the outcomes assessment training, was 

limited in its application.  

In this study, it was demonstrated that 57.40% of the examined community 

colleges had an intercultural student learning.  However, the assessments the colleges 

used were varied and the descriptions were often opaque.  Nine colleges designated an 

“in development” stage, six of the colleges identified used the Collegiate Assessment of 

Academic Proficiency (CAAP), five assessed programs only, four colleges used 

classroom assessments only, three colleges used graduation rates, three used national 

certification exam and/or placement results, two used non-specified graduate exit exams, 

one college used exit interviews, and one used WEAVE online software.  This chapter 

instructed colleges that wish to begin assessing their outcomes by discussing the minute 

and immense details that are needed for successful implementation.  Implementation is a 

big challenge, and without faculty acceptance, it will not occur.  This is why the leader’s 

roles, responsibilities, challenges, and timelines are addressed.  

The researcher found that many homogenous community colleges have a defined 

intercultural knowledge student outcome.  Her research indicated that learning 

institutions benefit from emphasizing learning outcomes.  Most of the participant colleges 



INTERCULTURAL KNOWLEDGE IN HOMOGENOUS COMMUNITY COLLEGES       88 

in this have outcomes but need additional development to implement an outcomes 

assessment process that demonstrates their students are learning what they intend.  Thus, 

their education models need a feedback loop to improve on their missions.  This process 

can be accomplished and this study established one method of conducting institutional 

student learning assessment.  

Recommendations for Further Research  
 

Many universities have been working on outcomes assessment but community 

colleges have lagged behind for various reasons, such as an open access mission and/or 

more emphasis on technical skills/job training versus a broad liberal arts education 

(AAC&U, 2015).  However, community colleges need to implement student learning 

outcomes and create a process to assess those outcomes.  This study focused on 

community colleges that were structurally homogenous and examined whether they had 

an existing intercultural knowledge outcome.  The researcher specifically sought whether 

higher education institutions were including intercultural competency and knowledge in 

their student learning outcomes and how were they assessing them.  However, the 

principle of outcomes assessment, defined in this study, can be replicated for any and all 

institutional learning outcomes.  Thus, the beneficiary of this study will be all community 

colleges, with an emphasis on homogenous and rural colleges, seeking an outcomes 

assessment practice.  The hope is that this dissertation in practice contributes to those 

colleges implementing an intercultural outcome to their student learning while also 

illustrating, in detail, how to assess student learning outcomes systemically and, as Banta 

coined, keep a culture of assessment occurring (2002).  
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The significance of this study was to examine structurally non-diverse community 

colleges in rural locations and examine whether they are placing an emphasis on teaching 

their students about intercultural knowledge diversity.  The researcher hypothesized that 

if these colleges have an institutional intercultural knowledge student learning outcome, 

then the entire campus is focused on meeting student mastery regarding the outcome.  

This hypothesis was examined by examining the colleges’ outcome assessment process.  

Recommendations for further research would be to review the student artifacts 

from each college to determine what instructors are teaching and what students are 

learning regarding intercultural knowledge.  A close view of actual student work provides 

a significant picture of what the college is emphasizing in its pedagogy.  In addition, 

further research needs to be completed regarding why these colleges have difficulty in 

recruiting and keeping diverse students.  The reasons for the importance would be to 

highlight Chang’s research that stated that Colleges can better foster discussion of “racial 

issues” with a homogenous population (Pidot, 2006).  

Another recommendation for further research would be to interview the 

assessment directors or assessment leaders from this study’s participant colleges.  These 

interviews would be important to provide context to the study.  In garnering those 

interviews, the future researcher could contrast and compare how colleges develop their 

learning outcomes and how they assess them, specifically if they assess actual student 

work.  The future researcher could also sit in on a scoring session to see the actual student 

work regarding the intercultural outcome and listen to the discussion among the faculty 

scorers to gain insight into the college’s process, providing a direct connection to the 

institutional learning outcome.  
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Summary of Dissertation Research 
 

To conclude, the aim of this study was to create an outcome assessment training 

for homogenous community colleges to implement and assess their intercultural 

knowledge student learning outcome.  This chapter discussed how to begin 

implementation by first choosing effective communicative leaders to facilitate the 

process, by examining the critical pieces needed for success and replicability, and 

creating a continuous feedback loop.  As mentioned, some colleges implementing an 

institutional assessment require a change in their campus culture to entail building an 

infrastructure focused on using collected evidence in decision-making, which is faculty-

driven.  The process described above, aids college administrators on how to do this, 

whom to reach out to, and how to ensure the process is effective with the most critical 

elements: effective leadership, administrative support, and faculty-buy-in.  Finally, this 

chapter discussed how outcomes assessment strengthens campus communities through 

examining their pedagogy and helping colleges provide proof to external organizations 

that their students are learning what the college has stated they will. 
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Appendix A 
 
 
Development of VALUE Rubrics: VALUE Partner Campuses 

During the rubric development process, these institutions tested AAC&U’s meta-rubrics to assess 
their own students’ work and provided feedback on usefulness of the rubrics and suggested 
changes to improve their usefulness and understanding for campus users, while facilitating rapid 
piloting and development of the rubrics. http://www.aacu.org/value/partner-campuses 

1. American University     
2. Appalachian State University 
3. Augustana College 
4. Avila University 
5. Babson College 
6. Bennington College 
7. Boston College 
8. Boston University 
9. Bridgewater State University 
10. Brigham Young University - Idaho 
11. Buffalo State University 
12. Butler University 
13. California State University, Chico 
14. California State University, Long Beach 
15. California State University, Northridge 
16. Carnegie Mellon University 
17. Champlain College 
18. Chestnut Hill College 
19. Clemson University 
20. Coastal Carolina University 
21. Colorado College 
22. Concordia College at Moorhead 
23. Davenport University 
24. Delaware County Community College 
25. Delaware State University 
26. DePaul University 
27. Duke University 
28. Eastern Washington University 
29. Excelsior College 
30. Florida International University 
31. Franklin Pierce University 
32. George Mason University 
33. Georgetown University 
34. Goshen College 
35. Grand Valley State University 
36. Higher Colleges of Technology 
37. Illinois State University 
38. Indiana University Purdue University-Indianapolis 
39. International Baccalaureate 

http://www.aacu.org/value/partner-campuses
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40. Iowa Wesleyan College 
41. Jackson State University 
42. James Madison University 
43. Kennesaw State University 
44. King's College 
45. Lipscomb University 
46. Long Island University 
47. Lorain County Community College 
48. Louisiana State University 
49. Lourdes College 
50. Loyola Marymount University 
51. Mansfield University 
52. Massachusetts College of Liberal Arts 
53. Mercer University 
54. Michigan State University 
55. Minneapolis Community and Technical College 
56. Minnesota State Colleges & Universities 
57. Morehead State University 
58. Mount Wachusett Community College 
59. Nebraska Methodist College 
60. New England Consortium on Assessment and Student Learning 
61. New York City College of Technology 
62. North Central College 
63. North Seattle Community College 
64. North Shore Community College 
65. Northwest Technical College 
66. Oakland Community College 
67. Oberlin College 
68. Oral Roberts University 
69. Oregon Institute of Technology 
70. Oregon State University 
71. Otis College of Art and Design 
72. Pepperdine University 
73. Point Loma Nazarene University 
74. Prairie View A&M University 
75. Prescott College 
76. Queens University 
77. Rollins College 
78. Rosemont College 
79. Rutgers University 
80. Saint Louis University 
81. Saint Mary's College 
82. Salem State University 
83. San José State University 
84. South Central College 
85. Southern New Hampshire University 
86. Southern Oregon University 
87. Southern Utah University 
88. Spring Hill College 
89. St. Edward's University 
90. St. Lawrence University 
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91. St. Louis College of Pharmacy 
92. Stanford University 
93. State University of New York-Geneseo 
94. Stephens College 
95. Temple University 
96. Texas A&M University 
97. The College Board 
98. The College of Wooster 
99. University of Alabama at Birmingham 

100.  University of Baltimore 
101. University of Central Florida 
102. University of Central Oklahoma 
103. University of Delaware 
104. University of Hartford 
105. University of Houston-Downtown 
106. University of Illinois 
107. University of Kansas 
108. University of Mary Hardin-Baylor 
109. University of Massachusetts-Amherst 
110. University of Michigan - Flint 
111. University of Minnesota - Duluth 
112. University of Nebraska-Lincoln 
113. University of Nevada, Las Vegas 
114. University of North Carolina at Greensboro 
115. University of North Carolina at Wilmington 
116. University of Portland 
117. University of the Pacific 
118. University of San Diego 
119. University of Utah 
120. University of Wisconsin - Eau Claire 
121. University of Wisconsin - Milwaukee 
122. University of Wisconsin - Oshkosh 
123. Virginia Commonwealth University 
124. Virginia Tech 
125. Wabash College 
126. Wartburg College 
127. Washington Center for Internships and Academic Seminars 
128. Washington State University 
129. Web2ePortfolio Initiative 
130. Wayne State 
131. West Liberty State College 
132. West Valley College 
133. Winthrop University 
134. Wofford College 
135. Youngstown State University 
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Appendix C 
Sample Scoring Calendar 
 
 
Fall 201? Institutional Student Learning Outcomes Scoring Sessions Calendar 
 
Assessing Student Learning Outcome: 
 
 
 

 

 

 

 

 

 

 

 

 

 

 

 

Due date Task Responsibility 

On-going Ask faculty for student 
artifacts and volunteer scorers 

Assessment Team, Assessment 
Office, Deans 

October 9 
(Fri) 

Last day for artifacts to be 
included in scoring sessions 
for outcomes: 1 & 2 and 
scorer list finalized 

Assessment Team, Assessment 
Office, Deans 

Oct. 12-23 Processing artifacts and 
create binders Assessment Office 

October 30 Initial Scoring Session Assessment Director, Scorers, 
Facilitator 

Oct 30-Nov 
13 Scoring of student artifacts Scorers 

Nov 13 Follow-up scoring session Assessment Director, Scorers, 
Facilitator 

Nov 20 Feedback reports generated Facilitator and/or Assessment 
Director 

Nov 24 Feedback regarding outcomes 
posted on website Assessment Director 

Nov 24-
Dec 24 Feedback shared with college Assessment Team, Deans 

Ongoing* Artifact collection for all 
outcomes 

Assessment Team, Assessment 
Office, Deans 
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