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The issues and challenges for post-secondary education in Belize are many and 

have been exacerbated by the democratization of higher education in this young, small, 

developing, Caribbean nation. Improving access to tertiary education is understood as 

essential to the development of nations throughout the world and increasing access to 

higher education is an important element in regional development and integration. 

Despite significant growth in the tertiary education population, the Caribbean region 

continues to lag behind the developed world in post-secondary enrollment and Belize's 

enrollment of the 18-24 year old cohort is among the lowest in the region. 

As the tertiary system in the Caribbean has been democratized and the enrollment 

numbers have increased, developmental education programs have been introduced to 

protect the quality of college credit courses and to ensure that students are academically 
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prepared for success at the tertiary level. This research was designed to assess the 

effectiveness of developmental education offered in the junior colleges of Belize and to 

examine student and faculty perceptions of developmental education programs in Belize. 

St. John's College Junior College (SJCJC), located in Belize City, and its Summer 

Development Program (SDP) provided the case study for this research. Since SJCJC's 

summer bridge program has been replicated at other junior colleges in Belize, this 

research contributed to understanding a national approach to developmental education. 

The investigator used a mixed methods approach relying on quantitative 

and qualitative methodologies. The research questions were: What percentage of 

students who enrolled in SJCJC's SDP passed the next level gateway course in the 

subject for which they required remediation? How does this compare with the 

success rate of students not enrolled in SDP courses? What percentage of students 

who took one or more courses in the SDP graduated within two years? How does 

this compare with the graduation rate of students that had not enrolled in SDP 

courses? What are SDP students' perceptions of the program? What are SDP 

faculty members' perceptions of the program? How do these perceptions relate to 

the effectiveness of the program as determined by research questions #1 and #2? 
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CHAPTER ONE 

INTRODUCTION TO THE STUDY 

 

"Education is intentional activity. While there may be unintended outcomes, intention is 

never absent. To uncritically accept existing structures and patterns is to perpetuate past 

intentions. To make fundamental change is to impose new intentions. 

Education is never neutral." 

—Errol Miller (1991) 

Overview of the Study 

The issues and challenges for post-secondary education in Belize are many and 

have been exacerbated by the democratization of higher education in this young, small, 

developing, Caribbean nation. Improving access to tertiary education is understood as 

essential to the development of nations throughout the world and increasing access to 

higher education is an important element in regional development and integration. 

Despite significant growth in the tertiary education population, the Caribbean region 

continues to lag behind the developed world in post-secondary enrollment and Belize's 

enrollment of the 18-24 year old cohort is among the lowest in the region. 

As the tertiary system in the Caribbean has been democratized and the enrollment 

numbers have increased, developmental education programs have been introduced to 

protect the quality of college credit courses and to ensure that students are academically 

prepared for success at the tertiary level. "The quality of college programs can be 



2 
 

maintained only if remedial services are provided. Access and remedial education are 

inseparable" (McCabe, 2000, p. 7). This research was designed to accomplish two 

principal goals: 

1) To assess the effectiveness of developmental education offered in the junior 

colleges of Belize; and 

2) To examine student and faculty perceptions of developmental education 

programs. 

St. John's College Junior College (SJCJC), located in Belize City, and its Summer 

Development Program (SDP) provided the case study for this research. Since SJCJC's 

summer bridge program has been replicated at other junior colleges in Belize, this 

research contributes to understanding the national approach to developmental education. 

The investigator used a mixed methods approach relying on quantitative 

and qualitative methodologies. The research questions were: 

1) What percentage of students who enrolled in SJCJC's SDP passed the next 

level gateway course in the subject for which they required remediation? How 

does this compare with the success rate of students not enrolled in SDP 

courses? 

2) What percentage of students who took one or more courses in the SDP 

graduated within two years? How does this compare with the graduation rate 

of students that had not enrolled in SDP courses? 

3) What are SDP students' perceptions of the program? 

4) What are SDP faculty members' perceptions of the program? 
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5) How do these perceptions relate to the effectiveness of the program as 

determined by research questions #1 and #2? 

 
Belize:  A Brief Introduction 

Formerly known as British Honduras, Belize is the only official English-speaking 

country in Central America. Belize was a British colony for more than a century and 

became an independent nation in 1981. Belize is a member of the Caribbean Community 

(CARICOM) and the Sistema de Integracion Centroamericana (SICA) and considers 

itself culturally both Caribbean and Central American. With 8,867 square miles and 

approximately 300,000 people, the population density of Belize is the lowest in the 

Central American region and one of the lowest in the world (GOB, 2006). 

Most Belizeans are of multiracial descent. About 48.7 percent of the population is 

of mixed Maya and European descent (Mestizo); 24.9 percent are of African and Afro-

European ancestry; about 10.6 percent are Mayan; and about 6.1 percent are Afro-

Amerindian (Garifuna). The remainder, about 9.7 percent includes European, East Indian, 

Chinese, Middle Eastern, and North American groups. Though English is the official 

language, Spanish is the native tongue of about 35 percent of the people and is spoken as 

a second language by another 20 percent The various Maya groups still speak 

their original Mayan languages and most Belizeans speak an English-based Creole 

language, similar to other English-based Creoles of the Caribbean. English is the primary 

language of public education and the rate of functional literacy is 94.1 percent (CSO, 

2006a). 
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Belize is a poor, developing country. At 9.4 percent the country has the highest 

unemployment rate in Central America and the population living in poverty is at 33.5 

percent (CSO, 2006b). The small, essentially private enterprise economy is based 

primarily on agriculture, agro-based industry, and merchandising, with tourism assuming 

greater importance. Sugar, the chief crop, accounts for nearly half of exports, while the 

banana industry is the country's largest employer. Citrus production has become a major 

industry along the Hummingbird Highway. More recently, discoveries of petroleum 

deposits in the Cayo District and possible deposits in the Toledo District have radically 

altered Belize's previously untapped mining and manufacturing capabilities. 

The tertiary education system, as it functions in Belize, deserves description. 

Currently, there are fourteen tertiary level institutions comprised of eight junior colleges 

(Belize Adventist Junior College, Corozal Junior College, Stann Creek Ecumenical 

Junior College, Muffles Junior College, Sacred Heart Junior College, San Pedro Junior 

College, St. John's College Junior College, and Wesley Junior College); three 

universities (University of Belize, Galen University, and University of the West Indies 

School of Continuing Studies); and three offshore medical schools (Central American 

Health Sciences University, Medical University of the Americas, and St. Luke's Medical 

University). Very few Belizeans attend the offshore medical schools. 

The evolution of St. John's College Junior College (SJCJC) is instructive as an 

example of the development and the offerings of Belize's junior colleges. The Jesuits of 

the Missouri Province founded St. John's College, a boy's high school, in 1887 and a 

sixth form division was added in 1952. Initially, SJC Sixth Form offered young men and 
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women post-secondary preparation for the Cambridge General Certificate of 

Examinations at the Advanced Level. In the 1960's the program of studies was broadened 

"so that it met the requirements of the Associate Degree awarded by junior and 

community colleges in the United States. In effect, this enabled graduates of St. John's 

College Sixth Form to enroll in baccalaureate degree programs in US colleges and 

universities" (St. John's College, 2005). To reflect this transformation, the school's name 

was changed to St. John's College Junior College in 1996. Currently, SJCJC grants 

associate degrees in the arts, sciences, business, computer information systems, primary 

education, general studies, and certificates in church leadership and computer network 

administration. 

Access to tertiary education in the Caribbean increased dramatically during the 

last fifty years of the twentieth century as the Caribbean "embarked on a transition from 

elitist tertiary education to mass tertiary education" (Bourne, 2005). However, such 

dramatic expansion has not been the case in Belize despite the evolution of a national 

university and the opening of five new junior colleges since 1992. In his review of 

tertiary education in the English-speaking Caribbean, Glenford Howe (2005) addressed 

the limited access to postsecondary opportunities in Belize: 

Access to tertiary education is very limited and restricted providing limited career 

options and opportunities for the thousands of students leaving the secondary 

schools. In 1998/99 while there were 11,720 students enrolled in 33 secondary 

schools there were only 1,600 enrolled in all tertiary "schools" and UCB. It is 

estimated that between 6.5% and 8% of the age cohort, 18-24 are enrolled in 
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tertiary education which falls short of the Caribbean Community (CARICOM) 

target of 15% and the 51% and 21% for developed and middle income developing 

countries, respectively. Given the limited capacity at the post-secondary level, 

access is likely to be adversely affected as efficiency in secondary education 

improves and more graduates exit placing increasing demands at the 

postsecondary level. (p. 122) 

While much of the Caribbean has seen access expanded by the proliferation of private 

educational providers, the small population in Belize has militated against this 

development. Galen University, a notable exception, is a private institution established in 

2003. Galen is affiliated with the University of Indianapolis and its graduates earn 

diplomas from both universities. 

In addition to these new institutions, enrollment increases were seen at established 

junior colleges. For example, in 1977 there were 171 students enrolled at SJC Sixth Form 

(Aird, 2001, p. 102). In 2005, SJCJC's day and evening programs were serving 

approximately 1,200 students. In the early decades of the institution's operation, 

education was limited to a relatively small urban elite in Belize City or those that could 

afford boarding and lodging in the old capital. The opening of regional junior colleges, 

the steady improvement of their programs of study, and cost savings have encouraged 

more of Belize's young people to study closer to home. The addition of evening study 

programs at many of Belize's junior colleges has provided continuing education 

opportunities for Belize's adult population. Today, opportunities have improved 

significantly and yet the need for still greater access to relevant programs remains. 
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Political leaders have long-touted the importance of education as a vehicle for 

development and the Government of Belize (GOB) makes good that commitment with 

significant financial support of the tertiary sector. GOB pays 70 percent of teachers' 

salaries, offers tuition scholarships to all high school graduates that score well on the 

Caribbean Secondary Education Certificate exams, and provides tuition scholarships to 

all second-year junior college students that maintain a 2.5 grade point average. GOB does 

not, however, pay tuition for developmental education courses offered during the summer 

and this cost is born directly by the incoming student. As access to tertiary education 

continues to expand, a new approach to funding that includes greater student contribution 

is essential for the fiscal health of the country and the tertiary sector. 

If tertiary enrollment is to continue to grow, this will require that Belizeans realize 

the valuable return to come from their own investment in higher education. This includes 

a greater willingness to pay for the developmental courses and programs necessary to 

help maintain quality and ensure success. The primary dependence on state funding is 

untenable. At the same time, effective and equitable student loan schemes and grants are 

essential to this vision of financing for tertiary education in Belize. Commercial banks in 

Belize have not been an option for most students due to high interest rates and collateral 

requirements. The Development Finance Corporation (DFC) is a financial institution 

fully owned by the Government of Belize and has served the nation for 36 years. It 

provides loans at a competitive interest rate and favorable repayment options to students 

interested in pursuing higher education in Belize. However, recent shortfalls and claims 

of mismanagement and corruption have left the DFC without the resources to assist 
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students. Credit unions in Belize, however, have continued to be a source of reliable and 

affordable financing for families and students. 

 

Statement of the Problem 

Roueche, Ely, and Roueche (2001) have argued that "the greatest challenge facing 

[American] community colleges is appropriate responses to increasingly diverse student 

populations" (p. 5). This is certainly an accurate comment on the challenge before the 

higher education community in the Caribbean and in Belize. The emergence of 

developmental education programs in Belize has been an attempt to address the reality of 

an increasingly underprepared student body. Despite the clear need for successful 

developmental education programs, Belize's two year colleges and their American 

counterparts have struggled to "assess their effectiveness very well [because they] do not 

know how to assess it, or do not want to know" (Roueche & Roueche, 1999, p.27). 

Belize's education stakeholders deserve the benefit of informed research on 

developmental education efforts. Increasing access to post-secondary opportunities is a 

regional priority for the Caribbean and a national imperative if Belize is to construct a 

competitive knowledge economy. Understanding the effectiveness of current 

developmental education programs in Belize can inform future planning that leads to 

greater progress in serving the educational needs of Belizeans. Research has 

demonstrated that successful developmental education programs are found where such 

programs are part of the values and mission of the institution and where college 

leadership and faculty see developmental education as a priority (Boylan 2002; McCabe, 
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2003; Roueche & Roueche, 1999). Identifying the perceptions that students and faculty 

hold with respect to developmental education in Belize can provide a baseline for future 

work in clarifying the importance and the value of such initiatives. 

 

Need for the Study 

A significant challenge to a study of this type is the relative dearth of information 

available on higher education in Belize. This is an issue being addressed by a steadily 

growing number of Belizean researchers, yet considerable work remains to advance the 

research on Belizean education in general and Belizean higher education in particular. 

For example, Eve Aird wrote in 2001 that "Currently, there is no clearly defined policy 

on higher education that examines issues of standards and quality, program development, 

academic policy, funding, and the development of the system" (p. 37). The Ministry of 

Education is today working to develop such a policy for higher education. This sector of 

the Belizean educational system has evolved haphazardly over the last fifty years and the 

example of developmental education programs is illustrative in this regard. 

There exists a widespread perception that the quality of tertiary education in the 

Caribbean has decreased over the last three decades. One need only spend a lunch hour in 

any faculty lounge at a Belizean junior college to have this perception well-supported by 

the conversation of faculty, many of whom, as students, experienced a higher education 

system in Belize that was elitist and exclusionary. In their paper entitled How Do 

Educators' Cultural Belief Systems Affect Underserved Students' Pursuit of 

Postsecondary Education?, George and Aronson (2003) have argued persuasively that 



10 
 

the perspectives, attitudes and expectations of teachers play a critical role "in opening or 

closing doors to student[s] postsecondary opportunities" (conclusion). 

Today, the calls for improvement and greater accountability are coming from 

government, employers, parents and students; very soon this list will also include 

Belize's newly legislated National Accreditation Council. The concern being expressed 

is a result of several factors including "the expansion of the sector, rising costs, 

the relevance of the programmes, [and] the standards of the graduates" (Whiteley, 2001). 

Many argue that the decline in standards and quality of service are natural corollaries to 

increased enrollment. As the cost of education has risen, the financers of the 

tertiary sector have begun to question the relevance of the programs to national 

development and the value of their investment. Roueche, Johnson, & Roueche (1997) 

offer a caution to American community colleges that is instructive for their Belizean 

counterparts; Belize's higher education institutions have two choices: 

 [they] can either seriously attend to the wake-up calls being made by 

accrediting agencies, legislators, and the public–and respond in sincere, timely, 

and positive ways–or they can look forward to more stringent and more 

intrusive measures than currently exist. They must either embrace the 

effectiveness tiger or be eaten by it! (p. vii) 

Recognition of this reality is evidenced by the work of quality assurance committees 

recently constituted by the Association of Tertiary Level Institutions in Belize (ATLIB) 

and the Consortium of Belize Educational Cooperation (COBEC). 
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Purpose of the Study 

Given the problems and the needs stated above, the purpose of this study was to 

provide comment on the effectiveness of developmental education efforts in Belize and to 

explore the perceptions of these efforts held by students and faculty. Additionally, the 

study was designed to examine the relationship between the perceptions of students and 

faculty and how those perceptions compare to the demonstrated level of effectiveness. By 

determining the effectiveness of developmental education in Belize and by engaging 

students and faculty in conversation about their perceptions, this study has established a 

firm foundation upon which further research of developmental education in Belize can be 

built. 

 

Research Questions 

The investigator used a mixed methods approach relying on quantitative 

and qualitative methodologies. The research questions were: 

1) What percentage of students who enrolled in SJCJC's SDP passed the next 

level gateway course in the subject for which they required remediation? How 

does this compare with the success rate of students not enrolled in SDP 

courses? 

2) What percentage of students who took one or more courses in the SDP 

graduated within two years? How does this compare with the graduation rate 

of students that had not enrolled in SDP courses? 

3) What are SDP students' perceptions of the program? 
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4) What are SDP faculty members' perceptions of the program? 

5) How do these perceptions relate to the effectiveness of the program as 

determined by research questions #1 and #2? 

Definition of Terms 

For the purpose of this study, the following definitions of terms are provided to 

clarify the meaning and the context in which the terms are used. 

Access – The availability of admissions. Admission to Belize's junior colleges is 

competitively based and unlike the "open door" policies of America's community 

colleges. Increasing access to post-secondary education is a regional and national 

priority. 

ATLIB – The Association of Tertiary Level Institutions in Belize. ATLIB is a 

voluntary association of junior colleges and universities in Belize. In 2005, the 

association offered a nationwide placement exam that was used to determine 

placement in English and Math classes at St. John’s College Junior College. 

COBEC – The Consortium for Belize Educational Cooperation (COBEC) is a 501 (3) © 

non-profit corporation established in the late 1980s to link post-secondary educational 

institutions in Belize and other countries for the purpose of strengthening and expanding 

their capabilities in higher education (http://www.cobec.org/cobec_site/home.html).  

Cohort – A group of students who enter the junior college at a given time. The cohort 

tracked in this study was a pure cohort consisting of students who were first-time 

attendees at St. John's College Junior College's Summer Development Program in July 

of 2005.  
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Course attempt – The student behavior of enrolling in a course with the intention of 

completing it. 

Course completion – Remaining enrolled in a course until it completes. Course 

completion may occur even though a student may not pass a course (earn a grade of "F"). 

Course completion is not to be confused with Successful course completion.  

Day Student – A student who enrolls in courses that begin prior to 5:30 P.M. Students 

who take courses both during the day and evening are generally classified with the day 

students (Sheldon, 1981). 

Degree – The degree most commonly associated with junior colleges in Belize is the 

Associate degree. At SJCJC, the Associate degree is offered in Arts, Science, Business, 

Computer Information Systems, Primary Education, and General Studies. 

Degree Acquisition Rate – A measure of the proportion of students who earn a degree 

within a specified time span. For this study, that time period is two calendar years 

(including summer sessions). 

Developmental Pathway – The developmental pathway refers to the progression of a 

student identified as needing remediation through their required courses. American 

community colleges have designed developmental pathways that consist of various 

levels/modules of remedial coursework that build hierarchically leading to college level 

courses. Belize's junior colleges, on the other hand, typically offer a single level of 

remediation (ie. Math 101, English 101, Spanish 101). 

Full-Time Student – The majority of students in Belize's junior colleges enrolls in 12 or 

more credit hours per semester (the usual cut-off for full time enrollment) and is thus 
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considered full time. 

Gatekeeper courses – Courses that separate those students who have the ability, drive, 

and determination to remain in a specific curriculum track from those who may be better 

served in an alternate curriculum. The summer bridge program in this study includes 

gatekeeper courses in Biology, Chemistry, and Math. Students who failed to earn above 

average grades in these courses were not permitted to pursue majors in these areas.  

Gateway course – A required course that must be passed in order for the student to 

progress. The gateway courses used in this study were the first level college courses in 

English (ENG 103 - Grammar and Composition), Mathematics (MTH 103 - Intermediate 

Algebra), and Spanish (SPA 111 – Intermediate Spanish). 

Remedial courses – Pre-college level courses designed to improve the basic skills 

(primarily reading, writing, and mathematics) of students who enroll in college 

unprepared for success. For the purposes of this study, remedial/developmental courses 

also included coursework in computers, Spanish, and study skills. 

 

Summary of Chapter 

An approach to developmental education is but one of many challenges facing the 

tertiary education sector in Belize. However, developmental education remains a critical 

component in furthering educational goals at individual, national, and regional levels. 

This study is designed to shed light on what is working in developmental education in 

Belize and on the prevailing perceptions about this work held by students and faculty. 

It is expected that this study will provide a foundation for much future research. 
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Chapter One included a general overview of the study, the statement of the 

problem, the need for this study, the purpose of the study, the significance of the study, 

the research questions, the definitions of selected terms, and a brief introduction to Belize 

and its system of higher education. Chapter Two explores literature relevant to this study 

including developmental education in general, summer bridge programs in particular, and 

critical issues in Caribbean higher education. Chapter Three will discuss the methodology 

through which the investigator conducted this study. Chapter Four will report the findings 

of this study. Finally, Chapter Five will present conclusions, make recommendations for 

further research, and recommend strategies for improving the developmental education 

effort in Belize. 
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CHAPTER TWO 

REVIEW OF RESEARCH AND SCHOLARSHIP 

 

"Remediation is not the problem; it is the solution to meeting the educational needs of 

large numbers of students who might otherwise never become productive members of a 

society that desperately needs their contributions." 

—Betsy Oudenhoven (2002) 

 
Introduction 
 

The scholarly literature related to developmental education is extensive and dates 

to the seventeenth century. Though not new to American higher education, 

developmental education programs are relatively new phenomena in Belizean higher 

education. The primary purpose of this study was to examine the effectiveness of existing 

developmental education efforts in Belize. For many years, researchers have documented 

the critical importance of evaluating developmental education programs (Roueche, 1968; 

Cross, 1971, 1976; Roueche & Kirk, 1973; Roueche & Snow, 1977; Boylan & Bliss, 

1997; Boylan, Bonham, White & George, 2000; Roueche & Roueche, 1999). Therefore, 

the review of this literature involved an examination of developmental education in 

general, summer bridge programs in particular, critical issues related to higher education 

in the Anglophone Caribbean, and developmental education theories. 

Developmental Education 

America's colleges and universities also face the challenge of underprepared 

students. "If trends continue, more young people than ever before will reach adulthood 
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without the skills and knowledge they need to be gainfully employed" (Roueche & 

Roueche, 1999, p. 3). Because of their "open door" policies, community colleges are even 

more likely to enroll students who are not adequately prepared. Increasingly, the offering 

of developmental education programs and services has emerged as one of the community 

college's important functions with more than 90 percent of America's community colleges 

offering developmental education (Boylan, 1999b; Spann, 2000; Roueche & Roueche, 

1999; Phipps, 1998). 

It has been argued that remediation is one of the most important and most 

pressing educational, social, and economic issues in the United States today 

(Oudenhoven, 2002). Therefore, this section of the chapter will address the major issues 

and controversies related to remediation through an examination of the most asked 

questions regarding the policies and practices of developmental education. 

Developmental/remedial education is a topic of controversy in higher education with 

diverse opinions regarding its cost and its benefits. Today the dispute centers principally 

on whether remedial education is worth the time, effort, and money being invested; it is a 

controversy that has divided higher education and brought increased scrutiny from a 

variety of stakeholders (Roueche & Roueche, 1999; Roueche, Ely, & Roueche, 2001; 

Saxon and Boylan, 2001; Phipps, 1998; McCabe & Day, 1998). 

Those who support developmental education believe that it helps promote equity 

by adding the increased opportunity of academic success to the right of access to tertiary 

education. For supporters, developmental education is about America's promise to the 

dream of financial security and a better life for oneself and one's children. Spann (2000) 
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adds that remedial education is in everyone's best interest noting "If just one in three 

developmental students taking at least one remedial course were to graduate with a 

bachelor's degree, they would reciprocally generate over $74 billion dollars in federal 

taxes as well as $13 billion in state and local taxes" (p. 2). If this is accurate, to not invest 

considerably more in remedial education would be to fail America's economic future. 

Developmental education's detractors, however, see it as "double dipping" 

into the pockets of taxpayers by paying twice for education that should have been 

acquired in high school. The critics of remedial programs blame public education for 

failing to provide the high school graduates with college-ready skills. Legislators in 

California have considered a proposal to charge high schools for remediation through a 

reduction of state aid (Ignash, 1997; Roueche & Roueche, 1999; Merisotis & Phipps, 

2000). Critics blame the students for not being responsible for their learning in high 

school. The legislature in Florida passed a bill that requires students to pay four times 

the cost of regular tuition for a second attempt at passing a remedial course (Ignash, 

1997). Critics also blame the colleges and argue that remedial education removes the 

incentive to perform well in high school and is a "dumbing down" of the college 

curriculum (Roueche & Roueche, 1999; Oudenhoven, 2002). 

This section of the chapter seeks to provide clarity to the issues by addressing the 

main questions surrounding the controversy of developmental education. This section of 

the chapter is divided into themes surrounding the following questions:  What is 

developmental education? Who are developmental education students? What is the cost 

of developmental education? What works and what does not work in developmental 
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education? What are the alternatives to the traditional approaches to developmental 

education? 

What is developmental education? 

Despite an extensive history that can be traced to Harvard College in the 

seventeenth century (Merisotis & Phipps, 2000), a fair portion of the literature on 

developmental education continues to describe what it is; there is no shortage of 

definitions. The director of the National Center for Developmental Education defines 

developmental education as "a wide range of interventions designed to help 

underprepared students be successful in higher education" (Boylan, 1999b, para. 4). The 

literature is abound with examples of such intervention and include remedial or 

developmental courses, academic advising and counseling, learning resource centers, 

tutoring, individual instruction, and supplemental instruction (Boylan, 1999a; Boylan, 

1999b; Saxon & Boylan, 2001). Although remedial coursework is only one part of a 

developmental approach, it appears to be the most controversial part of the 

developmental education equation (Oudenhoven, 2002). 

The controversy over developmental education includes where remediation 

should occur. Several states have attempted to ban or limit remedial courses and services 

at public four-year colleges and universities. For example, state law in Illinois limits the 

role of state universities in providing remedial programs (Ignash, 1997). Developmental 

education programs are offered at every level of higher education but its major provider 

is the community colleges where an "open-door" philosophy, the mission, and affordable 

tuition invite many students into higher education (Oudenhoven, 2002; Roueche & 
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Roueche, 1999, 2001; Ignash, 1997). Two-thirds of all developmental education takes 

place in the nation's community colleges and many have argued that no remediation 

should take place in four-year institutions (Boylan, 1999b). Ignash (1997) believes that 

community colleges will continue to be the principal providers of developmental 

education. However, he cautions that given the disproportionate representation of 

minority students in remedial programs, four-year institutions have a responsibility to 

ensure equity by also offering developmental education. 

Colleges and universities organize their developmental education programs in 

three ways. On such way is the centralized approach that coordinates remedial courses 

and other developmental programs and services through a department or division of 

developmental studies. Another organizational approach is the decentralized model in 

which developmental courses are led through the academic departments. Universities 

most often house their developmental education programs and services in a 

comprehensive learning assistance center, the third type of organization (Boylan, 

1999b). 

Who are developmental education students? 

An ill-informed public perception of developmental education and its students 

has helped fuel the controversy over these programs. Boylan (1999b) reports, "...of the 

nation's more than 12 million undergraduates, about 2 million participate in 

developmental education during any given year" (para. 7). McCabe (2000) cites 

statistics indicating that annually more than one million students enroll in remedial 

courses (20 percent of them in reading, 25 percent in writing, and 34 percent in math). It 
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is important to note that "the percentage of remedial students has not increased in the 

past twenty or thirty years, [it is] the sheer number of students seeking postsecondary 

education [that] has increased" (Oudenhoven, 2002, 38). 

Developmental education students are an exceptionally large and diverse group 

that shares a common goal (the desire to earn a college degree) and a common 

characteristic (they are underprepared for success in college). Ignash (1997) described the 

population of developmental students as bipolar in terms of age and in terms of the extent 

of remediation required. Contrary to public perception, the majority of developmental 

education students are white, 20 percent is married, 33 percent work 35 or more hours a 

week, and they range in age from 16 to 60 years old (Boylan, 1999b; Oudenhoven, 2002). 

Essentially, developmental education students are the typical community college student. 

Betsy Oudenhoven (2002) demonstrated that there is great disparity in the way 

colleges identify who is in need of remediation and therefore difficult to say who, in fact, 

is a remedial student. She argues for the institution of state consistency in the 

requirements of remediation. She also points out that their educational, cultural, and 

socioeconomic backgrounds differ, as do the extent of their need for remediation. 

Much of the debate over developmental education centers on the recent high 

school graduates enrolled in remedial courses. Critics of remedial education are angered 

that 60 percent of the remedial population consists of students who attend college 

immediately after high school but are still not prepared for college (Ignash, 1997). The 

good news is that several studies have shown that with proper assessment, appropriate 

interventions, and informed and committed faculty remedial students can be as successful 
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in college as those who enter college-ready (Roueche & Roueche, 1993; McCabe 2000, 

2003; Boylan, 2002; Roueche, Ely & Roueche, 2001). Nonetheless, the question of cost 

persists. 

 What is the cost of developmental education? 

The cost of providing developmental education is likely the single greatest 

factor in the controversy. Assessing the true cost of developmental education is 

challenging because institutions and states use different measures to calculate cost 

(Ignash, 1997). Another challenge to determining the cost of remedial education in 

America is that most states do not systematically collect the data that could be used to 

determine these costs. 

Motivated by the criticism that remedial education costs taxpayers twice, 

teaching academic skills in college that students should have acquired in high school, 

Saxon and Boylan (2001) reviewed five studies regarding the cost of delivering remedial 

education. The studies reviewed by Saxon and Boylan utilized diverse approaches to 

estimate the cost of remedial education. These approaches included legislative 

appropriations, college expenditures, a survey of the 50 states, freshmen enrollment in 

remedial courses, cost per full-time equivalents, and one study that utilized expenditures, 

costs per FTE, and revenues. The national cost estimates cited in the literature ranged 

from as little as $260 million and as much as $1.05 billion (Saxon & Boylan, 2001). As a 

percentage of direct faculty salary costs, public universities spend just over 1 percent of 

their budget on remediation and public community colleges spend approximately 6.5 

percent (Ignash, 1997). 
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Saxon & Boylan (2001) caution against the use of these studies for strategic 

decision-making regarding remedial education but they do identify a common thread 

within the five studies. Though 41 percent of first-year community college students and 

20 percent of freshmen in universities are enrolling in developmental education courses, 

remediation is as little as 1-2 percent of statewide higher education budgets. Therefore, 

the concern that remedial education is hijacking resources that ought to be allocated 

elsewhere appears not to be valid. Boylan (1999b) also informs legislators and decision 

makers that they ought not to worry about "double-dipping" because for many 

developmental education students there was no first dip. Boylan (1999b) reports that 

half of America's high school students do not take the complete college prep curriculum 

though this is up from just 14 percent in 1982. Therefore, taxpayers are not actually 

paying in the first instance to prepare high school graduates for college. 

Some legislators have expressed concern that developmental education students 

are accessing scarce financial aid that should be available instead for those who test as 

college-ready. Roueche and Roueche (1999) quell this concern by noting that when the 

data for community colleges and universities are combined, the percentage of federal 

financial aid funds used to support remedial courses totals only 4 percent.  

For those who might worry that the cost of providing developmental education is 

still too high, the research provides solace. As mentioned earlier, Spann (2000) has 

argued that investing in remedial education will provide a direct economic benefit to the 

country in the form of a significantly enhanced tax base at the state and federal levels. 

Roueche, Ely and Roueche (2001) are even more encouraging as they discuss the 
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possibility that developmental education programs can help colleges not only better serve 

their communities and improve the quality of the nation's workforce, but they can also 

help develop a significant revenue stream for the college.  

What works and what does not work in developmental education? 

 What is working and what is not working in developmental education might be 

best discussed in light of the proverbial glass that is half-full or half-empty. Many studies 

have shown a positive link between the completion of remedial education programs, 

persistence and graduation rates. Additionally, it has been repeatedly demonstrated that 

developmental students perform equally well or better in college level courses as their 

college-ready counterparts (Kolajo, 2004; Quirk, 2005). Boylan (1999b) cites NCES data, 

which show that "22% of those who enter any particular community college complete an 

associate degree at that institution. But, 24% of those who participate in developmental 

education at any particular community college complete an associate's degree at that 

institution" (para. 15). 

Boylan and Bliss (1997) assert that successful developmental education programs 

share similar components. Their study, part of the National Study of Developmental 

Education, examined program components that were most closely associated with the 

success of students participating in developmental education. The components believed 

essential to the success of developmental education program included centralized 

program organization, mandatory assessment, mandatory placement, tutoring, advising, 

and program evaluation. The study revealed that centralized program organization, 

tutoring with tutor training, and systematic program evaluation were found to be most 
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significantly correlated to successful student performance. 

Boylan (1999b) subsequently added the following list of characteristics of 

successful developmental education programs:  institutional commitment, an 

environment that values developmental education, developmental education is explicitly 

stated as part of the mission, it is seen as an integral part of the academic community, it is 

delivered by well-trained people and staffed by professionals, it is student oriented and 

holistic, it has explicit goals and objectives, and it is evaluated for revision and 

improvement. 

Roueche and Roueche (1999) add a post-test component and the importance of 

faculty attitudes as significant contributors to a successful remedial education program. 

Since achievement pre-tests are used to make decisions about placement in remedial 

courses, colleges ought to offer a post-test to ensure that the remediation has been 

effective and that students are then prepared for college-level work. Few would argue that 

the attitude of faculty and their professional competency in developmental education are 

essential to student success. 

However, the glass can be seen as half-empty since approximately 50 percent of 

students enrolled in remedial courses complete them successfully (Roueche & Roueche, 

1999). Some look to this as a great success against difficult odds; Roueche & Roueche 

(1999) however, see this as a failure of developmental programs and find the loss of 

50 percent of this population to be unacceptable. Although program evaluation has been 

shown to correlate with student success, Roueche and Roueche (1999) argue that 

program evaluation has been and remains the weakest component of the remedial effort. 
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Unfortunately, there is a great deal that is not working in developmental 

education. Too many colleges and universities continue to give students the "right to 

fail". They do so through voluntary compliance policies that allow the underprepared 

student to decide whether to enroll in the remedial courses (Roueche & Roueche, 1999; 

Oudenhoven, 2000; Boylan & Bliss, 1997). The American Association of Community 

Colleges and the National Association of Developmental Education have called for 

institutional policies that make appropriate remedial courses mandatory for those students 

who test with deficiencies (Oudenhoven, 2000). Roueche, Ely, and Roueche (2001) also 

plead with community colleges to evaluate their developmental programs effectively; this 

can aid in student success and keep troublesome legislators at bay. 

The literature also addresses the debate over the integration or isolation of basic 

skills instruction. Some colleges require the completion of remedial coursework prior to 

enrolling in college-level courses. Other institutions allow students to simultaneously 

complete remedial and college-level work (Oudenhoven, 2000). Supporters of integration 

highlight motivation, self-esteem, higher-level thinking, as well as paired course and 

learning community opportunities that are available through integration. Proponents of 

isolation argue that integration allows for a wide range of skills and abilities among 

students in the classroom. This does a disservice to the underprepared student, the 

prepared student, and creates instructional problems for the teacher (Roueche & Roueche, 

1999). A study by Illich, Hagan, and McCallister (2006) shows that students who 

concurrently enroll in college-level courses unrelated to their remedial needs have lower 

pass rates. However, isolation of remedial courses has also been shown to have an effect 
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on student dropout and thus threatens the community college's mission to provide access 

(Perin, 2006; Burley, Butner, & Cejda, 2001; Higbee, Arendale, & Lundell, 2005). 

While students are clearly coming to college underprepared, faculties are also not 

being adequately prepared for the challenges associated with teaching these students 

(Roueche & Baker, 1987). Breneman and Haarlow (1998) point out that most faculty 

teaching developmental courses in college today do not have a developmental studies 

background. They also note that only a handful of faculty preparation programs exist that 

are geared toward developmental education teaching. Clearly there is a need for enhanced 

faculty training and for hiring practices that reward applicants who understand the 

challenges of the developmental education student. 

What are the alternatives to the traditional approaches to developmental education? 

In his article entitled Exploring Alternatives to Remediation, Hunter Boylan 

(1999a) rebuts many of the traditional criticisms of developmental education yet he 

agrees that "remedial courses may take too long or cost too much for some students" 

(introduction, para. 8). He suggests that for some students a series of remedial courses 

may not be necessary and their needs might be better met by other forms of 

developmental education. 

Boylan (1999a) identifies the traditional approaches to developmental education 

as remedial/developmental courses, tutoring, learning laboratories, and various forms of 

individualized instruction. As alternatives to these traditional approaches, Boylan 

suggests freshmen seminar/orientation courses, supplemental instruction, paired courses, 

collaborative learning communities, and critical thinking courses. He cites research on 
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each of these alternative approaches that demonstrate higher levels of performance for 

developmental education students. 

Boylan (1999a) notes that many of these alternative approaches are currently 

available to students on community college and university campuses and he suggests that 

they be systematically integrated with traditional developmental offerings. He argues that 

utilizing these approaches can reduce both the time students spend in remediation and the 

number of students in traditional remedial/developmental courses. His recommendations 

have been reinforced by the writings of Higbee, Arendale, & Lundell (2005) who believe 

that these alternatives save time and money for both students and the institution. 

Section Summary 

"It is clear that if community colleges do not better address remedial education, 

this country will suffer enormous consequences" (Roueche & Roueche, 1999, p. 41). 

Oudenhoven (2002) put it well when she wrote that "remediation is not the problem; it is 

the solution to meeting the educational needs of large numbers of students who might 

otherwise never become productive members of a society that desperately needs their 

contributions" (p. 36-37). The community college cannot continue to welcome 

underprepared students through its "open door" only to wish them well on the journey. 

The mission of the community college is not to provide the type of access that means 

only entrance; rather, it is the type of access that will provide the opportunity to achieve 

educational and professional goals. Today, that opportunity requires well-developed and 

consistently evaluated remedial education programs. 

"Good developmental education does not cost much more than bad developmental 
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education" (Boylan, 1999b, para. 1). Pre-test and post-test assessment, mandatory 

placement, a greater use of alternatives to traditional approaches, professional 

development for faculty, staff, and tutors of remedial students, centralized operations of 

developmental services, and institutional commitment to its success will ensure that 

community colleges answer the challenge of our millennium. Helping developmental 

education students find success in higher education is the true meaning of the "open 

door". 

 

Summer Bridge Programs 

He that would be a leader must be a bridge. 

A Welsh Proverb 

 
Intensive summer offerings after graduation from high school and prior to college 

admission are among the myriad of developmental education initiatives that have been 

employed in the effort to address the underprepared college student. The summer bridge 

was created to bridge the competency gap between high school completion and college 

entrance. Over the last thirty years, the structural design of the summer bridge has 

evolved significantly. Early efforts might best be identified with the floating, pontoon 

bridge. Today, these bridges are much more complex and more closely resemble the 

multi-lane, cable-supported suspension bridges. 

Summer bridge programs (SBP's) have become a significant part of the 

developmental education effort in Belize and yet little is empirically understood about the 

effectiveness of these programs. In both Belize and the United States, the summer bridge 
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program emerged in response to improved access to higher education by an increasingly 

diverse student body. Designed specifically to assist freshmen entering college in the fall 

semester, the principal aim of the summer bridge program is to retain these new 

populations and to provide them an equal footing with other students (Maggio, White, 

Molstad, & Kher, 2005; Santa Rita & Bacote, 1997). 

Summer bridge programs have been an important element in the effort to enhance 

access to higher education. With the federal government making it a goal that all 

Americans have the opportunity to attend at least two years of college; with so many 

students leaving high school without the necessary skills to succeed in college; and given 

the increasing cost of higher education, it will continue to be the community colleges that 

are called into greater service to help young people transition into post-secondary studies. 

This section of the chapter will examine the various types of SBP's, their evolution into 

more complex structures – with special attention to collaborative partnerships that are at 

the vanguard of new bridge systems – and preliminary implications of this research for 

the study of developmental education in Belize. 

 

The great variety of bridges 

One challenge to a study of this type is the tremendous diversity in nature, focus, 

and activities of the many summer bridge programs that exist in higher education. Some 

SBP's focus almost exclusively on academic support such as writing, mathematics, and 

reading. Many contain study skills such as time management, individual learning style, 

study strategies, and expectations for college work. Since students in SBP's are often 
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first-generation college students, a section on the goals of a liberal arts education or 

general education and discussions about college life is included. Career counseling is also 

found within the majority of programs, assisting students in expanding their vocational 

aspirations. Many programs are developing a parental involvement component, since 

research indicates that parental influence is strongly related to student success. Helping 

students to develop relationships on campus is another goal; this is accomplished by 

introducing students to campus offices and potential mentors. In addition, computer 

literacy is becoming a critical issue within the programs. 

The populations served by SBP's vary greatly. Some programs are specifically 

designed for target populations such as minority, low-income, disabled, or first 

generation students. Programs are developed for students within particular majors such as 

math and science. These SBP's tend to have a very different curriculum focused on 

introducing lab work, understanding what it means to work in the science or math area, 

familiarizing students with group and problem-based learning, and developing 

relationships with mentors. Other programs serve any student who does not pass a 

particular placement exam, serving more of a remedial function. Yet, there are also 

programs specifically aimed at gifted students, from economically disadvantaged 

backgrounds. These programs focus more on the transition to college and expectations of 

excellence rather than study skills. Given the purpose of this study, the literature 

reviewed for this section will focus on those bridge programs geared toward overcoming 

the competency gap that many high school graduates find as they seek a transition to 

tertiary studies. 
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The effectiveness of SBP's 

Pre-freshman summer programs, which originated in the mid 1970s, provide an 

aggressive, proactive approach to meeting the academic and social needs of at-risk 

students. These programs offer remedial coursework during the summer prior to the 

freshman year, to prepare at-risk students for college, and to reduce the need for offering 

so many remedial courses. College summer bridge programs or transitional programs for 

high-risk, low-income and minority students have become an established part of the 

effort to recruit, retain, and graduate populations of high-risk students in higher 

education. Unfortunately, research and evaluation of these programs are less common. 

Meyers and Drevlow (1982) reported the results of the participation of 30 high 

risk, minority, and low-income students in a summer bridge program at the University of 

California, San Diego. The program provided three weeks of intensive instruction in 

mathematics, reading, writing, and study skills. The students participated in group peer 

counseling and met with a counseling psychologist twice a week to discuss group 

problems and attended meetings about academic support services available. The authors 

reported that summer bridge students had the highest retention among four comparison 

groups, exceeding by 31 percent the rate of a comparable group of minority, low-income 

students not attending the program. 

Ackermann (1991a; 1991b) investigated the effect of summer bridge programs 

on students enrolled at the University of California, Los Angeles. These are six-week 

programs with a curricular component involving either an intensive mathematics course 

or English composition/general education course. In both reports, the data suggest 
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that the summer bridge programs can help facilitate students' transition and adjustment 

to university life and improve their academic performance and persistence rates. 

Tan (1985) evaluated the effect of the SEEK Pre-freshman Summer Program at 

Baruch College in the City University of New York. The program, held for six weeks 

during the summer prior to college, provided remediation courses, counseling, and 

financial aid to freshmen from educationally and economically disadvantaged 

backgrounds. The investigator found that program participants, who advanced after 

completing a summer remedial course, continued to show adequate academic 

performance during their first semester. However, participants' academic performance in 

their first two semesters did not differ greatly from that of non-participants and 

proportionately fewer program participants than non-participants re-enrolled in the 

second semester. 

Bengis et al. (1986; 1991) conducted a wide-ranging study of the pre-freshman 

summer program across several units of the City University of New York. The 

investigators reported higher completion rates in all remedial courses taken and conclude 

that the program made a significant contribution in preparing students for more advanced 

college-level courses. Santa Rita and Bacote (1997) conducted a study on a group of 36 

students participating in a summer bridge program at Bronx Community College in the 

City University of New York. The investigators found that SBP participants registered 

statistically significant higher persistence rates in their first two terms than all entering 

freshmen and that the mean grade point average of SBP students rose with time. 

These studies demonstrate that early intervention through pre-freshman summer 
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programs are indeed effective in compensating for academic deficiencies before students 

enter the regular collegiate curriculum. The mission of the community college is to 

provide college access, and SBP's help to ensure that a greater likelihood of college 

success accompanies this access. While summer bridge programs have been shown to be 

successful in using the limited time between high school graduation and collegiate study, 

significant forces have been at work to reshape the original structures of the summer 

bridge so that these bridges might accommodate greater numbers of potential college 

graduates. 

The driving forces behind reengineering the bridge 

The last thirty years have brought significant change to the traditional summer 

bridge program. The forces that have driven the reengineering of the summer bridge are 

the same forces that have helped to evolve the entire developmental education effort. The 

resounding cry for more effective use of limited resources in educating a greater number 

of citizens has come from 

1) The demands of a knowledge economy; 

2) The taking root of both an accountability movement and an outcomes 

measures movement in higher education; and 

3) The demands from stakeholders that include legislators, students, parents, 

employers, and accreditation agencies. 

The challenge for developmental education has been to develop systems that are 

increasingly more effective in promoting student success. 

Increasingly, the challenge for summer bridge programs has been to recognize 
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that the remedial needs of many, if not most, of today's college freshman extend beyond 

the capacities of even the best summer programs. Across the nation, states are struggling 

to respond to high school dropout rates that make the goal of a highly educated citizenry 

much more than a summertime battle. Responding to this challenge, community colleges 

have collaborated with the Lumina Foundation, the Bill and Melinda Gates Foundation, 

the Carnegie Corporation of New York, the W.K. Kellogg Foundation, and the Ford 

Foundation to help develop strategies that are more effective in bridging the competency 

gap for college freshmen. 

The Lumina Foundation is currently funding the Bridge Partnership, a program of 

the League for Innovation in the Community College, which seeks to identify 10th grade 

students who need developmental courses in reading, writing and math to reach the 

competency level necessary for postsecondary education. The program works with 65 

community colleges and more than 90 high schools to try to ensure that students 

(especially minority students) aspire to go to college and are ready for college-level 

curriculum when they get there. Bob McCabe, Director of the Bridge Partnership says, 

"This program strives to look at the transition from high school to college as a bridge that 

includes all of the high school years instead of a single event that occurs when students 

graduate" (McCabe, 2005). The goals of the Bridge Partnership program include: 

1) Increase the number of high school students who aspire to go on to 

postsecondary education. 

2) Increase the percentage of high school students who are fully prepared 

for a college-level curriculum. 
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3) Decrease the percentage of high school students who are seriously 

underprepared for college courses. 

4) Increase the number of students who take Advanced Placement courses or 

earn college credits while in high school. 

5) Implement outcome standards for developmental programs at community 

colleges so the expectations are clear, and so students who meet the standards 

are prepared for college. 

6) Help align high school and community college curricula. 

7) Improve the effectiveness of community college developmental 

education. (McCabe, 2005) 

Community colleges participating in the Bridge Partnership administer either the 

College Board's ACCUPLACER test or ACT's COMPASS test at the high 

school(s) with which they have a cooperative agreement. Colleges also agree to work 

with the high schools after receiving test results and to create outcome standards for the 

colleges' developmental curriculum. If students pass all three tests (reading, math and 

writing) they receive a Certificate of College Competencies for the college that 

administered the test, and they are advised to enroll in Advanced Placement courses or to 

take some college-level courses while still in high school. If students do not pass the 

tests, the college and high school work together on development programs. Students can 

retake the test after completing developmental programs and curriculum offerings. 

The Bill and Melinda Gates Foundation has joined with the Carnegie Corporation 

of New York, the Ford Foundation, and the W.K. Kellogg Foundation to support early 
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college high schools. These new schools provide a unique opportunity for traditionally 

underserved students to earn a high school diploma and two years of college credit. The 

design of early college high schools is intended not only to increase high 

school graduation rates but also to raise the level of college-readiness, particularly 

among minority and low-income youth. According to the Gates Foundation (2006), more 

than $124 million has been committed by foundations to support the creation of more 

than 170 early college high schools in 25 states. Each high school works closely with a 

partner college or university to expose its students to the resources, rigor, and intensity of 

college-level academics, while still providing appropriate personal support. These early 

college high schools exist within existing public schools, charter schools, contract 

schools (operated by colleges under contract with local school districts), and magnet 

schools. 

Implications for Summer Bridge Programs in Belize 
 

St. John's College Junior College (SJCJC), Belize's largest two-year college, 

created a summer bridge program for high school graduates seeking admission to its 

associate degree programs in 2001. SJCJC's Summer Development Program (SDP) was 

designed to teach students who have the potential and motivation for college success the 

skills required for success at the junior college level. The program has served students, 

who require strengthening in one or more areas of their academic profile, by offering 

courses intended to develop reading and writing skills, math concepts, learning strategies, 

study techniques, and content in specific disciplines. 

Though the Summer Development Program is believed to be successful, and 
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though the program has been replicated at four other junior colleges in Belize, the 

program has never been formally evaluated. The studies in the literature reviewed above 

provide multiple models for such an evaluative study and this work is essential for 

informed decision-making in Belize's tertiary sector. The 30-year history of the summer 

bridge program in American higher education also provides a wealth of illustrative 

lessons that can inform the evolution of a Belizean approach to developmental 

education. 

The demand for increased enrollment in Belize is coming at a time when funding 

for tertiary education is limited and questions of quality and standards are being leveled 

at the junior colleges of the nation and the region. As the tertiary system in the 

Caribbean has been democratized and the enrollment numbers have increased, so too has 

the need to offer developmental support to a growing percentage of this student 

population who come to college unprepared. Well-designed bridge programs that 

recognize and promote the need for systemic approaches can assist Belize in meeting its 

goal to become competitive in the knowledge economy of the region, and ultimately the 

world. 

Section summary 

One of the potential dangers of the traditional summer bridge model is to believe 

that it can meet the remediation needs of all students coming into our community and 

junior colleges. The reality is that while some students can certainly be prepared for 

successful college experiences with pre-freshman summer programs, many more will 

require developmental experiences that begin much earlier in their academic careers. 
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The Lumina Foundation's Bridge Partnership strives to achieve the same goal that 

traditional summer bridge programs pursued – closing the gap between high school 

graduation standards and college preparation standards. The difference today is that the 

bridge no longer exists strictly over the water (the symbol of both the competency gap 

and the time available for remediation). The loosely connected, floating, pontoon bridges 

(which symbolize the summer bridge programs currently used in Belize) may suffice to 

allow a portion of our students to traverse the competency gap. However, a great many 

more will require the type of intervention we are seeing with the Bridge Partnership and 

the Early College High School. The entrance ramps to these bridges begin inland and far 

from the water’s edge to ensure that the students begin the journey early enough to reach 

the other side. 

Although the popularity of summer bridge programs continues to rise in Belize, 

this study will be the first formal evaluation of the effectiveness of such a program in 

Belize. If research on pre-freshman summer programs in the American higher education 

system is limited, then the dearth of like research in Belize stands in still darker contrast. 

Identifying those characteristics of SBP's (and other developmental education efforts in 

Belize) that have the greatest impact on student achievement and retention is absolutely 

essential. To learn from the American experience, Belize may wish to develop programs 

that are extensive, moving beyond the skills development components typically offered 

to include more peer and professional tutoring, more academic and career 

counseling, smaller classes and more individualized attention, a faculty mentoring 

element, and a significant engagement with the secondary school system. We can ill 
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afford this waste of human talent. 

 

Tertiary Education in the Anglophone Caribbean 

" ...in the context of the Caribbean it is recognized that tertiary enrolment rates 

are far too low to achieve sustainable national development." 

—Glenford Howe (2005) 

The Caribbean, as with other developing regions of the world, is under pressure to 

make adjustments to its system of higher education in order to meet the challenges of a 

global economy. Efforts by the nations of the Caribbean Community (CARICOM) to 

promote regional development and sustainability while reducing poverty rely on the 

effectiveness and the efficiency of the region's higher education systems (Rivera, 1998). 

Challenges to the tertiary system include but are not limited to a desire to expand access, 

ensure quality, maintain affordability, reexamine the financing structure, diversify 

program offerings and modes of delivery, meet the needs of a changing student profile, 

make better use of applied technology, engage in partnerships with the 

business community, and develop entrepreneurial enterprises within the context of 

divergent institutional missions. Of these issues, access, quality, and cost are those most 

often profiled in the literature and they are inextricably linked. 

This section of the chapter will review the literature addressing Caribbean 

higher education and identify the critical issues of concern in the region's tertiary 

education system. As in the literature, the investigator uses the terms tertiary, post-

secondary, and higher education interchangeably to refer to education that takes place 
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after high school completion in community colleges, junior colleges, teachers' colleges, 

and universities (Holding & Burke, 2005; Howe, 2000; Peters, 1993; Roberts, 2003; 

Sherlock, 1992; World Bank, 1993). The literature reviewed has been limited to that 

addressing the English-speaking Caribbean. 

The Anglophone Caribbean 

The Caribbean is a region of the Americas consisting of the Caribbean Sea, its 

islands and the surrounding coasts. The name "Caribbean" is derived from the 

Caribs, one of the dominant Amerindian groups in the region at the time of European 

contact during the late 15th century (Gordon, 1963). The region is organized into 28 

territories including sovereign states, overseas departments, and dependencies. 

Though Bermuda lies much further to the north in the Atlantic Ocean, it is considered 

part of the Caribbean region. So too are Belize, Guyana, and Suriname though these 

nations are located on the mainland of Central America and South America (Knight, 

1989; Miller, 1999; Rivera, 1998). 

Most islands and territories of the region at some point were colonies of 

European nations. The independent nations of the former British West Indies make up the 

Anglophone Caribbean and include the former colonies of Anguilla, Antigua and 

Barbuda, the Bahamas, Barbados, Belize, the Bay Islands, the British Virgin Islands, the 

Cayman Islands, Dominica, Grenada, Guyana, Jamaica, Montserrat, Saint Croix, Saint 

Kitts and Nevis, Saint Lucia, Saint Vincent and the Grenadines, Trinidad and Tobago and 

the Turks and Caicos Islands (Roberts, 2003). In the English-speaking Caribbean, 

someone from the Caribbean is usually referred to as a "West Indian," although the 
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phrase "Caribbean person" is sometimes used. 

In 1973 and with the Treaty of Chaguaramas, the nations of the Caribbean 

established the Caribbean Community (CARICOM) to promote economic integration, 

regional cooperation, and to coordinate foreign policy. Its major activities have centered 

on coordinating economic policies and development planning. In the late 1980s, 

CARICOM's heads of government declared their support for the creation of a regional 

common market. In 2001, the Treaty of Chaguaramas was revised to include the 

CARICOM Single Market and Economy (CSME), the Caribbean Court of Justice (CCJ), 

and the implementation of a CARICOM passport thought to increase security and make 

intra-regional and international travel easier for Caribbean citizens. 

Currently, CARICOM has 15 full members, five associate members, and seven 

observers. 

Higher Education in the Caribbean 

It can be argued that an indigenous higher education existed in the wisdom 

sharing of tribal elders in Amerindian communities. The roots of higher education as we 

understand it today came with the colonization of the Caribbean by Europeans. The first 

higher education institution in the Caribbean was an Anglican school called Codrington 

College, established in Barbados in 1743 to train priests (Bacchus, 2005; Cobley, 2000; 

Gordon, 1963; Rivera, 1998; Roberts, 2003). In fact, Codrington was the only college 

offering higher education in the English-speaking Caribbean until 1921, when the 

Imperial College of Tropical Agriculture (ICTA) was established in Trinidad. This 

neglect in early Caribbean education was a consequence of the belief by the planter and 
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colonial elite that higher education for the majority black population was inappropriate 

and even dangerous (Bacchus, 1990, 2005; Cobley, 2000; Roberts, 2003). 

Nonetheless, the colonial period saw repeated proposals for the development of 

higher education facilities in the English-speaking Caribbean. Initially, these proposals 

were inspired by a desire to ease the strain on the colonial elite who had to send their 

children to Europe to complete their education. When the Colonial Office failed to act on 

these proposals, individual territories developed their own plans (Bacchus, 2005; Gordon, 

1963; Roberts, 2003). One response was to expand the offerings at Codrington College to 

include liberal arts programs; another was the offering of scholarships by the colonial 

government to the top two students in the territory to study at Oxford or Cambridge. This 

practice continues today in Belize with the awarding of the Open Scholarship. The effect 

of these scholarship programs is that they belittle the efforts of local institutions and can 

be seen as another example of an effort to undermine the development of higher 

education in the region. But "it is the persistence of the idea rather than any great 

achievement which is interesting in the discussion of higher education in the first half of 

the nineteenth century" (Gordon, 1963, p. 273). 

The cool attitude toward higher education in the Caribbean began to change in the 

interwar period. The shortage of well-trained personnel to teach in and serve as public 

officers in the colonies, a growing political consciousness among the rising elites, and the 

racism demonstrated toward visiting Caribbean scholars in London all served to advance 

the cause of higher education in the West Indies (Bacchus, 2005; Gordon, 1963; Roberts, 

2003; Sherlock & Nettleford, 1990). Cobley (2000) cites a British aristocrat who faults 



44 
 

the colonies for sending too many black students to Britain:  "The toleration of a few will 

not be extended to a number. The remedy seems to be to provide them with higher 

education in their own homes, and thus discourage them from coming here" (p. 8). 

However, the Depression delayed the implementation of these plans and the idea did not 

regain momentum until rising nationalist aspirations, and the need for war support from 

the colonies forced Britain to plan for self-rule in the territories. In 1944, the Irvine 

Committee was appointed to make recommendations for the development of a university 

in the British colonies of the Caribbean (Bacchus, 2005). The committee of five, for the 

first time, included two West Indians and voted unanimously to recommend the 

establishment of an intellectual center for the region—the University of the West Indies 

(Cobley, 2000; Sherlock & Nettleford, 1990). With 33 medical students, the university 

was officially opened in 1948 (Roberts, 2003). 

Today, the countries of the Caribbean share the University of the West Indies 

(UWI) and support it as an autonomous regional institution. The university serves 16 

English speaking nations and territories with the aim of "unlock[ing] the potential for 

economic and cultural growth" in the West Indies (UWI, 2008). The university 

consists of three main campuses in Jamaica, Barbados, and Trinidad and Tobago, and 

a smaller campus in the Bahamas. Resident Tutors manage branches of the UWI 

School of Continuing Studies in the other 13 contributing territories. Eight of the 

regions Prime Ministers are graduates of the UWI. Current enrolment across the three 

main campuses is 36,000 (UWI, 2008). 

Independence in the colonies brought a desire for the development of national 
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institutions of higher learning. UWI responded with the expansion of a campus in 

Trinidad and Barbados, and the development of Schools of Continuing Studies in the 

non-campus territories. Still unable to meet the demand of the region's people for higher 

education, national colleges, community colleges and junior colleges were also 

established throughout the region (Cobley, 2000; Peters, 1993; Rivera, 1998; Roberts, 

2003). For example, St. John's College, the Jesuit-run high school in Belize, added a 

Sixth Form division in 1952, which trained young men and later women for advanced 

level qualifying exams set by Cambridge University. Tertiary education institutions in 

the Caribbean are scattered, diversified in their offerings, at different stages of 

development, and autonomous in quality assurance systems. In an attempt to promote 

articulation and equivalence, the UWI, in 1990, established the Association of Caribbean 

Tertiary Institutions (ACTI) (Cobley, 2000; Rivera, 1998; Roberts, 2003). 

The Critical Issues 

The history of higher education in the Caribbean, at nearly 60 years, is relatively 

short and the literature on the subject relatively scarce. Nonetheless, an examination of 

the literature written in the last 15 years highlights a series of challenges to the region's 

higher education efforts—many of which are rooted in the neglect and 

underdevelopment of its early history. The issues affecting higher education in the 

region are numerous and complex. The issue of access to high quality, affordable, and 

relevant higher education has been a persistent challenge since European colonization 

(World Bank, 1993). Today, there is urgency in the region as higher education 

stakeholders seek to increase the quantity and improve the quality of its programs. In 
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1997, the CARICOM Heads of Government made a commitment to increase the level of 

participation in tertiary education from 8 percent to 15 percent by 2005 (Peters, 1998; 

Roberts, 2003) and while some territories have met and exceeded that challenge, others, 

like Belize, are far behind. The following sections will highlight the manner in which 

recent literature has addressed the issues of access, quality, and the cost of higher 

education in the Caribbean. 

Access. 

Access to tertiary education in the Caribbean increased dramatically during the 

last fifty years of the twentieth century as the Caribbean "embarked on a transition from 

elitist tertiary education to mass tertiary education" (Bourne, 2005). Access is defined as 

the capacity to provide higher education to those who possess the physical, 

psychological, and mental ability to undertake this level of education. In every country 

in the Commonwealth Caribbean, determined efforts are being made to establish higher 

education institutions or increase the capacity of existing ones (Howe, 2000, vii). 

The increase in access to higher education is in line with global changes and 

challenges. Increased demand for higher education worldwide is a function of the global 

economy, the competitiveness that drives it, and the demand for higher skilled, 

knowledgeable workers (Roberts, 2003). Another factor is the increased value to the 

individual in the market place after graduating with a college degree. Wages, salaries and 

opportunities are significantly higher for educated workers. A third reason is the 

massification of higher education, which has led to a more inclusive system that 

embraces a wider, more diverse pool of citizens (Peters, 1998). The pressures on the 
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tertiary sector are enhanced by the universal enrollment at the primary level and the 

increased participation at the secondary level (Miller, 2000). 

Improving access to tertiary education is understood as essential to the 

development of nations throughout the world. "However, in the context of the Caribbean 

it is recognized that tertiary enrolment rates are far too low to achieve sustainable 

national development" (Howe, 2005, p. 17). When compared to the countries of the 

developed world, the tertiary enrollment rate is even more disturbing. The World Bank's 

report Constructing Knowledge Societies (2002) notes, "in 1980 the tertiary enrollment 

rate in the United States was 55 percent, whereas the average for developing countries 

was 5 percent. In 1995 the rates were 81 percent for the United States and 9 percent for 

developing countries" (p. 46-47). 

According to the World Bank report A Time to Choose:  Caribbean Development 

in the 21st Century (2005), in 2000 the nations of the Caribbean Community 

(CARICOM) met the goal they set in 1997 to enroll 15 percent of the 18-24 year old 

cohort in tertiary education by 2005, five years ahead of schedule; it is clear that greater 

access to higher education is an important element in regional development and 

integration. These statistics, however, can be misleading if one fails to note the 

significant variations in tertiary enrollment across the Caribbean. For example, 

Barbados, at 41 percent, and the Dominican Republic, at 27 percent are above the 

international average while Belize is well below at just 8 percent enrollment of this age 

group (World Bank, 2005). 

Access to higher education can be thought of as the opening of a door. The "open 
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door" is a common analogy for the open access community colleges in the United States. 

However, the door to Caribbean higher education has a screen. Not everyone who 

wishes to enter is chosen. By virtue of the demand and the limited supply, tertiary 

education in the Caribbean is less open and more selective. The size of the door, the 

nature of the screen, what lies in front of it and the appeal of what lies beyond it, all 

impact on whether people have a real opportunity to cross the threshold of higher 

education. Consequently, enrollment in tertiary education is a limited indicator of access 

to higher education in the Caribbean. 

The World Bank (2000) notes that the world economy has been changing, as 

knowledge supplants physical capital as the source of present and future wealth. As 

knowledge becomes more important, so does higher education. This has resulted in a 

greater demand for higher education. Rapid technological advances and the global trend 

in the liberalization of services in addition to the quest for knowledge and certification 

have resulted in an even greater demand for higher education in an ever increasingly 

competitive environment. In addition to local public institutions, local private tertiary 

institutions are offering their services and have contributed to the expansion of access in 

the region. 

Progress has been made in several Caribbean nations in terms of expanding access 

to higher education. Although most of the Caribbean is underserved in terms of tertiary 

education, within the last five years Jamaica, Barbados, and Trinidad and Tobago have 

made significant strides and have exceeded the CARICOM goals. Barbados is nearing 50 

percent participation of its tertiary-level cohort and its government has set the goal of a 
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university graduate in every household by 2020 (Miller, 2005; Peters & Best, 2005). 

However, the majority of Caribbean states continues to fall short, citing limited funding 

and limits to physical infrastructure. In his review of tertiary education in the English-

speaking Caribbean, Howe (2005) addressed the limited access to postsecondary 

opportunities in Belize: 

Access to tertiary education is very limited and restricted providing limited career 

options and opportunities for the thousands of students leaving the secondary 

schools. In 1998/99 while there were 11,720 students enrolled in 33 secondary 

schools there were only 1,600 enrolled in all tertiary "schools" and UCB. It is 

estimated that between 6.5% and 8% of the age cohort, 18-24 are enrolled in 

tertiary education which falls short of the Caribbean Community (CARICOM) 

target of 15% and the 51% and 21% for developed and middle income developing 

countries, respectively. Given the limited capacity at the post-secondary level, 

access is likely to be adversely affected as efficiency in secondary education 

improves and more graduates exit placing increasing demands at the 

postsecondary level. (p. 122) 

Another issue of access that has emerged in the Caribbean higher education 

literature is the gender inequity in enrollment (Howe, 2005; London, 2005; Miller, 1990; 

Peters, 1998, Rivera, 1998; Roberts, 2003; UNESCO, 2003; World Bank, 1993). The 

Millennium Development Goals (MDGs) were passed in the United Nations' General 

Assembly in 2000 and they call for the achievement of gender equality in all levels of 

education including the tertiary level. This goal is targeted to be met no later than 2015 
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(www.un.org/millenniumgoals). While post-secondary participation by 

Caribbean students is increasing, female enrollment in, and graduation from Caribbean 

colleges and universities is outnumbering that of males (UNESCO, 2003). 

In a recent study funded by UNESCO, it was demonstrated that females 

outnumber males in practically all areas of studies with the exception of technology and 

engineering. The researchers also noted that graduation data consistently reveal that 

females are graduating in larger numbers than males. In fact, if regional enrollment trends 

continue at the present rate, it is projected that by the year 2011 the female to male ratio 

might be as high as 8:1 in some territories of the Caribbean (UNESCO, 2003). Clearly, 

within the English-speaking Caribbean, there is an urgent need for research and planning 

that address male enrollment in higher education. Qualitative research could identify 

specific problems relevant to male participation in higher education, offer solutions to 

those problems, and generate public support for the implementation of social and 

institutional policies that may be needed to solve them. 

Quality. 

Calls for improvement and greater accountability in the higher education systems 

are coming from government, employers, parents and students. The concerns being 

expressed are a result of several factors including "the expansion of the sector, 

rising costs, the relevance of the programmes, [and] the standards of the graduates" 

(Whiteley, 2001). Many argue that the decline in standards and quality of service are 

natural corollaries to increased enrollment. As the cost of education has risen, the 

financers of the tertiary sector (governments and individuals) have begun to question the 
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relevance of the programs to national development and the value of their investment. 

In the context of globalization, higher education becomes even more important as 

knowledge is recognized as the driving force behind economic growth and development. 

The traditional reasons for pursuing post-secondary education—for local economic 

growth and development and the need for an educated citizenry—now include the ability 

to participate in the global society. Consequently, higher education institutions are 

encouraged to conduct regular program reviews to ensure that the programs are relevant 

and that the institutions are in fact responsive to the needs of students, the community, 

and the region. Currently, participation in quality assurance is voluntary. However, in 

order to ensure quality in all higher education institutions, it will be necessary that such 

participation for all programs in all higher education institutions be mandatory (London, 

2005). 

The recent emphasis on knowledge as a defining characteristic of world 

economies places an additional demand on countries to monitor their educational 

institutions and systems and compare them with others. In the absence of a regional 

mechanism for accreditation and very few national accreditation bodies, such 

benchmarking is essential for institutions of higher education in the Caribbean (ACTI, 

2000). 

The commercial sectors in various Caribbean countries have expressed concern 

that the graduates of the present system are not adequately prepared to meet the 

development needs of the region, or to solve its economic and social problems. 

Employers complain that there is too wide a gap between the world of work and the 
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world of formal tertiary education. There is also a greater call from those who fund the 

state, for more information about, and greater accountability from, the institutions of 

education that are state supported (Leo-Rhynie, 1998; Roberts, 2003; World Bank, 2005). 

Reinforcing the need for significantly improved planning at the national and 

regional levels, Eve Aird (2001) wrote, "Currently, there is no clearly defined policy on 

higher education that examines issues of standards and quality, program development, 

academic policy, funding, and the development of the system" (p. 37). Today, several 

entities regulate, coordinate and monitor the region's higher education sector. These 

agencies include the Caribbean Area Network for Quality Assurance in Tertiary 

Education (CANQATE), the Association of Caribbean Tertiary Institutions (ACTI), and 

the Tertiary Level Institution Unit (TLIU) of the University of the West Indies. 

The CANQATE serves to enhance academic professional and collegial support 

in quality assurance. The ACTI also aims to coordinate the work of the higher education 

institutions in the Caribbean and in particular to facilitate matriculation of graduates of 

the colleges to the universities. The TLIU is a regional entity with a unit on each campus 

of the UWI charged with enhancing access to tertiary education by linking the 

University's resources, programs and services to the development of tertiary education 

institutions. All these various entities were established to coordinate the work of higher 

education institutions and to enhance the quality of curricular offerings. However, a 

regional mechanism for accreditation remains a critical component missing from the 

quality assurance efforts in the region (ACTI, 2000; London, 2005; Rivera, 1998; 

Roberts, 2003). 
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A policy framework and a system of accreditation and monitoring have become 

even more urgent because of the General Agreement on Trade in Services to which much 

of the Anglophone Caribbean is a signatory. This far-reaching international agreement 

administered by the World Trade Organization (WTO) specifies four modes of trading in 

services (such as education) which should be unrestricted in those countries that are 

signatories to the agreement. One of these modes allows a company from one country to 

establish itself in another country in order to provide educational services. This 

agreement will facilitate even more offshore universities either to provide educational 

services in Belize virtually or face-to-face in order to satisfy the growing demand for 

tertiary education. This agreement raises several issues with which the tertiary education 

sector will have to contend (Beckles, 2000; Leo-Rhynie, 2005). 

Cost. 

The issues of access and quality cannot be divorced from the issue of cost. Once 

efficiencies are established, increased access and improved quality have a cost and this 

has led to significant debate over the ways in which tertiary education is financed. In his 

keynote address to the Seventh Annual Conference of The Association of Caribbean 

Higher Education Administrators (ACHEA), the Pro-Vice Chancellor of the UWI Dr. 

Bhoendradatt Tewarie (2007) made clear his thoughts on the matter: 

Who must pay for education over the next decade? My answer is students and their 

families because it benefits them most, governments because human capital is the 

nation's and region's greatest asset and to attract knowledge industries, the local 

and regional private sectors because they are the greatest beneficiaries of the 
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output of higher education, companies investing in the region to support their 

continuous competitive capacity, and the international community and their 

agencies in order to support equity at the global level and because the 

industrialized countries are the greatest beneficiaries of brain drain from the 

Caribbean. (Introduction) 

As access to tertiary education continues to expand, a new approach to funding 

that includes greater student contribution is essential for the fiscal health of the tertiary 

sector. Compton Bourne (2005), the President of the Caribbean Development Bank 

speaking at the Conference on Financing Tertiary Education in the Anglophone 

Caribbean, cautions the region to see that free tertiary education does not equal increased 

access: 

Student contributions should occupy a prominent place in the financial 

arrangements. The fundamental reasons are the "beneficiary should pay 

principle" and the fact that in a mass education system free tertiary education is 

fiscally unaffordable. Graduates derive substantial pecuniary and non-pecuniary 

benefits from tertiary education. The empirical evidence is overwhelming on this 

point. Moreover, when access to tertiary education is restricted by public 

budgetary constraints, enrollment is implicitly rationed by admissions criteria 

which work to the advantage of those whose household economic circumstances 

afford them better secondary education. Free tertiary education unintentionally 

favours elitism. (para. 8, section 4) 

The issue of who should pay for higher education in the Caribbean is complicated 
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by the nature of the service provided. Education is a consumption as well as a capital 

good. It is a public good as well as a private good and thus the debate rages concerning 

how much ought to come from the public purse and how much ought to be borne 

personally by the student. In the countries of the Caribbean, the share of public spending 

on education is so high—ranging between 14 and 25 percent—that it is unreasonable to 

expect that it will grow (Forde, 1998). 

The answer, therefore, is to reduce cost and raise revenue elsewhere. Eliminating 

duplication and making more efficient use of existing resources, are areas many states 

can improve. Citing a 1992 World Bank report entitled, Access, Quality and Efficiency in 

Caribbean Education:  A Regional Study, Forde (1998) used the University of Guyana 

(UG) as an example. At the time, UG was offering 96 programs to 2,024 students. This 

means that the programs had an average enrollment of 21. Spread over 4 years of study, 

class size could be as low as five students. 

Other remedies could include making full use of intensive summer sessions, 

promoting collaboration among tertiary institutions in staff development and procurement 

of resources are some of the recommendations in the literature (Bourne, 2005; Davies, 

2005; Forde, 1998; UNESCO, 2005). St. John's College (SJC) has taken some of these 

initiatives including the creation of an Association of Catholic Junior Colleges (ACJC) to 

coordinate staff development seminars and workshops, and the purchase of materials 

(textbooks, computers, software, library resources). SJC has also introduced two five-

week summer sessions that generate additional revenue and allow students to complete 

their programs more quickly. The college also launched a Summer Development Program 
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designed to allow students to move into full tertiary level courses during their first fall 

semester that has been replicated at junior colleges across the country. 

Section summary 

Tertiary education in the Anglophone Caribbean has made tremendous strides 

over the last 60 years. From the beginning, the issues of access, quality, and cost were 

paramount and today's global forces create a new spin on these traditional challenges. 

There is a new feeling of intensity in the literature on Caribbean higher education. It is a 

sense of urgency that the post-colonial era will bring a new neo-colonialism that 

perpetuates the backwardness and underdevelopment of the region and its people. 

As was written of American community colleges thirty-five years ago, 

accountability in the Caribbean's tertiary education system is "an idea whose time has 

come" (Roueche, Baker, and Brownell, 1972, p. 1) and this accountability is "inevitable 

because it is so desperately needed" (p. 8). For the sake of the region and its nations, 

quality tertiary education must be redefined and made relevant to new national, regional, 

and global realities. Improving access and assuring the quality of a tertiary education 

model past its time amounts to what Terry O'Banion (1997) refers to as "nothing more 

than trimming branches from a dead tree" (p. 16). 

Today, the government's role in higher education is becoming more visible and 

proactive, yet, the uncertainty of financing has continued (Henry-Wilson, 2005). The 

challenge to institutional, national, and regional leadership is significant. The forces of 

regionalism, globalization and changing technology, as well as market pressures for 

access, quality, relevance, and efficiency will remain among the greatest challenges. 
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Developmental Education Theory 

"In theory, there is no difference between theory and practice. 

But in practice there is." 

—Yogi Berra 

Efforts to improve developmental education programs and research on such 

programs must be informed by applicable theory. To do so helps developmental 

education practitioners and developmental education researchers defend their work and 

improve the effectiveness of their programs (Lundell & Collins, 1999; Boylan, 2002; 

Casazza, 1999). Therefore, this section of the chapter examines theoretical perspectives 

that have been identified as useful in developmental education research. In the final 

chapter of this study, these theories will be interpreted in light of the findings regarding 

the effectiveness and the perceptions of developmental education in Belize. 

Recommendations will also be provided so that a bridge from theory to research to 

practice is presented. 

A wide variety of human development and learning theories have 

informed existing research. Among the more prevalent theorists found in developmental 

education literature are student development theorists Alexander Astin (1977, 1984, 

1985, 1993, 1996) and Arthur Chickering (1969; Chickering & Reisser, 1993). This 

section of the chapter will explore the literature of these theorists and discuss the 

particular relevance of their constructs to this research. 

Astin's Involvement Theory of Student Development 

Alexander Astin's (1977, 1984, 1985, 1993, 1996) ideas about student 
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development have influenced education practice for decades. His work focuses on factors 

that facilitate development and he champions the idea of actively engaging students in 

their environment in ways that promote student learning, growth, and development. Astin 

(1985) defines involvement as: 

the amount of physical and psychological energy that the student devotes to the 

academic experience... a highly involved student is one who...devotes 

considerable energy to studying, spends much time on campus, participates 

actively in student organizations, and interacts frequently with faculty 

members and other students. (p. 297) 

Astin (1996) also identified the three most important forms of student 

involvement as academic, faculty, and peer involvement. Academic involvement includes 

work on assignments and work in the classroom. Involvement with faculty was measured 

by hours spent talking with teachers outside of class, assisting teachers with research, and 

socializing with faculty members. Involvement with peers included socializing with 

friends, participation in student groups, and tutoring other students. 

Other forms of involvement included by Astin (1993) were work, volunteering, 

exercising, and attending religious services. Other forms of involvement can encompass 

reading for pleasure and exercising (1993; Astin & Sax, 1998). Regardless of the type 

of involvement, Astin (1984) argued that the greater the involvement the greater the 

amount of student learning and personal development. 

Astin's involvement theory is useful to this study for many reasons. First, the 

focus of his studies—traditional-age college undergraduates who entered college soon 
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after completing high school and enrolled on a full time basis—is also a focus in this 

study. Second, his work has encouraged educators to focus on models that enhance 

access and retention and this study is similarly intentioned. Finally, and perhaps most 

importantly, Astin's theory provides a practical framework with which to engage 

students in active learning. Given the state of primary and secondary education in Belize, 

the overwhelming majority of students requiring remediation in Belize's junior 

colleges arrive detached from their own learning. A challenge for administrators and 

developmental education faculty will be to find new and innovative ways to engage 

students without over-involving students that may already be stretched by intensive 

summer bridge courses. 

Chickering's Psychosocial Theory of Student Development 

Psychosocial theories are stage theories that identify tasks, events, or crises that 

progress an individual from one stage of development to another. Of great importance is 

the seminal research conducted by Arthur Chickering that "...between 1959 and 1965 

while employed at Goddard College, led him to formulate the seven vectors of student 

development theory" (pp. 36-37). Chickering's (1969; Chickering & Reisser, 1993) well-

known psychosocial theory of student development identified seven tasks that students 

face during their undergraduate years and that help guide their development as students 

and young adults. The seven vectors are: 

1) Developing competence 

2) Managing emotions 

3) Developing autonomy 
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4) Establishing identity 

5) Freeing interpersonal relationships 

6) Developing purpose 

7) Developing integrity. 

Chickering argues that these vectors are developmentally sequential and cumulative, 

though students may recycle through them (Chickering & Reisser, 1993). 

The first vector, developing competence, involves the development of intellectual, 

physical, and interpersonal competence. These competences give students the confidence 

needed to speak-up in class, meet new people, and progress academically. Transitioning 

from adolescence to adulthood means learning how to manage emotions, Chickering's 

second vector. If a student is limited in his or her ability to manage emotions, they tend to 

experience excessive academic anxiety. The third vector, developing autonomy, involves 

becoming independent from one's family and learning to take care of oneself. Students 

that mature along this vector trust in their abilities and feelings as valid sources of 

information. 

A significant part of the college experience is finding oneself, or establishing 

one's identity—this is the fourth vector. The fifth vector involves moving from valuing 

relationships based on need, to valuing differences in others, to understanding 

interdependence and seeking mutually beneficial relationships. The sixth vector 

acknowledges that it is during college years that most students identify career and life 

goals and begin to work toward achieving those goals. The seventh and final vector, 

establishing integrity, is not easily achieved. It involves a level of maturity such that the 
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young adult is able to exist in the adult world where they have a defined set of values 

which guide their actions. 

Chickering (1969) also addresses the theory of mattering versus marginality. 

Quite simply, this means that if students believe that they matter to someone else and that 

others care about and appreciate them, they are far more likely to persist and succeed. If 

students do not feel anyone cares about them or their success, if they feel ignored by the 

mainstream and not accepted, they will feel marginal, and are much less likely to 

succeed in college. 

Chickering's psychosocial theory is especially useful for this study as a window 

into the experiences of students engaged in developmental education in Belize. Though 

there is clearly overlap in these seven vectors, it is clear that the college freshman is 

extremely busy just growing up. Added to this is the dramatic change for the 

overwhelming majority of freshman at St. John's College Junior College who graduated 

from single-sex high schools. Because Chickering's theory states that students progress 

through the first three vectors simultaneously during the freshman and sophomore years, 

for the purposes of this study the investigator will focus on vectors one, two, and three. 

By viewing the experience of developmental education students in SJCJC's Summer 

Development Program as social and psychological realities, it is expected that new 

insights into student behavior will emerge and help lead to more effective programs. 

Section Summary 

The student development theories of Astin and Chickering have been questioned 

for their applicability to community colleges because their research was conducted at 
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four-year institutions. This investigator, however, believes that the principles of these 

theories will be applicable to this study and will help better understand learning, access, 

and retention in the context of Belizean higher education. The choice of student 

development theory as a framework for this study highlights this investigator's 

commitment to the voice of students in understanding the real impact of developmental 

education programs. 

Summary of Chapter 

The intent of this chapter was to establish the context in which developmental 

education programs in Belize exist so that this study would build on and contribute to the 

existing body of knowledge. The literature reviewed relates to developmental education 

in general, summer bridge programs in particular, critical issues in Caribbean higher 

education, and theoretical frameworks used in the study of developmental education.  

The literature supports the need for consistent evaluation of developmental 

education programs and identifies evaluation as one of the most critical characteristics of 

successful developmental education programs. "Administrators [and other stakeholders] 

are more likely to support developmental education if they are provided with evaluation 

results demonstrating that the program is successful in accomplishing goals and 

objectives consistent with the institutional mission" (Boylan, 2002, p. 25). 

Studies in America have documented the effectiveness of summer bridge 

programs and this research will contribute an international perspective to this body of 

work. While nations of the Caribbean struggle to deal with the issues of access, quality, 

and cost, the approach each takes to the developmental education effort will be critical. 
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Finally, the student development theories of Astin and Chickering provide useful 

frameworks for evaluating the effectiveness of developmental education programs 

through an enhanced focus on the role and the realities of the developmental education 

student. The next chapter details the choice of methods employed in this study. 
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CHAPTER THREE 

METHODOLOGY 

"If we knew what it was we were doing, 

it would not be called research, would it?" 

—Albert Einstein 

Introduction 

This chapter will describe the methodology and the procedures used in this study. 

As mentioned previously, the purpose of this study was to provide comment on the 

effectiveness of developmental education efforts in Belize and to explore the perceptions 

of these efforts held by students and faculty. Additionally, the study was designed to 

examine the relationship between the perceptions of students and faculty and how those 

perceptions compare to the demonstrated level of effectiveness. In order to achieve those 

objectives, the following research questions were pursued using a mixed methods 

approach: 

1) What percentage of students who enrolled in SJCJC's SDP passed the next 

level gateway course in the subject for which they required remediation? How 

does this compare with the success rate of students not enrolled in SDP 

courses? 

2) What percentage of students who took one or more courses in the SDP 

graduated within two years? How does this compare with the graduation rate 

of students that had not enrolled in SDP courses? 
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3) What are SDP students' perceptions of the program? 

4) What are SDP faculty members' perceptions of the program? 

5) How do these perceptions relate to the effectiveness of the program as 

determined by research questions #1 and #2? 

The investigator employed both qualitative and quantitative approaches. The 

qualitative method of using focus groups and follow-up interviews was employed to 

gauge how students and faculty members perceive developmental education programs in 

Belize. For determining the effectiveness of the Summer Development Program at St. 

John's College Junior College, the investigator relied on both the qualitative data from the 

interviews and a quantitative analysis of student and course enrollment data. This chapter 

will include a rationale for the research methods, research design, procedures for data 

collection and analysis, and limitations of the methodologies selected. 

 

Rationale for Research Methods 

This research was conducted in order to assess the effectiveness of developmental 

education offered in the junior colleges of Belize and to examine the student and faculty 

perceptions of these programs. Research questions #1 and #2 were pursued using 

quantitative data while questions #3 and #4 were pursued using qualitative data. Research 

question #5 was the point at which the methods were mixed and was answered through a 

comparative analysis of the data derived from the first four research questions. 

The philosophical paradigm of the investigator was transformative/emancipatory 

in that the use of a mixed methods approach was designed to promote change that would 
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lead to the improvement of developmental education programs in Belize while also 

including the values and viewpoints of a marginalized group (Mertens, 2005; Creswell, 

2003). 

Given the problems investigated and the goals of this research, a mixed methods 

approach was appropriate for this study. Mixed method studies of this sort have been 

criticized by those who champion quantitative or qualitative only research. However, a 

growing number of social researchers are breaking down this false barrier: 

In our view, a dichotomous undimensional distinction between quantitative and 

qualitative approaches is not particularly useful, because it ultimately refers only 

to whether the data were coded into numbers or into text." (Axinn & Pearce, 

2006, p. 2-3) 

 

Research Design 

This study called for the collection of data relative to establishing the 

effectiveness of SJCJC's Summer Development Program and the perceptions of 

developmental education held by faculty members and students. Trochim (2002) stated 

that a research design is intended "to structure the research, to show how of the major 

parts of the research project... work together to try to address the central research 

questions" (p. 1). This study employed a transformative parallel mixed methods research 

design. 

For this study, a mixed methods approach was used. Creswell (2003) expressed 

support for mixed methods research design arguing that it "has come of age. To include 
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only quantitative and qualitative methods falls short of the major approaches being used 

today in the social and human sciences” (p. 4). Creswell and Clark (2007) add that the 

"central premise [of mixed methods research] is that the use of quantitative and 

qualitative approaches in combination provide a better understanding of research 

problems than either approach alone" (p. 5). 

Quantitative 

The goal of quantitative research is to provide confidence that a particular claim is 

true or false (Mertens, 2005). A quantitative component was included in this study for its 

ability to provide confidence in determining the effectiveness of a summer bridge 

program at a junior college in Belize. This quantitative approach was employed to 

measure the effectiveness of the Summer Development Program by gathering data related 

to student persistence and graduation.  

This use of persistence and graduation data to determine effectiveness is 

supported by the Achieving the Dream initiative. The Achieving the Dream initiative is a 

multi-year, long-term initiative focused on measurable outcomes to close the 

achievement gaps of community college students. The Lumina Foundation and its 

partners plan to distribute $100 million to over 80 community colleges in 15 states with 

the goal of improving the success of community college students, particularly minority 

and low-income students. The initiative is focused on improving five student outcomes:  

(1) course completion; (2) advancement from developmental courses to credit-bearing 

courses; (3) completion of gatekeeper courses; (4) re-enrollment from one semester to the 

next; and (5) earn degrees and/or certificates (ATD, 2007). 
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The persistence and graduation rates of developmental education students were 

measured against the persistence and graduation rates of students not 

requiring remediation. Independent sample-t tests, chi-square tests, and descriptive 

statistics were calculated to determine a level of effectiveness in the summer bridge 

programs operating in Belize. 

Research question #1 included two parts:  What percentage of students who 

enrolled in SJCJC's SDP passed the next level gateway course in the subject for which 

they required remediation? How does this compare with the success rate of students not 

enrolled in SDP courses? To answer research question #1, the investigator conducted 

independent sample t-tests at the .05 level with grades in gateway courses measured 

against Summer Development Program status. The investigator also conducted a chi-

square test at the .05 level to determine if there was a statistically significant relationship 

between enrollment in SSK 050 Study Skills for College and first semester grade point 

average. Descriptive statistics were also used to discuss the results of the tests. 

Research question #2 included two parts:  What percentage of students who took 

one or more courses in the SDP graduated within two years? How does this compare 

with the graduation rate of students that had not enrolled in SDP courses? To answer 

research question #2, the investigator conducted a chi-square test at the .05 level to 

determine if there was a statistically significant relationship between Summer 

Development Program status and graduation status. Descriptive statistics were also used 

to discuss the results of the tests. 
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Qualitative 

The other methodology used in this study was a qualitative exploration of the 

perceptions students and faculty members have of developmental education in Belize. A 

qualitative methodological approach was appropriate for this component of the study 

because it facilitated an examination of the complexity and the nuance of the perceptions 

held by these stakeholders. A case study approach using focus groups and interviews was 

selected because the investigator sought to compare and contrast the perceptions of 

faculty and students with and against the demonstrated level of program effectiveness. 

Focus groups and follow-up interviews provided critical data for this study. Focus 

groups were used to provide participants "greater control of the talk as they bounce[d] off 

each other... generating more data on the topic" (David & Sutton, 2004, p. 92). Focus 

group sessions were conducted for developmental education faculty and developmental 

education students. One-on-one, semi-structured follow up interviews provided an 

opportunity to clarify meaning and probe insights which emerged in the focus groups. 

However, the interviews were flexible and allowed the interviewee to "change the course 

of the conversation and bring up new issues that the researcher had not preconceived" 

(Axinn & Pearce, 2006). Individual interviews were conducted with developmental 

education faculty and developmental education students. 

The developmental education faculty members were selected because they 

worked closest with the students in the classroom and they collaborated in the 

development of the curriculum. Roueche and Roueche (1999) explain the critical role of 

developmental education faculty: 
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"Instructors who thoroughly understand the college's goals and the complexity of 

the at-risk population, who have significant classroom experience and a broad 

repertoire of teaching techniques that lets them match learning needs 

to instruction, who want to work collaboratively with other faculty, who want to 

be involved in strong faculty development activities, who want to teach remedial 

courses, and who believe at-risk students can learn and be successful – these are 

the right instructors for the job... Faculty attitude and competence are the keys to 

student success." (p. 26) 

The students were selected because their perceptions are most relevant for understanding 

the impact of developmental education efforts. George and Aronson (2003) stated, "for 

students to want to learn and go on to college, they must view the curriculum as relevant 

to their lives and culture" (p. 17). 

 

Procedures for data collection 

This study relied on two principal sources of data:  existing data collected 

regularly by St. John's College Junior College (SJCJC) and data gathered from focus 

groups and one-on-one interviews. SJCJC's information management system was 

developed by Martin Santos as a platform designed specifically to meet the data needs of 

the college. The system includes student admissions, course management, and financial 

modules. For the purpose of answering research questions #1, #2, and #5, this study 

utilized pre-existing student and course enrollment data collected by the Office of the 

Registrar. This data included course placement, grade point average, transcripts, and 
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graduation status. 

Prior to beginning the study, a letter was sent to St. John's College in Belize 

describing the study and requesting the college's participation (see Appendix A). The 

investigator received permission to access the student and course enrollment data from 

Frank Garbutt, Jr., the President of St. John's College (SJC). President Garbutt assigned 

Stuart Simmons, Jr., SJC's Director of Information Technology, and Elizabeth Smith, 

SJCJC's Registrar, as points of contact for accessing the quantitative data for the 

study.  

Selection of subjects 

Using SJCJC's student and course enrollment data, the investigator produced a 

list of Summer Development Program (SDP) faculty members and a list of SDP students 

enrolled in the summer of 2005. Fifty randomly selected SDP faculty members were sent 

letters of invitation (see Appendix B) to participate in the study and twenty-four agreed. 

One-hundred and twenty randomly selected SDP students were sent letters of invitation 

(see Appendix C) to participate in the study and eighteen agreed. 

Twenty four faculty members and eighteen students participated in focus groups 

and follow-up interviews. The students were First Time in College students (FTIC) 

during the summer session of 2005 and were in at least one developmental education 

course in the Summer Development Program. The faculty members taught one or 

more developmental education courses in the SDP. 
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Setting 

To arrange time and a meeting room for participants of the focus groups, the 

investigator contacted Neulin Villanueva, the Dean at SJCJC. Dean Villanueva 

scheduled use of conference space in the College’s library for the focus group sessions 

with faculty and students. The two focus group sessions were conducted during the 

second week in July 2008 and the each lasted approximately 1 hour 30 minutes. To 

encourage participation, refreshments were provided. 

The follow up interviews with faculty and students were also conducted in the 

Dean's conference room at SJCJC. These follow-up interviews were conducted during 

the third week in July, 2008 and each lasted approximately 45 minutes. 

 

Data analysis 

Quantitative 

The Statistical Package for Social Sciences (SPSS) (2006) was used to conduct 

hypothesis testing and acquire descriptive statistics using the data gathered from SJCJC. 

Research question one:  "What percentage of students who enrolled in the SDP passed 

the next level gateway course in the subject for which they required remediation? How 

does this compare with the success rate of students not enrolled in SDP courses?" 

determined the rate of persistence for SDP students as compared with non-SDP students. 

Research question two:  "What percentage of students who took one or more courses in 

the SDP graduated within two years? How does this compare with the graduation rate of 

students that had not enrolled in SDP?" determined the graduation rate for SDP students 
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as compared with non-SDP students. 

The categories used for persistence were:  (a) students that passed the next level 

gateway course in the subject for which they required remediation and (b) students that 

had not passed the next level gateway course in the subject for which they required 

remediation. In order to pass the next level gateway course, the student had to earn a C 

grade or better. In order to assess the effectiveness of the SSK 050 Study Skills for 

College course, persistence was determined by examining the first semester grade point 

average of SDP students compared with the first semester grade point average of non-

SDP students. The categories used for graduation were:  (a) students who graduated 

within two years, and (b) students that had not graduated within two years. In order to 

graduate, students had to earn an associate degree.  

 

Interactive Qualitative Analysis 

Research questions three and four sought to determine the perceptions of the 

SDP held by students and faculty members of SJCJC. Upon completion of the focus 

groups sessions and the interviews, the investigator transcribed the audiotapes and the 

qualitative data was analyzed using Interactive Qualitative Analysis (IQA). IQA is a 

qualitative research methodology developed by Norvell Northcutt and Danny McCoy at 

The University of Texas at Austin. IQA is a method of data collection and an analysis 

technique designed to capture knowledge from organizational members in order to solve 

problems and improve processes (Northcutt & McCoy 2004). IQA data collection and 

coding techniques assist group members in describing and labeling their experiences, 
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and also reveals the relationships among these experiences, to produce a theory in 

perception or a conceptual map (Northcutt & McCoy, 2004). This information is then 

used to establish an interview protocol where interviews can be conducted in a 

purposeful manner. Through the use of systems, which consist of elements, called 

affinities, and the causal relations among these affinities, IQA is able to understand how 

the elements and relationships dynamically interact to result in different states of the 

system (Northcutt & McCoy, 2004). 

Research questions three and four sought to determine the perceptions of the 

SDP held by students and faculty members of SJCJC. Upon completion of the focus 

groups sessions and the interviews, the investigator transcribed the audiotapes and the 

qualitative data was analyzed using Interactive Qualitative Analysis (IQA). IQA is a 

qualitative research methodology developed by Norvell Northcutt and Danny McCoy at 

The University of Texas at Austin. IQA is a method of data collection and an analysis 

technique designed to capture knowledge from organizational members in order to solve 

problems and improve processes (Northcutt & McCoy 2004). IQA data collection and 

coding techniques assist group members in describing and labeling their experiences, 

and also reveals the relationships among these experiences, to produce a theory in 

perception or a conceptual map (Northcutt & McCoy, 2004). This information was then 

used to establish an interview protocol where interviews were conducted in a purposeful 

manner. Through the use of systems, which consist of elements, called affinities, and the 

causal relations among these affinities, IQA is able to understand how the elements and 

relationships dynamically interact to result in different states of the system (Northcutt & 
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McCoy, 2004). A typical IQA study is diagrammed in Illustration 3.01. Note that though 

this study used focus group data to develop interview protocols for follow up interviews 

with faculty and students, it did not utilize theoretical coding and SID development for 

the focus groups. 

 
Illustration 3.01:  Typical IQA Research Flow 
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Research Design 
 

The IQA component of this study was conducted in four distinct phases:  research 

design, focus group, interviews, and report. Research design involved articulation of a 

problem of interest, identification of constituencies affected by the problem, and 

formulation of research questions implied by the problem statement. IQA focus groups 

identified the components (affinities) of a system that represent their experience with the 

Summer Development Program. The focus group affinities were then used to develop 

interview protocols. These follow-up interviews with focus group members and other 

faculty and students allowed further exploration of the affinities and for the identification 

of relationships between these affinities. A comprehensive system diagram was 

developed from the interviews to illustrate the phenomenon in greater depth. In the report 

phase, the investigator described the affinities and their relationships and made inferences 

based on the affinities and their systemic relationships (McCoy, 2004). The IQA process 

began with a research design loop as shown in Illustration 3.02. The objective of the loop 

process was to align the problem statement and the research questions. 
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Illustration 3.02:  IQA Research Design Loop 
 
 

Problem 
Statement

Constituencies

Constituency 
Classification

Issue 
Statements

Research 
Questions

Comparisons

Where Do I Start?

 
 

 

The problem statement began as an observation. Any group of people who were 

affected by the phenomenon was identified as a potential constituency (participant) for 

the study. The constituencies were then sorted based upon their distance from the 

problem and their power over the problem. Constituencies that had the closest distance 

and the most power over the phenomenon were selected to participate in the study. Issue 

statements were then prepared for each constituency. These statements posed a question 

designed to elicit the experience and the perception of the phenomenon. The issue 

statement always began with “Tell me about…” and were questions designed to allow the 
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participants to freely frame the experience. The final step in the research design loop was 

the comparison of research questions to the problem statement. To determine alignment, 

the following questions were addressed:  What problem do the research questions 

address? Is this the problem originally outlined in the problem statement? 

Participants 

The IQA data collection procedure assists the constituencies closest to the 

phenomenon of interest in articulating their experiences and organizing them into a 

theory of perception or a system (Northcutt & McCoy, 2004). The investigator 

determined that the two constituencies with the greatest power over the phenomenon 

were faculty members who taught and students who enrolled in the Summer 

Development Program (SDP). Official school records were used to identify faculty that 

taught one or more sections and students that enrolled in one or more courses in the SDP. 

A letter of invitation to participate in the focus group and/or the follow-up interviews was 

sent to faculty and students who could be determined to reside in Belize at the time the 

study was conducted. Telephone calls were also to invite participation from faculty and 

students. SDP faculty and students met the characteristics of ideal participants as 

described by Northcutt and McCoy (2004):   

• They are information rich, possessing knowledge and/or experience with, the 

issue. 

• They have the ability to reflect on the question and to transfer those thoughts into 

words. 

• They have the time and inclination to participate in the study. 
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• They are homogeneous with respect to important dimensions of distance and 

power. 

• They can respect and practice group dynamics. 

(p. 87) 

Focus Groups 
 

In preparation for the focus groups with the SDP students and faculty, the 

investigator identified issue statements that “could be asked of each group that would 

reflect some light on the problem” (Northcutt & McCoy, 2004, p. 77). After creating an 

issue statement from the research questions, the data collection for the study began with 

the constituents participating in focus groups. Facilitating an IQA focus group consists of 

the following steps:  explaining the focus group process to the participants, performing a 

warm-up exercise, leading a nominal group process, identifying, organizing and grouping 

affinities (inductive coding), revising affinities (axial coding), and analyzing the data.  

IQA Focus Group Process 

At the beginning of each focus group, the investigator introduced the nature and 

purpose of the study. Participants received consent forms (Appendix E) to assure 

confidentiality throughout the research process. The warm-up exercise was designed to 

clear the mind of the SDP students and faculty of all thoughts except the issue at hand. 

The facilitator presented a guided imagery process where the participants were asked to 

relax, close their eyes, and focus on the experience of teaching and learning in the 

Summer Development Program. The investigator then asked the group members to 

participate in a silent brainstorming activity to identify affinities that became the basis for 
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affinity relationship tables, interrelationship diagrams, and system influence diagrams. 

After providing the participants with adequate time to think and reflect on the warm-up 

exercise, each participant was given a marker and a stack of index cards to write one 

word, phrase, or idea on each card regarding their experience in the Student Development 

Program. The silent reflection and brainstorming generated a significant amount of data 

and, by design, kept the dominant participants from controlling the process (Northcutt & 

McCoy, 2004). 

Inductive coding:  Organizing and grouping affinities 
 

Once participants produced as many cards as possible in the time provided, the 

investigator instructed the participants to tape the cards along a wall and begin the coding 

process of grouping cards into similar themes (Northcutt & McCoy, 2004). The facilitator 

reviewed each card and assisted the group in clarifying the meaning of each card. 

Participants were asked to cluster and group cards into categories silently. Northcutt & 

McCoy (2004) stated that the goal of the inductive coding process is to organize data into 

categories, which are referred to as affinities. This process is shown in Illustration 3.03. 
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Illustration 3.03:  Organizing Affinities 
 
 

 
 
 
 
Axial coding:  Revising affinities 
 

The Summer Development Program students and faculty were asked to reorganize 

affinities where needed. Northcutt & McCoy (2004) stated that axial coding seeks to 

name, organize, clarify, and refine affinities. Finally, the investigator facilitated a group 

discussion in which affinities were given appropriate titles that accurately reflected the 

meaning of each affinity within the designated category. Major categories of affinities are 

reviewed and may be combined or divided into hierarchical systems of sub affinities. The 

sub-affinities are shown in Illustration 3.03. Through group discussion and consensus, the 

descriptions are refined and narrowed by the group until each participant agrees that the 

affinity name accurately represents the data. The affinities are given titles determined by 

the participants. After each affinity was named, the investigator used the data gathered 

from the cards and focus group discussion to write a paragraph describing each affinity. 

IQA individual interviews were then implemented to describe these affinities and add 
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depth to the meaning of these affinities. 

Interviews 
 

The next phase of data gathering in IQA is individual interviewing with the 

Summer Development Program students and faculty. The content of the interview was 

“determined by the affinities developed from the focus group” (Northcutt & McCoy, 

2004, p. 197), which shaped the questions asked to each individual. 

The IQA interviews served to add richness and depth to the meaning of affinities 

by obtaining more detailed personal perspectives from the focus group members. The 

interview protocol consisted of two parts, the open-end axial interview, which provided 

rich, personalized descriptions of affinities, and the structured theoretical interview, 

which identified relationships between these affinities. Each axial interview was 

conducted using questions which were derived from the affinities identified by the focus 

group. The questions were designed to elicit verbal elaboration regarding the affinities 

and sub-affinities described by the focus group. Follow-up questions were used for 

clarification or elaboration of thoughts that did not seem clear to the investigator. All 

interviews were conducted in a quiet setting free from interruptions, and an audio 

recording was made which was later converted to a written transcript. 

IQA Interview Process 
 

The interview protocol consisted of two parts – the axial and theoretical 

interviews. The axial interview was designed to provide rich description of affinities by 

the respondents whereas the theoretical interview was designed to identify relationships 

between affinities (Northcutt & McCoy, 2004). 
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Axial and Theoretical Interviews 
 

In the axial interview process, the same questions were asked to each individual. 

The interviewing began with discussing the primary driver in the sorted IRD and 

proceeding with other affinities. During this process, the investigator shared the focus 

group’s definition of each affinity with the participants and then engaged in a dialogue by 

stating, “Tell me what this means to you.” If the participants did not elaborate on their 

answers, a follow-up question was asked. Participants remained anonymous throughout 

the interview process. Participants were each given a numerical identification so their 

conversations could be recorded, and they could be encouraged to share their thoughts 

more freely. Once all affinities were discussed, the investigator asked the participant their 

perception of the relationships between each affinity. Each participant was given an 

Affinity Relationship Table (ART) to guide the interview. 

Interview Axial Code Table (ACT). 

Next, an Interview Axial Code Table (ACT) was created for each participant. The 

investigator studied the quotations and phrases on each affinity located on the transcript. 

The statements, transcript line number, and investigator’s notes were then documented on 

the ACT as shown in Table 3.01. 
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Table 3.01:  Sample Interview Axial Code Table (ACT) 
 

 
 

Interview Theoretical Code Table (TCT). 
 

The next step of the individual interviews was theoretical interview coding. The 

theoretical code affinity relationship table (TCT) is the “primary documentation for all 

utterances that illustrate the manner in which the affinities are related for each 

respondent” (Northcutt & McCoy, 2004, p. 49). Theoretical codes, or data that support a 

relationship between two or more affinities, are identified and documented by the 

investigator. The direction of the relationship is identified by the use of arrows. The TCT 

documents both the direction of the relationship and the example or line of reasoning 

shared by the respondent. The transcript of the interview is reviewed for any additional 

quotations that support each of the affinities. The participants were asked to discuss the 

relationships between each affinity. The respondents chose between three possible 

relationships: 

• A → B (“A” influences “B”) 

• A ← B (“B” influences “A”) 

Axial Code Table 

Affinity Transcript 
Line 

Axial 
Quotation 

Researcher Notes 

1.     

2.     

3.     

4.     
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• No relationship ( <>) 

The statements, transcript line number, and investigator’s notes were then documented on 

the Individual Theoretical Code Table (TCT) as shown in Table 3.02. 

 

Table 3.02:  Sample Interview Theoretical Code Table (TCT) 
 
 

Theoretical Code 
Affinity Relationship Table  

Affinity 
Pair 

Relationship 

Line 
Number 

Theoretical Quotation Researcher Notes 

1      ←     2    
1      ←     3    
1      →     4    
2      ←     3    
2      ←     4    
3      <>     4    

 
 

Combined Interview Coding. 
 

Once all interviews have been coded, the data were summarized to create a 

Systems Influence Diagram (SID). The SID represents the mindmap of how people 

understand or construct a phenomenon (Northcutt & McCoy, 2004). Before the SID is 

created, coding must take place. 

Combined Axial Code Table (ACT). 
 

After the individual interviews were coded, the data was combined to create a 

Combined SID. The data from each Interview ACT were transferred to a Combined ACT 
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as shown in Table 3.03. This allowed the investigator to create a database of all 

interviews that included all axial codes from all affinities and that identified transcript 

lines that were linked to an affinity.  

 

Table 3.03:  Sample Combined Interview Axial Code Table (ACT) 

 

 
 

Combined Theoretical Code - Affinity Relationship Table (ART). 
 

A combined interview TCT is produced by combining the theoretical data 

collected from all respondents. The table lists both directions for relationships, since 

individual respondents may disagree on the direction of the relationship as shown in 

Table 3.04. 

 
 
 
 
 
 
 
 
 

Combined Interview Axial Code Table 

Affinity 
Transcript 

Line 
Axial 

Quotation Researcher Notes 

1.     

2.     

3.     

4.     
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Table 3.04:  Sample Combined Interview Theoretical Code–Affinity Relationship 
Table (ART) 
 

Combined Interview Theoretical Code 
Affinity Relationship Table  

Affinity 
Pair 

Relationship 

Line 
Number 

Theoretical Quotation Researcher Notes 

1      ←     2    
1      →     2    
1      →     3    
1      ←     3    
1      →     4    
1      ←     4    

 
 

 
Theoretical Code Frequency Table (TCT). 

 
Once the Combined Interview Theoretical Code Affinity Relationship Table was 

completed, the investigator tallied the number of respondents (frequency) who identified 

the affinity relationship in the same direction. The frequencies were recorded in a 

Combined Interview Theoretical Code Frequency Table (TCT). The frequency of the 

relationships determines the direction for the composite SID. An example of this table is 

shown in Table 3.05. 
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Table 3.05:  Sample Combined Theoretical Code Frequency Table (TCT) 
 

Combined Interview 
Theoretical Code 
Frequency Table 

Affinity 
Pair 

Relationship 
Frequency 

 

Affinity 
Pair 

Relationship 
Frequency 

1  →  2  2  →  3  
1  ←  2  2  ←  3  
1  →  3  2  →  4  
1  ←  3  2  ←  4  
1  →  4  3  →  4  
1  ←  4  3  ←  4  

 
 

Pareto Protocol. 
 

A composite SID was constructed using the data retrieved from the Combined 

Interview Theoretical Code Frequency Table. This process involves a Pareto Cumulative 

Frequency Chart which allows the investigator to determine the frequency number that 

will become the cut off point for determining which relationships should be accepted 

(See Table 3.06). Northcutt and McCoy (2004) explained that if a relationship was not 

obvious, then the Pareto Protocol Principle should be utilized to document the degree of 

consensus of a given relationship. The Pareto protocol is a statistical method for 

representing the consensus of the group’s analysis of relationships. Named after a 19th-

century economist, the Pareto Principle became prevalent among management and 

system theories on the subject of quality management, economics, and productivity. The 

Pareto principle argues that “a minority of the relationships in any system will account 

for the majority of the variation within the system” (Northcutt & McCoy, 2004, p. 157).  
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Table 3.06:  Sample Pareto Cumulative Frequency Chart  
 

Pareto Cumulative 
Frequency Chart 

Affinity 
Pair 

Relationship 
Frequency 

1  →  2 
1  ←  2 
1  →  3 
1  ←  3 
1  →  4 
1  ←  4 
 
Total Frequency          0 

 

The Pareto chart allowed for the resolution of conflicts and the identification of 

one relationship between two affinities. The most frequently occurring affinity 

relationship pair was chosen for the Composite Affinity Relationship Table (ART) (See 

Table 3.07).The Composite ART was used to construct a Composite Interrelationship 

Diagram (IRD) (See Table 3.08). 

The Composite IRD was calculated to obtain delta values sorted in descending order 

(Table 3.09). These delta values allowed identification of Tentative SID assignments 

(Table 3.10). 
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Table 3.07:  Sample Composite Affinity Relationship Table (ART) 
 

Composite 
Affinity Relationship Table 

Affinity Pair 
Relationship 

1      →       2 
1      ←       3 
1      →       4 
2      ←       3 
2      →       4 
3      <>       4 

 
 
Table 3.08:  Sample Composite Interrelationship Diagram (IRD) 
 
 

Composite Tabular Interrelationships Diagram (IRD) 

 1 2 3 4 5 6 OUT IN ∆∆∆∆ 
1  ← ← ← ← ← 0 5 -5 
2 ↑  ↑ ← ↑ ← 3 2 1 
3 ↑ ←  ← ← ← 1 4 -3 
4 ↑ ↑ ↑  ↑ ← 4 1 3 
5 ↑ ← ↑ ←  ← 2 3 -1 
6 ↑ ↑ ↑ ↑ ↑  5 0 5 

 
 
 
Table 3.09:  Sample Composite IRD – Sorted in Descending Order of ∆∆∆∆ 
 

Composite Tabular IRD Sorted in Descending Order of Delta 

 1 2 3 4 5 6 OUT IN ∆∆∆∆ 
6 ↑ ↑ ↑ ↑ ↑  5 0 5 

4 ↑ ↑ ↑  ↑ ← 4 1 3 
2 ↑  ↑ ← ↑ ← 3 2 1 
5 ↑ ← ↑ ←  ← 2 3 -1 
3 ↑ ←  ← ← ← 1 4 -3 
1  ← ← ← ← ← 0 5 -5 
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Table 3.10:  Sample Tentative SID Assignments 
 
 

Tentative SID Assignments 

6 Primary Driver 

4 Secondary Driver 

2 Secondary Driver  

5 Secondary Outcome 

3 Secondary Outcome 

1 Primary Outcome 

 
 

Composite Systems Influence Diagrams (SID). 
 

After the investigator completed the Composite IRD (Tables 3.08 and 3.09) and 

the Tentative SID Assignments (Table 3.10), the Systems Influence Diagrams (SIDs) for 

both the students and the faculty of the Summer Development Program (SDP) were 

created. The result of the IQA methodology is a visual representation of a system 

phenomenon composed of elements and relationships between those elements. The 

Composite SIDs were created in three principal stages:  the Tentative SID Assignments 

(see Illustration 3.03), the Cluttered SID (see Illustration 3.04), and the Uncluttered SID 

(see Illustration 3.05). Creating Composite SIDs for both the students and the faculty of 

the SDP allowed for SID comparisons in the final chapter of the study. In the next 

chapter of this study, the SIDs for the Summer Development Program students and the 

Summer Development Program faculty are presented. These mindmaps are toured and 

interpreted in the final chapter of this study. 
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Illustration 3.04:  Sample Tentative SID Assignments 

 
 

 
 
 
 
Illustration 3.05:  Sample Cluttered SID 
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Illustration 3.06:  Sample Uncluttered SID 
 
 

 
 
 

Limitations of the methodologies 

The limitations inherent in qualitative and quantitative approaches were militated 

against by the use of a mixed methods approach. Nonetheless, this study was limited by 

the fact that it focused on one summer bridge program for developmental education 

students at one junior college in Belize. All of the participants are associated with St. 

John's College Junior College and thus the findings may be limited in generalizing to 

other junior colleges in Belize. Additionally, the study was limited by the data set. 

Because higher education in Belize is in the early stages of building a culture of evidence, 

there remains much data that is not collected and thus cannot be used to make data-based 

decisions. Erisman and Gao (2006) could have been writing about Belize when they 

wrote: 

Accountability and transparency are, without a doubt, the wave of the future for 

higher education, and state policymakers have the opportunity now to build 
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accountability systems that can help them use limited resources in effective 

ways while still maintaining quality and access. (p. 17) 

This study is also limited by the fact that no distinction is made with regard to 

degree of remediation required. Student data for SDP students includes students that 

were required to enroll in one, two, or three developmental courses. Finally, given the 

relative small size of the college program under study, the number of focus group and 

interview participants is relatively small. 

 

Summary of Chapter 

This chapter described the methodology and the procedures used in this study 

including a rationale for the research methods, research design, procedures for data 

collection and analysis, and limitations of the methodologies selected. A detailed 

description of the findings follows in Chapter Four. 
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CHAPTER FOUR 

RESULTS 

"Opportunity a scarce scare commodity…  

When momma spend her last and send you go class, never you ever play.” 

—Buju Banton 

Introduction 

The issues and challenges for post-secondary education in Belize are many and 

have been exacerbated by the democratization of higher education in this young, small, 

developing, Caribbean  nation. Improving access to tertiary education is understood as 

essential to the development of nations throughout the world and increasing access to 

higher education is an important element in regional development and integration. 

Despite significant growth in the tertiary education population, the Caribbean region 

continues to lag behind the developed world in post-secondary enrollment and Belize's 

enrollment of the 18-24 year old cohort is among the lowest in the region. 

As the tertiary system in the Caribbean has been democratized and the enrollment 

numbers have increased, developmental education programs have been introduced to 

protect the quality of college credit courses and to ensure that students are academically 

prepared for success at the tertiary level. "The quality of college programs can be 

maintained only if remedial services are provided. Access and remedial education are 

inseparable" (McCabe, 2000, p. 7). This research was designed to accomplish two 

principal goals: 
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1) To assess the effectiveness of developmental education offered in the junior 

colleges of Belize; and 

2) To examine student and faculty perceptions of developmental education 

programs. 

St. John's College Junior College (SJCJC), located in Belize City, and its Summer 

Development Program (SDP) provided the case study for this research. Since SJCJC's 

summer bridge program has been replicated at other junior colleges in Belize, this 

research contributes to understanding a national approach to developmental education. 

 

Statement of the Problem 

Roueche, Ely, and Roueche (2001) have argued that "the greatest challenge facing 

[American] community colleges is appropriate responses to increasingly diverse student 

populations" (p. 5). This is certainly an accurate comment on the challenge before the 

higher education community in the Caribbean and in Belize. The emergence of 

developmental education programs in Belize has been an attempt to address the reality of 

an increasingly underprepared student body. Despite the clear need for successful 

developmental education programs, Belize's two year colleges and their American 

counterparts have struggled to "assess their effectiveness very well [because they] do not 

know how to assess it, or do not want to know" (Roueche & Roueche, 1999, p.27). 

Belize's education stakeholders deserve the benefit of informed research on 

developmental education efforts. Increasing access to post-secondary opportunities is a 

regional priority for the Caribbean and a national imperative if Belize is to construct a 
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competitive knowledge economy. Understanding the effectiveness of current 

developmental education programs in Belize can inform future planning that leads to 

greater progress in serving the educational needs of Belizeans. Research has 

demonstrated that successful developmental education programs are found where such 

programs are part of the values and mission of the institution and where college 

leadership and faculty see developmental education as a priority (Boylan 2002; McCabe, 

2003; Roueche & Roueche, 1999). Identifying the perceptions that students and faculty 

hold with respect to developmental education in Belize can provide a baseline for future 

work in clarifying the importance and the value of such initiatives. 

A significant challenge to a study of this type is the relative dearth of information 

available on higher education in Belize. This is an issue being addressed by a steadily 

growing number of Belizean researchers, yet considerable work remains to advance the 

research on Belizean education in general and Belizean higher education in particular. 

For example, Eve Aird wrote in 2001 that "Currently, there is no clearly defined policy 

on higher education that examines issues of standards and quality, program development, 

academic policy, funding, and the development of the system" (p. 37). The Ministry of 

Education is today working to develop such a policy for higher education. This sector of 

the Belizean educational system has evolved haphazardly over the last fifty years and the 

example of developmental education programs is illustrative in this regard. 

There exists a widespread perception that the quality of tertiary education in the 

Caribbean has decreased over the last three decades. One need only spend a lunch hour in 

any faculty lounge at a Belizean junior college to have this perception well-supported by 
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the conversation of faculty, many of whom, as students, experienced a higher education 

system in Belize that was elitist and exclusionary. In their paper entitled How Do 

Educators' Cultural Belief Systems Affect Underserved Students' Pursuit of 

Postsecondary Education?, George and Aronson (2003) have argued persuasively that 

the perspectives, attitudes and expectations of teachers play a critical role "in opening or 

closing doors to student[s] postsecondary opportunities" (conclusion). 

Today, the calls for improvement and greater accountability are coming from 

government, employers, parents and students; very soon this list will also include 

Belize's newly legislated National Accreditation Council. The concern being expressed 

is a result of several factors including "the expansion of the sector, rising costs, 

the relevance of the programmes, [and] the standards of the graduates" (Whiteley, 2001). 

Many argue that the decline in standards and quality of service are natural corollaries to 

increased enrollment. As the cost of education has risen, the financers of the 

tertiary sector have begun to question the relevance of the programs to national 

development and the value of their investment. Roueche, Johnson, & Roueche (1997) 

offer a caution to American community colleges that is instructive for their Belizean 

counterparts; Belize's higher education institutions have two choices: 

[They] can either seriously attend to the wake-up calls being made by 

accrediting agencies, legislators, and the public–and respond in sincere, timely, 

and positive ways–or they can look forward to more stringent and more 

intrusive measures than currently exist. They must either embrace the 

effectiveness tiger or be eaten by it! (p. vii) 
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Recognition of this reality is evidenced by the work of quality assurance committees 

recently constituted by the Association of Tertiary Level Institutions in Belize (ATLIB) 

and the Consortium of Belize Educational Cooperation (COBEC). 

 

Purpose of the Study 

Given the challenges stated above, the purpose of this study was to provide 

comment on the effectiveness of developmental education efforts in Belize and to explore 

the perceptions of these efforts held by students and faculty. Additionally, the study was 

designed to examine the relationship between the perceptions of students and faculty and 

how those perceptions compare to one demonstrated level of effectiveness. By 

determining the effectiveness of developmental education in Belize and by engaging 

students and faculty in conversation about their perceptions, this study has established a 

firm foundation upon which further research of developmental education in Belize can be 

built. 

 

Research Questions 

The investigator used a mixed methods approach relying on quantitative 

and qualitative methodologies. The research questions were: 

1) What percentage of students who enrolled in SJCJC's SDP passed the next 

level gateway course in the subject for which they required remediation? How 

does this compare with the success rate of students not enrolled in SDP 

courses? 
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2) What percentage of students who took one or more courses in the SDP 

graduated within two years? How does this compare with the graduation rate 

of students that had not enrolled in SDP courses? 

3) What are SDP students' perceptions of the program? 

4) What are SDP faculty members' perceptions of the program? 

5) How do these perceptions relate to the effectiveness of the program as 

determined by research questions #1 and #2? 

 

Summer Development Program & Persistence – Research Question 1 

Research question #1 included two parts:  What percentage of students who 

enrolled in SJCJC's SDP passed the next level gateway course in the subject for which 

they required remediation? How does this compare with the success rate of students not 

enrolled in SDP courses? To answer the first part of research question #1, descriptive 

statistics were used to identify the number of SDP students that enrolled in each SDP 

course and measured that number against the number of SDP students that completed the 

corresponding gateway courses with a grade of C or better the first time they enrolled in 

the course. The persistence rate in gateway courses for non-SDP students was obtained 

by determining the percentage of students that passed their gateway courses with a C or 

better on the first attempt.   

 
 
 
 
 
 
 



101 
 

Table 4.01:  SDP & Non-SDP – Persistence in Gateway Courses 
 
 

Gateway 
Courses 

Summer 
Development 

Program 
Status 

N 
Passed with 

“C” or 
Better 

Percentage 
Percent  

Difference 

ENG105 not SDP 164 150 .91 +.06 
  SDP 88 75 .85 -.06 
MTH103 not SDP 162 132 .81 +.04 
  SDP 104 80 .77 -.04 
SPA111 not SDP 50 50 1.00 +.07 
  SDP 54 50 .93 -.07 
BIO105 not SDP 34 30 .88 -.04 
  SDP 12 11 .92 +.04 
CHE123 not SDP 31 26 .84 +.08 
  SDP 17 13 .76 -.08 
CIS111 not SDP 76 68 .89 -.11 
  SDP 9 9 1.00 +.11 
1st Sem 
GPA 

not SDP 
170 149 .88 +.10 

  SDP 51 39 .77 -.10 
 

Descriptive statistics demonstrated that Summer Development Program students 

succeeded on par in the six gateway courses with non-Summer Development Program 

students. In each of the six gateway courses for which SDP students received 

remediation, they achieved a success rate better than or within ten percent of their 

counterparts that were not recommended for the summer bridge program. In the 

Molecular and Cellular Biology and the Introduction to Computers courses, SDP students 

actually succeeded at a high percentage than students that did not receive remediation. 

Seventy-seven percent of SDP students that enrolled in SSK 050 Study Skills for College 

earned a first semester grade point average of 2.00 or higher. Eighty-eight percent of non-

SDP students earned a first semester grade point average of 2.00 or higher. 



102 
 

To answer the second part of research question #1, the investigator conducted 

independent sample t-tests at the .05 level with grades in gateway courses measured 

against Summer Development Program status. Descriptive statistics were also used to 

discuss the results of the tests. 

 
Table 4.02:  Descriptive Statistics – Gateway Courses 
 
 

Gateway 
Courses 

Summer 
Development 
Program 
Status N Mean 

Std. 
Deviation 

Std. Error 
Mean 

ENG105 not SDP 164 2.939 .9412 .0735 
  SDP 88 2.557 1.1458 .1221 
MTH103 not SDP 162 2.50 1.059 .083 
  SDP 104 2.13 1.050 .103 
SPA111 not SDP 50 3.46 .523 .074 
  SDP 54 2.56 .795 .108 
BIO105 not SDP 34 2.588 1.0036 .1721 
  SDP 12 2.708 .8107 .2340 
CHE123 not SDP 31 2.581 .8953 .1608 
  SDP 17 2.176 1.1031 .2676 
CIS111 not SDP 76 3.18 1.119 .128 
  SDP 9 3.50 .612 .204 
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Table 4.03:  Independent Samples Test – Gateway Courses 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
ENG105 Equal 

variances 
assumed 

2.844 250 .005 .3822 .1344 .1175 .6469 

MTH103 Equal 
variances 
assumed 

2.792 264 .006 .370 .133 .109 .631 

SPA111 Equal 
variances 
assumed 

6.723 102 .000 .895 .133 .631 1.159 

BIO105 Equal 
variances 
assumed 

-.373 44 .711 -.1201 .3220 -.7691 .5289 

CHE123 Equal 
variances 
assumed 

1.377 46 .175 .4042 .2935 -.1867 .9951 

CIS111 Equal 
variances 
assumed 

-.829 83 .409 -.316 .381 -1.073 .442 

 

To answer research question #1 regarding the performance of SDP students in 

gateway courses compared to the performance of non-SDP students, independent sample 

t-tests were run using SPSS with a significance level of .05. The hypotheses tested were 

as follows:  Ho: µSDP-English = µnot SDP-English, Ha: µSDP-English ≠ µnot SDP-English; Ho: µSDP-Math = 

µnot SDP-Math, Ha: µSDP-Math ≠ µnot SDP-Math; Ho: µSDP-Spanish = µnot SDP-Spanish, Ha: µSDP-Spanish ≠ 

µnot SDP-Spanish; Ho: µSDP-Biology = µnot SDP-Biology, Ha: µSDP-Biology ≠ µnot SDP-Biology; Ho: µSDP-

Chemistry = µnot SDP-Chemistry, Ha: µSDP-Chemistry ≠ µnot SDP-Chemistry; Ho: µSDP-Computer = µnot SDP-
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Computer; Ha: µSDP-Computer ≠ µnot SDP-Computer. 

Results of the t-tests (Table 4.02) indicated the following probability scores for 

the various gateway courses:  p = .005 (Gateway English), p = .006 (Gateway Math), p = 

.000 (Gateway Spanish), p = .711 (Gateway Biology), p = .175 (Gateway Chemistry), p = 

.409 (Gateway Computer), which was less than the level of significance set at .05.  

For the gateway courses in English, Math, and Spanish the results showed 

significant statistical evidence to reject the null hypotheses (Ho) that mean grades for 

gateway courses do not differ among students based on Summer Development Program 

or non-Summer Development Program status. The investigator therefore accepted the 

alternative hypotheses that there were differences in grade means for English, Math, and 

Spanish gateway courses based on a student’s status as Summer Development Program or 

non-Summer Development Program.  

For the gateway courses in Biology, Chemistry, and Computer the results showed 

that there was not significant statistical evidence to reject the null hypotheses (Ho) that 

mean grades for gateway courses do not differ among students based on Summer 

Development Program or non-Summer Development Program status. Though the mean 

differences were not statistically significant, the investigator could not accepted the null 

hypotheses because there were differences in grade means for Biology, Chemistry, and 

Computer gateway courses based on a student’s status as Summer Development Program 

or non-Summer Development Program though the mean differences were not statistically 

significant.  
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Table 4.04:  Independent Samples Test – English Gateway 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
ENG105 Equal 

variances 
assumed 

2.844 250 .005 .3822 .1344 .1175 .6469 

 
 

The mean English gateway grade was 2.94 for non-Summer Development 

Program students, while the mean English gateway grade for Summer Development 

Program students was 2.56. With a t score of 2.844 and a probability value of .005, the 

results were statistically significant. The mean difference in non-SDP and SDP English 

gateway courses was .38. The confidence interval suggested the true mean difference was 

between .12 and .65. Thus, the investigator was 95% confident that the true population 

mean difference for performance in English gateway courses by those who take and those 

who do not take summer development courses in Belize was between .12 and .65. 

 
 
 
 
 
 
 
 
 
 
 



106 
 

Table 4.05:  Independent Samples Test – Math Gateway 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
MTH103 Equal 

variances 
assumed 

2.792 264 .006 .370 .133 .109 .631 

 
 
The mean Math gateway grade was 2.50 for non-Summer Development Program 

students, while the mean Math gateway grade for Summer Development Program 

students was 2.13. With a t score of 2.792 and a probability value of .006, the results 

were statistically significant. The mean difference in non-SDP and SDP Math gateway 

courses was .37. The confidence interval suggested the true mean difference was between 

.11 and .63. Thus, the investigator was 95% confident that the true population mean 

difference for performance in Math gateway courses by those who take and those who do 

not take summer development courses in Belize was between .11 and .63. 
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Table 4.06:  Independent Samples Test – Spanish Gateway 

 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
SPA111 Equal 

variances 
assumed 

6.723 102 .000 .895 .133 .631 1.159 

 
 
The mean Spanish gateway grade was 3.46 for non-Summer Development 

Program students, while the mean Spanish gateway grade for Summer Development 

Program students was 2.56. With a t score of 6.723 and a probability value of .000, the 

results were statistically significant. The mean difference in non-SDP and SDP Spanish 

gateway courses was .90. The confidence interval suggested the true mean difference was 

between .63 and 1.16. Thus, the investigator was 95% confident that the true population 

mean difference for performance in Spanish gateway courses by those who take and 

those who do not take summer development courses in Belize was between .63 and 1.16. 
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Table 4.07:  Independent Samples Test – Biology Gateway 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
BIO105 Equal 

variances 
assumed 

-
.373 

44 .711 -.1201 .3220 -.7691 .5289 

 
 

The mean Biology gateway grade was 2.56 for non-Summer Development 

Program students, while the mean Biology gateway grade for Summer Development 

Program students was 2.70. With a t score of -.373 and a probability value of .711, the 

results were not statistically significant. The mean difference in non-SDP and SDP 

Biology gateway courses was -.12. The confidence interval suggested the true mean 

difference was between -.77 and .53. Thus, the investigator was 95% confident that the 

true population mean difference for performance in Biology gateway courses by those 

who take and those who do not take summer development courses in Belize was between 

-.77 and .53. 

 
 
 
 
 
 
 
 
 
 



109 
 

Table 4.08:  Independent Samples Test – Chemistry Gateway 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
CHE123 Equal 

variances 
assumed 

1.377 46 .175 .4042 .2935 -.1867 .9951 

 
 
The mean Chemistry gateway grade was 2.58 for non-Summer Development 

Program students, while the mean Chemistry gateway grade for Summer Development 

Program students was 2.18. With a t score of 1.377 and a probability value of .175, the 

results were not statistically significant. The mean difference in non-SDP and SDP 

Chemistry gateway courses was .40. The confidence interval suggested the true mean 

difference was between -.19 and 1.00. Thus, the investigator was 95% confident that the 

true population mean difference for performance in Chemistry gateway courses by those 

who take and those who do not take summer development courses in Belize was between 

-.19 and 1.00. 
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Table 4.09:  Independent Samples Test – Computer Gateway 
 
 

Gateway  
Courses 

t-test for Equality of Means 

t df 

Sig. 
(2-

tailed) 
Mean 

Difference 
Std. Error 
Difference 

95% 
Confidence 

Interval of the 
Difference 

          Lower Upper 
CIS111 Equal 

variances 
assumed 

-
.829 

83 .409 -.316 .381 -1.073 .442 

 
 

The mean Computer gateway grade was 3.18 for non-Summer Development 

Program students, while the mean Computer gateway grade for Summer Development 

Program students was 3.50. With a t score of -.829 and a probability value of .409, the 

results were not statistically significant. The mean difference in non-SDP and SDP 

Computer gateway courses was -.32. The confidence interval suggested the true mean 

difference was between -1.01 and .44. Thus, the investigator was 95% confident that the 

true population mean difference for performance in Computer gateway courses by those 

who take and those who do not take summer development courses in Belize was between 

-1.01 and .44. 
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Table 4.10:  Chi-square - SDP Status & First Semester GPA:  Descriptive Statistics 

 

    
1st SEM AVG 

Total > 2.00 < 2.00 
SDP Non-SDP Count 21 149 170 

% within 
SDP 

12.4% 87.6% 100.0% 

% within 
1st   SEM 
AVG 

63.6% 79.3% 76.9% 

% of 
Total 

9.5% 67.4% 76.9% 

SDP Count 12 39 51 
% within 
SDP 

23.5% 76.5% 100.0% 

% within 
1st SEM 
AVG 

36.4% 20.7% 23.1% 

% of 
Total 

5.4% 17.6% 23.1% 

Total Count 33 188 221 
% within 
SDP 

14.9% 85.1% 100.0% 

% within 
1st SEM 
AVG 

100.0% 100.0% 100.0% 

% of 
Total 

14.9% 85.1% 100.0% 
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Table 4.11:  Chi-square - SDP Status & First Semester GPA 
 

 

  Value df 

Asymp. 
Sig. (2-
sided) 

Pearson Chi-
Square 

3.858(a) 1 .050 

Likelihood Ratio 3.540 1 .060 
Fisher's Exact 
Test 

      

Linear-by-Linear 
Association 

3.840 1 .050 

N of Valid Cases 221     
a  0 cells (.0%) have expected count less than 5. The minimum  
expected count is 7.62. 

 
 
The hypothesis for this portion of research question #1 was as follows:  Ho: There 

is not a relationship between SDP status and first semester GPA; Ha: There is a 

relationship between SDP status and first semester GPA. The results of the chi-square test 

(Table 4.11) produced a p value of .050 and therefore the investigator rejected the null 

hypothesis (Ho) that there is not a relationship between SDP status and first semester 

GPA. There is significant statistical evidence to accept the alternative hypothesis (Ha) 

that there is a relationship between SDP status and first semester GPA. 

 

Summer Development Program & Graduation – Research Question 2 

Research question #2 included two parts:  What percentage of students who took 

one or more courses in the SDP graduated within two years? How does this compare 

with the graduation rate of students that had not enrolled in SDP courses? To answer 

research question #2, the investigator conducted a chi-square test at the .05 level of 
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significance using SPSS to determine if there is a statistically significant relationship 

between Summer Development Program status and graduation status. Descriptive 

statistics were also used to discuss the results of the tests. 

Descriptive statistics in Table 4.12 demonstrate that 81% of the non-SDP students 

that began their studies in the fall of 2005 graduated within two years. Of the SDP 

students that began their junior college studies in the 2005 summer bridge program, 71% 

graduated within two years. Therefore, non-SDP students graduated at a rate 9.4% higher 

than the graduation rate of SDP students.  

The hypotheses tested for research question #2 were as follows:  Ho: There is not 

a relationship between SDP status and graduation status; Ha: There is a relationship 

between SDP status and socioeconomic status. The results of the chi-square test (Table 

4.13) produced a p value of .040 and therefore the investigator rejected the null 

hypothesis (Ho) that there is not a relationship between SDP and graduation status. There 

is significant statistical evidence to accept the alternative hypothesis (Ha) that there is a 

relationship between SDP status and graduation status. 
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Table 4.12:  Chi-square - SDP Status & Graduation Status:  Descriptive Statistics 

 
   Graduation Status Total 

    
Did not 
graduate Graduated   

SDP Non-SDP Count 33 137 170 
    % within 

Non-SDP 
19.4% 80.6% 100.0% 

    % within 
Graduation 

38.4% 51.1% 48.0% 

    % of Total 9.3% 38.7% 48.0% 
  SDP Count 53 131 184 
    % within 

SDP 
28.8% 71.2% 100.0% 

    % within 
Graduation 

61.6% 48.9% 52.0% 

    % of Total 15.0% 37.0% 52.0% 
Total Count 86 268 354 
  % within 

SDP 
24.3% 75.7% 100.0% 

  % within 
Graduation 

100.0% 100.0% 100.0% 

  % of Total 24.3% 75.7% 100.0% 
 
 
Table 4.13:  Chi-square - SDP Status & Graduation Status 
 
 

  Value df 
Asymp. Sig. (2-

sided) 
Pearson Chi-
Square 

4.238(a) 1 .040 

Likelihood 
Ratio 

4.275 1 .039 

Linear-by-
Linear 
Association 

4.226 1 .040 

N of Valid 
Cases 

354     

a  0 cells (.0%) have expected count less than 5. The minimum  
expected count is 41.30. 
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Focus Group & Interview Participants 

 
Students and faculty members in the Summer Development Program (SDP) were 

selected as participants in this study because they were closest to the phenomenon under 

examination and had the greatest amount of information to share on the effectiveness of 

the program (Northcutt & McCoy, 2004). Using SJCJC's student and course enrollment 

data, the investigator produced a list of SDP faculty members and a list of SDP students 

enrolled in the summer of 2005. The investigator determined that 28 SDP faculty 

members were in Belize at the time the study was conducted. All of these SDP faculty 

members were sent letters of invitation (see Appendix B) to participate in the study and 

sixteen agreed. The investigator determined that 184 students participated in the 2005 

Summer Development Program and each student was sent a letter of invitation (see 

Appendix C). Follow up telephone calls were made to confirm receipt of the letter and to 

personally request participation. Eleven students agreed to participate in the study.  

The students were First Time in College students (FTIC) during the summer 

session of 2005 and were enrolled in at least one developmental education course in the 

Summer Development Program. The faculty members taught one or more 

developmental education course(s) in the SDP of 2005. The sixteen faculty members and 

eleven students participated in focus groups and follow-up interviews. Table 4.01 shows 

the number of SDP students and faculty who participated in a focus group and/or 

interview.  
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Table 4.14:  Focus Group & Interview Participants 
 

Focus Group & Interview Participants 

Participants Focus Group Interview Total 

SDP Students 8 11 19 
Faculty 8 16 24 
Total 16 27 43 

 
 

The student and faculty focus groups were identified affinities that described 

elements of their experience with the Summer Development Program. Each focus group 

began with an introduction of the purpose and the goals for the gathering. The 

participants introduced themselves to one another and large five by seven index cards and 

markers were distributed to the participants. Participants were asked to select a 

comfortable place to sit, close their eyes, relax by taking deep breaths, and put aside 

duties and thoughts about the day. They were asked to reflect on their experiences while a 

teacher or a student in the Summer Development Program at St. John’s Junior College. 

What memories did they have? What emotions and thoughts were involved? What were 

their impressions about the program? They were then given the issue statement, “Tell me 

about your experiences as a student/as a teacher in the Summer Development Program.” 

The focus group warm-up used by the facilitator is shown in Appendix E. The focus 

groups were asked to think of words, phrases, mental pictures and/or memories of 

experiences about the SDP. The investigator reassured the groups that there was no right 

or wrong answer.  
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The participants silently brainstormed writing their thoughts and reflections on 

index cards and were encouraged to produce as many cards as possible. When the group 

had generated as many ideas as possible, the cards were collected and taped on the walls 

in no particular order.  

After the cards were taped on the wall, the focus group was asked to silently read the 

cards. After the group was finished, the facilitator went to the wall and read each card 

aloud, allowing the group to arrive at a shared meaning of each card. The group was 

asked if each card made sense. If the card was not clear, the author or a member of the 

group was asked to explain what it meant, clarifying the meaning of the card.  

The participants were asked to silently group the cards into columns of similar 

themes. If they disagreed with the placement of a card, they were free to move it to 

another column. The group was then given an opportunity to write out new cards that 

might have come to mind after reading and sorting the first round of cards. The 

participants placed these new cards into the categories already developed. The 

investigator then asked the focus group to identify a name for each group of cards that 

would capture the meaning of all the cards in that theme. The participants discovered that 

some card groups were actually sub-themes of another group and these sub-themes were 

also given names. 

The affinities produced by the student and faculty focus groups were used to 

create the interview protocols for the student and faculty interviews. The interviews 

provided greater detail of the affinities and were recorded, transcribed, and analyzed. 

Axial Coding and Theoretical Coding were created by the text from the individual 
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interviews and the following section describes the results from the SDP students.  

 

Summer Development Program Students – Research Question #3 

Axial Coding Summary 

The Summer Development Program students identified eight affinities (themes) 

from the focus group:  Campus Environment, Teacher Impact, Peer Impact, Program 

Structure, Emotions, Growth, Relationships, and Purpose. SDP students provided the 

following descriptions of the eight affinities: 

Campus environment describes aspects of the campus and the classrooms that had 

an effect on the experience of students in the SDP. The environment includes the 

facilities (classrooms, cafeteria, student center, etc.) as well as the atmosphere students 

encountered while on campus.  

Teacher impact describes the knowledge, skills, attitudes, and strategies of 

teachers that had an effect on the experience of students in the SDP.  

Peer impact describes the knowledge, skills, and attitudes of peers that had an 

effect on the experience of students in the SDP.  

Program structure describes aspects of the program design that had an effect on 

the experience of students in the SDP. Program structure includes the five-week duration 

of the course, the four-days per week (Monday-Thursday) and the two-hour class 

sessions. This theme also includes the cost of the program (tuition, fees, and books).  

Emotions describes the reactions of students in the SDP from the time a student 

received the letter recommending summer classes through to the last day of the program.  
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Growth describes learning that occurred for students as a result of participation in 

the SDP. Growth was not limited to classroom learning but included all the ways the 

student grew as a scholar and a person. 

Relationships are interactions with peers, making friends, and connections. This 

also includes relationships the student may have built with teachers and other college 

personnel while enrolled in the program. 

Purpose describes the internal motivation of the student to participate and succeed 

in the SDP. 

Interviews were transcribed and analyzed for axial codes which are specific 

examples of discourse that illustrate or allude to an affinity. The individual interview 

Axial Code Table was used to record the codes and cite the line in the transcript where 

the quotation illustrates an affinity. Once all interviews had been coded, the data from the 

interviews was summarized to create a composite of the individuals’ experience with the 

phenomenon. Axial data was transferred from each Individual Interview Axial Code 

Table to a Combined Interview Axial Code Table. By combining all interviews into one 

table, the investigator created a database for the entire set of respondents containing all 

axial codes for all affinities, with each code containing a reference to the transcript and 

line numbers that produced the code.  

The investigator next examined all quotes for each separate affinity. The quotes 

for a particular affinity were organized into sub-groups. These subgroups contained 

quotes that addressed a common theme describing that affinity. Multiple quotes were 

then combined to develop a composite quote. The following section is a composite 
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description of the eight affinities based on quotes obtained from all student interviews. 

This section addressed research question number three:  What are SDP students' 

perceptions of the program? 

 
Campus Environment. 

The students identified campus environment as a component of their experience 

in the Summer Development Program. Campus environment describes the circumstances, 

objects, and conditions that students were surrounded by during the summer program. As 

described by the students, the campus environment included the general atmosphere, 

mosquitoes, the classrooms, and the cafeteria/student center. 

It made me feel like I had transitioned to another level in my education. The 

Summer Development Program students identified the general atmosphere as a 

component of campus environment. “The environment affected me positively because it 

was something that I was not used to and it made me feel like I had transitioned to 

another level in my education. SJC is known for its beautiful campus. From what I 

remember it was mostly sunny because it was a summer program and I always wanted to 

come to SJC because of its beautiful campus. I came to the junior college from the SJC 

High School and so I was already familiar with the campus. At the high school they 

really stress respect for furniture and school property so I was use to pretty nice facilities. 

Because of the labs and the way the rest of the school is situated you can tell that it is 

much different than high school. The school is set up like a university campus. The 

school is way bigger than my high school. The campus is cleaner, bigger and more open 

as well. The entire campus environment was kind of overwhelming to me. We had a tour 
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of the actual campus and I thought the facilities were really useful. There was a lot more 

in terms of science labs and computers than in my high school.” 

“I thought most places were dull and needed a little bit more life to it. Trees 

surround the area and give a little shade but only a little. It was hot outside and the 

sunlight passes through the leaves and branches. It is true that SJC is a college and not 

really there to satisfy people but at least they should try to make the school more 

appealing and a fun place to learn and be around. The next thing that caught my attention 

about the campus is that it seemed like a really big swamp. Whenever it rains and we 

have high tide, the entire compound gets flooded really fast and there is no way to 

evacuate easily. Some days it would rain and some students would not make the class 

because they lived far away and the buses they counted on did not run regular schedules.” 

It was hard to concentrate with mosquitoes biting you all the time. The 

Summer Development Program students identified mosquitoes as a component of campus 

environment. “Although the campus was infested with mosquitoes and would become 

flooded during the rainy season, this was understandable because of the swampy area or 

the land on which the campus is located. Some classrooms would become filled with 

mosquitoes and ants. Even iguanas, laying in the yard, would scurry away as students 

passed. Because the campus is so close to the mangroves you have to watch out for the 

mosquitoes. It was horrible. I remember looking on the wall and seeing that the 

mosquitoes covered the wall in the classroom and I could not concentrate. My high 

school was in front of the sea and so there was no mangrove and no mosquitoes there at 

all. They do cut the school yard as regular as they can but that does not really help keep 
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the flies away. I guess it is to be expected because the school is surrounded by swamp but 

it was irritating and distracting when you are trying to focus on the lesson and especially 

when you know that you have to do well in a class in order to do a major of your choice. 

It made things tough during tests because you could not concentrate and you had to 

always be swatting the mosquitoes. When it would rain the screens would blow down and 

that made the mosquito situation even worse. When the mosquitoes were biting it made 

me feel as though I did not want to go back but eventually there were fewer mosquitoes. 

It was really awful and every morning someone had to come and spray to kill the flies.” 

The blackboards and walls were bare and it left a boring effect. The Summer 

Development Program students identified the classrooms as a component of campus 

environment. “I thought the classrooms were plain and dull. I can’t really remember if 

there were fans but I do not believe so; there are fans in the rooms now. All the 

classrooms were green inside. They were open and on most days there was a breeze. 

Some of the chairs were broken and there were no posters or anything educational or 

colorful on the walls. The blackboards and walls were bare and it left a boring effect. I 

guess I was used to my high school classrooms where the teachers spent a lot of time to 

decorate their classrooms in ways that helped me to learn better. The buildings were big 

but I thought the classrooms were small and hot so I could not focus well. I remember 

that the classrooms were big but the number of people in the class was less than in the 

regular semester so maybe that’s why they seemed bigger. The classrooms were less 

clean than the high school classrooms. The classrooms were not much of a big deal. They 

were always clean and well arranged for class but I am never comfortable in a classroom. 
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I always feel different in the classroom even though the ventilation is good. When you 

are in the classroom you are there to do something, to get something accomplished. The 

classrooms were in pretty good shape but I am just here to do something and then I head 

out.” 

The place I preferred the most and I saw most people hang out was in the 

cafeteria. The Summer Development Program students identified the cafeteria/student 

center as a component of campus environment. “The cafeteria at my high school was not 

as nice as the one here. It was dull at the time but it was also clean whenever I went there. 

I only went inside the cafeteria a few times. The cooks were also always there to attend to 

you. The food was okay at the time even though it could have been a little bit healthier. 

The cafeteria did not have a single fan and so some days it was quite unbearable. The 

cafeteria was surrounded by high grass and there were not any benches outside where 

students could sit. What I liked is that even though the cafeteria was not in very good 

shape at least it was always clean, the tables were cleaned, the garbage was always 

emptied and the cooks were clean. The place I preferred the most and I saw most people 

hang out was in the cafeteria. It was not only about the food or because you were not 

allowed to eat in the classrooms but because the cafeteria is more open, breezy and 

brighter than other areas and it has more space to sit around. The student center was dull. 

It was very dark inside with sunlight barely going in, it needed more windows. There is 

nothing exciting inside the student center. There is a pool table inside there and some 

couches but that is about it. Not everyone is interested in pool. Some people took over 

cards and dominoes to play but that was their own stuff. I think the student center should 
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be more fun. Many people go in there to sleep because there was little else to do around 

here. At least the couches are handy. I think a little bit more color should be in the student 

center or something else for students who need to distract their minds when they have 

free time.” 

 
Teacher Impact. 

The students identified teacher impact as an important component of their 

experience in the Summer Development Program. Teacher impact describes the 

knowledge, skills, attitudes, and strategies of teachers that had an effect on the experience 

of students in the SDP. As described by the students, teacher impact includes the attitude 

and the strategies of the teachers in the summer program. 

 We wanted to see him get all excited when we got it. The Summer Development 

Program students identified teacher attitude as an aspect of teacher impact. “My English 

teacher was a friendly, knowledgeable and very patient teacher. She had a clear, loud 

voice unlike some other teachers and she was able to capture your attention and made the 

class entertaining. Her personality and energy made up for the physical dullness of the 

classroom. My study skills teacher was well put together and a very dedicated individual. 

Even though he was serious most of the time, you could tell that he was excited about his 

subject because he was very well-prepared. He was always available for help and was 

always courteous. He was not as friendly or as passive as other teachers. Math, math, 

math… let me tell you about math. Some of those topics, like linear equations, were new 

and hard for me. The whole idea of switching from numbers to letters and so many other 

topics in algebra was difficult for me to take in. My math teacher loved the subject and he 
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became so excited when we came up with the answers to some of the problems. I think 

that more than wanting to learn the material we wanted to see him get all excited when 

we got it. It was so funny the way he danced about and celebrated. What made the class 

really interesting had nothing to do with the subject. Sometimes the teacher would tell us 

a bit about his life and some of his thoughts about school and life issues. He was a very 

interesting person and he could be very funny at times. He wanted to get to know the 

students and he wanted us to know more about him. He was not just about showing up for 

class, teaching the lesson, and going home. I wish that he could have taught more math 

classes but I never saw him at SJC after that summer.” 

 “When it comes to the teacher, their emotions and what they bring to the class is 

very important. Like everyone else, my English teacher sometimes had bad days. Most 

students do not understand teachers’ emotions and we are selfish. We think that she 

should not be in a bad mood even though we might also be in a bad mood at times. When 

it comes to the level of teaching, the teacher had to approach the class carefully because 

the students were at different levels of ability. The teacher had a strong grasp of the 

content and I felt that I was moving forward in terms of my own reading and writing. Her 

attitude was positive but she was a hard grader and she seemed to really want us to move 

forward. It must have been harder for the teacher because when you are young you are 

naïve and you do not want to go to summer classes. But now that I am a little older I see 

the value of summer school because it keeps you moving forward and moving more 

quickly to your goals. My teacher seemed a bit grumpy several days and did not seem to 

want to teach much. She did not really use the different strategies for teaching. We 
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basically would go to school and just sit down and do exercises from a book. I do not 

know if it was only my teacher that made sixth form seem like a really boring place to get 

educated. She knew how to teach but she seemed very lazy towards it or probably it was 

just her personality.” 

“From the moment she walked into the class, my teacher did not look 

approachable; she seemed like someone who might be hesitant to answer questions if you 

asked and I did not feel comfortable really going to her when I wanted extra information. 

Her actions spoke a lot in terms of the way she presented herself. I believe that her 

attitude restricted students from getting close to her and having that teacher-student bond. 

I found her a bit hostile and so it was difficult to go to her and say I do not understand 

this or that. I would prefer to ask a peer instead because I thought she would get mad at 

me or that she would look at me a certain way. From the way that she stepped into the 

class and introduced herself to the way that she managed the class and the way she 

taught, she left an impression that I am your math teacher and if you do not understand it 

please do not come to me afterwards. During the class she did ask if there were any 

questions or if there was anything she could clarify but that was about it. I do recall that 

she let us group with peers so that we could help each other. That was helpful but only if 

there was someone in the group that knew the material otherwise you had the blind 

leading the blind.” 

 It was really nice to be part of a class where the teacher does not let you fail. 

The Summer Development Program students identified teaching strategies as an aspect 

of teacher impact. “The English teacher challenged us. She gave us homework almost 
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every day from exercises in our text book and she gave us a quiz once every week as 

well. She gave us practice exercises and reading exercises as well as a test after every 

chapter. She did not use a lot of visual aids when she taught. She only wrote on the 

blackboards and every so often reviewed the assigned exercises before a quiz or test. 

Sometimes she put us in groups to discuss our creative writing and share our writing with 

each other. I think that the way she taught was understandable and straightforward. She 

always spoke about how she expected all of us to pass the class and that she would not 

settle for anything less. She was right; we all passed. It was really nice to be part of a 

class where the teacher does not let you fail. To me, that is the difference between a good 

teacher and a great teacher. My math teacher was really good. I got a B+ even though 

math was never really my strong subject. What she taught us was the basics and she 

really got through to me. It was the way that she taught. She did not move too fast. She 

explained everything and she was very thorough. For me, math is something that I am not 

very good at and I tend to give up easily. But the teacher gave us a lot of practice work to 

do and that helped a lot. Math requires a lot of practice. I also liked the fact that she was 

always smiling.” 

 “The math teacher was very knowledgeable. He had a loud clear voice as well 

that helped keep you in tune. He was very intense; he used to challenge us a lot. He gave 

us extra problems apart from those in the exercise book. He made sure that all his 

students were working at the same pace and that everyone got a good understanding of 

what he was putting forward to us. His teaching skills were extraordinary because I found 

myself grasping information quite easily. The English teacher knew her material well. 
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Compared to other English teacher I had later on at SJC, she knew that what she was 

teaching was right. I was impressed with my teacher because I am not the easiest person 

to teach and she kept trying to find ways for me to understand. She really cared about 

whether or not I got it. She knew how to teach. When my math teacher entered the room I 

thought, ‘Who is this dude?’ and ‘How can he help me?’ The way he taught though made 

it easy to understand. My high school teacher taught everything in a complex way but my 

summer school teacher broke everything down step-by-step and that helped a lot. He put 

us in groups and every day he gave us homework that we turned in and he checked the 

next day. The class moved at a fast pace but everything was so well organized that it did 

not feel frantic. Then he would give back that homework the very next day and we would 

get a quiz every two days or so. He made sure we understood our work and he gave us a 

test after every chapter. He gave us examples from the book in our test and quizzes along 

with some mind-baffling problems of his own. No visual aids were used which could 

maybe have helped. He wrote on the blackboard a lot and gave us practice exercises to do 

in class so we could ask questions if things were not clear. The classes were long but the 

teachers did a good job at it. My teachers were not tired or anything. They were well 

prepared and the time went by fast. I liked that we had a fifteen-minute break which 

helped a lot. My Spanish teacher was so nice and she made Spanish interesting. I loved 

her and her class so much and I was disappointed that she only taught during the summer 

and I could not take any other Spanish classes with her. In Spanish we had two activities 

for the week and they really helped me to learn the material. I thought Spanish was going 

to be boring but she made it very interesting and helped us learn. One activity we did was 
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a commercial in Spanish. I use to dread going to Spanish class in high school.” 

“My English teacher was a nice lady but I did not get to know her very well. I am 

not sure why but I just did not have the same connection with her that I had with my 

Spanish teacher. Maybe I just felt that the Spanish teacher cared a little more about my 

learning and that motivated me. I think some teachers have a greater impact than others. 

My English teacher was a good motivator and she was patient. My math teacher was very 

good too. He was patient, and he taught step-by-step which helped a lot. The study skills 

teacher was very good, patient, but he was also very stern. The English teacher was a 

bubbly person and always seemed to be happy. The math teacher rarely smiled but he 

was intelligent, intense and serious. He tried to keep the class interesting and to get the 

class involved. He questioned the students to check to see if they read and he asked 

students to read in class. He had all kinds of different activities. In math I remember that 

the quizzes were on Wednesday and the tests were on Monday. It was good because I 

could study over the weekend for the tests. It was a well-balanced class.” 

 “The Math teacher I had was excellent. He had a very strong knowledge of the 

material and he could explain the book. He had an easy way of teaching and he had a 

positive attitude. He wanted all the students to learn and earn good grades in the class. 

The course outline was very organized and the teacher gave us a week by week 

breakdown of what was going to happen. There were no changes to the outline so we 

knew what topics were going to be covered from week to week. He had high expectations 

and he inspired us to reach for a higher standard. He used different strategies to help us 

learn and always checked and double-checked to see if we really understood the lesson. 
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He gave homework every day, quizzes every week, and regular tests. He also had us do 

board work which was similar to the way we learned in high school. The teachers were 

quite enthused about teaching their subject matter. They always came to class prepared 

and they were interested in the students. They welcomed questions and wanted to make 

sure that we understood. I remember that my Spanish teacher was very good and she 

organized a lot of games that really helped us learn better. There were a lot of group 

activities, presentations, and skits. The students in the class also helped each other and so 

that was a good part of the experience. Especially since it was my first time here, I think 

it helped that the teacher was a nice guy. He helped me to feel at ease.” 

 
Peer Impact. 

The students identified peer impact as a component of their experience in the 

Summer Development Program. Peer impact describes the knowledge, skills, and 

attitudes of peers that had an effect on the experience of students in the SDP. As 

described by the students, peer impact includes building friendships, sharing resources, 

and motivating each other to learn. 

I still have friends to this day that I made that summer. The Summer 

Development Program students built friendships that affected their experience in the 

program. “At first, most of the faces were unfamiliar to me but there were some people I 

knew. As time went by I became comfortable with my classmates and I got to know a bit 

about them. I met people from all over Belize and different schools. I was inspired by 

seeing that SJC is a school that welcomes people from all backgrounds and that it allows 

for different people to become one family. I enjoyed working with my old and new 
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friends when the first semester started and I still have friends to this day that I made that 

summer. The first day was the hardest because in high school you basically go to school 

with the same people for four years. I met a lot of new people and after the first day I felt 

a lot more comfortable. I had one person in my summer class that I had gone to high 

school with for four years and she knew a lot more people than I did so she introduced 

me to a lot of people. Even if you do not become best friends, just being introduced to 

other people helps. I felt a lot more comfortable on campus after I was able to meet more 

people and being comfortable helped me to enjoy the experience. I had a couple of 

individuals that had gone through the experience beforehand and they told me that my 

experience would go fairly well if I dedicated my time wisely and applied what was 

taught. They were really excited to share their experiences which made my experience a 

whole lot easier.” 

“My classmates were funny and they were all helpful. They were all nice and 

open-minded as well. We came from schools that are rivals and I was surprised that there 

was not more hostility. A lot of the same people I had class with during the summer were 

in my classes throughout the two years I was at SJC. It helped when I started classes in 

August because I already knew a couple of faces. The class was about fifteen or twenty 

students and I made friends with three students that sat around me. We even did our 

group presentation together so we spent a lot of time outside of class working on that 

presentation. We came from different high schools and remained friends throughout sixth 

form and even took some other classes together. I met a lot of new people and some of 

them had a great impact. Most of them were very nice and one girl I met in that summer 
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program remains my best friend to this day. It was nice to make different friends than 

high school. When the summer program ended, I could not wait to get back to school and 

get together with my new and my old friends. I mingled more with some of the students 

in my class and we went different places together after school and on the weekends. 

There were definitely friendships developed there. Meeting people gave me the push to 

also attend school because being around people and sharing experiences made school fun. 

There were a lot of crazy funny people in the class who were always giving jokes before 

class, after class and during the breaks. My peers made it more fun and after a few days I 

did not really mind going to summer school. I remember that the class had more girls 

than boys and I liked that but it was a little bit of a distraction. My high school was all 

boys and I was not use to girls in the class so I had to make that transition.” 

“It was strange in the beginning because everyone kind of kept to themselves. 

Being that we were all new students and barely knew one another, everyone was kind of 

testing the situation and did not really know what to expect. The only people that talked 

much were the ones who knew each other from high school. No one had a bitter attitude 

towards other students or the teacher but it was not like high school where everyone is 

friendly. Sometimes after classes people would hang out and spend some time trying to 

make new friends but it was not until a few weeks into the program that people started to 

ease up and make new friends. I tend to isolate myself in a course because I go to school 

to sit, listen, and leave. I met some people in the class and we worked together but for the 

most part I remember that a lot of the students were rude to the teacher. The older teacher 

education students stuck together and kind of isolated themselves from the rest of the 
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class and I had no conversation with them. I guess there are always disciplinary problems 

in the classroom but I was surprised to see what are supposed to be mature adults acting 

so childishly. The teacher education students were use to being in charge of their own 

classrooms back in their different primary schools so I guess they thought they knew 

better than the teacher at SJC. They would suck their teeth at the teacher and they 

influenced the other students in the class to be disrespectful. But the teacher was a strong 

person so she did not let them affect her.” 

Most Belizeans are helpful; I think it is part of our culture. The Summer 

Development Program students shared resources which affected their experience in the 

program. “My classmates were very helpful. We shared textbooks and telephone 

numbers and we made study groups to prepare for quizzes and tests. Most Belizeans are 

helpful; I think it is part of our culture. Some people get obsessed about coming in first in 

the class but most students I met that summer and even in the regular semesters were 

anxious to help each other. The textbooks for the class were very expensive and so a lot 

of us had to find someone who was willing to share. There was a girl that I knew from 

primary school that was in my summer class. We did not go to the same high school but 

we lived on the same street and she shared her books with me. She and I would even get 

together to study at her house and she would let me use her computer to do certain 

homework assignments. I took the study skills class and if I remember correctly there 

were three of four books that we needed for that class. There was no way that I could go 

to my mother and tell her I need another two hundred dollars for books in one class. I did 

not know how I was going to pass this class without the books. I asked a guy in the class 
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if I could borrow his books and he came up with e idea of copying the pages I needed 

from week to week. His mom worked in an office with a copy machine and he and I 

would go there on Thursdays to make copies from the different books for the next week’s 

classes. It worked out great and I got a B+ in the class.” 

There was a spirit of family and everyone wanted to see everyone else pass. 

The Summer Development Program students motivated each other to learn. “My 

classmates were all intelligent people and they were all helpful. I do not remember 

meeting anyone who was negative in nature. Being in two classes with intelligent, 

competent people inspired me to work hard and make sure I was able to finish and 

continue in the regular school year when it began. When I started sixth form, I was not 

sure that I was where I should be. I thought that maybe I had gone beyond my abilities 

and I was not going to be able to survive the work. But the people I met in my classes 

motivated me to do better than I thought I could. I guess they believed in me more than I 

believed in myself at the beginning. The students in the class were all kind to me. If I had 

any problems with anything I could go to them and ask for help. We came from different 

high schools but it was easy to talk to everyone and no one felt uncomfortable asking for 

help. I wondered what it would be like with people from lots of different schools and 

different backgrounds but everyone got along really well. Many of the students came 

from good schools and were competent since St. John’s chooses the best students from 

different schools. This made classes interesting and challenging. Most of the topics 

discussed in the classes had a very good impact on the class. Everyone got to understand 

each other more and took that knowledge out of class to family and friends. I got to meet 
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a couple new friends that helped me understand things I could not figure out on my own. 

All of us were there to learn and so we were positive toward the course. Your classmates 

can be a great support when you need extra help. All of us wanted to pass and that 

motivation showed in the class. Everybody was attentive and asked the teacher to review 

if they did not really get it. There may have been two or three students that were not 

really interested. They would come in late or would not show up any at all. But the 

majority of students was serious about doing well and was willing to help each other.” 

 “A majority of the people in my math class were students that were going to take 

science and had a science background. Most of them were quite comfortable with math 

but I was never too fond of math. I found my peers were helpful and they explained 

things to me so that I did not have to go to the teacher. When I asked them to please 

explain something to me they were always willing to do so. Because they had a science 

background from high school they already had taken chemistry, physics, and biology. I 

took arts and science so my subjects were biology, geography, and principles of business. 

When it came to certain aspects of the course they understood it a lot more and they 

grasped it quicker than I did. Sometimes I was mesmerized by how quickly they learned 

the material. The guys in the class were willing to help me more than the girls even 

though the class was mostly females. I barely found myself speaking to any of the girls in 

the class. In my English class, there were a lot of older women from the teacher education 

program. Apparently that was the only class that fit their schedule because they were all 

in the same class. I could not really relate to them because they were just different. When 

we did group activities or presentation they did it like they were presenting in front of 
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their primary school students. They were really basic and they used Bristol board instead 

of PowerPoint and used children’s games because that is what they were used to in 

dealing with their own primary students.” 

 “I sat by window and a friend from high school sat behind me. Two girls from St. 

Catherine sat to my left and we all got on real well. One of the girls found the class real 

hard and so she was always asking for help. She was also very talkative and sometimes 

she did not want to focus on the class and so she would try and distract me. I think there 

were people that came from other schools that were not as academically advanced as 

others. They were way behind in math and they did not even know the basics. I guess the 

teacher had to spend more time with them teaching them and going over the basics 

which, now that I think about it, made us better at the basics too. The whole class really 

tried to help each other. In fact, my whole time at the junior college there was a spirit of 

family and everyone wanted to see everyone else pass and move on together. I do not like 

to see people fail and most people are the same way so they are willing to help each other 

rather than being competitive. In math I had several friends. Me and two other guys 

created a study group where we got together to do homework and study for quizzes and 

tests. That really helped me a lot. I knew the two guys from before the program; one I 

knew from high school and the other I knew from primary school days. There were some 

class clowns in one of my classes but that did not affect me in any way. My motivation to 

pass my three classes did not allow the distractions to affect me.” 

 
Program Structure. 

The students identified the program structure as a component of their experience 
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in the Summer Development Program. Program structure describes aspects of the 

program design that had an effect on the experience of students in the SDP. As described 

by the students, program structure includes the five-week duration of the course, the four-

days per week (Monday-Thursday), the costs related to the program, the four-days per 

week (Monday-Thursday) schedule, the two-hour class sessions, and the cost of the 

program (tuition, fees, and books). 

The program was definitely accelerated. The Summer Development Program 

students identified the five-week duration of the program as a component of program 

structure. “The truth of the matter is that at first I did not want to be there. I had to give 

up five weeks of my summer after I just completed high school. I thought that the five 

weeks and the two hour classes were going to be long and boring but it actually went by 

quickly. The teacher kept my interest and the time went by faster than I expected. It 

helped that I was interested in the subject and I was focused. The program was definitely 

accelerated. There was homework assigned every day and I think we got a quiz almost 

every morning. At the end of each week we got a test so it was kind of intense. I think 

that if more short accelerated courses were offered that more students would do better. 

For me it was a good fit and it has encouraged me to consider doing an accelerated on-

line course to complete my bachelor’s degree. Although I did not complete my program 

due to medical reasons I was still prepared to move ahead due to the intense preparation I 

had received.” 

“At first, I thought it would be impossible to learn a new subject in five weeks but 

I was wrong. The days flew by fast and the program did not seem dull. I liked it a lot. 
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Maybe it is because I am an only child and I was bored at home. I could not wait to get to 

school in the morning. Many times I was the first one there. I would greet my friends and 

we would eat in the cafeteria before the eight o’clock classes started. I enjoyed summer 

school and wished it could have been longer to tell you the truth. I was so excited when it 

was time for Orientation and I could meet up again with the friends I made in the 

summer. I liked the five weeks and that we had Friday’s off to do whatever we wanted. I 

felt like I still had a little bit of a summer break because the weekends felt long. The 

summer program went by fast but some days it did seem long and it was hard to 

concentrate if the teacher was covering something I already knew. I did not like getting 

up in the morning because my class was at 8:00am. I started classes at 8:00am when I 

was in high school but this was the beginning of the summer and I wanted to sleep in. 

When I graduated high school, I thought I would have more freedom but having to go to 

school, I felt like my summer was taken away. The five weeks was too short so you really 

should reduce the hours and stretch it out. The five weeks is probably too short especially 

in a crucial subject like math. I think more time should be dedicated to math.” 

We got a three-day weekend every week. The Summer Development Program 

students identified the four days per week schedule as a component of program structure. 

“My program schedule consisted of my one Mathematics class from Monday through 

Thursday so this did not take much out of my day although I would still linger around 

campus until my companions were finished with their courses. I actually liked the fact 

that the classes met Monday through Thursday because you could more easily remember 

what you did the day before. The material stayed fresh in my mind. I also liked that there 
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was no class on Friday and we got a three-day weekend every week. It felt like at least 

we were getting a little bit of a break with the three-day weekends. Even though classes 

were two hours long I had a day that I could relax at the end of the week and just recover 

from the stress that accumulates when you work and go to school at the same time. It was 

probably a good idea to not have classes on a Friday because most people want their 

Fridays off and so this might have encouraged more people to sign up. But even if they 

did have class on a Friday it would not have made a big difference. I guess it is just a 

trade-off because if we had class on Friday the program would be a week shorter and for 

me that would be the best scenario. The Monday through Thursday schedule did not 

affect me in any kind of a way because having classes back-to-back was nothing really 

different because all through primary school and through high school the subjects are 

back-to-back Monday through Friday. It was not until I got to sixth form that I had 

classes that met on Tuesday and Thursday or Monday, Wednesday, Friday. It is much 

more convenient that way because you have more time to study and complete 

assignments.” 

Two hour classes, one hour attention span; you do the math. The Summer 

Development Program students identified the two-hour class sessions as a component of 

program structure. “That particular time was extra hard because we just graduated from 

high school and the classes were two hours long even though our attention span is more 

like one hour. Two hour classes, one hour attention span; you do the math. I think it was 

a real challenge to keep the class focused for the whole two hours. Being in the same 

position, looking at the same topic, having no break, not being interested, not staying 
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focused. That is the reality of it to me. I think that the program could be stretched out 

longer with shorter classes and that would make it more effective from a student’s 

perspective. In high school we were more scheduled. We had classes back-to-back all day 

long except for lunch. With some of the subjects we even had double periods so the 

classes were long in the summer but it was not really a new thing for me. Here at sixth 

form the long classes were different because at least the teacher would give us more 

breaks. Do not get me wrong, the classes during the summer were long and it was a 

challenge to try and focus for two hours. The teachers at SJC expected us to learn a whole 

lot more in those two hours than my teachers in high school. The two hour classes were 

manageable because we got a break and we could stretch our legs and get a snack.” 

“The two hours in the class at times seemed kind of boring. The length of the 

classes was not too long or too short for me, as long as I got to learn something new. If 

the teacher is boring that is okay. If the classroom is uncomfortable even that is okay. If I 

am learning something new and getting better as a result then I am fine. I could have 

taken a three or four hour class and been just fine. For me, it is all about using my time in 

a smart way. The time of the classes were okay due to the fact that we took some breaks 

in between to stretch and grab a quick snack or use the bathroom. The duration of the 

classes was not much of a problem to me. I made sure I was available for all my classes. I 

really wanted to take the classes so I could have graduated on time so they served a good 

purpose for me. My only concern was that it was very hard to concentrate on one topic 

for two straight hours and sometimes you would see some people just blank out and stare 

into space. Sometimes the teacher would notice and sometime he would not. When he 
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noticed that we were zoning out he would let us take a break or he would tell a story. 

Sometimes he would share a joke to break the monotony and then we would get back to 

the lesson. The two hour classes were really long and though some teachers gave their 

classes a break, my teacher did not. I felt that we should have at least got a ten minute 

break. 

The cost was a little ridiculous but I guess there was a lot of learning. The 

Summer Development Program students identified the cost of the program as a 

component of program structure. “The tuition was little high but it was worth it. At first I 

thought the courses were expensive. I cannot really remember how much it was but it was 

about 200 dollars and it was hard since I was taking two subjects. I thought the cost was a 

little ridiculous but I guess there was a lot of learning that occurred so maybe it balances 

out. It was hard for my mom because she does not make a lot of money but she would do 

anything to make sure I get an education. The cost was a problem for my mother because 

she is a single mother and does not make a lot of money. She had just paid the graduation 

fee, the CXC fees, and for prom as well. The cost was quite expensive but it motivated 

me to work hard because I did not want to waste my mom’s money. Sometimes when 

you go to the bookstore the textbooks are sold out or they are not available but that 

summer the books were available. A lot of students shared books because of the cost. I 

shared a book with a friend and it worked out fine for us. The exercise books were 

helpful but they were a bit expensive as well.” 

“The fees are already a bit expensive and the books are even more expensive. We 

pay a lot of money to go to that school and yet there is little improvement that had been 
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done around the campus. Also if you needed to print a paper you had to pay a schilling 

for each printed side which I think was unfair. I understand that schools also need money 

but I just cannot understand where the money went because there was nothing really to 

show for it. The textbook was costly so I had to borrow a book from a friend. That did 

effect me cause I could not use my time at home to review and work extra cause I had to 

rely on someone else’s book. It was kind of sad that I did not have one and I think I could 

have done better. If the books could be cheaper or if they had rentals or photocopies at 

least that would be good because not everyone comes with the same level of finance. I 

think that the cost for the course was pretty fair but the textbook was outrageous 

especially since you were only going to use it for a little more than a month. The cost of 

the class and the cost for the book were high and some of my friends could not buy the 

book so we shared my copy and one of my friends took my book to get photocopied at an 

office where his sister works. The textbook for the math class was compiled by a group 

of math teachers and it was very effective. It had good exercises and good descriptions of 

the topics. Even though the book was not as expensive as some other books, some 

students did not have the money to afford it and so a lot of people shared books.” 

 
Emotions. 

The students identified a range of emotions that were a component of their 

experience in the Summer Development Program. Emotions, as an affinity, describes the 

positive, negative, and neutral reactions the SDP students experienced from the time they 

received the letter encouraging attendance in the program to the last day of classes. SDP 

students experienced a roller coaster of emotions while enrolled in the program. The 
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emotions described by students included anxiety, disappointment, frustration, happiness, 

and stress. 

Everything was new during those summer weeks. The Summer Development 

Program students experienced anxiety. “The first day of classes you get all the jitters 

wondering what class to go to and who all would be in your class. My expectations were 

not too horrid but I still had those feelings of wondering what people would think of me. 

The course I had to take was Math and that made me nervous because I had to pass the 

class in order to pursue Biology as a major. When I started the summer program at St. 

John’s it was a totally new environment, new people and a new experience. I was nervous 

about it because my whole family was excited that I was going to attend St. John’s. The 

first big difference was having boys in the class; that was a huge change for me because I 

attended an all-girls high school. It made me feel a little uncomfortable at first because 

around females we can be more open with each other and with guys it gets a little trickier. 

The entire campus environment was kind of overwhelming to me. I was a bit nervous but 

also excited since I knew I would meet new people. My sister was the one who told me 

that by going to the summer class it would help me get better acquainted with school at 

another level and that it would help me in the long run. Everything was new during those 

summer weeks so I was kind of worried at times. It was a new environment for me living 

in the city and I had to walk down new streets to school and seeing new people. I guess I 

was scared being by myself.” 

I was disappointed because I did not want to give up my summer. The 

Summer Development Program students experienced disappointment. “I was kind of 
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bummed that I had to do summer classes but I knew I had to be enrolled because math 

has always been a tough subject for me. I was disappointed because I had to spend part of 

my summer going to summer classes. I was not surprised because I expected it since I 

knew I did not put much effort into my entrance exams. I was a bit disappointed with my 

English because I thought my grade would have been higher. I was mostly disappointed I 

had to do two subjects instead of one and thought how boring it would be to spend your 

summer at school. When I got the letter from St. John’s it said I had to take Intermediate 

Algebra as a pre-requisite for Biology I was disappointed because I did not want to give 

up my summer. But I really wanted to do Biology and so I was willing to make sacrifices. 

I was surprised at first that I had to do a math class during the summer because in primary 

school math was my thing. I know that I dropped off in high school but in my final year I 

got more serious in class and focused more on the work. I think I also got a low score on 

the ATLIB test and that probably is why I was told to do the summer class. I was 

disappointed when I got a B because I thought I could have done even better. When I got 

the letter from SJC I was upset that I had to do summer school. It was not mandatory that 

I take the class; the school just suggested that it would be good for me. I did not want to 

take the class but my mom forced me so I was even more upset. My brother also had a 

class at the same time so that helped a little bit. When I entered the class I felt really 

uncomfortable because I did not know anyone at first. After the first day, I got to know 

everyone and it felt like I knew these people for ever. I was disappointed that I had to go 

to summer classes. I knew that I was having some problems with math but I thought that I 

had improved in my last year. I guess I was confused about how I was selected for 
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summer classes and other students were also not sure why they had to do the classes.”  

It is frustrating going to school and listening to someone you do not want to 

listen to. The Summer Development Program students experienced frustration. “When I 

first got my letter I was kind of excited about it but then after a while I realized that it was 

somewhat a waste of time because most of things taught in the SDP class were things that 

we learnt from before. On a whole, I did not really like the idea that I had to spend money 

to take a class that taught me stuff I already knew but I had to take it so I just did. To me I 

think a lot of other student did not really want to take the class but they only took it 

because they had to. The physical surroundings were not appealing to me. Of course 

doing homework during the summer was hard because I preferred doing something else. I 

also found it hard to go to school every day for two classes especially since English was 

early at eight in the morning. I was not accepted to SJC but I was given an opportunity to 

take the summer classes as a way of earning a space in the school. Sometimes it is 

frustrating going to school and listening to someone you do not want to listen to. I am a 

person that decided, since I graduated high school, not to accept money from my parents. 

I started getting into business since I was young and so I was paying bills and I had a 

loan. So my emotions were about money and paying for school when I had to take classes 

that did not interest me was very frustrating. So I had a lot of stress trying to relate what I 

was learning to my business interests. I was not interested in study skills because I did 

not see how that was going to help me meet my goals as a businessman. So it was always 

hard for me to focus and stay involved in the way I should have.” 

When I received my letter that I had been accepted I was overwhelmed with 
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excitement. The Summer Development Program students experienced happiness. 

“During my summer class we became like a little family so it was so much easier 

learning in a comfortable environment where no one judges each other. The summer 

program was one of the happier memories of my time at SJC. During the first year of 

classes I had a beef with this girl and that was a bad year. I thought the summer class 

would be an exciting and fun experience and when I look back at it I am glad I enrolled 

because it was fun. When I received my letter that I had been accepted I was 

overwhelmed with excitement. I was really psyched about being admitted to the Junior 

College because my mom really wanted me to go to SJC Junior College. My mom 

teaches at the high school and so SJC provides a scholarship for her children. Because we 

do not have a lot of money the scholarship was really important and I wanted to be able 

to help her out that way. Most of my family came to SJC as well so I was excited and 

proud about being admitted. If I would not have been accepted it would have been hard 

for me because my family would have given me a hard time whenever we met. I was 

happy that I passed and happy that the program had ended. I enjoyed the rest of my 

summer and I still had a month long break before the first semester started. I was nervous 

at first but as time went along I began to feel comfortable with the people in the class 

with me and around the campus. I made new friends and I was happy for that.” 

“When I got the letter saying that I needed courses to get in I was not 

disappointed. The program was long and challenging but I met new friends and I was 

driven to succeed. Most of my teachers tried to keep the class interested through visual 

aids and activities. The teachers knew that the class was long and that a lot of the people 
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really did not want to be there. The English teacher used an overhead projector a lot and 

did PowerPoint presentations which helped more than when the teacher would just talk. 

In high school I was a little more laid back but in sixth form I knew I did not have much 

leeway and I had to stay on top of the work. I was under a lot of pressure because I 

received conditional acceptance and I had to do well in my three summer classes in order 

to go on to the fall semester. At the end of the program, I was not really worried because 

I knew I did well. I was confident and I was just waiting for a call from the school saying 

that I could register. Because I took the classes in the summer I already knew some of the 

teachers and that was good. I took two more courses with the same English teacher I had 

in the summer program because she was so good. I was really happy when the class was 

done. I felt like the class helped me because it helped me get to know people and get to 

know the campus. I knew where the classrooms were and where the bathrooms were. At 

the same time I was happy that it was over.” 

“I was happy that I got admitted to St. John’s. I felt happy because I was meeting 

up with friends from primary school and making new friends. I was also happy because 

even though I did not expect it, I was having fun and getting closer to people that I did 

not know. I got to know my teachers better and I had some of them for my core subjects 

during the regular semester. I felt proud because by taking those summer classes I was 

able to graduate on time and with my class in the two years. I think I would have felt 

really bad if my classmates graduated and left and I was still at SJC. I liked my teachers’ 

enthusiasm and I liked the people in my class since they were friendly and 

knowledgeable as well. I liked that I learnt new things and that I had reviewed material 
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that I had forgotten. As classes began to end of course I was happy since school was over 

but also because I knew I would meet my classmates again when school opened for 

normal classes. Even though I was not excited about going to summer school, from the 

first day I loved it. I met some really cool people and I was weirdly sad on the last day. 

But a few weeks later we had Orientation and I was excited to come back. I was able to 

get a feel for the school and that helped me ease into a whole new environment where I 

could be comfortable. In the classroom I was happy because I met a lot of people and the 

majority of them were friendly. Before class started we had a little bit of time to joke 

around and get to know each other. Once the class started and I saw how good the teacher 

was I became more interested in the course. It was a good refresher and it was also 

challenging in that I learned new material. I was happy that I completed a course that was 

not too simple and I did so with some of my friends. I was happy that the time went by 

quickly.” 

There was a lot of pressure on me during the summer. The Summer 

Development Program students experienced stress. “A lot of people in the SDP did not 

really find time to talk to other classmates about problems they encountered. They only 

went to school for their classes and then left. They would just sit down with anger, 

sadness or frustration. No one seemed to want to talk emotionally to their classmates 

about stuff. The class time was really strict. You rarely heard a joke to kind of break the 

ice. The classes were stiff and tense at times; it was all about work, work, work. I did not 

like it because I prefer when my classes are more exciting and this motivates you to want 

to go to class. The teacher could have taken time to see students on a one-on-one basis to 
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see what their concerns were. She could have tried to bond more with the students. When 

the course ended I was really worried that I would pass the course. The exam was really 

hard and I hoped I passed. I thought it would have been better if the course was longer 

and we could have done more assignments, more quizzes, and then maybe I would have 

done better. There was a lot of pressure on me during the summer because I had to do 

well in my classes in order to be admitted to SJC. My mom had to pay a lot of money and 

that created more stress. If I did not get into SJC I would have had to go live with my 

father and work on the farm; I did not want to do that so the pressure was overwhelming 

sometimes.” 

 
Growth. 

The students identified growth as a component of their experience in the Summer 

Development Program. Growth describes learning that occurred for students as a result of 

participating in the program. SDP students described growth in different academic areas 

and personal growth.  

I learned how to think my way through the problems rather than try to 

memorize everything. The Summer Development Program students experienced 

academic growth. “Summer classes were like an introduction, physically and 

psychologically, to what would come next when I would enroll in ordinary classes. I met 

new people from around the country and I also knew what sort of work to expect from 

my teachers. I learned to get along with new people. I also learned that SJC has qualified 

teachers, a lot of rules but also an open environment and more free time. The college has 

a spacious environment so that people can socialize apart from learning. I learned since 



150 
 

SJC was different than high school and that it allowed for people to be free and to behave 

like adults making their own decisions and not having teachers to spoon feed you like it 

was in high school and primary school. SJC taught me to behave more like an adult, to 

look around my environment and to make decisions on my own. The math class I took 

that summer was a lot like the math I took in high school but I did learn some things that 

I did not understand well when I was in high school. The teacher was able to help me 

understand better than my teacher in high school. When I took Spanish my first year I did 

pretty well because of the summer school teacher was so good. But when I took Algebra, 

I failed it because I had a really hard time learning from the teacher. When I retook the 

class the following summer, I got a B+ because I had a much better teacher the second 

time. So I realized that I needed the help and the classes did help me but Math will never 

be my subject. If I get the right teacher then I can learn it but if I get the wrong teacher I 

seem to struggle more.” 

“Although my summer class was cut short due to my illness I felt as if though I 

did not miss a thing. Everything I learned from my summer program carried on to the 

Algebra course I took in my first semester. I learned how to tackle my weak areas and 

how to work myself out of problem areas. That was something I never got when I was in 

high school. I learned how to think my way through the problems rather than try to 

memorize everything. The majority of what we covered in the class was high school math 

but I did learn some new things. When I started that summer program I got into a habit of 

reading a lot and reviewing more often. I definitely grew in my speech and presentation 

skills. Whenever I had to do speeches or presentations in high school, I was nervous and 
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worried that I would look stupid. In sixth form I learned to worry less about what people 

were thinking and more about how to communicate a message. That awareness began 

when I was taking English during the summer program before my first year. I got a good 

foundation with English and with study skills because of two good teachers. Study Skills 

gives you a lot of benefits because it helps you stay organized when you go into your 

studies for the regular school year. I tried to apply what I learned in study skills in every 

subject. Pertaining to the math, I think the class strengthened what I already knew 

regarding algebra. I learned a lot more than I thought I would. We learned in depth 

Algebra, more topics, and more ways to solve problems. My knowledge was definitely 

expanded. I also think that I grew in terms of understanding the registration process at 

SJC because we had to register for courses and learn about course codes, times, days, and 

teachers. So when we had to register in the fall, I was already familiar with the system 

while most people were confused and disorganized. I knew the registrar, the finance 

officer, and some of the teachers already so I was better prepared for the first year than 

students that did not take summer school.” 

 I think I turned into an adult at SJC.  The Summer Development Program 

students experienced personal growth. “I think I turned into an adult at SJC. A lot of 

people tell me I am mature for my age and I tell them that it is due to SJC. When I was in 

high school I use to play a lot and I was just not serious. But at SJC, I joined peer-

counseling and I came to realize that I was here to study and I took a stance, made a 

change, and aligned my priorities. I also developed more courage to voice concerns to my 

teachers because I realized that my fear kept me from doing as well as I could have done. 
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There was a lack of communication on the teacher’s part but I realized that I would have 

to take the chances to ensure that I learned as much as I could. I was more able to ask 

questions throughout my time at sixth form and it made me realize that I could be more 

open. The transition from high school to junior college was hard. In high school I was 

very playful and when I went to the junior college I wanted to put away my childish 

ways. My mother sat me down and told me that you are in sixth form now and the 

students in sixth form are serious and that they are reaching for their goals and you need 

to be like them. So I listened to her and decided what I wanted to do, I set my goals and I 

went for them as best I could. In the summer I started to focus more and concentrate on 

school. That carried over to the first year and I continued to do well and I graduated in 

two years with my class. I think I matured a lot as well. I knew that had to stay focused 

and that I had to do well. At SJC I became more level-headed and focused. I did have 

some ups and downs and I dropped off during the first semester. Then I realized that I 

had to sustain my efforts and I did better throughout the rest of my time at SJC. As for the 

students, I got to know different people from different social and economic classes. I 

made some good friends that I still have today and we chat on the internet. When I think 

about my time at SJC I can say that the growth I most think of is that I became more open 

and more outgoing. That process started when I was taking the summer classes. I kind of 

came out of my shell a little bit and then I continued on that path throughout sixth form.” 

“I remember that we had a dress code for summer classes and we had to wear 

jeans pants even though Belize is really hot. So it gets really uncomfortable and I was 

thinking, ‘I am in college… they shouldn’t be telling me what to wear!’ Going to the 



153 
 

junior college actually felt like a demotion because in my high school as you graduated 

from one grade to another you moved up to another floor in the building. But at SJC, all 

the classes are on one level so it felt like I was starting over. In fourth form I was on the 

top floor at my high school but when I came to SJC it was like starting at the bottom 

again. Growth was not much of a big deal to me in the summer program. In my class 

there was not much interaction going on and there just was not any real personal growth 

for me. I just felt okay that I met some new people and would be able to become friends 

with them in the longer run. My friends and my family always say that I am the mature 

one. All of my friends are older than me by at least three or four years. When I was in 

school all of my friends were older too. I do not feel that I was nourished at all by the 

time I spent at SJC. I just did not spend time at SJC other than going to my classes and 

then I leave. No teacher every reached me or engaged me to think in a way different than 

I already did. Every single class or teacher treated me lower than my level and that was 

an issue that I had with SJC from day one.” 

 
Relationships. 

The students identified relationships as a component of their experience 

participating in the Summer Development Program. Relationships, as an affinity, 

describes interactions with peers and teachers in the program. As described by the SDP 

students, relationships included those developed with their classmates and those 

developed with teachers. 

It was like a reunion. The Summer Development Program students built 

relationships with their classmates. “I came to the junior college from SJC high school 
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and most of my friends came with me. The thing I liked the most was that I had 

developed relationships and established a bond with teachers and students before I 

stepped into SJCJC. The summer development program was a good time to pick friends. I 

was nervous at first because it was a big step from high school. The first big difference 

was having boys in the class; that was a huge change for me because I attended an all-

girls high school. It made me feel a little uncomfortable at first because around females 

we can be more open with each other and with guys it gets a little trickier. I made a ton of 

new friends, some I had not seen since primary school. It was like a reunion. I also 

friends outside my classroom and to this day we are still the closest of friends. Some that 

I met in the summer session did not go on attend the junior college. I met some friends 

that I knew from primary school but who had switched high schools and so it was like a 

reunion with them. I also had a cousin and her friend who had both the same classes with 

me. We discussed homework and practice exercises many times. In both our math and 

English classes we were placed in groups and so I met both girls and boys from across 

the country and from other schools. I met a guy from Maskall and a girl from Honduras 

who came to live in Belize. I met people from seven or eight different high schools and 

there were also people from my old high school.”  

“Since summer classes, the people I had met hailed me and spoke to me every 

time we saw each other again after summer school. Some of them I got their emails and 

began chatting with them for fun or for homework. The relationships with my peers were 

good. We spoke a lot about school and about things outside of school. Some of my 

friends were new to the city like me and others who were from the city helped us learn 
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where we could go and different things we could do. We bonded a lot and we saw a lot of 

things that we had in common. I made a lot of friends that summer that were with me 

throughout sixth form and they are still my friends now. Once I see someone I try to 

interact with them and become friends with them. I had classes from 8:00-10:00am and 

then I would go to the gym to play volleyball with the YMCA. I think that students get to 

know more people by taking the summer program. When I started the regular school 

year, I saw more faces that were familiar to me and so it helped me to relax and feel more 

comfortable. When we had a lunch break, we would go off campus and that helped me to 

deal with the stress of three classes each day.” 

“My transition to the regular school year was helped a lot by the fact that I had 

met lots of people during the summer. I was not as shy in the classes or I was not afraid 

to answer or participate in the class because I knew everyone. By the time the regular 

school year started I had already become acquainted with a number of people. Students 

introduced themselves in class and I got to know a lot of people that way and I got to 

know the teacher pretty well too. I met and made new friends with people from different 

backgrounds and I reunited with friends from primary school. It was a wonderful feeling 

to catch up with those old friends. I stuck to myself and who I know for the most part but 

I did make three friends. I did not take part in school activities like the house meetings or 

activities. I was not going home and sleeping, I was hustling to try and make a living. I 

love making money and I was trying to become financially independent by a certain age. 

I made friends with everybody because my nature is to be a friendly person. 

Relationships were not so easy because most of the time spent at school we were in 



156 
 

classes. There was not enough time for you to get to know anyone unless that person 

showed a big interest in you. Some people did not want to be bothered with making 

friends because they were just there to be present in class. Sometimes we would plan to 

try and find time where everyone could meet up and we would go swimming so we could 

have gotten to know each other more but we never did.” 

I guess you could say that our personalities clicked. The Summer Development 

Program students built relationships with their teachers. “The experience was 

worthwhile. I was new to the school and the summer session meant that I got to be more 

aware of what was happening and getting to know new teachers and new students. I 

actually liked it because the teachers were nice and I got acquainted with everyone. It 

kept me active during the summer and it meant that I was doing something that would 

help me when I started regular classes. My interaction with the teachers was really only 

in the classroom and so I did not develop strong relationships with them. I really got to 

like my Spanish teacher but she only taught during the summer and I never saw her again 

after the summer program. The teacher I had during the summer did not teach during the 

regular school year so I did not see him again. But while he was my teacher I felt that he 

really cared about me learning the subject and he wanted to see me have success at the 

junior college. I remember thinking several times how nice it would have been if I could 

have taken more classes with him. He was one the best teachers I had at any level. My 

English teacher was very good and I had her for two more semesters of English. I guess 

you could say that our personalities clicked. If I did not understand the work, she would 

help me one-on-one. She was also my academic advisor for my first year so she helped 
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me make sure that I was taking the right courses and that I understood different policies. 

The study skills teacher helped me to be more organized and to study more effectively. 

When it comes to teachers, I try to get on their good side. That way if I do anything 

wrong then they would be more likely to just give me a warning than punish me harshly 

or kick me out of the class. I was always trying to make the teacher laugh and lighten the 

atmosphere. Whenever the teacher wanted to give a quiz I would ask for more review 

even though I was really prepared already.” 

 “The only teacher I was close to was my summer class teacher. The other teacher 

was also friendly and I never had a problem with any of them. My English teacher was 

very friendly and so at times when I needed help I would go up to her and ask for help. 

At times when my cousin and I would sit waiting to go home she would approach us and 

ask us how we were and how our classes were going. She became familiar with her class 

and every time I would see her again she would hail me and ask me how I am and have a 

little conversation. My math teacher was helpful but I did not have much of a close 

relationship with him. It was just like a teacher student relationship and besides I never 

saw him again after summer classes and he used to leave as soon as classes were over. I 

did not interact much with the English teacher. It was more about coming in, doing the 

work, and leaving. The vibe of the Spanish teacher was so great. She was a very nice 

person. She used to tease a boy that sat next to me because she thought he had a crush on 

me. My English teacher was a little reserved. She was not really open and so I did not 

feel comfortable going up to her and starting a conversation. I cannot say that I really 

bonded with the teacher and I should say the relationship with her was poor. I think that 
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the transition from high school to sixth form is tough and the teacher and the student have 

to understand that. If the teacher made a better presentation of herself and came across as 

more friendly I might have been able to open up more easily. If the teacher shows little 

interest in that relationship then it is really hard for students fresh from high school to 

take the risk. I met some nice teachers that understand where you are coming from but I 

did not develop relationships with teachers because I just did what I needed to do. I had 

some bad experiences with teachers in high school trying to talk to them and explain my 

problems and when I got a bad reaction I kind of built up a wall. Because I spent a lot of 

time in the library, the computer lab, the cafeteria, and the student center I met a lot of the 

people who work at the school and this made things much easier for me when the regular 

school year started. The people who worked at the college were really friendly and they 

were the same people who ran those places in the regular school year. I guess I also got to 

know the lady at the bookstore well because we always went there to buy snacks.” 

 
Purpose. 

The students identified purpose as a component of their experience participating 

in the Summer Development Program. Purpose describes the internal motivation of the 

student to participate and succeed in the SDP. As described by students, purpose for 

enrolling in the program included academic growth, college requirements, social 

considerations, parental direction, and self-motivation.  

I needed the class in order to be able to call myself an SJC graduate. The 

Summer Development Program students identified academic growth as motivation for 

participating in the program. “I was motivated to partake in the summer program 
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because I knew it would help me to develop and improve in my problem areas and it 

would help me with future courses. There was a good reason why they assigned me those 

courses. They saw what my weakness were and I am very glad I did the summer 

development program. I only wished I could have finished the whole course but I got ill 

and missed the last week of classes. I thought that the classes were helpful because I 

would re-learn all that I forgot and I failed to remember during my entrance exam. I also 

knew I was going to learn new material that I would need to continue to my next math 

and English. I did not realize how ill-prepared I was until I got into the class. There were 

a lot of students in the summer class that knew much more math than me. That was when 

I realized that my high school classes were a joke. I was lucky because my summer math 

teacher spent a lot of time with me and made sure that I had the background I needed to 

start the Algebra class in the first semester. It was not easy but I passed that class and 

graduated in two years. I needed the class in order to be able to call myself an SJC 

graduate.” 

 I had to do well in order to earn a spot at the college. The Summer 

Development Program students identified college requirements as motivation for 

participating in the program. “Honestly, I was only motivated to enroll and take the 

classes because it was mandatory for me in order to be admitted into the college. I knew 

that my English grades in high school were going to get me into trouble because the same 

thing happened to my older brother. I was required to take the extra English class anyway 

so I figured it would be better to do it during the summer and that way I could start the 

school year on track with the rest of my friends. I thought that the course was required for 
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me to move on to the college algebra class and graduate on time. Once it was 

recommended, I knew I would have to take the classes because my parents would not 

have let me refuse so it might as well have been a requirement. I was motivated to 

graduate from SJCJC and not get kicked out. My biggest motivation was that I had to do 

well in order to earn a spot at the college. I had a really bad final year of high school and 

I was not admitted to SJC. My mom and dad and I went to visit the dean and I was given 

a chance to earn a spot by taking the summer classes. I had to get a C+ average in order 

to be accepted and I got a B average.” 

 My friends from high school were going to SJC and so I wanted to go as well. 

The Summer Development Program students identified social considerations as 

motivation for participating in the program. “Initially, I enrolled because it was required 

but as I thought about it I became excited to meet new people and become more social. I 

began to look at the positive consequences of summer classes and not always at the 

negative side. When I began classes my positive thoughts strengthened even more as I 

saw that it was not as bad as I had thought it would be. What motivated me was a friend 

who took the class along with me. I did not think I could have done it alone because there 

was not enough time to get to know your classmates and call them your friends. My 

participation in class was not as much as my high school classes because some of the 

classes only had small number of students and no one wanted to talk. So sometimes the 

class would go by with little participation. Some classes that had a lot of students were 

much more exciting and fun, which is the type of environment that helps me learn. If I 

did not have friends in my classes I could not have made it because I would have been 



161 
 

bored to death. I was motivated by my friends too because we signed up together so we 

could be in the same classes. I was also encouraged by the teacher because he really 

wanted us to learn and he really wanted us to come out of the course with a strong 

knowledge of the concepts. I guess I was also encouraged by my friends because they 

were doing well and I wanted to at least do as well as they did. There was motivation 

from my study group in math too. We were competitive with each other over the quizzes 

and the tests and whoever did better had bragging rights. Getting to know everyone was 

the best thing that I got out of it because I became acquainted with people and the 

environment and it just made me feel much more comfortable. Everybody says that SJC 

is the best. I understand that education is important and that it is something that no one 

could ever take away from you. My friends from high school were going to SJC and so I 

wanted to go as well.”  

 My mom pretty much forced me to sign up for the classes. The Summer 

Development Program students were motivated by their parents to participate in the 

program. “I almost did not come but my mother encouraged me. Even though I knew the 

courses would be helpful to me I did not want to lose my summer holiday. I am glad I 

registered because even though I did not think that I needed the courses I knew that I 

could improve. There is always room for improvement. My parents were a strong 

motivation because I wanted to prove to them that I could do it. I was motivated by my 

parents because it was their money that was paying my tuition and I did not want to see it 

go to waste. The program was quite costly. My older brother went to sixth form and he 

did really well so that was a motivating factor as well. I was a full time student and I did 
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not have to work. All I had to do was focus on my classes and my parents were 

supportive in that way too. My mother would have been very disappointed and very 

angry if I would have failed so she motivated me more than anyone or anything else. I 

also had a goal to be a pilot and I knew I needed to do well in school. Since I graduated 

from the Junior College I have been enrolled in the BDF Cadet Corps and I am hoping to 

get a scholarship to go to one of the military academies in the United States. My mom 

pretty much forced me to sign up for the classes. I would not have done the class if it was 

not for my mom but eventually I was glad I attended.” 

 Once I was told that I had to do the course to get what I wanted, I just set my 

mind to it. The Summer Development Program students were self-motivated to 

participate in the program. “My reason for enrolling in the program was because I 

wanted to pursue a particular major. Biology was my biggest motivation and once I was 

told that I had to do the course to get what I wanted I set my mind to it. If it was up to me 

I would have never taken that course during the summer because I am not fond of the 

subject. But the motivation to enroll and do well came from inside me more than 

anywhere else. I was self-motivated because I wanted to go St. John’s Junior College and 

I wanted to excel. My two older brothers, my older sister, and all my uncles went to SJC. 

My father was a teacher in the high school so there is a long tradition in my family of 

going to SJC and I did not want to let them down. I was not really motivated all for these 

classes and if it was up to me I would advise them to consider having the SDP for its real 

purpose other than just to make money. The classes did help refresh my memory about 

some of the concepts I forgot from high school. It helps a little but not that much. They 
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should either scrap the program or make it more worthwhile. I think that I motivated 

myself. I wanted to pass and I wanted to earn my degree. I never wanted to go anywhere 

other than St. John’s and I was willing to do whatever I had to in order to graduate from 

SJC. My parents pushed me as well and they helped me out but the motivation mostly 

came from inside of me.” 

Theoretical Coding Summary 

In the second phase of the individual interview, participants identified a 

relationship between each affinity pair using the Affinity Relationship Table (ART). The 

interviews were transcribed; the text was analyzed for theoretical codes which illustrate a 

relationship between two or more affinities; the reference was documented for retrieval 

by recording the affinity number on the line of transcript that refers to the affinity 

Individual Interview Theoretical Code Table (TCT). Theoretical data were transferred 

from each Individual Interview Theoretical Code Table to a Combined Interview 

Theoretical Code Table, thus creating a database for the entire set of respondents 

containing all theoretical codes for all affinity pairs. A Combined Interview Theoretical 

Code Affinity Relationship Table was then created.  

 

Pareto Protocol. 

The Pareto Protocol is a method utilized to identify a degree of consensus when 

participants disagree on the direction of a relationship (Northcutt & McCoy). The 

investigator counted the number of respondents who identified the relationship in a 

particular direction and placed the tally in the Theoretical Code Frequency Table. The 
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investigator counted the number of respondents who identified a relationship, recorded 

the frequency, and reconciled the discrepancies using the Pareto Protocol (Northcutt & 

McCoy, 2004). The relationship with the highest frequency was documented in the 

Interrelationship Diagram (IRD) and represented in the System Influence Diagram (SID). 

Table 4.15:   Student Combined Interview Theoretical Code Frequency Table 
 
 

Affinity Name 
1. Campus Environment 
2. Teacher Impact 
3. Peer Impact 
4. Program Structure 
5. Emotions 
6. Growth 
7. Relationships 
8. Purpose 

 

Summer Development Program Student  
Combined Interview Theoretical Code Frequency Table 

Affinity 
Pair 

Relationship 
Frequency 

 

Affinity 
Pair 

Relationship 
Frequency 

 

Affinity 
Pair 

Relationship 
Frequency 

1  →  2 6 2  →  6 8 4  →  7 8 
1  ←  2 4 2  ←  6 1 4  ←  7 3 
1  →  3 3 2  →  7 7 4  →  8 3 
1  ←  3 7 2  ←  7 2 4  ←  8 7 
1  →  4 2 2  →  8 3 5  →  6 4 
1  ←  4 8 2  ←  8 7 5  ←  6 7 
1  →  5 8 3  →  4 3 5  →  7 2 
1  ←  5 2 3  ←  4 7 5  ←  7 8 
1  →  6 8 3  →  5 8 5  →  8 4 
1  ←  6 2 3  ←  5 2 5  ←  8 7 
1  →  7 4 3  →  6 9 6  →  7 3 
1  ←  7 7 3  ←  6 2 6  ←  7 8 
1  →  8 1 3  →  7 8 6  →  8 3 
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1  ←  8 7 3  ←  7 2 6  ←  8 7 
2  →  3 8 3  →  8 8 7  →  8 2 
2  ←  3 3 3  ←  8 2 7  ←  8 8 
2  →  4 6 4  →  5 9   
2  ←  4 5 4  ←  5 1   
2  →  5 8 4  →  6 7   
2  ←  5 2 4  ←  6 3   

 

The results of the frequency tallies were transferred into the Pareto and Power 

Analysis Table as shown in Table 4.16. 

 
Table 4.16:  Summer Development Program Students:  Affinities in Descending  

          Order of Frequency with Pareto and Power Analysis  
 

Summer Development Program Students:  
Affinities in Descending Order of Frequency with Pareto and Power Analysis 

Affinity Pair 
Relationship 

Frequency 
Sorted 

(Descending) 

Cumulative 
Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative 
Percent 

(Frequency) 
Power 

3  >  6 9 9 1.8 3.2 1.4 

4  >  5 9 18 3.6 6.3 2.8 

1  <  4 8 26 5.4 9.2 3.8 

1  >  5 8 34 7.1 12.0 4.8 

1  >  6 8 42 8.9 14.8 5.9 

2  >  3 8 50 10.7 17.6 6.9 

2  >  5 8 58 12.5 20.4 7.9 

2  >  6 8 66 14.3 23.2 9.0 

3  >  5 8 74 16.1 26.1 10.0 

3  >  7 8 82 17.9 28.9 11.0 

3  >  8 8 90 19.6 31.7 12.0 

4  >  7 8 98 21.4 34.5 13.1 

5  <  7 8 106 23.2 37.3 14.1 
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6  <  7 8 114 25.0 40.1 15.1 

7  <  8 8 122 26.8 43.0 16.2 

1  <  3 7 129 28.6 45.4 16.9 

1  <  7 7 136 30.4 47.9 17.5 

1  <  8 7 143 32.1 50.4 18.2 

2  >  7 7 150 33.9 52.8 18.9 

2  <  8 7 157 35.7 55.3 19.6 

3  <  4 7 164 37.5 57.7 20.2 

4  >  6 7 171 39.3 60.2 20.9 

4  <  8 7 178 41.1 62.7 21.6 

5  <  6 7 185 42.9 65.1 22.3 

5  <  8 7 192 44.6 67.6 23.0 

6  <  8 7 199 46.4 70.1 23.6 

1  >  2 6 205 48.2 72.2 24.0 

2  >  4 6 211 50.0 74.3 24.3 

2  <  4 5 216 51.8 76.1 24.3 

1  <  2 4 220 53.6 77.5 23.9 

1  >  7 4 224 55.4 78.9 23.5 

5  >  6 4 228 57.1 80.3 23.1 

5  >  8 4 232 58.9 81.7 22.8 

1  >  3 3 235 60.7 82.7 22.0 

2  <  3 3 238 62.5 83.8 21.3 

2  >  8 3 241 64.3 84.9 20.6 

3  >  4 3 244 66.1 85.9 19.8 

4  <  6 3 247 67.9 87.0 19.1 

4  <  7 3 250 69.6 88.0 18.4 

4  >  8 3 253 71.4 89.1 17.7 

6  >  7 3 256 73.2 90.1 16.9 

6  >  8 3 259 75.0 91.2 16.2 
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Total 
Frequency 284 

Equal 
Total 

Frequency 

Equals 
100% 

Equals 
100% 

Power = 
Columns E-D 

 

 Using the Pareto principle and the Cumulative Percent Frequency from Table 

4.03, the investigator identified an 80% cut off for the Cumulative Percent Frequency and 

the acceptable affinity relationships to use in creating the Systems Influence Diagram 

(Northcutt & McCoy, 2004). Since Table 4.03 shows a frequency tie of “4” under the 

Frequency Sorted column in the 80% range, the cut off for the affinities in this study was 

81.7%. Thus, all affinities and their frequencies that had at a Cumulative Percent – 

Frequency at and below an 81.7% were documented in the next step of the Pareto 

Protocol. This is shown in the Conflict Table (Table 4.04).  

 
Table 4.17:  Summer Development Program Students: Conflict Table by Affinity  

          Pair Relationship 
 

Summer Development Program Students:  
Conflict Tabl e by Affinity Pair Relationship 

Affinity Pair 
Relationship 

Frequency Conflict 

1  >  2 6 x 
1  <  2 4 x 
1  <  3 7  
1  <  4 8  
1  >  5 8  
1  >  6 8  
1  <  7 7 x 
1  >  7 4 x 
1  <  8 7  
2  >  3 8  
2  >  4 6 x 
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To examine the affinity pair relationships for conflict, the investigator identified 

whether the same affinity pairs were present with different directions of influence. These 

conflicting affinity pair relationships are an indication that a feedback loop may be 

present in the system; if so, it will be reconciled later in the creation of the Uncluttered 

System Influence Diagram (SID). At this stage, the investigator used the higher-

frequency affinity pair to build the system (Northcutt & McCoy, 2004). Table 4.04 shows 

there was a conflict with the following affinities:   

 
• 1 > 2 and 1 < 2      (1 = Campus Environment; 2 = Teacher Impact) 

2  <  4 5 x 
2  >  5 8  
2  >  6 8  
2  >  7 7  
2  <  8 7  
3  <  4 7  
3  >  5 8  
3  >  6 9  
3  >  7 8  
3  >  8 8  
4  >  5 9  
4  >  6 7  
4  >  7 8  
4  <  8 7  
5  <  6 7 x 
5  >  6 4 x 
5  <  7 8  
5  <  8 7 x 
5  >  8 4 x 
6  <  7 8  
6  <  8 7  
7  <  8 8  
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• 1 > 7 and 1 < 7      (1 = Campus Environment; 7 = Relationships) 

• 2 > 4 and 2 < 4      (2 = Teacher Impact; 4 = Program Structure) 

• 5 > 6 and 5 < 6      (5 = Emotions; 6 = Growth) 

• 5 > 8 and 5 < 8      (5 = Emotions; 8 = Purpose) 

 

 Interrelationship Diagram. 

The investigator used a matrix to examine the relationships in the system. The 

Interrelationship Diagram (IRD) included all the perceived relationships in the system 

and allowed the investigator to identify the affinities as drivers or outcomes. The value of 

delta measures the number of times a particular affinity was referred to as a cause or an 

effect. Classifying the affinity pair relationships in this way was the first step in 

rationalizing the system (Northcutt & McCoy, 2004). The IRD is shown in Table 4.05 

and the IRD sorted in order of delta is shown in Table 4.06.  

 
Table 4.18:  SDP Student Composite Interview IRD 
 

Tabular IRD 

 1 2 3 4 5 6 7 8 OUT IN ∆∆∆∆ 
1  ↑ ← ← ↑ ↑ ← ← 3 4 -1 
2 ←  ↑ ↑ ↑ ↑ ↑ ← 5 2 3 
3 ↑ ←  ← ↑ ↑ ↑ ↑ 5 2 3 
4 ↑ ← ↑  ↑ ↑ ↑ ← 5 2 3 
5 ← ← ← ←  ← ← ← 0 7 -7 
6 ← ← ← ← ↑  ← ← 1 6 -5 
7 ↑ ← ← ← ↑ ↑  ← 3 4 -1 
8 ↑ ↑ ← ↑ ↑ ↑ ↑  6 1 5 
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Table 4.19:  SDP Student Composite Interview – Sorted IRD 
 

Tabular IRD – Sorted in Descending Order of ∆∆∆∆ 

 1 2 3 4 5 6 7 8 OUT IN ∆∆∆∆ 
8 ↑ ↑ ← ↑ ↑ ↑ ↑  6 1 5 
2 ←  ↑ ↑ ↑ ↑ ↑ ← 5 2 3 
4 ↑ ← ↑  ↑ ↑ ↑ ← 5 2 3 
3 ↑ ←  ← ↑ ↑ ↑ ↑ 5 2 3 
7 ↑ ← ← ← ↑ ↑  ← 3 4 -1 
1  ↑ ← ← ↑ ↑ ← ← 3 4 -1 
6 ← ← ← ← ↑  ← ← 1 6 -5 
5 ← ← ← ←  ← ← ← 0 7 -7 

 
 

The delta values were used to determine an initial position for each affinity within 

the system. Higher scoring affinities represented drivers in the system while lower 

scoring affinities represented outcomes in the system. After sorting in descending order 

of delta, the investigator found a three-way tie between affinities two, three, and four and 

a tie between affinities one and seven. The ties were broken and placements in the 

Tentative SID Assignments were determined by the direction of influence that these 

affinities had on each other. The Tentative SID Assignments are listed below in Table 

4.07.  
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Table 4.20:  SDP Student Tentative SID Assignments 
 

Tentative SID Assignments 

8      Primary Driver                (Purpose) 
2      Secondary Driver            (Teacher Impact) 
4      Secondary Driver            (Program Structure) 
3      Secondary Driver            (Peer Impact) 
7      Secondary Outcome        (Relationships) 
1      Secondary Outcome        (Campus Environment) 
6      Secondary Outcome        (Growth) 
5      Primary Outcome            (Emotions) 

 

Composite Theoretical Descriptions. 

 This section utilizes quotes from the Combined SDP Student Theoretical Code 

Table to provide a description of each relationship in the system. Beginning with the 

drivers and proceeding through the system to the outcomes, the descriptions of these 

relationships set the stage for the development of the System Influence Diagram (SID). 

The order of the affinities and their respective relationships follows the order in Table 

4.07 – Purpose, Teacher Impact, Program Structure, Peer Impact, Relationships, Campus 

Environment, Growth, Emotions. 

 
Purpose Influences… 

 The Summer Development Program students identified Purpose as the primary 

driver in their system as shown in Illustration 4.03. Purpose had a direct influence on all 

but one of the other elements in the system. 
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Illustration 4.01:  Purpose 

 

 
 
 

Teacher Impact. “If we show our motivation in the course then we will in turn 

do well and the teacher will have a greater impact because she will see that we are 

interested and that her hard work is paying off. My purpose is what got me to the 

classroom in the first place. If I was not there the teacher could not affect me. Sometimes 

you have really good teachers and sometimes you have teachers that do not help you to 

learn much and you have to do it on your own. My commitment to succeed was greater 

than the teacher impact. If I had not been so lucky and got three really bad teachers I still 

would have found a way to pass the classes and move on in my studies. My purpose is 

the ultimate thing that drives everything else. If the teacher is lousy I am still going to do 

what I need to do in order to pass the class and eventually graduate. The purpose comes 
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into play before the teacher enters the picture.” 

Program Structure. “ Because I am here for a purpose I will learn to cope with 

whatever structure is presented to me. The classes could have been four hours long and I 

would have taken them because I was motivated to do whatever I needed to do in order to 

be successful. You know what you want and what you are there to accomplish regardless 

of the structure. I was satisfied with the program structure it did not take a lot out of my 

summer. My parents thought the program was pricy but I think it was worth it because I 

learned a lot and it paid off in the regular classes. I guess I was purpose-driven.”   

Relationships. “If you have a certain purpose in life then that will determine what 

you do, where you go, and who you meet. Because I chose to go to this summer program 

I met a teacher that helped me learn and ultimately helped me apply for and receive a 

scholarship to complete my Bachelor’s degree. Without deciding to attend the program I 

would not have been exposed to the opportunity to build many friendships that I continue 

to have to this day.” 

Campus Environment. “Once you are going to college to learn and to pass your 

class then that is the most important thing. If the environment is nice, that is just an extra 

benefit. Once you make a decision to do well, it does not matter how many mosquitoes 

you have to deal with. It was important that I do well and I was determined to do so. 

Ultimately, there needs to be some drive on the side of the student to accomplish 

something or they would not make it to the campus and its environment. The way you 

look at the task can influence the way you perceive your environment. If you are angry 

and depressed about being in summer classes then you are not going to notice the beauty 
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around you anyway.” 

Growth. “ We are here for a purpose and we grow based on what we have chosen 

to focus our efforts toward. In order to further my growth as a student and strengthen my 

weak areas I had to attend the program and I felt a strong sense of accomplishment when 

I did well. If I did not have the drive to complete all the work associated with the classes I 

would not have been able to improve and grow.” 

Emotions. “Once you set your mind and have a clear objective, then you are 

going to manage your emotions in a way that helps you achieve your goals. Our whole 

purpose is to do well and we have to have the emotional balance to get our goals 

accomplished. If I am feeling bad I am still going to do what needs to get done. Once I 

set my mind to achieving something my emotions take a back seat to achieving that goal. 

The more clear you are about your goals and what it takes to achieve them, the easier it is 

to deal with the emotions the inevitably arise.” 

 
Teacher Impact Influences… 

 The Summer Development Program students identified Teacher Impact as a 

secondary driver in their system as shown in Illustration 4.02. Teacher Impact had a 

direct influence on five of the seven other elements in the system. 

 

 

 

 

 



175 
 

Illustration 4.02:  Teacher Impact 

 

 

 
Program Structure. “The teachers have to follow a certain structure that is put in 

place for them but they have a lot of flexibility in how the teach and how they interact 

with the students. The teacher makes the class interesting and the way the teacher 

chooses to spend the class time has a big impact on the structure. The two hour class I 

enrolled in flew by because the teacher was so good at her job.” 

Peer Impact. “At the end of the day, it is the teacher that gives the grade. Peers 

can help with study groups and sharing resources but the teacher has the final say. You 

would find students telling you which teacher was easy and which was difficult, so when 

registering you would filter out certain teachers. Teachers facilitate peer impact by 

assigning group work and team presentations.” 

Relationships. “The teachers help us to build relationships when they have us 
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introduce ourselves at the beginning of the class. You get to learn the strengths and 

weaknesses of your classmates because you have to work together to complete a task. 

The teacher made an effort to know us so he could know the best ways to help us learn. 

Because I know the teacher cares that has an impact on me and encourages me to be more 

open and to work even harder. The group assignment that we did in the English class was 

a strategy that the teacher used that led to me developing three new friendships. 

Depending on how the teacher portrays himself and his knowledge, he may encourage or 

discourage students to seek extra help and approach the teacher thus enabling a 

relationship to be developed.” 

Campus Environment. “The teacher has a tremendous ability to shape the 

environment by the way he or she teaches and interacts with the students. It can be a 

supportive, friendly, engaging environment or it can be boring, oppressive, and 

miserable. I had a great teacher and a not so great teacher. I dreaded going to the 

afternoon class because the teacher obviously did not care and never seemed prepared. 

My morning class was infested with mosquitoes but I would have preferred that to the 

monotony of the afternoon class. If the class environment is nice and I am comfortable, 

then I will want to learn.” 

Growth. “When it comes to academic growth, the teacher has a tremendous 

impact. If the teacher takes the time to figure out what you already know, then they can 

help you grow further. Sometimes though the teachers just teach what they want without 

really caring what you might already know. If you and the teacher click, then you the 

impact and the growth will be greater. The relationship will be good and the learning will 
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be maximized. For example, my math teacher challenged us a lot and now I am unafraid 

of challenges. On the other hand, I had another teacher that neglected me but I still had 

the drive to prove to her that I could do better. If she was supportive and more helpful 

then I think I would have done even better.” 

Emotions. “If I was stressed out over something in the English class I could 

always go to the teacher and she would help me out. If the teacher is willing to teach and 

to help all of her students learn then she will find different ways to keep students 

interested and moving forward. If the teacher was harsh with me then I would be sad or 

hurt. The way the teacher teaches can impact my emotions. My teacher was nice and he 

made me feel comfortable. If he was a mean person it would have gone differently. The 

only thing I was worried about was having a lecturer that disliked me for one reason or 

the other. The teacher can affect a student’s emotions because if there is a good 

relationship with the teacher the student will feel comfortable and this will determines, in 

part, how much the student enjoys the learning process.” 

 

Program Structure Influences… 

 The Summer Development Program students identified Program Structure as a 

secondary driver in their system as shown in Illustration 4.03. Program Structure had a 

direct influence on five of the seven other elements in the system. 
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Illustration 4.03:  Program Structure 
 
 

 

 
Peer Impact. “The students try to abide by the rules so that we learn and we try 

to encourage one another to follow the school’s guidelines. We did not have much time to 

mingle with each other except before and after classes. The classes were so long that no 

one really wanted to hang out much after class but a few of us would go to the gym to 

play basketball. If there was more time built in then we could develop those ties more. 

The way the program is set up it could influence how much of an effect your peers have 

on your experience. It was good that the teacher structured the class so that we worked in 

groups because we were able to help each other and learn from one another.” 

Relationships. “The program did not allow for breaks and so it limited the 

possibility of relationships. The teacher assigned different presentations and group 

activities so the structure promoted relationships. The way the classes met one right after 
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the other did not allow for much time to socialize between classes. Everyone helps out 

each other and the teacher used a lot of group work which was good. The class had a 

good relationship with the teacher too because he was willing to take a lot of questions 

until everyone understood. If the program was longer then perhaps the teacher would 

have felt more comfortable and been less tense about covering so much material in a 

short period and then her relationship with the class could have been better.” 

Campus Environment. “The program structure sets out the rules that regulate the 

campus environment. Students have a dress code and the schedule of classes kind of 

determines the flow of everything that happens. Those rules affect the environment and 

determine the way the campus feels. A friend of mine was a work scholar during the 

summer program and so her tuition was paid because she worked to clean the classrooms. 

The rooms were always clean and well-stocked for classes. That was not always the case 

during the regular semesters. The cost of the program affects the environment as well 

because a lot of us were stressed because we did not have a book and that affected the 

environment.” 

Growth. “I think that if the classes were shorter and the program longer then I 

could have learned better and grown more as a result. For me, the accelerated program 

helped me to learn. The program structure does influence growth because the rules that I 

had to live with while I was in sixth form kind of prepared me for work. I still have to 

abide by rules now because I work in a bank and there are clear expectations set. The 

rules of the school during the program helped us grow because it helped us understand 

that we were part of a community and we had responsibilities to the community and not 
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just to ourselves. That helps us when we move into the working world. Because the class 

was so short you had to really step up your commitment and not lose focus. I grew more 

in my understanding of math that summer than I did in four years of math in high 

school.” 

Emotions. “The length of the classes and the way the teachers sometimes teach 

can affect you emotionally. The structure of the course was well organized in the course 

outline so we knew before hand what to expect and so there were no surprises. I could 

relax because I knew the teacher was not going to try and surprise us with an assignment 

out of nowhere. The program had two hour classes and since I had two classes a day I 

was left physically and mentally exhausted at the end of my second class. I didn’t like 

that the program took away a big part of my summer but I did like the accelerated aspect 

of the courses. A lot of the frustrations that I had were related to the program structure. 

The classes were too long, the books were too expensive, and the teachers taught things I 

already knew. It was very frustrating.” 

 

Peer Impact Influences… 

 The Summer Development Program students identified Peer Impact as a 

secondary driver in their system as shown in Illustration 4.04. Peer Impact had a direct 

influence on five of the seven other elements in the system. 

 
 
 
 
 
 



181 
 

Illustration 4.04:  Peer Impact 
 

 

Purpose. “My peers had an effect on my purpose because I realized that I was not 

the only one missing out on part of my summer. As I felt more comfortable, my purpose 

for being there became more of my own choosing. I spoke with some of my friends 

before the summer class and they said they would take summer classes too. That 

motivated me and made me feel like maybe I should go ahead and sign up. Past students 

gave me great reviews about SJCJC and this had an influence on my decision to enroll in 

the SDP. My mom was the reason I signed up for the classes but it was my friends that 

kept me going. We turned it into a fun thing where we competed for the best grades and 

saw it as a chance to meet girls before the whole school arrived in August.” 

Relationships. “Throughout my experience at St. John’s I had friends that were 

committed to helping each other out and making sure that we passed together. Nobody 

wanted to see anyone left behind. It was kind of a family atmosphere and was similar to 
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high school in that way. Some past students would give you heads up on what classes to 

take depending on a certain teacher. Because my classmates were always willing to help 

and everyone wanted to see everyone else do well then we developed a tight bond. Your 

friends can feel when tension is around and they can help guide who you do or do not 

interact with. Your friends can push you to build a relationship with the teacher or they 

can say that she does not care and so do not bother with her.” 

Campus Environment. “Peer impact affects the campus environment because 

depending on one’s peers people behave differently in the classroom, student center, or 

café. One’s peers can determine where interaction occurs. My peers and many groups 

preferred hanging around in the café and we made it a popular hangout spot. My peers 

told me all about all the mosquitoes on campus, the iguanas you find laying about and the 

occasional floods during the rainy season. The students are the ones that make up the 

school and make the school active. Without the students you only have buildings. The 

students give the campus life.” 

Growth. “Peer impact affects growth because people who are lonely may miss 

out on social development and interaction and they may miss out on an opportunity 

making academic work easier by sharing ideas and answers. Learning to deal with others 

is a part of growth. Your peers help you to change and help you to become more 

studious. In the wider sense and not just in the subject, my peers helped me to grow by 

helping me to meet new people. My friends and classmates always have a way to boost 

my spirit and with the summer classes they really lifted me up, made me feel good, and 

inspired me. Having your friends in the same class can be a nice distraction. It can also be 
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detrimental. My grandfather used to say, ‘Show me your friends and I will tell you who 

you are.’” 

Emotions. “Peers can have an effect on your emotions. If you have friends they 

can make you happy because you feel included. If you do not have friends it is easy to 

feel lonely and left out which only makes it that much harder to be successful in school. I 

met new friends during the summer class and reunited with old friends and that was 

awesome. It made it comfortable even though it was a new school. My study partners 

helped to deal with stress and frustration so that we could have fun while we helped each 

other learn. The girls in the class were a lot of scenery (meaning drama) and so there was 

always something going on that made the class fun. Students can help out their peers a 

lot; they can motivate you to pass. It helped me a lot because when I see my friends doing 

well then I also want to do well. Your classmates can bring you excitement and 

motivation to come to class or they could contribute to a decision to drop out if they 

distract you from learning. 

 

Relationships Influences… 

 The Summer Development Program students identified Relationships as a 

secondary outcome in their system as shown in Illustration 4.05. Relationships had a 

direct influence on three of the seven other elements in the system. 
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Illustration 4.05:  Relationships 
 

 

 
Campus Environment. “The relationships with other students and teachers have 

a lot to do with the campus environment and how much you might enjoy the experience. 

If the relationships are horrible then your whole mindset about the class will be bad. If 

there are people fighting around campus and there is a tone of hatred then your 

relationships with teachers and other students will be affected. The student center is a 

place where you can meet with your friends, bond, and build relationships. The way the 

campus looks and the places for students to meet encourage the building of relationships 

between students. The relationships with teachers and other students made the 

environment better.” 

Growth. “Relationships clearly affect growth because it is through the building of 

relationships that we grow as individuals. God puts people in our lives to teach us 
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something and because we have something to teach them. In school we learn to deal with 

different teachers and different students. You learn to accept different ways of thinking 

and all that helps you grow. Growth helps you create new relationships because you 

become more mature, you change, and you seek out new friends or contacts. We build 

relationships and we grow together in terms of knowledge but we also are open to 

different relationships because we have grown. The more I grew the more I was able to 

accept people for who they were. I learned to accept that there were guys in the 

classroom and that I could form relationships with them as well. A poor relationship with 

my lecturer led me to grow as a student in terms of how I communicated with my future 

teachers.” 

Emotions. “Relationships affect emotions because depending how people behave 

towards you can affect the way you feel and think. Relationships can make you feel sad, 

happy, angry or neutral etc. For example if a teacher picks on you constantly you may 

feel angry or sad and you may have fear or lose interest in the class. Once you make 

friends or get on well with teachers then you will feel better about your whole experience 

in the college. Sometimes you have a challenge and you are struggling with a particular 

problem. You might reach out to someone else and that creates an opportunity to build a 

relationship. Most of my peers had to enroll in the same SDP program so that made me 

feel more comfortable knowing that I would have my close peers around. If you have 

good relationships with the teacher then you will be happier. My friends shared the same 

emotions or frustrations and so we could share in the struggle. If I did not have those 

relationships then maybe the frustrations would have caused me to not want to continue. 
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Campus Environment Influences… 

 The Summer Development Program students identified Campus Environment as a 

secondary outcome in their system as shown in Illustration 4.06. Campus Environment 

had a direct influence on three of the seven other elements in the system. 

 
Illustration 4.06:  Campus Environment 

 

 

 
Teacher Impact. “I was able to work well in my environment because the school 

is kept up well although there were minor distractions such as the mosquitoes and flooded 

walkways. The teachers are able to do their jobs because the environment is secure and 

comfortable. We had to show our IDs at the gate so I knew the college was a safe place 

even though sometimes a student might get jacked walking to school or walking home. 

The classrooms were comfortable so long as there was a little breeze coming through the 

windows. The teachers are in the same classrooms we are in and they need to be 
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comfortable to do their jobs just like we need to be comfortable to focus and learn. The 

mosquitoes definitely limited learning.” 

Growth. “Despite the challenges, I found the campus to be a good learning 

environment. There were several different lounging areas on the campus that provided 

great study and hang out areas. The whole experience in the new environment helped me 

grow in terms of being more open and willing to stand up for myself. Learning has a lot 

to do with your environment. If everything is organized then people will want to learn 

and their interest will be piqued. We pay a lot to go to the college so we expect it to be a 

good environment. If the campus is nice then it makes me want to be more a part of the 

school and it makes me want to do better. It makes me more proud to say I am a graduate 

of that school. The campus environment affects the academic growth because if there are 

not sufficient materials then it would be hard for people to learn. Also depending on the 

sanitation and cleanliness of areas such as garbage disposal or the trimming of the grass 

and filling of swamps can bring insects and diseases affecting one’s concentration.”  

Emotions. “I was excited to be moving on to sixth form. I had fear related to the 

teacher, joy about meeting lots of new people, and was overwhelmed at times by my 

exposure to this new environment. The rooms were hot and the mosquitoes did not really 

put you in the right state of mind for studying. I was excited because I knew I was going 

to become a part of a prestigious institution. I was happy to be a part of that. When the 

campus is clean it makes you feel good and makes you feel welcome. For me, the 

experience brought forth a lot of emotions. Being scared and then getting into a comfort 

zone. The mosquitoes can really stress you out and make you angry at times. Campus 
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environment affects emotions because the facilities can put you in the right frame of mind 

for learning or they can make you angry enough that you want to drop out.” 

 
Growth Influences… 

 The Summer Development Program students identified Growth as a secondary 

outcome in their system as shown in Illustration 4.07. Campus Environment had a direct 

influence on one of the seven other elements in the system. 

 

Illustration 4.07:  Growth 

 

 

 
Emotions. “At the end of the course I realized how this program had helped me 

and I felt happy and proud. The more that I grew into being comfortable the more settled 

I became and the more I liked the experience. When you get that feeling that you have 
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learned something useful and have grown as a person it is a feeling like no other. 

Whether its academics or life, growth is not easy. Sometimes you have to go through the 

pain before you can feel the joy. I did not allow the negative emotions I had at times to 

deter me from doing well enough to continue on in sixth form.” 

System Influence Diagram (SID) 

The System Influence Diagram (SID) is a visual representation of the cause and 

effect relationships between the eight affinities that capture the experience the students in 

the Sumer Development Program. The affinity relationships were identified in the 

Interrelationship Diagram (IRD) (see Tables 4.05 and 4.06). The SID was created with 

Inspiration® software to represent the relative positions of the affinities as outlined in the 

Tentative SID Assignment Chart (see Table 4.07). The investigator began by placing the 

affinities on the screen with drivers to the left and outcomes to the right. The affinity 

names were placed into squares and the investigator drew arrows between each affinity to 

denote the direction of the relationship as represented in the IRD.  

The first version of the SID is referred to as cluttered because it contains all of the 

affinity relationships identified by the SDP Student Composite IRD (Tables 4.05 and 

4.06). The affinity relationships were drawn with the arrows. The result was a Cluttered 

SID shown below in Illustration 4.08. Two arrows in the Composite Cluttered SID are 

highlighted in burnt orange because they are recursive (Peer Impact → Purpose; Campus 

Environment → Teacher Impact). A recursive arrow is one that indicates a relationship in 

the opposite direction of the system’s natural flow. When working to remove redundant 
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links in the system, these recursive arrows were initially ignored (Northcutt & McCoy, 

182). 

Composite Cluttered SID. 

Illustration 4.08:  SDP Student Experience (Composite Cluttered SID) 
 
 

 
 
 

Composite Uncluttered SID. 

 The Cluttered SID was difficult to interpret. To remedy this, redundant links 

were removed and a simplified system representation was created. The resulting 

Uncluttered SID is shown in Illustration 4.09. 
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Illustration 4.09:  SDP Student Experience (Composite Uncluttered SID) 
 
 

 
 
 

 The investigator then examined the conflicting affinity relationships that were not 

used in the Interrelationship Diagram (IRD) to create the System Influence Diagram 

(SID). Table 4.04 showed there was a conflict with the following affinities:    

• 1 > 2 and 1 < 2      (1 = Campus Environment; 2 = Teacher Impact) 

• 1 > 7 and 1 < 7      (1 = Campus Environment; 7 = Relationships) 

• 2 > 4 and 2 < 4      (2 = Teacher Impact; 4 = Program Structure) 

• 5 > 6 and 5 < 6      (5 = Emotions; 6 = Growth) 

• 5 > 8 and 5 < 8      (5 = Emotions; 8 = Purpose) 

Since the IRD only allowed for one possibility, the affinity relationship with the 

highest frequency was selected. To resolve the conflict, the investigator examined the 

affinity relationships that were not used (1 <  2, 1  >  7, 2  <  4, 5  >  6, 5  >  8). These 
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relationships (represented by green dashed arrows) were added to the Uncluttered SID as 

shown in Illustration 4.10.  

Illustration 4.10:  SDP Students Composite Uncluttered SID with Conflicting  
       Affinity Relationships 

 
 

 

 
After the arrows depicting affinity relationship conflicts were added, the 

investigator examined the system to identify and remove redundant arrows. As a result, 

the investigator eliminated the arrows from Campus Environment to Teacher Impact, 

Campus Environment to Relationships, Peer Impact to Purpose, Program Structure to 

Teacher Impact, and Teacher Impact to Campus Environment. The double-headed arrow 

suggests another element in the loop. In order to reconcile the conflicting double-headed 

arrow relationship between Growth and Emotions, the investigator added Campus 

Environment into this loop because it is one delta earlier in the system (Northcutt & 
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McCoy, 2004). Next, the investigator created another Uncluttered SID with redundant 

back arrows removed and conflicting double-headed arrows reconciled (Illustration 4.11). 

 
Illustration 4.11:  SDP Students Composite Uncluttered SID after Back-arrow  

       Removal and Reconciling Double-Headed Arrow 
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Illustration 4.12:  SDP Students Composite Clean SID  
 
 

 

 
 A description of the system is explained in Chapter Five. The next section of 

Chapter Four will reveal the axial and theoretical coding data for faculty members’ 

experience of the Summer Development Program.  

 

Summer Development Program Faculty – Research Question #4 
 

Axial Coding Summary 

The Summer Development Program faculty identified eight affinities (themes) 

from the focus group:  Pedagogical Approaches, Student Impact, Program Structure, 

Emotions, Growth, Life Management, Relationships, and Purpose. SDP students 

provided the following descriptions of the eight affinities: 

Pedagogical approaches describes particular strategies utilized by faculty in the 
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Summer Development Program.  

Student impact describes the knowledge, skills, behaviors, and attitudes of SDP 

students as perceived by the faculty teaching in the SDP.  

Program structure describes aspects of the program design that had an effect on 

the experience of faculty in the SDP. Program structure includes the five-week duration 

of the course, the four-days per week (Monday-Thursday) and the two-hour class 

sessions. This theme also includes the cost of the program (tuition, fees, and books).  

Emotions describes the positive, negative, and neutral reactions of faculty in the 

SDP from the time the faculty member made a decision to teach in the program through 

to the last day of classes. 

Growth describes learning that occurred for faculty as a result of teaching in the 

SDP. Growth includes all the ways the faculty member grew as a professional and as an 

individual.  

Life management describes the ways in which life outside of participation in the 

SDP had an effect on the faculty member. This theme recognizes that the profession of 

teaching does not exist in a vacuum and faculty members often have to make choices 

about how to manage their lives around their chosen vocation.  

Relationships describes interactions with colleagues and students in the program.  

Purpose describes the internal motivation of the faculty member to teach in the 

SDP.  

The following section is a composite description of the eight affinities based on 

quotes obtained from all faculty interviews. This section addressed research question 
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number four:  What are SDP faculty member perceptions of the program? 

 
Pedagogical Approaches.  

The faculty identified pedagogical approaches as a component of their experience 

teaching in the Summer Development Program (SDP). Pedagogical approaches describes 

particular teaching strategies utilized by faculty in the SDP. The particular strategies 

described by faculty in the SDP included a variety of interactive and participative learner-

centered approaches. Faculty also highlighted the value of one-on-one approaches, 

empowering the students to take an active role in their education, and working with their 

colleagues to structure the course, focus the content, coordinate the assessments, and 

develop necessary resources.  

I had to draw on my entire bag of tricks. The SDP faculty identified the need to 

employee a variety of learner-centered strategies. “I found that students would get bored 

easily with just ‘chalk and talk’ or the standard lecture method so I used a variety of 

pedagogical approaches. I had to draw on my entire bag of tricks to get students to 

participate. It was fun in a sense because the students were open and receptive. I taught 

the class in an interactive way requiring the students to do most of the work. I did use 

some lecture because a lot of explanation was required to set a level foundation for 

everyone but we also had group discussions and presentations at the end of each unit. The 

group work allowed students to solve the more challenging problems together and share 

their thoughts and explanations with the class. By working with other students they saw 

different perspectives on how to solve problems and they learned from each other. I used 

paired work or group work because that is what works well in these classes. I matched 
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stronger students with weaker students, let the students do peer review of each other’s 

work and used oral presentations. I used class discussions so as to hear the students using 

the language. I also challenged the students by having them prepare skits for presentation 

with limited time to prepare. Keeping students totally involved was a major strategy. I 

organized games with the students as a way to review for tests. Though it was difficult in 

the beginning they eventually forgot how cool they were, enjoyed learning by playing, 

and it went well.” 

Every student is a sacred trust. The SDP faculty identified the need to provided 

one-on-one support to students. “I gave several exercises for students to work on alone 

and that provided me an opportunity to help students one-on-one. This was especially 

helpful for students who did not like to ask questions in a large group setting because 

they could ask their questions more privately. I also found that I had to do a lot of guided 

tutorials. Some of the students had challenges with basic grammar and sentence structure 

so I designed extra take-home worksheets in order to bridge a big gap between the 

extremely weak students and the students that were only slightly unprepared for the 

college-level English. The length of the classes was quite long and so I made use of 

multiple activities. I led oral explanations of the concepts and gave out samples as 

models. I used literary circles, group work, peer-review, peer-editing, oral presentations, 

essays, in-class assignments, quizzes, and we even took a field trip to a poetry night at a 

local night spot. I incorporated the portfolio method and saw that students were very 

creative and artistic in designing their portfolios and took great pride in them. I see 

myself as the facilitator of the learning process. I keep in mind what I once heard from an 
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old Jesuit priest, ‘Every student is a sacred trust.’ I develop a rapport with the students to 

enable them to feel that we are one in education. My students gradually come to the 

realization from my words and deeds that I care about them and that and my soul 

objective is to help them succeed in whatever they it is that they want to do in life. I think 

of my approach as student-centered and I see myself as the facilitator of the learning 

process. The class was very participative and there was a lot of interaction. I would cover 

an aspect of grammar to start the class, we would have discussion and questions and 

answers; there was lots of communication and we shared ideas. The nature of the course 

required hands-on, practical use of the computer and so students were actively engaged 

throughout the entire course. I also did a lot of modeling, hoping that students would 

adapt the techniques I tried to demonstrate.”  

We share class time equally. The SDP faculty identified the importance of 

empowering students to take an active role in their education. “I think the class was 

successful in terms of preparing the students for the grammar of college level Spanish but 

it also prepared them for the type of participation that would be expected of them at the 

junior college level. The two hour class was right up my alley. It allowed me to actually 

encourage a whole lot more interaction in class. Students always try to take the class on 

tangents and this allowed me to tolerate that a bit and bring it back to enrich the class. My 

pedagogy, whatever it is, is that we share class time equally. I always warn the students 

that if I have talked for 10 minutes without a break then it is time to signal time up 

because it is too one way. Students love that and they could call time up on anyone that 

spoke for more than ten minutes. Generally we never really went past four minutes so it 
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was definitely not a lecture format. There were lots of discussion and lots of stimulus 

questions. Students were expected to do research preparation and come into class totally 

prepared. The two hour time frame for the course allowed my normal pedagogical 

approaches to be employed. What we ended up doing was three 40-minute workshops 

during each class session. The whole approach is to get students to talk to each other, 

learn from each other, and interact with the material I present from a critical perspective. 

I encourage them not to just accept what I present but to explore it, tear into it and 

determine if it makes sense to them. I encouraged them to question the material. 

Whenever possible I engaged the class in Spanish conversation about all different 

contemporary issues or other things that were on their minds and that they wanted to 

speak about. I think that helped to keep the students interest while at the same time it 

encouraged the students to try and use new vocabulary. It also gave me an opportunity to 

praise them on their use of the language and to make minor corrections here and there. I 

did not always point out their mistakes because I wanted to encourage them to explore 

the language and do their best. Some students were further along than others and so I 

celebrated their accomplishments on an individual basis.”  

I wondered if students actually got it. The SDP faculty worked together to plan 

student assessment based on the needs of the students. “Because of the time span for the 

summer program, you have to make sure that at the end of the day the students 

understand the material covered. The best way to do that is to quiz the students on what 

was covered the previous day and based on that you know what to go back and review. I 

assigned an initial writing activity which allowed me to gauge ability in the class and that 
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helped guide the course based on the needs of the students. Because of the two hours per 

day and four days per week, you had to stay on the balls of your feet. You had to also 

give feedback quickly and return graded papers within 24 hours or sooner if possible. I 

tried to distinguish between what was covered and what was learned and by getting 

students feedback quickly and I think that was successful. The outline was a guide but 

was not set in stone. We built on what was learned. Sometimes I wondered if students 

actually got it. The students had daily homework and the homework questions were on 

the quizzes. The homework was always reviewed before the quizzes so problems were 

addressed before the quizzes. The tests were offered weekly. Students were also graded 

on class work where they worked in pairs to solve problems. The difference between 

approaches in the summer program and the regular semester was that I did not give 

weekly tests in the regular semester but rather unit tests. The weekly tests during the 

summer allowed me to break up the material into smaller pieces and to get students more 

regular feedback on their progress in the course.” 

We did not have too much time at all. The SDP faculty worked together to 

structure and focus the content of the course. “My class was very structured and I kept a 

clock on my desk to make sure that time was used in the most effective way. The teachers 

got together and we planned carefully, kept students on task, mixed lecture with 

activities, seat work, and breaks while constantly thinking about what would be the best 

assessments. Each day I wrote the outline for the day’s class on the board and that helped 

me and the students to stay on track. I would check off objectives as we finished them 

and we would go through a revision at the end of each class. I had to adopt a more formal 
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style in terms of sticking to a schedule. I wanted the course and my teaching style to be a 

model of what they were going to encounter in sixth form. I kept the course organized 

and taught by example to show the students what to expect from their time at SJC. I 

found that I had to prioritize content and activities because of the limited time and I could 

not teach all the things that I would cover in a traditional semester. Some of the students 

had two or even three classes during the summer session and so many of them must have 

struggled to find enough time to complete their homework. We did not have too much 

time at all and I ended up focusing primarily on topic sentences and introductory 

paragraphs because I felt those were the most important skills they needed.” 

We did not have to reinvent the wheel. The SDP faculty worked together to 

develop resources for their courses. “We decided from the beginning that you could not 

take a study skills course out of a life goals context. The approach we took was that we 

had to find out where students wanted to go in life and then we needed to back up from 

there. How can study skills help you now and what do you need to do individually in 

order to get to where you want to go? One strategy I employed in the summer session is 

what I call my cheat sheets. At the beginning of each long semester I would assign a list 

of vocabulary words that typically appear in essay questions and ask the students to find 

the definitions of these words. Words like analyze, discuss, compare, contrast, interpret, 

estimate, defend, argue, etc. I would also ask them to find questions that had these words 

in them and explain what is expected of them from the particular question. In the summer 

semester, I did not have the luxury of time, so I would pass out cheat sheets with these 

words already defined and with specific examples. The only task the student would have 
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then is to study them and employ them in course work. I also gave the students lots of 

handouts with notes. I taught Functional Spanish and when teaching a foreign language 

the textbook and different resources are critically important. An appropriate textbook was 

difficult to find so I worked with the other Spanish teacher and we compiled a book for 

students to use. I organized a variety of exercises for the students to do as homework and 

we would review that material at the start of the next class. Because of the short time in 

the program I worked with other teachers of English to organize a booklet to use in the 

class as a way of focusing our efforts. We did not have to reinvent the wheel because 

previous teachers had done s lot of work to compile resources that had proven useful to 

the students.”  

 “When I taught the class in the summer of 2005 I was able to co-develop the 

course with another teacher and I think that the work that we did together was a much 

better product for the students. We were able to use my previous experience and the 

expertise of the other teacher who had lots of her own experience to improve the course. I 

worked with other English lecturers to standardize the content and the assessments. It 

helped that we restructured the course and we had a high success rate and reduced the 

number of fundamental English classes in the fall semester. The first challenge that we 

had to get over was that the class was from 8:00-10:00am and many students see a two-

hour block of time as impossible and think that starting at 8:00 is not important. My goal 

was that by day three of week one to have the students understand and to meet my 

objective that we are going to start the class at 8:00am. For the first three days we went 

through a kind of an attitude readjustment. Everybody who was in class at 8:00 got an 
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extra point. We also had one quiz a week and students knew that the quiz was given at 

8:05. Because they were very competitive about quizzes, they would at least be there by 

five minutes after eight. Starting in the second I week I also started to offer two 

attendance points for students that arrived five minutes before the start of class. One of 

the things that each student had to develop was a personal improvement plan (PIMP) and 

a couple of them had to work on punctuality. The PIMPs became a group effort and the 

students had to share their plans and ask for support. The ones who had difficulty getting 

to class on time and flunking there quizzes, then the others were encouraging them. What 

I tried to do was to get the students to see the study skills class as a group of interrelated 

components that would improve them as students and as people. I do not think I totally 

achieved that but I think some of the students saw that as the direction we were headed.” 

 
Student Impact. 

The faculty identified student impact as a component of their experience teaching 

in the Summer Development Program (SDP). Student impact describes the knowledge, 

skills, behaviors, and attitudes of SDP students as perceived by the faculty teaching in the 

program. As described by the faculty, student impact included a lack of motivation by 

students to participate in the program, the effect of co-educational classrooms, student 

passivity and a reservation to participate in class activities, a diversity of abilities, and 

discipline issues. 

They came in with kind of a rotten attitude. The Summer Development 

Program faculty identified a lack of motivation among the students as component of 

student impact. “The students coming into the Summer Development Program were fresh 
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out of high school and several of them came in with kind of a rotten attitude about having 

to attend summer school. Several of them were unsure about why they had to enroll in 

summer classes and seemed not to understand how the decision was made to place them 

in the program. The reality was that most of the students simply did not want to be there 

and the challenge was to not allow that attitude to be projected in the course. I dealt with 

this attitude early by addressing it and establishing clear expectations. This set the tone 

for the rest of the program. One student was having trouble at home so he had an attitude 

but it was not an attitude toward the course but an attitude toward the world. I had to drop 

him from the course because he had just missed too many classes. Another student was 

totally unfocussed. He was in summer school because they told him he had to go. The 

one benefit he saw from summer school was that there were girls. He would sit by the 

door and look at the girls as they passed in the hallway. This was also the student who did 

a book review of a coloring book.”  

 “Some students were in the class simply because it was required by the school or 

their parents insisted that they enroll. I experienced some behavioral problems that 

needed to be addressed but I think they may have been rooted in the students’ attitude. 

Many of the students felt as though they were forced to be in the classroom and they did 

not want to be there. I believe that when students hear the word ‘summer’ they get into a 

summer mentality and they come to school totally unprepared. Because the sessions are 

so long, once an hour has passed they are relaxed, dazed, and tired. There was a lot of 

adaptability because the students in the program brought a unique challenge in terms of 

motivation and an ability to grasp the material. I taught study skills and I found that it 
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was a challenging course because students do not always see how it is readily applicable. 

It was hard to get them excited about note taking so I had to do a lot to get the students to 

appreciate the importance of the course. Some students had the attitude that it is summer 

and they do not need to work. The teacher has to address that attitude in the beginning to 

make sure the students understand that there is plenty to do and that there are real 

consequences if students fail. Most are there to just get that certification while putting the 

least effort into doing so. To be fair, there were actually two groups of students. One 

group was wanting in terms of motivation and did not really know why they were there. 

They had a difficult time transitioning to junior college life and its rigors. But there was 

another group that was excited about the opportunity to come to SJC and saw it as an 

opportunity to grow. So it was a challenge to merge students coming from different 

places with different attitudes while also trying to do the extra things to motivate students 

that needed extra stimulation.” 

 They seemed a little shy and withdrawn. The Summer Development Program 

faculty identified student passivity and a reservation to participate in class activities as a 

component of student impact. “When the class began and students were just meeting each 

other and just meeting me, the students really held back. The seemed a little shy and a 

little withdrawn. That concerned me a great deal because the course I teach depends on 

the students’ willingness to participate and share. Students do not want to come to 

summer school in the first place so it was like pulling teeth to get them to participate in 

class. Student participation is key and the students play an important role, especially in a 

language class because we need to converse with each other. When students are not 
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interested this has an immediate impact and as a teacher changing students’ attitude was 

something I had to address right away. The reality is that many of our students do not 

have a high school experience that is participative and interactive. Their educational 

experience is one predominately characterized by the expert teacher lecturing at the front 

of the class and asking for very little feedback from the students. Even if they know they 

need the support, most students do not want to be taking classes during the summer. 

Some students displayed genuine interest to succeed and excel in the program while 

others were apathetic and mediocre in their approach to and performance in the class. 

Delivering to the latter group and trying to motivate them was indeed the most 

challenging task of the program. What was really helpful that summer was actually 

totally unplanned. Students like to hang out along the walls of the classroom and not 

participate but that summer we had so many mosquitoes living on the wall that all of the 

students were migrating toward the center of the classroom to get away from the 

mosquitoes. I found that student interest in the subject was pretty low. To a certain extent 

it is a cultural thing in that Belize City students just do not have much of an interest in 

learning Spanish. It takes a toll on me because I have to help them develop an interest for 

the subject in just five weeks; this resistance is a major hurdle to overcome.” 

I was surprised at how low the standard had fallen. The Summer Development 

Program faculty identified a diversity of abilities among the students as a component of 

student impact. “A great challenge to teaching in the SDP is that there was a wide range 

of abilities that the students showed up with on day one. The students came from several 

different high schools and the academic rigor of their high school programs vary greatly. 



207 
 

For the teacher in the classroom, this makes teaching extremely difficult. Once I 

identified their strengths and weaknesses I was able to adjust the syllabus and tailor it to 

meet the needs of the particular students. I teach Spanish and most of my students walked 

in voicing that they could not speak the language because they did not feel as though they 

really learned anything in their high school Spanish class. On the other hand, I had some 

very bright students that had a good command of the language and I was not sure why 

some of the brighter students even had to take the course. They did not seem to know 

either. One girl from Cayo knew a lot of Spanish and she participated more than the 

others. She also helped a lot of other students so it was good that she was there but she 

probably could have been exempted. There needs to be a closer selection of the students 

in order to place them into different levels of English classes because the students arrive 

with different levels of English abilities when it comes to writing. Having one class for 

students with lots of different abilities creates a challenge and so it would be more 

effective if there was more work done at the beginning to assess students and place them 

in different levels of fundamental English. This is based on the notion of meeting 

students where they are rather than forcing the student to meet us where we are. Students 

are coming from different high schools and their grades mean different things so it is 

tough to figure out where students are unless we offer our own placement test.”  

 “The major challenge though is the influence of the Creole language. The range 

of abilities in English has to do with how much emphasis is placed on the use of English 

in the home and in the high school the student comes from. I think that our Creole 

language makes it very difficult for students to learn English. Students are asked to write 
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English but really need to be taught English as a second language. I also find that many 

of our students are using text messaging vocabulary or online chatting language in their 

academic papers and seem not to understand that there is a place for shorthand but 

academic writing is not that place. About 50 percent of the students lacked a background 

of intensity in terms of academic rigor and their mixed abilities makes it difficult at times 

to teach the class. I had to motivate one group with encouragement while trying to keep 

the others from becoming bored with the subject matter. I think this forced me to examine 

my skills as a teacher and also forced me to be diverse in the way I presented the 

material. The education system seems to be failing as these students come in with very 

limited knowledge of the subject at hand. I was surprised at how low the standard has 

fallen.” 

They have an ‘I don't give a damn!’ attitude. The Summer Development 

Program faculty identified discipline issues as a component of student impact. “I did have 

a discipline problem that emerged from the students’ resistance to establishing clear 

expectations and sticking to them. The behavior and attitudes of the students has changed 

very much within the last five years and because of this, it has become more difficult to 

impart knowledge to these students. They have an ‘I don't give a damn!’ attitude and it is 

only a few who truly want to learn.”  

 “The students displayed a negative behavior during the first two weeks but 

managed to be more positive after and enjoyed their presentations and were willing to 

speak out and participate after having discussed the many opportunities that learning a 

second language would bring if they put all their enthusiasm into the course. I saw a 
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complete change in the students’ attitude after I spoke to them and told them that not 

everyone can be outstanding but everybody can learn. Positive reinforcement helped a 

lot. In all my years of teaching in the summer program, I never experienced behavioral 

issues from the students. We had mutual respect in teacher/student relationships and it 

was always a pleasant experience. I am sure that a great percentage of the class was 

interested in learning and their behavior demonstrated that attitude. You have to 

appreciate students the way they are. You have to walk in the class with an open mind 

and realize that students have different issues. Truth be told, you cannot fix all those 

issues. But if you can appreciate where students are coming from and to a certain extent 

accept what they have then you can go from there. As long as the students are willing to 

work, I am willing to work. We are going to accept each other the way we are. The 

majority of the students were very willing to work and complete the course goals, 

objectives and assignments. They all seemed to want to pass and they did their best to 

complete their assigned tasks, be punctual, be mannerly and participate.” 

Boys will be boys. The Summer Development Program faculty identified gender 

issues in the co-educational classroom as a component of student impact. “There were a 

limited number of males and so there were also fewer behavioral problems that you might 

see during a regular semester. I experienced some behavioral problems with the male 

students who tended to be more disrespectful to each other. They were interacting with 

more students from diverse group and from different single-sex and co-ed high schools 

and they wanted to get to know each other. As a result, there tended to be disruptions 

until I had an ice breaker and had them introduce themselves to each other. I was also 
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impacted by students from Saint Catherine’s whose writing always stood out. The girls 

always seem to be better writers than the boys. I found that the boys were too relaxed and 

too laid back. It was worrisome to me that they were not using the opportunities available 

to them. They had an opportunity to use their summer to get a jump start on their junior 

college career but they seemed not to care. Some male students did better than others. 

Some were bright but others were just wasting their time. Boys will be boys and they did 

like to tell their jokes. Graduating from fourth form is a very big accomplishment for 

many of our young people given what they are up against and the scarcity of opportunity 

even at the secondary level. It is understandable that they would want to celebrate that 

milestone and that they would be restless having just come out of CXC exams. Because I 

was used to females I knew how to approach them. The girls tried but some of them 

missed classes and I had to warn them about absences and how they can be dropped from 

the class. As the days went on the students got more and more comfortable and they 

began to mingle with each other more before and after class. They became more 

confident to share in class and to take more chances with the language. It was great when 

a student was struggling to find a word and then another student would throw out a 

helpful word or phrase. That was when I felt that we had really come together as a class. I 

teach in the high school division at SJC and I enjoyed the fact that the students were very 

respectful and more mature than the high school boys I normally teach. Behavior wise 

they were good and they were willing. When they were placed into groups they discussed 

what was assigned and did not play around like the high school boys. There was also a 

significant gender imbalance with more women than men. The females tend to be much 
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more involved in class than in the males. It is the same in the regular semester so it 

should not be a surprise but this is a reality of the class dynamic.” 

 
Program Structure. 

The faculty identified program structure as a component of their experience 

teaching in the Summer Development Program (SDP). Program structure describes 

aspects of the program design that had an effect on the experience of faculty in the SDP. 

As described by the faculty, program structure includes the five-week duration of the 

program, the four-days per week (Monday-Thursday) schedule, the two-hour class 

sessions, and the cost of the program for students (tuition, fees, and books).  

Teachers and students have a short attention span. The Summer Development 

Program faculty identified the five-week duration of the program as a component of 

program structure. “I am of two minds when it comes to the Summer Development 

Program because five weeks is a bit short for a student to get anything done. But 

depending on the class, that time period can be very helpful. I have to say that my 

experiences teaching in the program have been very successful. It depends on how well 

you set the pace in the class from the very beginning. I like teaching in the summer 

because it is a five-week program. It works because there is no dragging out of the 

curriculum. You have to stay focused everyday and this makes a difference because the 

students remain more committed. I know there is some difference of opinion but I do not 

think that a five-week program takes away from the quality of the learning. The structure 

of the program made the syllabus intense and required discipline from both students and 

teacher to accomplish the goals of the course. As the instructor, I welcomed the 
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compactness of the time frame because I discovered that my energy and enthusiasm was 

sustained throughout the time. This is opposed to the sixteen-week semesters when after 

the first half of the term I would normally begin to experience burnout. The program 

design seemed quite suitable to meet the goals and objectives of the program. The 

schedule seemed adequate and realistic to match the intentions of the program. The five 

weeks is good because we teachers and the students have a short attention span. I covered 

what I planned but six weeks would have certainly allowed me to do more and would 

have been better. Some courses are well-suited for summer but other courses will find 

that a five-week program is just too short. For the Algebra classes I found the program 

structure was difficult to deal with. I found that with Algebra the pace was fast and 

students did not always have time to get the extra help that would have been required for 

them to be successful, and it was hard to digest the material overnight and be ready for 

the class the following morning. Students may have been cheated out of some of the 

value of the class because on some occasions it was virtually impossible to complete the 

syllabus because of time constraints. If the classes could have been every other day for a 

few more weeks, it would have had a greater impact on the students and none of us would 

have felt rushed or pressured.” 

The students were a bit fidgety at the end. The Summer Development Program 

faculty identified the four days per week schedule as a component of program structure. 

“When I teach in the regular school year my classes are on a Monday-Wednesday-Friday 

or a Tuesday-Thursday rotation so the four days per week was something new. I found 

that I had to be even better prepared than normal because the class moved so quickly. I 
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thought that the students would have had more trouble with this schedule but in the end I 

think they did well. The Monday to Thursday schedule worked because we had a good 

rest on the weekend and students had time to catch up if they needed to. I think the 

structure would have been more effective if it would have been five days a week for four 

weeks. By the last week the students got restless. It would have been compact but I 

noticed that the students were a bit fidgety at the end because as high school students they 

were used to their holiday time and they were anxious to get in a break before the start of 

the new school year. I teach in the high school during the year and I have heard the junior 

college faculty say that the summer students have trouble with the back-to-back classes in 

the program but I do not think that the four days a week is a challenge for them because 

in high school they have classes five days a week. I would recommend a Monday-

Wednesday-Friday schedule for seven or eight weeks instead of the Monday through 

Thursday schedule for five weeks because this would give more time to prepare, 

recharge, and for students to simmer with the material.” 

Each class session was like a mini-workshop. The Summer Development 

Program faculty identified the two-hour class sessions as a component of program 

structure. “I loved the 120 minutes class and found the time frame wonderfully suited to 

teaching. Each class session was like a mini-workshop. The options for instruction were 

so much more numerous with the two-hour class. I enjoyed working with the students for 

two hours from Monday to Thursday because it gave me an opportunity to relate to the 

students and they were able to clarify their concerns and see their progress. The two-hour 

class was good because we could have a mini lecture, an activity, and even an 
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assessment. The class length allowed for a variety of activities and teaching approaches. I 

was hesitant about teaching a two-hour class but it turns out that they are not too bad. The 

students are used to double period from high school and I was able to do more examples 

and answer more questions from the students. The two-hour sessions were ideal for 

algebra because we had time for discussion and did not have to rush the material or get 

‘cut-off’ in the middle of an explanation because time was up. What also worked well 

was that most of the math classes were scheduled in the morning. Students are sluggish 

after lunch and so when I did have to teach in the afternoon, I changed the structure up a 

bit and would not start the class with a quiz. We had some difficulty with sharing 

resources. When you have so many classes going on at the same time and the same 

accelerated period, everyone wants to use the library, the computer lab, and the audio 

visual rooms at the same time and that was a difficulty on several occasions.”  

“One of my concerns is that the program could set up the student for a 

tremendous challenge because they have had trouble sticking to a strict schedule in the 

past and yet they are a placed in a program with a very strict time frame and an intense 

schedule with two-hour classes. Being in a class and focusing for such long periods 

would be a real challenge for most students. There needs to be a diversity of approaches 

that appreciates the diversity of needs that students have. Some students might be more 

inclined to an intensive boot camp approach while others might need a self-paced type of 

program. The intensity of the program was a distinct challenge for students because they 

did not have that experience in high school. Then they find themselves in a summer 

program where people are talking about college readiness and they are having drilled into 
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their heads ‘You have to come up. You have to come up. You have to come up.’  It is 

amazing to me to even see the students able to perform for two hours a day and four days 

a week. That inspired me because I know it is a difficult challenge. In my opinion, it was 

very ineffective both for the teacher and the learner. Classes were too long and lots of 

classes were ended before the scheduled time. I myself was exhausted by mid week. 

Teachers were teaching too many classes and somewhere along the line the program was 

short-changed. I also wondered whether the program was not just becoming too much of 

a business venture for the college.” 

A couple of the students did not have lunch money. The Summer Development 

Program faculty identified the cost of the program for students as a component of 

program structure. “Most students complained about the cost of textbooks, tuition, and 

fees and said they found it difficult to meet the payments. I was not strict about everyone 

having a textbook and I allowed students to share their textbook. I would not have 

assigned a textbook for the class. It was an excellent book and since it was assigned I 

decided that I would use it. Half of the class had the book and the other half did not. That 

was a constant struggle throughout the course. The students were not going to buy a book 

when they could borrow a copy and photocopy the pages they needed. If I had to do it 

again I would not assign a book for the class. There were two books and a compilation 

and I made sure that we got good use out of all the resources but the cost of books was a 

burden for the majority of the students. The compilation was put together by another 

teacher the previous summer and all of the materials were stimulating and engaging. I 

added even more to the class with photocopies of various articles and activities. I know 
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that some of the students were happy about the book we used. I had recommended a 

particular textbook because I knew that since we used it in the high school that we would 

be able to rent it to the summer students and save them some money. As a result 

everybody had their own book. They had to have their own book because we did a lot of 

dialogues from the book. The cost of the courses was expensive and that prohibited many 

students from taking advantage of summer classes. The tuition and fees did seem fair to 

me but the costs are not covered by the Ministry of Education as they are in the regular 

school year so the program was a financial burden for many students. There were very 

few scholarships offered by the school and so cost was a definite factor. I had a couple 

students who did not have lunch money because that money had to go somewhere else. 

Some of the students faced the extraordinary burden cost of paying for three classes at the 

same time.” 

 
Emotions. 

The faculty identified a range of emotions that were a component of their 

experience teaching in the Summer Development Program. Emotions, as an affinity, 

describes the positive, negative, and neutral reactions the SDP faculty experienced from 

the time they made a decision to teach in the program to the last day of classes. SDP 

faculty experienced a roller coaster of emotions teaching in the program. The emotions 

described by faculty included anxiety, excitement, frustration, happiness, inspiration, and 

stress. 

There were times I felt overwhelmed. The Summer Development Program 

faculty experienced anxiety. “I had never taught at the junior college level before and I 
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have to admit that I was nervous about it and I wondered if I made the right decision. 

During the regular school year, I teach at an all-girls high school so I was apprehensive 

when I learned that there were more males than females in the class. After a few days my 

doubt about teaching young men turned to concern that they were too lax and not using 

the opportunities available to them. When I learned that I would need to design the entire 

course from scratch that was when I wondered what I had gotten myself into. I have to 

admit that I was a bit nervous teaching adults for the first time. I was apprehensive at the 

beginning but once the course started and I began to see that I was getting through to the 

students and that they were learning and progressing all of those emotions faded away. I 

always feel a kind of separation anxiety when the classes I teach are over but teaching in 

the Summer Development Program I knew that I would have the opportunity to work 

with many of the students again during the regular school year. I taught two courses that 

summer and there were times I felt overwhelmed. I was concerned that there were 

students that were taking three classes and I had serious doubts that they could really 

manage all the work that was involved. The program is so intensive that it causes too 

much strain on the students and even the teachers. Some of the students were really upset 

about having to take classes during the summer and to be honest, toward the end of the 

program, I hated it as much as the students.”  

There was never a dull moment. The Summer Development Program faculty 

experienced excitement. “Especially as a younger teacher, I felt it was a great opportunity 

to be invited to teach in the program and to be a part of students’ developmental growth 

at a critical stage when they needed that additional guidance or that additional direction. 
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Overall it was exciting and I was excited about teaching in the program. I teach for a very 

selfish reason:  I like it. I find teaching to be a meaningful profession and I am good at it 

but mostly I teach because it brings me joy. I was enthusiastic about teaching in the 

Summer Development Program because it meant having the opportunity to co-develop a 

course and teaching in tandem was something I always wanted to try. The opportunity to 

work with a former student leader that I had worked with when I was an administrator in 

the junior college was also attractive to me. When I was told I would have a chance to 

teach a course at the junior college I was excited about the opportunity to teach at another 

level. There was never a dull moment.” 

Frustration is an essential part of success. The Summer Development Program 

faculty experienced frustration. “Some of the students had very low levels of proficiency 

and so I had to do a lot of one-on-one work which was tedious and meant much more 

work on me but I wanted to make sure that they at least had a mastery of the basics. It 

was irritating at times because the English classes were packed and it was difficult to 

grade the assignments I was giving daily to the students in my two classes. The amount 

of reading required was also very challenging for me. But the most frustrating thing was 

grading the work from so many students in such a short period of time. I tried not to let it 

show and to put on a good front but it was a real challenge to deal with the lack of 

maturity and the lack of motivation in many of the students. You have to motivate 

yourself as well as the students. It was really frustrating at times when students came in 

totally unprepared. It is annoying when students expect you to understand that they do 

not have time to study but they want you to give them a grade that allows them to move 
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on even if they do not do the work. As people, the students are very nice and polite but it 

is a matter of them doing their work. It was about trying to create a balance between 

enjoying the class and getting the work done. In addition to the lack of motivation from 

the students, I was also frustrated by the class sizes and the different levels of competence 

and skills. There were times of frustration when students were not able to keep up with 

the pace of the course and it was frustrating that there never seemed to be enough time to 

provide the students with the extra help that they obviously needed. I taught in the 

Summer Development Program from the first year it was offered and though I do recall 

being frustrated at the beginning I think that overall the program got better as it went on. 

It was a different kind of a program and it was intense. There were some challenges and 

some frustrations but it was a real growth experience. I read somewhere that frustration is 

an essential part of success and I agree with that.” 

The best way to describe it is contentment. The Summer Development Program 

faculty experienced happiness. “My emotions are always positive and I guess this comes 

from years of experience in teaching. I have a good attitude which helps me to cope with 

the challenges that arise and to enjoy the teaching. Without a doubt, teaching in the SDP 

was a positive experience for me. I was left feeling a sense of accomplishment because I 

helped the students in my class become much more comfortable with the language both 

in terms of their writing and their speaking. I generally feel sad when a class ends but 

when I taught in the summer I knew that I would have an opportunity to work with those 

students again so it was a much more enjoyable end to the term. I really enjoyed the one-

on-one relationships that I found could be built and I think the students appreciated being 
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able to establish a bond with a teacher before the start of the regular school year. Going 

into the program I was very optimistic, I welcomed the opportunity, and I really enjoyed 

it. Throughout the program I really enjoyed the engagement with students. In the focus 

group, some of the other teachers spoke about motivation but I have to say that I had the 

opposite experience. I found the students in my class to be eager and enthusiastic about 

their learning and obviously for me that was pure bliss. The two-hour classes are not for 

everyone but I enjoyed the longer classes because you could actually develop and explore 

concepts and not worry that the class was going to end abruptly. It felt so great to see the 

students’ attitudes change and to them begin to participate more. The best way to 

describe it is contentment. I also enjoyed the incentive of extra money but teaching is 

what I love to do. I enjoy the emotional connection that I make with the students. Seeing 

the students every day of the week for two hours allowed for connections to be made 

more quickly than during the regular semester. By the end of the classes, I usually knew 

my summer students a little better than I did some of those that I had during a fall or 

spring semester.”    

 “One aspect that I enjoyed tremendously was the chance to work closely with the 

other teachers; we planned together and put the booklet together. As the class went on I 

felt pleased and good that things were working out. The summer program students put in 

more effort because they really need to do well. At the end of it you feel proud when you 

can be part of helping students reach their goals. You get to see students move from 

desperation to elation. I loved that students responded well to the course and were so 

participative. As a result, my confidence began to build and I realized I could be effective 
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teaching at the tertiary level. I was satisfied with what I did and I felt good about it. The 

students expressed gratitude to me at the end of the class and I very much enjoyed that. I 

prefer summer classes so I was happy to teach that particular block of time. 

When I can get through to my students then I feel fulfilled. I experience joy when 

students learn and when they express gratitude for the effort that I have given. They 

always want to get together at the end of the class to celebrate together and that lets me 

know that we have made a connection because they do not want to run away at the end.”  

We cheered each other on and motivated each other. The Summer 

Development Program faculty experienced inspiration. “It was amazing for me to see 

how the students were able to perform for two hours a day and four days a week. That 

inspired me because I know it is a difficult challenge as a teacher and so it must also be 

challenging for the students. I was inspired by their deep desire to want to master the 

fundamentals of English. I think that my passion for the teaching of Spanish is what has 

driven me to feel that any student can learn despite his/her limitations. I felt very 

emotional when students came to me and said, ‘Señorita, aprender español es fácil porque 

lo hace divertido.’ (‘Miss, you make learning Spanish easy because you make it 

enjoyable.’) Such words will never be forgotten. The growth that my students made was 

both encouraging and rewarding. The students I taught during the summer inspired me to 

be a better teacher by pushing me to discover new approaches and by the effort they put 

into the class. The pace of the summer program was something that challenged me but 

knowing that my students were also struggling inspired me to work that much harder to 

get papers back to students quickly and to be excited in the classroom. There was 
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something about the summer students that did more to lift my spirits and motivate me. It 

was like we were bond together as teammates in a great struggle. We cheered each other 

on and motivated each other.” 

Put the key quote from first sub affinity here in bold text here. The Summer 

Development Program faculty experienced stress. “I felt pressured by the five-week 

schedule. The structure of the program structure required so much material to be covered 

in so little a timeframe. But we were able to accomplish a lot in that short time. There 

was pressure from the administration to get all of the students prepared for the fall 

semester even though they were clearly and different levels of ability. I also felt a lot of 

strain when it came to correcting all of the papers. I could not take my time because 

everything had to be done with speed. On the last day of the program I was ready for a 

break after having been on a rigorous schedule to meet teaching goals. I also taught in the 

first summer session which made the experience even more stressful. It was a short 

period of time and there was a lot to get done. I was worried that I would short-change 

the students and not met their needs. I experienced a lot of stress that summer because I 

was preparing to go away to study and there was a lot to do in addition to the two classes 

assigned to me.” 

 

Growth. 

The faculty identified growth as a component of their experience teaching in the 

Summer Development Program. Growth describes learning that occurred for faculty as a 

result of teaching in the program. SDP faculty described growth on professional and 
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personal levels. 

You have to meet students where they are and work with them from that 

point onward. The Summer Development Program faculty experienced professional 

growth. “I definitely grew in terms of my overall planning. I had to reflect each day on 

the progress of the summer classes and to make adjustments to the lesson plans for the 

next day. I am not always the most organized person, but after each class, I felt a little 

better and more prepared. Those summer classes helped me develop organization skills 

that were carried over into the following semesters of my teaching. I also grew in terms 

of my experience with what works for developmental education students. I always tried 

new methods for explaining concepts and tried to find new examples to help students. I 

was able to find new ways of keeping and holding the interest of students. I think that my 

greatest growth came from learning to see my students as individuals each with learning 

potential. I had a chance to appreciate various learning styles reflective of the various 

students. I learn every time I teach because I always try to implement a new teaching 

strategy and then I assess if that strategy worked or not. Another factor which helped in 

my growth was collaboration with another lecturer who was teaching a different section 

of the same course. We would exchange ideas, assignments, tests and we co-developed 

the course outlines. We met every week and we clarified the needs that students had in 

order to be successful in the college-level course. Professionally, I grew by being able to 

bounce ideas off of another teacher that was teaching the same course. Working so 

closely with a senior teacher helped a great deal and I learned about the inner-workings 

of the department.” 
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“I incorporated more class participation in my summer classes and found that it 

was successful so I added this to my other classes during the regular school year. 

Teaching in the summer program really opened my eyes to students and where they are 

coming from. When you are teaching in the regular program you may not necessarily get 

the sense that students need you and that they need a particular approach. I realized a lot 

more about the student because of the intensity of the program. There was more of a 

connection and that helped my teaching. I learned to tune into assessment more carefully, 

evaluating students more, and dealing with students individually. When I teach in the 

regular program it is easier to look at the whole class and teach to the whole class rather 

than to individual students. The summer program helped me to recognize the importance 

of individual strategies and individual assessment. Once I had established a formal 

approach and students understood the expectations that I had of them then I felt like I 

could be more flexible and more adaptable. I was teaching in the high school at that time 

and we were not required to write course outlines. By developing an outline for the 

summer class, I learned the process and I was able to implement what I learned into my 

high school teaching. Planning the course helped me and changed the way I planned and 

taught my high school courses. I had a greater appreciation for the skills that my students 

need when they move over to the junior college. I appreciated teaching adults. I learned 

to adjust my style to the students I am teaching at the time. When I work with the boys 

and the young men in the high school I have to go about motivating them in a different 

way. In the junior college the students come with more of their own self-motivation but 

because the summer class was their first experience at the junior college I had to find 
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ways to bring them together as a class and help them to feel confident about participating. 

In high school the class is more teacher-directed but the junior college classroom is more 

of a facilitated learning experience. But it takes some time for the students to make that 

transition. The challenge is that there is not a lot of time for that transition to take place in 

an accelerated summer program. When I decided to teach in the program I made an effort 

to touch base with secondary school teachers in advance. I have experience teaching at 

the high school level and I think that we should make more of an effort to liaise with 

teachers at the secondary level. That interaction opened my mind to addressing 

weaknesses in students before they arrive.”  

“Learning to deal with different personalities is a way that I grew. The young 

adults that I worked with had definitely established their personalities and I had to figure 

out how best to help them progress as individuals. I also learned that just because you are 

standing in front of a class of young people with the title of lecturer does not really mean 

that you can command respect. Your students have to see something in you that 

demonstrates you deserve their respect. I also learned that you have to create a rapport 

with the students in the class and you have to want to offer them something. They have to 

see that you really want to be of service to them. I found that by just chatting with 

students about things totally unrelated to the class material helped. I would use the two 

minutes before and after class to engage them and it just helped them to feel so much 

better when they walked into that classroom for the day. It is about humanizing your 

work and I found that it really helps students to see you as someone they can speak with 

and someone who cares. If you have a wall between you and the students I think it makes 
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it much more difficult for them to see you as someone interested in their growth and their 

success. Students learn and teachers learn as much, if not more. One of the things that 

teaching in the SDP helped me to see was that the one-size-fits-all approach does not 

work! No matter how well prepared you think you are and how much planning you do 

ahead of time, there will always be a need to adjust to the realities of the class you are 

teaching. I appreciated the opportunity to use my ESL bag of tricks and I found that the 

English needs our students have in Belize can benefit a great deal from ESL approaches. 

My eyes were opened as I realized that you cannot put a tag or a label on people’s skills 

and knowledge. It never become more abundantly clear than during that summer that you 

have to meet students where they are and work with them from that point onward.”  

The students have helped me to become more compassionate and 

understanding. The Summer Development Program faculty experienced personal 

growth. “Growth is an ongoing process, and it happens each day. I am attracted to 

teaching as a profession because of the way it helps me continue to grow as a person. I 

always experience growth because I engage in constant self reflection. The experiences 

that I shared with individual students also helped me to grow. I opened up to them and 

this allowed them to do likewise with me and with each other. The students have helped 

me to become more compassionate and understanding and I was able to relate much 

better to their needs as well as their challenges. I learned that when an individual is 

respected for who he or she is a lot can be achieved. I was able to appreciate the fact that 

touching the life of one individual can make great things occur. I was never scared to face 

my students since I made it clear that I was an individual who made mistakes and I didn’t 
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have all the answers. As an individual there were sometimes when I had to sit and be a 

good listener and by doing so I got more respect than I ever thought. I think that at the 

end of the day, despite the fact that I was exhausted I had a responsibility to the students 

and I pushed myself to do my best. I grew in the way that I found that I was able to push 

myself to limits which in the normal semester I found challenging. Quite often I felt for 

the students because there were time limitations set and they had to really struggle if they 

were to be successful. Many times I wondered if we were not being unfair to them and 

whether what they were learning would stick with them in the long run. I have continued 

to learn and I have become much more patient in my dealings with students. I became a 

little more tolerant. I became more open to seeing the emotional issues of students and 

they saw that growth in me too. I used to have a reputation and so students would walk in 

to my class afraid but now I find that students find me more approachable. Another thing 

was that I had a chance to work with some teachers that I had actually taught when they 

were in high school and to see the impact that they are having now is quite fulfilling.” 

 

Life Management. 

The faculty identified life management as a critical component of their experience 

teaching in the Summer Development Program. Life management describes the ways in 

which life outside of participation in the SDP had an effect on the faculty member. This 

theme recognizes that the profession of teaching does not exist in a vacuum and that 

faculty often have to make choices about how to manage their lives around their chosen 

vocation.  
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Teaching is always the big one. You have to subordinate everything else to 

that. The Summer Development Program faculty juggled various aspects of their lives. 

“Volunteer work has been a part of my life from the time I was in high school and when I 

made the decision to teach in the summer program it meant that I could not take part in 

certain activities that I had done for years. Balancing work and home responsibilities has 

always been a challenge for me. I am a single mother and I juggle limited finances, 

budgeting, loans, two children and a demanding career all at the same time. There are 

times when the home life and the issues surrounding home life would seem 

overwhelming and it could certainly affect the quality of the service I provide as a 

teacher. Because I was doing a lot of individual counseling with students, there were 

times that this infringed on time with my children. I scheduled my vacation around the 

time when the SDP ended which left about a month before the start of the fall term. I 

looked forward to the three-day weekends in the program because that was when my 

family and I enjoyed a couple mini vacations. Teaching does not exist in isolation. It is 

difficult, if not impossible, to divorce teaching from the other areas of your life. You just 

end up taking your work home. I felt that in terms of preparation time the summer 

program required more and so it would spill over into personal time. But if you wanted to 

be an effective teacher you just had to make choices to forego certain things in order to 

have the time you need to be successful. You get something out of teaching that affects 

your life outside of the profession. There is something that you see in the face a student 

that shows that you reached that student and that makes you feel really good. That 

positive feeling is what makes teaching such a great profession and such a great way to 
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make a living.” 

“I have never been a full-time teacher. I have always been a full-time 

administrator that taught a class here and there. What that meant for me during the 

summer was that I had to be prepared to know that I was going to be unavailable from 

7:30am-12:00noon Monday through Thursday. That also meant that my days got 

elongated so that I could keep up with my administrative duties. Fridays were a day that I 

could exhale and not have to race off to class. Monday through Thursday 7:30am-

12:00noon was dedicated completely to class. From 12:00noon on was dedicated to other 

SJC work. From there I was a mother and daughter and it was a juggling act. I recall that 

on two occasions I rescheduled meetings that I had. I guess it always is a juggling act. 

For that summer I asked the president not to travel and that allowed me to pursue the 

teaching otherwise it just would not have worked. Teaching is always the big one. You 

have to subordinate everything else to that. I see teaching as a vocation; it is something 

that involves your whole life. You have to live it. You have to take home work because 

there are papers to correct and lessons to prepare. Teachers today are mothers and fathers, 

counselors and advisors to the student. Teaching goes way outside the three R’s these 

days. I think parents send their children to us to do damage control and they come with a 

discourteous attitude and sometimes they are dishonest and we are left to teach them what 

it means to be honest and courteous. If I had not taught in the summer I would have given 

my house a good cleaning. Instead I had to put off what I would normally have done. It 

cut my summer short but I still got a little bit of a break and my daughter was able to help 

out at home a bit. I think that creating a balance is the most important thing. Sometimes 
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that means leaving some of the school work at school. If you are unable to do that your 

personal life will suffer. You have to find ways to make sure that you meet the demands 

of your profession but that you also need to take care of your personal life.” 

“In the summer of 2005, I was newly married and that made things different. I 

could have really used more of a summer holiday but I was also in need of the additional 

finance. I had many new responsibilities at home including cooking, cleaning, and 

preparing for classes. Many times I had to put my obligations at home aside so that I 

could take the time I needed to plan the class. I was always very tired when classes ended 

at 3:00 in the afternoon. I had moved into Belize City after getting married and I did not 

travel out district to see my family as much as I would have wanted to because it was a 

stressful time. The extra cash was good and it helped that my husband was supportive but 

teaching in the summer program meant that I had less time with my family and friends. 

Teaching in the SDP did, of course, take away a large chunk of the summer break but the 

four-day week which allowed three days over the weekend to regroup and that worked 

well. What was an unfavorable issue, though, was the short break between the summer 

session and the call to attend mandatory faculty meetings and orientation preparations. I 

never felt that I had sufficient time to regroup from the summer session before I had to be 

right back into the swing of the new school year. I am very good at multi-tasking and 

there is order to my madness. My life is very structured and surrounds my work as a 

teacher. I am not married but I am involved in the lives of my nieces and nephews. I think 

that teaching is a way of life and there is structure in my life just like there is structure in 

my teaching. The structure helps to keep me sane. I have taught for many years so I have 
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been able to keep a clear separation between my professional work and my private life. 

As a teacher in the high school, I sit on a number of committees that continue to meet 

during the summer but I was able to meet all of those obligations. There was enough time 

to do all that I needed to do. I live out district and commute to Belize City every day. 

Because I take the bus into the city and back home again in the evening, my day tends to 

be rather long and that requires that I really stay organized. I am lucky to have a spouse 

that takes care of things at home and that allows me to focus on my teaching and to do 

what is required.” 

“The idea of teaching year-round is bound to lead to burnout. It is up to the 

individual teacher to balance their professional obligations with their personal 

responsibilities. There were days that I felt like the students and wanted to take the day 

off but I am not the type of person to be absent or leave work, I have always felt a 

responsibility toward my students and the needs they have. I want to help them reach 

their goals. For the five weeks of the summer, I hired a full-time babysitter and that 

alleviated some of the stress related to being a single mother and a teacher. At the time of 

the summer development program I was also supervising the construction of my home 

and my son was ill. I am always optimistic and I make sure that I have my personal life in 

check before I take on new work obligations. My life has shaped my philosophy of 

education in that I believe all students can learn even though they learn at their own pace. 

Dealing with diverse students and meeting diverse needs often requires teachers to move 

out of their comfort zone to meet students where they are not where you want them to be. 

Most of my classes finished in the morning and so I was able to juggle my outside 
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responsibilities fairly well. The time frame for the program was short and so that limited 

its impact on my life outside of school. But at that time I was preparing to go abroad to 

study and so I can say that there was a portion of the summer program that was a bit of a 

challenge because I had a lot of extra running around to do.” 

“Life management has not been an issue for me personally. During my experience 

in teaching in the summer sessions, I did not have children, nor was I married. I could be 

very selfish with my time; which I usually was! I did have other responsibilities that I had 

to deal with, but not to the point where I could not cope. This vocation of teaching comes 

naturally, so I have never had a problem with life management. That may change when 

family becomes a priority. For the summer job, I usually had to choose between some 

form of entertainment that I would enjoy or working on papers and planning. It was not 

difficult to make sacrifices to get my work accomplished. My serious approach to 

teaching has served me well, as inside the classroom, I am a no-nonsense teacher but 

outside I am a different more jovial person. I am able to interact with students both inside 

and outside the classroom as I adjust myself to each situation. Life management is not a 

problem when one can set priorities and act accordingly. Preparation makes all the 

difference in the world. I must say that it was easy for me to manage my life and the 

summer course as I do not commit myself to too many tasks during the summer. Before 

teaching in the SDP, my summers were usually spent reflecting on the previous year, 

planning ways to improve, and resting up for the new school year.” 
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Relationships. 

The faculty identified relationships as a component of their experience teaching in 

the Summer Development Program. Relationships, as an affinity, describes interactions 

with colleagues and students in the program. As described by the SDP faculty, 

relationships included those developed with students, those they promoted among 

students, and those developed with colleagues. 

For you to demand the very best of the student, they need to know that you 

are looking out for every part of him or her. The Summer Development Program 

faculty built relationships with students. “The relationships that were developed with 

students were more valuable and enriching than those that are sometimes developed 

during the fall and spring semesters. Being with students for a longer period of time and 

for consecutive days forced certain interactions that did not happen in a regular semester. 

Names were easier to learn, and certain personality traits were more obvious once the 

comfort level was established. The students I taught during the summer sessions were 

often the ones who would call on me throughout the regular semester for a chat or for 

help with other classes. They would be the ones to make a quick visit to my office to say 

hello even when I was not one of their instructors. I can also say that they are the ones 

who I made connections with in a non-formal setting, outside of school. I have always 

had a good relationship with students both inside and outside the classroom. I know how 

to reach my students so that they are comfortable around me and they know that I am a 

serious but approachable teacher who is a friendly and jovial individual outside of the 

classroom. It seems as if many of the highly intellectual students are the ones who seek a 
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lecturer out to review work or review an assignment, and it is through these meetings that 

casual friendships and caring bonds evolve. I find that I have had the opportunity to meet 

and interact with some very special pupils along the journey who also turned out to be 

highly successful after SJC.” 

“It is important for me to get to know my students. Because time is so short, I use 

the time before class and a scheduled break to try and get to know them as individuals. 

By learning more about my students I get a better understanding of their reality and why 

they are the way they are and why they behave the way they do. I get ideas on how best 

to help them learn. I have found that by building these relationships with students that 

they continue to look to you for advice. Even when they are not students in your class or 

one of your advisees they will come back to get your thoughts or your opinion on 

different things. Rapport with my students during the summer session was generally 

better than during the normal school semester. I believe that the non-traditional 

atmosphere of the summer session was conducive to a more benign relationship between 

me and the students. Also the two hour sessions made the face time with the students 

seem less fleeting than 50 minute sessions. Because classes were two hours long, I would 

work in breaks and "breathers" in the class time that allowed for freer discussion on 

random topics between me and the students. The students were all new to me except for 

one person and so I had to get to know them and their names to call on them. I had a good 

relationship with the students and they were not rude or disrespectful in any way. The 

students in the class were great and we had a very good rapport. Outside of school, 

however, I do not entertain students. I think this is for my own good name because I do 
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not want anyone to say that the teacher is playing with his students. With students you 

have to be careful to draw the line because sometimes they would want to cross 

boundaries that they should not.”  

“I have a reputation as a hard teacher so when the students enter the class they 

expect something monstrous. But afterwards they see that we are in a partnership in their 

learning. Creating that rapport is critical and I let them know that I understand that life 

happens but I also make them aware that I am demanding only the best from them. For 

you to demand the very best of the student, they need to know that you are looking out 

for every part of him or her. If you just walk into the class and give the students more and 

more work, the students are going to start to get resentful and start wondering if this is all 

that you are about. I try to stay conscious of the fact that life is bombarding these students 

with all sorts of challenges and I do not let myself think that my class is the only thing 

they have to deal with. I was always available to students but with the classes scheduled 

back-to-back, there was a limited window of opportunity for students to meet with me. 

What helped was the way we used email and cell phones to touch base and have 

questions answered. A lot of our students have a very parochial, formal educational 

experience in primary and secondary school. They have teachers that stand in the front of 

the class and are taught to without much interaction. But in my courses there is a lot of 

interaction built in from day one and so students have this pattern broken right away.” 

I am most proud of the relationships I helped to develop by allowing the 

students to interact more with each other and less with me. The Summer Development 

Program faculty promoted relationships among students. “Some students come in with 
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an expectation that begins in high school that they want to have a connection with their 

teacher. There was a chemistry built between students and between the teacher and 

student that I really enjoyed being a part of and that I think could exist more in the 

regular programs. I also think that there ought to be more student life during the summer. 

I am not sure how that would look but the relationship building experience was largely 

placed in the hands of the teachers. I tried to promote relationships among students to 

break down cliques based on the high school that they came from. I also identified 

students that were performing above average and without them knowing paired them with 

other students who could benefit from working with the more advanced student. 

Allowing students to help each other built community in the class. We also did peer-

editing and even peer-writing. As the days went on the students got more and more 

comfortable and they began to mingle with each other more before and after class. They 

became more confident to share in class and to take more chances with the language. It 

was great when a student was struggling to find a word and then another student would 

throw out a helpful word or phrase. That was when I felt that we had really come together 

as a class.” 

“The group work allowed students to solve the more challenging problems 

together and share their thoughts and explanations with the class. By working with other 

students they saw different perspectives on how to solve problems and they learned from 

each other. I used paired work or group work because that is what works well in these 

classes. I matched stronger students with weaker students, let the students do peer-review 

of each other’s work and used oral presentations. By the end of the class there were 
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bonds created that I think could last a lifetime. Paired work, group work, team projects, 

and just the opportunity to argue and debate their opinions helped to build camaraderie in 

the class and among the students. When I reflect on my participation in the summer 

program, I am most proud of the relationships I helped to develop by allowing the 

students to interact more with each other and less with me.” 

We all had a shared summer experience. The Summer Development Program 

faculty built relationships with their colleagues. “The course I taught was designed by a 

more senior teacher and we worked together to make adjustments when and where 

needed. We shared space in the same office and so we were always nearby and so there 

was no real effort needed to collaborate. We tweaked the syllabus and we wrote our tests 

together. When anyone found something that worked then the others would try it as well. 

Working closely with another faculty member was one of the best parts of my experience 

teaching in the summer program. I had good working relationships with my colleagues 

and so we were able to put together all the work ahead of time and so students’ test and 

grading were done across the board. The existence of this good working relationship 

helped in grading students fairly. I taught that summer with another teacher from the 

same high school where I teach during the year. She was someone that I have known for 

many years. We did not see each other on campus because of our class schedule but we 

spoke by phone regularly and we met during the last week to see if we were on track and 

to plan the final exam. Most times I knew that we were on the same page because when I 

would arrive to the classroom I could see what she had written on the blackboard and I 

knew that we were at the same spot in the outline. We worked well together because we 
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knew each other very well and we planned the class together and updated the plan week 

by week. The other Spanish teacher and I did share ideas and we established guidelines 

for the course. We looked at each topic, set out common objectives and we met once a 

week to check on how we were doing. When the class was finished we met and discussed 

the whole experience and we even changed up the course outline based on ideas we had 

for ways the course could be improved.”  

“Bonding with colleagues during the summer was fun. We often had lunch 

together and we planned together. We spoke about the challenges we experienced in the 

class and shared different ideas. We spoke about assignments and activities that worked 

in our classes. We shared ideas about how to address the diverse needs of the class. The 

teachers and the students built strong relationships because we all had a shared summer 

experience. As teachers, we shared resources, ideas, thoughts, and activities. We 

organized the course, designed the syllabus, coordinated activities, discussed 

assessments, and at the end of the program recommended changes for the next offering of 

the course. This helped because the students would compare what was going on the two 

classes and it was good that they could see that they courses were on par with one 

another. The personal and professional relationship I made with the other Spanish teacher 

continues to this day. She continues to be a source of professional guidance to me and I 

have great admiration for her. I worked and collaborated with other teachers on activities 

and the guidebook we created. One teacher in particular became my right-hand person 

and we talked about our classes on a daily bases. We built a very good collegial 

relationship. We pooled our ideas and since we were covering the same material this was 
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easy to do. There was not any interdisciplinary sharing and that might be something to 

consider as a way of improving the program.” 

“I remember that the librarian was a real partner in the course. I would schedule 

classes in the library and use the computer lab in the library. It was good to build and 

maintain relationships with folks that support the program—the library and the IT folks 

for example. It would have been useful or interesting to connect with other teachers to see 

how the study skills class connected with the other classes but I realize that given the 

accelerated nature of the program it would have been very difficult. The relationship with 

the administration was good. At that time, the dean coordinated the summer sessions; he 

and the registrar were all helpful. They communicated all the deadlines for exams and 

grades and it was easy to build relationships with them. The relationships with faculty 

members did not really increase during the summer session because of the class schedule. 

Faculty mainly came for class and left. No one was usually around to form bonds. I knew 

several of the teachers on staff that summer but I did not have much interaction with 

them. I was commuting daily from out district to Belize City and so I had little time. My 

classes were in the morning and then I would go over to the high school office to mark 

papers and to plan. I also spent time that summer working with the Sports Committee in 

the high school. But I knew some of the teachers on the faculty and I had a good rapport 

with them. Those teachers that I associated with over the summer were usually the same 

faculty members that I associated with during regular semesters. Overall, teachers of the 

program met very minimally and I consider this a flaw of the program. I would have 

liked more interaction with other people doing other courses. I wanted to engage other 
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teachers to see how students were doing in the other classes but it was difficult to do that. 

I would have wanted to build these relationships in order to assess the use of the learning 

from the Study Skills class.” 

 

Purpose. 

The faculty identified purpose as a component of their experience teaching in the 

Summer Development Program. Purpose describes the motivations of the faculty member 

to teach in the SDP. As described by faculty, purpose for participating in the program 

included a love of teaching, meeting a need, additional income, and professional growth.  

For me, it is very simple… I just love teaching. The Summer Development 

Program faculty identified a love of teaching as motivation for participating in the 

program. “The summer program was something that I looked forward to teaching in each 

year. I enjoyed seeing the light bulbs go off in the students’ heads; it was those moments 

that made the teaching worthwhile. I enjoyed passing on the knowledge in ways that were 

understandable. I teach to be part of those aha moments when a student gets it. I 

remember what those moments were like for me and I relive them all the time. I have 

found that teaching in the SDP there are more aha or light bulb moments that take place 

so as a teacher who lives for those opportunities I will take the opportunity to be a part of 

a program like this. My purpose for participating in the SDP is my love of teaching. 

Teaching is a vocation and not a job! Having many qualifications on paper does not 

necessarily make you a good teacher. A good teacher must love what they are doing, 

know how to impart knowledge and must have a good command of his or her discipline. 
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For me, it is very simple… I just love teaching.”  

We were promoting greater access to college for young people that might 

otherwise be left behind. The Summer Development Program faculty identified meeting 

a need as a motivation for teaching in the program. “I always felt a sense of purpose 

teaching in the program. I felt good when helping students who had a chance to 

strengthen their skills in areas that they would need in order to succeed at the junior 

college. I saw that teaching in the SDP was serving a larger purpose in that we were 

promoting greater access to college for young people that might otherwise be left behind. 

I am a parent and I have a nurturing aspect to my personality. I like to help out students 

as a facilitator of an educational experience. I helped the institution to screen students 

who needed remedial work, saw the great need and wanted to be part of the solution. The 

financial reward was not an issue because the pay does not do it. It is not the extrinsic 

reward but more about helping students to be better prepared when they show up for first 

year. You cannot teach a summer class for the paycheck alone because the time it takes to 

do the job well is worth much more than the pay. But just seeing the need that students 

have and realizing that the students could be better positioned to do well once the regular 

school year began was motivation for me. They would have a better chance at success. I 

did not think of it at the time but perhaps subconsciously I was motivated to intervene 

during the summer as a way of making sure that they students were better prepared by the 

time that they came to my other English classes in the regular semester.” 

“I saw teaching in the program as an opportunity to reach students at a point when 

they really needed my assistance and I wanted to do that. I thought that I had something 
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to offer and that I could be a good role model and facilitator of the learning process. 

Having taught at the High School for four years before leaving on a scholarship granted 

by the Ministry, it was always my desire to continue in the classroom. Since SJC 

provided opportunities to me to further my studies and practice as a professional, I 

promised myself to help whenever asked. I felt honored when asked by the Dean to teach 

at the Junior College. There I was able to prove to other teachers that teaching Spanish 

can be a challenge but more important was the fact that every student could speak the 

language up to a certain level. I taught the course because I wanted to respond to a need 

by the Dean for a teacher and I wanted to co-develop the course with a colleague. The 

summer time frame was the only thing that made my participation possible and even that 

was a real challenge. It is difficult because it involved blocking out an entire six-week 

period. It would not be possible for me to schedule a class during the regular semester 

and in my current position I am now doing a lot of travel during the summer as well. I 

wanted to help out a colleague who called and asked for my help. She was in a bind 

because a teacher left abruptly and I wanted to assist her. I saw it as a new experience for 

me because I would be teaching males. I also saw this as an opportunity to teach things 

students missed from third and fourth form and basic grammar but also doing it at a 

higher level. I had children that graduated from the sixth form and I thought I might also 

be useful to the students in terms of the knowledge and experience I could share with 

them.” 

The job was paying a good salary. The Summer Development Program faculty 

identifies additional income as a motivation for teaching in the program. “If I had not 
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taught during the summer than I would have been home doing nothing so I figured it is 

better that I do something. It was better that I earn some money rather than wasting time. 

If I am not travelling during a break then I work. As long as I get two weeks of vacation 

then I am fine. There is only so much television that you can watch and I need to keep 

active. I believe that tiredness is a state of mind and I like to keep my brain active. The 

opportunity to earn extra income will keeping my brain occupied was a much appreciated 

bonus. It is not easy living on a teacher’s salary so we are always looking for ways to 

improve on that aspect. I was available, I needed something to do, I had taught the course 

many times before and felt that I could handle the workload, and of course I needed the 

extra cash. There was a selfish side there and a financial aspect in terms of making extra 

money and meeting certain bills. The money really assisted in terms of allowing me to go 

back to school myself. I was motivated by the fact that the job was paying a good salary. 

I wanted to take on a new challenge. The Summer Development Program 

faculty identified professional improvement as motivation for teaching in the program. “I 

have participated in the summer program in order to claim ownership of my work, to 

become a better professional, in order to see my weaknesses, claim them, and attempt to 

redefine those areas so that I might be a better professional. It was also a great learning 

experience for me because it allowed me to do some more reading and learning for my 

own growth. Initially I was drawn to SDP for the extra income it generated but I soon 

learned that I functioned at my best as a teacher during those abbreviated sessions. Six 

weeks of teaching was optimal for me. The six-week schedule eventually became the 

major purpose for continually participating in the SDP. My motivation initially was to 
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earn extra cash and stay busy but I continued to teach during the summer because it 

afforded me an opportunity to teach a class I do not teach during the regular school year. 

Teaching Spanish in the summer allowed me to stay on top of the subject and to see 

students grow in an area that I think is very important for Belize. I continue to look 

forward to teaching the course each summer. My main motivation was to take an 

opportunity to teach at another level. I thought that it would be an opportunity for me to 

grow as an educator. I also had hoped that by doing well that I would be asked to do it 

again and that I might have more opportunities in the future. I always wanted to teach 

junior college students and I thought I had the potential to do well teaching at that level. I 

wanted to take on a new challenge. 

 

Theoretical Coding Summary 

In the second phase of the individual interview, participants identified a 

relationship between each affinity pair using the Affinity Relationship Table (ART). The 

interviews were transcribed; the text was analyzed for theoretical codes which illustrate a 

relationship between two or more affinities; the reference was documented for retrieval 

by recording the affinity number on the line of transcript that refers to the affinity 

Individual Interview Theoretical Code Table (TCT). Theoretical data were transferred 

from each Individual Interview Theoretical Code Table to a Combined Interview 

Theoretical Code Table, thus creating a database for the entire set of respondents 

containing all theoretical codes for all affinity pairs. A Combined Interview Theoretical 

Code Affinity Relationship Table was then created.  
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Pareto Protocol. 

The Pareto Protocol is a method utilized to identify a degree of consensus when 

participants disagree on the direction of a relationship (Northcutt & McCoy). The 

investigator counted the number of respondents who identified the relationship in a 

particular direction and placed the tally in the Theoretical Code Frequency Table. The 

investigator counted the number of respondents who identified a relationship, recorded 

the frequency, and reconciled the discrepancies using the Pareto Protocol (Northcutt & 

McCoy, 2004). The relationship with the highest frequency was documented in the 

Interrelationship Diagram (IRD) and represented in the System Influence Diagram (SID) 

 
Table 4.21:  Faculty Combined Interview Theoretical Code Frequency Table 
 

Affinity Name 
1. Pedagogical Approaches 
2. Student Impact 
3. Program structure 
4. Emotions 
5. Growth 
6. Life Management 
7. Relationships 
8. Purpose 
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Summer Development Program Faculty  
Combined Interview Theoretical Code Frequency Table 

Affinity 
Pair 

Relationship 
Frequency 

 

Affinity 
Pair 

Relationship 
Frequency 

 

Affinity 
Pair 

Relationship 
Frequency 

1  →  2 5 2  →  6 12 4  →  7 14 
1  ←  2 11 2  ←  6 1 4  ←  7 1 
1  →  3 1 2  →  7 11 4  →  8 8 
1  ←  3 14 2  ←  7 3 4  ←  8 7 
1  →  4 9 2  →  8 8 5  →  6 8 
1  ←  4 5 2  ←  8 7 5  ←  6 6 
1  →  5 5 3  →  4 12 5  →  7 8 
1  ←  5 10 3  ←  4 3 5  ←  7 7 
1  →  6 7 3  →  5 10 5  →  8 8 
1  ←  6 7 3  ←  5 3 5  ←  8 6 
1  →  7 12 3  →  6 13 6  →  7 12 
1  ←  7 3 3  ←  6 2 6  ←  7 2 
1  →  8 1 3  →  7 11 6  →  8 9 
1  ←  8 12 3  ←  7 4 6  ←  8 7 
2  →  3 5 3  →  8 10 7  →  8 4 
2  ←  3 10 3  ←  8 6 7  ←  8 11 
2  →  4 11 4  →  5 10   
2  ←  4 4 4  ←  5 4   
2  →  5 11 4  →  6 11   
2  ←  5 3 4  ←  6 4   

 
 

The results of the frequency tallies were transferred into the Pareto and Power 

Analysis Table as shown in Table 4.20. 
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Table 4.22:  Summer Development Program Faculty Affinities in Descending Order  
          of Frequency with Pareto and Power Analysis  
 

 

Summer Development Program Faculty:  
Affinities in Descending Order of Frequency with Pareto and Power Analysis 

Affinity Pair 
Relationship 

Frequency 
Sorted 

(Descending) 

Cumulative 
Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative 
Percent 

(Frequency) 
Power 

1  <  3 14 14 1.8 3.4 1.6 

4  >  7 14 28 3.6 6.8 3.3 

3  >  6 13 41 5.4 10.0 4.7 

1  >  7 12 53 7.1 13.0 5.8 

1  <  8 12 65 8.9 15.9 7.0 

2  >  6 12 77 10.7 18.8 8.1 

3  >  4 12 89 12.5 21.8 9.3 
6  >  7 12 101 14.3 24.7 10.4 

1  <  2 11 112 16.1 27.4 11.3 

2  >  4 11 123 17.9 30.1 12.2 

2  >  5 11 134 19.6 32.8 13.1 

2  >  7 11 145 21.4 35.5 14.0 

3  >  7 11 156 23.2 38.1 14.9 

4  >  6 11 167 25.0 40.8 15.8 

7  <  8 11 178 26.8 43.5 16.7 

1  <  5 10 188 28.6 46.0 17.4 

2  <  3 10 198 30.4 48.4 18.1 

3  >  5 10 208 32.1 50.9 18.7 

3  >  8 10 218 33.9 53.3 19.4 

4  >  5 10 228 35.7 55.7 20.0 

1  >  4 9 237 37.5 57.9 20.4 

6  >  8 9 246 39.3 60.1 20.9 

2  >  8 8 254 41.1 62.1 21.0 
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4  >  8 8 262 42.9 64.1 21.2 

5  >  6 8 270 44.6 66.0 21.4 

5  >  7 8 278 46.4 68.0 21.5 

5  >  8 8 286 48.2 69.9 21.7 

1  >  6 7 293 50.0 71.6 21.6 

1  <  6 7 300 51.8 73.3 21.6 

2  <  8 7 307 53.6 75.1 21.5 

4  <  8 7 314 55.4 76.8 21.4 

5  <  7 7 321 57.1 78.5 21.3 

6  <  8 7 328 58.9 80.2 21.3 

3  <  8 6 334 60.7 81.7 20.9 

5  <  6 6 340 62.5 83.1 20.6 

5  <  8 6 346 64.3 84.6 20.3 

1  >  2 5 351 66.1 85.8 19.7 

1  <  4 5 356 67.9 87.0 19.2 

1  >  5 5 361 69.6 88.3 18.6 

2  >  3 5 366 71.4 89.5 18.1 

2  <  4 4 370 73.2 90.5 17.3 

3  <  7 4 374 75.0 91.4 16.4 

Total 
Frequency 

284 
Equal 
Total 

Frequency 

Equals 
100% 

Equals 
100% 

Power = 
Columns E-D 

 
 

Using the Pareto principle and the Cumulative Percent Frequency from Table 

4.09, the investigator identified an 80% cut off for the Cumulative Percent Frequency and 

the acceptable affinity relationships to use in creating the Systems Influence Diagram 

(Northcutt & McCoy, 2004). The cut off for the affinities in this section of the study was 

80.2%. Thus, all affinities and their frequencies that had at a Cumulative Percent – 
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Frequency at and below an 81.7% were documented in the next step of the Pareto 

Protocol. This is shown in the Conflict Table (Table 4.10).  

 
Table 4.23:  Summer Development Program Faculty: Conflict Table by Affinity  

         Pair Relationship 
 

Summer Development Program Faculty:  
Conflict Tabl e by Affinity Pair Relationship 
Affinity Pair 
Relationship 

Frequency Conflict 

1  <  2 11  
1  <  3 14  
1  >  4 9  
1  <  5 10  
1  <  6 7 x 
1  >  6 7 x 
1  >  7 12  
1  <  8 12  
2  <  3 10  
2  >  4 11  
2  >  5 11  
2  >  6 12  
2  >  7 11  
2  <  8 7 x 
2  >  8 8 x 
3  >  4 12  
3  >  5 10  
3  >  6 13  
3  >  7 11  
3  >  8 10  
4  >  5 10  
4  >  6 11  
4  >  7 14  
4  <  8 7 x 
4  >  8 8 x 
5  >  6 8  
5  >  7 8 x 
5  <  7 7 x 
5  >  8 8  
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To examine the affinity pair relationships for conflict, the investigator identified 

whether the same affinity pairs were present with different directions of influence. These 

conflicting affinity pair relationships are an indication that a feedback loop may be 

present in the system; if so, it will be reconciled later in the creation of the Uncluttered 

System Influence Diagram (SID). At this stage, the investigator used the higher-

frequency affinity pair to build the system (Northcutt & McCoy, 2004). Table 4.10 shows 

there was a conflict with the following affinities:   

 
• 1 > 6 and 1 < 6      (1 = Pedagogical Approaches; 6 = Life Management) 

• 2 > 8 and 2 < 8      (2 = Student Impact; 8 = Purpose) 

• 4 > 8 and 4 < 8      (4 = Emotions; 8 = Purpose) 

• 5 > 7 and 5 < 7      (5 = Growth; 7 = Relationships) 

• 6 > 8 and 6 < 8      (6 = Life Management; 8 = Purpose) 

 
 Interrelationship Diagram. 

The investigator used a matrix to examine the relationships in the system. The 

Interrelationship Diagram (IRD) included all the perceived relationships in the system 

and allowed the investigator to identify the affinities as drivers or outcomes. The value of 

delta measures the number of times a particular affinity was referred to as a cause or an 

effect. Classifying the affinity pair relationships in this way was the first step in 

6  >  7 12  
6  <  8 7 x 
6  >  8 9 x 
7  <  8 11  
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rationalizing the system (Northcutt & McCoy, 2004). The IRD is shown in Table 4.24 

and the IRD sorted in order of delta is shown in Table 4.25.  

 
Table 4.24:  SDP Faculty Composite Interview IRD 
 

Tabular IRD 

 1 2 3 4 5 6 7 8 OUT IN ∆∆∆∆ 
1  ← ← ↑ ← ← ↑ ← 2 5 -3 
2 ↑  ← ↑ ↑ ↑ ↑ ↑ 6 1 5 
3 ↑ ↑  ↑ ↑ ↑ ↑ ↑ 7 0 7 
4 ← ← ←  ↑ ↑ ↑ ↑ 4 3 1 
5 ↑ ← ← ←  ↑ ↑ ↑ 4 3 1 
6 ↑ ← ← ← ←  ↑ ↑ 3 4 -1 
7 ← ← ← ← ← ←  ← 0 7 -7 
8 ↑ ← ← ← ← ← ↑  2 5 -3 

 
 
Table 4.25:  SDP Faculty Composite Interview – Sorted IRD 
 

Tabular IRD – Sorted in Descending Order of ∆∆∆∆ 

 1 2 3 4 5 6 7 8 OUT IN ∆∆∆∆ 
3 ↑ ↑  ↑ ↑ ↑ ↑ ↑ 7 0 7 
2 ↑  ← ↑ ↑ ↑ ↑ ↑ 6 1 5 
4 ← ← ←  ↑ ↑ ↑ ↑ 4 3 1 
5 ↑ ← ← ←  ↑ ↑ ↑ 4 3 1 
6 ↑ ← ← ← ←  ↑ ↑ 3 4 -1 
8 ↑ ← ← ← ← ← ↑  2 5 -3 
1  ← ← ↑ ← ← ↑ ← 2 5 -3 
7 ← ← ← ← ← ←  ← 0 7 -7 

 
 
 

The delta values were used to determine an initial position for each affinity within 

the system. Higher scoring affinities represented drivers in the system while lower 

scoring affinities represented outcomes in the system. After sorting in descending order 
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of delta, the investigator found a tie between affinities four and five and affinities one and 

eight. The ties were broken and the placement in the Tentative SID Assignments was 

determined by the direction of influence that the tied affinities had on each other. The 

Tentative SID Assignments are listed below in Table 4.26.  

Table 4.26:  SDP Faculty Tentative SID Assignments 
 

Tentative SID Assignments 

3    Primary Driver                 (Program Structure) 
2    Secondary Driver             (Student Impact) 
4    Secondary Driver             (Emotions) 
5    Secondary Driver             (Growth) 
6    Secondary Outcome         (Life Management) 
8    Secondary Outcome         (Purpose) 
1    Secondary Outcome         (Pedagogical Approaches) 
7    Primary Outcome             (Relationships) 

 

Composite Theoretical Descriptions. 

 This section utilizes quotes from the Combined SDP Faculty Theoretical Code 

Table to provide a description of each relationship in the system. Beginning with the 

drivers and proceeding through the system to the outcomes, the descriptions of these 

relationships set the stage for the development of the System Influence Diagram (SID). 

The order of the affinities and their respective relationships follows the order in Table 

4.13 – Program Structure, Student Impact, Emotions, Growth, Life Management, 

Purpose, Pedagogical Approaches, and Relationships. 

 
Program Structure Influences… 

 The Summer Development Program faculty identified Program Structure as the 
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primary driver in their system as shown in Illustration 4.13. Program Structure had a 

direct influence on all of the other elements in the system. 

 
Illustration 4.13:  Program Structure 

 
 

 

Student Impact. “The program should be structured to meet the needs of the 

students. The structure of the program certainly had an effect on students’ attitude. If the 

students feel as though the program is not helpful to them then their attitudes and 

behaviors will reflect this. At least half of the students thought that two-hour classes were 

the end of the world. But as they got into it they did fine. It all comes down to design and 

delivery. The program structure is set before the students arrive on campus. The intensity, 

the length of the program, the length of the class session is something the students find 

when they arrive and then deal with it.” 

Emotions. “The size of the classes can bring out frustrations for the teachers and 
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the students.  The nature of the program affected the emotions of both student and 

teacher. The five- week structure motivated me to be organized and prepared. I had 

intricately planned calendars and deadlines plotted out for the entire five weeks. I liked 

that feeling and I felt that I performed optimally in that time frame. I experienced 

frustration with trying to inspire students that are taking three classes and their third class 

of the day is my class. If the program seeks to accomplish set goals and you have very 

large classes then that can also lead to frustration. The structure required focus from 

Monday through Thursday. Over the long weekends students would let loose and then we 

had to pull them back once the next week started. Because the program was five weeks 

the students got restless toward the end which is why I think it would be better if it was 

four weeks.” 

Growth. “The make-up of the class can force you to take a step back and 

reexamine your approaches. By engaging in this reflection you grow as a teacher. The 

summer program forces you to think about the essential skills that the students need. The 

program structure affected my professional growth and development. I had to figure out 

how to do things in the allotted time. A fifteen-week program abbreviated to five weeks 

helped me hone my ability to focus on what is most important and most pertinent. I had 

to find creative ways to meet the objectives of the course. Teachers had negative or 

positive responses depending on how inclined they were to working within the structure 

of the summer school program.  The program structure affected how I approached the 

planning and that affected personal and professional growth.” 

Life Management. “If your classes are large and you have a lot of papers to mark 
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this can certainly have an effect on your life outside of the program. Because the program 

was so short, it had less of an effect on my life outside of school. I even got a vacation 

after the summer classes ended. I had to dedicated a few hours every Friday, Saturday 

and Sunday to planning and paper correction. If I did not work on the weekend, it would 

not have worked. The structure exists prior to everything and so you have to adjust your 

life accordingly. Working in a program that takes most of the day requires that you make 

decisions about other activities and prioritizing what you have to do.  I was only able to 

participate because it was an accelerated summer program. That was the only way to fit 

my involvement in with the rest of my professional and personal responsibilities. 

Depending on when the class is scheduled, the size of the class, the gender make-up and 

other things will have a direct effect on how much time I will need to dedicate to it in 

order to accomplish my goals.” 

Purpose. “Understanding that there are students that have critical needs at the 

fundamental level can motivate teachers to want to teach in a program like the SDP. 

Other teachers are motivated to teach in the SDP because they want to make sure that 

students who are admitted to their regular college-level courses are equipped properly. I 

was motivated by the five-week nature of the program. I would not have taught in a 15 

week summer program. The abbreviated time and the extra income was a motivating 

factor for me. The length of the class sessions may have in fact been a de-motivator 

whereas the program itself is a motivator because you can work with students at a critical 

time in their lives. It is all about taking your greatest talents and applying them where you 

find the greatest need. The program was designed to provide courses for students that 
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need extra help in order to be successful at the junior college. Knowing that I could be a 

part of helping students to fill gaps in their abilities encouraged me to participate. The 

motivation to teach in the program can be increased based on the program being 

scheduled in the summer.”  

Pedagogical Approaches. “The length of the program and the length of the 

courses have an effect on the pedagogical approaches because these are determined prior 

to the course and the arrival of the students. The types of approaches I used to deliver the 

lessons were certainly influenced by the structure of the program. I had to ensure that I 

employed the use of hands-on practical activities to engage students for each 2 hour 

period. The abbreviated nature of the SDP program was intense, so my teaching 

approaches were aimed at meeting the requirement of the course. The time frame creates 

a window within which you have to cover the objectives and so you develop approaches 

that fit within the structure. Ventilation, functioning fans, having the books and the other 

materials will all help to influence what goes on in the classroom. The methods and 

activities you use will be influenced by how long the class session is and how long you 

have to work with the students. If you are given a two hour class or a three hour class that 

will have an effect on how you schedule discussion time, presentation time, assessment.  

It is a summer program for developmental education and so that should help to determine 

some of the approaches you use based on the reality that this is a group of students that 

has struggled in one or more content areas. As a teacher, I need to fit my approaches 

within that structure so that the students learn in the best possible way.” 

Relationships. “The larger the class sizes, the harder it is to interact with your 
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students. There are also fewer natural opportunities to meet with colleagues so you have 

to be extra vigilant to create the time to meet in order to discuss the classes and plan 

collaboratively. The program structure inhibited any opportunities I would have had to 

nurture professional or personal relationships with other faculty members. My students 

and I would plan events during class that build camaraderie:  we had a couple days where 

we would bring food and discuss a short story while having snacks. Many of the sections 

of math were offered in the morning so it allowed the teachers to meet in the afternoon to 

discuss the lesson and correct papers together and so strong professional relationships 

were created. The group work that students did in class all helped them to build bonds 

among each other. When you have longer class sessions there is a greater opportunity to 

build relationships with students. The other Spanish teacher and I worked together 

because we were teaching the same course during the same program. The two hours 

helped to facilitate relationships between students but the five weeks limited the extent of 

the relationship that could be developed between students and teacher. The program is so 

intense and accelerated that it kind of forces students and teachers to work hard and work 

closely together so that good relationships are built between students and between the 

class and the teacher. The program allowed me to meet a lot of new people who teach at 

the junior college and others that work in the office and the college bookstore. I also got 

to meet a lot of new students that I continue to see form time to time on the streets.” 

 
Student Impact Influences… 

 The Summer Development Program faculty identified Student Impact as a 

secondary driver in their system as shown in Illustration 4.14. Student Impact had a direct 



258 
 

influence on six of the seven other elements in the system. 

 
Illustration 4.14:  Student Impact 

 
 
 

Emotions. “When I feel like I am having an impact on students that has a definite 

impact on my emotions. Meeting students at ground zero and trying to get them college 

ready can seriously affect your emotional well-being. If the students do not want to be 

there it can increase frustration for the teachers. At the same time when students are 

receptive, motivated and engaged this can have a positive effect on the emotions of the 

teacher. The emotions I displayed had some effect on the students. Despite the 

challenges, I believe I was able to realize more positive feedback from them in the end. 

The students draw out emotions in their teachers. If they are motivated and really want to 

learn then you get excited and enthusiastic about teaching. It is not like I want them to 

like me but I hope that they like the course. If students are interested, I am happy. If they 
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are engaged, willing, open and participating then I enjoy the experience so much more. I 

know that it is easier to impart knowledge than it is to change attitude. If I can get them 

excited about learning the material I think the battle is 75 percent won.” 

Growth. “Students in that course taught me a thing or two and certainly 

influenced my personal/professional growth as a teacher and an individual. Every group 

of students is different and you are going to learn something new from each group. You 

will notice that strategies that work with one group will not work with another group. 

Their willingness to participate and to share with me ways that I can help them to best 

learn will help me grow as a teacher. I learn from them when they open up to me. I have 

to find a way to deal with the challenges that the students bring so they help me to grow 

by forcing me to find new ways to adapt to their needs. If they are open and they share 

their challenges with me, then I can better help them and I grow too.” 

Life Management. “The more challenges that your students bring to the class the 

more work will be required of the teacher. More time, more energy, more one-on-one 

time will be essential. It is hard to divorce the professional part of teaching from your 

home life. If student interest is low and their prior knowledge is low than I have to spend 

more time to prepare and to work extra with students. That would then have an impact on 

the time I have available for other personal responsibilities. It requires additional 

planning and research and it means more time to correct and give feedback on additional 

exercises or activities. When I teach I am also open to my students outside of class. 

Students always have to be accommodated before anything else.   The students can 

impact the quality of your life. It is harder to keep the students out of your life that it is to 
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keep your life out of the students’ experience. If the students give a lot of trouble then the 

stress from your work could be brought home. Because I end up being so much more 

than a teacher to my students they have a greater impact on my life than anything. I get 

up early to meet students before class and I stay up late trying to finish papers so that I 

can get students feedback on their work. In the old days teachers were chosen because 

they were single. School leaders knew that they needed time in order to do the job well.” 

Purpose. “You come into the program having a certain motivation and an 

attitude. But the response from students does affect that motivation and students’ attitude 

can also change your motivation. The expectation that I was going to be able to impact 

students drove my purpose. Because my purpose is linked with student interest and 

abilities, the more they bring the better. But I am also inspired by building interest and 

skills in the students. Because I have had good experiences helping students in the 

summer program I continue to teach the course.”  

Pedagogical Approaches. “The students always determine the approaches you 

use. If you do not meet students where they are then you are only teaching yourself. The 

abilities that the students brought to the class had a significant impact on the pedagogical 

approaches I used because I wanted to meet their learning needs. The approaches were a 

response to where the students were coming from. An assessment on the first day 

informed how I was going to structure the class and present the material. Students learn 

in different ways so you have to have different approaches and different types of 

assessment. You cannot just walk into the class and say that this is the way I am going to 

teach no matter what. I need to know the type of learners I have in the classroom and then 
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I can determine the strategies I use. As a teacher I can assign whatever I want and I can 

work myself silly but it depends on the attitude of the student and how prepared they are 

to set their mind on doing the work and taking responsibility for their learning. We 

expected students would be less than excited about going to class during the summer so 

we thought about the approaches that would capture their attention and their interest.” 

Relationships. “Some students come from same-sex high schools and that can 

sometimes affect student behavior in the classroom because some students might be less-

inclined to participate or might be distracted by students of the opposite sex. The trust 

that students showed in my course was great and it helped them build closer relationships 

with their fellow classmates.  

You have to build a relationship with each student because I know from my own 

experience that when I did not have a relationship with a teacher I thought that they did 

not care. I do not want students to have that impression of me. If I have more boys than 

girls than that is a challenge for me because they prefer to work alone rather than in 

groups. If you have more girls than boys than the relationship building is easier. The 

student also has to be open to building a relationship and not be just about taking the 

class, getting the credit, and moving on. You generally try to build relationships with 

students that need more from you. They will come to you after class and you often learn 

that they need more than just the class work and that helps create the relationship. 

 
Emotions Influences… 

 
 The Summer Development Program faculty identified Emotions as a secondary 

driver in their system as shown in Illustration 4.15. Emotions had a direct influence on 
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four of the seven other elements in the system. 

 
Illustration 4.15:  Emotions 
 

 
 
 

Growth. “I personally think that my emotions led to my growth because I felt that 

my work was appreciated by my students. If students are pleased with the program that 

means they will be comfortable to speak their mind and volunteer and that is how the 

teacher learns and grows. When you reflect on a teaching experience and recognize the 

times when you might have gotten frustrated or felt overwhelmed, then you grow in 

terms of planning strategies to address the factors that led to those feelings. You have to 

go through the pain to experience the joy. 

It was the emotional experiences that pushed my personal and professional development. 

I was worried about how students reacted on the first day of the class and that led to a 

change in how I planned the first week so that was a type of growth in the sense of better 
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understanding the students I was working with.” 

Life Management. “If you really enjoy your class then you might prioritize that 

work and spend more time on finding more activities for students and reaching out to 

them. You manage your life outside of school so that you have the time to dedicate to 

your class. People gravitate toward things that are rewarding and personally fulfilling and 

they make choices in life to maximize fulfillment. When I know that a student has a 

problem, it stays with me and bothers me. When I find that I am not accomplishing 

objectives in the class and students are not succeeding then I have to work harder and this 

takes more time in preparation, research and making adjustments. If you feel frustrated 

from school then it becomes hard when you have to go home and deal with your own 

family and deal with their problems. It is important to leave school at school.” 

Purpose. “The successes I experienced during SDP fueled my motivation to work 

with the program every summer. I have a personal, emotional connection to SJC. I went 

to high school and sixth form here, was student body president and I got a scholarship 

from SJC. So my purpose for teaching during the summer, when I had other options, is 

related to this connection. The reaction I get from students and the emotional reaction it 

stimulates then have an influence on the motivation. Emotion is a part of my purpose 

because I see that helping these students is the most important thing. If I was not helping 

them prepare for success then I would not be teaching in the program. If you are feeling 

that you can give these students something that they need than your feelings are driving 

the purpose. 

Relationships. “If you are frustrated then it can effect whether or not you foster 
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or facilitate relationships. When there is an imbalance in class sizes this can affect 

relationships between faculty members as well. My generally positive feelings about the 

program enhanced my rapport with colleagues. I enjoyed taking part in organized 

luncheons with colleagues. 

I did feel frustrated at times and that could put a strain on relationships with 

colleagues or students. The way I feel about a person would encourage or discourage me 

from wanting to have a relationship with that person. If students are willing embrace the 

learning experience then relationships between students and with the teacher will be 

built.” 

 
Growth Influences… 

 The Summer Development Program faculty identified Growth as a secondary 

driver in their system as shown in Illustration 4.16. Growth had a direct influence on four 

of the seven other elements in the system. 
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Illustration 4.16:  Growth 
 

 
 
 

Life Management. “The more you learn about your material, your students, and 

yourself can help you to decide how much time you will need to devote to your teaching. 

I learned that being organized is an enjoyable state of being and this encouraged me to 

maintain the same prioritization and planning in my life outside the classroom. If I learn 

to do things more efficiently then I will also be more effective and I will have more time 

available to me. Once you have experienced positive results in the classroom it can alter 

your life and lead you to make choices that allow you to do more work to help students. 

The more you learn as a person the more wise you come. As a teacher, the more you 

learn the better you are able to plan and therefore manage your life better.” 

Purpose. “Growing allows us to become more committed and allows us to be 

more focused about how we can affect students. My purpose for teaching has persisted 

despite the stumbling blocks. I have grown because I evaluate myself and examine my 
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strengths and weaknesses. I enjoy teaching and I get a lot out of it and then it motivates 

me to continue. As I improve as a teacher I become more committed to teaching in the 

summer program.   If I do not have a real need or a real desire to give something to the 

students then I will just do something else.”   

Pedagogical Approaches. “Growth comes from the realization that what you are 

doing is not working and you need to try something else. I believe that although it was 

not the intention, my own professional, individual growth affected the manner or the 

degree to which I was able to utilize appropriate teaching methodologies. I became more 

patient despite the many challenges relating to students’ ability levels. My growth as an 

individual was more than what I expected since I had an opportunity to make use of 

different pedagogical approaches. The SDP honed my ability to be flexible in my 

pedagogical approaches and to always have a plan ‘B’ in the event that the original 

strategy failed to prove viable. I grow as a teacher based on feedback from students and 

by working with other teachers and this then leads me to change the approaches I use. 

The years of experience that I had teaching was what I drew upon to plan the course and 

to plan the day to day activities. My experience also allowed me to be flexible in my 

approaches. If something that I planned is not working than I can switch up my approach 

on the spot.” 

Relationships. “The more confident I became in my role as a teacher the more I 

forged genuine relationships with my students because I felt more competent and 

equipped to give them assistance. When you can appreciate where someone is coming 

from that makes you more tolerant and more understanding which in turn facilitates 
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relationships. If you have gotten to a place where you realize that what you see before 

you is not always the whole story then that will make for better relationships. Being a 

good teacher means seeing that our students have a whole life and a lot of the things they 

deal with are things they have absolutely no control over. I need to look beyond some of 

the skills and behaviors and attitudes that these students have because there is something 

else going on. When you have experienced a struggle or a challenge and you have 

overcome it and you then see that one of your colleagues is experiencing something 

similar you will have a much better understanding of that person and the shared 

experience could lead to a good relationship. When you grow and mature you begin to 

take more care in terms of who you chose to build relationships with. You want to be 

around positive people. 

 
Life Management Influences… 

 The Summer Development Program faculty identified Life Management as a 

secondary outcome in their system as shown in Illustration 4.17. Life Management had a 

direct influence on three of the seven other elements in the system. 
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Illustration 4.17:  Life Management 
 

 

Purpose. “My initial motivation was financial and so the need to earn some extra 

money before I went away to study definitely affected my purpose. The extra income was 

a positive motivator. You manage your life around the decisions that you make. 

Everything that is going on in your life affects your motivation. I would have preferred 

not to work during the summer but the reality was that I needed the extra income. After I 

taught in the program though, my motivation for participating became more about the 

exchange with the students and the opportunity to be a part of helping them reach their 

goals.” 

Pedagogical Approaches. “There are only so many hours in the day. You know 

how much time you have and so you structure your approaches to get the most you can 

out of the students. As a serious volleyball athlete at the time of the SDP program, my 

life was very busy outside the classroom, so to meet my demands as an SDP lecturer, I 
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found that I would create writing assignments that had a clearly defined rubric for 

correction. The rubric would be given to the students so that they knew in advance what 

was expected. I have to admit that there were times I considered giving an assessment 

that would be easier on me because it would be easier to grade. But I knew that was not 

in the best interest of the student and I did not succumb to the temptation.” 

Relationships. “You have to sometimes make sacrifices in order to find the time 

to build relationships with students and colleagues. My life outside the program was 

probably the cause for the lack of relationship with other faculty members; I spent no 

time interacting with them. When I felt that all was in balance outside the classroom, I 

was better able to manage what happens inside the classroom. Your outside commitments 

do affect the time that you have available to spend building relationships with colleagues 

and students. Life management allows for the building of relationships. The extent to 

which I can manage my life and free-up time to be with students, the more I can 

effectively build relationships. I have a feeling that everything that is going on in a 

person’s life affects the way they interact with other people. How you manage your life 

determines your relationships because if you prepare well then you have a greater 

freedom to build relationships with the class. By making the choice to take an earlier bus 

to school and a later bus home then I am able to have more time to be with students 

before and after classes. It allows me more time to be involved in other ways through 

committees, sports, and clubs. By being available to students I have found that they will 

come and speak with me about different issues that they deal with.” 
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Purpose Influences… 
 

 The Summer Development Program faculty identified Purpose as a secondary 

outcome in their system as shown in Illustration 4.18. Purpose had a direct influence on 

two of the seven other elements in the system. 

 
Illustration 4.18:  Purpose 
 

 
 
Pedagogical Approaches. “Your motivation is going to determine what you 

ultimately do. If the students and their learning are your motivation than that will 

influence the approaches you use. My purpose for teaching that particular course was to 

meet the new cohort of students for the program and to begin to excite them about the 

teaching profession. The latter certainly influenced the pedagogical approaches I chose to 

use. Teaching is a vocation that I would never change since I realized that I am not an 

office person. I was fairly highly motivated during SDP sessions. The abbreviated time 

compelled me to stay on top of my tasks and moved me to find creative ways of 
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delivering the material on a daily basis. When a person is internally motivated then they 

spend a lot of time preparing and planning the strategies that they will use. My purpose is 

to build interest in the course and the material so I choose certain approaches rather than 

just what works best to meet my own interest. You really want to help students seize the 

opportunity to get into a junior college program and to do well. I have worked with 

teachers that focus more on themselves then on the students. For me, I just want to see 

the students succeed because I know what awaits them if the fall by the wayside.” 

Relationships. “Your purpose is your driving force and so that is going to 

determine where you go, what you do, and the people you build relationships with.  I was 

more concerned about impacting students and their choice to become teachers than I was 

about relationships with other faculty members. The purpose certainly influenced my 

relationship with students though.  The camaraderie I developed with faulty members 

was enjoyable and encouraging and kept me focused on the task ahead of me over the 

five weeks. Good relationships affect your level of motivation. But why you are in the 

program affects how you deal with others in the program. You are here for certain 

reasons. You want to make a difference, you want to do something and that affects the 

commitment that you make to building relationships with your colleagues and your 

students. Because I was interested in working with another colleague my purpose was 

directly affected by the relationship. The motivation pushes you to want to build 

relationships with the students so that you can help them achieve their academic goals. 

You will be drawn to people who share your passions. If you want to be a great teacher 

than you are going to build relationships with others who are also trying to have the 
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greatest impact possible.” 

 
Pedagogical Approaches Influences… 

 
 The Summer Development Program faculty identified Pedagogical Approaches 

as a secondary outcome in their system as shown in Illustration 4.19. Pedagogical 

Approaches had a direct influence on two of the seven other elements in the system. 

 
Illustration 4.19:  Pedagogical Approaches 
 

 
 

Emotions. “Pedagogical approaches can influence emotions and can lead to a 

change in approaches if the emotional reaction is negative. I remember being frustrated 

by the difficulty students were having with a particular concept and this motivated me to 

find a new approach to get the lesson across. The pedagogical approaches used made a 

greater impact on the students hence the emotions were greater with students’ comments. 

My emotions did not affect the types of pedagogical approaches I used at all. The 
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approaches were more important because I needed to engage students. Emotions should 

never define the way you teach. If I am comfortable with the approaches I am using then 

I am going to be happy. If you use lecture for two-hours a day, four days a week, students 

are going to get angry, bored, and tune you out. I would have a negative reaction to that 

as well. When you are trying to inspire interest in a subject where a lot of students tend to 

push back, you have to be creative in your approaches. I gave them very little homework 

and I was disappointed that some of the students still did not do it.” 

Relationships. “Some teachers talk to students; I prefer to talk with students. My 

approach is interactive and so this facilitates relationships among students and with my 

peer teachers as well. By sharing approaches and planning together we build collegiality. 

The pedagogical approaches I used were not influenced by any relationships; they were 

influenced by the nature of the course, the ability levels of the students, and my purpose 

for teaching the course. The relationships you have with students would come from 

approaches you use. My students were required to write one composition per week for 

five weeks. This demand was not popular with them and many resented and often avoid 

submission day. These days often strained the rapport between the students and me. The 

approaches you use in class will determine the kinds of relationships students develop 

among themselves. If you never let them talk to one another, this will obviously affect the 

relationships. The team approach to planning and evaluation affected the professional 

relationships that were developed.” 
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System Influence Diagram (SID) 

The System Influence Diagram (SID) is a visual representation of the cause and 

effect relationships between the eight affinities that capture the experience of the faculty 

in the Sumer Development Program. The affinity relationships were identified in the 

Interrelationship Diagram (IRD) (see Tables 4.11 and 4.12). The SID was created with 

Inspiration® software to represent the relative positions of the affinities as outlined in the 

Tentative SID Assignment Chart (see Table 4.13). The investigator began by placing the 

affinities on the screen with drivers to the left and outcomes to the right. The affinity 

names were placed into squares and the investigator drew arrows between each affinity to 

denote the direction of the relationship as represented in the IRD.  

The first version of the SID is referred to as cluttered because it contains all of the 

affinity relationships identified by the SDP Faculty Composite IRD (Tables 4.11 and 

4.12). The affinity relationships were drawn with the arrows. The result was a Cluttered 

SID shown below in Illustration 4.20. One arrow in the Composite Cluttered SID is 

highlighted in burnt orange because it is recursive (Pedagogical Approaches → 

Emotions). A recursive arrow is one that indicates a relationship in the opposite direction 

of the system’s natural flow. When working to remove redundant links in the system, the 

recursive arrow was initially ignored (Northcutt & McCoy, 182). 
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Composite Cluttered SID. 

Illustration 4.20:  SDP Faculty Experience (Composite Cluttered SID) 
 
 

 

 

Composite Uncluttered SID. 

 The Cluttered SID was difficult to interpret. To remedy this, redundant links 

were removed and a simplified system representation was created. The resulting 

Uncluttered SID is shown in Illustration 4.21. 
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Illustration 4.21:  SDP Faculty Experience (Composite Uncluttered SID) 
 
 

 
 

 
 The investigator then examined the conflicting affinity relationships that were not 

used in the Interrelationship Diagram (IRD) to create the System Influence Diagram 

(SID). Table 4.10 showed there was a conflict with the following affinities:   

• 1 > 6 and 1 < 6      (1 = Pedagogical Approaches; 6 = Life Management) 

• 2 > 8 and 2 < 8      (2 = Student Impact; 8 = Purpose) 

• 4 > 8 and 4 < 8      (4 = Emotions; 8 = Purpose) 

• 5 > 7 and 5 < 7      (5 = Growth; 7 = Relationships) 

• 6 > 8 and 6 < 8      (6 = Life Management; 8 = Purpose) 

Since the IRD only allowed for one possibility, the affinity relationship with the 

highest frequency was selected. To resolve the conflict, the investigator examined the 

affinity relationships that were not used (1  >  6, 2  <  8, 4  <  8, 5  <  7, 6  <  8). These 



277 
 

relationships (represented by green dashed arrows) were added to the Uncluttered SID as 

shown in Illustration 4.22.  

 
Illustration 4.22:  SDP Faculty Composite Uncluttered SID with Conflicting Affinity  

        Relationships 
 
 

 
 

 
After the arrows depicting affinity relationship conflicts were added the 

investigator examined the system to identify and remove redundant arrows. As a result, 

the investigator eliminated the arrows from Pedagogical Approaches to Life 

Management, Pedagogical Approaches to Emotions, Purpose to Life Management, and 

Purpose to Emotions. Next, the investigator created another Uncluttered SID with 

redundant back arrows removed (Illustration 4.23). 
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Illustration 4.23:  SDP Faculty Composite Uncluttered SID after Back-arrow  
        Removal  
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Illustration 4.24:  SDP Faculty Composite Clean SID  
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Summary of chapter 

This chapter presented the results of descriptive statistics examining student 

persistence and student graduation rates in a summer bridge developmental education 

program at St. John’s College Junior College in Belize City, Belize. The chapter also 

presented the results of student and faculty perceptions of the Summer Development 

Program. During the focus group, both groups identified the following affinities: 

SDP Students SDP Faculty 

• Purpose 

• Teacher Impact 

• Program Structure 

• Peer Impact 

• Relationships 

• Campus Environment 

• Growth 

• Emotions 

• Program Structure  

• Student Impact  

• Emotions  

• Growth  

• Life Management  

• Purpose  

• Pedagogical Approaches 

• Relationships 

 
These affinities were used to generate an interview protocol for individual 

interviews. The data from the interviews were organized by axial coding, theoretical 

coding, and System Influence Diagrams (SID). This allowed the investigator to obtain 

descriptions of each person’s perceptions of the Summer Development Program. 

Composite descriptions were created for both groups, and used to create a composite 

System Influence Diagram (SID). Interpretation of the SIDs from the SDP students and 
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faculty is presented in Chapter Five along with a discussion of the relationship between 

the perceptions and the descriptive statistics related to persistence and graduation. 
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CHAPTER FIVE 

INTERPRETATIONS 

"I could go on and on the full has never been told.” 

—Buju Banton 

 

Gateway Courses and Graduation Rates 

The goal of this study was to determine the effectiveness of the Summer 

Development Program at St. John’s College Junior College with a view to providing 

comment on a national approach to developmental education in Belize. Specifically, this 

study examined persistence in gateway courses and graduation rates while exploring 

student and faculty perceptions of their experience as participants in the summer bridge 

program. The results of the quantitative analysis generated from a review of student 

enrollment data demonstrated that SDP students persisted through gateway courses on 

par with their counterparts that were not assessed into remediation. The data also showed 

that there is a statistically significant relationship between SDP status and graduation.  

The following sections will explore this data in greater detail. 

Persistence 

Research question #1 asked:  What percentage of students who enrolled in 

SJCJC's SDP passed the next level gateway course in the subject for which they required 

remediation? How does this compare with the success rate of students not enrolled in 

SDP courses? The purpose of this question was to evaluate the effectiveness of the 

Summer Development Program by determining persistence in gateway courses for SDP 
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students and comparing that persistence with students not assessed into remediation.  

Roughly half of first-year community college students enroll in developmental 

education courses; in urban centers, this number can be significantly higher. Similarly, 

half of the 2005 entering class of SJCJC students enrolled in the Summer Development 

Program. Descriptive statistics were used to identify the number of SDP students that 

enrolled in each SDP course and measured that number against the number of SDP 

students that completed the corresponding gateway courses with a grade of C or better the 

first time they enrolled in the course.  

The persistence rate in gateway courses for non-SDP students was obtained by 

determining the percentage of students that passed their gateway courses with a C or 

better on the first attempt.  The effectiveness of the SSK 050 Study Skills for College 

course was assessed by examining first semester grade point averages for SDP students 

that enrolled in this course and comparing their performance to first semester grade point 

averages for non-SDP students. 

Descriptive statistics demonstrated that Summer Development Program students 

succeeded on par in the six gateway courses with non-Summer Development Program 

students. In each of the six gateway courses for which SDP students received 

remediation, they achieved a success rate better than or within ten percent of their 

counterparts that were not recommended for the summer bridge program. In two courses, 

Molecular and Cellular Biology and Introduction to Computers, SDP students actually 

succeeded at a high percentage than students that did not receive remediation.  

While the relatively low enrollment numbers of SDP students in Biology (11) and 
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Computers (9) may account for this apparent anomaly, it is nonetheless clear that SDP 

students have performed comparably with their peers not recommended for remediation. 

Of the SDP students that enrolled in SSK 050 Study Skills for College, 77 percent earned 

a first semester grade point average of 2.00 or higher while 88 percent of non-SDP 

students performed similarly.   

In order to answer the second part of research question #1, the investigator 

conducted independent sample t-tests at the .05 level with grades in gateway courses 

measured against Summer Development Program status.  For the gateway courses in 

English, Math, and Spanish the data showed significant statistical evidence to support 

differences in grade means based on a student’s Summer Development Program status.  

Though the mean differences were not statistically significant for the gateway courses in 

Biology, Chemistry, and Computer, the descriptive statistics showed that there were 

differences in grade means based on a student’s SDP status. The descriptive statistics are 

most helpful with research question #1 because they demonstrate that as a population the 

SDP students perform on par in college-level courses with non-SDP students.  

The percent differences in passing rates for gateway courses taken by SDP and 

non-SDP students were such that the investigator concluded the Summer Development 

Program was achieving its goals of preparing students for success at the junior college 

level. In English, Math, and Spanish, the investigator could be 95 percent confident that 

the SDP students would perform within half of a grade point of non-SDP students. The 

extent to which these results can be generalized to include the summer bridge programs 

that exist at other junior colleges in Belize is complicated by the small sample sizes in the 
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Biology, Chemistry, and Computer SDP courses. Replicating this study at other colleges 

in Belize or pooling data from multiple colleges would assist in determining with greater 

confidence how reflective these results are on a national level. 

Graduation Rates 

Research question #2 asked:  What percentage of students who took one or more 

courses in the SDP graduated within two years? How does this compare with the 

graduation rate of students that had not enrolled in SDP courses? The purpose of this 

question was to evaluate the effectiveness of the Summer Development Program by 

determining the graduation rate for SDP students and comparing that rate with students 

not assessed into remediation.  

To answer research question #2, the investigator conducted a chi-square test that 

demonstrated a statistically significant relationship between SDP status and graduation. 

Descriptive statistics showed that 81 percent of the non-SDP students that began their 

studies in the fall of 2005 graduated within two years. Of the SDP students that began 

their junior college studies in the 2005 summer bridge program, 71 percent graduated 

within two years. Therefore, non-SDP students graduated at a rate 10 percent higher than 

SDP students. While junior college Deans in Belize may not be pleased with the loss of 

nearly three out of every ten SDP students, compared to completion rates for students that 

begin remediation in American community colleges this is a remarkable success rate.   

 

Tour of the Systems  

The experiences of Summer Development Program students and faculty members 
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were represented in two composite Systems Influence Diagrams. In order to better 

understand the experiences of SDP students and faculty, the following section will 

provide a tour of the two SIDs. “The system can be traced as a path where each element 

influences the next.  How the affinity is perceived, either positively or negatively, can 

influence the experience of the next affinity” (Northcutt & McCoy, 2004, p. 333). The 

tour of the systems will include a theoretical summary, a walk through the affinity 

relationships, and an examination of feedback loops. 

SDP Students 

The students’ perception of the Summer Development program was represented 

in Illustration 4.12.  The primary driver was Purpose and it had an effect on all of the 

other affinities in the students’ experience of the program. The secondary drivers in the 

system were Teacher Impact, Program Structure, and Peer Impact. The secondary 

outcomes were next in the system and they included Relationships, Campus 

Environment, and Growth. The primary outcome in the composite student SID was 

Emotions. It is important to note that this system is actually one large feedback loop and 

each affinity can ultimately have an effect on each other affinity. Feedback loops will be 

discussed further in a later section of this chapter. Illustration 5.01 depicts the students’ 

perception of the Summer Development Program. 



287 
 

Illustration 5.01:  Student Perception of the Summer Development Program (Theoretical Summary) 
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The primary driver in the students’ system was Purpose and it had an effect on all 

of the other affinities in the system. For an overwhelming majority of the students, the 

internal motivation to succeed was an important aspect of the SDP experience. The 

students were not pleased about losing a large part of their summer holiday, but they were 

sensitive to the costs borne by their parents and they were motivated to stay on track to 

graduate with their class. The students’ desire to do well mitigated challenges they 

experienced related to the accelerated pace of the course, two-hour classes, the 

mosquitoes and the rain, and the emotions associated with those challenges. The students’ 

had a drive to succeed that encouraged relationship building with teachers and peers. In 

turn, these relationships contributed to an environment of camaraderie that facilitated 

growth for students and faculty alike.   

 Students in the Summer Development Program recognized the important role of 

the teacher in their experience and Teacher Impact was a secondary driver in the system. 

The knowledge, attitudes, and professional skill of the teacher had a significant impact on 

the students' experience. Students commented on the teachers’ command of the subject 

content, their care for the students as individuals, and their ability to simplify concepts 

and facilitate learning. The class time went by quickly because the teachers divided the 

time well and utilized a variety of instructional approaches. In the supportive, friendly, 

and engaging way teachers interacted with students, they contributed positively to the 

environment and helped students manage the emotions of a new learning environment 

and an accelerated summer program. 

The intensity of the accelerated program inspired students to pool their resources 
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in order to help one another succeed in the program. The Program Structure did not leave 

much time to develop relationships while on campus but many students organized study 

groups to prepare for tests and exams. Others paired with classmates to share textbooks 

and study guides. The teachers structured the class activities and the assignments around 

group work that also helped to build relationships among students. The program 

promoted growth while challenging students physically, emotionally, and academically. 

The students spoke about rising to meet new academic challenges and maturing as young 

adults.  

The students identified Peer Impact as a secondary driver and this affinity had a 

direct influence on five of the seven other elements in the system. A bond was formed 

among the students that participated in the program and this bond persisted through the 

students’ attendance at the college and beyond. Students in the program motivated, 

supported, inspired, and competed with each other. Parents may have provided the initial 

motivation but many students confirmed that it was their peers that encouraged them to 

stick with their summer courses.  

The students shaped their environment in the way they built bonds with their 

peers and their teachers. In several cases, the social aspect of the students’ SDP 

experience was as important to the students as the academic growth. They met and made 

new friends while connecting with old friends from elementary school. These 

Relationships helped the students to manage the stress they experienced in the program. 

For students, the relationships built with peers and teachers were a secondary outcome in 

the system. They understood if those relationships were poor, success was severely 
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diminished. The relationships made the environment more comfortable and more 

welcoming while promoting growth by learning from and with one another.  

Summer rains, flooded walkways, and mosquitoes created challenges for students 

and teachers alike. However, on a whole the students found the campus to be an 

environment that promoted learning and growth. The teachers created an environment in 

the classroom that made students feel secure and welcome. Most students felt as though 

they had made a transition to a higher level of learning and the Campus Environment 

made a significant contribution to that feeling. Students were excited about moving on to 

the junior college level and there was significant pride in many about that 

accomplishment.  

 Students experienced Growth that in turn effected their Emotions and their 

Purpose. While students were apprehensive and less than excited about losing a part of 

their summer, they settled into the summer program, became more comfortable, and grew 

as students and young men and women. Their personal drive to complete the program 

outweighed the challenges and negative emotions they experienced. Moving to another 

level of education was an exciting and an anxious time for the students. They were proud 

to be part of the St. John's College tradition. The students understood that opportunity is 

scarce and that academic growth and personal development is critical to their success in 

life. 

Feedback Loops 
 

Northcutt and McCoy (2004) define feedback loops as three or more affinities that 

influence one another directly or indirectly. Exploring the SDP Student System Influence 
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Diagram (SID), it is clear that the system is actually one large feedback loop where each 

affinity eventually has an influence on each other affinity.  There is also a feedback loop 

within the system that is created by the affinities Emotions, Campus Environment, and 

Growth (see Illustration 5.02).  The investigator called this trio of affinities Campus Life. 

The SDP students perceived a special relationship between these three affinities and 

spoke in detail about the role that the campus environment played on their growth and 

how the environment affected their emotions.  

 

Illustration 5.02:  Feedback Loop: Campus Life 

 

 
 

For SDP students, their experience was significantly impacted by the campus 

environment. They dreaded the mosquitoes and the rains that flooded walkways yet they 

also appreciated the facilities and the resources available to them as junior college 

students. SDP students emphasized the importance of the out of classroom experiences 

that are a part of every college student’s experience. Studies such as this one that seek to 

evaluate the effectiveness of an instructional program much take into account the campus 
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life experience in addition to the academic learning outcomes. Some students spoke about 

the lack of co-curricular activities during the summer and longed for an opportunity to 

interact more with peers outside the classroom. Again, it is important to note that the 

entire system is a feedback loop. Therefore, all of the affinities that lead into Campus 

Environment (Purpose, Teacher Impact, Program Structure, Peer Impact and 

Relationships) also come into play in shaping Campus Life.  

 
 
SDP Faculty 

The faculty members’ perception of the Summer Development program was 

represented in Illustration 4.24.  The primary driver was Program Structure and it had an 

effect on all of the other affinities in the faculty members’ experience of the program. 

The secondary drivers in the system were Student Impact, Emotions, and Growth. The 

secondary outcomes were next in the system and they included Life Management, 

Purpose, and Pedagogical Approaches. The primary outcome in the composite faculty 

SID was Relationships. The faculty system includes two large feedback loops. Feedback 

loops will be discussed further in a later section of this chapter. Illustration 5.03 depicts 

the faculty members’ perception of the Summer Development Program. 

The primary driver in the faculty members’ system was Program Structure. The 

design of the Summer Development Program had the most significant effect on the 

experience of faculty members that taught in the program. They believe that the design of 

the program had an effect on the students’ attitude toward the courses. The intensity of 

the program, the loss of five weeks of summer, and the two hour classes impacted student 
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motivation. Teachers were frustrated by the large classes, the accelerated nature of the 

program, and unmotivated students. Faculty grew in professional ways by learning to 

adapt to the structural challenges of the summer program. Out of necessity or choice, 

some SDP faculty were motivated to teach in the program because it was offered during 

the summer, was accelerated, and was designed to improve access. The program structure 

affected the pedagogical approaches as faculty sought to meet the challenges of an 

accelerated course and a two-hour class session. Faculty found it difficult to build 

relationships with students because the program was only five weeks long but they 

developed strong relationships with colleagues while developing, evaluating, and 

tweaking their courses. 
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Illustration 5.03:  Faculty Perception of the Summer Development Program (Theoretical Summary) 
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Faculty in the summer program recognized the role of the students and identified 

Student Impact as a secondary driver in their system. The knowledge, behaviors, and 

attitudes of the students had a direct effect on six of the seven other elements in the 

system. The faculty were frustrated by what they perceived to be a disengaged and 

unmotivated student body. However, they were also excited by the success in changing 

that attitude and inspiring the students toward their learning. Meeting the challenges of 

students in the summer program meant that faculty had to spend more time planning and 

reorganizing lessons than they anticipated but the faculty were willing to do what was 

required to accommodate student learning. The faculty responded to the students they 

found in the classrooms and adjusted pedagogical approaches as needed. Some faculty 

found a need to help students from same-sex high schools transition to a co-ed classroom 

while some faculty that teach in same-sex high schools during the year had to make a 

similar transition themselves. 

 The Summer Development Program faculty identified Emotions as a secondary 

driver that had a direct influence on four of the seven other elements in the system. Their 

emotions promoted growth in that faculty received validation from students for the care 

and the efforts they gave to their work. Frustrations led to new approaches which 

promoted professional growth. Faculty felt personally rewarded by their interaction with 

SDP students and so they adjusted their other life responsibilities in order to have more 

time for their students. These positive emotions inspired faculty to teach in the SDP 

several times and they took pride in being a part of helping students achieve their 

educational goals. Frustrations and positive emotions encouraged relationship building 
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among faculty members. 

 The Summer Development Program faculty identified Growth as a secondary 

driver that had a direct influence on four of the seven other elements in the system. They 

described aspects of professional and personal growth that emerged from their 

participation in the program. They spoke about becoming better organized in preparation 

for classes and more efficient in returning papers. The faculty gave credit for their growth 

to colleagues that helped them to think critically about student learning and helped them 

to identify new approaches. The faculty also described growth in their ability to better 

appreciate the challenges of their students and to forge relationships with students.  

 The Summer Development Program faculty identified Life Management as a 

secondary outcome that had a direct influence on three of the seven other elements in the 

system. Many faculty were motivated to teach in the program because of the opportunity 

to earn supplemental income and they managed their responsibilities outside of school in 

order to meet their professional obligations. For some faculty, being very well organized 

and designing assignments that could be marked and returned quickly was a way to cope 

with the challenges of managing their personal and professional responsibilities. Several 

of the faculty spoke about the value of the relationships they built with colleagues and 

students but they recognize that the time it takes to nurture these relationships can take 

away from the teachers’ lives off-campus. 

 The Summer Development Program faculty identified Purpose as a secondary 

outcome that had a direct influence on two of the seven other elements in the system. 

Motivated by student learning, the faculty spoke about identifying, implementing, 
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evaluating, and adjusting their pedagogical approaches in order to meet the needs of their 

students. Faculty also spoke about the role of motivation and relationships. Young 

teachers proactively sought mentoring relationships with senior instructors while other 

faculty went to extraordinary lengths to develop relationships with students in order to 

better understand them and their learning needs.  

The Summer Development Program faculty identified Pedagogical Approaches 

as a secondary outcome that had a direct influence on two of the seven other elements in 

the system. Faculty spoke about the student attitudes they encountered in the classroom 

and how those attitudes led teachers to change their instructional approaches. Faculty also 

described the frustration of trying to engage students and adjusting approaches until they 

came across the right mix of strategies. For many faculty, engaging students with the 

material meant facilitating relationships among students with group work. Faculty found 

that challenging students to rise to the challenge of an accelerated program would often 

strain the teacher-student relationship. The pedagogical approaches, however, were most 

influenced by the relationships developed among faculty that planned and evaluated 

together. 

Feedback Loops 
 

Northcutt and McCoy (2004) define feedback loops as three or more affinities that 

influence one another directly or indirectly. The SDP Faculty System Influence Diagram 

(SID) contains two feedback loops with five affinities in each loop. There is a feedback 

loop within the system that is created by the affinities Student Impact, Emotions, Growth, 

Life Management, and Purpose  (see Illustration 5.04).  The second feedback loop is 
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created by the affinities Growth, Life Management, Purpose, Pedagogical Approaches, 

and Relationships (see Illustration 5.05).  . The investigator named these two feedback 

loops Meeting them where they are and Professionalism.  

 The Meeting them where they are feedback loop captures the system affinities that 

relate to the faculty members’ commitment to learning with rather than teaching to the 

students in their SDP classes. SDP faculty had their emotions affected positively and 

negatively by the attitudes and diverse skill levels brought by the SDP students. Those 

emotions generated responses that led to professional and personal growth. Faculty often 

had to adjust life responsibilities to dedicate more time to their summer classes in order to 

meet learning objectives for the SDP courses. The intrinsic reward of being part of this 

transformation in student abilities inspired SDP faculty to continue to teach in the 

summer bridge program. 
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Illustration 5.04:  Feedback Loop: Meeting them where they are 
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Illustration 5.05:  Feedback Loop: Professionalism 

 

 
  

The Professionalism feedback loop is composed of three of the affinities that also 

make up 60 percent of the Meeting them where they are feedback loop. Not surprisingly, 

there is a natural connection between these two feedback loops. The Professionalism 

feedback loop captures the system affinities that reflect the faculty members’ 

commitment to the professional responsibilities of an educator. SDP faculty understood 

that they would need to employ a variety instructional methods and strategies. They 

focused on meeting the needs of the students that showed up in their classes. They 

worked with students to identify existing knowledge and skills and then sought to build 
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on what they found. The SDP faculty members worked collaboratively with their 

colleagues to design curricula, invent new and creative approaches, and evaluate their 

results. They became facilitators and coaches of student learning while allowing the 

students to learn from each other as well as the teacher. 

 

Perception, Persistence, & Graduation – Research Question 5 

 

The purpose of this study was to provide comment on the effectiveness of 

developmental education efforts in Belize and to explore the perceptions of these efforts 

held by students and faculty. Additionally, the study was designed to examine the 

relationship between the perceptions of students and faculty and how those perceptions 

compare to the demonstrated level of effectiveness. The final research question in this 

study was designed to provide an opportunity to mix the methodological approaches 

utilized in this study. Research question #5 asked How do these perceptions relate to the 

effectiveness of the program as determined by research questions #1 and #2? 

SDP Students 
 

Three years removed from their experience in the Summer Development 

Program, the students were able to engage in a mature reflection of their initiation into 

tertiary studies at St. John’s College. SDP students spoke consistently about a personal 

commitment to succeed in their courses. They found that the overwhelming majority of 

their teachers were committed professionals that cared about their learning and were 

willing to go above and beyond the call of duty to help them succeed. The SDP students 

built relationships with peers in order to receive or provide the support that one another 
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needed in order to pass the courses. They dealt with the structural challenges of an 

accelerated program and the corresponding long class sessions while also overcoming 

mosquito infestation and flood waters.  

The quantitative data generated as a result of this study demonstrated that SDP 

students persisted through gateway courses on par with their counterparts that were not 

assessed into remediation. The data also showed that SDP students graduated at a rate 

only ten percent less than students that did not begin in remediation. Given their 

determination to succeed, it is not surprising that the student perception of their 

experience was aligned with the data this study produced regarding the persistence and 

graduation rates of SDP Students.  

SDP Faculty 
 
 Faculty that taught in the Summer Development Program had vivid recollections 

of their experiences. Their experience was most significantly affected by the structure of 

the summer program. They struggled at times to meet the objectives of their courses 

within an abbreviated period and were frustrated that they had to motivate students to 

become engaged in the learning. Moving the students from disinterest to engagement in 

their own learning left the faculty feeling a sense of pride. Getting to know their students, 

the faculty gained a greater appreciation of the obstacles that get in the way of learning. 

The faculty saw their students respond to the high expectations they set and they worked 

together to bridge the readiness gap.  

The quantitative data demonstrate that the readiness gap was indeed closed as 

SDP students completed gateway courses and graduated in degree programs at a rate 
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comparable to non-SDP students. The data confirm that the hard work put in by faculty 

and students during the Summer Development Program paid dividends in the form of 

successful completion of gateway courses and degree programs.  

It has been repeatedly demonstrated that developmental students perform equally 

well or better in college level courses as their college-ready counterparts (Kolajo, 2004; 

Quirk, 2005). However, one of the potential dangers of the traditional summer bridge 

model is to believe that it can meet the remediation needs of all students coming into our 

junior colleges. The reality is that while some students can certainly be prepared for 

successful college experiences with pre-freshman summer programs, many more will 

require developmental experiences that begin much in their academic careers. To learn 

from the American experience, Belize may wish to develop programs that are extensive, 

moving beyond the skills development components typically offered to include more 

peer and professional tutoring, more academic and career counseling, smaller 

classes and more individualized attention, a faculty mentoring element, and a significant 

engagement with the secondary school system.  

 

Theoretical Framework 

This study was informed by theoretical perspectives that have been useful to 

developmental education researchers. The following section explores the involvement 

theory of student development and the psycho-social theory of student development in 

light of the investigator’s findings regarding the effectiveness and the perceptions of 

developmental education in Belize.  
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Involvement Theory of Student Development 

Astin’s (1985) involvement theory of student development was a particularly 

useful framework for this study because he defines involvement as: 

the amount of physical and psychological energy that the student devotes to the 

academic experience... a highly involved student is one who...devotes 

considerable energy to studying, spends much time on campus, participates 

actively in student organizations, and interacts frequently with faculty 

members and other students. (p. 297) 

This definition of involvement mirrors the experience students reported of their time 

in the Summer Development Program. Astin (1996) also identified the three most 

important forms of student involvement as academic, faculty, and peer involvement. 

SDP students described their experience in the program in similar ways. Astin (1993) 

described other forms of involvement but given the limited student support services 

provided during the summer, these other types of involvement were not a part of the 

SDP student experience.  

The focus of Astin’s studies was traditional-age college undergraduates who 

entered college soon after completing high school and enrolled on a full time basis. The 

SDP cohort in this particular study also met this description. SDP faculty would have 

most certainly endorsed Astin’s studies that called for the engagement of students in 

active learning. The SDP students did arrive as detached participants in their own 

learning but were moved toward significant engagement by the end of the summer 

program. It can be argued that this engagement, along with strengthened skills in 
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particular courses, explained at least part of the success that SDP students had in 

college level courses. 

Astin (1996) identified the three most important forms of student involvement as 

academic, faculty, and peer involvement. Academic involvement included work on 

assignments and work in the classroom. Involvement with faculty was measured by hours 

spent talking with teachers outside of class, assisting teachers with research, and 

socializing with faculty members. Involvement with peers included socializing with 

friends, participation in student groups, and tutoring other students. Because the SDP 

students spent so much time in class with their peers and instructors and much less time 

with these people outside of class, the academic involvement became much more 

significant to student development. This was evident in the narratives of the SDP student 

and SDP faculty experience as well as their respective Systems Influence Diagrams. Peer 

Impact and Student Impact were drivers for both the SDP students’ and faculty members’ 

SIDs. 

 

Psychosocial Theory of Student Development 
 
By viewing the experience of developmental education students in SJCJC's 

Summer Development Program as social and psychological realities, the investigator 

expected that new insights into student behavior would emerge and help lead to more 

effective programs. Arthur Chickering's psychosocial theory is especially useful for this 

study as a window into the experiences of students engaged in developmental education 

in Belize. Chickering’s (1969, 1993) psychosocial theory of student development 
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identified seven tasks or stages that students face during their undergraduate years that 

help guide their development as students and young adults. Chickering called these stages 

vectors and argued that they were sequential and cumulative:   

1) Developing competence 

2) Managing emotions 

3) Developing autonomy 

4) Establishing identity 

5) Freeing interpersonal relationships 

6) Developing purpose 

7) Developing integrity. 

The first vector, developing competence, involves the development of intellectual, 

physical, and interpersonal competence. These competences give students the confidence 

needed to speak-up in class, meet new people, and progress academically. Transitioning 

from adolescence to adulthood means learning how to manage emotions, Chickering's 

second vector. If a student is limited in his or her ability to manage emotions, they tend to 

experience excessive academic anxiety. The third vector, developing autonomy, involves 

becoming independent from one's family and learning to take care of oneself. Students 

that mature along this vector trust in their abilities and feelings as valid sources of 

information. 

Students enrolled in the Summer Development Program were transitioning to 

another level of academic study where they found expectations of their engagement that 

were significantly different than their previous educational experiences. It is clear from 



307 
 

the description of the SDP student and the SDP faculty experience that it took time for 

the student to make this transition. This transition and the accelerated summer program 

combined to create a dynamic tension for students and faculty alike. Students and faculty 

found peers to be critical allies in managing the emotions associated with this tension. 

Mutually beneficial relationships between and among students and faculty was also a 

critical component of each constituency’s experience. 

Chickering (1969) also addressed the theory of mattering versus marginality. 

Quite simply, this means that if students believe that they matter to someone else and that 

others care about and appreciate them, they are far more likely to persist and succeed. If 

students do not feel anyone cares about them or their success, if they feel ignored by the 

mainstream and not accepted, they will feel marginal, and are much less likely to 

succeed in college. Again, it took some time for SDP students to develop trust and 

believe that the SDP faculty were deeply concerned about their development. It can be 

argued that this realization of faculty concern and commitment to student development 

facilitated the success of the SDP students in the summer program and beyond. 

 

Implications 

 
The role of developmental education will continue to be a critical component of 

the mission and the work of the Belizean junior college. Much has been written about 

developmental education though this study represents the first comprehensive exploration 

of the effectiveness of developmental education in Belize. Based upon the results of this 

study and literature cited within, Belizean junior colleges should consider the following 
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when planning further efforts to expand access and remediate students ill-prepared for 

college. 

• Placement exams – In 2005, students were assessed into the Summer Development 

Program based on a review of high school transcripts, the student’s application 

including the student essay, CXC program of study, and performance on the ATLIB 

Exam. St. John’s College has since ceased to require the ATIB exam and now 

conducts its own placement exams in English, Math, Biology, and Chemistry. 

Regardless of the placement exam used by colleges in Belize, there must be thorough, 

on-going analysis of the validity of those exams to predict student success in the 

courses for which remediation is provided.  

• Pre-test and post-test – There is a need to move from the use of grades to 

determine success in developmental education and use pre-test and post-test 

evaluations to determine the value added by developmental education programs. 

Now that SJCJC has instituted its own placement exams, this can be more easily 

done. Incorporating computer-based placed exams such as the College Board's 

ACCUPLACER test or ACT's COMPASS would also facilitate this new 

approach. 

• Articulating the utility of developmental education – Research has demonstrated 

that successful developmental education programs are found where such programs 

are part of the values and mission of the institution and where college 

leadership and faculty see developmental education as a priority (Boylan 2002; 

McCabe, 2003; Roueche & Roueche, 1999). Identifying the perceptions that students 
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and faculty hold with respect to developmental education in Belize can provide a 

baseline for future work in clarifying the importance and the value of such initiatives. 

The college administrator in Belize faces an uphill battle when attempting to 

articulate the utility of developmental education, its role in maintaining quality, 

increasing access and developing a knowledge economy. There is no shortage of 

critics that argue space, time, and effort are being wasted to try and close the 

readiness gap. This study ought to go a long way to encouraging administrators to 

advocate for more efforts at remediation. This study should also to demonstrate to 

policy makers in the Ministry of Education that such investments are worthwhile and 

wise.  

• Careful selection of instructor for SDPs – The student interviews demonstrated that 

the quality of instruction that takes place in the developmental education classroom 

can vary significantly. Some teachers get it and some do not. One student shared the 

following:   

“The most important thing, I think, is just that you always get very good teachers. It is 

the first experience that a student has in sixth form and so it is very important that 

they are good. If they do a good job then it affects the next two years for sure and 

maybe even the rest of the student’s life.” 

• In-class observation and evaluation – There needs to be even more careful 

observation and evaluation of summer classes to ensure that students are having their 

needs met. There were no end-of-course evaluations done by students during the SDP 

and no in-class observations of the instructors even though several of the faculty were 
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teaching at SJC for the first time. It has been said that what gets measured gets done 

and more can be done to assess instruction as it occurs in these summer programs. 

• Regular and consistent assessment – The students were clear that homework and 

regular quizzes and tests helped them to learn and manage the pace of the summer 

class. Feedback needs to be clear, prompt, and regularly offered in order to promote 

student learning in an accelerated program. Many faculty members were committed 

to ensuring that assignments were back in the hands of the students within twenty-

four hours. 

• High expectations are critical – In their paper entitled How Do Educators' Cultural 

Belief Systems Affect Underserved Students' Pursuit of Postsecondary Education?, 

George and Aronson (2003) have argued persuasively that the perspectives, 

attitudes and expectations of teachers play a critical role "in opening or closing doors 

to student[s] postsecondary opportunities" (conclusion). Teachers need to have high 

expectations of students and the students need to know that the teachers care before 

they care what the teachers know. Setting the bar high and then walking away does 

not work. Students need to know that the teacher is committed to developing the 

skills that will help them clear the high bar. The overwhelming majority of students 

found SDP faculty that challenged them to reach new heights and that stretching of 

capabilities propelled most students to continued success. 

• Effective use of the two-hour class – Some SDP students and faculty struggled at 

times with the two-hour class sessions. Other students felt that the time flew by and 

other faculty members loved the flexibility of approaches that the two-hour bloc 
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provided. Faculty members that teach in the program may require some professional 

development regarding effective pedagogy for two-hour classes. 

• The unintended consequences – The SDP students shared benefits to participation 

in the program that were beneficial though not intended. One student shared:  “ I think 

the summer program is a good thing, not so much for the whole learning aspect, but 

because you can become acquainted with people, the whole school and its structure. I 

remember that we had to register for summer school and so when I registered for the 

school year in August I was ready and I understood what to do. It was like a much 

more involved pre-orientation.” 

• Orientation for summer faculty – An orientation for summer faculty may be useful. 

This could orient faculty to the program, allow for conversation between teachers of 

different subjects to see how their work could be supporting to one another. There 

could also be workshops and seminars around remedial education.  

• Learning communities – If students are continued to be enrolled in three summer 

classes at one time, a learning community should be built around those students and 

their instructors. Faculty in the learning group could coordinate curricula to ease the 

challenges on students with three summer courses and there could be more follow-up 

through counseling and advising throughout the summer program.  

• Enhanced communication across developmental education disciplines – The 

centralization or de-centralization debate for developmental education programs boils 

down to the necessity for clear channels of effective communication across remedial 

disciplines. It is clear that enhanced communication and coordination among teachers 
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of different SDP courses could help faculty to craft developmental programs that 

improve student success. With the requisite developmental education background, a 

full-time director of St. John’s Learning Resource Center could facilitate this 

coordination and communication. 

• Access to financial aid – Limited financial aid was available to students in the 

summer of 2005. Access to financial aid for students in the program is something that 

has to be addressed. Because the program is about improving access to higher 

education, students from underprivileged backgrounds should not be left out because 

they cannot afford the program. The Ministry of Education must be lobbied to 

provide assistance for these students while the junior colleges work simultaneously 

with their feeder high schools to address preparedness before students graduate from 

high school. 

• Closing the gaps – Junior college instructors that are finding new students ill-

prepared must reach out to their counterparts in the high schools to find ways to 

ensure that exit competencies at the high school level match the abilities that students 

need at the junior college level. The junior colleges in Belize each have a high school 

division attached to them that can serve as a natural laboratory for experimenting with 

innovative partnerships and programs to increase student learning. At the very least 

there must be better collaboration between these divisions of the same school.  

• Multiple levels of English and Math – The developmental pathway refers to the 

progression of a student identified as needing remediation through their required 

courses. American community colleges have designed developmental pathways that 
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consist of various levels/modules of remedial coursework that build hierarchically 

leading to college level courses. Belize's junior colleges, on the other hand, typically 

offer a single level of remediation (ie. Math 101, English 101, Spanish 101). In the 

summer of 2005, there was only one level of remediation offered in each of the 

developmental education courses. Given the diversity of ability that we are finding in 

the classroom, there has to be different levels of remedial courses that recognize 

students are not all on the same level. Some of this remediation might also be offered 

online and students could be allowed to do some of their remediation in self-paced 

computer-aided instruction. 

• Early testing – Roughly 50 percent of the 2005 freshman class required 

remediation in one or more disciplines. Each of the junior colleges could quite 

easily begin the practice of early placement testing of second and/or third formers in 

their own high school division with a view to identifying and addressing under-

preparedness before a student graduates and applies for college studies.  Once the 

colleges have worked out the inevitable kinks with their own student populations, 

they could extend the early testing practice to their other feeder high schools. Early 

testing serves another purpose in that it can identify students that are prepared for 

dual enrollment opportunities. Testing students as sophomores or junior also re-

engineers the bridge along the lines of the Bridge Partnership Program led by 

Robert McCabe (2005) because it involves the simultaneous work to align high 

school and community college curricula. 

• Association of Developmental Education Educators – There is a need to 
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coordinate developmental education offerings across junior college campuses. An 

association of developmental educators should be created with a mission to improve 

the practice of developmental education and the professional capabilities of 

developmental educators. This association could help guide the design of new 

remediation programs, provide professional development in the field, and ultimately 

certify developmental education faculty. 

 

Recommendations for Further Research 

The effectiveness of the Summer Development Program at St. John’s College 

Junior College and the experiences of SDP students and faculty have been sufficiently 

addressed by this study. By determining the effectiveness of developmental education in 

Belize and by engaging students and faculty in conversation about their perceptions, this 

study has established a firm foundation upon which further research of developmental 

education in Belize can be built. The following section provides additional avenues of 

research to build on the foundation set by this study. 

• A predictive validity study of the ATLIB Examination to determine the exam’s utility 

as a placement instrument for Belize’s tertiary education system; this study ought to 

include a careful examination of the cut-scores used by the various colleges. 

• A replication of this present study that utilizes other junior colleges summer bridge 

programs in Belize.  

• A replication of this present study that utilizes pooled data from two or more junior 

colleges in Belize. 



315 
 

• A replication of this present study that compares the persistence and graduation rates 

of SDP students and students that were recommended for remediation in CPU 101, 

MTH 101, SPA 101, and SSK 101 yet chose not to enroll in the summer program. 

• A comparative study that examines the success of students who enrolled in ENG 101 

during the five-week SDP and those that enrolled in ENG 101 during the fifteen-week 

Fall semester. 

• Research that explores the causes behind students leaving high school unprepared for 

college is needed. Identifying at risk-populations and determining early intervention 

strategies could be objectives of this research.  

• A replication of this present study with the addition of socioeconomic status as a 

variable could help provide alternative recommendations for increasing the success 

rate of SDP students. Socio-economic data is not collected as part of the student 

information data package at St. John’s. However, students that apply for financial aid 

do provide information that could be used to build a sample for such a study. 

• A study that explores the various degrees of success for developmental education 

students that enroll in one, two or three courses during a summer bridge program 

could have policy implications for the number of courses in which a student would be 

permitted to enroll. This study might also explore if certain combinations of courses 

can enhance the potential for student success in gateway courses and persistence to 

graduation.  

• Given the United Nation’s Millennium Development Goals and the call for 
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achievement of gender equality in all levels of education including the tertiary level, 

there is an urgent need for research that address male enrollment in Belizean higher 

education in general and developmental education programs in particular. 

• This was a mixed methods study that utilized limited statistical analyses. Additional 

quantitative analysis may yield additional findings that complement or challenge this 

study. 

 

Summary 

 The purpose of this study was to provide comment on the effectiveness of 

developmental education efforts in Belize and to explore the perceptions of those efforts 

held by students and faculty. Additionally, the study was designed to examine the 

relationship between the perceptions of students and faculty and to explore how those 

perceptions relate to a level of effectiveness demonstrated by quantitative analysis. The 

findings of this study demonstrate that the path to readiness is not an easy road but 

traveling through the Summer Development Program is an effective route. The students 

and faculty described a journey that had its pitfalls but culminated in a rewarding 

experience.  

Several studies have shown that with proper assessment, appropriate 

interventions, and informed and committed faculty remedial students can be as successful 

in college as those who enter college-ready (Roueche & Roueche, 1993; McCabe 2000, 

2003; Boylan, 2002; Roueche, Ely & Roueche, 2001). This present study has added to 

this argument about the utility of developmental education and has done so in a Belizean 
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context. 

St. John’s College Junior College is at a fork in the road with its developmental 

education programs. What is recommended here is the path less traveled but there is an 

opportunity for the college to provide necessary leadership. As a leader in tertiary 

education programs, SJCJC must pursue the improvement of its developmental education 

efforts while simultaneously building collaborative partnerships with the secondary 

education sector to reduce the need for remediation. It is the hope of the investigator that 

the implications that have emerged from this study will be pursued to improve the 

remediation efforts throughout the country of Belize. Errol Miller (1991) call for new 

intentions is an apt way to conclude:  "Education is intentional activity. While there may 

be unintended outcomes, intention is never absent. To uncritically accept existing 

structures and patterns is to perpetuate past intentions. To make fundamental change is to 

impose new intentions. Education is never neutral." 
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January 29, 2008 

Mr. Frank Garbutt, Jr. 
President 
St. John's College 
Princess Margaret Drive 
Belize City, Belize 
Central America 

Dear President Garbutt: 

My name is Rick Bateman and I am a student at the University of Texas at Austin in the 
Community College Leadership Program. I am conducting a dissertation as a part of my Ph.D. program on 
the effectiveness of summer bridge programs as a component of developmental education offered in 
Belize's junior colleges. St. John's College was selected as a possible participant in this study because its 
junior college division provides developmental education to its students through a summer bridge program. 

Your participation in this study is voluntary. If you decide to participate, I will request access to 
pre-existing student and course enrollment data for the purpose of determining the effectiveness of your 
summer bridge program. Additionally, I will conduct two focus group sessions for developmental 
education faculty and developmental education students. In order to clarify insights from these focus 
groups, I will also conduct one-on-one follow up interviews with select faculty and students. The 
interviews will be audio taped and will be scheduled at a time that is mutually convenient. The interviews 
will last between one and a half and two hours. These interviews will be conducted during normal work 
hours and may cause college personnel to work later than usual to complete their normal work assignments. 

College personnel do not have to answer all questions and you are free to discontinue participation 
at any point in the study. Throughout the study and after it is completed, these tapes will be kept in a locked 
box and all interviews will only be identified by a code. Participation in this study will allow you and your 
staff to more clearly understand the effectiveness of your developmental education programs. At the 
conclusion of the study, you will be entitled to a summary of the findings. 

Any information that is obtained in connection with this study and that can be identified with you 
will remain confidential and will be disclosed only with your permission. Your decision whether or not to 
participate will not affect your future relations with The University of Texas at Austin. If you have any 
questions, please feel free to contact my dissertation advisor, Dr. John E. Roueche or me. You are free to 
keep a copy of this form or you may request additional copies from me at the address below. 

 

 

Rick Bateman, Jr. 
3370 Lake Austin Blvd Apt. E 
Austin, TX 78703 
512-788-0862 (home) 
512-788-0863 (work) 
E-mail: rickbateman@yahoo.com 

              John E. Roueche 
Sid W. Richardson Regents Chair 
Professor and Director 
Community College Leadership Program The 
University of Texas at Austin  
Austin, TX 78712-1291 
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February 1, 2008 

<FNAME><LNAME> 
<MAILING ADDRESS> 
<CITY>, <STATE> <ZIP> 

Dear Participant: 

My name is Rick Bateman, Jr. and I am a graduate student at the University of Texas at 
Austin. I am very interested in learning about your perceptions of the Summer 
Development Program at St. John's College Junior College (SJCJC). To help me learn 
about your experiences while an SDP <faculty member/student> at SJCJC and hear your 
opinions, I invite you to participate in a 90-minute group discussion with 10 to 12 other 
<faculty members/students> . 

Details on the group discussion are as follows: 

 
Date: <>  
Time: <>  
Place: <>  
Directions: <> 

Refreshments will be provided! 

I look forward to seeing you <DATE>. 

 

 

Sincerely, 
Rick Bateman, Jr. 
University of Texas at Austin 
Doctoral Student 
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Developmental Education in Belize: Toward a National Model 

Conducted By: Douglas R. Bateman, II,  MRE. IRB PROTOCOL # 

You are being asked to participate in a research study. This form provides you with information about the study. The person in 
charge of this research will also describe this study to you and answer all of your questions. Please read the information below and 
ask questions about anything you don't understand before deciding whether or not to take part. Your participation is entirely 
voluntary and you can refuse to participate without penalty or loss of benefits to which you are otherwise entitled. You can stop 
participating at any time simply tell the researcher. 

The purpose of this study is to (1) determine the effectiveness of the Summer Development Program at St. John's College Junior 
College; (2) identify the perceptions of developmental education programs in Belize held by faculty, and students; and (3) 
compare and contrast these perceptions with the demonstrated level of the SDP's effectiveness. 

If you agree to be in this study, you will be asked to do one or both of the following: 

• Participate in a focus group discussing your participation in academic-related activities. The 1 hour 30 minutes session will be 
audio taped to summarize our discussions and to serve as 'back up' in the event of technical difficulty. 
• Participate in a follow-up interview to clarify insights gleaned from the focus group 

Total estimated time to participate in the study: 

• Focus group discussion - 1 hour 30 minutes 
• Follow-up interview - 45 minutes 

Risks and Benefits of being in the Study 

• There are minimum risks of confidentiality 
• There are minimum risks of psychological or emotional stress 
• There are minimum benefits 

Compensation: 

• None 

The records of this study will be stored securely and kept private. Authorized persons from The University of Texas at Austin, 
members of the Institutional Review Board, and (study sponsors, if any) have the legal right to review the research records and 
will protect the confidentiality of those records to the extent permitted by law. All publications will exclude any information that 
will make it possible to identify you as a subject. 

Contacts and Questions: 
If you have any questions about the study please ask now. If you have questions later or want additional information, call the 
researchers conducting the study. Their names, phone numbers, and e-mail addresses are at the top of this page. If you have 
questions about your rights as a research participant, please contact Clarke Burnham, Ph.D., Chair, The University of Texas at 
Austin Institutional Review Board for the Protection of Human Subjects, (512-232-4383). You will be given a copy of this information 
to keep for your records. 

Statement of Consent: 
I have read the above information and have sufficient information to make a decision about participating in this study. I consent 
to participate in the study. 
 
_____________________________________________________________  ____________________________________ 
Signature of Participant      Date 
 
 
_____________________________________________________________  ____________________________________ 
Signature of Person Obtaining Consent     Date 
 
 
_____________________________________________________________  ____________________________________ 
Signature of Investigator      Date 
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IRB PROTOCOL # 
 
Title:  Developmental Education in Belize: Toward a National Model 

Investigator: Douglas R. Bateman, II, M.R.E. 

Research Questions: 
1) What percentage of students who enrolled in SJCJC's SDP passed the next level gateway 

course in the subject for which they required remediation? How does this compare with the 
success rate of students not enrolled in SDP courses? 

2) What percentage of students who took one or more courses in the SDP graduated within two 
years? How does this compare with the graduation rate of students that had not enrolled in 
SDP courses? 

3) What are SDP students' perceptions of the program? 

4) What are SDP faculty members' perceptions of the program? 

5) How do these perceptions relate to the effectiveness of the program as determined by 
research questions #1 and #2? 

Background and Significance: 
Belize's education stakeholders deserve the benefit of informed research on developmental education 
efforts. Increasing access to post-secondary opportunities is a regional priority for the Caribbean and a 
national imperative if Belize is to construct a competitive knowledge economy. Understanding the 
effectiveness of current developmental education programs in Belize can inform future planning that leads 
to greater progress in serving the educational needs of Belizeans. Research has demonstrated that 
successful developmental education programs are found where such programs are part of the values and 
mission of the institution and where college leadership and faculty see developmental education as a 
priority (Boylan 2002; McCabe, 2003; Roueche & Roueche, 1993). Identifying the perceptions 
that students and faculty hold with respect to developmental education in Belize can provide a baseline for 
future work in clarifying the importance and the value of such initiatives. 

Research Method, Design, and Proposed Statistical Analysis: 
The researcher will use qualitative and quantitative approaches to collect data. Qualitative data will come 
from focus group and follow-up interviews with developmental education faculty and 
developmental education students. For the quantitative portion, the researcher will examine pre-existing 
student and course enrollment data from St. John's College Junior College using SPSS. 

HUMAN SUBJECT INTERACTIONS: 

Sources of Potential Participants:  
The study will include approximately 12 students and 10 faculty members from SJCJC. The faculty 
members and the students will have been part of the Summer Development Program at SJCJC during the 
summer of 2005. 

Procedure for Recruitment of the Participants:  
The researcher will send a letter to invite students' and faculty members' participation in the study. The 
letter will detail the relevance of the study and the length of time needed for participation. Please find 
attached a copy of the letter of invitation to participants. With the help of the Dean of SJCJC, Neulin 
Villanueva, the researcher will arrange the time and meeting room for participants of the focus groups 
and the follow-up interviews. 
 
Procedure for Obtaining Informed Consent:  
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Upon IRB approval, each participant will sign a copy of "The University of Texas Institutional Review 
Board Informed Consent Form." 

Research Protocol:  
Once the IRB approval process has been completed, approximately 12 SJCJC students and 10 faculty 
members will be asked to participate in one of the two focus groups studies. Each focus group participant 
will be asked questions designed to determine their perceptions of SJCJC's Summer Development Program 
(see attached document, "Focus Group Protocol — Moderator's Role for Student/Faculty Focus Group"). 
The protocol details the purpose, outcome, and expectations of our discussion. Additionally, it describes the 
extent of the audio taping. Participants will be advised that each 1 hour 30 minutes session will be audio 
taped to summarize our discussions and to serve as 'back up' in the event of technical difficulty. 

Privacy and Confidentiality of Participants/ Confidentiality of the Research Data:  
The researcher will discuss the privacy and confidentiality among the participants at the onset of the 
focus group. The participants will be advised of the audio recording that will occur in each session. 

POTENTIAL RISKS 
The participants face a minimum risk of loss of confidentiality and a minimum risk of psychological or 
emotional stress involved with this study. 

POTENTIAL BENEFITS 
The study has the potential to help improve access, retention, and persistence by providing insight into 
the effectiveness of developmental education in Belize. By exploring student and faculty perceptions of 
such programs, this study has the potential to contribute a more holistic approach to program 
development and evaluation. 

SITES OR AGENCIES INVOLVED IN THE RESEARCH PROJECT:  
The research site is St. John's College Junior College located in Belize City, Belize. An approval letter from 
this institution was obtained and will be forwarded to the IRB Office. 

REVIEWED BY ANOTHER 
IRB: N/A 
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Focus Group Warm-up Exercise  
 
I would like you to think for a while about the time you spent as a student/teacher in the 
2005 Summer Development Program. In a few minutes, I am going to ask you to tell me 
about your experience with the SDP. 
 
So let’s begin. 
 

• Please allow yourself to be as comfortable as possible. 
• Put your thoughts from the day aside to allow your attention to focus on this topic. 
• Close your eyes to increase your state of relaxation and your ability to notice what 

you know about how you and others are powerful in their environment. 
• Now imagine yourself on the SJC campus during the summer of 2005. (long 

pause) 
• See yourself engaging in the activities of a student/teacher in the SDP. (long 

pause) 
• Think about the teachers you had/ the students you taught. 
• Notice your surroundings. (long pause)  
• Looking around you, take in the sights, the sounds that are associated with being 

on the SJC campus during the summer of 2005. (long pause) 
• Allow yourself to become aware of your environment with all of your senses. 
• Focus on what it feels like to be totally absorbed in the environment at that time. 

Be there in your mind. (long pause) 
• Review all your recollections up to this moment. (pause) 
• Allow all these thoughts to remain calmly in your consciousness and ready to be 

revealed. 
 
Thank you for allowing these valuable observations and recollections to come forward. 
  
Gently ease your consciousness back to this time and place and when you are ready, open 
your eyes. 
  
Good. Thank you. 
  
And now, with all that you remember—and that is all that you just noticed—please write 
down your thoughts on these cards.  

• Don’t sensor yourself 
• Write one thought per card until you have exhausted your ideas or until I ask 

everyone to stop 
• Do not censor your thoughts. All thoughts are okay.  
• Don’t analyze; just write 
• Feel free to record a word, a phrase, a sentence, or even a picture to capture that 

thought 
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• Tell me about being a student/teacher in the 2005 Summer Development Program. 
 

Focus Group Protocol 
 
Introductory Remarks  
 
Hello and welcome. My name is Rick Bateman and I will be the moderator for this focus 
group. This focus group is being conducted as part of an overall study on the 
effectiveness of the Summer Development Program at St. John’s College Junior College. 
The study is looking at student persistence, success in gateway courses and graduation 
rates. But the study is also seeking faculty and student perceptions as part of a holistic 
evaluation of the program. 
 
Purpose 
 
You were selected to participate in today’s meeting because of your experience as a 
student/faculty member in SJCJC’s SDP. As someone who has experienced the program 
first-hand and has had the opportunity to reflect on its impact, your input in evaluating its 
effectiveness is critical. 
 
Ground rules 
 
First, thank you for taking time out of your busy schedules to come here today. Before we 
begin, I want to cover some ground rules: 

• In order to ensure that there are no interruptions, please turn off your cell 
phones at this time. 

• You have been invited here to share your opinions, attitudes, beliefs, and 
feelings. 

• Everyone’s comments are important to hear. 
• There are no right or wrong answers. 
• We are not trying to gain consensus – it is okay to disagree with each other 

(but be considerate of others). 
 
The focus group process is a method for collecting information where questions are 
posed to the whole group and everyone is asked to respond. 
 
Today’s discussion will be audio-recorded to ensure that we have an accurate report of 
what was said. Although we will refer to each other by name during the discussion, your 
confidentiality is ensured. Your name will be removed from all transcripts of today’s 
conversation, and you will not be identified by name in any documents. Additionally, we 
ask that you respect your fellow participants and keep our conversation today 
confidential. 
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In a group discussion, it is important that everyone participates and gives their honest 
opinions. I am here to help guide the discussion, and ensure that everyone participates. 
Once again, there are no right or wrong answers to the questions that I will ask. 
 
Our session will last approximately 90 minutes. 
 
Before we begin, please take a moment to read and sign the following consent form. 
[Hand out consent form.] It outlines the purpose of the study and your rights as a 
participant. If you feel uncomfortable with any aspect of the study, you may decline to 
participate in the study without penalty. You may also leave our conversation at any time. 
The top copy of the form is yours to keep; please sign and return the bottom copy. Do 
you have any questions before we continue? 
 
Introductions 
 
I’d like to begin by going around the room and asking each of you to introduce yourself 
by name and current status as it relates to your education/teaching role at SJCJC. 
 
Questions 
 
For the next several minutes I am going to ask questions about the Summer Development 
Program and your experiences with it. 
 
For students: 
 
As students at St. John’s College Junior College in the summer of 2005, each of you were 
enrolled in one or more courses in the Summer Development Program (SDP). What were 
your experiences as students in this program? 
 
Talk a bit about how you learned of this program and how you were encouraged to 
participate. 
 
What do you think was the purpose of the SDP? 
 
What did you hope to accomplish by enrolling in the program?  
 
Can you share a bit about the school environment? What were the facilities like? Did you 
feel like you were in College? 
 
What were the strengths and weaknesses of the SDP? What improvements would you 
recommend? 
 
For Faculty: 
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As faculty members at St. John’s College Junior College, tell me about your experiences 
as part of the Summer Development Program (SDP). 
 
What do you think was the purpose of the SDP? 
 
Talk a bit about why you volunteered to teach in this program. 
 
What did you hope to accomplish by teaching in the program? 
 
What role did you play in designing the curriculum of the program? 
 
What is the school environment like during the summer when compared to the regular 
school year? 
 
How would you describe the typical SDP student? 
 
Do you think that, ultimately, SDP students are successful reaching their goals? 
 
How did your pedagogical approaches differ when working with SDP students? 
 
Is there anything you would like to add? 
 
What do you see as the strengths and weaknesses of the SDP? What improvements would 
you recommend? 
 
Concluding remarks 
 
We’ve come to the end of our focus group. Before we adjourn, does anyone have 
anything further they’d like to add? 
 
Thanks so much for your time. If you have any questions about the study, I’d be happy to 
answer them now. I sincerely appreciate your willingness to help me with this study. 
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St. John's College Junior College 
Summer Session II 2005 

July 4 - Aug 4 
 

COURSES OFFERINGS  
 

Summer Development Program 
 
 

 COURSE CR.HRS. TIME LECTURER ROOM COST 

1 ENG 101-1 Fundamentals of English 3 8:00 Williams, N. R1 $210 
2 ENG 101-2 Fundamentals of English 3 10:15 Williams, N. R1 $210 
3 ENG 101-3 Fundamentals of English 3 8:00 Romero, A. R2 $210 
4 ENG 101-4 Fundamentals of English 3 10:15 Romero, A. R2 $210 
5 ENG 101-5 Fundamentals of English 3 1:00 Romero, A.  R2 $210 
6 MTH 101-1 Fundamentals of Math 3 8:00 Smith, C. R3 $210 
7 MTH 101-2 Fundamentals of Math 3 10:15 Robateau, H. R4 $210 
8 MTH 101-3 Fundamentals of Math 3 8:00 Robateau, H. R4 $210 
9 MTH 101-4 Fundamentals of Math 3 1:00 Medina, O. R5 $210 
10 MTH 101-5 Fundamentals of Math 3 1:00 Robateau, H. R4 $210 
11 MTH 103-1 Intermediate Algebra 3 10:15 Smith, C. R3 $210 
12 SSK 50-1 Study Skills for College 3 10:15 Bradley, D. R6 $210 
13 SSK 50-2 Study Skills for College 3 1:00 Bradley, D. R6 $210 
14 SSK 50-3 Study Skills for College 3 8:00 Lindo, D. R7 $210 
15 BIO 101 Central Concepts in Biology 3 10:15 Leacock, D. CHELab $210 
16 CHE 101 Fund. Conc. in Chemistry 3 8:00 Medina, O. CHELab $210 
17 CPU 101 Fund. Comp. Concepts 3 10:15 Ramirez-Smith JCLab $210 
18 SPA 101-1 Basic Spanish 3 8:00 Alvarado, S. W2 $210 
19 SPA 101-2 Basic Spanish 3 1:00 Pasos, A. W1 $210 
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St. John's College Junior College 
Summer Session II 2005 

Summer Development Program 
July 4 – August 4 

 
 

This July SJC Junior College will offer a Summer Development Program designed to 
teach incoming students the skills required for success at the tertiary level. The program 
will serve students who have the potential and motivation for college success, but who 
also require strengthening in language, math, study skills, computers, Spanish, and the 
sciences. The Summer Development Program (SDP) will help develop reading and 
writing skills, math concepts, learning strategies, study techniques, and discipline-
specific content so that incoming students are better prepared to succeed in the junior 
college classroom. The SDP courses are available to all students who have received 
admission to SJC Junior College for the fall semester, August 2005 (whether or not they 
are being encouraged to attend).  
 
The SDP courses to be offered are ENG 101 Fundamentals of English, MTH 101 
Fundamentals of Math, SSK 50 Study Skills for College, MTH 103 Intermediate 
Algebra, BIO 101 Central Concepts in Biology, CHE 101 Fundamental Concepts in 
Chemistry, CPU 101 Fundamental Computing Concepts, SPA 101 Basic Spanish. The 
courses will meet for two hours each, Monday to Thursday from July 4 to August 4. The 
registration fee is $25.00 and the tuition for each course is $210.00.  
 

Registration for the Summer Development Program will take place on 
June 27 and 28 from 8:30-11:30am & 1:30-3:00pm at SJC Junior College. 

 
The following courses (not part of the Summer Development Program) will also be 
offered to current students of St. John’s College and other visiting part-time students: 
ART 112 Expressive Arts for the Primary School II, BUS 101 Business Management, 
EDU 142 Teaching Methods for Spanish, EDU 275 Recognizing Children w/ Special 
Needs, EDU 285 Introduction to the Primary Curriculum, ENG 104 Composition, 
Communication & Criticism, ENG 243 Critical Thinking, ENG 244 Advanced English 
Composition, ENG 255 Caribbean Literature, HIS 145 Belizean History, MTH 103 
Intermediate Algebra, and PHIL 241 Social Philosophy. 

 
Courses must obtain a minimum enrollment in order to be offered. 

All tuition and fees must be paid in advance for a student to be enrolled in summer 
courses. 

 
For more information, contact Mrs. Elizabeth Smith, Registrar, at 223-3731/2, ext. 125 

Or you can email queries to sjcjuniorcollege@yahoo.com 
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St. John's College Junior College 
 

Summer Sessions II 2005 
Academic Calendar 

 
 

June 27 & 28 Registration for Summer Session II 
   8:30-11:30am & 1:00-3:00pm  

  JC Student Center 
June 29 (Wed) Late Registration for Summer Session II 
   8:30-11:30am 

  Registrar's Office 
July 4 (Mon) Classes Begin for Summer Session II  
July 4 (Mon) Summer Session II Faculty Meeting 

    3:15pm in the JC AV Room 
July 4-7  Add / Drop Period for Summer Session II 
July 7 (Thu)  Last Day to Withdraw and Receive a 

  Refund  
July 14 (Thu) Last Day to Withdraw w/o Academic Penalty 
Aug 4 (Thu)  Final Exams for Summer Session I 
Aug 11 (Thu)  Grades for Summer Session II  
   Due in Registrar's Office by Noon 
Aug 19 (Fri)  Summer Session II Report Cards Mailed 
 

Schedule: 5-weeks 
  Classes meet for two-hour sessions 
  Monday - Thursday 
  4 credit courses will also meet on Fridays 
 

Grades: Grades will not be disclosed to any student who owes the Junior 
College fees, tuition, or rented textbooks, or library books. 

 

Student  
Services: The Junior College Library and the Cafeteria will be open 

during the summer session. The Counseling, Campus Ministry, 
and LRC Offices along with the Computer Lab will be closed 
during the summer session. 
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St. John's College Junior College 
Courses and the Textbooks for 

Summer Development Program 2005 
 

ENGLISH 
ENG 101 Fundamentals of English  

Writing: A College Handbook / 5th Edition  
Hefferman, Lincoln, Atwill  

MATH 
MTH 101 Fundamentals of Math  

Algebra: Working With Numbers   
Vaughn, Steck 

 
MTH 103  Intermediate Algebra         

Schaum's Outline of College Algebra  
Spiegel & Moyer  

STUDY SKILLS  
SSK 50 Study Skills for College  

Building Better Study Skills…   
Leacock & Guerra 

BIOLOGY 
BIO 101 Central Concepts in Biology  
  Biology 2     
  Jones, M. & Gregory, J 
 
CHEMISTRY 
CHE 101 Fund. Concepts in Chemistry  

CXC Chemistry   
Ferguson, Hart, et.al 

       
Chemistry Calculations   
Hunt & Sykes 

 
COMPUTER 
CPU 101  Fund. Computing Concepts   
  TBA by Instructor 
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SPANISH 
SPA 101 Basic Spanish    

Photocopy fee of $25.00 
 (payable at Finance Office)     

  
 

ALL OF THE TEXTBOOKS ARE FOR SALE AT THE SJC COLLEGE BOOKSTORE 
LOCATED ON THE SECOND FLOOR OF WEBER HALL 
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St. John's College Junior College                                      
Princess Margaret Drive  
Telephone: 223-3731/2 Ext. 125                          
     Fax: 223-2752 
P.O. Box 548                   
Belize City, Belize 
www.sjc.edu.bz 

 
May 15, 2005 
 
Dear Parents and Students, 
 
This July SJC Junior College will offer a Summer Development Program designed to teach incoming 
students the skills required for success at the tertiary level. The program will serve students who have the 
potential and motivation for college success, but who also require strengthening in one or more areas of 
their academic profile. The Summer Development Program (SDP) will help develop reading and writing 
skills, math concepts, learning strategies, study techniques, and specific content in certain disciplines so 
that incoming students are better prepared to succeed in the junior college classroom.  
 
Please note carefully the following: Science students being recommended for Biology 101, Chemistry 
101, and Math 103 will be required to take these courses during the summer as a condition of admission to 
their chosen majors. Similarly, students admitted to the Primary Education program that are being 
recommended for SSK 50, ENG 101, CPU 101, MTH 101 and Spanish 101 will also be required to take 
these courses during the summer as a condition of admission to their program. Students in the Business 
and General Studies programs that are being recommended to take Math 101 and Spanish 101 are hereby 
informed that these courses will not be offered in August and so a decision not to sit the course during the 
summer may seriously impede your ability to pass the programs’ required courses in Math and/or Spanish. 
Please know that we have carefully evaluated each application using the High School transcript, the CXC 
course of study, the ATLIB scores in English and Math, the personal statement, and the letters of 
recommendation; based on this evaluation we make the specific recommendation found on the following 
page. 
 
The SDP courses are available to all students who have received admission to SJC Junior College for the 
fall semester, August 2005 (whether or not they are being encouraged or required to attend). Students 
recommended for English 101 who choose not to enroll in the Summer Development Program must sit 
English 101 in the fall. However, none of the other Summer Development Courses will be offered in 
August.  
 
The SDP courses to be offered are listed on the following page. The courses will meet for two hours each, 
Monday to Thursday from July 4 to August 4. Registration for the Summer Development Program will take 
place on June 27 and 28 from 8:30-11:30am and 1:00-3:00pm at SJC Junior College. The registration fee is 
$25.00 and the tuition for each course is $210.00. Late registration will take place on Wednesday, June 29 
from 8:30-11:30am and the late registration fee will be $50.00. If you have any questions please call our 
Registrar, Mrs. Elizabeth Smith, at 223-3732 ext. 125. 
 
Sincerely, 
 
 
 
Rick Bateman, Jr. 
Dean, SJC Junior College 
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SJC Junior College 
Summer Development Program 

July 4 – August 4, 2005 
 

The boxes checked indicate courses we believe would benefit you significantly: 

 
Name:_________________________________________________________________ 
 

ENG 101 - Fundamentals of English     
(Recommended for students that require strengthening in language usage, reading, and writing as a 
foundation for further progress in the College’s required English courses.) 
 
MTH 101 - Fundamentals of Math      
(Recommended for students that need strengthening in the basic topics of College Algebra that are 
required as preparation for more advanced topics explored in MTH 103 - Intermediate Algebra.) 
 
SSK 50 - Study Skills for College      
(Recommended for students that can benefit from a comprehensive course designed to help 
students learn and apply essential reading, study, and life skills necessary for a successful college 
career.) 
 
SPA 101 - Basic Spanish    
(Recommended for students that lack the requisite background to complete the SPA 112 – 
Intermediate Spanish Course that is required in the General Studies program and the EDU 142 – 
Teaching Methods in Spanish course that is required in the Primary Education program.) 
 
CPU 101- Fundamental Computing Concepts     
(Recommended for students that lack basic computing skills required to complete requirements in 
the Teacher Education Program, the Business Program, and the General Studies Program.) 
 
BIO 101 – Central Concepts in Biology 
(Required for Science students that need strengthening in Biology; registration in this course and a 
final grade of “B” or above is required for student to pursue the major.) 
 
CHE 101 - Fundamental Concepts in Chemistry 
(Required for Science students that need strengthening in Chemistry; registration in this course 
and a final grade of “B” or above is required for student to pursue the major.) 
 
MTH 103 - Intermediate Algebra  
(Recommended for students that require strengthening in Math and interested in majoring in 
Accounting, Biology, Chemistry, or Computer Information Systems – all subjects that require 
students to take Calculus.) 
Registration:    June 27 and 28, 2005  

8:30-11:30am and 1:00-3:00pm  
At SJC Junior College 

   $25.00 and tuition is $210.00 per course 
Late Registration: June 29, 2005 

8:30-11:30am  
Late registration fee will be $50.00 
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