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 The purpose of this study was to research the institutional transformation, organization 

and student learning occurring at The Community College of Baltimore County (CCBC), located 

in Maryland, to increase the success of all students, and close learning and attainment gaps 

between African American and White learners, to prepare them for careers and civic engagement 

within a multicultural society and a global, knowledge-based economy. A mixed methodology 

was used, including qualitative methods informed by quantitative data.  

 Multiple methods and data sources were incorporated, including: a case study (CCBC 

was the unit of analysis); an embedded case study (CCBC’s Closing the Gap [CTG] Initiative was 

the sub-unit of analysis); secondary data analysis of CCBC student outcomes; observations; and 

archival document analysis. An open-ended protocol was developed for interviews with 14 senior 

leaders of the college. Interactive Qualitative Analysis (IQA) served as the principal method for 

data collection and analysis; four IQA focus groups were conducted with a purposive sample of 
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representatives from among college administrators, deans, faculty, and students; a Student 

Persistence, Learning, and Attainment: A Community College Inventory was gathered from non-

student focus group participants. This inventory, and the researcher’s work with Achieving the 

Dream: Community Colleges Count (a national initiative to improve student success), served to 

help frame the questions for the study. The interplay of principles from the learning college 

(O’Banion, 1997) and Achieving the Dream were explored relative to the college’s learning-

centered vision, its commitment to diversity, and its CTG Initiative. Using an IQA protocol, 

interviews were held with 25 additional CCBC representatives including administrators, deans, 

and faculty. The focus groups and individual in-depth interviews were performed to elicit 

perceptions pertaining to the key factors contributing to CCBC’s institutional transformation and 

learning to improve student outcomes and close gaps in achievement and attainment. They 

provided insights on the meanings and timbre of each affinity, and their placement in an 

institutional transformation system that was developed. 
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CHAPTER ONE 

INTRODUCTION TO THE STUDY 

We have witnessed the enormous effects that an institution’s caring deeply 
about the success of those who are most underprepared for college work and 
least able to contribute to society can have on an entire institution, on its 
community, and on the nation.    (Roueche, Ely, & Roueche, 2001, p. ix) 

 

 Chapter One provides an overview of the context for this study and the premise for the 

purpose of the research.  

 

National and Global Context 

 The United States is undergoing a dramatic transformation in the composition of its 

society and the underpinnings of its economy. Recurrent themes persist. The number of 

minority students, immigrants, first-generation college students, and transitional and incumbent 

workers projected to enroll in higher education is increasing. Many of these individuals are 

under-prepared for college and require enhanced developmental education, support services, 

and language skill development; this trend is expected to continue. Simultaneously, rapid 

technology advances and an evolving global knowledge-based economy are changing 

workforce requirements. Economic transitions are contributing to the shortage of an adequately 

skilled workforce. The loss of jobs in manufacturing is making nightly news as U.S. companies 

move production offshore. Given these exigencies, higher education is being called upon to 

respond to changing economic and societal demands. An educated populace and a highly-

skilled workforce will be essential for communities to “enhance the quality of life of citizens” 
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(Malhotra, 2000, p. 8), so that U.S. businesses and industries remain competitive and 

communities healthy and vital.  

“Education receives much public attention because people believe that education has a 

powerful effect on individuals’ chances for success in society” (Heck, 2004, p. 129). “In today’s 

economy, education and economic opportunity are inseparable. Education beyond high school 

is increasingly essential to people who want to earn a middle class income” (Achieving the 

Dream: Community Colleges Count [Achieving the Dream], 2004a, p. 1).  

 

Statement of the Problem 

With a projected increase in the enrollment of “nontraditional students” (those not 

enrolling in higher education directly from high school) and business demands for a skilled 

workforce, community colleges are being called upon to prepare students and retool workers to 

be successful in a global knowledge-based economy. “In order to stay competitive in today's 

volatile economy, people are using community colleges to gain practical, marketable 

employment skills; they are recognizing that lifelong learning is an economic necessity for 

staying employed or becoming re-employed” (Boggs, 2004a, p. 8). 

In addition, communities and industries require a literate citizenry with cultural 

competence and life skills to thrive in, and contribute to, a multicultural society. “In the 

information age, knowledge is a differentiator in an increasingly literate society requiring more 

education and continual learning” (Microsoft, 2003a, p.1). “America will face a social and 

economic crisis unless it succeeds in promoting and taking advantage of racial and ethnic 

diversity” (Boggs, 2004b, p. 2). “A more democratic economy cannot represent moral progress 

unless it also helps eliminate what has come to be called the underclass” (Bellah, Madsen, 
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Sullivan, Swidler, & Tipton, 1992, p. 105). “[T]he nation’s future will depend on our ability to 

improve all facets of life for a new nonwhite majority” (McCabe, 2000, p. 10).  

Clearly, these challenges are immense. Community colleges are confronted with the 

necessity of preparing for a record number of often under-prepared students at a time when a 

highly-qualified workforce is in demand. “The United States has a long way to go to develop 

the broadly based, highly skilled workforce needed in a global economy..…Because of 

demographic shifts, the task of raising the bottom third in the United States will become 

considerably more difficult” (McCabe, 2000, p. 23). These demands call for new ways of 

thinking and performing to address critical, systemic issues confronting higher education. 

Practices that are not adequately addressing workforce and social needs require re-examination.  

Education is re-shaping itself at all levels to prepare students for the accelerated 
rate of change of the world in which they live. A call for industry, government 
and education to tie learning to necessary life skills is evolving new core 
competencies to prepare students to become active citizens who can fully 
participate in a technology-enabled [and multicultural] world. (Microsoft, 
2003b, p. 2) 

In the 20th century, American colleges and universities did a credible job of 
preparing student elite for leadership roles in the polity and the economy. The 
challenge for the 21st century is to do an equally credible job of preparing 
millions of students for life in a democracy and for work in a global economy. 
But the new challenge cannot be met by doing more of what we did in earlier 
times. The new challenge requires the courage to question the status quo, the 
imagination to create alternatives, and the will to act. (Lovett, 2004, pp. 3-4) 

 The question arises as to how postsecondary institutions, particularly community 

colleges, will respond to these demands. 
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Significance of the Problem 

 Current reports underscore the significance of the problem the United States and other 

countries facing to remain competitive and responsive to changing socioeconomic needs. 

Consequently, the impact on educational systems will be to provide relevant education and 

training responsive to external demand. 

Over the course of the year, the Futures Project identified universal factors that 
impact the higher education community in countries around the world. The first 
and most important factor is the movement from manufacturing-and service-
based economies to knowledge-based economies, which has touched every 
country. Recognizing an urgent need to build a skilled workforce, many nations 
are searching for ways of shifting the focus of their higher education systems 
from creating an educated elite to providing a postsecondary education to larger 
numbers of citizens. Leaders of the developing world see this need as especially 
urgent. New technologies offer simultaneously the opportunity for developing 
countries to enter the new economy at a lower investment cost than traditional 
industries, but also the danger of being left further behind as the growth of the 
new economy accelerates. (Futures Project, 2001, p.1)  

 In addition to responding to demands for a technology-proficient workforce, the United 

States is undergoing a demographic shift that is projected to strain educational institutions in the 

foreseeable future. “By 12th grade, minority students in the public school system nationally are 

about four years behind other youth, according to the National Assessment Education 

Progress….Minorities make up one third of the enrollment at community colleges in the United 

States” (McPhail, 2004).  “Nationally, 50% fewer African American learners obtain college 

degrees than white learners” (Education Trust, 2003, as cited in CCBC, 2006a).  

Throughout the world, societies and, particularly, workplaces are becoming 
more heterogeneous or multicultural. Scholars from the Urban Institute (Shusta, 
R. M., Levine, D.R., Harris, P.R., and Wong, H.Z., 1995; as cited in Harris & 
Moran, 2000, p. 164) forecast that by 2030, whites will constitute only 60% of 
the U.S. population in contrast to 75% today, while in some states, such as 
California, nonwhites may begin to approach a majority. With a sudden and 
massive influx of new arrivals, a social byproduct is compounding of tensions 
among racial groups, including more violence and hate crimes against 
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minorities, more immigrant bashing and restrictive legislation. (Harris & 
Moran, 2000, p. 164) 

 Carnevale and Fry provide the following demographic forecast for the U.S. college-

age population. 

Demographic momentum and economic changes now under way will ensure a 
surge in students as well as a surge in non-college youth condemned to low 
wages unless they receive a second chance at some form of postsecondary 
education or training. By 2015, the traditional college-age population of 18- to 
24-year-olds will increase by more than four million.…Much of the four-
million-plus expansion by 2015 in the traditional college-age population will be 
minority…expected [to] grow by 3.5 million, or 40 percent. (2001, p. 37)  

Research and current media coverage affirm that higher education is fundamental to 

productivity and competitiveness in a global knowledge-based economy and is critical to 

societal and personal well-being.  

Today, more than ever before in human history, the wealth—or poverty—of 
nations depends on the quality of higher education. Those with a larger 
repertoire of skills and a greater capacity for learning can look forward to 
lifetimes of unprecedented economic fulfillment. But in the coming decades the 
poorly educated face little better than the dreary prospects of lives of quiet 
desperation. (Gillis, 1999, as cited in The Task Force on Higher Education and 
Society, 2000, p. 15) 

Hard work, once the bedrock of opportunity, is no longer sufficient, in and of 
itself, to ensure individual prosperity and security for either individuals or the 
larger community. The consequence of this new economy, compounded by 
national demographic changes, is that workforce requirements and civic 
responsibilities combine to demand ever-increasing, individual knowledge and 
skills. (Callahan & Finney, 2003, p. 2)    

 By examining these issues, insights are obtained on: (1) the critical need for higher 

education to meet the demands for increased productivity and a skilled workforce; (2) the 

economic, societal, and personal value of higher education; and (3) the challenges impacting 

U.S. higher education as it charts its course through turbulent waters.  
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Critical Need for Higher Education 

Meet Demands for Increased Productivity and a Skilled Workforce. A heightened 

demand for increased productivity and a skilled and educated workforce is prevalent. “The 

demand for skilled labor has risen over time relative to the demand for unskilled labor” 

(Mankiw, 2004, p. 413). “In the United States, during the period 1988 to 2008, an increase of 

high-skilled jobs is projected from 12.5% to 15.6%; during the same period, a decline in the 

need for unskilled jobs as a percent of the workforce is projected from 14.2% to 12.7%” (U.S. 

Bureau of Labor Statistics, 2003, as cited in Boggs, 2004c). (See Table One, Societal Change.) 

Over the past half-century, there have been two significant trends in the 
relationships between jobs and education. Those jobs that traditionally require 
the most education and offer the best pay are growing the fastest and 
accounting for an increasing share of all jobs in the economy. And even more 
significant, many jobs that now require postsecondary education previously did 
not. The fastest growing occupations—those in offices, classrooms, health care, 
and technology—while always high skilled, now employ significantly larger 
shares of educated workers. . . these jobs account for about 50 percent of all 
jobs in the economy. (Carnevale and Desrochers, 2002, p. 2)  

 The demand for an educated workforce and citizenry is well-documented. “Now the 

nation faces an entirely different economic scenario: a knowledge-based economy with a 

shortage of highly skilled workers at all levels, and a surplus of unskilled applicants scrambling 

to earn a precarious living” (Wingspread Group, 1993, p. 1). “Finding enough college-educated 

workers will be tough if the demand for skilled labor continues at the pace of the past two 

decades” (Bernstein, 2002, p. 5). 

 Research indicates that higher education provides the foundation for the betterment of 

the economy and society. “Higher education has become more central to the performance of 

both the economy and the civic development of the community” (Newman, 2003, p.1). “We 

must remember that no nation can remain great without developing a truly well-educated 
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people” (Brock, 1993, p. i). Next, the value of higher education to the economy, society, and 

individuals is examined. 

 

The Economic, Social, and Personal Value of Higher Education 

 Economic Value of Higher Education. Using a human capital theory lens, the 

economic value of higher education is examined. As country governments grapple with 

transitioning to a global knowledge-based economy, the need for and contribution of higher 

education is recognized. “The world economy is changing as knowledge supplants physical 

capital as the source of present (and future) wealth.…As knowledge becomes more important, 

so does higher education” (TTFHES, 2000, p. 9). “The most successful nations in developing 

human talent through the postsecondary levels will have enormous competitive advantages over 

those that do not” (Callahan & Finney, 2003, p. 3). “Sustained economic development in many 

nations can be explained by increases in education” (Lasher, 2004, p. 1). The International Bank 

for Reconstruction and Development / The World Bank (TIBRD/TWB) and the TTFHES report 

the following findings: 

It is estimated that more than half of GDP in the major OECD countries is 
based on the production and distribution of knowledge. This has obvious 
implications for the composition of the workforce: in the United States, more 
workers are engaged in producing and distributing knowledge than in making 
physical goods. This provides useful insights about the importance of 
knowledge for firms and countries competing in the global economy.…The 
educational attainment of a population relates to people’s capacity to use 
knowledge. (TIBRD/TWB, 1999, p. 23)  

Based on research and intensive discussion and hearings conducted over a two-
year period, the Task Force has concluded that, without more and better higher 
education developing [and developed] countries will find it increasingly 
difficult to benefit from the global knowledge-based economy. (TTFHES, 
2000, p. 9) 
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  “As knowledge becomes the fuel that drives economic growth and distributes 

economic opportunity, the pressure to increase workers’ human capital grows inexorably” 

(Carvevale & Desrochers, 2001, p. 41). “Human capital is the accumulation of investments in 

people. The most important type of human capital is education” (Mankiw, 2004, pp. 412-413). 

“Human Capital lies at the crux of intellectual capital. It is embedded in capabilities, expertise 

and wisdom of the people and represents the necessary lever that enables [future] value creation 

from all other components” (Malhotra, 2000, p. 7).  

Human capital in the United States is now estimated to be at least three times 
more important than physical capital.…High quality human capital is 
developed in high-quality education systems, with tertiary education providing 
the advanced skills that command a premium in today’s workplace. (TTFHES, 
2000, p. 15)  

 Increased productivity is attributed to investment in higher education. “Like all forms of 

capital, education represents an expenditure of resources at a point in time to raise productivity 

in the future” (Mankiw, 2004, p. 413). “[H]uman capital theory’s central proposition [is] that 

education increases one’s productivity, which in turn, leads to greater earnings” (Paulsen, 2001 

p. 56) that subsequently flow into the economy. 

The greater productivity of individual workers is related to increases in their 
lifetime earnings, and by expanding the productive capacities of the workforce, 
investments in human capital are also positively related to increases in the 
general levels of local, state, regional and national output and income (Denison, 
1962, 1984; Leslie and Brinkman, 1988; Paulsen, 1996a, 1996b; Pencavel, 
1993; Psacharopoulos, 1973). (Paulsen, 2001, p. 56) 

 A compelling example is provided on the impact of an under-educated workforce in the 

state of Texas. “Texas is profiting from a diverse, vibrant and growing economy. Yet this 

prosperity could turn to crisis if steps are not taken quickly to ensure an educated population 

and workforce for the future” (Texas Higher Education Coordinating Board (THECB), 2000, 
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pp. 1-7). Steve Murdoch, the state demographer for Texas, alerted the state of the future in 

Texas if nothing is done: 

In short, if we do nothing to change the current trends—we face the expectation 
that the average household income in Texas will decline by $4,000 in constant 
dollars by 2030. If we multiply that figure by the number of households we 
estimate Texas to have in 2030, that translates into $30—$40 billion per year in 
lost annual household income. (as cited in THECB, 2001, p. 6)  

 Social Value of Higher Education. Economic value provides one aspect of the need 

for and contribution of higher education. To obtain a more balanced picture, social values are 

examined to shed light on the critical importance of access to and attainment of postsecondary 

education.  

The inescapable reality is that ours is a society based on work. Those who are 
not equipped with the knowledge and skills necessary to get, and keep, good 
jobs are denied full social inclusion and tend to drop out of the mainstream 
culture, polity, and economy. (Carnevale & Desrochers, 2001, as cited in 
Boswell & Wilson [Eds.], 2004, p. 39) 

 The social value of higher education may be gleaned by looking at a country’s Gross 

Domestic Product (GDP) which serves “as a measure of economic well-being” (Mankiw, 2004, 

p. 513). 

GDP [i]s called the best single measure of the economic well-being of a 
society. GDP does not measure the quality of their education, but nations with 
larger GDP can afford better educational systems…GDP does not directly 
measure those things that make life worthwhile, but it does measure our ability 
to obtain the inputs into a worthwhile life. (Mankiw, 2004, p. 512)  

 Mankiw states, “If a large GDP leads to a higher standard of living, then we should 

observe GDP to be strongly correlated with measures of the quality of life” (2004, p. 513). He 

demonstrates the correlation of literacy and life expectancy. 

In rich countries, such as the United States, Japan, and Germany, people can 
expect to live into their late seventies, and almost all of the population can read. 
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In poor countries, such as Nigeria, Bangladesh, and Pakistan, people typically 
live only until their fifties or early sixties, and only about half of the population 
is literate.  

Countries with low GDP per person [and low literacy rates] tend to have more 
infants with low birth weight, higher rates of infant mortality, higher rates of 
maternal mortality, higher rates of child malnutrition, and less common access 
to safe drinking water. In countries with low GDP per person, fewer school-age 
children are actually in school, and those who are in school must learn with 
fewer teachers per student. These countries also tend to have fewer televisions, 
fewer telephones, fewer paved roads, and fewer households with electricity. 
International data leave no doubt that a nation’s GDP is closely associated with 
its citizens’ standard of living. (Mankiw, 2004, pp. 513-514)  

(See Table Two, Gross Domestic Product, Life Expectancy, and Literacy.) 

 Examples of data collected over more than a decade pertaining to educational 

attainment and the return on social investment include: 

• The life expectancy of college graduates is greater; they are more likely to 
exercise regularly and less likely to be overweight.  

• College graduates are most likely to contribute money to political candidates, 
work for candidates/parties/causes, write / telephone in support of issues, 
attend public meetings, participate in protests or boycotts and vote in 
elections.  

• College graduates are most likely to do volunteer work and volunteer more 
hours when they do volunteer. (Mortenson, 2003a, pp. 3-5) 

• The contribution of college education to a civic society is another public 
good. A democracy’s success flows directly from the thoughtful participation 
of an informed citizenry. When people are well educated, they tend to 
participate more in their communities and to vote. (Ehrlich, 2000, as cited in 
Association of American Colleges and Universities [AACU], 2002, p. 5)  

  The social value of education is significant yet is often underestimated. “Broader 

measures of social benefits such as reduced crime, better health, greater social cohesion and 

better informed and more effective citizenship are difficult to quantify and are not included in 

the calculation of social benefits in social rates of return” (Mortenson, 2004, January, p. 1).
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 Personal Value of Higher Education. Among the personal benefits of pursuing 

education beyond high school, obtaining a degree or credential from a postsecondary institution 

provides a pathway that contributes to a more affluent standard of living. According to Mankiw:  

The most important type of human capital is education.…Not surprisingly, 
workers with more human capital on average earn more than those with less 
human capital. College graduates in the United States, for example, earn almost 
twice as much as those workers who and their education with a high school 
diploma. (2004, p. 413)  

(See Table Three, Average Annual Earnings by Educational Attainment; and see Table Four, 

Median Annual Earnings by Race and Sex.) 

 In a study performed by the Futures Project, it was noted that: 

The wage differential between those receiving a high school diploma and 
associates or bachelor's degree is high: The median household income in 1999 
for a high school graduate was $42,995, for an associate degree it was $56,602, 
and for someone with a bachelor's degree it was $76,059. (n.d.a., p. 1)  

 The National Association of State Universities and Land-Grant Colleges (NASULGC) 

published the following data: 

Census Bureau figures, analyzed by the Center for Policy Analysis at the 
American Council on Education, show nearly a $1 million lifetime difference in 
the earnings of people with a bachelor’s degree ($2,225,657) versus those with 
just a high-school diploma ($1,268,111). (2001, p. 2) 

 The growing demand for an educated workforce has heightened the need and urgency 

for a postsecondary education. “The emergence of the New Economy has made personal 

prosperity dependent on educational attainment” (Futures Project, n.d.a, p. 1). 

In the Human Capital Economy of the last 30 years economic success is 
determined largely and increasingly by the productivity of educated workers. 
Those with the most education have prospered, experienced seeing substantial 
real gains in their incomes and living standards. Others with the least education 
have experienced stagnation in their incomes and relative loss of income which 
has shifted to better educated workers. In many cases those with the least 
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education have experienced substantial real income losses, and concomitant 
losses in living standards both compared to better educated workers and 
compared to living costs. The dividing line between those who are succeeding 
and those who are struggling to survive is increasingly educational attainment. 
(Mortenson, 2003a, pp. 1-2)  

 “The demand for a highly-skilled workforce has grown. From 1987 to 2000, the 

proportion of jobs requiring a college education rose from 42 to 75 percent” (Futures Project, 

n.d.b, p. 1). “Until the 1970s, a baccalaureate degree was a marker of privileged social status 

and the gateway to leadership roles. Today, it is a gateway to middle class status and to decent 

earnings in the service and information economy” (Lovett, 2004; in Futures Project, 2004, p. 3). 

“Anthony Carnevale, vice president of the Educational Testing Service argues that 70 percent of 

the jobs that are growing require some post-secondary education” (Futures Project, n.d.b, p. 1).  

Research has long shown that college graduates have significantly greater 
lifetime earnings than non-graduates. By some estimates, the average college 
graduate with a bachelor’s degree earns 54 percent more than the average high 
school graduate and 104 percent more than the average person without a high 
school diploma (the differences for advanced degrees are even greater). 
(Sanders, 2003, p. 1) 

 It is well documented that in the current economy, postsecondary education is essential 

to compete for skilled positions and to maintain a viable standard of living. A heightened 

concern is for the disproportionate representation of low-income students and students of color 

not enrolling or continuing in higher education.  

Large proportions of the young Americans available to enter the workforce will 
come from the low-income and demographic groups that are least well served 
by American education at all levels—those who have the lowest rates of 
completing high school and enrolling and persisting in college, including 
students of color, first generation college-goers, and English language learners. 
[Graham Toft of the Hudson Institute] projects modest increases in the numbers 
of those who are college-educated; his major finding predicts a severe 
mismatch between educational attainment of young workers and the escalating 
knowledge and skill requirements of the new economy. (Callahan & Finney, 
2003, p. 3) 
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 “Given the need for a more highly trained workforce, and given that as demographic 

trends change the face of the labor force, participation in higher education among Black and 

Hispanic students must increase” (Lasher, 2004, p. 12). “The employment and earnings outlook 

for those students who do not continue their education is much bleaker today than in the past. 

These workers are more likely to be unemployed and their inflation-adjusted earnings have 

actually declined since the 1970s” (Carnevale & Desrochers, 2002, p. 1).  

The income gap continues to widen to levels unprecedented in the post-World 
War II era, adding to speculation that the country is splitting into two 
economies—have and have-nots—as globalization and the transition to a 
knowledge-based economy give the biggest rewards to the best-educated and 
highest-skilled. In 1966, the top 5% of U.S. households earned an average of 
$26,133 a year—11 times what the bottom fifth earned. By 2002, the top 5% 
made an average of $280,312—20 times more. (Despeignes, 2004, p. 5A) 

 Drastic steps will be required to address the gap of academic access and achievement 

for the success of all students— particularly low-income students and students of color— in 

obtaining a quality postsecondary education. It will require difficult choices to be made, 

priorities to be reassessed, and systemic changes to be implemented. 

 

Challenges Impacting Community Colleges 

 “Two converging forces, a skilled worker shortage and the development of a permanent 

underclass, are bearing down upon the United States” (Parnell, 1990, p. 103). Higher education 

will be critical to the welfare of individuals and for the United States to retain its global 

competitive position. 

The danger lies in the future of an economic underclass that has already grown 
to alarming proportions.…[It is] imperative to invent alternative solutions to 
problems that threaten to undermine success.…We cannot afford a third world 
country inside our country. Neither can we afford a third-rate education system 
pinning us down. (Davis & Botkin, 1994, pp. 39- 40)  
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 Community College Student Profile. Data on the profile of community college 

students are provided in order to obtain a clearer picture of current trends and challenges 

impacting community colleges. These institutions are faced with an increasing enrollment of 

nontraditional students and represent a key to opportunity for them. 

The nation’s 1,200 community colleges play a critical role in providing 
postsecondary education to a broad population, education that is vital in today's 
global economy. They enroll close to half of all undergraduates, and they attract 
particularly high proportions of underserved students, including low-income 
students, first-generation college-goers and students of color. In 2003, 
community colleges enrolled 47 percent of all African-American students, 56 
percent of all Hispanics and 57 percent of all Native Americans.  

Providing open access to higher education has always been a vital role of the 
community colleges. Unfortunately, access does not always lead to success. A 
recent study by the Community College Research Center, for example, reveals 
that, among students seeking an associate degree or higher, only 53 percent 
earned a degree or transferred to a four-year institution within eight years of 
initial enrollment. And other research has shown that completion rates vary 
widely by race and ethnicity, with students of color attaining degrees at 
significantly lower rates than do white and Asian students. This achievement 
gap must be addressed - to create individual opportunity for millions of 
students, and to ensure the nation’s continued economic vitality. (Achieving the 
Dream, 2004b, p. 1)  

 Wilson (2004) provides additional insights pertaining to the profile of community 

college students: 

First-Generation Status. Almost half of community college students have 
parents who did not attend any postsecondary institution.…This first-generation 
status is an indicator that students may face particular challenges, sometimes 
academic but perhaps social, that could lead to attrition from the college (Choy, 
2002).…Appropriate support is vital for first-generation students. Since 
increased educational attainment is a precursor to increased likelihood of 
employment, financial security, and civic engagement, community colleges 
have the opportunity to introduce first-generation students to possibilities they 
may not have known existed for them. 

Remediation. Community colleges are well aware that open-admissions 
policies translate into accepting students regardless of their level of academic 
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preparation. That 42 percent of community college freshmen enroll in at least 
one developmental course is an indication that the open-door policy is able to 
fill a very real educational access need.…Access to college and developmental 
programs is not enough to guarantee success, however, so ensuring the quality 
of remedial education and academic support is essential. 

The Many Faces of Community College. Community colleges invite all people 
who are interested in pursuing postsecondary education to begin, or begin 
again, by walking through the open-door, a broad invitation that brings all kinds 
of learners to the community college environment. Remediation and first-
generation data indicate that many students in these groups are at risk of not 
reaching their educational goals. Almost half of those who accept the invitation 
are traditional-age students, but a third are older and perhaps more 
apprehensive than their younger colleagues about returning to school after so 
many years. A third of the students are minorities.…Most community college 
students are either full-or part-time employees. All these factors contribute to 
the risk of not completing certificate and degree programs.  

Managing such a diverse learning environment requires attentive planning if the 
needs of all learners are to be met….If we invite the students to join us, then we 
are obligated to help them succeed, to do all we can to ensure that they are 
welcomed and supported as they work to achieve their educational goals. (In 
Boswell & Wilson (Eds.), pp. 26-27)  

 Business and Community Demands. With a picture in mind of the diverse student 

population that community colleges are serving, business and community demands are 

examined. 

Information technology is transforming the world at a breathtaking pace. The 
economy will be built on knowledge industries that need highly skilled 
employees. But many young Americans do not have the competency for 21st-
century employment. Eighty percent of new jobs will require some 
postsecondary education; unfortunately, only 42 percent of students leave high 
school with the necessary skills to begin college-level work. While students 
work to develop fundamental educational competence, businesses grapple with 
a drastically under-skilled workforce. Industry leaders report that between 20 
and 40 percent of new hires are under-qualified for their positions. As a result, 
they are looking outside the United States for answers, pressuring Congress to 
issue more visas to import skilled foreign workers. More than ever before, our 
future depends on education. (McCabe, 2000, pp. vii-viii) 

“Knowledge workers are rapidly becoming the largest single group in the workforce of 

every developed country.…It is on their productivity, above all, that the future prosperity and 
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indeed the future survival of the developed economies will increasingly depend” (Drucker, 

1999, p. 141). “The size of the [qualified] pool gets smaller and smaller, and the demand for 

those skills gets bigger and bigger…One piece of evidence cited by shortage forecasters is a 

report from the Bureau of Labor Statistics…which shows there will be 10 million more jobs 

than employees by 2010” (Henricks, 2003, p. 69). 

A U.S. Department of Education official recently reported that three of the primary 

challenges facing the United States include: (1) the changing nature of the economy; (2) a 

shortage of workers; and, (3) an ill-equipped workforce to meet the needs of the fastest growing 

occupations (Meeder, 2002). “That companies are having a difficult time recruiting qualified 

workers is actually a symptom of a much larger problem. Policy makers and business people 

alike need to look at how we prepare people for work” (Johnson, 2002, p. 1). Long-term 

economic growth, societal and personal well-being are dependent upon access to and attainment 

of quality higher education and learning. “We must ensure that our whole population receives 

an education that will allow full and continuing participation in this dynamic period of 

American economic history” (Greenspan, 2000, as cited in Uhalde, Seltzer, Tate, & Klein-

Collins, 2003, p. 6).  

Leadership Opportunities for Community Colleges. Community colleges are well 

positioned to provide the essential leadership required to help students, communities, and 

industries prepare for the global high-technology economy.  

Beyond their primarily local focus, community colleges increasingly are 
viewed as a national network and a key national resource. In his 2004 State of 
the Union address, President Bush announced a new $250 million job training 
initiative to encourage community colleges to work with businesses to provide 
job training in high-growth industries. Other political leaders from former 
President Clinton to Federal Reserve Board Chairman Alan Greenspan have 
lauded the colleges’ key role as workforce providers and as an economic engine 
for the nation. (Boggs, 2004a, p. 8)   
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To be responsive and effective as a “national network and a key national resource,” 

leadership will need to cultivate the commitment to and develop the capacity for addressing 

innumerable challenges simultaneously, both internal and external to the college. 

Redesign of…polic[ies] to address the economic and societal conditions of the 
twenty-first century is a daunting task, one that must reach myriad elements of 
higher education, including admissions, institutional design, curricula, and 
assessment. (Callahan & Finney, 2003, p. 4) 

 Strategic alliances with multiple constituencies, fluid communication, and integrated 

approaches will be required among business, government, and educational organizations to 

address issues that no single organization or industry is equipped to address alone. Complex 

issues will also call for an understanding of how to lead and follow within large, complex, 

interactive systems. Working with extended communities will require the development and 

motivation of individuals to achieve their highest potential, the removal of barriers, and the 

identification of opportunities for personal and professional growth.  

Among other things, a leader must recognize the needs of followers or 
constituents, help them see how those needs can be met, and give them 
confidence that they can accomplish that result through their own efforts. 
Sometimes the leader helps to remove constraints or inhibitions that had been 
impeding the full play of motivation. (Gardner, 1990, p. 184) 

 Faced with foreign competition and changing business demands, community colleges 

must become creative in preparing a diverse workforce that is qualified and educated to adapt to 

a multicultural society and a constantly-changing economy. New strategies will be required.  

Delivering education and training that is aligned with industry needs will be critical.  

“Our economic competitiveness depends on closing the gap between the knowledge and 

skills needed in today’s technology-based workplace” (May, 2003). “Revolutionary 

technologies have transformed information and life. Changes succeed one another with 
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increasing rapidity, so the need for people who can make sense of change is bound to continue” 

(AACU, 2002). An important caveat is offered, “Employers indicate that technical skills alone 

are not enough” (Microsoft, 2003a, p. 1). Educators, working to meet business needs, must 

avoid “the specter of ‘technopeasants,’ technically qualified but lacking an understanding of 

human issues.…The new ‘smart workers’ of the 20th century [must be] ready to assume political 

and social, as well as economic roles in the community” (Badway & Grubbb, 1997, p. 2).  

 “Our nation needs an educational system that is both inclusive and expects a high level 

of student achievement” (Bridge Partnership, 2003, p. 3). “Most analysts conclude that to 

prepare students for this work environment, education organizations of all types need to focus 

more on students’ active learning and on the development of problem-solving skills” (Baldrige 

National Quality Program, 2003, p. 1).  

Community colleges are well-equipped to play a pivotal role in assisting with this 

essential development. “The United States is the only country that has actually developed this 

advantage through its so far unique nationwide system of community colleges. The community 

college was actually designed…to educate technologists who have both the needed theoretical 

knowledge and the manual skill” (Drucker, 1999, p. 151). Yet, what is required is a massive and 

complex undertaking. 

The new economy offers our nation promise and peril. Tomorrow’s 
workplace—information intense and technologically advanced—ensures an 
abundance of better jobs that could bring prosperity to more Americans. For 
this to be achieved, we must be fully committed to a fundamental value: belief 
in the importance of every person and full development of the talents of all our 
citizens. The nation can remain strong only if all Americans share in prosperity. 
(McCabe, 2000, ix) 

 U.S. higher education now faces the same challenge. As Patrick M. Callahan of the 

National Center for Public Policy and Higher Education puts it: “It’s moving from being a 
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sorting system to one where we have to ratchet up the skill levels of whole populations. That's 

what other countries are doing, and we have to do likewise (Fiske, 2004, p. 7). “A new vision of 

what higher education can achieve is required, combined with better planning and higher 

standards of management” (TTFHES, 2000, p. 10). “Participation [and success] rates across the 

nation will have to improve to prevent the United States from slipping further behind other 

industrialized nations on measures of economic achievement” (Ruppert, 2003, as cited in 

Martinez, 2004, p. 3). Access to and achievement and attainment of quality education will be 

essential components to student success, individual fulfillment, business competition, and 

economic vitality of communities. 

In a joint report issued by the Education Commission of the States and the League for 

Innovation in the Community College, Boswell eloquently reminds the reader: “They should 

avoid the false dichotomy reflected in access versus quality arguments, centering instead on 

identifying the education and training needs of…citizens” (Boswell & Wilson, 2004, p. 49). 

“The energy, freedom, and pluralism unleashed by the learning revolution must act as bridges to 

link society’s classes, not wedges that split them apart” (Davis & Botkin, 1994, p. 163).  

 Accountability, Institutional Transformation, and Learning. These clarion calls 

come amidst demands for accountability. “At the legislative and policy-making level, there is an 

increasing demand for accountability to ensure that resources are being used wisely and 

producing a good return” (Roueche & Roueche, 1993, p. 199). Diverse stakeholders, 

particularly federal and state governments as well as tax paying citizens, are increasing “calls 

for greater accountability and improved institutional effectiveness measures” (Roueche, 

Johnson, & Roueche, 1997, p. vii).  
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 In addition, the need for measurable learning outcomes that are aligned with relevant 

outcomes assessments and standards are increasingly essential as international development and 

funding agencies turn their attention to non-U.S. educational models. Indeed, institutional 

effectiveness measures, alone, can no longer serve as a “proxy for learning” (K. McClenney, 

personal communication, 2004, December) nor mitigate the reality of increasing foreign 

competition.   

The alignment issue is one that has been a major concern to international 
systems looking for a model to emulate. American higher education has been 
the gold standard in the past, but hasn't made any progress at all in the last 25 
years in terms of establishing uniform standards, vertically integrated avenues 
for movement within the system, etc. At the advice of representatives from the 
World Bank, China is looking much more seriously at some other models for 
these reasons. (Farnsworth, personal communication, March 13, 2006). 

A growing focus on how we define success in college may also help set 
benchmarks to enhance higher education value overall, according to new efforts 
by experts in college accreditation. Facing an increasingly competitive global 
economy, prominent leaders in higher education accreditation are reviewing 
new ways institutions can evaluate and demonstrate student knowledge, skills 
and outcomes.… 

“The ability to define and demonstrate success in higher education is a critical 
factor in raising the overall standards of educational quality,” stated Judith 
Eaton, President of the Council for Higher Education Accreditation (CHEA). 
“Students, colleges and society need public evidence of educational excellence 
in schools and programs in order to compete in a global economy, and 
accrediting organizations are leading the way in driving these innovations, and 
in quality assurance and public accountability” (CHEA, 2006, p. 1). 

 Demands for accountability and demonstrable success in higher education suggest the 

need for a long-term dynamic approach to be integrated into community colleges’ strategies, 

practices, and cultures. In addition, curricula will need to be aligned to facilitate and expedite 

transitions within educational institutions, and from secondary to postsecondary education, and 

on to meaningful careers. Partnerships with secondary and other postsecondary institutions, 

businesses, and civic organizations will be required to elicit assistance in developing a dynamic 
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curriculum that will be responsive to local, national, and international demands, foster critical 

thinking, and prepare students for vital careers and civic engagement. 

 Community college leaders will need to re-examine priorities and forge the difficult 

undertaking of institutional transformation while creating “strategies for the future and priorities 

for next year” (McClenney, 1997, p. 72). An environment conducive to “adaptive change” must 

be fostered in which “shared values among all college personnel [serve] as a driving force for 

institutional change and systems reform” (Achieving the Dream, 2004a, p. 5). It is anticipated 

that these changes will not occur easily. 

If we look at our present capacity to solve problems, it is apparent that we do 
best when the problems involve little or no social context. We’re skilled in 
coping with problems with no human ingredient at all, as in the physical 
sciences. We are fairly good of problems that involve the social element to a 
limited degree, as in biomedical research. But we are poorer at problem-solving 
that requires the revision of social structures, the renewal of institutions, the 
invention of new human arrangements. 

Not only are problems in this realm exceedingly complex, but in some cases we 
are rather strongly motivated not to solve them. Solving them would endanger 
old, familiar ways of doing things. 

We have learned brilliantly the means of accomplishing scientific and technical 
advance. But we have a very limited grasp of the art of changing human 
institutions to serve our purposes in a changing world. 

Social change is a learning process for all concerned. It always requires re-
education of large numbers of people to accept new objectives, new values, 
new procedures. It cannot go forward without the breaking down of long-
established ways of doing and thinking. This is true whether the problem is one 
of civil rights, the reform of local government, educational improvement or 
urban renewal. Most human institutions are designed to resist such social 
learning rather than facilitate it. (Gardner, 1968, pp. 27-28) 

There are no simplistic answers or “silver bullets” to address the rising need for higher 

education that will meet the needs of an incoming diverse student population and equip them to 

contribute to a civil society and a global knowledge economy. “Community colleges continue to 
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struggle to reduce  barriers to higher education, to meet students where they are, and to develop 

a curriculum to meet expanding cultural, personal, economic, and societal needs” (Roueche & 

Roueche, 1993, p. vii).  

As community colleges approach the new millennium, transformational forces 
are compelling them to raise fundamental questions, to make hard choices, and 
to implement necessary changes so they can improve performance.…New 
indicators of performance are drawing interest and becoming part of the 
effectiveness equation. (Alfred & Carter, 2004, pp. 1-2)  

“Imagine creating and working in a culture that contributes to individual growth and 

fulfillment and to the betterment of our global community” (Claunch, 2003). Institutional 

transformation, organizational and student learning will be essential components to meet this 

formidable challenge and to prepare for a future that promises accelerated change and exposure 

to multiple cultures. Quoting Abraham Lincoln: “First, decide that the thing must be done; then 

find a way to do it” (as cited in Walsh, 2002, p. 29). This is certainly more readily said than 

done. Questions arise as to how community colleges will address these demands and make 

required systemic and adaptive change, and why strategies are undertaken that contribute to 

institutional transformation and learning. 

 

Specific Problem Area 

 Community colleges that are willing and equipped to support the learning and success 

of all students will be vital to address the growing chasm between the preparedness of many 

community college students and the requirements of a skilled and educated workforce and 

citizenry. Institutional effectiveness and accountability are fundamental components to running 

a productive and efficient educational organization. Measurable learning outcomes that are 

aligned with socioeconomic needs, relevant assessments, and standards are also critical. 
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However, the amalgamation of academic and student support, accountability, and measurable 

learning outcomes that are aligned with socioeconomic needs, assessments, and standards is 

often found lacking in community colleges. “Putting learning at the heart of the academic 

enterprise will mean overhauling the conceptual, procedural, curricular, and other architecture 

of postsecondary education on most campuses (italics added)” (Wingspread Group on Higher 

Education, 1993, as cited in O’Banion, 2004). Understanding how and why institutional 

transformation contributes to the success of all students, while closing the gap for students of 

color and low-income students, is critical so that individuals and communities can thrive and the 

workforce is prepared to anticipate and respond to changing socioeconomic demands.  

 

Context of the Case Study 

 This research sought to learn how community colleges are preparing students to thrive 

in and contribute to a multicultural society and a global technology-driven economy. Within this 

context, the researcher performed a case study of The Community College of Baltimore County 

(CCBC), located in the state of Maryland, to address the issues described in the specific 

problem area. CCBC was identified as an exemplar for having improved student success and for 

having reduced or eliminated the gap between African American and White students at CCBC. 

(For pass rates of African American and White students at CCBC, see Appendix A, Where Are 

We Now? [McPhail, 2004]; and see Student Outcomes Data, Chapter Four.) A recent headline 

of a press release issued by the Council for Higher Education read, “Global Competitiveness 

Drives U.S. College Programs to Define, Measure Success,” (CHEA, 2006, p. 1), in which 

CCBC was recognized with the “2006 Award for Institutional Progress in Student Learning 

Outcomes…. The awards are meant to encourage institutions nationwide to utilize new, 
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effective and innovative systems to evaluate and demonstrate student outcomes and provide 

increasing accountability of that information to the public”  (CHEA, 2006, p. 1).  

 The case study provided an opportunity to research the primary factors at CCBC that 

are contributing to institutional transformation to improve the success of all CCBC students 

while closing the achievement and attainment gap between African American and White 

students. CCBC offered a context for exploring the interface of principles from:  

• CCBC’s learning-centered vision and its strategic plan, LearningFirst 2.0 (CCBC, 

2003a; CCBC, 2003b); 

• The learning college (O’Banion, 1997) (see Appendix B, Core Principles of the 

Learning College [O’Banion, 1997]);  

• Achieving the Dream: Community Colleges Count (see Appendix C, Principles and 

Values of Achieving the Dream: Community Colleges Count);  

• CCBC’s commitment to diversity in LearningFirst 2.0 (CCBC, 2003c) and its 

Closing the Gap Initiative (CCBC, 2005b).  

 The case study of CCBC also provided an opportunity to learn about an institution in 

transition. CCBC is comprised of what had originally been three autonomous colleges. It 

reorganized “into a single college, multi-campus institution” (McPhail, Heacock, & Linck, 

2001, p. 19) at the behest of the Maryland legislature in 1997-1998 (McPhail et al., 2001; 

personal communication: McPhail, March 17, 2005; Lingan, September 12, 2005). The 

researcher explored the development of an institutional culture at CCBC as the three campuses 

also endeavored to retain vestiges of their original cultures. The researcher performed the case 

study during a time of another transition at the institution, when the chancellor announced that 

he was resigning. “I have determined that now is the time for me to move on to new challenges” 
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(McPhail, 2005). With these transitions in mind, the institution’s constituents reflected about the 

sustainability of CCBC’s LearningFirst vision, as well as its commitment to diversity and 

closing the gap between African American and White learners at CCBC.  

 

Purpose of the Study 

 The purpose of this study is to research the key factors of institutional transformation at 

the Community College of Baltimore County (CCBC) that contribute to closing the 

achievement gap for African American students within the context of CCBC improving the 

success (learning and attainment) of all students. The overarching research question for this 

study follows:  

• What institutional changes are taking place at CCBC to close the achievement gap 

for African American students within the context of CCBC improving learning and 

attainment of all students?  

Support questions include: 

• How is leadership being practiced at CCBC that is contributing to closing the 

achievement gap for African American students within the context of improving 

learning and attainment of all students? 

• How and why are strategies identified and selected for implementation at CCBC to 

close the achievement gap for African American students within the context of 

improving learning and attainment of all students? 

• How are CCBC leaders fostering collective institutional vision, values, and learning 

in support of closing the gap for African American students within the context of 

improving the learning and attainment of all students?  
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Definition of Key Terms 

Definition of Terms 

 The following definitions are offered to help guide and inform the reader. They are not 

intended to be definitive but are provided as a representative source of terms. 

 Adaptive and Technical Change.  The researcher draws from Achieving the Dream 

Principles and Values for the definitions of “adaptive and technical change.” 

To achieve substantial improvements in student success rates, colleges must 
pursue institutional change that is both "technical" and "adaptive.” Technical 
change involves applying known strategies to routine problems—for example, 
improving the delivery of student services or instruction. Adaptive change goes 
deeper. It involves building institutional commitments and conviction in 
support of the college's espoused values—for instance, cultivating a systemic 
commitment to the success of all students. An institution reflects the priorities, 
culture, and values of its leadership and all of its people. Adaptive change uses 
the creation of shared values among all college personnel as a driving force for 
institutional change and systems reform. (Achieving the Dream, 2004a, pp. 4-5) 

 Constituents and/or Stakeholders. For the purposes of this study, constituents 

and/or stakeholders include students, parents, adult workers, legislators, and representatives 

from businesses, industries, educational institutions, community and economic development 

organizations, and government agencies.  

 Culturally Mediated Instruction (CMI).  “CMI is a pedagogy that recognizes the 

importance of including students’ cultural references in all aspects of learning, including 

cognition, culturally appropriate social learning situations, and culturally valued knowledge in 

the curriculum” (McPhail, 2004, p. 10). 

 Culturally Relevant Teaching. 

A pedagogy that empowers students intellectually, socially, emotionally, and 
politically by using cultural referents to impart knowledge, skills, and attitudes. 
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. . [It] uses student culture in order to maintain it and to transcend the negative 
effects [not seeing one’s history, culture, or background represented, or seeing 
it misrepresented, in the textbook or curriculum] of the dominant culture. 
(Ladson-Billings, 1994, pp. 17-23)  

Double-Loop Learning. “Double-loop learning involves a willingness to confront 

one’s own views and an invitation to others to do so, too” (Hughes, Ginnett, & Curphy, 2002, 

p. 57). “Double-loop learning depends on being able to take a “double look” at the situation 

by questioning the relevance of operating norms” (Morgan, 1998, p. 80).  

A top down approach to management, especially one focusing on control 
through clearly defined targets, encourages single-loop learning and 
discourages the double-loop thinking that is so important for an organization to 
evolve.…In the American view, objectives should be hard and fast and clearly 
stated for all to see. In the Japanese view, objectives emerge from a more 
fundamental process of exploring and understanding the values through which a 
firm is or should be operating.” (Morgan, 1998, pp. 86-87) 

 Human Capital and Investment in Human Capital. 

Human capital can be defined as productive capacities - knowledge, 
understandings, talents, and skills - possessed by an individual or society; and 
investment in human capital refers to expenditures on education, health and 
other activities that augment these productive capacities (Arai, 1998; Johnes, 
1993; Paulsen and Peseau, 1989; Schultz, 1961; Thurow, 1970; Woodhall, 
1995). (Paulsen, 2001, p. 56)  

Ethics. “…[A]s part of the human wholeness in which we are always located, is that 

reflection on the moral significance of action planned, in process, and retrospectively evaluated. 

Such reflection may be about…actions as an individual or about the actions of some social 

collectivity or organization” (McCoy, 1985, p. 117). 

 Environment. “(1) The circumstances, objects, or conditions by which one is 

surrounded;…2b) the aggregate of social and cultural conditions that influence the life of an 

individual or community” (A Merriam-Webster, 1977, p. 382). 
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 Integrative or Systemic Knowledge. “Knowledge about how to integrate the 

components of a system (e.g., a computer, a factory, or an army) is called integrative 

knowledge.…Integrative knowledge, comprised of interdependent elements of diffuse 

knowledge, tends to provide a sustainable competitive advantage because it is difficult for other 

firms to replicate” (Huber, 2004, p. 146).  

 Isomorphism. 

…is a constraining process that forces one unit in a population to resemble 
other units that face the same set of environmental conditions” (Damage & 
Powell, 1991, p. 66). Three pressures which lead to this “homogenization” 
include coercive (from compliance), mimetic (from a desire to imitate success), 
and normative (rooted in professional values, codes, and standards) 
isomorphism. (As cited in Hanson, 2003, p. 283)   

 Knowledge Economy or Knowledge-Based Economy.   

A knowledge economy or a knowledge-based economy is a phrase that refers to 
the use of knowledge to produce economic benefits. The phrase…came to 
prominence…as a way of referring to the  manner in which various high-
technology businesses, especially computer software, telecommunicaitons and 
virtual services, as well as educational and ressearch institutions, can contribute 
to a country’s economy…. Various observers describe today’s global economy 
as one in transition to a “knowledge economy”, or an “information society”…. 
Commentators suggest that at least three interlocking driving forces are 
changing the rules of business and national competitiveness: 

o Globalization—markets and products are more global. 
o Information/Knowledge Instensity—efficient production relies on information 

and know-how; over 70 percent of workers in developed economies are 
information workers; many factory workers use their heads more than their 
hands. 

o Networking and Connectivity—developments such as the Internet bring the 
“global village” ever nearer. 

As a result, goods and services can be developed, bought, sold, and in many 
cases even delivered over electronic networks. (Wikipedia, 2006) 
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 Knowledge Asset Measurement. 

Knowledge asset measurement relates to the valuation, growth, monitoring and 
managing from a number of intangible but increasingly important factors of 
business success. In the context of knowledge assets, knowledge represents the 
collective body of intangible assets that can be identified and is measurable. 
This interpretation of knowledge differs from the notion of knowledge as 
knowing and learning, which concerns how organizations acquire, share and 
use knowledge—either helped or hindered by technology and organizational 
processes. In contrast, the notion of knowledge assets is about the identifiable 
aspects of the organization that although “intangible” can be considered as 
adding some kind of value to it….Managers of enterprises and national 
economies are trying to find reliable ways for measuring knowledge assets to 
understand how they relate to future performance. The expectation from finding 
reliable measures of knowledge assets is that such measures can help managers 
to better manage the intangible resources that increasingly determine the 
success of the enterprises and economies. (Malhotra, 2000, pp. 2-3) 

 Knowledge Management. 

Knowledge management consists of activities focused on the organization 
gaining knowledge from its own experience and from the experience of others, 
and on the judicious application of that knowledge to fulfill the mission of the 
organization. These activities are executed by marrying technology, 
organizational structures, and cognitive-based strategies to raise the yield of 
existing knowledge and produce new knowledge. Critical in this endeavor is the 
enhancement of the cognitive system (organization, human, computer, or joint 
human-computer system) in acquiring, storing, and utilizing knowledge for 
learning, problem solving, and decision making. (Wenig, 2003, p. 5)  

 Learning Organization. According to Peter Senge (1990), learning organizations are 

“…organizations where people continually expand their capacity to create the results they truly 

desire, where new and expansive patterns of thinking are nurtured, where collective aspiration is 

set free and where people are continually learning to see the whole together” (p. 3). “The basic 

rationale for such organizations is that in situations of rapid change only those that are flexible, 

adaptive, and productive will excel” (Smith, 2001, p. 2).  
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 Strategic Alliance. “A strategic alliance is a group of firms entering into voluntary 

arrangements that involve exchange, sharing, or co-development of products, technology, or 

services” (Gulati, 1998, as cited in Inkpen & Tsang, 2005, p. 2).   

 Tacit. Tacit is defined as, “Implied or indicated but not necessarily expressed” (A 

Merriam-Webster, 1977, p. 1186).  

Polanyi’s (1966) concept of “tacit,” inexpressible knowledge, has attracted 
much scholarly interest. The tacit properties of this type of knowledge make it 
hard to define and recognize, harder to create in practice, and even harder to 
detect in research. Yet, many scholars regard tacit knowledge as the foundation 
of much competitive advantage in turbulent markets. (Stopford, 2001, as cited 
in Dierkes, Berthoin Antal, Child, & Nonaka [Eds.], 2001, p. 267) 

 

Assumptions 

 For the purposes of this study, the following assumptions are made: (1) rapid 

technology advances and socioeconomic transformation will contribute to a continued demand 

for a skilled workforce that is adept at working successfully within a global, high-technology, 

multicultural society; (2) enrollment will continue to rise, comprised of an increasingly 

multicultural student population, many of whom are anticipated to be under-prepared for higher 

education;  (3) community college students, including transitional and incumbent workers, will 

have increased need for developmental education, social support, and language proficiency 

courses; (4) state funding shortfalls will continue in the foreseeable future necessitating 

community colleges to compete for scarce resources; (5) educational institutions will need to 

develop curricula, strategies, assessments, and cultures that are adaptive to the needs of a 

diverse student population; (6) educational institutions will need to retain open and flexible 

systems and create strategic alliances adroit at being responsive and anticipatory of global 
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economic shifts, societal demands, and student, workforce, community, and employer needs; (7) 

to survive, thrive, and be competitive, community colleges will need to align competencies with 

industry/international standards and harmonized assessments; (8) demands for accountability 

and measurable learning outcomes will continue; and (9) improved student outcomes and the 

success of all students is desired.  

 

Limitations of the Study  

 The research performed for this study is primarily based on the analysis of literature, 

interviews, observations, and concepts that were drawn from a case study about The 

Community College of Baltimore County (CCBC) and an embedded case study of CCBC’s 

Closing the Gap Initiative. Inferences can be made based upon findings and recommendations; 

however, overall transferability is not claimed. “The utility of case research to practitioners and 

policymakers is in its extension of experience” (Stake, 2000; in Denzin & Lincoln, 2000, pp. 

448-449). The study was developed from a systems perspective and was not designed to focus 

on specific practices such as the use of information technology, budgeting and finance, 

incentive and reward systems, learning outcomes assessments, or interventions being used at 

CCBC. As previously mentioned, the study took place during a time when the CCBC chancellor 

announced his resignation. One can speculate; however, it is not clear what implications, if any, 

this resignation had on the timbre of or perceptions expressed during the interviews and focus 

groups that were conducted for the study.  
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Chapter Summary 

 Shifts in the economy and demographics are increasing pressures on higher education to 

prepare a diverse student population to fulfill high-skill workforce requirements, contribute to 

the well being of society, and to enhance the quality of life of individual learners. The massive 

influx of students enrolling in community colleges, many of whom are under-prepared for 

higher education, suggests that difficult choices will need to be made; priorities will need to be 

reassessed; difficult, and often sensitive, social issues will need to be addressed; and 

institutional changes will need to be adopted. Performing a case study of how one community 

college is transforming its processes, programs, systems, and culture provides an avenue to 

explore what has been done and why choices have been made that contribute to increasing the 

success of all students and closing critical performance gaps.  
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CHAPTER TWO 

REVIEW OF THE LITERATURE 

The single principle behind all creation teaches us that true benefit blesses everyone and 
diminishes no one. The wise leader knows that the reward for doing the work arises naturally 
out of the work. 

  (Heider, 1985, p. 161) 
 

 In Chapter Two, a review of the literature and theories that informed this study are 

provided. Research was conducted in preparation for a case study which was performed from a 

systems perspective to explore institutional transformation to increase the success for all 

students and close the achievement and attainment gaps of low-income students and students of 

color at community colleges. As noted in Chapter One, The Community College of Baltimore 

County (CCBC) was the site for the case study. A brief recap about assumptions of the study 

suggests that external drivers will sustain the desire and demand for increased student success 

and reduced/eliminated performance gaps. Assumptions include a continuation of:  

• Rapid technology innovation 

• Increased global competition 

• Shift from a manufacturing-based to a knowledge-based economy 

• Increased demand for knowledge workers 

• Increased cost of human capital investment  

• Changing demographics 

• Customer/student demand and satisfaction  

• Desire for improved living standards, wealth creation, and community and 

economic development 
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• Necessity and desire of educational leaders to develop and sustain systems that 

improve learning outcomes aligned with standards and harmonized assessments that 

meet socioeconomic demands; 

• The success of all students.  

 

Systems Perspective of the Case Study 

 The literature review is organized around several major themes that were taken into 

consideration in contemplating the possible elements, and relationships among the elements, 

comprising a system. Chapter Three discusses the methodology by which an “institutional 

transformation system” was envisioned by CCBC constituents. A systems perspective provides 

a framework to explore components and interconnections of an assimilated, “coherent whole” 

(Colbert, 2004, p. 343) to address socioeconomic demands.  

The approach of systems thinking is fundamentally different from that of 
traditional forms of analysis. Traditional analysis focuses on separating the 
individual pieces of what is being studied; in fact, the word “analysis” actually 
comes from the term meaning “to break into constituent parts.”  

Systems thinking, in contrast, focuses on how the thing being studied interacts 
with the other constituents of the system—a set of elements that interact to 
produce behavior—of which it is a part. This means that instead of isolating 
smaller and smaller parts of the system being studied, systems thinking works 
by expanding its view to take into account larger and larger numbers of 
interactions as an issue is being studied.…The character of systems thinking 
makes it extremely effective on the most difficult types of problems to solve: 
those involving complex issues, those that [have] a great deal of dependence on 
the past or on the actions of others and those stemming from…coordination 
among those involved. (Aronson, 1996, p. 1) 

In addition, when reflecting upon a systems framework: 

Causal ambiguity…is only problematic when we endeavor to disentangle the 
complex causal interactions in an organization’s social system. If we accept that 
unpredictability and emergent properties are key features of complex systems, 
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our focus shifts away from testing the effects of discrete…practices (e.g., 
recruitment tactics, pay schemes) and toward consideration of processes by 
which the elements of the social system (e.g., the intentions, choices and 
actions of people in the system) mingle and interact. (Colbert, 2004, p. 342) 

 A systems approach lends itself to developing “something different…from the 

collection of bits and pieces that were once standard parts of a certain whole…and now are 

reconceived as parts of a new whole” (Lévi-Strauss 1966, pp. 18-19, as cited in Crotty, 1998, p. 

50). In Chapter Two, the researcher serves as bricoleur in sewing the many pieces together that 

are suggested from a systems perspective.  

…[T]he bricoleur is…the notion of a person who makes something new out of a range 

of materials that had previously made up something different. The bricoleur is a 

makeshift artisan, armed with a collection of bits and pieces that were once standard 

parts of a certain whole but which the bricoleur, as bricoleur, now re-conceives as parts 

of a new whole (Lévi-Strauss, 1966, pp. 18-19). 

To proceed, several themes are reviewed that inform the study: 

1. Education value choices  

2. Providing a multiculturally relevant education 

3. Organizational concepts  

4. Leadership, followership, involvement, and vision  

5. Organizational change concepts  

6. Reinforcing culture change 

7. Evidence, inquiry, assessments, and alignment  
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Education Value Choices Framework  

 The first theme that informed the study is that of an education value choices framework. 

Rivaling values compete in education debates and blur the vision of success for all students, a 

democratic ideal and necessity in the United States. Values and goals such as access, 

persistence, achievement, attainment, and success are prevalent in community college literature. 

The researcher explored how competing and complementary values and goals relate to the 

current socioeconomic challenges impacting community colleges that necessitate an awareness 

and responsiveness by educational leaders. 

 Socioeconomic considerations underpin discussions pertaining to closing performance 

gaps (“closing the gap”) for college-bound low-income students and students of color to access, 

persist, and succeed in higher education. The education value choices lens provides a 

framework to explore the competing demands and conflicts that arise in addressing alternative 

value priorities. To begin, a review of authors who have contributed to the education value 

choices dialogue is provided (i.e., Lovelace, 1998, pp. 4-6; Stout, Tallerico, & Scribner, 1995, 

in Scribner, Layton, & Politics of Education Association [Eds.], 1994, pp. 5-17; Garms, Guthrie 

& Pierce, 1978 as cited in Heck, 2004, p. 90; Marshall, Mitchell, & Wirt, 1989, as cited in 

Heck, 2004, pp. 91-94, and as cited in Stout, et al., 1995, p. 6; Kaufman,1956, as cited in Heck, 

2004, pp. 90-92, and as cited in Stout et al., 1995, p. 6).  

 Four education value choices that recur in the literature include: choice, quality and 

excellence, efficiency and accountability, and equity. To gain a conceptual or visual 

understanding, the researcher developed a model that depicts a framework for these four 

education value choices that suggests both interrelated values and conflicting value tensions. 

(See Figure One, Education Value Choices Framework.) 
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 [T]he future of civilization depends on there being widespread agreement on 
“the sense of interconnections among the individual, the collectivity, and 
ultimate purpose and meaning of human existence.” No such agreement is 
possible if there are not in the culture educational contingencies that subject all 
belief to intense scrutiny. The essence of democracy is freedom to engage in 
this scrutiny with impunity.…A political democracy requires for its sustenance 
the reiteration of truths and widespread allegiance to them. (Goodlad, 1996; in 
Soder, 1996, p. 89)  

 Each of the four values (choice, quality and excellence, efficiency and accountability, 

and equity) is described below followed by comments pertaining to “closing the gap” relative to 

the education value choices lens. The terms “quality and excellence” and “efficiency and 

accountability” are described by the referenced authors. 

 

Descriptions of Education Value Choices 

 Choice.  

This is arguably the most basic of all American public values. It was the 
passionate belief of the American Federalists that good government is defined 
by its ability to preserve freedom of choice for its citizens.…It was summed up 
by Thomas Jefferson in his declaration, “That government governs best which 
governs least.” (Marshall, et al., 1989, p. 89; as cited in Stout, et al., 1995, p. 6) 

 Choice, as described by Lovelace, “reinvigorates the public school’s former 

institutional rivals. Families are put back in the driver’s seat in determining the education that 

children [students] receive” (1998, p. 4). Heck states, “Choice is perhaps the most basic 

American public value.…Policies to promote school choice is one obvious manifestation of this 

policy value.…Site-based management is [another] example” (2004, p. 90). 

 Quality and Excellence. Quality, as described by Marshall, Mitchell, and Wirt 

suggests that: 

Given the primary role played by choice or liberty in the American political 
system, positive public policy actions must be justified in terms of their ability 
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to enhance the quality of life for citizens. Indeed, government action to provide 
direct services is defensible only if the quality of the services provided is on the 
whole at least as good as could be reasonably expected to arise through private 
action (1989, p. 90, as cited in Stout, et al., 1995, p. 6) 

Continuing the theme of quality and excellence, Lovelace states: 

Since World War II the primary means of expanding the public school system 
has been extending access to unserved or underserved populations (Graham, 
1993). Education policy has focused on the “front end” of schooling—getting 
students in school.…With an emphasis on inputs, seat time has served as the 
measure of schooling, not the learning one acquires while attending school.…In 
the 1990s, a serious movement toward national standards engaged federal, 
state, and local officials and professional groups in academic subjects. 
(Lovelace, 1998, pp. 4-6)  

 Heck states, “Quality as a…value suggests that government actions should enhance 

citizens’ quality of life. Many of the school reforms since the mid-1980s directly address this 

value position—that is, upgrading education is viewed as a means of increasing people’s quality 

of life and as a means of strengthening the economy” (2004, p. 90). Notably, he begins to 

describe quality in a way that sounds similar to efficiency and accountability: “Examples of 

educational policies expressing quality are to develop standards by which resources are to be 

allocated…set higher academic standards, or align the curriculum with assessment procedures” 

(Heck, 2004, p. 90).  

 Efficiency and Accountability.  

Americans have had an intense love-hate relationship with efficiency as a 
public policy value since the founding of “the Republic.…[T]he productive 
efficiency of American business and industry are just as frequently held out as a 
model after which to design public service agencies. Moreover, Americans feel 
a need for an orderly, predictable, and controlled system to contain private and 
interest group conflicts threatening the social order. Social unrest and the threat 
of anarchy fade when government provides for the orderly and efficient 
delivery of public services. (Marshall et al., 1989, p. 91, as cited in Stout, 1995, 
p. 6) 
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 Control as a theme is reinforced as Heck states, “Efficiency provides for either 

economic control or accountability. Efficiency policies ensure that standards are met” (2004, p. 

91). On accountability, Lovelace states, “The accountability movement seeks to articulate clear 

educational goals, to define how they are measured, to identify who is responsible for making 

progress, and to reward success” (1998, p. 6).  

 Equity.  

As a policy matter, equity is complicated. It is a matter of redress rather than 
one of address. That is, policy-makers cannot decree social equity, they can 
only create laws and social programs that relieve the effects of inequity after is 
has been identified. The need for government action cannot be recognized until 
some identifiable inequity has been shown to be serious and in need of remedy. 
Then action is only justified to the extent necessary to eliminate the identified 
inequity. (Marshall et al., 1989, p. 92, as cited in Stout, et al., 1995, p. 6) 

 The demand for equitable educational access and success for all students appears to be 

driven by both economic and societal changes. Economic interests include preparing more 

qualified students to enter the workforce that are equipped to meet the demands of the 

knowledge economy in order to address the pending workforce shortage gap. Societal interests 

include educating students of color, low-income students, and immigrants who represent a 

growing sector of the U.S. population. Providing quality (measurable) mass education 

represents the complementary values of quality/excellence and efficiency/accountability. 

According to Lovelace, “The excellence and accountability movements go hand in glove. 

Excellence focuses on the direction schools should be headed, and accountability identifies the 

parties responsible for getting there. The press for accountability can be seen in reforms such 

as…sanctions and performance incentives for schools” (1998, p. 6). With state and federal 

accountability requirements on the rise, goals of community college access, participation, and 
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success are articulated and quantified; measurable goals are defined; and monetary performance 

incentives are beginning to be provided.  

Some researchers contend that economic forces are driving the trend, with labor 
markets paying a rising premium for skill…Others believe it is driven by the 
recognition that skills and knowledge will be in high demand in the 21st century 
(Hanushek, 1994), and still others point to the public’s increasing insistence 
that all public institutions demonstrate efficiency and attain excellence 
(Gerstner, 1994, as cited in Lovelace, 1998, p. 6) 

 

Comments Pertaining to Closing the Gap Relative to the Education Value Choices 

Framework 

 Business advocacy has provided continuous political muscle to keep the issue of the 

burgeoning workforce shortage in front of legislators, which suggests a focus on the education 

values of quality and efficiency (through mass quality education). In addition, with an increase 

of “majority-minority” leadership in legislatures and other prominent positions, equity’s 

prominence as a value proposition in U.S. education deliberations appears to be rising. 

Mortenson holds a proverbial mirror in front of legislators as he contends, “Given the 

importance of higher education to the welfare of individuals, families and households, cities, 

states, and the nation, the sharp reduction in state investment effort in higher education since the 

late 1970s is counter-intuitive” (2004, p. 2)—or, so it would seem.   

 The literature indicates that the dramatic forces impacting community colleges, now 

and in the future, will be compounded by multiple factors that have previously been 

enumerated. As industries, communities, and states seek to be competitive within a global 

context, the need for a qualified and adaptive workforce will continue to escalate as local 

communities compete for investors to move into the local area and to keep “higher-value-added 

jobs from moving overseas. The development of new knowledge and human resource 
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development will be the basis of the world's economic order in the decade ahead” (Parnell, 

1990, p. 76). 

 Lobbyists and legislators will be able to debate the virtues of the various value choices 

relative to competing demands for scarce resources. However, college leadership will not have 

the luxury of selecting one value over another. Community college leaders and their various 

stakeholders must become adept at balancing competing demands and creating partnerships and 

strategies that contribute to retaining open access, fostering involvement, and perpetuating the 

success (learning, achievement, and attainment) of all students, including closing persistent 

performance gaps. 

  “Because of its involvement in communicating societal values, preparing our citizens 

for the world of work, and in the discovery, adaptation and dissemination of knowledge and 

technology, our higher education system is suited uniquely to the roles of convener, 

collaborator, partner, even catalyst for change in the community” (Roueche, 1993; in 

Wingspread Group on Higher Education, 1993, p. 141). The current deliberation about 

education value choices promises to continue unabated and unresolved. For access, persistence, 

and success for all students to be preeminent as a viable value proposition, it will need to 

balance competing and complementary education value choices and bridge other priorities of 

concern to common stakeholders. As institutional transformation is forged, these competing 

demands will require ongoing consideration and attention. 

 

Providing a Multiculturally Relevant Education   

 Multiculturally relevant education is explored as the second major theme that informed 

the study. The accelerated increase in the diversity and complexity of demographics in 
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community colleges will demand a heightened understanding of how these shifts will impact 

colleges and necessitate urgency in addressing diversity issues in the classroom, throughout the 

institution, and in the community.  

 

Multiculturalism and Globalism 

 Students representing a multiplicity of cultures will have differing worldviews and 

needs. “Each group enjoys its own ethnic traditions, asserts its own cultural identity, and brings 

its own set of needs into the classrooms. They are not homogeneous” (McCabe, 2000, p. 10). 

Education and learning options will be required that address both ethical and practical 

imperatives and prepare students to contribute to a civil community, a multicultural society, and 

a global economy.  

Multiculturalism refers to the presence of many different cultures (or 
subcultures) in the same environment, with each culture being given due 
recognition.…Moreover, there is a promotion of social equity and justice which 
takes into account the value of these different cultures. On the other hand, 
globalism…aims at developing knowledge and understanding of peoples and 
cultures of other lands, valuing both the diversity and commonalities of human 
experience (Ukopkudu, 1999, pp. 298-301). Of course, there is an obvious 
connection between multiculturalism and globalism. (Gendron, 2002, p. 3)  

 “South African Samuel Paul, a victim of apartheid, reminds us, ‘Differences are not 

deficits to be changed and corrected, but gifts to be cherished and enjoyed’” (Los Angeles 

Times, 1993, as cited in Harris & Moran, 2000, p. 169). With this in mind, the literature 

indicates that community college leaders will be called upon, and must proactively create, 

“mechanisms that accept and protect diversity, rather than trying to suppress or co-opt it, by 

allowing differences to be valued and maintained within a shared overall perspective” (Messick 

& Tenbrunsel, 1996, p. 193). “It is then that [education leaders]…will be leaders in society, not 

just in their organizations. No less than this will secure their future because the administration 
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of organizations in society must be consonant with the changing human values in that society” 

(Viola, 1997, p. 193). Notwithstanding, there is an ongoing debate between “assimilationists” 

and “multiculturalists” on appropriate education that must be taken into consideration. 

In dealing with the racial and ethnic diversity among immigrants, there is 
tension between those educators who believe in schooling for assimilation and 
those who favor cultural pluralism. Assimilationists retain the notion of the 
“melting pot” where all ethnic minorities learn common language, cultural 
heritage, and set of values that are deemed American (Bloom, 1987; Hirsch, 
1988; Ravitch, 1983).…Alternatively, cultural pluralists propose that ethnic 
minorities draw upon their cultural heritage in an American society viewed 
metaphorically as the “salad bowl” where the variety is presented rather than 
blended. For example, a cultural pluralist believes that Blacks, Vietnamese, 
Irish, and Mexicans can retain the supporting benefits of their cultural group 
while considering themselves part of a larger American culture at the same 
time. (Bennett & LeCompte, 1990, p. 219). (Enomoto & Bair, 1999; in 
Merriam, 2002, pp. 181-182)  

 How do college leaders best embrace the diversity of their communities and incoming 

student population?  

In recent years, America has been attracting over one million immigrants 
annually. This has resulted in a country that is religiously, racially, and 
linguistically more diverse. Conflict arises, however, over the question of how 
our nation’s institutions should respond to this diversity. Until recently, it was 
argued that America was a melting pot society, that regardless of an 
immigrant’s origin, given a generation or two, his [/her] family would be 
assimilated into American culture. Multiculturalists have challenged both the 
reality and advisability of this view.…The problem, they argue, is that this 
leaves out the contributions of many people. People of color, women, 
homosexuals, and various religious traditions are ignored and thus silenced. As 
a result, they contend, what passes for knowledge on campus is biased. Their 
goal is to correct this bias. (Closson, 1998, p. 2) 

 With these diverse perspectives in mind, how do college leaders integrate an ethic of 

multicultural and global awareness and appreciation that is sensitive to multiple perspectives? 

How do they foster culturally relevant education that supports the success of all students and, in 

turn, prepares a qualified and enriched workforce? “Awareness of the impact of multilingualism 
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and multiculturalism is absolutely essential to modern ethical practice” (Hewitt, Miccio, & 

Hammer, 2004, p. 1).  

 

Culturally Relevant Teaching/Learning 

 Literature suggests integrating culturally relevant teaching into the learning experiences 

of community college students and recruiting culturally-competent and qualified faculty. 

Culturally relevant teaching “is the antithesis of the assimilationist teaching, a teaching style 

that operates without regard to the students’ particular cultural characteristics which ensures that 

students fit into [the dominant] society” (Ladson-Billings, 1994, pp. 17-23). 

 Insights on the teachers and faculty who practice culturally relevant methods follows: 

They see their teaching as an art rather than as a technical skill. They believe 
that all of their students can succeed rather than that failure is inevitable for 
some.…They help students make connections between their local, national, 
racial, cultural, and global identities.…They demonstrate a connectedness with 
all of their students.…They encourage a community of learners.…[with] 
knowledge…shared by teachers and students.…Rather than expecting students 
to demonstrate prior knowledge…they help students develop that knowledge by 
building bridges and scaffolding for learning. (Ladson-Billings, 1994, p. 25) 

 Marin (2004) provides the following data and perspectives on multi-racial/multi-ethnic 

classrooms: 

Analysis of the data revealed that…[there are] three overarching themes: (1) 
racial and ethnic diversity is necessary but not sufficient for creating the most 
effective educational environment; (2) racial and ethnic diversity increases the 
educational possibilities of the classroom; and (3) multi-racial/multi-ethnic 
classes enhance educational outcomes.…[I]ncluding racial and ethnic topics, 
examples, scholars, and perspectives in course content is especially important 
for students in multi-racial/multi-ethnic classrooms; doing so demonstrates that 
the voices of the dominant white culture are not the only ones worth listening 
to.…Both student and faculty participants emphasized that interaction—in the 
form of discussion and other active learning techniques—is essential if the 
potential of multi-racial/multi-ethnic classrooms is to be maximized. (pp. 62-
64)  
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Engaging Students 

 Of particular concern are materials, pedagogy, faculty, or staff members that fail to 

engage students. 

The high-risk student is asked to study books he cannot read; write themes 
which are of no interest to him about subjects that are irrelevant; assigned to a 
curriculum that is nothing more than a patchwork of remedial measures not 
specifically designed to meet his needs. This student is asked to change his 
habits and to refute what he believes without having his beliefs replaced by 
other ideas he considers important to him. He has little opportunity to lead. Few 
people know of his positive attributes or his talents and fewer still ask him to 
make a contribution. Everything he does well is a surprise—never an 
expectancy. (Moore, 1970, p. 2) 

In short, the odds are that the remedial student will not be any better off 
academically after his college experience than he was before he had the 
experience unless educators change the existing rules of the game…(p. 3) 

 “Community colleges, therefore, must find ways to promote student success by making 

engagement inescapable” (Community College Survey of Student Engagement [CCSSE], 2004, 

p. 5). 

Research shows that the more actively engaged students are—with college 
faculty and staff, with other students, and with the subject matter they study—
the more likely they are to learn and persist toward achieving their academic 
goals. Student engagement, therefore, is a valuable yardstick for assessing 
whether, and to what extent, an institution is employing educational practices 
likely to produce successful results—more students across all subgroups 
achieving their academic goals. (p. 3) 

 

Convergent/Divergent Theory 

 The convergent/divergent theory states, “Organizations are social constructions of 

societal factors that serve a normative function. Success with which individuals pass through a 

given organization is dependent upon how well his or her personal attributes match the 
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institution” (Moore, 2003; Moore, 2004). With this in mind, college leaders will need to 

reinforce the values of multicultural appreciation and guard against: 

…the reproduction theory assumption that the school reflects and maintains the 
social stratification present in society. In according some students an education 
that prepares them with restricted skills and knowledge the school restricts the 
access immigrant students have to future opportunities; differential access thus 
reproduces the existing social order. (Enomoto & Bair, 1999; as cited in 
Merriam & Associates, 2002, p. 194).  

 

Fostering an Environment of Awareness and Appreciation of Diversity 

 Literature indicates that faculty, staff, students, administrators, and leaders will benefit 

from professional development that builds awareness and knowledge of culturally relevant and 

sensitive teaching and learning experiences that “transcend the material and instructional 

strategy” (Ladson-Billings, 1994, pp. 102-127) and extend throughout the college. “The ethic of 

caring [dignity and respect] suggests that personal expressiveness, emotions, and empathy are 

central to the knowledge validation process” (Collins, 1991, pp. 215-216) and contribute to the 

success of multicultural colleges and students as they navigate within society, the workplace, 

and the global community.  

 “Many educators believe “that educating all students for a diverse society and world is 

part of an emerging institutional mission—one from which all students might benefit and one 

for which having students from diverse backgrounds is a genuine asset” (Smith, 1997, p. 11, 

italics original; in Marin, 2004, p. 61). To counterbalance discrimination and lack of cultural 

awareness or appreciation, “It is worthwhile to think about an ideal vision for the higher 

education system. The Futures Project (2001) has crafted a vision of a higher education system 

that…  

• Offers opportunity for all individuals wishing to gain access to postsecondary 
learning. 
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• Embraces as a core value the appreciation and promotion of diversity of students, 
faculty and staff, treats all of its participants equally, and creates a climate that 
supports all participants and pushes them to their fullest potential. 

• Supports programs and institutions that are needed or beneficial to society but not 
necessarily attractive to the market (e.g., specialized institutions and outreach 
programs that encourage participation and attainment for previously excluded 
groups such as minorities, low-income students and women.  

• Recognizes the unique learning styles of students and offers a variety of learning 
options facilitated by technology and research on pedagogy… 

• Performs objective research, maintains distance from the market and promotes 
open debate on critical public issues. (p. 3)   

 Organizational responsiveness to the shifting needs suggests that adaptability to culture 

changes will be critical and different interventions and learning options will be required. 

 

Organizational Concepts  

 The third major theme of the literature review includes organizational concepts that are 

considered to be responsive to a dynamic socioeconomic environment. Germane to this study 

are the concepts of open, integrated and interdependent systems, learning organizations, and the 

learning college (O’Banion, 1997). Anticipated resistance to change is explored. 

 

Classical Organization Theory 

 Organizational structures traditionally have been influenced by classical organization 

theory. A brief summary follows:  

[T]he classical theorists believed that applying the bureaucratic structure and 
processes of organizational control would promote rational, efficient, and 
disciplined behavior and make possible the achievement of well-defined goals. 
Efficiency, then, is achieved by arranging positions within an organization 
according to hierarchy and jurisdiction and by placing power at the top of a 
clear chain of command.…rules are written that require workers to perform in a 
prescribed manner. (Hanson, 2003, p. 5) 
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 Hierarchical underpinnings are found in many educational organizational structures and 

shape decision-making. Frederick Taylor’s “scientific approach called for detailed observation 

and measurement of work to find the optimum mode of performance” (Morgan, 1998, p. 27). 

The ethos of maximizing efficiency and worker productivity pervades organizational norms. 

“For years our schools were modeled after the industrialized, highly structured, mechanized 

work environments created by depression economics and a wartime production ethic” (Viola, 

1977, p. 90).  

 Maximizing efficiency and productivity are important goals for most institutions (as 

noted in the education value choices framework). Other goals and values are also shared within 

educational organizations that suggest incorporating alternative systems that could contribute to 

the organization’s responsiveness to internal and external stakeholders, dynamic environmental 

changes, and a climate that is conducive to achieving desired outcomes. 

 

Open, Integrated, and Interdependent Systems  

 As the United States has diversified and evolved from an agrarian, to an industrial, and 

more recently, to an information-driven economy, “a variety of useful management orientations 

have emerged” (Hanson, 2003, p. 135) that reflect a shift from classical and hierarchical 

structures to systems that may be more adaptable to contemporary needs.  

 Open System.  “Ambiguity in the decision-making process is a direct by-product of the 

transition from the closed system world of classical theory to the real world of open system 

thinking” (Hanson, 2003, p. 136). Kast and Rosenzweig stress the following: 

1. The closed/stable/mechanistic organizational form is more appropriate for routine 
activities where productivity is a major objective, and/or technology is relatively 
uniform and stable; where decision-making is programmable; and where 
environmental forces are relatively stable and certain. 
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2. The open/adaptive/organic organizational form is more appropriate for nonroutine 
activities where creativity and innovation are important; where heuristic decision-
making processes are necessary; and where the environment is relatively uncertain 
and turbulent. (as cited in Hanson, 2003, p. 141) 

 Notably, “institutional theory has focused on the constraints in the environment which 

limit educational organizations’ ability to change” (Hanson, 2003, p. 282).  

The pressures on schools from organizations and agencies in their 
environmental fields (e.g., accreditation, court decisions, teacher training 
programs, state regulations) are quite similar across the country, consequently 
public schools in one region of the country tend to act like schools in other 
regions. In the language of organization theory, this tendency toward 
homogenization is called isomorphism. (Rowan & Miskel, 1999, pp. 359-83, as 
cited in Hanson, 2003, p. 283)   

 The question of how to foster educational organizations’ responsiveness to dynamic 

internal and external environments arises. An open system presents itself as an option that is 

considered adaptable to the environment. “Open system theory concentrates on the dependency 

relationships and exchanges between the organization and its external environment.  An 

organization such as a school is a creature of its environment because it is supported by and in 

turn supports the social, political, and cultural offerings and demands of society” (Hanson, 

2003, p. 111).   

 Integrated and Interdependent Systems. New integrated and interdependent systems 

are anticipated to address shifting socioeconomic demands. Such integrated structures will 

require moving beyond an organizational “silo mentality” to share knowledge and information.  

As we have noted, transferring and integrating mind-resident knowledge about 
complex matters is difficult. It is especially difficult when the knowledge must 
move across organizational boundaries. Managing the transfer and integration 
of such knowledge will require high levels of skill in relationship building, in 
multiple business functions, and in multiple technical areas. (Huber, 2005, p. 
207)  
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 The complexity of issues suggests the need for strategic alliances, relationships, 

common learning experiences, and trust to foster a culture of continuous adaptability and shared 

knowledge. They suggest innovative and flexible responses, and new ways of organizing, 

leading, and communicating that diverge from bureaucratic, authoritarian firm models and 

incorporate “purposeful,…coordinated, distributed systems…organized as an evolutionary 

process of learning” (Lee & Cole, 2003, p. 1). Concepts such as the “community-based model 

of knowledge creation [i.e., the open system, Linux kernel development model]” (Lee & Cole, 

2003, p. 1) presents itself as a viable option for consideration. “A Linux-style approach taps 

masses of people for inspiration” (Taylor, 2006, p. B3).  

 “Today’s world is characterized by vast and interdependent organized 

systems.…Leaders must understand not only the intricate organizational patterns of their own 

segment but also the workings of neighboring segments” (Gardner, 1990, p. 81). Fostering an 

environment for internal and external collaboration becomes essential in contributing to 

essential “lifelong learning and broader educational strategies within the context of the new 

global economy” (Neary & Parker, 2004, p. 3).  

 

Learning Organization 

 “As we move into a knowledge-based economy where information, knowledge, and 

learning are key resources” (Morgan, 1998, p. 69), the concept of the learning organization 

emerges. 

In the learning organization, an organization is focused on marrying the 
development of every member with superior performance in service of that 
organization’s purpose. The more the organization’s members increase their 
ability to learn collaboratively, the more they can accomplish, the higher their 
performance, and the more effectively they can hope to change their 
organization, and the world, for the better. (Fieldbook.com, 2004, p. 2) 
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 When we shift into what Peter Drucker has described as the new “knowledge 
economy,” where human intelligence, creativity, and insight are the key 
resources, we can expect the ideas and principles involved in creating brain-like 
organizations to become more and more a reality. The brain metaphor identifies 
the requirements of learning organizations in a comprehensive way, and how 
different elements need to support each other. (Morgan, 1998, p. 107) 

 Learning organizations will be called upon to develop skills and mindsets that embrace 

environmental change as a norm. 

Cybernetics [an interdisciplinary science focusing on the study of information, 
communication, and control], suggests that learning organizations must develop 
capacities that allow them to: 

• Scan and anticipate change in the wider environment to detect significant 
variations (embrace environmental change as norm; invent new ways of seeing 
their industry; become skilled at imagining future possibilities); 

• Develop an ability to question, challenge, and change operating norms and 
assumptions (develop the art of framing and re-framing—redefining 
boundaries; examine the status quo and consider alternative modes of 
operation; challenge key business paradigms; develop cultures of risk-taking); 
and 

• Allow an appropriate strategic direction and pattern of organization to emerge. 
(Morgan, 1998, pp. 82-85) 

 

Characteristics of a Learning Culture 

 In anticipating the characteristics of a learning culture that is responsive to 

environmental changes, Schein contends that “organizations and their leaders will have to 

become perpetual learners” ([italics original] 2004, p. 393). He further contends that a learning 

culture would have the following ten dimensions: 

• A Pro-Activity Assumption. A learning culture would have to assume that the 
appropriate way for humans to behave in relationship to their environment is to be 
proactive problem solvers and learners. (p. 394)  

• Commitment to Learning to Learn. The learning culture must have in its DNA a 
“learning gene," in the sense that members must hold the shared assumption that 
learning is a good thing worth investing in and that learning to learn is itself a skill 
to be mastered.  Learning must include not only learning about changes in the 
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external environment but also learning about internal relationships and how well the 
organization is adapted to the external changes. (p. 395)  

• Positive Assumptions about Human Nature. Learning leaders must have faith in 
people and must believe that ultimately human nature is basically good and, in any 
case, malleable…humans can and will learn if they are provided the resources and 
the necessary psychological safety (p. 396)  

• The Assumption that the Environment Can Be Dominated. The more turbulent the 
environment, the more important it will be for leaders to argue for and show that 
some level of control over the environment is desirable and possible. (p. 397)  

• Commitment to Truth through Pragmatism and Inquiry. A learning culture must 
contain the shared assumption that solutions to problems derive from a deep belief 
in inquiry and a pragmatic search for truth. The inquiry process itself must be 
flexible and reflect the nature of the environmental changes encountered.  What 
must be avoided in the learning culture is the automatic assumption that wisdom in 
truth resides in any one source or method.  As the problems we encounter change, 
so too, our learning methods have to change. (pp. 397-399)  

• Orientation toward the Future. One must think far enough ahead to be able to 
assess the systemic consequences of different courses of action, but one must assess 
whether or not one’s solutions are working in terms of the near future. (p. 399)  

• Commitment to Full and Open Task Relevant Communication. The learning 
culture must be built on the assumption that communication and information are 
central to organizational well-being and must therefore create a multi-channel 
communication system that allows everyone to connect to everyone else. …It 
means that one must become sensitive to task—relevant information and be as open 
as possible in sharing that. (pp. 400-401)  

• Commitment to Diversity. The learning leadership should stimulate diversity and 
promulgate the assumption that diversity is desirable at the individual and subgroup 
levels. (p. 401)  

• Commitment to Systemic Thinking. As the world becomes more complex and 
interdependent, the ability to think systemically, to analyze fields of forces and 
understand their joint causal effects on each other, and to abandon simple linear 
causal logic in favor of complex mental models will become more critical to 
learning. (pp. 401-402)  

• Commitment to Cultural Analysis for Understanding and Improving the World. 
The learning culture must understand the concept of culture and the learning leader 
must be willing and able to work with culture. (2004, p. 402) 

 

Learning College 

 Learning organizations or cultures, and particularly the learning college (O’Banion, 

1997), place learning and learners (e.g., students, support services, faculty, administrators, 

deans, and other leaders/followers) at the center of their institutions. The learning college serves 
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as a framework for consideration by community colleges to maximize the learning experience 

for all stakeholders and students. “Every participant—no matter whether a teacher or a 

student—is a potential learner” (Martí, Kutnowski, & Gray, 2004, p. 23).   

“The learning college places learning first and provides educational 
experiences for learners anyway, anyplace, anytime” (O’Banion, 1995-96, p. 
22, emphasis added). The model is based on the assumption that educational 
experiences are designed for the convenience of learners rather than for the 
convenience of institutions and their staffs. The term, “the learning college” is 
used as a generic reference for all educational institutions.  

 

Six Key Principles of the Learning College.  

• The learning college creates substantive change in individual learners. 
• The learning college engages learners as full partners in the learning process, with 

learners assuming primary responsibility for the own choices. 
• The learning college creates and offers as many options for learning as possible. 
• The learning college assists learners to form and participate in collaborative 

learning activities. 
• The learning college defines the roles of learning facilitators by the needs of the 

learners.  
• The learning college and its learning facilitators succeed only when improved and 

expanded learning can be documented for its learners. (O’Banion, 1997, p. 47) 
 

Anticipated Resistance to Change 

 A responsive and dynamic learning organization will require consistently nurtured 

relationships with internal and external stakeholders. It will require flexible organizational 

systems that are adaptable to evolving needs and contribute to accessible, quality education and 

training, and success for all students. Ultimately, an “ideal” learning organization will be 

embedded within culture(s), processes, support services, resources, and people who are 

committed to students’/lifelong learners’ achievement of personal and professional dreams and 

ambitions. As educational institutions consider alternative systems, adaptive and cultural 
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changes, as well as technical and process reforms, will be required. Resistance to introducing 

change is anticipated and well documented: 

The contemporary faculty neither wants nor tolerates much change. Any change 
they can’t resist, they determine how much of it is going to take place.…The 
faculty are opposed not only to the demands of a changing academic 
community but also to addressing old issues that need attention and resolution, 
including such things as the implementation of an organized multicultural 
curriculum, the hiring of persons of color as faculty members, and collaborative 
activity between the college and local public schools. (Moore, 2005, p. 109) 

Resistance to change is certainly not unique to community college faculty 
members. A well-established college culture may be hostile to changes in its 
inherent patterns. The college is similar in some ways to a biological body that 
protects itself in three different ways. First, it prevents foreign organisms from 
entering it if it can (external demands for accountability, for example). Second, 
it attacks those ideas and concepts that do enter (state-wide effectiveness 
criteria). Third, it discredits or distorts those organisms that it cannot kill. 
(Baker, 1998, p. 10) 

 “Those who understand the challenge of cultural change recognize that the task is 

enormous because it involves the creation of shared systems of meaning that are accepted, 

internalized, and acted on at every level of organization” (Hanson, 2003, p. 136). Schein 

describes culture as “the accumulated shared learning of a given group” (2004, p. 17). 

For such shared learning to occur, there must be a history of shared experience 
that, in turn, implies some stability of membership in the group. Given such 
stability and a shared history, the human need for stability, consistency, and 
meaning will cause the various shared elements to form into patterns that 
eventually can be called a culture. (Schein, 2004, p. 17) 

 Applying the concept of a learning organization to higher education suggests examining 

values and embracing “quantum change incrementally” (Morgan, 1998, p. 232).  

I am well aware that trying to change too much too quickly can threaten the 
established equilibrium of the institution, and, possibly, spiral into other side 
effects which can have negative impact on what we are trying to 
accomplish.…If not carried out humanely, subtly and incrementally, there can 
be a devastating downturn in morale.…In fact, it can be argued that the ability 
to actually manage the change process smoothly is ultimately more critical to 
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the long-term organizational health of the institution than the intended changes 
themselves. (Gordon, 2003, p. 3) 

 Cultivating relationships, “sharing networks…[and developing] an atmosphere of trust” 

(Gardner, 1990, p. 117) will be required to improve performance in anticipating and responding 

to societal demands that warrant organizational time and expenditure of sustained efforts.  

 

Leadership, Followership, Involvement, and Vision  

 The fourth major theme examined in the literature review is that of leadership, 

followership, involvement, and vision. Within the context that has been described, community 

college leaders must be adept at balancing multiple demands; providing leadership and 

management that contribute to necessary reforms, strategy implementation, and adaptive and 

cultural changes; responding to and building alliances with internal and external stakeholders; 

and anticipating resistance. Institutional change is facilitated by cultivating leadership and 

followership involvement and responsibility throughout extended organizational communities, 

and uniting constituents around shared visions. Ethical and servant leadership reinforce moral 

responsibilities. Transformational leadership fosters long-term cultural changes and elicits the 

development of shared visions. 

 

Leadership and Management 

 It goes without saying that effective leadership and management contribute to 

heightened performance. Distinctions and areas of convergence between leadership and 

management functions are illuminated that will need to be attended to throughout educational 

institutions. While functional distinctions of leaders and managers are made, there is also a 

“dialectical interaction to…address an important problem” (Northcutt & McCoy, 2004, p. 23).  



 56 

 

 

“Truth, by which is simply meant a useful way to think about reality, is a dialectic created by 

the dynamic interaction of the two components of the paradox” (Northcutt & McCoy, 2004, p. 

24).  

 Managers and Management.  A review of literature suggests that managers are those 

individuals “pre-occupied with administrative processes and institutional operations.…Excellent 

managers are required.…An increasing array of factors must be dealt with: the design of 

management information systems, the use of…data collection and analysis, the requirement to 

do more with less money” (Gleazer, 1980, pp. 163-164). Managers focus on functional and 

operational concerns which are inclusive of achieving performance goals as well as being 

cognizant of internal and external factors.  

Management must focus on the results and performance of the organization. 
Indeed the first task of management is to define what results and performance 
are in a given organization.…It is therefore the specific function of 
management to organize the resources of the organization for results outside 
the organization…Management exists for the sake of the institution’s results. It 
has to start with the intended results and has to organize the resources of the 
institution to attain these results.…And management is the specific tool, the 
specific function, the specific instrument, capable of producing 
results.…Management’s concern and management’s responsibility are 
everything that affects the performance of the institution and its results—
whether inside or outside, whether under the institution’s control or totally 
beyond it. (Drucker, 1999, pp. 39-40) 

 Gardner provides a list of management functions which include “planning, organizing, 

and keeping the system functioning” (1990, p. 15). Bennis (1959) adds to this list: 

“administering, asking how and when, having a short-term view” (as cited in Hughes, Ginnett, 

& Curphy [Hughes, et al., 2002, p. 38). Each of these functions is essential to a well-

orchestrated, finely-tuned system. 

 Leaders and Leadership. The competencies and characteristics of a leader, as 

described in Access & Excellence: The Open-Door College (Roueche, Baker, with OmahaBoy, 
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& Mullins, 1987) and in Shared Vision: Transformational Leadership in America’s Community 

Colleges (Roueche, Baker, & Rose, 1989), go beyond those of a “functional manager.” While 

there are overlaps in functions, a leader must be adroit at clearly defining and articulating a 

mission, planning for the future, engaging and developing teams, developing a shared vision, 

and embedding cultural changes. 

 Gleazer (1980) provides a description of a leader as an individual who interprets the 

environment, acknowledges the need for solid management and administration, and provides 

purpose and direction. 

On the other hand, there is need to look analytically at problems and 
opportunities, to focus on environmental factors as they impinge upon these 
institutions and to analyze the effects of demographic change. There is need for 
leadership—to point the way, and manage, to have charge of and administer. 
We need to give more attention to “leadership”—but no less attention to 
management.…And most important, an institution “engaged in preparing men 
[and women] for a type of society which does not yet exist,” must be capable to 
“determine its appropriate and useful services in given circumstances.” Basic to 
judgments of appropriateness is a strong sense of direction and destination—the 
essential contribution of those who lead. (1980, p. 164) 

 A leader must willingly commit to “inculcat[ing] values, attitudes, attributes, and 

behaviors in followers in an interactional fashion” (Roueche, et al., 1987, p. 185). Fairhold 

(1991) offers the following distinction between managers and leaders: 

Leaders are more global in their thinking…[and] focus on values, expectations, 
and context. Managers…focus on control and results. Leaders impact followers 
and constituent groups in a way that allows volitional activity of followers, not 
through formal authority mechanisms. (As cited in Hughes, et al., 2002, p. 39) 

 Leadership provides complementary contributions to management in shaping shared 

vision, setting agendas, “envisioning goals [and priorities]” (Gardner, 1990, p. 11), developing 

strategy, evaluating, providing feedback, inspiring, and motivating. Roueche, et al. (1989) 

distinguish management as “…the ability to integrate the skills of people with the components 
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of technology for the purpose of organizing those elements necessary to accomplish the 

college’s mission and purpose. [Thus] leadership is related to influencing human behavior, and 

management is related to integrating human skills with technology. Both are crucial, but 

leadership is paramount” (p. 11).  

 Gardner summarizes the interaction of leadership and management: “Most managers 

exhibit some leadership skills, and most leaders on occasion find themselves managing. 

Leadership and management are not the same thing, but they overlap. Different situations call 

for different skills” (1990, p. 14).  

Good managers get things done. Great managers are able to accomplish 
impressive and monumental tasks. Leaders, on the other hand, tend to alter 
dramatically the attitudes of their followers who, in turn, through conviction, 
make significant things happen. (Conger, 1989, as cited in Roueche, et al., 
1989, p. 15)   

Leadership Composite Model. Three categories of leadership attributes that 

“contributed, to a large degree, to the positive, achievement-oriented climate and the programs 

which are successfully meeting student needs” (Roueche et al., 1987, p. 116) were observed at 

Miami-Dade Community College. 

Results of the analysis of the leadership at Miami-Dade produced a three-part model:  

(1) sense of direction or task orientation [think of future possibilities, recognize 
present momentum, have and apply educational convictions, and think 
globally]; (2) structure for implementation [have a sense of direction through 
task-oriented behavior, a focus on the basic purposes and direction of the 
college, and a bias for action]; and (3) sense of personal commitment and 
people orientation [have a positive outlook, possess personally energy, have the 
ability to motivate others, possess personal convictions and integrity]. (Roueche 
et al., 1987, pp. 116) 
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Participatory Leadership, Followership, and Stakeholder Involvement  

 Effective leadership and management are both required for anticipating the shifting 

societal needs, envisioning goals and priorities, improving performance, and implementing 

change. An added dimension is the importance of participatory leadership, followership, and 

stakeholder involvement. For ownership of solutions and problems to develop, and for shared 

assumptions and experiences essential to culture change to be embedded, broad-based 

leadership, followership, and participation are critical. As has been mentioned, introducing 

change suggests that resistance is to be anticipated.  

Potential leaders too frequently assume that others will recognize the potential 
benefits of their recommended changes and hence willingly adopt 
them….Assuming that people will follow you because you are right is an error 
that trips up most potential leaders before they ever get out of the starting 
blocks. (O’Toole, 1996, p. 13) 

 Participatory leadership is required to develop and nurture a shared vision, articulate 

common purposes, and refine and adopt goals throughout institutions and their extended 

communities. “The art of leadership concerns the skill of understanding leadership situations…” 

(Hughes et al., 2002, p. 20). “Leadership is the process of influencing others toward the 

achievement of group goals; it is not just a person or a position” (Hughes et al., 2002, p. 23). 

The nature of socioeconomic demands requires an understanding of how to assess a situation, 

lead, and engage stakeholders within large, interactive systems. It necessitates “leaders to work 

with and through extremely complex organizations and institutions.…and give thought to 

dispersing leadership and management functions throughout the system[s]” (Gardner, 1990, pp. 

81-82).   “Exemplary leaders…involve, in some way, those who must live with the results, and 

they make it possible for others to do good work. They encourage collaboration, build teams, 

and empower others” (Kouzes & Posner, 1990, p. 10). 
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Discovering solutions to systemwide issues requires processes that engage the 
intelligence and experience that is located throughout the entire 
system…Unparalleled levels of participation are required just to understand 
what is happening. Leaders need to engage people everywhere in their 
system—including those outside the traditional boundaries of their 
organization—in developing responses and creating solutions. (Wheatley, 1999, 
pp. 3-4)  

 Followership. Followership has been addressed inclusively within the context of 

leadership. However, it is important to reflect on the interdependence of followers with leaders, 

reinforcing the critical responsibility of working well with others, accepting team roles, and 

being prepared to assume leadership and followership responsibilities. “Leader and Follower: 

We usually play both roles concurrently” (Prince, 2005a).  One behavior common to many good 

leaders is that they tend to align the values of their followers with those of the organization or 

movement; they make the links between the two sets more explicit” (HGC, 2002, p. 133). “You 

are always a steward of someone else—even if you sit at the top” (Prince, 2005a). 

 With advances in technology and access to the Internet, leaders and followers from 

dispersed organizations have increased access to information and data that contributes to their 

ability and expectation to participate in and make informed decisions. Vroom and Yetton (1973) 

provide a “continuum of decision-making processes ranging from completely autocratic to 

completely democratic, where all members of the group have equal participation (as cited in 

Hughes et al., 2002, pp. 358-361). “Whereas in the past, leaders based their authority mainly on 

their access to political, economic, or military power, in postindustrial societies leaders share 

power far more and establish many collaborative relationships” (Lipman-Blumen, 1996, as cited 

in Eagly & Carli, 2003, p. 809). Integrated and interdependent systems, as well as internal and 

external partnerships, lend themselves to such participatory and informed decision making.  
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 The Leadership Grid®. “The Leadership Grid® [provides a lens for profiling] leader 

behavior on two dimensions: concern for people and concern for production” (Blake & 

McCanse, 1991; Blake & Mouton, 1964; as cited in Hughes et al., 2002, p. 210). A leader who 

ranks high on Authority-Compliance Management would subscribe to “efficiency in operations 

[which] results from arranging conditions of work in such a way that human elements interfere 

to a minimum degree” (Hughes et al., 2002, p. 211). Alternatively, a leader who ranks high on 

the Team Management dimension of the grid would maintain that: “Work accomplishment is 

from committed people; interdependence through a “common stake” in organization purpose 

leads to relationships of trust and respect” (Hughes et al., 2002, p. 211). 

Leaders can get scores ranging from 1 to 9 on both concern for people and 
concern for production depending on their responses to a leadership 
questionnaire..…Amid the different leadership styles, the most effective leaders 
are claimed to have both high concern for people and high concern for 
production. (Hughes et al., 2002, p. 211) 

 Institutional reforms may be introduced to meet changing external factors, leverage 

assets, create and share knowledge, implement initiatives and interventions, and improve 

outcomes. Achieving these goals reinforces the importance of: introducing strategies to increase 

stakeholder involvement; gaining input and consensus on the vision among individuals who will 

hold responsibility for implementation and/or be impacted by new directions; and reduce 

anticipated resistance to change. 

The group’s ultimate mission, goals, means used to achieve goals, measurement 
of its performance, and remedial strategies all require consensus if the group is 
to perform effectively.  If there's a conflict between subgroups that form 
subcultures, such conflict can undermine group performance; however, if the 
environmental context is changing, such conflict can also be a potential source 
of adaptation and new learning. (Schein, 2004, p. 108) 
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 Adaptive-Generative Development Model. The concept of collaboration is addressed 

by George Lueddeke who proposes an “Adaptive-Generative Development Model (A-GDM) 

that is designed to be responsive to external and internal needs by generating solutions to 

problems through an inclusive, collaborative team approach. The main benefits of the A–GDM 

are to identify resistance to change, engage potential stakeholders in decision-making, 

encourage negotiation, and cultivate supporters. Lueddeke proposes “processes of change that 

are…principally nonlinear and reiterative.…Equally important for change to occur…is the 

strength of the group in defining problems and creating knowledge” (1999, pp. 9-12).   

 Collaboration within (and among) organizations in articulating vision and values, 

identifying strategies, and establishing emergent goals, objectives, performance indicators, 

assessments and measurements becomes an expectation that is embedded in operational norms. 

[Stakeholders] will be asked to help establish directions and create a…learning-
oriented climate with clear and visible values, and high expectations.…They 
will be asked to ensure the creation of strategies, systems, and methods for 
achieving excellence, stimulating innovation, building knowledge, and 
capabilities and ensuring…effectiveness are linked to the mission and 
goals…(Baldrige National Quality Program, 2003, pp. 1-9) 

 Involvement in specific and measurable goal setting can be a powerful motivator while 

enhancing ownership of solutions and desired outcomes. “Research on the effects of goal setting 

demonstrates that worker acceptance and satisfaction tend to increase when workers are allowed 

to participate in setting goals” (Erez, Earley, & Hulin, 1985; Locke, Latham, & Erez, 1987; as 

cited in Hughes et al., 2002, p. 469).  

 

Ethical Leadership 

 Recognizing that followers may willingly subordinate to leaders, leaders must also 

work with followers to develop critical and independent thinking skills and moral behavior.  
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Followers often naturally and willingly submit to the leader’s apparent 
authority and superiority. Followers seem to suspend their critical thinking 
skills; they have few if any doubts about the intentions or skills of the leader, 
the correctness of the vision or change initiative, or the actions they need to 
take in order to achieve the vision. (Hughes et al., 2002, p. 412) 

 Moral leadership as described by Burns, must be modeled and reinforced. “Moral 

leadership emerges from, and always returns to, the fundamental wants and needs, aspirations, 

and values of the followers” (Burns, 1995; in Wren, 1995, p. 483). “In essence, the leader can 

influence the moral conduct of others by demonstrating the desired behavior, rewarding ethical 

behavior and punishing unethical conduct” (Prince, 1988; in Wren, 1995, p. 491). “Deep 

questions about the importance, [ethics] or significance of one’s activities” (Bartone, 2004, p. 2) 

must be raised; critical and independent thinking skills must be developed; and, “moral 

development [must be] a continuing process” (Prince, 1988; in Wren, 1995, p. 486). We must 

foster multicultural appreciation and a tolerance and understanding of different perspectives. 

“We must nurture a framework of shared secular values (justice, respect for the individual, 

tolerance and so on) while leaving people free to honor diverse deeper faiths that undergird 

those values” ([italics original] Gardner, 1990, p. 115).  

 

Servant Leadership 

 In further exploring leadership, Greenleaf (1977) describes a servant-leader. “Servant-

leaders differ from other persons of goodwill because they act on what they believe. 

Consequently, they “know experimentally” and there is a sustaining spirit when they venture 

and risk. To the worldly, servant-leaders may seem naïve; and they may not adapt readily to 

prevailing institutional structures” (p. 341). 

A new moral principle is emerging which holds that the only authority 
deserving one’s allegiance is that which is freely and knowingly granted by the 
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led to the leader in response to, and in proportion to, the clearly evident servant 
stature of the leader. Those who choose to follow this principle will not 
casually accept the authority of existing institutions. Rather, they will freely 
respond only to individuals who are chosen as leaders because they are proven 
and trusted as servants. (Greenleaf, 1977, p. 11)  

 Greenleaf recognizes that it is “vital to state goals (and shape their implementing 

programs) in operational terms… to prepare their students better to serve, and be served by, the 

present society” (1997, p. 198). 

 

Shared Vision 

 Vision serves as an important focal point around which organizations can unite. “In 

other words, establishing the basic mission and philosophy and sticking to it contributes more to 

a situation than factors such as how much money is available or how conducive one setting is 

compared to another in achieving excellence” (Roueche et al., 1987, p. 187).  

What visions do contribute within social systems is the unique ability to 
stimulate orientation, motivation, and coordination. Visions are points of 
orientation in that they are based on core values and shared perceptions.…. 
Visions do more than just appeal to the logical and rational mind; they touch 
upon the internalized norms, values, and preconceived notions underlying 
people’s perceptions, thinking, and decisions.…. They serve as vehicles of 
communication through which to improve the conceptualization and 
discussions of abstract processes and future options (Dierkes, Hoffmann, and 
Marz 1996: 29). (Dierkes, Marz, & Teele, 2001; in Dierkes, et al., (Eds.), 2001, 
pp. 284-285) 

 “Every organization, every social movement begins with a dream. The dream or vision 

is the force that invents the future” (Kouzes & Posner, 1990, p. 9). The vision can become the 

rallying point around which crucial relationships and trust can build. 

Every group or organization must develop the shared concept of its ultimate 
survival problem, from which usually is derived its most basic sense of core 
mission, primary task, or “reason to be.” In most business organizations, this 
shared definition revolves around the issue of economic survival and growth, 
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which, in turn, involves the maintenance of good relationships with the major 
stakeholders of the organization…(Schein, 2004, p. 89)  

 

Transformational Leadership  

 Socioeconomic issues suggest that transformational leadership will be required to 

develop and foster shared visions and to sustain longer-term adaptive and cultural change. 

“Leadership of the highest order is required” (Gleazer, 1980, p. 159). 

 “There is overwhelming evidence that transformational leaders…seem to be more 

effective at driving organizational change and getting results than transactional leaders” 

(Hughes, et al., 2002, p. 417). “Transactional leaders were believed to motivate followers by 

setting goals and promising rewards for desired performance….Transactional leadership only 

perpetuates the status quo…that does not result in the long-term changes associated with 

transformational leadership” (Bass, 1985, 1997, as cited in Hughes, et al., 2002, p. 416). “Faced 

with extraordinary levels of complexity and interdependency, [transactional leaders] watch 

traditional sources of power erode and the old motivational tools lose their magic (Kanter, 1997, 

p. 59, as cited in Eagly & Carli, 2003, p. 809).  “Traditional incentives such as pay and 

promotion are effective, but beginning with the Hawthorne…we learned that workers have 

needs and expectations other than rational and economic” (Gardner, 1990, p. 185). Roueche, et 

al. (1989) define transformational leadership in the community college as: 

…the ability of the community college CEO to influence the values, attitudes, 
beliefs, and behaviors of others by working with and through them in order to 
accomplish the college’s mission and purpose (p. 11) 

[Leaders must] demonstrate the ability to influence, shape, and embed values, 
attitudes, beliefs, and behaviors consistent with increased staff and faculty 
commitment to the unique mission of the community college. By doing so, they 
are able to instill and inspire their followers to take on institutional challenges 
with renewed vigor. (p.40) 
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Indeed, vision is the distinguishing characteristic of the transformational leader. 
Although most community college CEOs have a sense of the future direction of 
their colleges, the transformational leader adds depth and breadth to our 
understanding of the future of the community college in the United States. 
Those leaders dream, imagine, and take risks to prove the worthiness of their 
dreams. They then communicate their plans with and for others so that their 
vision is shared. As Bennis and Nanus (1985) explain, such leaders have a clear 
vision that results from a profound understanding of their organization and its 
environment. (p. 110) 

 “Transforming leadership goes beyond visionary leadership in several important 

ways…the importance of creating that shared vision…as well as the ability of transforming 

leaders to communicate the vision, build relationships, develop a supporting organizational 

culture, guide the implementation, exhibit character, and, most importantly, achieve results” 

(Pielstick, 2003, p. 8).  

The most critical leadership skill that we seek to develop (among others) is the 
ability to find “common ground” with colleagues in an academic 
institution…The real trick in leadership is in the ability of the leader to inspire 
and motivate those in the organizations to care about mission attainment and 
achievement as much as the CEO, the board, or any other group.…Successful 
leaders must have great clarity on mission and goal attainment, but how they 
approach the mission and goal achievement is probably more important than 
the worthiness of the goals they are pursuing. (Roueche, 2002, p. 4) 

Collaboration of vision is not accomplished in isolation. We strongly believe 
that an important element of leadership—perhaps the most important element—
is the relationship between leaders and followers. We believe that the most 
successful community colleges are led by those who have the ability to change 
the values as well as the behaviors of the followers and to focus the entire 
college community toward a commonly accepted vision of the 
future….Through this acceptance, followers are transformed into leaders, 
infusing the shared vision into all parts of the college. This vision is then made 
real by utilizing the skills of competent managers, faculty, and support staff. 
(Roueche, et. al. 1989, pp. 10-11)  

 Transformational leaders that engage and develop followers/leaders, and develop shared 

vision and values, will be essential to address the requirements to survive and thrive in a 

dynamic environment and to develop creative solutions to address socioeconomic issues.  
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Transformational leadership…serves to change the status quo by appealing to 
followers’ values and their sense of higher purpose. Transformational leaders 
articulate the problems in the current system and have a compelling vision of 
what a new society or organization could be. This new vision of society is 
intimately linked to the values of both the leader and the followers; it represents 
an ideal that is congruent with their value systems. (Hughes, et al., 2002, p. 
402)  

 Transformational leadership goes beyond “appealing to subordinates’ self-interest by 

establishing exchange relationships with them…and [providing contingent rewards] for meeting 

objectives” (Eagly & Carli, 2003, p. 815). Transformational leaders “build a particular kind of 

image in the hearts and minds of their followers” (Hughes et al., 2002, p. 407) and “build trust 

by showing commitment to followers’ needs” (Hughes, et al., 2002, p. 412). “By mentoring and 

empowering followers, such leaders help followers to develop their potential and thus to 

contribute more effectively to the organization [and external communities]” (Eagly & Carli, 

2003, p. 815).   

To accomplish this sense of harmony in the community college, the president 
and follower(s) need both to understand and to have agreement on the purpose 
of mission of the unique college in which they serve. Therefore, the leader-
follower relationship is critical to our evolving, dynamic process in which, at 
different times, leaders become followers and followers become 
leaders.…Transformational leadership “occurs when one or more persons 
engage with others in such a way that leaders and followers raise one another to 
higher levels of motivation and morality (fundamental wants, needs, 
aspirations, and values of the followers)” (Burns, 1978, p. 8). Thus, for one to 
influence, another must permit himself to be influenced. (Roueche, et al., 1989, 
p. 19)  

Research indicates that the transformational leader transforms and motivates 
followers by making them more aware of the importance of achieving the 
assigned mission; by inducing them to transcend their own self-interest for the 
sake of the college, the team, and their students; and by then putting in place 
rewards that activate higher order needs for achievement, recognition, and the 
improvement of the quality of relationships with their own followers. (Baker, 
1998, p. 6)  
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 Transformational leadership, inclusive of the ability to develop shared vision, engage 

and raise leaders and followers, institute adaptive and cultural changes, and elicit expertise to 

stay on mission and implement plans, will be crucial for the well-being of community colleges 

to meet the changing economic and demographic landscape. 

 

Example of Transformational Leadership and Institutional Transformation 

 A powerful example of institutional transformation and transformational leadership is 

found by exploring the institutional effectiveness model implemented at the Community 

College of Denver (CCD), “a multicampus community college serving the largest urban center 

in Colorado” (McClenney, 2004a, as cited in Tyree, Milliron, & de los Santos [Eds.], 2004, p. 

45). Under the leadership of Byron McClenney, who served as CCD president from 1986 to 

2000, during which time the model was instituted, the college “launched a systematic 

process…to match college efforts with community needs” (Tyree, et al., 2004, p. 45).  

Simply put, the model encourages a process of learning from the outcomes of 
the previous year; of developing strategies and priorities; of planning for the 
next year by responding to the strategies and priorities; and of allocating or 
reallocating resources on the basis of the resulting gap between what the 
institution says it has done and where it would like to go. The gap then is filled 
by the action plan for the next year. (McClenney, 1997, as cited in Roueche, 
Johnson, Roueche, & Associates, 1997, p. 74).  

 

 (See Figure Two for an example “planning process model,” Data-Driven Process for 

Achieving the Dream: Ten Steps.) 

The result is a planning process that is deeply embedded within the realities of 
life and CCD. John E. Roueche and colleagues, in a brief but notable book 
about CCD, In Pursuit of Excellence: The Community College of Denver, wrote 
that individuals at every level of the College regarded a planning cycle as “the 
single most critical component” of the organization, and that it has “exceeded 
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all expectations as a collaborative activity” (Roueche, Ely, and Roueche, 2001, 
p. 74). This remarkable planning process keeps that College focused on its core 
value—service to students in the first two years of college. CCD’s success has 
made it a model for other colleges, both four- and two-year. (Cutright & Swing 
2005, as cited in Barefoot, et al., 2005) 

 The results provide validation of the planning and leadership process. 

Total college enrollment had more than doubled, and people of color 
represented 56 percent of the enrollment (up from the 1986 enrollment of 27 
percent), which exceeded percentages in the general population. People of color 
as a percentage of transfers and graduates moved beyond 50 percent (a baseline 
from FY ’86 was 13% [graduates and transfers]) to the point of equity. 
(McClenney, 2004a, as cited in Tyree et al. [Eds.], 2004, p. 45) 

 The “essential ingredients” for institutional transformation are provided by the former 

CCD chief executive: 

Missing in many discussions about leadership, quality, and excellence is the 
identification of essential ingredients for individual leaders and their 
organizations. The essential ingredients are the willingness to dream, the will to 
decide, and the courage to take risks for the benefit of the organization. 
Establishing a direction for the future, in concert with the people in the college, 
is crucial if an institution is to avoid drift and decay. A leader who decides to 
make a difference needs to be constantly involved in defining the difference 
between what is and what ought to be for the organization. 

In the final analysis, leadership has been exerted only when there is movement 
toward desired outcomes. Any leader seeking to develop excellence must 
decide to take the risks inherent in assessing the current state of affairs. Shared 
goals are more likely to emerge when there's been a shared struggle to identify 
and deal with the significant issues of the organization in the local context. That 
means internal and external assessment is crucial. The impact on students 
should always be at the center of the review. (McClenney, 2004a, as cited in 
Tyree et al. [Eds.], 2004, p. 46)  

 

Organizational Change Concepts  

 Out of necessity, it has become imperative for today’s educational leaders to anticipate 

and plan for the convergence of societal, technological, demographic, and environmental forces, 
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as well as for heightened public awareness and increased calls for accountability. Educational 

institutions are at a pivotal juncture to develop solutions to address this multiplicity of demands. 

The fifth major theme is provided as a synopsis of organizational change concepts illustrative of 

current literature. “Culture is an abstraction, yet the forces that are created in social and 

organizational situations that derive from culture are powerful. If we don’t understand the 

operation of these forces, we become victim to them” (Schein, 2004, p. 3).  How can change 

that helps organizations adapt to the dynamic environment be fostered? What can be learned to 

elicit desired outcomes? How does one prepare constituents for the impending cultural shifts 

and new skills that will be required? 

 

Impetus for Change 

 According to Hanson, organizational change is attributable to three “energizing forces” 

in the external environment of educational systems: “(1) environmental shifts [generally, 

incremental in nature such as a state-mandated change in testing procedures]; (2) environmental 

regression [pressures to conform to look like other colleges]; and (3) environmental shocks 

wherein changes in an education system’s external environmental get seriously ahead of any 

incremental adaptations that [a college] can make” (2003, pp. 287-288). “Environmental shocks 

can be brought about by (1) dramatic shifts in technology…(2) shifts in the law…or (3) shifts in 

public awareness, such as the Nation at Risk report in 1983” (Hanson, 2003, p. 288), and more 

recently, The No Child Left Behind Act of 2001 (Office of Vocational and Adult Education, U.S. 

Department of Education, 2002). 
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Change Concepts and Models 

 “Because people, problems, and settings are so different, prescriptive approaches rarely 

work with difficult problems in complex environments.…[O]rganizational concepts, processes, 

models, and strategies…can be useful in diagnosing a problem and mounting a change effort 

that fits the conditions of a specific situation” (Hanson, 2003, p. 298). Following are examples 

of institutional change concepts.  

 Three Levels of Cultural Analysis. Schein (2004) suggests that one of the most 

important responsibilities of leaders is in introducing change and embedding culture in an 

organization. “Leadership comes into play…as the original source of ideas or the original 

behavioral models that are then tested against the internal and external environments” (Schein, 

2004, p. 134). As “shared assumptions” develop, other members of an organization may 

introduce changes that are incorporated into the culture. “These acts of leadership can come 

from different members at different times, but they are always there in some form” (Schein, 

2004, p. 135). This focus on the cultural development of an organization begins to illuminate 

the give and take of shared responsibility and mutual influence of leaders and followers that is 

important in developing reciprocated respect and trust that are critical in “large-scale [and 

virtual] organized systems” (Gardner, 1990, p. 81) and extended communities in contemporary 

settings. Schein (2004) provides a three-level framework for analyzing an organization’s 

culture.  

Artifacts. Artifacts include initial reactions, visible organizational structures 
and processes; what one sees, hears, feels, when encountering a new group 
(architecture, language, rituals, charters, organizational charts);  
Espoused Beliefs and Values. Espoused beliefs and values include publicly 
announced principles, values, philosophies (justification for goals);  
Underlying/Shared Assumptions. Underlying or shared assumptions include 
unconscious, taken-for-granted beliefs, perceptions, thoughts, and feelings 
(ultimate source of values and actions) (pp. 39-54) 
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 Schein emphasizes: 

…the need to go beyond the surface levels of artifacts and espoused beliefs and 
values to the deeper, taken-for-granted shared assumptions that create the 
pattern of cognitions, perceptions, and feelings displayed by the members of the 
group. Unless one understands what is going on at this deeper level, one cannot 
really decipher the meaning of the more surface phenomena, and worse, one 
might misinterpret them because of the likelihood that one will be projecting 
one’s own cultural biases onto the observed phenomena. (2004, p. 39). 

 Practices to Mount Change. In The Leadership Challenge: How to Get Extraordinary 

Things Done in Organizations, Kouzes and Posner (1990) offer common practices that they 

have identified in their research to mount successful change. Many of these are embodied in the 

descriptions of effective and transformational leadership.  

Challenging the Process. Leadership is an active, not a passive process…. 
[Leaders] are people who are willing to take risks, to innovate and experiment 
in order to find new and better ways of doing things…. The leader’s primary 
contribution is in the recognition of good ideas, the support of those ideas, and 
the willingness to challenge the system in order to get new products, processes, 
and services adopted (Kouzes & Posner, 1990, p. 8). 

Inspiring a Shared Vision. Once again, fostering the development of a shared 
vision is reinforced. “Every organization, every social movement begins with a 
dream. The dream or vision is the force that invents the future” (Kouzes & 
Posner, 1990, p. 9).  

Enabling Others to Act. According to Kouzes and Posner, “Exemplary 
leaders…involve, in some way, those who must live with the results, and they 
make it possible for others to do good work. They encourage collaboration, 
build teams, and empower others.” (1990, p. 10).  

Modeling the Way. Kouzes and Posner note that, “Ninety-five percent of our 
leaders reported that they modeled the way through planning and leading by 
example. In order to lead by example, leaders must first be clear about their 
business beliefs” (1990, p. 12). 

 Social Change Concepts. In Leadership, Burns (1978) offers concepts that are relevant 

to institutional change. 
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 Enacting Social Change. The goal of improving the success of all students and closing 

the gap for low-income students and students of color represents a social change and 

educational value choice that requires adaptive and cultural changes. Burns defines social 

change as: 

[R]eal change—that is, a transformation to a marked degree in the attitudes, 
norms, institutions, and behaviors that structure our daily lives. Such changes 
embrace not only “new cultural patterns and institutional arrangements” and 
“new psychological dispositions”…but changes in material conditions, in the 
explicit, felt existence, the flesh and fabric of people’s lives. (1978, p. 414) 

 Such a social change will not come without sensitive discussions and will require 

skillful handling and compassion. 

 Including Multiple Access and Advocacy. A concept suggested by Burns, pertaining to 

stakeholder involvement, is “to use conflict to structure [the] political environment so as to 

maximize “constructive” dissonance, thus allowing for more informed decision-making” (1978, 

p. 410). Burns advocates, “To build systems of multiple access and advocacy establishes a 

pluralistic and conflicted advisory system; more, it makes probable the access of decision 

makers to a wide range and variety of wants and needs and, especially, demands, values, and 

purposes” (1978, p. 411). While the inclusion of multiple stakeholders may initially draw 

skepticism within colleges, longer term, this participation promises to contribute to enhanced 

trust, understanding of needed and desired institutional changes, and to participant ownership in 

institutionalizing systemic change. 

 Using Experts as Leverage.  Another advocated change approach is to leverage outside 

knowledge and political clout to elicit internal change. 

Through advisers, decision-making leaders can mobilize networks of leaders 
and followers, each with roots in empowering constituencies.…The more 
varied the access and the advocacy, the more varied the specialized and 
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supporting groups that can be reached and perhaps mobilized.…Using experts 
as leverage assumes, however, that the political decision makers themselves are 
assured and collected personages who can distance themselves from multiple 
advocates and exploit their differences rather than be further divided by them—
or overcome by them. (Burns, 1978, p. 411) 

 The inclusion of external advisers can provide additional experience and expertise to 

college stakeholders who interface with outside consultants and speakers. Leaders and followers 

can gain benefit from having access to experts and to their extended networks to reinforce 

desired outcomes. However, those individuals who do not have the courage to discuss problems 

on their campuses, or are concerned about possible repercussions, may resist external scrutiny 

or assistance.  

 Practicing Planning Leadership. A “planning leadership” change concept discussed by 

Burns characterizes the kind of leadership designed to address social and systemic change.  

Between the extremes of planning discreet individual change and planning 
comprehensive and drastic change lies middle-range planning, responding to 
shared needs and other motivations and aimed at collective goals that represents 
the main planning effort of political leadership in most societies.  This kind of 
planning leadership seeks genuine social change for collective purposes, 
though not necessarily at the same pace, or on so wide a front, as that of 
revolutionary action.   

Planning for structural change, whether of the system or in the system, is the 
ultimate moral test of decision-making leadership inspired by certain goals and 
values and intent on achieving real social change.…If the planners really “mean 
it,” they must plan for the reshaping of means as required by the ends to which 
they are committed. (Burns, 1978, pp. 418-419) 

 Planning leadership will be critical to reinforce necessary data collection and analysis, 

diagnose problems, develop strategies, and align resources to achieve identified goals. 

 Core Values Model. In Managing Change: A Model for Community College Leaders, 

Baker (1998) presents a framework to “influence and manage systemic change….in order to 

respond to the public perception that we need to meet student and community needs more 
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effectively” (p. 1). Noting similar external drivers as those highlighted in Chapter One, Baker 

provides a helpful visualization of a systems perspective designed to address external influences 

and provide feedback throughout the system. (See Figure Three, Core Values Model; and see 

Chapter Five.) 

The model assumes that external forces drive the community college 
leadership, which in turn develops systems and processes to produce individual 
and group responses. These responses produce outcomes accountability data 
that, in the form of benchmarks and institutional effectiveness, measure 
feedback into the other aspects of the model. (Baker, 1998, p. 2) 
 

 Criteria of Core Values Model. Seven criteria are provided including: 

• External Environment  

• Leadership 

• Mission and Strategy 

• College Culture 

• Information Technology 

• Individual and Group Response 

• Outcomes Accountability 

 Once again, preparing for resistance is noted as Baker states, “It is worth a major 

investment of time to analyze how change is to be introduced, how it can be influenced, what 

the best management tools are, where the resistance will come from, and what to do about 

rewards and sanctions” (1998, p. 7). Baker addresses the need for leadership-followership 

development and involvement to achieve desired outcomes. “The colleges are seeking increased 

competency and commitment by all employees to create a learner-centered culture. Increased 

productivity at the team, unit, and organizational levels begin with individual development” 
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(1998, p. 27). Furthermore, he reinforces the importance of “developing an information 

technology infrastructure that…will eliminate redundancy and unnecessary procedures and 

policies” (Baker, 1998, p. 27). “The outcome component feeds back into the external 

environment as well as into the other components of the model” (Baker, 1998, p. 16). 

 Achieving the Dream: Community Colleges Count (Achieving the Dream). 

Achieving the Dream represents a value- and data-driven model for consideration that is 

designed to increase the success for all students while closing the gap for low-income students 

and students of color. Principles and values that guide the initiative follow. 

Principles and Values. 

Effective leadership is driven by values. Institutional change succeeds when 
leaders frame inspirational values, engage others to bring the college's actions 
into alignment with those values, and institutionalize new policies and practices 
that bring about positive results. 

.…To achieve high rates of success for all students—and especially historically 
underserved groups—colleges must have a student-centered vision, a culture of 
evidence and accountability and a commitment to equity and excellence. 
(Achieving the Dream, 2004a, p. 5).  

 To accomplish the institutional change work of the initiative, “‘signature elements,’ 

such as its central emphases on strategic focus, data-driven decisions and actions, leadership 

development, organizational learning, coaching, and accountability for clearly defined results” 

(McClenney, 2004b, p. 1) are offered as principles but are not prescribed. (See Appendix D, 

Principles of Institutional Transformation for Achieving the Dream Colleges). 

Promoting Institutional Change. 

Achieving the Dream helps colleges pursue a process of institutional change that is 

based on the following principles.  

Long-term impact requires change in systems. Systems change is more powerful and 
lasting than add-on programs or projects.…  
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Strategies must be appropriate to the college's circumstances and students' needs. After 
assessing their own strengths and weaknesses, colleges need to develop responses that 
fit their circumstances…. New strategies must be tested and assessed to gauge their 
effectiveness in improving student outcomes.   

Broad-based participation is essential. New policies and practices are most effective 
when they are developed with participation and support from all levels of the 
institution…. 

Inside and outside voices must be heard. Institutional change is best designed, carried 
out and sustained when it involves stakeholders from outside the institution as well as 
college administrators, faculty and staff. Community involvement is essential for 
political and financial support and long-term sustainability of college programs. Equally 
important are college-community partnerships that augment the college's programs and 
services. 

Institutional change is both technical and adaptive. To achieve substantial 
improvements in student success rates, colleges must pursue institutional change that is 
both "technical" and "adaptive.” (Achieving the Dream, 2004a, pp. 3-5).  

 (For additional details, see Appendix C, Principles and Values of Achieving the Dream: 

Community Colleges Count; and Appendix E, Process for Institutional Change in 

Achieving the Dream.) 

 

Reinforcing Culture Formation 

 The sixth major theme examined in the literature review is that of reinforcing culture 

formation to foster leadership/followership development, involvement, information sharing and 

knowledge development.  

 To support adaptive and cultural changes, it is essential to align mission, vision, with 

opportunities for growth and development. “…[G]roup growth and culture formation are two 

sides of the same coin, and both are the result of leadership activities and shared experiences” 

(Schein, 2004, p. 88). “Because culture is a learned set of responses, culture will be as strong as 

the group’s learning history has made it. The more the group has shared emotionally intense 
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experiences, the stronger the culture of that group will be” (Schein, 2004, p. 83). To instill a 

new way of working requires leadership/followership development and participation within and 

among educational institutions.  

The greatest asset of any society is the talent and energy of its people.…The 
release of human possibilities is one of the most basic of social objectives and 
leadership goals.  What is wanted is an attitude, widely shared throughout the 
society, toward individual growth, development and learning in the context of 
our shared values—an attitude that is fiercely impatient with impediments to 
healthy growth and that never ceases to seek out the undiscovered possibilities 
in each of us. (Gardner, 1990, p. 74) 
 

Leadership/Followership Development 

 When trait theory was rejected (Stodgill, 1948, as cited in Hughes et al., pp. 166-167), it 

opened the door to recognizing that leaders’ traits, alone, “are not enough to account for all the 

things going on” (Prince, 2005b). Hersey and Blanchard (1969, 1977, 1982; as cited in Hughes 

et al., 2002, pp. 364-368) developed the situational leadership theory (SLT) in which they took 

context and follower job and psychological maturity into consideration. “According to Hersey 

and Blanchard, depicting the two leadership dimensions this way indicated that certain 

combinations of task and relationship behaviors may be more effective in some situations than 

in others” (Hughes et al., 2002, p. 365). “There is little evidence to support the predictions of 

SLT” (Hughes et al., 2002, p. 367). However, it provides a practical decision-making model. 

The model also assumes leaders’ flexibility and adaptability, which are excluded in Fiedler’s 

(1967) empirically-supported contingency model (as cited in Hughes et al., 2002, p. 357). The 

SLT maintains that “leaders can and should change their behaviors as situational and follower 

characteristics change” (Hughes et al., 2002, p. 357); the contingency model suggests that a 

change of leadership would be required as needs change. 
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 Leaders must enhance expertise and develop leadership/followership throughout 

organizations. “Developmental interventions [can be introduced to] boost follower maturity 

levels” (Hughes et al., 2002, p. 367). Similarly, leaders must commit to lifelong learning to 

enhance their effectiveness in working with different constituencies and prepare for the 

complexities of contemporary settings. “Leaders must change behavior if they expect to be 

successful” (Prince, 2005b). “Leaders with a broad set of highly developed leadership skills will 

be much more effective than leaders with a narrow set of underdeveloped skills” (Hughes et al., 

2002, p. 215). “Individuals in all segments and at all levels must be prepared to exercise leader-

like initiative and responsibility” (Gardner, 1990). 

 

Developing Opportunities for Information Sharing and Knowledge Creation 

 Initiatives that are forged to gain economies of scale and to leverage physical and 

intellectual assets can contribute to efficiency, competitiveness, and lowered costs in delivering 

results. However, for knowledge transfer to occur, relationships and trust must be nurtured and 

maintained. Borrowing from supply management, “The results indicate that strategies such as 

increased integration, information sharing and collaboration among supply chain members are 

most likely to be implemented and will have the largest impact on organizations” (Ogden, 

Petersen, Carter, & Monczka, 2005, p. 29).  

Factors supporting the development of strong ties include prior partner 
relationships and repeated transactions (Gulati, 1995). In absence of strong ties, 
especially in alliances between competitors, partners may not develop the 
necessary relationships that allow managers to share knowledge willingly. 
Larson (1992) has shown that strong ties promote and enhance trust, 
reciprocity, and long-term perspectives. Kale, Singh, and Perlmutter (2000) 
found a positive relationship between the strength of ties and the degree of 
learning in alliances. (Inkpen & Tsang, 2005, p. 8)  
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 Developing opportunities for shared learning experiences and professional development 

contributes to employee development and motivation as well as to developing relationships, 

instilling trust, and embedding culture—which lead to sharing tacit, integrative, and 

organizational knowledge. Furthermore, leaders can reinforce a desired culture by working with 

leaders and followers throughout the college to align organizational and initiative goals with 

personal aspirations and advancement. Achieving personal growth and technical competence 

provide intrinsic motivation that can help energize and sustain performance and contribute to 

knowledge sharing. 

Extrinsic rewards can deflect attention from the social-psychological motivators 
that may, in the long run, be more effective at prompting knowledge sharing. 
Especially for personnel steeped in a culture of knowledge sharing, the use of 
extrinsic rewards for sharing expertise can be seen as demeaning. (Huber, 2004, 
p. 162) 

 By instilling a culture of learning, involvement, knowledge creation and sharing, 

leaders can develop other leaders and followers at all levels of organizations who can contribute 

to open and adaptive systems. “The sharing of leadership tasks extends far beyond the 

leadership team. Indeed, it can extend down through all levels and out to the farthest limits of 

the system” (Gardner, 1990, p. 151). “The learning leader must believe that the world is 

intrinsically complex, nonlinear, interconnected” (Schein, 2004, p. 401). Cultivating such a 

culture will be invaluable for critical team development, communication, double-loop learning 

“intended to assure the long-term future of the organization in a changing environment” 

(Hanson, 2003, p. 278), and trust that will be particularly important to transfer knowledge 

throughout the college and its extended communities while reducing resistance to change.  

Learning and change cannot be imposed on people. Their involvement and 
participation is needed in diagnosing what is going on, in figuring out what to 
do, and in actually bringing about learning and change. The more turbulent, 
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ambiguous, and out-of-control the world becomes, the more the learning 
process must be shared by all members of the social unit doing the learning. 
(Schein, 2004, p. 418) 

 By aligning learning experiences and professional development with the vision of the 

college, leaders can instill values, and support the achievement of strategic goals. To motivate 

employees and sustain performance, leaders must foster continuous growth, technical expertise, 

and leadership/followership development throughout the organization.  

 

Evidence, Inquiry, Assessment, and Alignment 

 The seventh major theme is that of inquiry, evidence, assessment, and alignment to 

stimulate and evaluate the progress that is being made in improving student success and closing 

achievement and attainment gaps. 

 

Evidence and Inquiry 

 The use of data, supported by information technology and learning management 

systems, can contribute to making informed decisions that supports broad/informed 

involvement, identifying performance gaps, and transferring and sharing knowledge throughout 

the college and across its boundaries. The use of data has become common practice for 

businesses in planning and decision making. Some integrated companies, such as Dell, Inc., 

share data with their suppliers and customers. “Sharing plans and information openly and freely 

makes a measurable difference…You need to replace the traditional [business] cycles with a 

relationship based on ongoing communication and a huge amount of shared information” (Dell, 

1999, p. 180). The use of data in decision making and broad-based communication and analysis 
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of data are evolving as part of a “culture of evidence” in many community colleges (Achieving 

the Dream, 2004a). 

 Developing a culture of inquiry, obtaining information on best and promising practices, 

sharing with peer institutions, and performing environmental scans to learn of current needs and 

competition can also help to target the allocation of scarce resources to meet 

constituent/student/customer needs, and provide ideas for innovation. “The ability of a firm to 

recognize the value of new, external information, assimilate it, and apply it…is critical to its 

innovative capabilities” (Cohen & Levinthal, 1990, p. 128, as cited in Huber, 2004, p. 133). 

Purposeful action is essential to maintain open and inclusive dialogue and to reinforce a culture 

of evidence, inquiry, honest evaluation of progress, and exploration for emerging and refining 

objectives. 

[A]t Sematech, a culture of knowledge sharing was intentionally and 
successfully created [italics original]. Knowledge sharing by its member firms 
was critical to Sematech’s success and very likely to its survival. And 
Sematech’s success in creating and transferring leading edge semiconductor 
manufacturing technology to its member firms was likewise critical to the 
success, and very likely the survival, of the chip manufacturing business of 
most of its members. (Huber, 2004, p. 145) 
 

Alignment and Assessment 

 A challenge will be to forecast what the future trends will be and to translate them into 

courses and interventions to improve student success. To determine the effectiveness of 

strategies that are introduced, measurable learning outcomes that are aligned with relevant 

standards and harmonized assessments will be essential. “How do we know this action improves 

and expands student learning?” (O’Banion, 2004). This will require a long-term commitment by 

educational institutions. As Scribner et al. point out, “Transforming typically intransigent school 

cultures into communities where learning is continuous, reflective, and focused on improving 
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student outcomes will require change beyond first-order restructuring” (1999, p. 131, as cited in 

Hanson, 2003, p. 278). Such a commitment represents a dynamic process that must be 

integrated into the educational institution’s operations and culture and provides important 

benefits.  

Studies of assessment practices nationwide consistently demonstrate that 
resources invested in assessment activities yield tangible payoffs in terms of 
student learning, faculty re-invigoration, and program excellence (Banta et al., 
1996).  

The Assessment Steering Committee [Sinclair Community College, Dayton, 
Ohio] defined assessment as a process that asks important questions about 
student learning, that gathers meaningful information related to those questions, 
and that uses the information for academic improvement. The committee 
adopted 12 principles of assessment that provided guidance for subsequent 
assessment initiatives. (O’Banion, 1997, p. 106) (See Appendix F, Guiding 
Principles of Sinclair Community College’s Assessment Program.)  
 

Colleges must become “intentional about this work—intentional about assessing their 

educational practice and intentional about improving student outcomes by designing 

engagement [and other] strategies suited to their student populations” (CCSSE, 2004, p. 3).  

 Curricula, intervention strategies, and assessments will need to be aligned within and 

between educational institutions to facilitate and expedite transitions from secondary to/through 

postsecondary education. Example strategies to facilitate transitions include to:  

(1) offer credit-based transition programs (e.g. dual/concurrent 
enrollment,…advanced placement, international baccalaureate, middle college 
high schools, articulation agreements); (2) align curricula; (3) begin preparation 
for postsecondary education by 9th grade or earlier; (4)  administer college 
placement exams and other assessments in earlier grades (10th and 11th grades) 
to determine academic readiness and career skill preparedness; (5) provide 
academic and career advising; and (6) apply appropriate interventions and 
enrichments. (College and Career Transitions Initiative, 2004, p. 1)  
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 Curricula and assessments will also need to be aligned with relevant external standards 

to facilitate students’ movement into meaningful and viable careers.  

At a time when lifelong learning and constancy of technological change are a 
part of our economic landscape, for community colleges to remain relevant they 
must continue to work at aligning curricula to external standards of emerging 
workplaces and job performance requirements.…recognizing the needs of 
employers and workers; [and] recognizing the importance of institutional 
partnerships. (Harkin, 2003, p. 3) 

At a minimum, greater efficiency will require a stronger alignment between 
curriculum and work requirements as well as stronger relationships between 
educational institutions [community organizations,] and employers. . . 
Compensatory resources and customized curricula and pedagogy that 
help…students learn and enable them to meet the high standards that provide 
access to postsecondary education, training, and jobs [will be required]. 
(Carnevale & Desroches, 2002, p. 3) 

 Maintaining an ongoing dialogue among secondary and postsecondary education 

institutions, and business partners is a fundamental component of this process. “Strong 

relationships with business and industry are an important ongoing dynamic as education meets 

community need in tandem with new and existing partnerships” (Carlson, 2002, pp. 3-4).   

In the future, success will come to those [educational institutions,] companies, 
large and small, that can meet global standards and tap into global networks. 
And it will come to those cities, states, and regions that do the best job of 
linking the businesses that operate within them to the global economy. (Kanter, 
2003, p. 119) 

 “Ultimately, the goal is to equip all individuals with the knowledge, skills, and desire 

for lifelong learning in order to meet the challenges in the world of work both now and in the 

future” (Carlson, 2002, pp. 3-4).   

The fact that lifelong learning, in a credential-based world has become 
mandatory for anyone wishing to keep abreast of the changing environment, 
forces us to rethink what we have been doing, and what we must try to 
accomplish. The intent is to enable students to achieve their life goals and 
aspirations…and to facilitate the planning of lifelong learning for each student. 
(Gordon, 2003, p. 3)  
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 If U.S. companies are to be globally competitive, and if U.S. communities are to be 

socially healthy and vital, and if a diverse and educated citizenry and workforce are to be 

sustained, then new strategies will need to be adopted in which lifelong learners are supported 

by extended educational communities that place student success at the center of their missions, 

visions, and values. “This work is at the heart of what we need to do in the next two decades or 

we will be a third rate nation” (McClenney, 2004d). Ladson-Billings (1994) reminds the reader 

that “[A] specific problem, such as education, cannot stand alone; rather, it must be linked to 

broader issues like national defense, economic competitiveness, or crime” (p. xii).  

The balancing of institutional and public interests will be critical and difficult at 
a time when higher education is central to the welfare of most individuals and 
of society….With a larger and more heterogeneous population…resources will 
need to be mobilized in the interest of ratcheting up educational attainment of 
entire state populations. With all reasonable speed, almost all higher education 
institutions will have to collaborate with high schools, adult learning centers, 
and community [local, national, and international] organizations to ensure 
that…American adults achieve a high school diploma or its equivalent and are 
prepared to undertake some form of postsecondary education and training. 
(Callahan & Finney 2003, p. 5) 

 

Chapter Summary 

 The review of literature has indicated that value choices will need to be made in which 

stakeholders and educational institutions will be obliged to re-examine priorities and explore 

new ways of organizing that are responsive to the evolving global knowledge-based economy 

and the changing demographic landscape. Essential will be institutional transformation and 

leadership that foster: (1) multicultural awareness and appreciation of diversity among faculty, 

staff, students, board members, and extended communities; (2) the development and 

reinforcement of an open and adaptive learning environment; (3) motivated and involved 
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leaders/followers that are responsive, pro-active, and anticipatory of shifting needs and 

reinforced by professional development, shared experiences, and appropriate incentives; (4) a 

culture of evidence and inquiry in which data are used for planning and decision making and 

exploration and risk taking is encouraged and supported; (5) measurable learning outcomes that 

are aligned with relevant standards and harmonized assessments; (6) a commitment to closing 

performance gaps to achieve equitable outcomes; and (7) shared mission, vision, and values that 

lead to the successful achievement of and a commitment to the success of all students. 
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CHAPTER THREE 

METHODOLOGY FOR THE STUDY 

Chapter Three describes the methodology used to address the purpose and research 

questions posed in this study. The first section of Chapter Three provides a descriptive overview 

and rationale for the methodology that guided this study: a mixed qualitative methodology 

informed by quantitative data. The principle methods of research that were employed in the 

study are highlighted in the first section which includes:  

• A case study (i.e., The Community College of Baltimore County [CCBC]) and an 

embedded case study (i.e., Closing the Gap [CTG] Initiative) 

• Initial data collection at CCBC 

• Data collection on the context, organizational structure, and cultures of CCBC 

• Exploration of principles that informed the study 

• Academic and student interventions data collection 

• Quantitative data used to inform the study 

• Interactive qualitative analysis  

• Addition of open-ended questions to interview protocols 

 The research sought to learn how CCBC is preparing students to thrive in and 

contribute to a multicultural society and a global, knowledge-based economy. While daunting 

challenges persist for all students in the dynamic socioeconomic environment, low-income 

students and students of color have significantly lower achievement and attainment rates than 

majority, White learners. The methods employed in this study were selected to address its 

purpose: to research the key factors of institutional transformation at the Community College of 

Baltimore College (CCBC) that contribute to closing the achievement gap for African American 
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students within the context of CCBC improving the success (learning and attainment) of all 

students at CCBC. The overarching research question for this study follows:  

• What institutional changes are taking place at CCBC to close the achievement gap 

for African American students within the context of CCBC improving learning and 

attainment of all students?  

Support questions include: 

• How is leadership being practiced at CCBC that is contributing to closing the 

achievement gap for African American students within the context of improving 

learning and attainment of all students? 

• How and why are strategies identified and selected for implementation at CCBC to 

close the achievement gap for African American students within the context of 

improving learning and attainment of all students? 

• How are CCBC leaders fostering collective institutional vision, values, and learning 

in support of closing the gap for African American students within the context of 

improving the learning and attainment of all students? 

Subsequent sections of the chapter provide a description of CCBC and the CTG 

Initiative; the identification and selection of focus group participants and interview respondents; 

and details on the methods of data collection and procedures. The methodological limitations of 

the study are also addressed.  Chapter Three proceeds with a descriptive overview of and 

rationale for the mixed methodology employed to guide this study.  
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Description and Rationale for the Methodology 

Mixed Methodology 

 A mixed methodology, using qualitative methods informed by quantitative data, was 

used for the design of this study. Insights on institutional transformation at CCBC were 

garnered by performing a variety of qualitative research methods. Using more than one 

approach will “increase the trustworthiness of research findings because each frame serves as a 

check on the other” (Young, 1999, p. 679).  “Qualitative research excels at telling the story from 

the participant’s viewpoint, providing the rich descriptive detail that sets quantitative results 

into their human context” (Young, 1999, p. 153). “[A] key strength of qualitative research in 

particular is that it can explore unanticipated issues as they emerge” (Ritchie & Lewis, 2003, p. 

47). “Contextual data reporting is necessary because it provides consumers with the opportunity 

to better understand and assess quality differences among institutions in relation to the context 

in which they operate” (Roueche et al., 1997, p. 14). As Patton (1985) explains:  

Qualitative research “is an effort to understand situations in their uniqueness as 
part of a particular context and the interactions there. This understanding is an 
end in itself, so that it is not attempting to predict what may happen in the 
future necessarily, but to understand the nature of that setting—what it means 
for participants to be in that setting, what their lives are like, what's going on 
for them, what their meanings are, what the world looks like in that particular 
setting.… The analysis strives for depth of understanding.” 

…[T]he product of a qualitative inquiry is richly descriptive [italics by author]. 
Words and pictures rather than numbers are used to convey what the researcher 
has learned about a phenomenon.  There are likely to be descriptions of the 
context, participants involved, and the activities of interest.  In addition, data in 
the form of quotes from documents, field notes, and participant interviews…or 
a combination thereof or always included in support of the findings of the 
study.  These quotes and excerpts contribute to the descriptive nature of 
qualitative research. (as cited in Merriam & Associates, 2002, p. 5) 
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 Secondary quantitative data were gathered to identify academic and student 

interventions being implemented at CCBC and to determine their effectiveness in improving 

student outcomes.  One-on-one interviews served to provide additional perspectives about the 

interventions. Patton (2002) reminds the reader that neither quantitative nor qualitative data 

alone provide a complete picture. “A comprehensive and multifaceted understanding of weight 

in people’s lives requires both their numbers and their stories. Doctors who look only at test 

results and don’t also listen to their patients are making judgments with inadequate knowledge, 

and vice versa” (Patton, 2002, pp. 13-14).  

 As noted, several methods were used to gather data and inform the study. Following is a 

brief description of and rationale for each of the methods that were used. 

 

Case Study and Embedded Case Study 

  A case study of CCBC was performed that included multiple methods and sources of 

data. Performing a case study provided an opportunity to analyze the leadership being practiced, 

explore how CCBC leaders are fostering collective institutional vision, values, and learning; 

examine the intervention strategies being implemented; and learn about other factors at the 

college contributing to institutional transformation to improve student success. Performing an 

embedded case study of a sub-unit of analysis, the Closing the Gap (CTG) Initiative, provided a 

focus for the study to examine factors contributing to closing the gap between African 

American and White students within the context of improving the success of all students.  

 Performing a case study and an embedded case study allowed the researcher to 

investigate what had taken place at the institution during transformation processes and to gain 

insights and learn perceptions about why the college had undertaken the goals of improving the 
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success of all students while closing achievement gaps for minority students. “A strength of the 

case study approach is that it brings together a wealth of information from a variety of sources 

that can be used to examine a situation” (Heck, 2004, p. 208). “A case study is an intensive 

study of a specific individual or specific context.…There is no single way to conduct a case 

study, and a combination of methods (such as unstructured interviewing and direct observation) 

can be used” (Trochim, 2001, pp. 161-162). In describing a case study, Heck states, “Multiple 

sources of evidence are used to provide an in-depth, contextualized understanding of the 

phenomenon….One principle is to focus on collecting multiple sources of data” (2004, pp. 218-

222). “In an embedded case study, the starting and end point is the comprehension of the case as 

a whole in its real-world context. However, in the course of analysis the case will be faceted 

either by different perspectives of inquiry or by several sub-units” (Scholtz & Tietje, 2002).   

 Within the context of performing a case study and an embedded case study, several 

approaches were used for data collection and analysis which are briefly described below. 

 

Initial Contact with the College 

 The researcher contacted CCBC’s chancellor and made a trip to introduce herself to 

members of the CCBC community prior to initiating formal data collection. Processes are 

described which were taken to initiate data collection. 

 

Data Collection on the Context, Organizational Structure and Cultures of The 

Community College of Baltimore County 

Protocols were developed, using an open-ended question format, for interviews that 

were conducted with 14 senior leaders from the college including nine members of the CCBC 
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chancellor’s cabinet, three senior administrators, and two members of the CCBC Board of 

Trustees. In addition to conducting interviews, observations were made, and archival data were 

collected and analyzed to gain an understanding of the context, organizational structure, and 

cultures of the college. 

 

Exploration of Principles that Informed the Study 

CCBC’s vision “to be a premier, learning-centered institution” (CCBCa, 2003, p. 1) 

provides a compass for the college. With this in mind, the researcher explored the integration of 

principles informing the study including:  (1) CCBC’s strategic plan, LearningFirst 2.0, within 

the context of the learning college principles (O’Banion, 1997) (see Appendix B, Core 

Principles of the Learning College); (2) those of Achieving the Dream: Community Colleges 

Count (Achieving the Dream), an initiative to increase student success, particularly for students 

of color and low-income students (see Appendix C, Principles and Values of Achieving the 

Dream: Community Colleges Count); (3) the institutional transformation principles within 

LearningFirst 2.0 and those of Achieving the Dream (see Appendix D, Principles of 

Institutional Transformation for Achieving the Dream Colleges); (4) CCBC’s Closing the Gap 

(CTG) Initiative within the context of CCBC’s LearningFirst 2.0; (5) the convergence of CTG 

and Achieving the Dream values, principles, and practices. Data collection included review of 

archival data and interviews with CCBC constituents. 

 

Academic and Student Interventions Data Collection 

Data were gathered from archival documents, focus groups, and one-on-one interviews 

to learn about academic and student interventions implemented at CCBC that were designed to 
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increase student success and close performance gaps between African American and White 

students. 

 

Quantitative Data Used to Inform the Study 

Secondary data were gathered to inform the study from CCBC archival documents, the 

CCBC website, and CCBC staff reports. When available, secondary quantitative data were 

gathered on CCBC that were comparable to Achieving the Dream data categories. Secondary 

data were examined to determine the progress made on improving student outcomes and on 

reducing and/or eliminating achievement and attainment gaps between African American and 

White students at CCBC.  

 

Interactive Qualitative Analysis 

Interactive Qualitative Analysis (IQA) served as the principal method used for primary 

data collection and analysis. Four IQA focus groups and 25 IQA interviews were conducted to 

obtain data and information that were grounded in participants’ perspectives. The study was 

designed for focus group participants, interview respondents, and the researcher to serve as 

instruments to contribute to the collection of data and refinement of the study. 

It is only in the doing of a qualitative study that we really learn what it means to 
be the primary instrument of data collection and analysis, how the design is 
really “emergent” and not predetermined, how questions of authenticity, 
validity, and reliability become dealt with, and how, as Bloom states, ethics 
underlies all of these concerns. (Merriam, 2002; in Merriam et al. (Eds.), 2002, 
p. 423) 

 Using IQA as the principal method for data collection and analysis also provided a 

systems perspective or framework to guide the reader through the intricacies of institutional 

transformation. It was used to explore the various components and interconnections within the 
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system that were derived from the IQA focus groups and interviews.  A systems approach 

provides for a visualization and understanding of feedback loops that are inherent in the model. 

“In classical experimental research language, A represents the independent variable (cause), the 

arrow represents a presumed cause-and-effect relationship and B represents the dependent 

variable (effect)….A leads to B in a linear model” (Northcutt, 2004, p. 29). “Although one 

purpose of a [system] is to sort out…relative “causes” (drivers) to relative “effects” (outcomes), 

it is important to recognize that within a feedback loop, the distinction between drivers and 

outcomes is blurred… they all influence each other” (Northcutt & McCoy, 2004, p. 335).  

 A Focus Group Participant Profile (Community College Survey of Student 

Engagement, [CCSSE] 2004) was administered in each of the four focus groups that were 

conducted. (See Appendix G, Focus Group Participant Profile, Students; and see Appendix H, 

Focus Group Participant Profile, Administrators, Deans, and Faculty.) A Student Persistence, 

Learning, and Attainment: A Community College Inventory (Inventory) (McClenney & 

McClenney, 2004) was administered to three of the four focus groups, those comprised of 

CCBC administrators, deans, and faculty (students were not asked to complete the Inventory). 

Details pertaining to the participant profiles, Inventory, interview protocols, processes, data 

collection instruments, and rationale for use of IQA are provided later in this chapter. 

 

Addition of Open-Ended Questions to Interview Protocols 

When the researcher learned that the CCBC chancellor was planning to resign (see 

Chapter One), two open-ended research questions were added to the interview protocols to gain 

the perspectives of the interview respondents during the time of transition. 
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 A description of the case study and the embedded case study follows which helps to 

convey a multifaceted understanding of CCBC.  

 

Case Study and Embedded Case Study 

 A definition and features of a case study are provided below. This is followed by a 

discussion of the unit of analysis that was identified for the case study and a description of the 

program/strategic initiative that was identified for the embedded case study. To clarify, it was 

not the intention within this study to perform a multi-case study, “which involves selecting 

more than one case for cross-case comparisons” (Burgess, Polie, Evans, & Priestley, 1994, as 

cited in Heck, 2004, p. 220).   

 

Case Study Description 

 “The case study is an intensive description and analysis of a phenomenon or social unit 

such as an individual, group, institution, or community” (Merriam et al., 2002, p. 8).   

The case is a bounded, integrated system (Stake, 1995, Merriam, 1998). By 
concentrating on a single phenomenon or entity (the case) this approach seeks 
to describe the phenomenon in depth. The unit of analysis, not the topic of 
investigation, characterizes the case study.… For it to be a case study, one 
particular program (a bounded system), selected because it was typical, unique, 
experimental, or highly successful, etc., would be the unit of analysis.… And in 
fact, since it is the unit of analysis that defines the case, other types of studies 
can be and sometimes are combined with case study. (Merriam et al., 2002, p. 
8)  

 Features of a case study include: 

• the fact that only one case is selected, although it is also excepted that several may 
be (Bryan, 2001; Stake, 2000); 

• the fact that the study is detailed and intensive (Bryan, 2001; Platt, 1998); 
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• the fact that the phenomenon is studied in context (Cresswell, 1998; Holloway and 
Wheeler, 1996; Robson, 2002; Yin, 1993, 1994); 

• the use of multiple data collection methods (Creswell, 1998; Hakim, 2000; 
Holloway and Wheeler, 1996); Robson, 2002; Yin, 1993, 1994). (Lewis, 2003; in 
Ritchie et al., 2003, p. 52)  
 

 “The purpose of a case report is not to represent the world, but to represent the case.… 

The utility of case research to practitioners and policymakers is in its extension of experience” 

(Stake, 2000; in Denzin & Lincoln, 2000, pp. 448-449).  Following is a determination of the 

unit of analysis.  

 

Unit of Analysis: The Community College of Baltimore County 

 The unit of analysis for this case study was The Community College of Baltimore 

County (CCBC). CCBC is located in suburban Baltimore County, Maryland. Selecting CCBC 

for the case study provided proximity to this noted exemplar at which research was performed 

to gain an understanding of how and why institutional transformation evolved that contributed 

to increased success for all students while closing the gap for African American students. 

Selection of the community college for this study was identified by reviewing secondary data 

pertaining to CCBC student outcomes and by obtaining counsel from: 

• John E. Roueche, Ph.D., Sid W. Richardson Regents Chair, Professor and Director, 

Community College Leadership Program (CCLP), The University of Texas at 

Austin (UT) (the researcher’s advisor and dissertation supervisor);  

• Byron N. McClenney, Ed.D., Project Director, Achieving the Dream: Community 

Colleges Count and Adjunct Faculty Member, CCLP, UT (dissertation committee 

member);  
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• Kay M. McClenney, Ph.D., Director, Community College Survey of Student 

Engagement (CCSSE) and Senior Associate, Achieving the Dream, CCLP, UT; 

and, 

• Terry O’Banion, Ph.D., President Emeritus, The League for Innovation in the 

Community College and Case Study Director, College and Career Transitions 

Initiative (CCTI).  

Selecting research settings and populations involves identifying those which, by 
virtue of their relationship with the research questions, are able to provide the 
most relevant, comprehensive and rich information. This decision will flow 
from what the research questions are, but will be informed by existing literature 
or understanding of the research context. (Lewis, 2003; in Ritchie et al, 2003, p. 
49)  

…The locations selected are usually chosen because of their salience to the 
subject under enquiry, for example, the levels of employment, nature of the 
local community or at the citing of a specific organization or service.  As such 
they often contribute to the sample design because of the specific features they 
hold.  (Ritchie, Lewis & Elam, 2003, as cited in Ritchie et al., 2003, p. 100)  

 Confirmation of the location for the case study was received following the researcher’s 

phone interview with Dr. Irving Pressley McPhail (CCBC Chancellor), members of the 

Chancellor’s Cabinet, and other CCBC senior staff members. 

 

Embedded Case Study: Closing the Gap Initiative 

 The Closing the Gap (CTG) Initiative, a program and strategic initiative at CCBC, was 

identified for examination as the sub-unit of analysis, or embedded case study. The distinction 

between a single case study and an embedded case study follows: 

Single case designs are appropriate in situations where the focus is on 
describing how a process works in a particular instance.… The case may also 
involve the observation of a particular institution up close (e.g., such as how a 
school board makes policy) or a policy subsystem.  One of the important steps 
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in designing a single case is determining what the unit of analysis is.  This will 
determine how the data will be collected.  Some cases have only one unit of 
analysis (e.g., such as a policy subsystem), whereas others may have more than 
one unit of analysis (e.g., groups comprising coalitions within a policy 
subsystem).…This latter type is called an embedded case study (Yin, 1989), 
which may focus on several different aspects of the same case.  (Heck, 2004, p. 
220) 

The CTG Initiative provided a focus for examining the factors contributing to closing the gap 

between African American and White students, within the context of institutional 

transformation to improve the success of all students. 

 The following section provides background information on the initial data collection 

that served to inform the study. 

 

Initial Contact with the College 

Contact with CCBC to Identify and Invite Constituents to Participate in the Study 

 The researcher contacted Dr. Irving Pressley McPhail, CCBC Chancellor, to obtain 

suggestions for individuals to interview and to invite to participate in focus groups for the study.  

The researcher was introduced by Dr. McPhail to Dr. Rose Mince, Assistant to the Vice 

Chancellor for Learning and Student Development, who helped identify CCBC constituents 

who were involved with issues pertinent to student success and closing the gap. (Details are 

provided on criteria for selection in the following section, Interactive Qualitative Analysis.) 

Letters of introduction (in which the purpose of the study was explained) and consent forms 

were distributed to identify constituents in which the researcher requested their participation in 

interviews and/or focus groups. (See Appendix I, Example E-Mail Invitation to Participate in 

IQA Focus Group; and, see Appendix J, Example Interview Invitation to Administrator, Dean, 

and Faculty Focus Group Participants; see Appendix K, Example Informed Consent Short 
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Form, In-Depth Interviews). A research timeframe was developed documenting five visits by 

the researcher to CCBC over a six-month period to collect data, and providing a list of major 

activities and accomplishments that were performed for the study. (See Appendix L, Research 

Timeline.)  

 Data were collected that were designed to familiarize the researcher with the college 

and are described in the following section. 

 

Data on the Context, Organizational Structure and Cultures of  

The Community College of Baltimore County 

 Primary data that were collected through interviews and archival documents were 

analyzed to gain initial insights on CCBC’s context, organizational structure and cultures. 

 

Interview Protocol for CCBC Senior Leaders 

 The researcher developed a protocol that was used for interviews which were conducted 

with members of the Chancellor’s Cabinet, the CCBC Board of Trustees, and senior staff. Each 

protocol for senior leaders was slightly tailored to be appropriate for the position held by the 

individual interview respondent. (See Appendix M, Example CCBC Senior Leader Interview 

Protocol.) All interviews with CCBC senior leaders were conducted at their offices located at 

CCBC campuses, with the exception of two CCBC Board of Trustee members who were 

interviewed at their respective offices. Each interview lasted approximately two and a half 

hours. Interviews were tape-recorded and notes were taken during the course of the interviews. 

Notes were also made following each visit to capture the essence of the discussions. Interview 
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tapes were transcribed verbatim, which were coded to safeguard the confidentiality of the 

respondents.  

 These interviews served to acquaint the researcher with leaders of the institution and to 

begin to learn about the context and culture of the institution. The interviews that were held 

with senior leaders in March and April, 2005 helped to clarify the issues, refine the research 

questions, and identify constituents who subsequently participated in the focus groups and in the 

additional interviews that were conducted. The interviews that were conducted with senior 

leaders in August and September 2005 provided insights on transitions that took place at the 

institution and provided additional background knowledge about the context and history of the 

college and its surrounding communities. Insights were gained pertaining to how and why the 

vision, values, principles, practices, and strategies had been introduced at the college. 

 

Focus Groups and Additional Interviews 

 Between March and September, 2005, four focus groups and 25 additional interviews 

were conducted using a protocol described in the following section, “Interactive Qualitative 

Analysis.” These served to lend breadth of perspectives to the study. 

 

Observations and Analysis of Archival Documents 

 The researcher documented observations during college visits. Archival data was 

examined to learn about the history and context of the college to determine what institutional 

changes had taken place and possible motivations that prompted the changes. 
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Exploration of Principles that Informed the Study 

 The principles of several initiatives were examined to provide an understanding of their 

interplay in achieving these goals.  

 

Convergence of the Principles, Practices, and Values of the Learning College, 

LearningFirst 2.0, CCBC’s Closing the Gap Initiative, and Achieving the Dream  

 Through secondary data analysis and interviews that were conducted, the researcher 

explored the convergence of principles from several complementary initiatives that informed 

the study. Learning-centered principles (O’Banion, 1997) are espoused as values within 

CCBC’s strategic plan, LearningFirst 2.0. Accordingly, LearningFirst 2.0 was examined within 

the framework of the ‘learning college’ (O’Banion, 1997). CCBC has been recognized as an 

exemplar for its work to increase student success and close performance gaps for students of 

color (i.e., African American students) which is documented in Chapter Four. LearningFirst 2.0 

principles were compared with the institutional transformation principles of Achieving the 

Dream which share common goals, values, and principles. Characteristics of CCBC’s CTG 

Initiative were examined within the context of CCBC’s learning-centered vision (CCBC, 2003a, 

p. 1) to understand its relevance within the institution. The values, principles, and practices of 

the CTG Initiative and those of Achieving the Dream were compared.  

 

Academic and Student Intervention Strategies Data 

 Data were gathered on examples of academic and student intervention strategies that are 

being implemented at CCBC to improve student success and close the performance gap. 
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Interview respondents described the characteristics of various interventions that are being 

implemented at the college; several are highlighted in Chapter Four.  

 

Secondary Quantitative Data Used to Inform the Study 

 Secondary quantitative data pertaining to CCBC were collected from archival 

documents (e.g., the CCBC strategic plan, student outcome data, CCBC’s application for the 

MetLife Foundation Community College Excellence Award [CCBC, 2005c (MetLife)], and the 

2005 Institutional Performance Accountability Report prepared for the Maryland Higher 

Education Commission [CCBC, 2004a]), the CCBC website, and from CCBC staff reports.  

Malinowski (1922/1984) claims that we can distinguish between arriving with 
closed minds and arriving with an idea of what to look for. He notes: “Good 
training in theory, and acquaintance with its latest results, is not identical with 
being burdened with ‘preconceived ideas.’ If a man sets out on an expedition, 
determined to prove certain hypotheses, if he is incapable of changing his views 
constantly and casting them off ungrudgingly under the pressure of evidence, 
needless to say his work will be worthless.…Preconceived ideas are pernicious 
in any scientific work, but foreshadowed problems are the main endowment of 
a scientific thinker, and these problems are first revealed to the observer by his 
theoretical studies.” (Stake, 2000; in Denzin & Lincoln, 2000, p. 449)   

 

Student Outcome Measures 

 When available, student outcome measures that were comparable to those of Achieving 

the Dream were collected beginning in 1998, when Dr. Irving Presley McPhail assumed the 

position of Chancellor for CCBC (McPhail, 2005). Current CCBC disaggregated data were 

compared to the baseline data which served as a basis to analyze progress in student 

performance at CCBC. Data were collected to provide a foundation of knowledge and not to 

bias discussions, observations, focus groups, or interviews. As previously mentioned, the 
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Achieving the Dream initiative provided a frame of reference for the researcher pertaining to 

institutional transformation efforts to increase student success, particularly for students of color 

and low-income students. 

 Achieving the Dream is a multi-year initiative that is designed to “help community 

colleges build a culture of evidence and an unwavering commitment of improving success rates 

for underserved students” (Achieving the Dream, 2004a, p. i.). The researcher served as a 

project coordinator with this initiative, working with 15 coaches, 11 partners, and 35 colleges 

located in seven states. Initial themes and issues that evolved to frame the research questions for 

this study were generated from the researcher’s work in analyzing and synthesizing 178 

Achieving the Dream coaches’ reports. These reports were developed to reflect upon 

participating colleges’ progress with institutional transformation to increase student success 

during a 16-month period; 12 months were concurrent to the research period performed for this 

study. (See Appendix N, Example of Achieving the Dream Coach’s College Visit Report 

Form.)  

 

Interactive Qualitative Analysis 

In this section, the major features of Interactive Qualitative Analysis (IQA) systems 

method and its terminology are described in some detail to guide the reader. “The detail at 

which methodology should be described depends on how much the reader is assumed to know 

about the method” (Northcutt & McCoy, 2004, p. 314). The researcher adopted IQA for use as 

the preferred method for this study because of its emergent and grounded nature. IQA also 

provided a systems approach to qualitative research for gathering, documenting, and analyzing 

data that lends itself to the reliability of the study and which seemed appropriate for analyzing 
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institutional transformation. IQA descriptions in this and subsequent chapters are used with the 

permission of Drs. Norvell Northcutt and Danny McCoy, authors of Interactive Qualitative 

Analysis: A Systems Method for Qualitative Research (Northcutt & McCoy, 2004). References 

are cited throughout the chapter. 

To proceed with this section, an overview is provided of the approach, philosophy, and 

major phases of the IQA research process.  

 

Overview of IQA Approach 

 A brief description of the IQA systems method follows: 

IQA identifies relationships among identified components of an issue. IQA 
integrates the identification of the nature of the problem with solutions.…IQA 
builds consensus among the focus group participants. IQA builds strategies 
around the nature of the problem.  

.…In plain language, an IQA study prompts the participants to examine these 
issues with respect to a phenomenon important to them [e.g., student success 
and closing the achievement gap]: 

1. What does this mean to you? 
2. What led to this?  
3. What are the results?  

IQA provides a set of data collection and analysis protocols that are designed to 
minimize researcher involvement.…The first responsibility of the researcher is 
to create a process that will invite the group members to produce the most data 
while minimizing the influence of the process on the content.  The researcher’s 
role then moves from designer to facilitator, teaching the group members the 
process and guiding them to generate and analyze their own data with minimal 
external influence. (McCoy, 1992, p. 35; Northcutt & McCoy, 2004)  

 As previously mentioned, the researcher identified initial themes and issues in 

anticipation of the study. Based on input from focus groups that were conducted at CCBC in 

March and April 2005, questions were refined, and themes, or “affinities,” were developed by 
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focus group participants which helped to frame the protocol for subsequent IQA interviews. 

Further details on this process are described later in this section. 

 

Philosophy of IQA 

 “The philosophy of IQA as a qualitative data gathering and analysis process depends 

heavily on group process to capture a socially constructed view of the respondents’ reality” 

(Northcutt & McCoy, 2005, p. 1).  The following depicts IQA ideological dimensions and 

provides a conceptual framework the researcher incorporated in framing the study. 

1. IQA presumes that knowledge and power are largely dependent; that power 
influences which knowledge is determined to be relevant and irrelevant, important 
and unimportant. The methodology reflects this assumption most obviously in its 
conception of constituencies as an important component of the research design 
phase….One of the two criteria for selection is the degree of power that a 
constituency has over the phenomenon to be investigated. 

 
2. IQA presumes that the observer and the observed are dependent (or perhaps more 

accurately, interdependent).…  IQA begins by challenging two common [positivist] 
assumptions… of much qualitative research: (a) the data collection is separate and 
distinct from analysis, and (b) that only the researcher is qualified to interpret the 
data. 

 
3. The object of research in IQA is clearly reality in consciousness (the phenomenon) 

rather than reality itself, a construct that IQA contends is far too elusive for any one 
research study. IQA therefore uses distance from the phenomenon as the second of 
two criteria for constituency collection.… Furthermore, the use of group processes 
as a data collection device presumes that the researcher can gain useful insights into 
a socially constructed reality, as reported by members of the group, while the use of 
a follow-up interview is designed to both elaborate and contrast individual 
meanings to that of the group.  

 
4. IQA insists that both deduction and induction are necessary to the investigation of 

meaning. Participants themselves are first asked to induce categories of meaning 
(induction), then to define and refine these (induction and deduction), and finally to 
investigate deductively the relationships of influence among the categories [referred 
to as affinities].  These three stages of data production/analysis… correspond to the 
three formal classes of analysis of coding: emergent, axial, and theoretical.… 
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5. IQA is clearly favorable to theory, both from the point of view of inducing theory 
and of testing.  The mindmap of a group or of an individual is, in fact, a theory by 
the classic definition: (Campbell & Stanley, 1963) a set of relationships from which 
hypotheses can be deduced.  (Northcutt & McCoy, 2004, pp. 16-17) 

 

Major Phases of IQA Research Flow 

 The IQA research flow is documented in four major phases: 1) IQA research design; 2) 

IQA focus groups; 3) IQA interviews; and 4) IQA reports. (A visual representation of the four 

phases of the IQA process are provided in Figure Four, Overview of Interactive Qualitative 

Analysis Research Flow.) The research design phase follows. 

 IQA Research Design. The research design phase was comprised of clarifying the 

problem, refining the research questions, and tentatively identifying affinities for the research 

protocols. Constituencies for IQA focus group participants and IQA interview respondents were 

identified; processes for their identification and selection are described. 

 Clarifying the Problem. Based upon the IQA philosophy, the researcher framed the 

initial problem for the study pertaining to institutional transformation to increase the success of 

all students, particularly low-income students and students of color. CCBC’s African American 

student population was identified by the college as the focus for its Closing the Gap Initiative 

and was subsequently incorporated in the study as the population to compare to majority White 

learners at CCBC.  

IQA research design starts with what is traditionally called a “problem.”  …an 
issue someone thinks is either interesting or needs attention.  By its very nature, 
the problem is not clearly defined at this point… .  The IQA research flow 
presumes that ambiguity is a characteristic of the early thinking about a 
project… . IQA research design starts with the vague problem and seeks to 
identify those who have something to say about the problem.  For each 
participant in a study, two questions are asked:  How close is this constituent to 
the problem, and how much power does this constituent have over the 
phenomenon?  From this analysis, a tentative selection of participants is made. 
(McCoy, 1992, p. 37; Northcutt & McCoy, 2004, p. 46) 
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 Refining the Research Questions and Tentatively Identifying the Affinities. Overarching 

questions were developed for the study. In the recursive and circular process inherent within the 

IQA method, the issues and research questions the interview respondents were to examine were 

further refined.  

IQA systems theory offers a template for the design: Any IQA study answers… 
three “generic” (standard inquiries possible of any system) research questions:   

If the study has only one constituency group, the first two are as follows:  
1. What are the components of the phenomenon?  
2. How do the components relate to each other in a perceptual system?   

Research questions are then tested for adequacy against two criteria: 
1. What problems do these questions, taken as a whole, address (what is 

the current problem statement)?  
2. Is this the problem we should be addressing?  

If more than one constituency group comprises the study, a third systemic 
inquiry is possible: 

3. How do the systems compare.…? 
IQA research design is complete when the answer to question #2 is affirmative.  
(Northcutt & McCoy, 2004, p. 46) 

 The researcher took these “generic” questions and framed them to address the purpose 

of the study. The “re-framed” questions were used during IQA focus groups to gain input from 

CCBC constituents. The questions posed to the focus groups included: 

• What are the primary factors at CCBC that are contributing to institutional 

transformation to improve student success (learning and attainment)? 

• What primary factors contribute to improving the success of all CCBC students 

while closing the gap between African American and White students?  

• Why have decisions been made that have contributed to improved outcomes among 

all students, particularly, African American students at CCBC? 

• How do these factors relate to each other in a perceived system of influence or 

cause and effect?  
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• How do the factors comprising the institutional transformation influence student 

success and close the gap for students of color? 

  IQA focus groups were conducted during which representatives of various 

constituencies (administrators, deans, faculty, and students) convened to identify the primary 

factors or “components of the phenomenon” and “how the components relate to each other 

within the perceptual system.” Guided by the questions, themes or “affinities” ultimately were 

developed by the focus groups that were compared and reconciled for use in an IQA interview 

protocol to address the purpose of the study. Subsequently, one-on-one ‘IQA interviews’ were 

held with 25 individuals; 22 of these IQA interview respondents had participated in one of the 

four focus groups; two of these 22 IQA interview respondents had also participated in a Senior 

Leadership Interview Protocol (previously described). Both the focus groups and the interviews 

followed an IQA design and protocol (Northcutt & McCoy, 2004). This means of data 

collection and analysis contributed to an objective and rigorous methodology for the study. 

 Identifying Constituencies. To obtain perspectives on student success and closing the 

achievement gap at CCBC, a purposive sample was selected to participate in the four IQA focus 

groups that were facilitated by the researcher that were comprised of representatives from the 

following CCBC constituency groups:  

• Students  

• Faculty  

• Institutional researchers 

• Deans and other senior administrators 

 These constituencies were also represented in the 25 IQA interviews that were 

conducted, with the exception of students. The student focus group informed the study. 
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However, individual interviews with students were not conducted due to the administrative 

nature of the study and the time constraints of the researcher and students. Studies such as this 

provide ‘thick’ descriptions that are of central importance to the purpose of the research. 

Participants “…are selected because they are “information rich” and illuminative, that is, they 

offer useful manifestations of the phenomenon of interest; sampling, then, is aimed at insight 

about the phenomenon, not empirical generalization from a sample to a population” (Patton, 

2002, p. 40).  

 Participants for both the IQA focus groups and the individual IQA interviews were 

identified due to their perceived common and close proximity to the questions to be explored in 

this research study. 

A focus group is a group of people who share some common experience, work 
or live within some common structure, or have a similar background. IQA 
focus groups are formed with groups of individuals who may certainly have 
varied opinions and experiences with the system under study but who more 
critically share a common perspective. (Northcutt & McCoy, 2004, p. 47) 

“Selecting research settings and populations involves identifying those which, by virtue of their 

relationship with the research questions, are able to provide the most relevant, comprehensive 

and rich information”  (Lewis, 2003, as cited in Ritchie et al, 2003, p. 49). 

Power/distance analysis offers the researcher a way to judge the potential utility 
of a constituency for a given problem statement.…The inclusion of particular 
constituencies is never cut-and-dried, however, especially if the problem 
statement has an organizational or institutional aspect. The researcher quite 
often finds that those farthest from the lived experience of the phenomenon of 
interest are those with the most power over it, which means that constituency 
selection often involves trade-offs, not to mention a careful consideration of 
one’s philosophical inclinations vis-à-vis the proposed research. (Northcutt & 
McCoy, 2004, pp. 70-71)  

 As previously mentioned, to identify constituencies to participate, the researcher 

coordinated with Dr. Rose Mince, Assistant to the Vice Chancellor for Learning and Student 
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Development at CCBC. Other individuals with whom the researcher consulted to obtain input 

on the identification of potential focus group participants and interview respondents included: 

Dr. Donna McKusick, Senior Director for Developmental Education/Activity Director, Title III 

Grant at CCBC; six CCBC deans; dissertation committee members; and other experts familiar 

with IQA, student success, and/or closing the gap issues. 

 The researcher developed criteria to guide the identification of participants/respondents 

with the potential to contribute relevant contributions to the data. 

Which group or subpopulation is of central interest to the subject matter of the 
study? This involves deciding which population will, by virtue of their 
proximity to the research question, be able to provide the richest and most 
relevant information.  The appropriate population may be obvious, but often it 
will be necessary to think through the roles, knowledge or behavior of different 
groups and their ability to shed light on different aspects of the research 
question. Are there subsets of the central population that should be included 
because their views, experiences and so on would bring contrasting or 
complementary insights to the inquiry. (Ritchie, Lewis, & Elam, 2003; in 
Ritchie et al., p. 87) 

 Criteria for the identification of individuals to participate in IQA focus groups and/or 

one-on-one IQA interviews included the following for the constituent groups identified for the 

study. 

Deans, Senior Administrators, Faculty: Criteria for Identification 

• Knowledge of CCBC’s strategic plan, LearningFirst 2.0, and involvement in 

strategic planning processes; 

• Knowledge of and involvement in learning outcomes assessments; 

• Knowledge of and involvement in the Closing the Gap CTG Initiative and 

supporting interventions; 
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• Racial and gender representation that mirrored student, administration, and 

faculty populations; 

• Leaders and “resisters” of LearningFirst 2.0 and/or of the CTG Initiative; 

• Cross representation of campuses; 

• Full-time faculty (cross representation of full-time technical, professional, arts 

& sciences); and, 

• Deans and other senior administrators (e.g., individuals who were not members 

of the Chancellor’s Cabinet but who served in senior positions at CCBC and 

had responsibility for functions within the college such as: student services and 

instruction, closing the gap, institutional research and planning, developmental 

education, student enrollment, and learning outcomes assessments). 

Students: Criteria for Identification 

• Racial and gender representation that mirrored CCBC’s student population; 

• Cross representation of campuses; and,  

• Representation of developmental education and different 

academic/programmatic disciplines. 

 (For documentation of requests for assistance and suggested criteria for identifying 

individuals to participate in focus groups and interviews, see Appendix O, Memorandum to 

Irving P. McPhail Regarding CCBC Focus Groups) and see Appendix P, Memorandum to Rose 

Mince Regarding CCBC Focus Groups.) Details pertaining to the IQA focus groups, interview 

processes and protocols are described below.  
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IQA Focus Groups 

 The second phase of the IQA process included conducting four focus groups which 

were designed to elicit constituency group experiences with institutional transformation 

pertaining to student success and closing the gap. 

IQA studies usually begin with a focus group, which is a group of people who 
share some common experience, work or live within some common structure, 
or have a similar background…IQA focus groups are formed with groups of 
individuals who may certainly have varied opinions and experiences with the 
system under study but who more critically share a common perspective. 
(Northcutt & McCoy, 2004, p. 47) 

 IQA Focus Group Arrangements. The IQA focus groups were held on the CCBC 

Dundalk campus. Each of the IQA focus groups lasted approximately three hours. The 

researcher arranged for lunch and refreshments to be provided to the participants. Assistance in 

making these arrangements was provided by Diane Fletcher, Administrative Assistant to the 

Senior Director of Developmental Education/ Activity Director, Title III Grant, CCBC. No 

remuneration was provided. The focus groups were recorded and transcripts were made of each 

session. In addition, notes were taken by the researcher and by Debbie Ragan, Assistant to the 

Director of Admissions, CCBC, who also assisted with focus group logistics and documentation 

at each of three sessions. Transcripts were coded to safeguard the confidentiality of the 

participants’ responses. 

 Organization of the Focus Groups. To start each focus group, the researcher (who 

served as facilitator) introduced herself, provided a brief verbal description of the study, and 

described the nature of the research questions in support of the study. The researcher provided 

copies of the agenda and PowerPoint presentation to each focus group participant. (See 

Appendix Q, Example IQA Focus Group Agenda.) She requested that the participants make 

self-introductions. Next, the facilitator distributed and collected a Focus Group Participant 
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Profile (CCSSE, 2004) modified for use with students and/or administrators, deans, and faculty. 

(See Appendices G and H, for both versions of the profile distributed to focus group 

participants.) The researcher distributed a Student Persistence, Learning, and Attainment: A 

Community College Inventory (Inventory) (McClenney & McClenney, 2003) at the onset of the 

agenda to focus the participants around issues germane to the study. (See Appendix R, Student 

Persistence, Learning, and Attainment: A Community College Inventory; Synopsis of Focus 

Group Participant Ratings.) The Inventory, which was geared toward administrative issues, was 

not distributed to student focus group participants. The Inventory was also used to inform the 

initial questions for the focus groups that were conducted. To initiate discussions with the 

students, the facilitator followed similar steps (i.e., the researcher introduced herself, provided a 

description of the study, and asked participants to make self-introductions). She also requested 

that the students verbally reflect about their experiences at CCBC before requesting that they 

reflect privately during the “silent brainstorming session” described later in this section. The 

facilitator next described the IQA focus group process that is provided below.  

 A Tour through the Focus Group Process. By using the IQA focus group process, 

“participants themselves perform the first steps of analysis by organizing their discourse into 

categories of meaning called affinities and…articulating their own perceived relationships of 

influence among the affinities” (Northcutt & McCoy, 2004, p. 44). 

Affinities defined by the group are then used to develop a protocol for 
interviews, which are invaluable to further explore the meanings of the 
affinities and their systemic relationships. A comprehensive system diagram is 
developed from the interviews to explain the phenomenon.  (Northcutt & 
McCoy, 2004, p. 45)  

 Silent Brainstorming. “The first step for an IQA focus group is silent brainstorming” 

(Northcutt & McCoy, 2004, p. 47). As part of a silent brainstorming phase, focus group 
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participants were asked to quietly reflect about their experiences with institutional 

transformation pertaining to student success at CCBC, particularly for African American 

students.  

 Identification of Affinities. After several minutes of reflection and guided questions by 

the facilitator, the facilitator distributed approximately one dozen 4” x 6” index cards and magic 

markers to each participant who was asked to write down one thought per card using single 

words or phrases; no limit to the number of cards was imposed. This process was silent and 

private to remove possible influences by peers. Participants were given approximately 20 

minutes to write down phrases pertaining to their own perceptions. When there was a natural 

stopping point (when it appeared that the participants had had an opportunity to generate 

responses), the cards were collected and grouped together to maintain the confidentiality of the 

respondents. These cards were then taped to the walls in random order by the participants.  

 The facilitator then invited focus group participants to read the cards and asked for 

clarification of meaning from the group. As they were being read aloud, the facilitator informed 

the participants that the cards belonged to the group to provide meaning. As cards were read, the 

facilitator encouraged respondents to see if anything was missing. This represented a time for 

clarification and refinement of elements that characterized the student success/closing the gap 

experience to be added to the assortment of cards taped to the wall. 

 Affinity Grouping. Next, participants were asked to arrange the cards silently into 

columns representing groups with similar meaning, an inductive coding component of the 

process. This process took approximately 40 minutes as different participants reviewed the 

cards and re-arranged them until common groupings began to take shape. During this part of the 

focus group, some participants were actively involved in rearranging cards; other respondents 
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stood back and watched; and some quietly intervened and periodically moved cards to help 

refine groupings.  

 Affinity Naming and Revising. This process began to merge with the next step in the 

process: affinity naming and revising (axial coding). The facilitator began with the column that 

seemed to be the easiest to name and asked the group collectively to name each major grouping. 

An affinity name was agreed upon and placed at the top of a column for each common group 

until all columns had been named. This act prompted further refinement and consensus in the 

arrangement of cards into categories that best characterized the meaning of the affinity. 

Eventually, focus group participants assumed the responsibility to finalize this process. The 

purpose of this process was to arrive at a socially constructed, shared meaning of each card 

among members of the group.  “Once the cards had been arranged and affinities named, the 

affinity production exercise was complete” (McCoy, 1992, p. 73). 

 Identifying Relationships among Affinities. As part of each focus group, the perceived 

influences or relationships among each of the affinities were discussed and documented, using 

Affinity Relationship Tables (ARTs), pertaining to participants’ experiences with student success 

and closing the gap at CCBC. 

With the affinities clearly defined, the group [was] asked to analyze the nature 
of relationships between each of the affinities. They [were] given some rules: 
analyzing all possible pairs (only three possibilities exist; either A→B, or 
B→A, or no relationship). They [were] asked to record their responses in an 
Affinity Relationship Table (ART), which is a matrix containing all the 
perceived relationships in the system. (McCoy, 1992, p. 39; Northcutt & 
McCoy, p. 47)  

 This input led to the development of Systems Influence Diagrams (SIDs) which answer 

the how and why questions (McCoy, 1992) for the study from the collective perspective of 

interview respondents representing administrators, deans, and faculty. 
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All possible direct links between the affinities are investigated by developing 
hypotheses grounded in the data.  IQA provides…participants with a formal 
protocol to determine whether or not there is a direct influence between every 
possible pair of affinities in the system.  If so, the…group then determines the 
directionality of influence. The goal is to identify the underlying…structure of 
the group mindmap, which is summarized in a SID. (McCoy, 1992, pp. 39-42; 
Northcutt & McCoy, 2004, pp. 47-48)  

 Detail on the development of the SIDs, are discussed in the fourth phase of the IQA 

process, “IQA Reports,” covered later in this section. 

 

IQA Interviews 

 The third phase of the IQA method included conducting one-on-one IQA interviews 

with 25 respondents (the selection of interview respondents was previously described). “In-

depth or unstructured interviews are one of the main methods of data collection used in 

qualitative research” (Legard, Keegan, & Ward, 2003; in Ritchie, et al., 2003, p. 138). 

The IQA interview is a semistructured interview. It is designed to capitalize on 
the consistency afforded by highly structured interviews and the level of detail 
offered by open-ended or emergent interviews. The interview questions are 
designed and based on the affinities and subaffinities developed by the focus 
group members. An IQA interview protocol is designed to achieve specific 
objectives, each of which relates directly to the research questions of the study. 
In particular, IQA interviews serve to: 

• Add richness and depth description of the meaning of affinities that is 
not possible with a focus group alone 

• Allow for individual mindmaps, which can be used in a debriefing 
session as an interpretive aid to the investigator. (McCoy, 1992, p. 51) 

 Constructing an Interview Protocol. In a format similar to that of the focus groups, 

the interview protocol consisted of questions covering affinities and relationships between each 

pair of affinities (axial and theoretical components) that were derived from the input of the 

focus groups. The IQA Interview Protocol, which was used for the one-on-one IQA interviews, 

is located in Chapter Four. The construction of the protocol is described below. 
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The affinities produced by the focus group are used to create an interview 
protocol. The interview protocol is used to confirm affinities created by the 
focus group[s] and to elicit descriptions of relationships among the 
affinities.…Structuring the interviews with the same questions around affinities 
that are discussed in a prescribed order (although follow-up questions or probes 
in the first phase will naturally vary) allows the researcher to ensure that each 
affinity [and relationships among affinities are] explored thoroughly and 
consistently.  Following this carefully prepared protocol then frees the 
researcher to focus attention on eliciting and responding to each interviewee’s 
distinct responses.  This process enables the researcher to achieve several 
critical purposes with the IQA interviews:  

• To provide data representing the respondent’s personal mindmap 
• To help the researcher code the impact and influences of these 

affinities in order to create a systems influence diagram (SID) 
• To provide data representing the group’s [groups’] collective SID 

(mindmap) 

This careful, procedural preparation supports the interviewer’s art in engaging 
and eliciting each person’s experience. (McCoy, 1992, p. 51) 

 The two parts of the individual IQA interview, the Axial Interview (Part One) and the 

Theoretical Interview (Part Two), are described below. 

 Axial Interview (Part One). 

The affinity write-up [based on the focus groups] is the basis of the open-ended 
questions of the Axial Interview (Part One), of the interview. The interviewer 
need only address the affinity names themselves. The write-up provides the 
interviewer with a quick reference as to the agreed-upon meaning of the affinity 
defined by the focus group.  The interviewer seeks to address, “What does the 
affinity mean to you? Tell me about your experience with the affinity?” 
(McCoy, 1992, pp. 51-52) 

 Theoretical Interview (Part Two).  

The Affinity Relationship Table (ART) is the basis for the Theoretical Interview, 
(Part Two), of the interview. The table provides a quick reference of all of the 
possible relationships between affinities. Presented with a copy of the table, the 
respondents are asked if they believe there is a relationship between each 
affinity and to explain why they believe so. They are probed to provide their 
experiences with the relationship. (McCoy, 1992, p. 52) 

 Similar to the process used during the focus groups, an ART form was used during the 

individual IQA interviews. During each of the IQA interviews, arrows were drawn between 
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each pair of affinities on the ART form (e.g., an arrow was inserted pointing from 1 to 2, 2 to 1, 

or a “diamond” was inserted to represent no relationship). Comments by the respondents 

pertaining to each relationship were also noted.  

 Conducting the Interview: Procedures and Protocols. IQA interviews (Parts One 

and Two) proceeded in a format that corresponded to that of the focus group protocol. For each 

of the affinities, the interview respondents were asked three questions: 

• What is your experience with the affinity? 

• Describe how one affinity relates to the other affinity in the paired relationship. 

• Provide examples of how the relationship between the affinities affected your 

perception of institutional transformation to improve student success and close the 

gap between African American and White students at CCBC. 

 The researcher audiotaped the interviews which allowed for raw data to be preserved 

for review at a later date.  Notes were also taken to capture the data. Transcribing and coding 

took place following the interviews; recurring themes and sub-themes were identified. A 

number was assigned to each interview respondent which was used on all documentation to 

maintain the confidentiality of the respondents. Comments that could be attributed to individual 

interview respondents were purged from the final transcripts, again, to maintain confidentiality. 

In a manner similar to the focus group activities, the interview transcripts were coded both 

axially and theoretically. The responses were recorded in an individual ART form and 

documented in notes written by the researcher to capture each of the respondent’s perceptions of 

the affinities and relationships.  



 119 

 

 

 Individual Interview Axial Code Table. The respondents’ comments, transcribed 

verbatim for the Axial Interviews (Part One), were subsequently moved into an Individual 

Interview Axial Code Table (ACT).  

The Individual Interview Axeial Code Table (ACT) is the primary 
documentation for all utterances that illustrate the range of meaning of each 
affinity for each respondent.  The researcher identifies axial codes by noting 
key words or phrases that describe or illustrate an affinity.  This text is then 
documented for easy retrieval in a form known as the Individual Interview 
Axial Code Table (ACT). Quotes relating to a specific affinity can be cut and 
pasted into the ACT, along with the line(s) of the transcript that were the source 
of the axial quote.  There will usually be multiple axial quotes for any given 
affinity; each quote represented by another row in the ACT.  Northcutt & 
McCoy, 2004, p. 49) 

 

Table Five, Sample from an Individual Interview Axial Code Table (ACT).  

Sample from an Individual Interview  
Axial Code Table (ACT) 

Affinity 
Transcript 

Line 
Axial Quotation 

Researcher 
Notes 

1.    
2.    
3.    

  
 Individual Interview Theoretical Code Table. Similarly, the Theoretical Interviews 

(Part Two) were scoured and purged of comments that could be attributed to any single 

respondent, and copied, verbatim, from each transcript into an Individual Interview Theoretical 

Code Table (TCT). 

The TCT is the primary documentation for all utterances that illustrate the 
manner in which the affinities are related for each respondent. The researcher 
also identifies, through a formal line of questioning in the second phase of the 
IQA interview:  theoretical codes, which illustrate a relationship between two 
or more affinities. The relationship reported by the respondent (using the same 
rules as the focus group) is recorded by placing the appropriate arrow in the 
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Individual Interview Theoretical Code Affinity Relationship Table, which 
documents both the direction of the relationship and the example or line of 
reasoning given by the respondent.  Additionally, the interview transcript is 
examined for statements that illustrate a link between affinities. Additional 
relational quotations (offered without prompting) may be found in the axial 
interview and should be placed in the table. The transcript line should be 
recorded in the table. (McCoy, 1992, p. 53; Northcutt & McCoy, 2004, p. 49) 

Table Six, Sample from an Individual Interview Theoretical Code Table (TCT). 

Sample from an Individual Interview  
Theoretical Code Table (TCT) 

Affinity Pair 
Relationship 

Line 
Number 

Theoretical Quotation 
Researcher 

Notes 

1     ←       2    
1     ←       3    
1     ←       4    

 

IQA Reports  

 The fourth phase of the IQA process included developing IQA reports. (See Figure 

Five, Overview of Interactive Qualitative Analysis Working Document Flow, to guide the 

reader through the various IQA reports.)   

 Combined Interview ACT and TCT. After all of the interviews had been coded in 

individual ACT and TCT tables, the data were transferred into Combined Interview ACT and 

TCT tables. “By combining all interviews into one [ACT and TCT] table, the researcher creates 

a database for the entire set of respondents containing all axial [and theoretical] codes for all 

affinities [and relationships between each pair of affinities], with each code containing a link or 

a reference to the transcript and line numbers that produced the code” (McCoy, 1992, p. 54). 

For this study, the researcher sorted and coded the ACT and TCT tables by administrators, 

deans, and faculty so that later, quotes could be attributed to any one of these constituencies. 
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 Combined Interview Theoretical Code Frequency Table. IQA-combined-interview 

analysis continued with the movement of the combined theoretical data to a form, the Combined 

Interview Theoretical Code Frequency Table (sorted by administrators, deans, and faculty),  

that prepared the researcher to count each code and prepare SIDs that represented a composite 

of the respondents’ experiences with the phenomenon being studied.  

A model approach is used to prepare an Interrelationship Diagram (IRD) for 
the combined… group.  The Combined Interview Theoretical Code Frequency 
Table is analogous to an Affinity Relationship Table (ART) used for focus 
groups.  Much like the vote that occurs when the focus group is asked to 
identify relationships, the frequency of relationships determines the direction. 
To use the chart, each Individual Interview Theoretical Code Table is examined 
and the frequency of each relationship is tallied in a table, such as the one 
below. (McCoy, 1992, pp. 54-55) 

   

Table Seven, Sample Combined Interview Theoretical Code Frequency Table. 

Sample Combined Interview 
Theoretical Code Frequency Table 

Affinity Pair 
Relationship 

Frequency 
Affinity Pair 
Relationship 

Frequency 

1  →  2 3 1  →  5 1 
1  ←  2 0 1  ←  5 1 
1  →  3 1 1  →  6 2 
1  ←  3 0 

 

1  ←  6 1 
 

 Interrelationship Diagram. The data from the Combined Interview TCT was 

subsequently transferred to an Interrelationship Diagram (IRD) that was sorted in descending 

order of delta. The IRD contained the information required to produce group “mindmap,” 

referred to as a System Influence Diagram (SID) (e.g., a composite SID for administrators, deans 

and faculty). An example of an IRD is provided below.   
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Table Eight, Sample Tabular Interrelationship Diagram (IRD) Sorted in Descending 

Order of Delta. 

 
Count the number of up arrows (↑) or Outs  
Count the number of left arrows (←) or Ins 

Subtract the number of Ins from the Outs to determine the (Δ) Deltas 
Δ = Out – In 

Sample Tabular IRD – Sorted in Descending Order of Delta (Δ) 

 1 2 3 4 5 6 7 8 9 10 OUT IN Δ 
1              
2              
3              
4              
5              
6              
7              
8              
9              
10              
 

 Using a set of rules for rationalization on a summary of the theoretical codes (developed 

in the IRDs), tentative SID assignments were developed for the group. Theoretical coding refers 

to determining the perceived cause and effect relationships (influences) among all the affinities 

in a system. (Northcutt & McCoy, 2004).  An example is provided below.  
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Table Nine, Sample Tentative System Influence Diagram (SID) Assignments.  

Sample Tentative SID Assignments

1  
2  
3  
4  
5  
6  
7  
8  
9  
10  

Primary Driver 
Secondary Driver 
Circulator / Pivot 

Secondary Outcome 
Primary Outcome  

 

In developing the SID, all of the affinities are arranged according to the 
Tentative SID Assignment chart, and is efficiently created with flow chart 
or…“mind mapping” software program, such as Inspiration…[T]he affinities 
[are placed] on the screen in rough order of topological zones: Primary Drivers 
to the left of the screen, and the Primary Outcomes to the right. Secondary 
Drivers and Secondary Outcomes should then be placed between the primaries. 
Each affinity number or name is placed in a shape (an oval, circle or square). 
With arrows, draw connections between each affinity in the direction of the 
relationship as represented in the IRD. (McCoy, 1992, p. 44)  

 Composite System Influence Diagram (SID). The purpose of IQA is to draw a visual 

picture of the systems (the SIDs) that represent the mindmap of a group or individual with 

respect to a phenomenon represented by the issue statement.  

A comprehensive system diagram is developed from the interviews to explain 
the phenomenon. The final report allows the researcher to describe the affinities 
and their relationships, to make comparisons among systems and individuals 
[or groups], and to make inferences (predictions) based on the properties of the 
system(s). (Northcutt & McCoy, 2004, p. 45) 
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 As previously mentioned, a composite SID was developed that represents the 

experiences of administrators, deans, and faculty. 

Once all interviews have been coded, the data from the interviews are 
summarized to create a combined SID that represents a composite of [each] 
individual’s experience with the phenomenon. A count of each theoretical code 
is entered into the Combined Interview Theoretical Code Frequency Table. 
Because individual respondents may have defined relationships differently, and 
may in fact disagree about the direction of a relationship, IQA provides a 
protocol (the Pareto Protocol with MinMax Criterion) to constructing a 
composite SID from individual interview SIDs. Northcutt & McCoy, 2004, p. 
49) 

 Theoretical Coding – Pareto Protocol. Nearing the end of the combined interview 

analysis, any affinity pair relationships were examined for conflict and were addressed by 

analyzing the data that were entered into a Pareto Protocol, which is described below. 

Put in systems terms, the Pareto Principle states that something like 20% of the 
variables in a system will account for 80% of the total variation in outcomes 
(such as productivity or profit).   

The essential utility of the Pareto Principle is this:  a minority of the 
relationships in any system will account for a majority of the variation within 
the system. Depending upon the variation of theoretical coding used, it is quite 
likely that there will be some disagreement among either individuals or 
subgroups about the nature of a given relationship.  IQA uses the Pareto rule of 
thumb operationally to achieve consensus and analytically to create a statistical 
group composite. The Pareto Cumulative Frequency Chart provides an 
efficient and, to group members who find themselves in an initial stage of 
disagreement, satisfying method for achieving consensus.  (McCoy, 1992, pp. 
55-56) 

 Relationship frequencies from the combined TCT are entered into a Pareto Cumulative 

Frequency Chart and arranged in descending order of frequency to “calculate cumulative 

frequencies and percentages in terms of both the total number of relationships, as well as the 

total number of votes” (McCoy, 1992, p. 57.) In general, the “80-percent-cutoff rule” is applied 

to determine which relationships should be included in the group IRD. A higher percentage was 



 125 

 

 

used for both SIDs in this study to further maximize the variation reflected in the relationships 

represented in the SIDs.  

The decision [for the cutoff point] involves optimizing a tradeoff between two criteria:  
the composite should account for maximum variation in the system (cumulative percent 
based upon frequency) while minimizing the number of relationships in the interest of 
parsimony (cumulative percent based upon relations)…Power reaches a maximum at [a 
point on the Pareto chart] which accounts for [approximately 80 percent] of the 
variation in this system; therefore, [those relationships represented within the 80 percent 
cutoff point] would be a defensible choice for inclusion in the Group IRD since it is an 
optimal number in the sense of the MinMax criterion. (McCoy, 1992, pp. 56-59)  
 

 In some situations, respondents indicated an equal number of relationships pointing in 

both directions (e.g., 1 to 2; 2 to 1).  IQA provided a protocol for addressing this occurrence 

when it arose. 

[T]he most plausible explanation is that the group has identified a direct 
relationship between two affinities, when, it is, in fact indirect…When there are 
compelling hypothesis pointing in both directions, IQA systems theory 
suggests… this ambiguity is probably produced by either some common 
affinity in the subsystem involving at least three affinities, or by the linking of 
the two affinities in question in a feedback loop involving, again at least three 
affinities…Ambiguous relationships are “put into “suspense” until a SID is 
created based upon the unambiguous relationships…If examination of the SID 
reveals that the ambiguous relationships are part of a subsystem that is one of 
the two mischievous kinds described above, then the SID accounts for the 
ambiguity and nothing else need be done. (McCoy, 1992, pp. 60-61)  

 The SIDs developed for this study are located in Chapter Four. Drs. Norvell Northcutt 

and Danny McCoy were instrumental in reviewing the SIDs for accuracy in reflecting the data 

collected for the study.  

 

Addition of Open-Ended Question to Interview Protocols 

 As previously mentioned, when Chancellor McPhail announced his resignation, the 

researcher added two open-ended questions to the interview protocols: 
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1. Tell me what lessons learned you would recommend for leadership pertaining to 

institutional transformation. 

2. Tell me what lessons learned you would recommend for leadership pertaining to the 

sustainability of LearningFirst 2.0, student success and the Closing the Gap Initiative? 

 These questions were asked to generate suggestions for lessons learned on these topics 

during the leadership transition at CCBC.  

 

Credibility, Trustworthiness, and Methodological  

Limitations of the Study 

Credibility and Reflexivity 

 Each of the steps described in the methodology outlined above contributed to the 

credibility of the study. CCBC senior leaders who were interviewed contributed to primary data 

pertaining to the context, history, and culture of the college as well as to information on CCBC 

fostering collective institutional vision, values, practices, and strategies to improve student 

success and close achievement and attainment gaps for African American students. The review 

of secondary quantitative data provided insights on academic and student interventions and 

analyzed student performance. IQA focus group participants determined the affinities that were 

subsequently incorporated into the IQA interview protocol. In turn, the IQA Interview Protocol 

included open-ended questions designed to contribute to a qualitative research study that was 

grounded in respondent contributions and was emergent in design. These processes contributed 

to additional breadth and depth of perceptions to the study. The purpose of IQA is (1) to 

represent the structure of a phenomenon grounded in the reality of a constituency [The 

Correspondence Theory of Truth (CTT)]; (2) to be internally consistent [The Coherence Theory 
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of Truth (CoTT)]; and (3) to be used to make useful descriptions and to draw out implications to 

solve problems or at least to generate interesting questions [The Constructivist Theory of Truth 

(CsTT)] (drawn from Northcutt & McCoy, 2004, p. 341).  

 IQA was also adopted for this study because it lends well to the notion of the bricoleur, 

or “builder from scratch.” This metaphor supports the development of a systems view woven 

together by the researcher based upon a platform of participant voices that reflected their 

perceptions, represented in this study. Lévi-Strauss (1966) provided a description of the 

bricoleur as, “…a person who makes something new out of a range of materials that had 

previously been made up something different…from the collection of bits and pieces that were 

once standard parts of a certain whole…and now are reconceived as parts of a new whole” (in 

Crotty, 1998, p. 50).  It is recognized that the researcher is not separate from the study, but 

immersed in the telling of it with other participants. “The practical application is that 

researchers must of necessity approach their work from some view point that is part of their 

being [i.e., reflexivity]” (Northcutt & McCoy, 2004, p. 8). For this study, the analysis by the 

researcher wove together the “quilt” of CCBC constituents’ perceptions.  

 

Confirmability 

 The researcher practices careful documentation procedures adapted from IQA methods. 

The IQA coding processes reinforced the confirmability of the study. As previously mentioned, 

the researcher sorted and coded interviews in ACT and TCT tables by administrators, deans, and 

faculty so that later, quotes could be attributed to any of the interview respondents and focus 

group participants. All interviews were transcribed verbatim and line-numbered to facilitate 

referencing documents and confirming content. The researcher maintained data analysis notes. 
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She discussed findings and perspectives with Dr. John Roueche, dissertation chairman, and with 

Dr. Byron McClenney, who served to advise the researcher on perspectives pertaining to 

closing the gap. She also discussed findings and perspectives with peers and study respondents. 

The researcher discussed the study’s research methods with her methodology advisor, Dr. 

Norvell Northcutt. The System Influence Diagrams (SIDs) developed for the study were 

reviewed by Dr. Northcutt and Dr. Danny McCoy, co-authors of the book, Interactive 

Qualitative Analysis (Northcutt & McCoy, 2009).   

 

Trustworthiness 

The trustworthiness of a qualitative research project is judged by two 
interrelated sets of standards. First, does the study conform to standards for 
acceptable and competent practice? Second, does it meet the standards for 
ethical conduct with sensitivity to the politics of the topic and setting? These 
are interrelated because it is our stance that a study can meet accepted standards 
for practice but, if not ethically conducted, fall short in integrity.  Put simply, an 
unethical study is not a trustworthy study.… In judging the truth value of a 
project, readers depend on how adequately multiple understandings (including 
the researcher’s) are presented and whether they “ring true.” (Rossman & 
Rallis, 2002, pp. 66-67)  

 The researcher applied the processes described above to ground the affinities, 

relationships, and systems in focus group participants’ and interview respondents’ perceptions. 

The researcher sought to uphold the tone and meaning conveyed in these constituents’ voices.  

In addition, a research flow, with supporting documentation, was followed to contribute to the 

trustworthiness (and confirmability) of the study. 

Note that for each element in the research flow, which represents a particular 
protocol…there is a supporting document or a set of documents that serves two 
purposes:  First, an audit trail of both data gathering or generation and analysis 
is created, that is, open to public inspection; and second, information and 
analytical results from each step feed to the next. (McCoy, 1992, p. 66) 
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Methodological Limitations of the Study 

 Research performed for this study pertained to a case study of The Community College 

of Baltimore County (CCBC) and the embedded case study, CCBC’s Closing the Gap Initiative. 

Inferences can be made by reflecting on the analyses, findings, and recommendations from this 

study for possible use in other settings; however, no claims for transferability are made. The 

study would be further enhanced by including additional interviews of administrators, deans, 

and faculty. Due to time restrictions of the researcher and students, individual one-on-one 

interviews that would add additional depth and breadth to subsequent studies were not held with 

students. The researcher traveled between Texas and Maryland to collect data for the study and 

established relationships with college constituents during the course of the research study. It is 

also not clear what additional insights might have been gleaned by having been located at the 

college. The study was grounded in interview respondents’ and focus group participants’ 

perceptions; their biases, experiences, and opinions are reflected in their interviews.  Similarly, 

the researcher’s “experiences, abilities, and biases inevitably color all phases of data collection 

and analysis” (Miles, 1997, p. 117).  

 

Chapter Summary 

 This study incorporated a variety of methods to glean knowledge and insights 

pertaining to processes and practices, as well as values and motivations, for cultivating 

institutional transformation to improve student success and close the achievement and 

attainment gaps between African American and White students at The Community College of 

Baltimore County (CCBC). A mixed methodology was used for the study. The researcher 
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examined the college’s artifacts (vision, mission, value statements); collected data on its 

interventions, assessment and data collection processes; obtained information on councils, 

committees, and professional development offerings; analyzed the strategic plan, reports 

generated by the college, and other archival documentation; analyzed student outcomes data; 

conducted four focus groups; held 39 one-on-one interviews with administrators, deans, faculty, 

cabinet members, other senior leaders, and board of trustee chairs; examined contextual and 

cultural factors; and made observations during the course of the study. Interactive qualitative 

analysis (IQA) served as the primary method for data gathering and analysis. IQA methods 

provided protocols for gathering and coding multiple constituent perspectives; it provided rigor 

and structure to the analysis and interpretation of the study. The researcher explored the 

interplay of principles, values, and practices of CCBC’s learning-centered vision, its Closing the 

Gap Initiative, the learning college, and Achieving the Dream: Community Colleges Count. 
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CHAPTER FOUR 

FINDINGS FROM THE STUDY  

To be successful, the nation must face three great challenges – remaining competitive in a 
global economy, reversing the growth of a permanent and disenfranchised underclass, and 
developing a workforce possessing twenty-first century skills. (McCabe & Day, 1998, p. 5) 
  

Synopsis of the Problem and Purpose of the Study 

  Achievement and attainment are illusive goals for many community college students. 

Particularly disheartening are the performance gaps that persist for many low-income students 

and students of color. Lack of preparedness for higher education, limited English proficiency, 

personal and job demands, transportation, day care, and tuition costs represent unrelenting 

stresses and potential barriers to the attainment of degrees and certificates. One can readily 

attribute a lack of student success to the daunting personal challenges that many students must 

tackle. However, dreams, college progression, and career aspirations can easily be thwarted 

when students are deterred by institutional barriers such as ineffective policies, seemingly 

endless developmental education classes before progressing to credit courses, a lack of cultural 

understanding or appreciation, deficient support systems, and, often, unfamiliar college settings.  

 In regard to its Closing the Gap Initiative, The Community College of Baltimore 

County (CCBC) has focused its resources primarily on its African American students, the 

population identified through gaps analyses by the college. This study provides a system’s 

perspective to explore institutional transformation to close the achievement and attainment gap 

between African American and White students within the context of increasing the success for 

all students at CCBC. The study was designed to gain an understanding of why CCBC and its 

various stakeholders have adopted these goals; and what may be happening, systemically, that is 
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contributing to performance gaps persisting. “We take the students as they arrive at our college 

and determine what we as an institution can do to improve their achievement” (A. Villadsen, 

personal communication, July 2005).  

 

Context, Organizational Structure and Cultures of  

The Community College of Baltimore County 

 CCBC, located in Baltimore, Maryland, was identified as the site for the case study to 

be performed for this research. Through interviews with CCBC constituents, observations, and 

document analysis, the researcher gained perspectives pertaining to the institution’s context. 

These perspectives are offered to provide a backdrop for the case study and embedded case 

study that were performed. 

 

Senior Leader Interviews 

 The researcher visited CCBC during January 2005 to acclimate herself with the college, 

and to informally meet with members of the Chancellor’s Cabinet and other senior leaders of 

the institution prior to initiating data collection. From spring through fall 2005, the researcher 

conducted one-on-one interviews with 14 senior CCBC leaders. Eight males and six females 

were interviewed using a CCBC Senior Leader Interview Protocol, with representation by two 

African American and 12 White respondents. (See Appendix M, Example CCBC Senior Leader 

Interview Protocol.) Transcripts of these 14 senior leader interviews comprised 314 pages of 

text. 

 During this process, the CCBC constituents who were interviewed included: 

• The Immediate Past and the Interim Chancellors 
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• The Immediate Past Chairman and the Chairman of the CCBC Board of 

Trustees 

• Seven members of the Chancellor’s Cabinet 

• The Assistant to the Vice Chancellor for Learning and Student Development  

• The Senior Director for Developmental Education 

• The Director of Planning, Research, and Evaluation  

 These interviews provided perspectives on the context of CCBC; mandates required by 

the CCBC Board of Trustees when Irving Pressley McPhail. Ed.D., assumed the position of 

CCBC Chancellor in 1998 (McPhail, 2005); examples of strategies developed to address the 

mandates; and insights on CCBC’s culture, leadership, followership, and history. In addition, 

four focus groups and 25 additional interviews were conducted to increase the depth and 

breadth of perspective, and to increase the rigor of the study. (See Appendix S, List of CCBC 

Interview Respondents and Focus Group Participants.) Additional perspectives by, and data on, 

interview respondents and focus group participants are provided later in the chapter. 

Observations, document analysis, and combined quotes from interviews have been incorporated 

into this section to illuminate findings. 

 

Context and Mandates for Change 

 Context. A description and observations pertaining to the college follows. 

The Community College of Baltimore County (CCBC) is ranked the number 
one provider of undergraduate education, workforce development, technology 
training, and lifelong learning/life enrichment in the Baltimore Metropolitan 
area. Rooted in the community since 1957, CCBC offers a unique approach to 
learning that empowers people to transform their lives. Nationally recognized 
as a leader in innovative learning strategies, CCBC educates more than 70,000 
people each year, including more than half of all Baltimore County residents 
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attending undergraduate college. CCBC’s Division of Continuing Education 
and Economic Development is the preferred training partner for Maryland 
businesses, serving more than 100 companies annually with customized 
employee development training…CCBC offers more than 50 different 
associate’s degrees and more than 100 different certificate programs – more 
than other colleges in the Maryland region. (CCBC, 2005a)  

 CCBC has three main campuses in the metropolitan area of Baltimore, Maryland: 

Catonsville, Dundalk, and Essex. CCBC’s Catonsville campus was founded on the land of the 

historic Hilton mansion. The mansion serves as the administration building nestled at the top of 

a hill. Campus facilities include renovated stone buildings (e.g., the Barn Theater) situated 

among newer facilities that provide a picturesque college setting. “CCBC’s Essex campus is 

approximately a 30-minute eastbound drive on the Beltway from Catonsville” (Booth, 2004). Its 

brick buildings provide a collegial atmosphere as one drives through a quiet community to reach 

the campus which is located adjacent to Franklin Square Hospital, a partner of CCBC’s. 

“Continuing eastward around the Beltway, CCBC Dundalk offers an incredibly popular 

horticultural program. Eleven [beautiful] student-designed and -installed instructional gardens 

located throughout the campus serve as living classrooms” (Booth, 2004). The Dundalk campus 

is located in proximity to the former home of Bethlehem Steel and a recently closed General 

Motors facility and has been impacted by the closings of both company locations.  

 Originally, these three campuses had been three independent colleges. “In 1998, the trio 

became the Community College of Baltimore County (CCBC) when state legislators united 

them under one administration and one name” (Booth, 2004). 

Each college had its own president who reported directly to a board of trustees 
that, interestingly, governed all three institutions. The late 1980s and early 
1990s presented many education institutions with new challenges, primarily in 
the form of external imperatives for change. In Baltimore County, these 
challenges included an economic downturn, competition for students, changing 
demographics, technological needs, and public distress. There also were 
internal pressures for change. Specifically, the colleges’ board of trustees and 
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the county government pressed for needed efficiencies, funding was drastically 
reduced, pressure for accountability increased, and enrollments declined 
dramatically. (McPhail et al., 2001, p. 17) 

 CCBC’s incoming student body reflects the changing demographics of the area. “In 

Maryland, research shows that the average African American student exiting grade 12 has an 

eighth grade competency level (National Assessment in Education Progress Report)” (in CCBC, 

2006a). African American learners “represent 30 percent of CCBC’s credit population, or over 

5,800 students” (CCBC, 2005c, p. 1).   

During the next decade Baltimore County’s population is not projected to grow 
appreciably and the county population will continue to age. In order to respond 
to these demographic changes, CCBC has targeted three key demographic 
trends: increasing the participation rate of minority populations, increasing the 
college’s participation rate at each high school, and attracting adult students 
with busy schedules. (CCBC, 2004a, p. 2)  

 Mandates for Change. Set within the context of a changing business climate, the 

changing demographics and needs of CCBC’s student body, and a legislative requirement to 

consolidate three autonomous institutions into one college system Dr. McPhail was hired as the 

CCBC Chancellor. The following three mandates were established by the CCBC Board of 

Trustees:  

1. “Consolidate the three-college system to create a single college; 

2. Get CCBC, the new single college, accredited by the Middle States Association; 

3. Academically, be in the top ten” (F. X. Kelly, personal communication, September 13, 

2005). 

Organizational Structure and Cultures: Three to One  

 When the researcher sought to do the study at CCBC, the richness and complexity of 

the context, structures, and cultures of the three campuses was unexpected, as was the residual 

controversy of merging the three formerly independent colleges. CCBC is best described using 
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the words of its constituents to depict the campus cultures as CCBC progresses in developing an 

overarching organizational structure and culture. The three campuses have retained many of 

their original cultural characteristics. CCBC campus representatives are learning to collaborate 

and coordinate efforts to develop system-wide goals and objectives in support of CCBC’s 

vision. 

Because of our history of having been three separate colleges, then becoming a 
consortium of colleges, and then becoming a single multi-campus institution, 
there were historically, and still are, local campus cultures. When Dr. McPhail 
came to work at CCBC the charge was to develop a systemwide structure that 
brought us all on board. There was a lot of disagreement, sometimes 
unexpressed, about the whole issue of one college with multiple campuses. It 
takes a lot of head banging to get to that level. The three campuses had had one 
board but had been going in very different directions. There is kind of a history 
and an institutional memory of the ways things are conceived and done at Essex 
traditionally, and another one for the same things at Catonsville, and another 
one at Dundalk. There is still at least a vestigial piece of inter-campus rivalry 
that goes back to the days when the three separate colleges were literally in 
competition with each other, for resources from a common board of trustees. 
That is certainly fading and is nothing like what it was years ago, but it still 
exists. There has been kind of superimposed on those three separate cultures a 
new era of both commitment to becoming a learning college and commitment 
for becoming a single, multi-campus college.  

The administration, the leadership, the atmosphere, and the climate on each 
campus have characteristics that are unique that most people would identify in 
the same way. Initially, the goal was to have the campuses respect their own 
cultures, and then have areas of representation where they could come together. 
Each campus still has another set of values and a certain culture, in addition to 
the institutional values. The leadership on each campus reflects the mindset of 
the campus.  

Dundalk was the blue-collar, industrial-based community college. It existed for 
the steel workers and rejected almost all of the stuff that is associated with 
universities. College is nowhere near the first thought of what you do after high 
school, and for many, this is the first person in the family to go to college. It 
was “bad stuff” that nobody wanted. We are the working class “dogs” here, 
what are we going to do about it, what is the next step?  

The Essex campus thought of itself as the Harvard of community colleges. It 
had aspirations to become a four-year college, hired faculty by the same criteria 
a research university would hire faculty, over many years, which put an 



 137 

 

 

indelible stamp on the local culture. Essex has a little more affluent core of 
students; they pull from some of the stronger high schools, where the 
community college is considered the next step for many students, if not transfer 
to four-year.  

Catonsville kind of falls in between them. Catonsville has a much stronger 
African American student population compared to Essex, and Essex has a little 
bit of a higher middle-class type of student exposure. One key feature of the 
Catonsville campus which often gets mentioned is they had this long history of 
calling everybody a faculty member.  

The students’ needs are probably the same in most cases. However, the students 
are different in some ways on each campus; they reflect the nature of the 
community from which we pull them. The staff and faculty often reflect what is 
going on in their community. What works for one campus may or may not 
work on the other campuses. How you accomplish something depends on 
organizational structures and personal characteristics of people in particular 
places or positions. The organizational culture, particularly the kind of 
psychological distance between people, sometimes got in the way of difficult 
decisions and difficult implementations.  

Academic Excellence. To fulfill the mandates of being accredited by the Middle States 

Association and achieving academic excellence, a learning-centered vision was adopted that 

reinforced the foundational work of the three campuses. “When Irving Pressley McPhail, Ed.D., 

was named chancellor of The Community College of Baltimore County (CCBC) on February 1, 

1998, he brought to this formidable challenge a sincere commitment to maximizing student 

learning and a proven track record in institutional renewal” (CCBC, n.d.). The learning-centered 

principles espoused in LearningFirst 1.0, and later in LearningFirst 2.0, became “an impetus for 

change” (McPhail, personal communication, March 2005) that served as a vision-focused 

rallying point for the three campuses. “A learning paradigm served as a frame for the focus of 

planning what was going to be a new institution” (McPhail, personal communication, March 

2005) and for institutional change to achieve academic excellence and improve student success. 

CCBC’s Closing the Gap (CTG) Initiative served to address the institution’s commitment to 
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diversity and as a focus to narrow or eliminate the performance gaps between African American 

and White students at CCBC. 

 

Findings Pertaining to the Case Study 

and to the Embedded Case Study 

 In this section, findings are provided pertaining to the case study, CCBC, and the 

embedded case study, CCBC’s CTG Initiative. Findings pertaining to principles that informed 

the study are documented including the convergence of: CCBC’s strategic plan, “LearningFirst 

2.0” with the “learning college” (O’Banion, 1997); CCBC’s LearningFirst 2.0 with the 

institutional transformation principles of Achieving the Dream: Community Colleges Count; the 

CTG Initiative and LearningFirst 2.0; and the values and principles of the CTG Initiative and 

those of Achieving the Dream. Also provided are example intervention strategies to close 

achievement and attainment gaps, and findings pertaining to CCBC’s student outcomes data. 

 

Findings Pertaining to the Case Study: CCBC 

 CCBC has undertaken institutional transformation and has a documented commitment 

to being a learning-centered institution that promotes the success of all students.   

Our Vision 
The Community College of Baltimore County (CCBC) is a premier, learning-centered 
institution.  

Our Mission 
CCBC is a learning-centered public college that anticipates and responds to the 
educational, training and employment needs of the community by offering a 
broad array of high quality general education, transfer and career programs; 
student support services; and economic and community development activities. 
The College serves its diverse community as a center for lifelong learning to 
improve the quality of life in Baltimore County and the region in a time of 
rapid societal and technological change. CCBC commits to the optimal use of 
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available resources in a responsive and responsible manner. Finally, the College 
commits to demonstrated and improved learning outcomes for all of its 
students. (The Community College of Baltimore County, Maryland [CCBC], 
2003a, p. 1) 

 CCBC is noted for being an exemplar as a learning-centered institution. Examples of 

awards received for transforming the institution to serve its vision follow:  

Our collective dedication to these principles has served us well: excellence in 
planning, finance and governance earned CCBC the prestigious Bellwether 
Award; we became one of just 12 Vanguard Learning Colleges in the United 
States and Canada; and CCBC earned the Middle States Association’s 
unqualified accreditation and accolades for our learning-centered practices. 
(CCBC, 2003a, p. 3).  

 Principles of LearningFirst 2.0 and the Learning College. To better understand 

CCBC’s vision and mission, the researcher explored the congruence of LearningFirst 2.0 

principles within the context of the principles of the ‘learning college’ (O’Banion, 1997) (See 

Appendix B, Core Principles of the Learning College, and Chapter Two.) Learning-centered 

values are espoused as primary beliefs in CCBC’s strategic plan, LearningFirst 2.0. Excerpts 

from the strategic plan follow:  

We Believe 

CCBC acquires its direction through a firm commitment to its learning-centered 
vision and mission. The College’s strategic, long-range and operational plans, 
as well as its budget, focus the entire organization on its preeminence as a 
learning-centered institution. The College assures its vision and mission 
through the successful completion of its plans, and through a persistently 
positive attitude on the part of faculty, administration, staff and students.  

As a learning-centered community college, CCBC: 

• Makes learning its central focus. 
• Makes students active partners in the learning process. 
• Assumes final responsibility for producing student learning. 
• Focuses on learning outcomes to assess student learning and success. 
• Creates a holistic environment that supports student learning. 
• Ensures that every member of the college community is a learner. 
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• Evaluates all areas of the College by the ways they support student 
learning. 

• Assesses student learning at the institutional, program and course 
levels. 

• Focuses on two questions to guide all institutional decisions: 
• How does this action improve and expand student learning? 
• How do we know this action improves and expands student 

learning?  (CCBC, 2004a, p. 2) 

 LearningFirst 2.0 and Achieving the Dream: Community Colleges Count. 

LearningFirst 2.0 principles were also compared with those pertaining to key principles of 

institutional transformation from Achieving the Dream: Community Colleges Count (Achieving 

the Dream) that has stated values which parallel those of CCBC. “The initiative is a national 

effort to increase the success of community college students, particularly those in groups that 

have been underserved in higher education” (Achieving the Dream, 2004b, p. 2). Excerpts from 

LearningFirst 2.0, that complement the institutional transformation principles ascribed to by 

Achieving the Dream, follow.  

CCBC is a learning college that explores new learning college architectures and 
that values continuous organizational improvement and the free exchange of 
ideas.  

As a community of learners, the College values participation in institutional 
planning, development and renewal. The college engages in continuous quality 
improvement; overcomes academic and higher education barriers to successful 
student learning; carefully assesses and improves its systems, structures and 
processes; and works to utilize resources wisely and responsibly. 

CCBC will:  

• Support college-wide programs to promote continuous improvement 
through organizational learning. 

• Maintain a comprehensive institutional effectiveness system and 
culture of evidence that promotes continuous improvement. 

• Maintain ongoing professional development that promotes a learning-
centered environment and an organizational culture that values 
continuous improvement. 
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• Provide clearly defined college-wide governance and committee 
structures to ensure college-wide review of important issues, 
participation in the examination of alternatives, and the effective 
communication of decisions (Middle States recommendation). 

• Explore and develop new architectures to promote the development of 
the learning college and to overcome barriers to successful student 
learning. (CCBC, 2003b, p. 7) 

 Additional examples illuminate insights pertaining to the convergence of these 

principles on what the college is doing (e.g., various policies, practices, and interventions) and 

why the college has undertaken institutional transformation to improve student success and 

close achievement gaps, which can also be gleaned from combined IQA interviews located later 

in this chapter.  

 

Findings Pertaining to the Embedded Case Study: Closing the Gap Initiative 

 The college’s Closing the Gap (CTG) Initiative provided a focus for the examination of 

factors contributing to CCBC’s institutional transformation to improve student outcomes and its 

commitment to reduce or eliminate the achievement and attainment gap between African 

American and White students at CCBC. “To close the gap, we must not seek to fix our African 

American learners so they ‘fit in’ to CCBC; rather, we must fix ourselves, so that we are better 

able to ensure the success of all learners” (McPhail, 2004). Recognition of the need for, and 

commitment by, the institution to close the performance gap between African American and 

White learners follow.  

The Closing the Gap Initiative is CCBC’s response to the growing 
achievement gap. Significant numbers of African American students are not 
achieving at levels equal to those of their counterparts in grades kindergarten-
12, and that gap in academic performance continues as they enter college. 
CCBC recognizes that this gap can only continue to widen until someone steps 
forward to address the issue and to find solutions.…In the first several years of 
CCBC's ten year Closing the Gap Initiative, CCBC has reduced or eliminated 
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the performance gap between African American and White learners in basic 
skills courses while increasing the pass rate for all learners. (CCBC, 2006b) 

…CCBC's vision is to produce improved and expanded learning outcomes that 
reflect no difference in achievement between African American and White 
learners. (CCBC, 2006c) 

 Closing the Gap (CTG) Initiative and LearningFirst 2.0. The researcher sought 

clarification pertaining to the interface of CTG Initiative with the learning-centered principles of 

the college’s strategic plan, LearningFirst 2.0. CCBC’s commitment to diversity, documented in 

its strategic plan, provides a platform for the CTG Initiative. 

CCBC celebrates and values the diversity of its students, faculty and staff, 
and produces high levels of learning for all of its diverse learners.  

In the Vanguard Learning College, excellence and equity are not mutually 
independent goals but complementary expectations. Embracing diversity is the 
manifestation of moral, ethical and legal imperatives to ensure that all persons 
realize their full potential, and of the institutional commitment to ensure that 
each member of the college community respects the differences in humankind 
so as to function more effectively in a multicultural world.…Finally, the 
college will close the achievement gap between African American learners and 
their white counterparts during the next 10 years.  

CCBC will: 

• Enroll and retain a student population that reflects the diversity of 
Baltimore County.  

• Employ and retain faculty, administration and staff who reflect the 
diversity of the region and relevant labor pools. 

• Infuse diversity in the curriculum and provide instructional methods to 
accommodate diverse learning styles. 

• Support an integrated program of initiatives and activities to promote 
knowledge of, experience of, and sensitivity to diversity. 

• Use research-based strategies to eliminate any gaps among groups of 
learners. 

• Produce an institutional climate that welcomes and values the diversity 
of its community. 

• Identify and implement programs to increase the intercultural 
competence of CCBC students, faculty and staff. 

• Focus on closing the achievement gap for African American learners as 
a major, ongoing institutional imperative. (CCBC, 2003c, p. 10)  
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 Interactive Qualitative Analysis (IQA) interviews conducted for the study provide 

constituents’ perceptions pertaining to the interface of CCBC’s CTG Initiative and its learning-

centered vision. 

LearningFirst is the overarching vision of this institution and what drives us. 
LearningFirst and the CTG Initiative have the same goal in mind, which is that 
every student succeeds and every student does the best they possibly can. The 
learning-centered institution is more global in a sense that it focuses on overall 
student success. Embedded within LearningFirst is the CTG Initiative which 
has come out of the vision. It is focusing on a specific group of students, our 
largest minority which at CCBC are the African American students. It was 
based on data of students and how students are succeeding in different groups. 
There is a moral imperative to close the gap that the faculty have largely 
supported. It is the right thing to do; it is the smart thing to do.  

The gap does exist. We did not cause the gap, but it is part of our vision to fix it 
because all students can learn. The chancellor had an explicit statement that the 
college was committed to diversity and that it would be a learning college. 
Embracing and valuing diversity is one of our major strategic goals. CTG 
becomes a strategy. They have to be meshed. There is no way of doing one 
without the other. Whatever we have to do to make one group of students 
successful will not be at the expense of another group of students.  

We have a whole set of closing the gap indicators for which we collect 
disaggregated data. We track students based on whether they had 
developmental requirements coming in and whether they did not. We know that 
people learn differently so we are adapting teaching to be effective with 
different learning styles. That is the connection.   

Ideally, closing the gap would happen naturally, being a learning-centered 
college. It was the commitment to diversity that was a jumping off point for the 
CTG Initiative. It was the vision that allowed Closing the Gap to take place as 
far as the Title III grant and other initiatives. With the learning college and with 
Closing the Gap we are trying to make certain that each person does the best 
they can, regardless of race. Nevertheless, if we can get to the heart of the needs 
of the population that seems to be lacking, it will benefit everyone in the long 
run. You are doing the same thing, outcomes should be the same, but you might 
have to address or adjust it slightly to meet the individual needs of each learner.  

CTG is one way of learning about the needs of our learners, identifying 
problems and solutions. Clearly stating it for the college, including it as part of 
the new strategic plan, says a lot about the college. Until we can address the 
needs of our learners until we can effectively and effectively reach out to our 
learners, there will always be a gap. If you create strategies, programs, services 
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to better assist African American learners, you cannot help but affect other 
learners as well.  

 Closing the Gap (CTG) Initiative and Achieving the Dream Values and Practices. 

Previously, the interface of LearningFirst principles with those of Achieving the Dream’s 

institutional transformation principles were compared. One final review is to observe the 

interplay of the CTG Initiative values and practices with those of Achieving the Dream. Many 

of these have previously been addressed in this section including that CCBC has displayed: 

1. “A student-centered vision.  
2. A culture of evidence and accountability. 
3.  A commitment to equity and excellence.” (Achieving the Dream, 2004a, pp. 3-4) 

 The Interactive Qualitative Analysis (IQA) interviews conducted for the study shed 

additional light on constituents’ perceptions pertaining to the interface of CCBC’s CTG 

Initiative and Achieving the Dream for promoting institutional change. 

 Recognition for Closing the Gap. CCBC has been recognized for its accomplishments 

in assessing data, “break[ing] the code of silence surrounding the minority achievement 

differential” (CCBC, 2005c, p. 2), and taking corrective action at the college. CCBC is an award 

“recipient of a $1.7 million Title III grant” (McKusick, 2006). 

The purpose of the English Language Acquisition, Language Enhancement, and 
Academic Achievement act, Title III of the Elementary and Secondary 
Education Act as amended by the No Child Left Behind Act…is to ensure that 
limited English proficient (LEP) students, including immigrant children and 
youth, develop English proficiency and meet the same academic content and 
academic achievement standards that other children are expected to meet. 
Schools use these funds to implement language instruction educational 
programs designed to help LEP students achieve these standards. State 
educational agencies (SEAs), local educational agencies (LEAs), and schools 
are accountable for increasing the English proficiency and core academic 
content knowledge of LEP students. (U.S. Department of Education, 2002) 

 “A major component of CCBC’s Closing the Gap Initiative is its state of the art, 

nationally [NADE] certified developmental education program which is comprised of 



 145 

 

 

assessment and placement, basic skills courses offered in a variety of formats, three Student 

Success centers, and a student success course” (CCBC, 2005c, p. 4). “NADE certification was 

launched in 1999 to recognize program components that meet or exceed the criteria of good 

practices as defined by professional research and literature of the field. NADE certification is 

awarded to program components of a learning assistance or developmental education program” 

(NADE Certification Council, 2005).  

 “CCBC also is a MetLife Community College Excellence Award Finalist” (McKusick, 

2006). “MetLife Foundation was established in 1976 by MetLife for the purpose of 

supporting educational, health and civic and cultural organizations. Our goals are to strengthen 

communities, promote good health and improve education” (MetLife Foundation, 2005).  

 

Intervention Strategies 

 An excerpt from CCBC archival documents highlights representative intervention 

strategies adopted by the college to increase student success and close performance gaps 

between African American and White students enrolled at CCBC. 

To produce improved and expanded learning outcomes that reflect no 
difference in achievement between African American and White learners, 
CCBC will:  

• Provide ongoing orientation programs for students  

• Maintain discussion forums on achievement and development for 
faculty and students on all three campuses  

• Provide supplemental financial aid  

• Celebrate the achievements of minority students and encourage the 
enrollment of academically accelerated minority students through 
special programs  

• Create smaller classes  
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• Infuse the curriculum with new information to reflect the culture, 
history, and perspectives of all people (CCBC, 2006c) 

 IQA interview respondents described the characteristics of various intervention 

strategies being implemented at the college, several of which are highlighted later in this 

chapter. (For additional information see Appendix T, What Action Is CCBC Taking to Close the 

Gap?) 

CCBC Student Outcomes Data 

 Quantitative secondary data were collected to inform the study pertaining to evidence of 

improved student outcomes and the reduction or elimination of achievement and attainment 

gaps between African American and White students at CCBC. A CCBC respondent expresses 

the tracking done by the college. 

Specifically, with closing the gap, we collect a tremendous amount of 
information: tracking students over their academic life, tracking students in 
selected courses where there is a great achievement gap – the Title III Grant, 
and tracking students in developmental education. We track student based on 
whether they had developmental requirements coming in and whether they did 
not; we disaggregate by race, by everything. (See Appendix A, Where Are We 
Now?) 

  Examples of indicators that were comparable to Achieving the Dream outcome 

measures were used where available. Analysis of disaggregated data demonstrated that 

significant improvements have been made in increasing student outcomes and in 

reducing/eliminating performance gaps.  

The intensive CCBC Closing the Gap campaign is now yielding outcomes that 
are remarkable – African American enrollment has increased beyond 
projections; developmental course pass rates, graduation rates, and transfer 
rates of African American students have increased; and achievement gaps 
between African American learners and White learners have been reduced or 
eliminated. (CCBC, 2005c, p. 1). 
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Successfully Complete Developmental Courses and Progress to Credit-Bearing 
Courses. 

The greatest successes have been shown in the developmental course program, 
where the mean pass rates have risen dramatically since the inception of the 
program, from 45% to over 60%, and where gaps have been closed or reduced 
in a number of courses on given campuses.  Additionally, gaps have been 
eliminated in the lowest level of developmental math on the Catonsville 
campus and the lowest level of developmental reading on the Essex campus. 
Likewise, in our Learning Outcomes Assessments of Developmental reading 
and English courses, African American students have shown considerable gains 
from the first formative assessment phase to the summative assessment. 

 

Table Ten, Pass Rates for Developmental Students, FY00 – FY05.  

(AA=African American; WH= White)  

ENGLISH READING MATH 

FY00 37% 50% 43% 67% 51% 67% 58% 76% 40% 58% 25% 47% 30% 47% 

FY05 55% 75% 54% 72% 67% 72% 67% 77% 46% 65% 34% 50% 42% 56% 

% 

gain 

18% 25% 11% 5% 16% 5% 9% 1% 6% 7% 9% 3% 12% 9% 

 (CCBC, 2005c, p. 8) (For additional data, see Appendix A, Where Are We Now?) 

Enroll in and Successfully Complete Gatekeeper Courses.  

The completion rate of successful developmental English students in English 
101 is approximately 76%, as compared to 75% for all English 101 students. 
The completion rate of successful developmental reading students in 
introductory courses ranges from 69% (Psychology) to 85% (Health and 
Speech), as compared to 71% and 81% for all students. Finally, the completion 
rate of successful developmental math students is approximately 79%, as 
compared to 71% of all students. (CCBC, 2005, p. 9) 

Complete the Courses They Take, with a Grade of C or Higher.  

Course completion data are available through CCBC’s program review process, 
learning outcomes assessments (LOA) and Closing the Gap (CTG). As you 
may guess, program review is general; more subgroup breakdowns are 
available through LOA and CTG. 
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The [course completion rate table] drives analysis of most frequently failed 
courses. Most frequently failed courses (coupled with high enrollment) drive 
course level LOA projects. Because the LOA courses were selected in part due 
to high failure rates, most of them would be considered gate-keeper courses. 
Every LOA report contains analysis of course completion rates for African-
Americans and White students. Other levels of analysis are done depending on 
the course. (Internal Communication, July 19, 2005) 

Re-enroll from Fall to Fall. 

In addition to the achievement of developmental students, CCBC has also made 
progress in closing the achievement gap in retention. Forty-six percent of White 
students who began fall 2003 returned fall 2004, while 45% of African 
American students returned, leaving a difference of only 1%” (CCBC, 2005c, 
p. 10).   

Three Year Persistence, Graduation, and Transfer Rates of 
Developmental, Recent High School Graduates.   

CCBC’s tracking has shown that significant percentages of developmental 
students who are recent high school graduates, both African American and 
White, are either retained, graduate, or transfer after three years. While these 
rates are still 16% to 20% below those of non-developmental students, they are 
improving, and they demonstrate that with the proper support, developmental 
students can succeed in developmental education. (CCBC, 2005c, p. 9) 

Earn Certificates and/or Degrees. 

Until recently, the only data available about the long term success of minority 
students who attended CCBC were four- and six-year transfer and graduation 
rates of full-time students. These data [Table Eleven] show that the success rate 
of African American learners has been gradually increasing, and the gap 
diminishing. (CCBC, 2005c, p. 10) 

 

Table Eleven, Four-Year Transfer/Graduation Rates of Full-Time Minority Students. 
 1997 cohort 1998 cohort 1999 cohort 2000 cohort 

African-American 19.8% 21% 22% 26% 

White 32% 31% 33% 35% 

Gap 12% 10% 11% 9% 

(CCBC, 2005c, p. 10) 
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When CCBC examined all possible outcomes of all its students entering fall 
2000, it discovered that 66% of African American students had graduated, 
transferred, or are still persisting [Table Twelve]. Although this percent is about 
17% below that of White students, it reveals that many more CCBC African 
American students have been successful in college or are still persisting than 
those in other colleges nationally. (CCBC, 2005c, p. 10) 

 

Table Twelve, Degree Progress After Initial Enrollment, Fall 2000 Entering Cohort, All 

Students. 

 Number 
in 

cohort 

Degree or 
Certificate 

from 
CCBC 

Transferred 
MD or out 

of state 

Graduated 
and/or 

Transferred 

No degree 
or transfer; 
(30 credits 
with GPA 
≥2.00) 

Enrolled at 
original 

institution 
last study 

period 

Successful 
in higher 
education 

White  1507 340 
 23% 

598 
40% 

728 
48% 

302 
20% 

222 
15% 

1252 
83% 

African 
American 

  640   73 
11% 

171 
27% 

207 
32% 

98 
15% 

117 
18% 

422 
66% 

(CCBC, 2005c, p. 10) 
 

CCBC has made significant progress in closing performance gaps relative to its Maryland 

counterparts. 

• In Maryland- 20% fewer African Americans who enroll in community college 

graduate compared to white learners (Maryland Higher Education Commission, 

August 2003). 

• At CCBC- 10% fewer African American learners graduate than white learners 

(CCBC, 2006a)  

 While the data represent favorable improvements and comparisons, discrepancies 

remain in performance data between African American and White students at CCBC. This 

prompted the researcher to explore gaps and speculate about possible explanations or factors in 

the CCBC system contributing to these discrepancies.  
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Demographic Data of IQA Participants 

 In this section, demographic data are provided pertaining to IQA focus group 

participants and IQA interview respondents who informed the study and contributed to the 

emergent method of identifying factors contributing to institutional transformation at CCBC. 

 

Demographics of IQA Focus Group Participants and IQA Interview Respondents 

A total of 56 individuals were contacted at CCBC to participate in one of four IQA 

focus groups. Ultimately, 31 individuals participated in the focus groups, which represented 

approximately 55 percent of those originally invited. The first focus group, which was 

conducted on March 17, 2005, was comprised of: two assistant vice chancellors, one dean, three 

directors, and three individuals representing the institutional research office (two directors and 

one senior director). The second focus group, which was conducted on March 18, 2005, was 

comprised of two assistant vice chancellors, two deans, one director, and one senior director. 

These two focus groups were designed to be clearly delineated with representation from the 

institutional research office on March 17, 2005, and deans and other senior administrators on 

March 18, 2005. However, due to scheduling conflicts among participants, a mixture of 

administrators and institutional research office representatives participated on March 17, 2005. 

Seven students participated in a focus group that was conducted on April 21, 2005. Two staff 

members (Learning Assistance Coordinators) and seven faculty members comprised the fourth 

focus group that was conducted on April 22, 2005. A total of 187 pages were transcribed from 

the focus groups that were conducted. 

IQA Focus Group Participants. Demographic data of participants were collected at 

the onset of each focus group using a profile adapted from the Focus Group Participant Profile 
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that was developed for the Community College Survey of Student Engagement (CCSSE, 2004). 

The profiles were collected from all participants at the beginning of each focus group. 

Collectively, the four IQA focus groups were comprised of 10 males and 21 females with 

constituencies comprised of 13 African Americans, one Nigerian, one Iranian, one Asian or 

Pacific Islander, and 15 White (non-Hispanic) participants. The highest academic credentials 

earned by administrators, deans, and faculty included: one Associate Degree, 13 Master’s 

Degrees, and ten Doctoral/Professional Degrees.  

Of the 31 focus group participants, the seven student focus group participants were 

comprised of one male and five female African American students and one male Nigerian 

student. The highest academic credentials earned by the students included: two High School or 

General Educational Development (GED), two “Some Community College,” one Certificate, 

one Master’s Degree, and one “Unknown.”  

IQA Interview Respondents. In-depth IQA interviews were conducted following 

completion of the four IQA focus groups. Respondents for these one-on-one interviews were 

comprised of volunteers from among IQA focus groups and upon recommendations made by 

CCBC deans and senior administrators based upon criteria that were provided by the researcher, 

as described in Chapter Three. A letter of invitation was sent to 41 individuals who were 

requested to participate in in-depth interviews that included open-ended questions developed 

from affinities identified by the IQA focus groups. IQA interviews were conducted with 25 

CCBC representatives (nine faculty members, nine administrators, one assistant vice chancellor 

and six deans) representing approximately 61 percent of those individuals originally invited to 

be interviewed. Transcripts from these 25 interviews comprised 791 pages of text. This is in 

addition to the interviews conducted with the 14 senior leaders previously described. Eight 
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males and 17 females were interviewed using the IQA protocol with constituencies comprised 

of one Asian, nine African American, and 15 White (non-Hispanic) respondents. (See Appendix 

S, Interview Respondents and Focus Group Participants.) Details pertaining to the IQA focus 

groups, IQA interview processes, and IQA protocols are described later in this chapter.  

 

Student Persistence, Learning, and Attainment:  

Community College Inventory  

 At the beginning of the each of the three IQA focus groups comprised of administrators, 

deans, and faculty, the Student Persistence, Learning, and Attainment: A Community College 

Inventory (Inventory), (McClenney & McClenney, 2003) was administered to participants to 

familiarize them with the nature of the study and to gain knowledge regarding their perspective 

in steps that had been taken at CCBC to improve student success and close performance gaps. 

Due to the administrative nature of the Inventory, it was not administered to participants of the 

student focus group.  

 The Inventory included eleven characteristics that were rated by a total of 24 focus 

group participants. Each characteristic had sub-characteristics that were also rated. The numeric 

response scale used for the Inventory was: 0, Neutral/No Opinion; 1 Strongly Disagree; 2, 

Disagree; 3 Agree; 4 Strongly Agree. The “level or scope of institutional effort and 

accomplishment with regard to these characteristics and indicators” (McClenney & McClenney, 

2003) is presented below by the percentage of time that respondents rated each characteristic as 

“Agree or Strongly Agree.” 
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Table Thirteen, CCBC Focus Group Respondent Ratings of Characteristics, Student 

Persistence, Learning, and Attainment: A Community College Inventory. 

CCBC Focus Group Respondent Ratings of Characteristics 
Student Persistence, Learning, and Attainment: A Community College Inventory  

(Drawn from McClenney & McClenney, 2003) 
 
Characteristic  - Pertaining to the Level or Scope of Institutional 
Effort and Accomplishment with Regard to the following 
Characteristics and Indicators 

Percent of Time that 
Respondents Rated 
Characteristic as full or 
partial implementation. 

#1: Institution-wide commitment to promoting student persistence, 
learning, and attainment and to equity in educational outcomes for all 
students 

74 percent 

#2: Institutional and individual reflection and action typically 
prompted and supported by data about student persistence, student 
learning and institutional performance 

77 percent  

 #3: Fully integrated processes for institutional evaluation, planning, 
and resource allocation 59 percent  

#4: Clearly defined outcomes for student learning 87 percent  
#5: Systematic assessment and documentation of student learning 78 percent  
#6: Student participation in a diverse array of engaging learning 
experiences that are aligned with required outcomes and designed in 
accord with “good educational practice” 

67 percent  

#7: Effective developmental/remedial education, tutoring, and other 
appropriate support services for learners who are under-prepared for 
college-level work 

88 percent  
 

#8: A planned array of student and academic support services 
designed in accord with evidence-based best practices for optimal 
impact on student persistence, learning, and attainment 

60 percent  

#9: Emphasis on student persistence, learning, and attainment in 
processes for recruitment, hiring, orientation, deployment, evaluation, 
and development of personnel 

56 percent  

#10: Leadership behavior consistently reflects the focus on student 
persistence, learning and attainment, as well as equity issues 77 percent  

#11: Key institutional policies promoting focus on and accountability 
for student persistence, learning, and attainment. 81 percent  
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A synopsis of the ratings for each characteristic and sub-characteristic are provided for the 

Inventory that is located in the appendices. (See Appendix R, Tally of Student Persistence, 

Learning, and Attainment: A Community College Inventory.)  

 

Developing System Elements:  

IQA Axial Interview Protocol and Processes 

 This section provides the protocol and processes used to develop the axial portion of the 

individual IQA interviews that led to the factors or elements identified in the composite system 

for the study. Findings from the IQA interviews constitute a majority of the primary data 

collected for the study.  

 

Identifying and Naming Affinities for IQA Axial Interview Protocol 

 This study draws from the affinities that were developed with input from four IQA 

focus groups that were conducted during the spring 2005 visits to CCBC. “The purpose of the 

focus group session[s] was to generate categories of meaning or affinities later to be used in an 

interview protocol” (Northcutt & McCoy, 2004, p. 73). IQA focus group participants identified 

the elements that comprised the phenomenon pertaining to the study, institutional 

transformation to increase student success and close achievement and attainment gap between 

African American and White students. They described “what” the identified elements 

(affinities) meant to them. In turn, the identified affinities were named. The focus group process 

that was described in Chapter Three depicts the emergent method that affinities were developed 

from focus group participants’ input.   
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Reconciling Affinity Names for IQA Interview Protocol 

 The affinity names and meanings for each of the four focus groups were compared in 

developing the final affinity names. Prior to developing the IQA interview protocol, the affinity 

names developed by the spring 2005 focus groups were adjusted by the researcher to represent a 

composite of reconciled affinities or themes. While at times affinity names generated among 

each of the four focus groups differed, the meanings were determined by the researcher to be 

relatively similar. The final list of reconciled affinity names was used in the IQA Interview 

Protocol.  

Reconciled protocols are recommended for ease of comparison and are justified 
by the evidence that disparate constituencies vary primarily in the way they 
perceive the affinities to be related, rather than in the affinities themselves. 
Although different constituencies will often give different names to the same 
affinities, there is always a common core of affinities (meaning) across 
constituencies. It follows that a common protocol should contain these common 
meanings, plus any other affinities that are unique to any constituency. 
(Northcutt & McCoy, 2004, pp. 213-214) 

 Ultimately, ten affinities were incorporated in the IQA Interview Protocol. The data 

gathered from these interviews provided a rich description of data pertaining to affinities and 

relationships that were used to answer the research questions for the study. The original focus 

group affinity names and the affinity names used in the IQA Interview Protocol are provided 

below. 
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Table Fourteen, Reconciled Affinity Names – Comparison. 

 

Reconciled Affinity Names – Comparison 

AFFINITY NAMES BY FOCUS GROUPS AFFINITY NAMES FOR IQA INTERVIEW 
Learning Environment (e.g., programs, culturally 
mediated instruction) 
Academic Interventions 
Learning Communities 
Instruction 
Student Service Interventions 
Early Alert 
Support Services 

ACADEMIC AND STUDENT 
INTERVENTIONS 

Ongoing Assessments ASSESSMENTS 
Information 
Culture of Evidence 

COLLECTING AND USING DATA 

External Factors 
Partnerships 

EXTERNALCONSTITUENCIES 

Faculty Support 
Faculty Involvement 
Administration Support 
Value/Belief System (i.e., dedicated faculty and 
staff) 
Student Support System  

INVOLVEMENT 

Leadership 
Love and Responsibility 

LEADERSHIP 

Organizational Culture 
Belief System and Culture 
Respecting Cultural Diversity  
Social Environment 
Courage 
College-wide Collaboration  
Organizational Structure  

ORGANIZATIONAL CULTURE 

Planning 
Focused Resources 
Funding 

STRATEGIC PLANNING 
 

Professional Development 
Committees 
Councils 
Engines of Change 

VEHICLES FOR CHANGE 

Vision and Values VISION 
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IQA Interview Protocol, Axial Coding (Part One) 

 The IQA Interview Protocol, Axial Coding (Part One) for this study was derived from 

the reconciled affinity list. The researcher determined which affinity names and meanings were 

similar and developed a common protocol for all IQA interviews. A very brief definition was 

provided to describe each affinity to guide, but not influence, the responses given during IQA 

interviews.  

The affinity write-up…is the basis of the open-ended questions of the axial 
interview.…The write-up provides the interviewer with a quick reference as to 
the agreed-upon meaning of the affinity defined by the focus group. As stated 
previously, the interviewer seeks to address, “What does the affinity mean to 
you? Tell me about your experience with the affinity.” (Northcutt & McCoy, 
2004, pp. 200-201)  

 The IQA interview protocol consisted of two parts: 1) the open-end axial interview 

designed to provide a rich description of affinities by the respondents; and 2) the structured 

theoretical interview designed to identify relationships between each pair of affinities. “Axial 

codes…are specific examples of discourse that illustrate or allude to an affinity” (Northcutt & 

McCoy, 2004, p. 315). “Theoretical codes…illustrate a relationship between two or more 

affinities” Northcutt & McCoy, 2004, p. 49).  The axial interview is addressed in this section 

and the theoretical interview will be addressed in the next section. When the researcher learned 

about the pending resignation of the CCBC chancellor (prior to the initiation of any of the one-

on-one interviews), she added two open-ended questions to the interview protocols to gather 

data pertaining to recommendations for leadership pertaining to institutional transformation and 

for the sustainability of LearningFirst 2.0, student success and CCBC’s Closing the Gap 

Initiative which are addressed in constituent responses. 

 A copy of the CCBC Institutional Transformation Interview Protocol, Axial Coding, 

(Part One), used in the IQA interviews is provided below.  
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Table Fifteen, Community College of Baltimore County Institutional Transformation 

Interview Protocol.  

COMMUNITY COLLEGE OF BALTIMORE COUNTY: 
(CCBC)  INSTITUTIONAL TRANSFORMATION INTERVIEW PROTOCOL 

Axial Coding (Part One of IQA Interview) 
Four focus groups were conducted during March and April 2005 at CCBC. Common themes (affinities) 
were identified by participants pertaining to their experiences in examining and closing gaps in student 
success (achievement and attainment) between African American and White learners at CCBC. The 
identified affinities are listed below with brief descriptions. Please look at each of these affinities, one at a 
time, and tell me about your experiences with them. 

1. ACADEMIC AND STUDENT 
INTERVENTIONS 

This affinity describes strategies designed to 
improve student outcomes. Tell me about academic 
and student interventions. 

2. ASSESSMENTS 
This affinity describes assessments used for 
placements, interventions, and improvement of 
student learning. Tell me about assessments. 

3. COLLECTING AND USING DATA 
This affinity describes data and data systems used 
in goal setting and decision making. Tell me about 
collecting and using data. 

4. EXTERNAL CONSTITUENCIES 
This affinity describes external stakeholders such 
as businesses, schools, partners, government, and 
families. Tell me about external constituencies. 

5. INVOLVEMENT 
This affinity describes faculty and staff 
engagement, relationships, and student support. 
Tell me about involvement.  

6. LEADERSHIP  
This affinity describes leadership at all levels; 
board and institutional support; taking 
responsibility. Tell me about leadership. 

7. ORGANIZATIONAL CULTURE 
This affinity describes the ethos, atmosphere, and 
fundamental values at CCBC.  
Some components include: 

• College-wide collaboration 
• Environment for difficult discussions 

Tell me about your experiences with organizational 
culture and these components. 

8. STRATEGIC PLANNING 
This affinity describes goal setting, planning, and 
aligning resources with the strategic plan.  
Some common components include: 

• Commitment to  
• Learning-centered focus 

Tell me about your experiences with strategic 
planning and these components. 

9. VEHICLES FOR CHANGE 
This affinity describes councils and professional 
development initiatives for faculty and staff. Tell 
me about vehicles for change. 

10. VISION 
This affinity describes recognized institutional 
focus and aspirations. Tell me about vision. 
 

Final open-ended questions: 
1. Tell me what lessons learned you would recommend for leadership pertaining to institutional 

transformation. 
2. Tell me what lessons learned you would recommend for leadership pertaining to the 

sustainability of LearningFirst 2.0, student success and the Closing the Gap Initiative. 
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Axial Interview Process and Analysis 

 A copy of the protocol was handed to each person being interviewed as a point of 

reference. The meaning of each affinity in the protocol was explored with each interview 

respondent. Later, respondents’ descriptions were transcribed line by line and moved into an 

Individual Axial Code Table (ACT).  

The first step in interview analysis, [is] documenting the axial codes in an Axial 
Code Table” (ACT)….The researcher reviews each line of the interview 
transcript and looks for phrases or statements [specific examples of discourse 
that illustrate or allude to an affinity] that define and provide examples of a 
specific affinity. (Northcutt & McCoy, 2004, pp. 239-242) 

 The individual interviews were then compiled into a Combined ACT. “By combining all 

interviews into one table, a database was created for the entire set of respondents containing all 

axial codes for all affinities, with each code containing a link or a reference to the transcript and 

line numbers that produced the code” (Northcutt & McCoy, 2004, pp. 315-316). 

 The Combined ACT was segmented to provide perspectives from each of three 

constituency groups (i.e., administrators, deans, and faculty) that participated in the IQA 

interviews. As an example, excerpts from the Combined ACT are located below that provide 

quotes pertaining to affinity #2, Assessments.   
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Table Sixteen: Combined Axial Code Table. 

Combined Axial Code Table 

Transcript 
Line Axial Quotation Researcher 

Notes 
2.  Assessments  
A1 

137-143 
We are heavily engaged in learning outcome and institutional assessments.   

A2 
182-189 

I have been involved in course-level assessments and I have a great deal of 
interest and have done a lot of reading, etc.  

 

A2 
182-189 

There are significant issues with K-12 assessment. My husband is a public 
school teacher and he was talking about teachers leaving because of it. 

 

D1 
166-174 

My question is, do we lose students in between application and assessment?   

D1 
166-174 

After students have been assessed, do we offer enough sections according 
to the student’s educational needs? 

 

F4 
141-146 

I get the assessments from the GREAT program. We use the general 
education requirements now and do different assignments and apply it to a 
rubric grading.  

 

F4 
141-146 

Within my classes, I use the feedback from the GREATs to recognize, what 
the students are really grabbing from my class.  Are they embracing 
cultural differences?  

 

 

Combined Affinity Descriptions 

 The researcher next examined all quotes for each separate affinity and described each 

affinity purely in the words of the interview respondents. Using this process, bias was reduced 

and the credibility of the study was enhanced.  

 

Composite Perspective: System Elements 

 Ten system elements were identified for institutional transformation to increase student 

success and close the achievement and attainment gap. This section provides descriptions of the 

system elements that are organized by affinities and sub-affinities (sub-themes). Multiple quotes 

were woven together to develop the composite perspective that is grounded in respondent 
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contributions from interviews with administrators, deans, and faculty. The composite affinity 

descriptions begin with External Constituencies, the primary driver identified in the system. 

 

External Constituencies 

 External constituencies were described in the Institutional Transformation Interview 

Protocol as “external stakeholders such as businesses, schools, partners, and families.” External 

constituencies were perceived to impact institutional transformation through: the changing 

student population at CCBC; the dynamic socioeconomic composition of the surrounding 

communities; the impact of the mandated merger by the state legislature; the amount of 

financial support provided by the County Council and other funding agencies; the relationships 

with other educational institutions; the changing demands of businesses who employ students 

that attend and graduate from the college; and the selection of a new chancellor by the CCBC 

Board of Trustees. 

  “The face of the student is going to change.”  The changing demographics of the 

student population represent new needs and demands. Learning to appreciate and work with 

people from different cultures presents a challenge for some of the individuals employed at 

CCBC as well as for some of the students who attend the college.  

Thinking about changing socio-economic factors, the demographics of the three 
campuses have changed a lot in the last five years by race. The Dundalk 
community used to be a community where people worked down at Bethlehem 
Steel, so you had a lot of white working class folks. That whole population is 
being converted into a working class African American population. The 
Catonsville campus has traditionally been the ‘College on the Hill’. There is an 
influx of African American students coming from Baltimore City to CCBC. 
That influx has changed how that campus is viewed; it is a big change. 

I believe Catonsville has the largest foreign student population. They are 
wonderful students on the whole. However, they come in with other problems: 
finances are not in place or they do not have their green card. I see a lot of 
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growth with the immigration component of Asians, Middle Easterners, the 
Baltic States, and the Russians. Instead of downsizing our international studies, 
the leadership needs to refocus on the international part of the college and 
potentially increase that potential size.  

I am so busy dealing with what I have that I do not know quite how to prepare 
for the entering Hispanic population; but it is a factor. We must address where 
our students come from and also look out for people that we support who turn 
to us to send them qualified students.  

 “I do not think that we are really prepared as a college to deal with this new influx 

of minority students who are not prepared to take college-level courses.” The changing 

complexion of CCBC students has contributed to internal stresses and a mounting need to 

transform how the college conducts business. Students are apt to enter with perceptions of 

institutional racism and/or skepticism of the system they are entering. 

The organization exists to educate members of the Baltimore County 
Community. Input, throughput, and output. The input is gathering information. 
In the last five years, we have grown by at least 10% more minority students. 
The throughput is what happens internally. A lot of folks are not ready for the 
internal piece. We can do more, but people have to really want to do this. How 
do the different divisions and units work together? Are they in sync with one 
another? You have to look at what the practices are that are taking place inside 
the organization.  

If we look at the culture and social environment of the United States overall, we 
can see that there are some issues in social relations that perpetuate the 
marginalization of different groups, not just along racial lines, but economic 
lines, gender lines, and all these kinds of things. One thing that was made clear 
upon having dialogues about what the barriers are in the way of African 
American students, in particular, was that a historical distrust was identified 
toward educational institutions because of the history of Black people 
previously not having been allowed to go to school. When folks were allowed 
to go to school, then what kind of indoctrination were they being given, and 
where did it lead? There have always been issues that have never been fully 
resolved.  

 “I do not want to say the baggage they bring with them, but with every student, 

you do not know what hours they work or what their background is.”  Respondents 

expressed concern about the personal difficulties many students have and the added time, cost, 
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services, these difficulties can represent to college personnel. Conversely, students persist 

against formidable obstacles. 

Some of our students are single parents. Some of them are working full-time to 
put themselves through school. Some of them only take one class a semester. If 
they got laid off from their job, and they are not sure what they are going to do 
for their next job, then that is distracting them. It is a question of keeping 
people in the classes. If a student needs to take public transportation to get here, 
and a bus breaks down, I cannot get them into this chair to be there to learn. 
There is only so much that a faculty member can do to close the gap.  

How do you decide how much impact the external factors have on the gap?  
Some people just stop coming because they think they are failing. I am talking 
about course completion rates. If African Americans stay in class, they would 
do just as well if not better than Whites. The real issues are down in the 
classroom with the individuals. I see the same problems holding those students 
back from getting through the course. I do not see a lot of change in what 
happens in my success rate in the classroom, no matter what the decisions are 
on the top that are supposed to be driving the success in developmental 
education. When the administration buys heavily into closing the gap and the 
faculty members feel like they are doing their best job, sometimes it causes 
tension.  

“This institution has support systems in place to help students socially and 

economically to ensure their success.”  CCBC has developed strategies, programs, student 

services, and interventions to support students financially and socially to be successful at the 

college.  

We have a lot of initiatives that have been expanded to support students. We 
have daycare facilities on all of our campuses. We have an African American 
Student Association that we try to get to go out into the community and work 
with other schools, to help prepare and mentor these students. A few years back 
we developed a program based around the hip hop culture, again, to get them 
interested in coming to college and to see that college can be for them. 

One example was a teenage African American mom who had not completed 
high school and had children at an early age. She was able to return to college 
and when she was assigned to a clinical setting, which was 50 miles from this 
campus, the college worked with her to ensure that she did her clinical work. 
She was able to become a nurse. Our foundation was available to provide 
modest grants to help. All of those things were here to help out.    
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“Being a community college, we embrace the family.” CCBC involves and informs its 

‘extended family’ to familiarize them with services, as well as to learn from them about the 

progress and needs of the students. 

Our ears perk up if we hear from outside sources, from parents and from 
grandparents about what is going on with the school and how the students are 
talking. We meet with them and inform them face-to-face of what services we 
provide and try to assist them in any way we can. The families of students are 
support for us. Much like the students, they are involved in the conversation 
about closing the gap, and they support a lot of the programs that are put in 
place. The Diversity Office generally has an orientation for students of color to 
which parents are invited to introduce them to campus resources.  

 “I feel that we really should pay attention to the education needs of the working 

adults.” The needs of nontraditional students also impact the programs and services offered by 

CCBC. Specifically-designed courses and delivery methods are developed to fulfill educational 

needs.  

We deal with the external factors, such as how the population has changed. Out 
of my African American learners in my face-to-face classes, 70 percent are 
‘nontraditional-aged’ students. They have a full-time job; they are not fresh out 
of high school. They are coming back either to get a degree, to help them keep 
the job they have, or to make themselves more marketable in terms of changing 
careers. They are in their 30s, 40s, 50s, as opposed to their 20s.  

A lot of times working adults not only need continuing education or on the job 
training, many of them want to come to a community college to finish their 
associate degree in order to transfer to a four year college. The ‘nontraditional’ 
is more likely to want to learn because they know they are going to need the 
subject. There is more evidence that the general public has to have better-
designed programs or course delivery methods to fulfill the education needs of 
different student populations. We have started to work with some students by 
offering them program designs that have a combination of week, day, night, 
weekends, and combination with business education.  

The external constituencies that I have a relationship with are people who serve 
the needs of disabled people, under-employed people, unemployed people, 
developmentally disabled adults. Our data show that we are successful with all 
of the specially-designed continuing education programs we have. We are 
focused on the students, regardless of demographics.   
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 “Business is a big driver for us”. In addition to changing demographics, CCBC is 

driven by a dynamic economy and changing business demands. 

A big thing is the economy; the impact from business is significant. More 
companies are in service industries rather than manufacturing so there have 
definitely been changes. We really try to network; we attend meetings in the 
county and in the state that have to do with various technologies and 
businesses. If you are able to stay tuned in the external environment, it really 
makes the college stronger. 

We have a tremendous amount of our student base coming back for second 
degrees who have already been employed. At an age mean of 27.2 years, a lot 
of those people are coming back for second careers—they have already been 
out in the world. We have fairly strong externship and internship programs that 
are going on. The majority of our adjunct faculty work outside of the college, 
so they have the ability to work and be partners with the students and 
potentially offer them jobs when they graduate. Over many years our 
continuing education folks really brought in a huge amount of money to the 
college because there was a lot of workforce development going on. 

Sometimes very unfortunate things happen. When the country went into this 
major recession, companies contracted. Just like they stopped spending for 
technology, they stopped going out for education and they started doing more 
in-house. Of course, that has a ripple effect on us. As an example, there is a 
General Motors plant that has been a very successful employer in the Dundalk 
community. General Motors closed its doors this past Friday and there were 
1,100 workers impacted. The company has been a very good employer but we 
recall what happened with the Bethlehem Steel bankruptcy.  

 “There is not enough real connection in the real world.” While CCBC works to be 

responsive to the changing economy and business demands, several respondents commented 

that they had limited exposure to, or awareness of, external constituencies and focused their 

involvement internally. These comments were not limited to low-level positions. 

That is a hard one for me. I do not have a lot of direct knowledge about external 
constituencies; I hear about them more from the impression that is created. I am 
so much more involved internally than externally. I would say that maybe that 
is part of the problem. I cannot give you a whole lot because the nature of my 
job is to work only with students and people who are on campus. I am not 
supposed to work with non-students. I do not have a lot of relationships with 
the families outside, or partnerships. Obviously, the presidents and the deans 
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are in more direct line to hear these kinds of things. I am not as familiar with 
some of the other constituencies, such as the county members who deal with 
our funding or things of that nature. I just am not real familiar with the change 
of businesses in the area. I think probably a good source of that information 
might be Institutional Advancement in that area. If it is happening, it is not 
communicated in a way that I would have picked it up.  

With developmental education, I do not find the connection with the external 
environment at all, other than our saying to students, “When you get out in 
business you are going to need…”  As an example, we have an employee who 
got the service learning program off the ground. I do not want to touch it with 
my developmental students. When I had half of my developmental students 
show up for the final, including some of the very good students, I do not want 
to put myself in a position where a business thinks they are going to do a 
project today and nobody shows.  

Although not built as a Closing the Gap Initiative, the College Readiness 
program received some funding to bring African American students into the 
college environment. We are in the process of identifying monies to support the 
initiative externally through some grant efforts. Beyond grants, beyond the 
College Readiness, I do not know if there are businesses that are supporting our 
efforts. I do not know if the Closing the Gap Initiative is communicated to 
families prior to students entering the environment.  

 “We probably did not play the external stakeholders as well as we could have.” 

One of the strategies mentioned to bring forth institutional transformation was using the data 

collected about external interests and demands to inform and engage internal constituents of 

needed transformation.  

External constituencies influence things. One of our major stakeholders is the 
county taxpayers, and the college worked very hard to have a good working 
relationship. There were significant groups out there that felt we were doing the 
right thing in looking at student outcomes and recognizing that there are 
differences between backgrounds. The effort to engage all learners is something 
that we hear in the public. One of the ways that you change an organization is 
convincing the internal stakeholders that the external stakeholders want this 
kind of change, are demanding it, and are willing to recognize good attainment, 
good achievement. The president and the people that are working on it 
internally can say, “Look at this external stakeholder who is willing to put all 
this money into it and wants this to happen. This is the local/regional/national 
dream.” How do you convince folks that this is a worthy thing to do? Then how 
do you use them after you have engaged them to maintain the support? You get 
leverage on your internal environment to make change. 
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 “If you just stay at home and play with your neighbors, you do not really learn 

about the community at large.”  CCBC has developed a national reputation as an exemplar in 

increasing student success as the college has shared and gained knowledge about best practices. 

Respondents indicate that this has not been fully appreciated by local constituencies and reflect 

about how to develop understanding and support. Building relationships with the county 

officials is required to foster their support and build awareness of the changing needs of the 

institution. 

We recognize that learning is the critical piece, and that educators should want 
to be accountable to show that learning is occurring. Being a Vanguard College 
was one of the things that gave us focus and colleagues to talk to. That and the 
Title III grant gave us more resources focused on student success. We viewed 
ourselves as partners we talked to each other about staff development, closing 
the gap, other issues. We all learned from each other.  

We do a good job of telling our story to our peers in education. We kind of 
come apart from our local government and our support groups in the 
jurisdiction. I have heard it said that Baltimore County pays a large amount of 
money to us to operate, to service students from the county. They are not 
interested in us running across the country talking about Vanguard and learning 
outcomes. They are interested in our educating their students and staying here 
at home. Even within other community colleges in the state of Maryland, we 
collaborate and share information and see what is successful and not successful. 
I would hope that we are able to do a better job to show them that we are 
benefiting the county and that we need those kinds of connections beyond the 
county. Indeed, we need those kinds of connections at least nationally, if not 
internationally, to be able to do our job. 

Education needs to bring together a diverse student body and a diverse faculty 
and staff. We have a fairly large international student population; 22% of our 
population is from out of the county. If you just stay at home and play with 
your neighbors, you do not really learn about the community at large. When 
you depend on the taxpayers, the people who provide most of the money want 
most of the services, and that is perfectly understandable. There has got to be a 
way to share what we are doing that goes beyond that. 

In terms of partnerships, I am not sure that the County Council really 
understands what it is all about. When you are a public institution, you have 
people depending upon your product. In an ideal situation, your involvement 
has to be in the context of political. If you look at the County Council, look at 
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the constituency, they are good ‘ole white boys. It is not a white area; it has a 
white mindset. Things are going to change for them. I do not think that they 
will understand the changing need of the population until they get people in 
power of color. It took the voice and the leadership to actually make claim that 
we are a learning-centered college. Ideally, it should have happened naturally, 
but I do not know if it would have if it were not for the voice of our leadership 
because that is what is needed to get things going sometimes. We are a big 
community college; we need leadership in the community.  

 “They stayed on their side of the room, and we stayed on our side. But now we are 

in partnership, and it is going to work this year.”  Fostering partnerships entails developing 

internal as well as external collaboration to increase student success and close the gap.  

We are running the Excel Scholars Programs, which comes out of the Closing 
the Gap Initiative. It is a summer bridge program. Our target is African 
American students because that is where our gap is. We felt that in order for 
anything we do to be successful, we needed the buy-in of high schools. After 
the learning assistance coordinators were brought in, we added to the expertise 
of the higher administrators. Bringing people in, we asked admissions for their 
input, we asked public relations and reading faculty to review the old brochure 
and change the wording so that it was clear for students who were tested to a 
developmental reading class. We attended high school outreach programs and 
worked closely again with admissions.  

We also went to city schools with admissions when they had College Bound, 
college fairs, and CCBC Day. Admissions had been a whole other animal—
they stayed on their side of the room, and we stayed on our side. But now we 
are in partnership. We were willing to build partnerships with admissions that 
were not there previously. 

 “We need to enhance our communication with public schools.” CCBC explores 

various communication methods to inform potential students and their parents of the 

opportunity and importance of attending college. 

We need to encourage or facilitate as many students from the general public or 
the high schools to continue their education as much as possible. There will be 
about half or one third of the students who have not been continuing their 
education. We do an aggressive job at recruiting and putting information out 
there for students who would not otherwise think about going to college 
because for them they perceive that it is out of their reach. Enrollment 
management has been working with the schools and families of our students. 
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We send post cards or direct mail and attend PTA meetings in order to 
communicate with the parents of high school students. We have been working 
very hard to communicate with the public schools regarding coming to CCBC, 
having students spend their first two years at CCBC to cut down some of their 
family expenses and then transfer to a four year college.   

 “Our largest stakeholders are our future students: our feeder schools, our county 

and city high schools.” Students coming from Baltimore County Public Schools represent a 

significant proportion of CCBC’s student population. Partnerships with the public schools are 

considered essential in preparing high school students for college. 

Approximately 54 percent of the county students ultimately come to CCBC for 
their first year or two. That is a large constituency. We are just beginning to 
work with Baltimore County Public Schools; we need to work with them in a 
seamless fashion. The county schools were shocked that so many county high 
school students come in and take developmental courses. To have that 
partnership is vital; we do not have to say a whole lot to know that we are both 
dealing with closing performance gaps. Working with the public school system, 
hopefully, we can nip some of it in the bud before the students come into the 
community college or a traditional four-year college.  

We are always looking at things we can do to build bridges between CCBC and 
the feeder schools, especially in terms of programs we are trying to implement 
that benefit that target groups of students. If they are successful with their 
students we tend not have problems on our end. If the county’s demographics 
change it is going to directly impact us because we get so many of our students 
from the county schools.  

 “We partner very closely with four-year institutions.”  CCBC also works with four-

year institutions to communicate with students and align curricula and facilitate transitions. 

We partner very closely with four-year institutions such as the University of 
Baltimore, Towson, so that our students get the information that they need 
about the opportunities there. We also help the student as they start to do their 
planning in terms of course scheduling and taking courses. We have to be very 
cognizant of what classes we are having our students take. If they go to a four-
year institution and that institution does not accept the credits, have we done an 
injustice to our student? So we try to ensure that they get the right foundation 
that is going to help them to transition. 
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Leadership 

 Leadership was described as “leadership at all levels of the institution; board and 

institutional support; and taking responsibility.” The student focus group defined leadership 

as, “love and responsibility.” At CCBC, leadership throughout the organization includes 

assuming responsibility for student learning. It means having the courage to establish priorities 

and making a commitment to address difficult issues such as closing the achievement gap. It 

also means garnering support and fostering communication around such subjects. 

 “Leaders have to have a sense for direction.”  As part of the leadership process, 

institutional focus, goals, and priorities must be established. At CCBC, student success and 

closing performance gaps were identified as goals. 

Leadership starts everyone thinking, framing issues in a common framework 
that allows people to talk about things and understand what is going on. Closing 
the gap and student success were pretty much identified by our chancellor; he is 
very learner-centered and puts learning first. Dr. McPhail brought the Closing 
the Gap Initiative to CCBC and put it under LearningFirst. Before Dr. McPhail 
arrived, we were just drifting. He set goals for us; closing the gap was one of 
them. He is very concerned about the gap between the majority and the 
minority groups. He saw a need to focus direct attention at closing the 
achievement gap between our students who were majority learners and our 
minority learners, particularly African American students. The cabinet and the 
rest of the college have followed his leadership to accomplish this goal. 

Leadership is the ability to set priorities and to convince people that those are 
the right priorities, that this is an urgent issue, that something needs to be done, 
and it needs to be done well. These have been the most crucial pieces of 
leadership in bringing us to where we are today. There are aspects of leadership 
that require people to be out front; to be willing to recognize that a gap exists; 
to recognize that there are going to be people who do not want to hear this, who 
do not want to deal with this. There is an element of courage to take on such a 
problem.  

Within the context of student success and LearningFirst, the leadership and 
administration has made closing the gap a priority. It makes it easier to say I 
need to do this or that, knowing that the administration has made it a priority. 
You just cannot frame doing something like this unless you have total 
commitment from the top to all student learners. 
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 “From the top level of leadership, the vision of the need to close the gap came from 

the lesson learned that we have a gap.” CCBC leadership used data to determine what gaps 

existed, to inform decision making, and to establish the vision and goals of the college.  

In 2001, the Senior Director of Developmental Education gathered a great deal 
of data to say that we needed a Title III grant. The chancellor had us working to 
find the evidence and look at past histories of achievement. We started to look 
at the data, classifying it by gender, by age, by race, by full and part-time 
students.   

In analyzing the data, one of those things that surfaced was the achievement 
gap between our majority and our minority students. We had to hang our ‘dirty 
laundry’ out to show that we are not unaware of the gap. It was not suggested 
that it was our fault that there was a gap or that it was something we created. 
However, we needed to own up to our responsibilities to our students coming 
in. How can we intervene more deeply with our students?  What are their 
needs?   

 Not everyone was in agreement about the data or are on board with the Closing the Gap 

Initiative. 

There are a lot of people that feel that the gap is not that important, but most of 
them are not administrative, most of them are faculty. If you are looking at it in 
terms of retention rates and the people who stay in the course through the entire 
semester, there does not seem to be much of a gap. We have done a really good 
job of closing the gap. The problem is more of keeping all students in the 
classroom. If we can keep all students in the classroom, then everything else 
falls out, because the faculty member sees how the student is learning and 
changes appropriately. As long as they are in the classroom, I can help them 
and by doing that it is providing the best opportunity for all students. It is not 
just on a racial or on a general basis. 

There was a question of whether we really closed the gap. We found that even 
though we are closing our numbers for the African American students, so are 
the Caucasians with everything, especially when we are talking about learning 
outcomes assessments where we had an 8% and 9% elevation with the African 
Americans, but we had a 12% increase in the Caucasians. We showed better 
results, yet there is still a wider discrepancy between the two.  
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 “Willingness to be open is a very important component of leadership.” Establishing 

a safe and non-recriminatory environment for open and honest conversations around difficult 

issues is a critical responsibility of leadership. 

Leadership is really where it starts. If everybody working at an institution 
understands that there is an achievement gap, it is the power and the role of 
leadership to take on the issue. That was a very important part of our getting the 
Title III grant. It is a hard issue to deal with to even have open discussions 
about it and get beyond the instant knee-jerk reactions. It takes a certain type of 
person to be able to allow conversations and perceptions about race to occur. 
You have to have someone that has the vision to say, “This is an area that we 
are going to look at, and we are going to be brutally honest and we are not 
going to sugar-coat things.” Leaders provide that common ground and the 
ability to dialogue about some of these issues. It was invigorating to be able to 
have those open discussions, and you were held harmless. 

Leadership creates a climate of trust, inclusion, listening and respect for 
differences. Leadership is tied to the climate of governance. Regarding a 
climate of trust, can people express differences? Is there respect so that we can 
respectfully disagree on things? If you are successful, are you going to be 
criticized for trying, or are you going to tuck your head back down and never 
try again? The way that you express how you feel about the progress of 
improvement can go a long way toward building trust or destroying trust.   

We created a safe zone to talk amongst ourselves without judgment with regard 
to what we should do. We spent a year on this campus having some really deep 
discussions about race relations, leadership, and whom we should bring in as 
examples of role models. We need to provide that type of mindset on our 
campus, and a safety zone for our students to feel comfortable about coming to 
us. 

Closing the gap became a major emphasis in conversations about the strategic 
direction of the college. It was not just discipline based, it was across campus 
and across the college, particularly when they started the discussion boards. 
Our first focus is what is different about our students, and how we perceive our 
students and how that impacts instruction. That is an incredible step. As people 
come in, discussion still needs to continue, or that openness needs to continue, 
because people may not actually feel comfortable talking about race, or 
perceptions, or about why things are happening. What is not happening now are 
those continuing discussions. 
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 “Keep going, keep going. Let us figure out why there is a gap.”  Creating a culture 

of continuous inquiry and improvement is a significant role of leadership at CCBC by 

encouraging the identification of strategies to improve student outcomes and close the gap. 

A major institutional campaign was launched to first look at the data, and then 
to look at how we can specifically direct some attention both in the classroom 
and outside of the classroom to closing the achievement gap. We had a series of 
meetings and professional development activities that were conducted. It was 
on record that our chancellor was very honest about CCBC having a gap 
between its African American and White learners, and that it was unacceptable. 
The charge was to determine what we could do to have a level playing field.  

The leadership at CCBC is very motivated and wants to continue to bring in 
new tools, ideas and theories on how we can close the gap even more. He 
encouraged professional development for the administrators and faculty. As a 
LearningFirst institution we are trying to put learning first by experimenting 
with different learning options and thinking of pedagogy that will help students 
achieve academic success. The chancellor was very big on supporting culturally 
mediated instruction because all students benefited from it.  

 “Our chancellor was very vocal and supportive of initiatives to close the gap 

between Black and White learners.” Communicating and supporting the vision are essential 

to ‘spreading the word’ about priorities and to foster support, awareness, and understanding. 

The vehicle for change came from top-down. The first step was to be honest 
about the data and go public with that honesty. Secondly, we were encouraged 
to support initiatives such as the Title III grant and the Closing the Gap 
Initiative that directly connect to the gap issues and to services, opportunities, 
and policies that affected various populations of our students. 

As we looked at closing the gap, initially we focused on the math courses and 
developmental education. Those were the two areas where students were not 
doing as well either getting through the process or connecting with resources 
that could help them move along. The chancellor supported those of us who 
worked directly with some those initiatives that affected those students; he was 
very supportive and adamant about the need for change.   

 “The chancellor set the tone that was conveyed throughout the organization and 

put his money where his mouth was; he found dollars so that we really could do things.”  
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The allocation of scarce resources is a critical component to provide professional development 

so that constituents can learn about and have the means to support identified priorities. 

Allocating resources sends a signal about the commitment of leadership to established priorities.  

You can always talk the game, but if you do not have the money to bring in 
outside nationally recognized speakers, if you do not have the wherewithal to 
provide grants for faculty to do work developing curriculum, you do not get 
anywhere. We have gotten funding for the CTG Initiative in two different 
ways: through reorganization, where we have gone through phases of 
reorganization; and with the monies that were freed up, the chancellor put 
money into CTG. Those monies are used to send faculty and staff to 
conferences that they could not go to otherwise because we could not afford it. 
We have gotten an earmark from Congress for monies that have gone to closing 
the gap issues. 

In my own division a couple of the faculty members are working with the 
director of the Student Success Center to develop a new methodology for 
teaching the lowest level of Developmental Math, 081, using manipulatives, so 
that the work becomes tactile and visual as well as the normal ways of teaching 
math. Now we teach math here in lots of different ways, but this is one that is 
new to us and should be helpful. The Closing the Gap coordinator gave us 
money to do that, to buy the materials and to give faculty release time to 
develop it. 

  “It is always a tall order to change a culture.” Overcoming resistance, reducing 

uncertainty, and communicating anticipated change are critical undertakings and pose difficult 

challenges. 

From the very beginning, there was some pretty vehement resistance to the 
whole notion of closing the gap. It is always a tall order when you are talking 
about trying to change long-standing cultural perceptions and cultural 
archetypes. Part of it had to do with race. Some people were concerned that the 
chancellor, who is a Black man and has a very commanding presence, was 
going to ram closing the gap down our throats and give extra consideration to 
Black students over and above other students. Many people expressed their 
concern in different ways, but it was that major concern that a lot of people had.  

Initially, it was not clear how the Closing the Gap Initiative would be 
operationalized. “Does this mean that I give extra consideration to Black 
students?  Does it mean that I water down the rigor of my course material? 
What does this mean in the classroom?  How does this translate into what I am 
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actually going to do?” A lot of people had worries and asked those kinds of 
questions.  

Communication is one thing that was really lacking, and which is why 
resistance stayed as high as it was. There was going to be resistance anyway 
because of people’s perceptions that they wanted to maintain; but you can break 
through some of that resistance by communicating effectively with people. If 
faculty members and staff members see the value and they understand the 
benefits, then they will pass it on to the students eagerly and they will focus on 
it more, and students would be able to get the excitement from it, sort of catch 
the vision. 

I personally have been very pleased with how open we have been able to be 
about the data. The resistance does not seem to be about talking about it; the 
resistance seems to be changing behaviors to close the gap. The old adage was 
that some people can learn and some cannot. I think they wanted to hold onto 
that paradigm in their brains. “It is their environment, it is in their genes, it is in 
the way they had their schooling, it is in their families, whatever it is, but it is 
not me doing it.”  There is a resistance to taking responsibility.  

  “This is a partnership with everyone.” Committee participation and conversations 

pertaining to closing the gap contribute to shared experiences, ownership, and new language 

being adopted within the institution.  

The involvement of many people across the college allowed us to move 
forward faster than we might have if it had just been a top-down initiative. 
Many people were involved in each of the three campus committees. Whether 
direct initiatives came out of those committees or not, the language was being 
used, the paradigm thinking changed, things were starting to come about. We 
had a number of people on each campus come forward with leadership of 
discussion groups on the campuses over the last several years of the gap, 
especially culturally responsive instruction and so forth. People agreed to chair 
and serve on committees and have done so energetically and enthusiastically. 
They constitute an important part of leadership for the whole effort. 

Conversations included people who were a point of contact that work with 
students who are coming in that are not just academically unprepared to work, 
but unprepared in the college environment. The Student Success Center is also 
participating; they are developing and training their tutors. It is a really good 
model in terms of working in partnership with another part of the organization 
for students. It is everyone who has contact with students.   
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 “You do not do this all by yourself; leadership and team building are essential.”  

Leadership to close the gap was often perceived to emanate from the top. Leadership throughout 

CCBC was also thought to been an important aspect of effective institutional transformation.  

Leadership is having the ability to recognize who needs to be on board, what 
they can do and how to do it; convince people that it is a worthy endeavor; and 
have the skills and ability to help make it happen. There obviously is broad 
support for closing the gap. That support starts at the very top of the 
organization; it has board of trustees’ support as well as support at the 
chancellor’s level and his cabinet. 

The leadership has to be a top-down but it is also a bottom-up thing. It cannot 
only be top-down or it will never succeed. The organization will not have any 
respect for what is perceived as just the top person’s view or dictates, and so it 
has to be a two-way street. Finding a way to empower leadership across all 
levels in a very respectful way, in a way that values people as opposed to 
visions, that is what will help sustain this Closing the Gap Initiative. The 
chancellor did a very good job of setting the stage and raising the level of 
importance, but he also gave to others the tools to carry on that vision and carry 
the torch.  

 Concurrence on the issues and decisions is not always reached throughout the 

organization. 

People are being leaders and trying to make change. However, a disconnect 
exists between the leadership on the very top and the leadership that is closest 
to my position. As the leadership is diffused, as you look at leadership down 
below the chancellor in different divisions some, but not all, see the process and 
understand the goal and the intention behind it. Also, the further up in 
administration we go, the less they know about what goes on in the classroom. 
Very often, decisions are made which administrators think are going to make a 
difference with individual students. Some of it seems a little bit top-down, 
which sometimes causes difficulty for faculty to buy into.  

 “When you see a particular area in a college do well it is probably because there is 

a champion; and leadership has to do with selecting the right person for the right job.” 

The Closing the Gap Initiative was launched initially by the Chancellor and the Senior Director 

of Developmental Education, who built a coalition to support the initiative. 
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The Chancellor made a very good decision when he selected the Senior 
Director of Developmental Education to be the leader of Closing the Gap 
initially. Those two individuals have been the key leaders in our efforts to: 
publicize that data fairly extensively throughout the college as a way of 
mobilizing efforts; recognize that this was a problem that needed addressing; 
and get people on board with the idea that we ought to be serious about 
addressing the issue.  

Beyond that, you need strong leadership and a coalition working under you. 
Within the last year or so, there was a person elevated to a role of college-wide 
leadership for Closing the Gap. Originally, that position was a directorship in 
multicultural affairs, so that individual was moved to spearhead the initiative. 
We can probably name 20 people who are pretty strong local leaders. We easily 
have a room and probably an auditorium full of people who are willing to listen 
to ways to change business.  

 “Faculty members, independent of organized efforts, have been working, on the 

gap and experimenting in the classroom with ways to close it.” Significant efforts internally 

and in the community have been undertaken through faculty leadership initiative. 

We have had a number of other people who were important, influential, and key 
in the whole thing, including a number of faculty members. It comes down to 
people taking initiative in the leadership and say, “Let us address this,” those 
are the people who are showing true leadership. We have several faculty 
members who have written dissertations related to one aspect of the gap or 
another based on their own teaching experience. We have faculty members who 
have experimented with culturally responsive instruction. They have been at the 
grassroots level providing collegial leadership to their faculty peers in seriously 
addressing gap issues in their own classes and disciplines. I do not know what 
extent it is factoring into faculty evaluations.  

We are drawing students from the Baltimore city area and from Baltimore 
County who we find are not prepared. One idea was getting an outreach-type of 
program going. As teachers from the college, we were going to go to the city 
and help with some of the teaching and the curriculum. We are going to 
increase more remedial courses so that those students that come from the city, 
and from the high schools that are not properly prepared, will have the tools. 
We can get them ready so that when they come to a higher-level class, they are 
not struggling and are succeeding. “Okay, let us recognize the students having 
difficulty reading. Let us then get them in touch with those who can help in that 
way.” 
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“No one has training to deal with all of the sensitivity involved with this.”  The 

cultures of incoming students are often unfamiliar and cause discomfort to those who work at 

the institution.  

There is this whole group of middle management and faculty that just do not 
know what to do, because these issues are sensitive. They are fooled by the 
external show that students put on. Most faculty members want all of their 
students to learn. You know how a horse will balk when they see something in 
front of them? The secret is somehow keeping them from balking when they 
see the image of race coming up. It is somehow getting past that obstacle, that 
balking, and having them recognize that this is going to give them satisfaction 
in their jobs.  

It is not just faculty who have to look at what they are doing. How do our point 
of contact people in our centers, in our administrative units, deal with students 
who come in who do not know the language, who do not know who to go to for 
help? How do we support those students without being judgmental? It is 
learning to change our judgment. People are more aware that maybe because a 
student walks in and their pants are hanging down below their waist and they 
have their hat on at a ‘funky’ angle, not to be quick to judge the expectation of 
how that student is going to perform. That alone could be something that could 
cause the gap to be exacerbated. 

  “Closing the gap is about trying to help students to identify their own barriers to 

learning.” Leadership is provided by helping students develop responsibility for learning and to 

overcome perceived barriers to realize their potential.  

One of the main ideas or principles guiding LearningFirst is to help the students 
be responsible for their own education and to dedicate themselves to always 
learning something new. It is to help them try to always learn about their 
environment and to be an architect of what they learn. We are we are going to 
try to honor as many perspectives as we find in the classroom and in student 
events.  

There are some barriers in the way that the social environment is structured that 
can keep students from being able to take advantage of their opportunities. 
Students still cannot realize their potential if those barriers are going to 
artificially keep them from doing certain things, even if they are lifelong 
learners. 
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LearningFirst is more of a generic kind of an attitude; it is an approach to 
learning that sort of pre-supposes that students have confidence in themselves 
and in their goals. But if they have some deep psychological fears, if they have 
some deep issues of mistrust and they may act out based on these subconscious 
feelings and not be able to realize their potential. When they develop more 
confidence, then they can actually operationalize the whole principle of being a 
lifelong learner. That is where the Closing the Gap Initiative comes in. 

 

Vision  

 The affinity, Vision, “describes recognized institutional focus and aspirations. 

Being learning-centered, focused on student success and on closing the gap were significant 

topics of the Vision affinity. Concern was expressed about whether support for these would 

continue with the departure of the immediate past chancellor and with the Title III grant 

expiring in late 2006.  

 “Vision is an idea of constantly improving an organization or person or group of 

things constantly doing something more.”  Vision provides a direction and serves as a 

motivator to people affiliated with the college.  

Vision is looking up and over the hill. Once you have a clear vision and you 
know where you are going, it is like a jigsaw puzzle, it is like seeing the picture 
on the front of a puzzle. Here is the picture and here are all the pieces; now let 
us put those pieces together so we can get there. It really becomes a vehicle in 
that sense.  

Unless there are the organized, get-it-done kinds of skills nothing happens. 
When you have a purpose and a direction, things get done. Whenever I sit on 
any kind of committee or even any lesson I do, the first thing I ask is what is 
the goal?  What is the purpose?  What is the direction?  It assumes that there 
would be no real differences and that that is the direction that we want to be 
able to achieve, and sort of, “This is what we believe in.”  People who are 
interested in closing the gap are often vision people—they are seeing equity in 
the society and they have the big view, and they are not always the kinds of 
people who get things done. You need both of these pieces for this to happen, 
and they have to be balanced very well with overlaps between vision and 
planning.  
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“LearningFirst is basically student learning; and learning-centered education is 

first and foremost at this institution.” CCBC constituents talked about taking responsibility 

for instilling and practicing lifelong learning.  

LearningFirst! The vision at this college is well known. Dr. McPhail may tweak 
the mission to meet the needs of the students, but he has made it very clear that 
the vision will not change, and that is LearningFirst. The vision is to help all 
students. If it were not for those people who were true believers in learning and 
being the voice for promoting learning, it would be more difficult than it is 
now. It is having that leadership, that voice, and the necessary services and 
resources to allow faculty members and others to be recognized for supporting 
the learning-centered college. 

The CCBC vision statement is very noble. We always want to be a good place 
for everyone to learn. Any professional at CCBC is responsible for learning—
that is our mission. LearningFirst is learning through a faculty member, an 
administrator, a janitor, a nurse, our grounds people. In order to serve our 
students, we have to always stay on top of ourselves.  

 “Vision influences the way people will lead.” Vision, based on data, establishes the 

direction and provides a means to assess progress toward achieving it. 

The vision regarding closing the gap is going to influence the way all of us 
lead. Our vision and focus is how to better the system. If your vision is one that 
is a result of assessments or the evidence of it, you are going to keep 
improving. The data that has been collected to date should more than persuade 
people that we are doing the right thing and that it is benefiting everybody. We 
need to continue to gather the data to show what we are doing is working and to 
see if we are going in the right direction. Are we seeing continual 
improvement?  Or are we lacking?  

Some of the faculty had an issue with specifically targeting African American 
students. That is where the gap existed, so that is why it is the focus. It is not 
just about minority students. You do not want that because you need to bring 
them all together. I am looking for the gap between where students are 
successful and where they are not because if we are an institution of 
education—that is the concern. 

 “The learning-centered vision is the connector.” Because CCBC had been three 

autonomous colleges, each with its own culture, the adoption of an institution-wide vision has 
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taken time. Being “a premier, learning-centered institution” (CCBCMD, 2003) became the focal 

point to move the colleges toward a common direction. 

There are still a lot of issues because of the resistance that came with being a 
system-wide college instead of being three individual colleges. Part of Dr. 
McPhail’s goals was to have a clearly delineated vision associated with an 
appropriate mission that would be widely understood and accepted throughout 
the institution. The learning-centered vision has fairly well permeated the 
institution. There will always be these differences among the campuses. But 
that is okay. We have this common vision of wanting to do what is best for our 
students and make sure they learn.  

“Vision only becomes real when we all own them.” Aligning institutional and 

personal visions was perceived as important in developing ownership of CCBC’s vision and 

responsibility for achieving its goals.  

We have some visions, but I am not sure if they become the vision for everyone 
that is a part of this environment. Not only must I buy into it…but I have got to 
believe it first. It sounds really great, but are we really there yet? If people can 
espouse a philosophy and they are able to talk about it, that is terrific. What do 
they really have to contribute?  Why are they in this organization?  What do 
they see as their vision of what this organization is supposed to do for them and 
their lives? There is an expression in the Bible, “Without vision, the people will 
perish.”  Everybody here kind of has a learning-centered belief or they probably 
would not be in education. 

We need individuals to create their own visions. My vision is that a student of 
any color or background would walk on this campus and know instantly that it 
was a welcoming place where he or she would be valued as an individual, and 
his or her culture would be welcomed and honored and used in the learning 
process. I forget that not all students even know in a real visceral way that they 
are not welcome. They do not realize it until they are around for a while. Out of 
our society they might just think it is status quo—they never expected to be 
completely honored or welcomed. As I am talking about this I am thinking that 
is probably something we need to do more with in terms of institutional culture.  

One vision can be that we are going to make sure all the brightest students are 
going to get in; we will shuttle the other students off on a shelf that will take 
them nowhere. Another vision could be that we are going to make everybody 
feel included from the day they walked in the door. My vision is to create a 
nurturing organizational culture that is open and responsive to change and 
learning.  
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I want to see the college as the preferred provider of higher education. My 
vision is that when they come to CCBC and take classes from this division that 
they know that those courses are transferable. It gives them a sense of 
reassurance that they did make the right decision when they came here.  

I had proposed several years ago the creation of an enterprise institute with our 
partners in the community. Students will see this as a place to operate; they will 
see it as an opportunity to have access to faculty and all of the respective 
disciplines that relate to business that are critical to helping them to succeed. 
That is one of the broader dreams or aspirations that I have that I am actually 
seeing come to fruition.  

“Selling the vision to the community has not been successful.” The learning-centered 

vision and commitment to diversity have been integrated into the CCBC strategic plan. CCBC 

has successfully created partnerships with the business community. There were concerns as to 

whether the surrounding communities and politicians are supporting the vision of the college. 

The vision is that we are a learning-centered single college, multi-campus 
institution. The vision is that we will close the achievement gap between our 
majority and our African American learners. We are being looked at as a 
premiere institution. Community colleges have heard of us, “You are a 
Vanguard College.”  We have a long way to go, but we are making strides. That 
came from the hard work that Dr. McPhail did as far as talking about what we 
are doing and meeting with different constituencies and sharing ideas. We have 
people who are really in tune to the needs of students, and who are willing to 
explore what is going to help us deliver services to students. 

We have sort of convinced ourselves that it is worthy and important, but there 
are important people in the county and community, that say, “We do not want a 
great college; we want an average college. We do not want a college that serves 
everybody; we want a college that has a confined mission and a pretty limited 
vision of what it is.” That is kind of my private nightmare. While people talk, 
again, it is where you put your money that shows people what you value. I am 
hopeful that we are able to continue to get support from the county and the 
community.  

Our success rate, our reputation in the county is good if not excellent in so 
many cases. We can justify what is working and we can continue to evaluate it, 
tweak it, and improve upon it. But do not come and say we are going to clean 
the slate and be completely different. Let us show you what we have been 
doing, and then we can maybe start thinking of ideas that could improve on 
what we are doing.  
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“It is sort of tough to talk about vision when we assume it is going to change.” With 

the change of leadership, there was speculation about whether the vision of the college would be 

retained and whether it had been engrained in the culture. 

LearningFirst came about when Chancellor McPhail came. The hesitation 
people have now is what is going to happen to those LearningFirst goals that 
we have been working with, and is that going to change?  We are going through 
such a fluctuation of leadership and uncertainty, the dust has not settled, and we 
cannot lose focus on the prize at this level. We are making some positive gains 
in so many ways.  

It seems to me that in an institution this size, there needs to be some vision that 
exists regardless of who the chancellor is or if we have one. It took me a long 
time to get used to the LearningFirst. I do not know if it was something we 
were not doing before. In developmental education, we were always student 
oriented, and that was part of the whole thinking. LearningFirst has only 
brought that more to the forefront, which is good.    

I really do not think the vision is going to ever change for our institution. We 
have a vision; it is for all students. It has gone all the way through the 
organization. It will not be thrown out the window when Dr. McPhail walks out 
the door. There is too much invested in it, and there is too much that people 
truly believe in now. The terminology may change, but I do not think the whole 
thing is going to vanish in the wind. There are expectations that information 
and data are now embedded in the culture of the institution.    

 “Because of Dr. McPhail’s upcoming separation, there is concern that the Closing 

the Gap Initiative will be seen as separate from the learning college.” The leadership’s 

commitment to diversity fostered support for the CTG Initiative. A question arose as to whether 

there would be continued support for the initiative after the departure of the chancellor.  

Those who are highly involved see the CTG Initiative as a part of the overall 
strategic plan, the structure of the college. We are addressing the needs of all of 
our learners and we are looking of the picture of who we have and trying to 
address their needs. With the new leadership coming in, and with anticipated 
changes on the Board of Trustees down the road, we do not know whether it is 
going to be something that will be tossed aside or have as much focus. 

I do not think that we have always had the support needed to implement the 
commitment to diversity. Some of it is plain-old budget complaints, things that 
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go hand-in-hand with being at the college and post-9/11. The Board of Trustees 
paid a lot of great lip service to it. I have never seen them at any of the events 
or functions that have been held to try to create it. However, I give them credit 
that the Board members do not obstruct what we are trying to do. Where do you 
make the line of what is going to have the most impact on learning? Not only is 
the chancellor leaving but the Title III grant runs out in October 2006. At some 
point you need to decide whether we are going to keep all the employees we 
hired or put money in the Student Success Center for the student needs. How do 
you decide out of what was funded from the Title III grant what the college can 
and cannot afford to do?   

 

Strategic Planning  

 CCBC’s strategic plan, LearningFirst 2.0, provided focus to the college and built 

on its existing strengths. The institution has incorporated system-wide planning processes, 

informed by data, to establish goals and align resources. The learning-centered vision provides a 

focal point for planning. Diversity is celebrated as a value within the strategic plan and asserts 

that “variances in academic achievement by race are unacceptable; therefore, the College will 

close the achievement gap between African American learners and their white counterparts 

during the next 10 years.”  

 “Chancellor McPhail is the one that took us from a teaching to a learning 

paradigm and has provided specific foci for work.” The learning-centered focus and 

commitment to diversity provide direction for strategic planning and goal-setting at CCBC.  

Chancellor McPhail built on what we were already doing so that we could 
relate to it, and he made the learning focus much more obvious. We take 
strategic initiatives and break them down as to how we are going to focus in a 
given year. Closing the Gap was one of those initiatives. The chancellor has 
given us a direction that we have been able to partner with in our Title III grant 
for developmental students to increase student success. All of that is predicated 
under this big umbrella called LearningFirst.   

We have been doing LearningFirst all along; we just did not call it that. You 
will not hear that from the upper-ups, you will hear that from the faculty. Each 
college, all the faculty will tell you that we have always done exactly that. What 
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we did not have before is that we need to be cognizant that there are major 
differences between even one student and the next. We need to know that one 
way is not the only way.  

“There was a lot of disagreement, sometimes unexpressed, about the whole issue of 

one college with multiple campuses.” The move from three colleges to one that was mandated 

by the legislature was considered controversial by many constituents. LearningFirst became a 

focal point around which the college coalesced. The strategic plan served as an instrument to 

develop a system-wide structure that supported multi-campus efforts, such as the Closing the 

Gap Initiative. 

The strategic plan addressed the issues of one college. There were certainly 
people who did not believe in that vision, did not believe that that should be a 
strategic direction. There were some real work and cultural issues. The three 
campuses had had one board but had been in very different directions. There 
was competition. There were some real structural/political issues that the 
county and the legislature said it was going to be one college, with one 
administration, with one board that would represent the county and not the little 
communities. There were some real issues about who was going to control 
what. The fight for the institution is a fight for the soul of the institution. It took 
great leadership to bring the three institutions into one. 

In order to support anything that happens system-wide there has to be some 
level of strategic planning. Things that were happening on each campus were 
brought in system-wide based on professional development opportunities for 
faculty and staff. Now, the Closing the Gap Initiative has grants that folks can 
apply for and can be awarded if there is an initiative they want to pursue that 
supports closing the performance gap across the college.   

“Planning and goal setting are continuous. It is an intricate process that is 

measured by outcomes.” Strategic planning is pervasive at CCBC and has been infused 

throughout the institution.  

You should know where an institution is going. CCBC has been very diligent in 
setting up the strategic planning process, developing goals, implementation 
plans, and actions. When Dr. McPhail came on board, the planning process for 
the entire college became more engrained. We are always striving to look for 
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new means and new goals, or maybe reevaluate a goal that is already been set 
and say that is really attainable. 

Every month that I am in the senate, we are reevaluating our goals and our 
planning and how we can better use the resources. Every year our 
administrators have to write the objectives for the following year. We have to 
tie them into the strategic plans of the college. Literally, if I write an objective 
to increase the faculty participation in the Early Alert program, I have to link it 
to one of our strategic goals. It makes us all much more aware of where the 
college is striving to go. It gives us ownership in the movement as well, which I 
think is crucial.  

There is also this accountability tool and measurement tool, “How do you 
know?” There are quarterly reviews along the way. It is a very data-driven and 
an environmental-scan-driven process. It has grown up a lot in the last six or 
seven year to the point where goals and objectives exist all the way down the 
organization. It is a two-way model in that there are very high level goals that 
are developed at the Chancellor’s level which are driven all the way down to 
this level of the organization. Our goals are aligned with the upper-level goals, 
but they are not necessarily identical. We collect data down to the detail of how 
many students not only visit our Student Success Centers, but how many are 
tutored and in a particular area. When we have a request for funding for tutors, 
people can see we are not just saying we need money; we have some supporting 
facts. Retention is one thing we do not necessarily see connected to the 
objectives. 

“The planning is there; but, there is a disconnection between who does the 

planning and who carries it out.” There were mixed perceptions regarding the level of 

involvement in the strategic planning process at CCBC.  

We are a part of the strategic plan if we want to be. It is communicated to the 
entire college community. In a learning college, everyone brings value and has 
voice. There are lots of opportunities to be involved. In a couple of places, a 
vice chancellor or a campus president has been less successful in involving 
people at the staff level, in proposing objectives and coming to a consensus on 
what needs to be done. Folks will suddenly find out that their division has an 
objective, and they do not think they participated in trying to decide what that 
objective should be. Even when you have the most wonderful opportunities for 
involvement, there will always be the folks who were not here or did not want 
to participate who will say that it was all ‘top down’ and nobody asked their 
opinion. We do have a couple of pockets where nobody really did ask them. 

The first couple of years it was a top-down model where the chancellor and his 
cabinet developed their objectives for the year, and then they were pushed 
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down. It is not bottom-up planning such as the Community College of Denver 
has; but it is very detailed and a very committed system. When we revised the 
LearningFirst 2.0, it paid attention to stakeholders. 

Is the strategic planning process participatory?  Questionable. Most of us are 
not involved in the planning; unfortunately, we get that information from 
above. We are still leaving people out of the conversation in terms of their role. 
I only get the results of it, a lot of flashy booklets, and handouts of goals. A lot 
of decisions have been made above me but I do not see where they fit in. We 
are told to align our individual goals in the departments with the division goals 
and the college goals. Planning, sometimes as wonderful as it is, if the people 
who are being told what they need to do are not always involved directly, it 
leaves an after effect to clean up. Our biggest problem is the communication of 
such things.   

 “You can see what we value by the resource allocation.”  A system has evolved at 

CCBC to align resources with the strategic plan. Not everyone at the college is in agreement 

that there has been full alignment of resources to fund the Closing the Gap Initiative. 

The budget is aligned with the strategic plan; for everything that we do in the 
strategic plan, there is a column that says ‘resources’. Everyone is a budget 
officer. Our faculty members are probably better educated in terms of this 
college’s budget than probably those at most institutions. The Cabinet allocates 
resources according to the plan, which is how they ended up allocating over 
$300,000 dollars to the CTG Initiative that is not grant money; it is institutional 
money. The success of Closing the Gap is linked to our overall strategy as well. 
In terms of sustainability for the CTG Initiative, the college has a line item for 
it in its budget. Quite frankly, it came from programs and positions being 
eliminated. It is a commitment. That is the kind of courage it takes to bring 
something like this forth. I cannot imagine doing this without the planning.  

Most people would say that the key element of strategic planning is linking up 
to the budgeting you do. We have failed to do that, in my opinion. There are 
still too many forces at work in our institution that determine how money will 
get spent politically—on the basis of certain political considerations rather than 
planning considerations. You go through all of this red tape to try to get access 
to Closing the Gap funds. Alignment with resources, I hate to say it is almost 
nonexistent. When we started the CTG Initiative, there was not a budget line or 
account to support that goal at all. There is no additional money. The entire 
college has been sort of struggling as how to reassign our own staff members to 
perform certain duties to support the accomplishment of that objective. 
Probably for the last year or two, finally we have been able reestablish the 
budget to support that activity. I have to almost pull my hair in order to identify 
resources; I am talking about human resources, financial resources, in order to 
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accomplish the goal. We do not have the freedom to realign our resources with 
our projects, with our objectives. CCBC does not have financial autonomy from 
the county. It is like we have troops here but we do not have the tools to do 
what we need to do. So, we have a very good model but it is difficult to 
implement.    

Special projects do not do what institutionalized efforts do. How can we 
redirect these funds in a way that everyone would benefit? There was 
immediate divide when you have this specialized program established with 
fairly significant dollars attached to it. My goal would be to move from special 
projects to making it a part of the way our culture operates and hold divisions 
accountable for implementation. It probably would have been a more effective 
process if Closing the Gap funds had been diffused into each of the divisions. It 
becomes an expectation of a culture, not a special project. You get buy in that 
way. We need to explore how we can contribute in all areas of the college to 
close the achievement gap. 

“If the strategic plan has fallen down, it has been in the kind of year-to-year 

operational planning issues.” The institution’s vision is clear. However, the need to 

operationalize the strategic plan has become fragmented. Some faculty expressed a desire for 

specific examples to be provided in developing steps to close achievement gaps. Hiring 

practices in support of diversity do not appear to be consistently supported. 

We have objectives for organizational excellence, but we do not have people 
working on the same objectives across the silos. In our original planning 
system, we would have eight strategic objectives, and everybody would have 
responsibilities within each of those eight, and we would set objectives within 
each of those. Each of the directions is now kind of owned by a vice chancellor, 
and these silos have come up.  

Strategic planning that takes place happens at the fluff level. Faculty members 
are very busy with the courses they are teaching, making modifications, doing 
unofficial advising, serving on all of the committees at the other campuses. To 
ask the faculty to come up with the “concretes” is to ask the faculty to use a lot 
more time. I know the concrete is more difficult to do; the concrete for a 
philosophy instructor and for a computer information systems instructor is 
going to be different.. There are no concrete examples of how to close the gap. 
Sometimes there are ad hoc committees that are formed that say we need to 
work on closing the gap. I do not necessarily feel like I am a better expert than 
a colleague or somebody on another campus, but by luck of the draw, I am on 
this committee coming up with concretes. That makes it challenging.  
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We want to identify as many professionals, staff, members from various 
backgrounds on campus to provide services to our students who have become 
more diverse. I have been urging my staff to hire student workers or staff 
members from different language or ethnic backgrounds in order to provide 
some language services to specific groups. There is still a gap between the 
CCBC Hispanic community and the proportion of our Hispanic students on 
campus, as well as staff. When we advertise to fill positions, we make certain 
that they are in publications that cut across ethnic and gender lines so that 
people get to see it. Whether you are male, female, black, white, green, purple, 
the information is out there.  

There is a commitment to diversity, but having been on a couple of hiring 
committees this was taken to the extreme. I vowed I would never do it again, 
because we were really pressured to hire people for the sake of diversity and in 
two cases they turned out to be bombs, just bombs. Very often we end up hiring 
the person who is not the best candidate because of the pressure of the 
Affirmative Action goals. So they close the search, make you open it again, and 
close the search, and make you open it until they get the ones they want. And 
this happens frequently. You need the person who is committed to 
developmental students, and that has nothing to do with the color of their skin. 

Those kinds of commitments to diversity in the strategic plan for the institution 
have never, in my experience, made it all the way down to the level of units that 
are actually hiring in a concrete way. I have pretty much been left to my own 
devices to determine to what extent I needed to be focusing on hiring for 
diversity in the people we hire. I suspect there are other people that are 
responsible for doing hiring in other units of the college who may not embrace 
the goal or may not have the same kind of resources. Our strategic planning 
somehow does not touch that operational reality. 

 

Organizational Culture  

 The development of a system-wide structure and an overarching culture has taken time 

to evolve. Each of the three campuses has retained many of its unique characteristics. As CCBC 

constituents learn to work together and share common experiences, shared assumptions and a 

common culture are developing. Among them is a pronounced emphasis on being a learning-

centered institution. A culture is also developing in support of honest and difficult discussions 
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that are contributing to an understanding and support of diversity and closing performance gaps 

between African American and White learners at CCBC. 

 “When we started, college-wide collaboration had to do with bringing together 

three individual colleges into one which is a challenge.” As previously mentioned, one of the 

unexpected findings of the study was the context and history of merging three autonomous 

institutions into one and the challenges that represented for the leadership and followership 

throughout the institution and surrounding communities.  

When Dr. McPhail came on to work at CCBC, the charge was that three 
individual colleges had to merge into one college. There were three unique and 
distinct cultures in place. From that moment, there was some resistance from 
faculty members and administrators who did not believe in having a tri-campus 
college. However, as we bring new faculty members in, it is important to help 
them understand the culture and view it as a systems culture. The college 
advertises as a multi-campus system, and requires faculty to teach on more than 
one campus. For new faculty, when they go on a different campus, they just 
assume that that is just another aspect of the overall culture of the institution. 

 “To take three independent colleges and merge them into one college is an 

enormous change process.”  The development of a system-wide structure is lending to the 

reduction of redundancies and contributing to the development of common curricula and shared 

strategies, such as those being implemented to close the gap. 

Trying to integrate all of those colleges into a single institution has probably 
been somewhat of a Herculean task, but I think we are getting there. This new 
organizational structure has college-wide deans. Program coordinators are now 
facilitating difficult discussions around the data. New department and division 
cultures are emerging from blending three separate cultures. We knew all three 
campuses had to be on the same page and lead toward being a learning college. 
There were some real cultural issues. Leadership changed and people were 
hired to deal specifically with closing the gap. More minority faculty members 
were hired.  

We had systemwide discussions that included issues such as the pass rate of 
African American students on your campus versus our campus; what you were 
doing in your math class that was different than what we were doing in our 
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math class. Curriculum development has cross-campus communication that 
may not have happened in the past. In fact, one of the Middle State’s gripe was 
that people were developing curriculum on one campus without talking to 
another. There were three campuses’ versions of Closing the Gap. Now there is 
one and the subcommittees are college-wide. There has definitely been a 
movement toward more centralization and representation.  

“Where do I go with those kinds of things?” As the college-wide organizational 

structure evolves, it will require refinements, clarification of responsibilities, and a keen eye 

toward the changing needs of the incoming student population. 

I do not think we will ever come to one big organizational culture especially 
given our current leadership structure; it is a very confusing structure. You have 
the chancellor, the cabinet, the presidents, and the deans, but three deans report 
to one president, and three deans report to another. If I want to try something I 
go to my department chair or my dean, but then some of the things I am doing 
fall under the Title III Grant. It makes it challenging when you want to do 
something, not knowing who to go talk to about it. 

There are certain things that can be easily done but then the culture is not ready 
for it. When the students need academic advisement the advisors are not always 
there. Mostly, the people who can answer questions about the courses and 
programs are there during the daytime. We stress the importance of the needs of 
the weekend students and the response was they cannot be there all the time. If 
we have this concept or momentum to establish an alternate work plan, we 
could do this.  

“How do we come up with a single shared governance approach that everyone is 

willing to buy into?” Moving toward a shared governance structure provides a framework for 

involvement and discussion of difficult issues that span CCBC’s three campuses. 

The whole issue of shared governance has a tremendous impact on how this 
culture is formed because, again, those three colleges had their own shared 
governance. Most people are buying into a culture that supports academic 
excellence and also supports faculty involvement, because the approach we are 
taking now is to make sure that faculty and staff are given the opportunity to be 
actively involved. Before this government structure was in place, it was very 
top down. As that is happening, people are finding their voices about an 
appropriate mechanism, whether it is through the leadership side of the house 
or the senate side of the house. There is a good communication flow between 
the senate and leadership, now that they are actually talking. 
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“The learning college ideal is the widespread universal recognition that everybody 

can learn.” Being a learning-centered institution became the vision for the institution. The 

Closing the Gap Initiative became a leading initiative to address the performance gaps of the 

changing CCBC student body within an evolving system-wide structure. 

The institution is working more and more within a global context. There is a lot 
of growth with the immigration of Asians, Middle Easterners, the Baltic States, 
and the Russians. You have to start talking about embracement of change. 
Now, Dundalk is almost a third African American, and Catonsville is already 
almost 40% African American. Faculty members have struggled with reaching 
those students, and the shifting mores, shall we say, of society that are in the 
classroom.  

Probably 62 percent of the faculty are going to be up for retirement; they have 
been working in this field for thirty years. The leadership’s focus on closing the 
gap is giving them tools to help them instruct and help non-majority groups 
learn. What we have to do is to figure out what needs to be done by us to enable 
everybody to learn whatever it is they need to learn. If you finally have part of 
the students who are looking to your institution for education or suffering from 
a performance gap of various kinds, lower graduation rate, lower average 
grades and the like, you want to address it.  

“Our existence counts on the success of our students; celebrating diversity is one of 

the fundamental values at CCBC.” Embracing diversity as part of the strategic plan provides 

a platform for the espoused values of the institution. Developing shared values and tacit 

assumptions requires adaptive work. 

Can an institution change a value system? That is a fundamental question. I do 
not know if that is something we can teach people to do. To transform itself, 
does an institution have to change the value systems of the people within it, or 
just attract people of a like value system?  Ideally there will be a time when 
perhaps one of our main issues will not be achievement gaps with the learning 
college. For us to make more progress, we have to get down and dirty at that 
level. We can only go so far without really going through some deep stuff. It is 
the hardest thing in the world.  

To help strengthen the culture, the question is, how does that help with our 
strategic direction? More importantly, does it support the culture of this 
institution and where we are attempting to go?  One lesson that I learned early 
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on was that it was much harder than I ever thought it was going to be; you are 
fiddling around with people’s basic core values. I do not think that this kind of 
work can just be limited to institutional change and institutional transformation. 
This kind of work happens through personal transformation, personal 
relationships one by one, and changing mindsets. We need to recognize as our 
population grows, we need to address that their needs might be different from 
what they were five or six years ago as a population of students. 

“When you talk about organization culture, you have to be open and willing to 

talk about very sensitive things.”  CCBC has been impacted by the merger of three colleges 

into one. Simultaneously, changing demographics have contributed to new student needs and to 

the need to hold difficult discussions about race within the institution.  

I learn everyday how hard it is to have an environment for open and honest 
discussions. If you are a strong advocate for a particular kind of change, and 
people need and want approval, they will say what they think you want to hear. 
People would not dare to talk against any of this around the chancellor or 
around any of his cabinet because loyalty was a big piece of the way he ran 
things. We are not sure what the right and wrong answers are anymore. There 
are civility issues that exist at our college. It creates a climate of fear of being 
able to be open and honest.  

We had chairs of many of the college-wide committees that are involved in 
diversity, culture, and climate talk about some of their goals and objectives. 
Almost every single objective sheet focused on climate and safe zones and on 
the ability to have these kinds of discussions. I think we value selective 
openness. I have noticed a wavering in opinions, depending on the person 
sitting in the room and the level of importance. “Oh yes, it is great. I believe 
that we should do this.” But in a different arena, “We are putting all of our 
effort into helping African American students. If we do this, our White students 
will fall by the side. Are we trying to serve students who really cannot do this? 
Some things we are not equipped to deal with, and we do not have the time, the 
effort, or the money do that.”  It is very hard to talk about. I think we probably 
need a lot more difficult discussions. When you deal with anything racial, 
people get nervous and think, “Am I going to get misunderstood?”   

Informal groups are very important to explore and allow people to navigate 
how they talk about those types of things. The only way we can make real 
progress is to get at the root of what the issues are, and you can only do that by 
being honest and having that ability to talk openly and to explore issues and for 
people to engage in that dialogue and share things. Having honest conversations 
has become part of the being of the institution. There is much less fear today 
than there was four years ago. 
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 “LearningFirst depends on every student feeling as if they are an integral part of 

the college.” Faculty and staff are being asked to adjust to demographic changes. Where do the 

needs of learners fit within these discussions? 

When you start talking about closing the gap, then you start looking at whether 
the academic and social environment for students has been conducive to all 
students from all groups, including marginalized groups. Has the atmosphere 
been conducive to them being able to take responsibility for their own learning, 
or are there some barriers between them and their potentials that are actually 
endemic to the culture? That is what the Closing the Gap Initiative really tries 
to get at—how people feel about their experience in the institution. So people 
can feel like they are being included and they get a sense of the climate that 
says, “We welcome you, because we are actually willing to look at things from 
your perspective.” It is working to change the institution to address these 
different cultures coming in. I do not see someone who looks like me. I do not 
know what to do or who to speak with. So, we have been working on that and 
we have some really good faculty on this campus and some administrative 
assistants who I know students are more than willing to go to and say, what do I 
do now? 

 

Assessments  

 As a learning-centered institution, CCBC has instituted assessments to address the 

question, “How do we know” (O’Banion, 1997), to examine the effectiveness of interventions 

to improve learning outcomes. CCBC has developed an ongoing “comprehensive institutional 

assessment system to evaluate the effectiveness of all college operations and to adapt indicators, 

evaluative components, and information to the learning college model” (McPhail, et al.,  2001, 

p. 17). Placement exams are required of “All certificate and degree-seeking students…to have 

their [skills assessed] in reading, writing, and mathematics” (CCBC, 2006).  

 “Why were we looking at one final or common exam in accounting or another 

course?” The reorganization of three colleges into one provided a foundation for moving to 

common course outlines and assessments. Faculty and staff work together to assess data, 
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determine and refine goals and interventions, and make recommendations for next steps to 

improve student outcomes.  

We are a hybrid institution that was three independent colleges that had to 
become one. Because we were one college, we had to let people know if they 
had a student who took Accounting I in Essex, and then the student decided to 
take the rest of the courses in Catonsville, that what the student learned was 
going to prepare them for the rest of the courses at the other campuses. 
Therefore, they had to assess what we were teaching. It was not saying to any 
faculty involved that what they were doing was wrong. We have to look at who 
we are serving. A lot of the faculty members already do assessments; they are 
just not codified and standardized; they are being done on almost an individual 
basis.  

A lot of our administrators, faculty members, and staff have broadened what 
they use as evaluative methods. Faculty are starting to re-evaluate their 
evaluation methods. Formative assessment is about what we are going to do to 
make things better for the students. Faculty are more open to student feedback, 
and based on the feedback that students give them, they revise their lectures. As 
an example, in the future I need to urge folks in developmental education to 
begin rewriting their curricula so that it has a really strong appeal to African 
American male students without somehow alienating all the other students. 
That gets into the culturally mediated instruction. Faculty also recognize that 
each student demonstrates his or her knowledge gained in a different way and 
that faculty need to have a variety of methods of assessing learning.  

 “The most prominent example of assessment we have at CCBC now is the 

Learning Outcomes Assessment Program.” Learning outcomes assessments (content 

specific) are used at the course level for developmental, general education, and ‘high impact’ 

(e.g., high enrollment/low success rate) courses. Course level assessments are providing 

comparable measures for evaluating classes taught across all three campuses. 

Faculty members are starting to use learning outcome assessment projects at the 
course level which are giving them a more global perspective. They have 
collaborated on common projects of having people learn math or English, or 
psychology, whatever, and they learned to work together and respect each 
other. It has had an overflow effect into everything else we have been doing. 
These projects brought together people from the three different campuses who 
barely knew each other. The assessments have been enormously helpful in 
getting the issue down to where there is some real traction, where you can do 
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something about it; to look at what happens to students within particular 
courses.  

Outcome assessments from classes are kind of like competency-based 
education that should be clearly understood by everybody. We do a lot of pre-
and post-test with that to see if our students are learning what we say they are 
supposed to learn based on the common course objectives. If we find that there 
is a particularly high failure rate, and it seems to be repeating itself and can be 
isolated, then we try to deal with that. Sometimes the individual may not even 
realize that it is happening. We look at the goals that have been set, and then we 
use that information as a springboard for future development once the leaning 
outcome assessment has been completed so that we understand, “These are 
some opportunities for improvement.”  

We are looking at particular curricula changes of content as well as teaching 
methodology. Also, if we thought we were testing one concept and it turns out 
we were testing a different concept, we work together to make adjustments. If 
we are, then why are we getting 70 to 80 percent success in some courses and 
30 to 40 percent in others?  

We are using learning outcomes assessments with the courses that are part of 
our general education requirements. Another arm of learning outcomes 
assessments is aimed at and built around assessing our high-impact courses 
which are the list of courses that have high enrollments (3,000 students) and are 
remarkable in one way or another regarding success rates—that is, lack of 
success rates, failure rates. We take a list of courses by enrollment, top-down, 
the highest enrollment, the lowest, and we are picking the ones off the top. 
Most of these are developmental or general education for obvious reasons, but 
that is where we are going to have the most impact in students learning.  

“We have a “Plan, Do, Check, Act” cycle that I call it a Deming Circle of learning 

outcome assessments.” A commitment to perpetual analysis and improvement appears to have 

become embedded in CCBC’s culture. 

Faculty develop an assessment instrument; they collect the information; they 
get the data back, look at the data, and discuss what things they want to do 
differently in the classroom to change the data. We have a whole set [of  
courses] now that are finished that reassessment, and health is one of the 
success stories; so is reading. The administration and faculty determine the 
additional things that we think we can do to improve instruction, enhance the 
success rate of our students. We are always assessing ourselves which allows us 
to have more conversations across the board and make improvements. You 
know that when you are getting feedback, it may not be what you want to hear? 
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As we got into the discussion, our faculty were extremely elated about 
suggestions for further development.  

We have been pretty successful in terms of the people that have been recruited 
to take the leadership roles within the institution. We work very closely with 
the Vice Chancellor and Assistant to the Vice Chancellor for Learning and 
Student Development so that as we are doing our learning outcomes 
assessments we can identify high impact courses; we can look at what works 
and what does not work. We have looked at the models of assessing outcomes 
of student learning and assessing methodologies the faculty are using. You 
cannot do a learning outcome assessment and ignore what it tells you. 

Many of our programs are going through a learning outcomes process. Just as a 
college looks at core competencies in English, math, and other courses, they are 
developing a plan, for example, to assess orientation. (e.g., How is 
communication being achieved in orientation? How is critical thinking being 
achieved in orientation?)  Student services are looking at implementing the 
graduate learning plan and helping students clarify their goals, identify majors, 
and connect with resources. It has a direct impact on closing the gap. 

Evaluation of performance is also reinforced by the college’s governance 
structure. We are always striving to look for new means and new goals, or 
maybe reevaluate a goal that has already been set and determine that it is really 
attainable. Every month that I am in the senate, we reevaluate our goals and our 
planning and how we can better use resources. Most things are susceptible to 
some standard that we can measure. In terms of strategic planning, the things 
that you measure are the things that tend to get done, too.  

“Assessment is not the final word; it is just a tool that we use to get to the final 

product, and the final product has to be student learning.” Assessments provide another 

‘tool in the toolbox’ for unearthing additional areas for improvement. A culture of inquiry and 

improvement – not condemnation and retribution – has been put in place. Learning outcome 

assessments are being used to determine if interventions are effective to improve student 

success and to elicit involvement and explore lessons that can be shared.  

For the Closing the Gap Initiative there may be certain outcomes that one has to 
assess, especially in developmental courses. We look at the extent to which 
majority and minority students are succeeding and we look at interventions that 
professors have demonstrated have had considerable success. We share that 
information with others who may be teaching similar courses but are not having 
the same success.  
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The assessment cannot be the final product; it can only be part of the process. 
For this division, I know when there are a high percentage of, say, African 
Americans that are not doing well on a course. There are going to be varying 
degrees of success. Some are obviously going to do considerably better. 
However, if I find that there are some concerns about a specific course, I can 
work with a particular faculty member and say that the data suggest there is 
room for a little work. I was part of a learning outcomes assessment focus 
group recently, and that completely changed my thinking about what we ought 
to do. If that project is any kind of a model, we used our data from that to try to 
make changes in our courses. Using the outcomes helps to determine 
interventions. We set goals and look at how we are going to measure the goals 
so that we know whether or not we are affecting the kind of change that we are 
trying to obtain.  

“We are trying to show that what we are doing across the college, not just in the 

classrooms, is directed towards student learning.” Staging in a culture of assessments 

requires diligence in building an understanding, trust, and the capacity to address issues as they 

arise.  

The insights are not always at the individual faculty level of who is doing well 
and who is not doing well because their students are passing or not passing or 
learning or not learning. It is often a procedural question that one campus or 
one department has had a different prerequisite or final exam. It was helpful for 
all three campuses to sit together with representatives to create a common 
exam. Faculty are starting are getting a different perspective on what is 
happening across classrooms, as opposed to their individual classroom and their 
individual section. 

At one campus, there was a remedial course in which faculty were basing the 
entire course on a final exam. The other campuses based the final grade on the 
quizzes and the homework and the assignments and class participation. We give 
a common exam to make sure that we are doing exactly what it says in the 
syllabus that we are to do. We have a common syllabus that addresses all the 
things that everybody has to teach so that we are consistent. No matter what 
campus students attend, they get the same material.  

As an example, all of our developmental math courses have a common midterm 
and a common final. Any student who passes Math 082, we are pretty confident 
they have a core base of knowledge. There is accountability, and there is not the 
problem of a course not covering the material it needs for students to progress 
into the next course The faculty have academic freedom. The instructor can 
decide what to do in terms of tests or quizzes. However, they are expected to be 
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able to demonstrate that their students are learning and that they are doing 
things that have a proven track record.  

 “The learning outcome assessment basically looks at the final exam and at the 

demographics; who passed and who failed.”  Disaggregated data provide a snapshot to 

determine where gaps persist and to open dialogue for difficult conversations.  

In regard to closing the gap, it was very difficult to introduce the concept that 
you need to look at race, age, ethnicity, and gender, and look at where gaps 
exist within classroom assessments. We have monitored change over the last 
four or five years. We look at all students; then we drill down to see if there is a 
change in the gap. Because the Hispanic and Asian groups are still less than 
three percent of the population, the difference is really looking at African 
American and White students. 

With disaggregated data by campus, we get to see how everybody is doing 
compared to everybody else. “You are not teaching the African Americans this 
particular concept,” or, “You are doing this particular concept well, but this one 
needs improvement.” We are finding different campuses have different 
populations, so what is true on one campus is not necessarily true on another. It 
makes it interesting when you look at the whole picture - at the entire college, 
as well as at one campus or another.  

That initial look at student success data for developmental students was the 
thing that spurred us on. The comprehensive plan for the Title III was the point 
at which we started looking at data and realizing that there was an achievement 
gap that we needed to address. Why do we have some departments and some 
campuses that have no gap in success rates between races and between genders, 
and at other campuses we have that? 

I would look at some of the course completion rates and say, “We are not going 
to really get at this issue of student success until these folks who consistently 
fail 75 - 90 percent of their students do something about it. This is 
unacceptable.” Some of them were quite proud of it. People were skittish about 
looking at things by race. We have had some accusations such as the reason 
there were such good course rates is because they were “dumbed down.” You 
say, “No, we all agreed these are the objectives, these are the textbooks; these 
are the common graded items.” It is one of those things where you do not turn 
to the worst one and say, “You must be racist,” or, “You must be doing 
something wrong.” You have to be very diplomatic and ask, “What are you 
doing right? How have you accomplished this?” It may be that you hire 
somebody to replace them, or it may be that you provide extra support, or that 
you just talk with them. But you cannot ignore that this happens at CCBC and 
every college in the world. 
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Time is passing and we have developed a number of interventions and 
initiatives. Every two years there is a major learning outcome assessment 
project that looks at how instruction can be improved. In terms of looking at 
closing the gap, our African American students have made significant stride; 
but sometimes the White students are coming up more.  

“The GREATs are a common graded assignment given through all the sections of 

a particular courses listed in General Education.”  Learning outcomes assessments are 

content specific. “Common Graded Assignments are assessments designed by teams of faculty 

representing each General Education discipline. The discipline teams have become known as 

GREATs, which stands for GeneRal Education Assessment Teams” (CCBC, 2006d, p. 2). The 

GREATs were developed based on different General Education goals. 

 Learning outcomes assessments ask, “Did you know how many valves are in 
the heart.” GREATs ask, “Could you appreciate how to change your lifestyle 
through greater means or good?” The main thing about using data is you look at 
it and you see what changes you want to make and you create your goals and 
objectives based on that. We are trying to find out if there is a difference 
between what we thought the students were taking away from the courses and 
what they are actually taking away. We can recognize, “Out of the groups, our 
African Americans are grasping more of one topic where Caucasians are 
grasping more about another. 

There are six GREAT criteria that we look at: content/knowledge and/or skills; 
oral/written and/or signed communication skills; critical thinking skills; 
technology as a learning tool; cultural appreciation; independent learning skills. 
By giving a block exam, it means that the faculty members know that they have 
to provide the instruction and the information to the student that allows them to 
navigate that exam successfully. Are they embracing cultural differences? Of 
the six criteria, the math people do not do cultural perspectives and independent 
learning. “There is no way that our rubrics can show that. It is very hard to get 
an objective assessment tool, particularly when you are talking about diversity. 
We see the relevance—we see why it is necessary; it is just really difficult to 
create a really good assessment tool.”  

 “The scores of the new faculty are just incredible who have participated in the new 

faculty learning community.” Assessments are also used to guide program improvements for 

new faculty development. 
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The learning community for new faculty is thoroughly assessed each year using 
four different instruments. We look at: open-ended survey questions; a faculty 
checklist; a pre-/post-assessment and at Student Instructional Reports (SIR II) 
scores that are done collectively. SIR II is the students evaluating faculty, so it 
is students’ perception of their learning. They indicate how well the faculty was 
organized, whether they achieved their own student learning outcomes. We 
have found that the SIR II scores of faculty who have been involved in the new 
faculty learning communities are far higher. You do not see that in faculty who 
have been here a long time or who have not had an opportunity to really work 
with other faculty to learn and really discuss their issues. The open-ended 
surveys and the assessment pre-/post have been helpful because they have 
helped determine how to alter the program to make it even better.  

“Placement assessments provide students with a clear understanding of what is 

needed to get to where they need to go.” Assessments are required to place students as they 

enter the college. The assessments also provide insights on areas for institutional improvement 

both within CCBC and with its educational partners. 

We spend time testing the skills of the students at the front end, making sure we 
place them in the right class. Students have to be assessed before meeting with 
an advisor and taking courses, unless they have the necessary SAT scores or 
transfer information that would exclude them from testing. We use Accuplacer 
and Companion. Once a student has registered for classes, other assessments 
are given at varying times throughout the semester to determine if the 
coursework is meaningful to support student achievement.  

The students arrive with a high school diploma, and there is a disconnect there. 
There are English-as-a-second-language problems. Many of our students are 
dealing with a language dialect; standard English is really their second 
language. One of my friends for years, who has taught middle school in the 
Baltimore City system has said, “When they take those exams at the end of the 
year, if we counted dialect errors as errors, they would all fail.” The same 
students get to college and we say, “You cannot be writing a dialect; your 
language is wrong.” We require students who come in to take the placement 
test, knowing that they are not prepared to take it coming from high school.  

Unfortunately, the closer to the beginning of the semester the least-prepared 
student population shows up. My experience has been that about two weeks 
before the semester begins, we run out of the developmental education courses. 
We have students taking credit courses for which they do not need a 
prerequisite. They are going to fail those because they cannot get into a 
developmental course, either math or English or reading. Advisors say, “It is 
going to be okay;” and then they are not retained and that is a big factor. We 
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almost fooled them into bait and switch. Are we keeping those numbers that we 
are getting in?  That is where we are dropping the ball. They go right back out 
the door. It has an awful lot to do with closing the gap because there are a very 
high percentage of African American students in the developmental classes.  

 

Collecting and Using Data  

 Collecting and using data is part of the culture that has developed at CCBC. Data are 

used to identify problems and target areas for improvement in support of the college’s learning-

centered vision. Institutional research is a priority in the organization and benchmarking is done 

against peer colleges. 

 “Collecting and using data is a piece of the learning college commitment that we 

have had for several years.” CCBC has committed to collect and use data to identify 

problems, assess interventions, make decisions and set goals in support of student learning.  

It goes back to the learning college philosophy: “Why are we doing this? How 
will this affect the students? Are students learning?  How do we know?” After 
we start to do anything, we have data as soon as we possibly can. Our data are 
looked at as stepping-stones to the next stage. When you get into the data, then 
you have to start splitting it into groups that people understand. It is more 
meaningful if you can get the data to a level that a particular department head or 
faculty member can do something about, try things, monitor their success rates 
over time, and get resources and support to help make changes. It is turning that 
data into information and understanding it that is important; it is not just 
numbers.  

We are below our national peers on student engagement, perhaps because the 
students in the evening are feeling alienated. As an example, it would really 
nice if we could drill the Community College Survey of Student Engagement 
(CCSSE) data down to the subject area, discipline or division level. I doubt 
whether our nursing students would tell us, but I bet you our students in general 
studies or undeclared programs are probably among that group.  

“Planning, Research, and Evaluation is a highly valued department.” CCBC has 

built capacity in institutional research and technology to support data collection and analysis. 
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Prior to the merger of the three colleges, the work that was done in institutional 
research (IR) was mandatory reporting and not a whole lot more. We use 
mandatory reporting as part of our business to support assessment of the 
institution; we get ‘double use’ of mandatory reports. That is not necessarily 
true of a lot of IR offices. A lot of community colleges struggle with one-
person IR shops, and they cannot do it. The levels of assessment that go on at 
this institution, including institutional, programmatic, and course assessments, 
are the major drivers for data.  

Having planning in the IR office keeps a broader perspective on the needs of 
the institution. A value provided by our IR office is collecting information to 
support the policy decisions. We are building better systems for analyzing and 
understanding data. Had we not taken on Banner Information System when we 
became three into one, I doubt we would be where we are with closing the gap. 
Similar to a lot of colleges, when we converted to Banner we went though the 
black hole of having no data for about a year. Ultimately, it gave us the ability 
to look at outcomes and to disaggregate data. Having an integrated data system 
has been a powerful, essential tool. The Planning, Research, and Evaluation 
Office is one of the pieces of culture change that has been gratifying because 
we can get all this data and support. 

“You can look at where gaps exist the most by disaggregating the data.”  Disaggregated 

data provide a snapshot to bring attention to unexpected findings, align resources, and focus 

interventions. CCBC is confronted by many of the same issues being faced at other U.S. 

institutions as gaps are identified – not only in developmental education but in higher-level 

courses. 

We disaggregate the results based on those things that provide an “ah-hah” 
moment to help faculty. A good example is that we discovered that it was the 
African American males who are having trouble. Our White males are not a 
piece of work either. The rankings on most of the success retention issues are 
White females do best, Black females do next, White males are next, and Black 
males are at the bottom. White males score below Black females—it cannot be 
a race issue. Maybe it is a gender issue, but it is not a race issue. I do not think 
one precludes the other [race and gender]. How do we convince African 
American males that this is a challenging place where they can get ahead and 
that we have faculty and staff who are willing to work hard to make that 
happen? Equally, how do we convince White males?  Is that a different appeal, 
a different set of courses; is it isolated in particular divisions or courses? 

They are coming in not academically prepared, and that is why many African 
American students are not succeeding in developmental courses. We, and most 
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of the Achieving the Dream colleges, correctly identified that it is the entering 
student who comes unprepared, and perhaps unmotivated. You could close the 
gap for a discipline such as nursing. However, you would not be closing the 
gender and race gap because your money would not be in the remedial courses 
or working with the high schools to convince them to motivate and better 
prepare the students that are coming here.  

There still exists a gap in the advanced classes in terms of course retention and 
success rates, but it is much smaller. As a former CCBC president said, “Let us 
make sure we get them through the door and prepared and into that next level 
of courses where they are going to have the skills to succeed.” People can hide 
and say, “Oh, it is the students’ fault.” When you look at the data for the 
success in Calculus II, and you see there is a gap, then you say, “Wait a minute. 
How can that be?” It was eye-opening. When we started to see that big 
difference in courses in which you would reasonably assume that these students 
were coming in with the same level of academic preparedness, it raised the 
question of why African American students are not succeeding at the same rate 
in Calculus I. Maybe there are some discrimination issues going on.  

The next few years are going to be really important for the institution to 
continue to make progress in narrowing gaps. Right now, we have clear data 
that show there is a problem. There are gaps, and there are gaps where we do 
not have any real explanation or rationale for why we would have those kinds 
of gaps. Have they taken them as seriously as they should?  It is questionable. 
Only when the data are bad do they take them seriously, when they start going 
down.  

“As far as using the data that specifically relate to LearningFirst, there is still 

some resistance to identifying the problems by the folks who are supposed to make their 

executive decisions based on that information.” There are areas in which respondents 

commented improvements can be made in the collection, use, and communication of data. 

Some faculty members think comparing our gap to other campuses’ gap is like 
comparing apples to oranges since we are not drawing from the same student 
pool. When you start to look at gaps, obviously each campus is drawing 
different populations, different numbers of students. You can be African 
American, Asian, or White and come from a higher socioeconomic level with 
parents with higher education so you must consider multiple variables. 

Here is another little hitch. We are asked now in the fall to do a learning 
outcomes assessment project with 051. When we did the 052 we just said, 
“Okay, of course a standardized test. This is the easiest thing; give it to them,” 
When you stop to think about it, the standardized test had very little to do with 
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what they are actually doing in class. All the students know what you want to 
hear, so of course you tell them to be honest, but who is going to be honest?  At 
the end of that, the powers that be looked at those scores, “Well, we do not 
need to worry about this. The scores are all high.” Yes, wrong instrument.  

We seldom stay with it long enough to see the results. We change practices or 
change policies and throw away three good years of data to go to some other 
approach. There are so many questionnaires, I do not know how well they are 
attended to. Some data have been shared with the faculty members, but not a 
lot. It has not trickled down. We do not know what elements of the services we 
need to improve upon based on data collected from surveys that are general. \ 

 

Vehicles for Change  

 Vehicles for change was described as, “councils and professional development 

initiatives for faculty and staff.”  An investment has been made in various ‘vehicles’ to 

contribute to staff development and implementation of LearningFirst 2.0. These initiatives also 

represent a means to elicit change in the culture of the organization. Numerous councils and 

committees have developed which require evaluation and coordination to improve their 

effectiveness. 

 “Professional development is a primary vehicle for change.” CCBC has focused 

professional development to provide value to the college, to foster institutional change in 

support student learning, and to raise awareness of issues germane to closing achievement gaps. 

If you do not have a philosophy, and if you do not train people in what you 
think a great organization is, you are never going to be a great organization. 
While we want students to be successful, our faculty members need to also see 
learning as a lifelong and continuous process. We put a very high premium on 
continued professional development.  

We are talking about change and opportunities for continuous growth, but 
institutions take a long time to evolve. Because we want to be supportive of 
students, we want to develop professionally. Each campus still has a different 
set of values and cultures in addition to those of the institution. We do not 
necessarily want to lose the individual cultures of our campuses, as long as they 
buy into the institutional culture. Unless you put something behind an initiative, 
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you are never going to move it off the dime. If you do not have a philosophy, 
and if you do not train people in what you think a great organization is, you are 
never going to be a great organization. 

Vehicles for change go hand and hand with strategic planning. Our Professional 
Development Day which is sponsored college-wide for employees, is a chance 
for the vision to reinforce that we are all learners, and that we share that with 
our students. Professional development allows everybody, faculty, staff, and 
administration, to be involved, gives them opportunities to build on what they 
know, learn more, and implement what they have learned in the classroom. 
CCBC has been working very hard to bring scholars and nationally renowned 
speakers to address culturally mediated instruction, and other academic 
intervention strategies. As a learning organization, we encourage our faculty to 
go to conferences, come back and share the information. Faculty grants serve as 
vehicles for change for faculty to do a project in their classrooms. This gives 
faculty members a chance to get a small stipend so that they can work on a 
passion that they have over the summer and then introduce that into the college 
process.  

“I like the idea of college-wide collaboration, but a lot of people were definitely 

resistant to it.” Efforts are made to develop collaboration on each campus as well as college-

wide with mixed reviews.  

One campus started reading common books and then having discussions. The 
groups were open to all levels of employees; they wanted people to feel free to 
discuss things openly. It was a building block. Over time, it put people more at 
ease and allowed some difficult conversations to be vented. I understand that 
that kind of model was being done at each campus location.  

There is a tremendous problem of people not knowing each other on the three 
campuses because of being physically separated. When you are a three-campus 
college, it is collaboration that you need. Very often I will get an email and 
some decision has already been made. However, I do not think that 
collaboration with campuses 17 miles away is the important focus. It should be 
a focus with faculty, counselors, and staff that work with the students who 
attend their campus. We are a very young institution having been established in 
October 1998. The change that has happened has been revolutionary, not 
evolutionary. Evolution has got to fit in. You do not push it, you do not rush it, 
because you cannot.  

There are people we already know that we have worked with in the past, and it 
is a lot easier to sustain those relationships than to create new relationships with 
people on another campus. In my generation that I came in with, almost 
everybody is retiring, so I do not know anybody and I think that makes 



 207 

 

 

establishing working relationship with people more difficult. The new faculty 
members or the younger generation are more involved.   

 “Faculty jobs are very isolated for the most part.” Developing collaborative 

activities can foster a common understanding and shared experiences that help build teams.  

Faculty work their office hours, they teach their classes, and they plan their 
lessons. A lot of their outside work can be done at home: they grade papers at 
home, they plan at home, and then they come in. If you develop community- 
and team-building activities, faculty can share their best and promising 
practices including assessments. I listened to faculty at a meeting in which they 
were talking about different assignments that they were using in class. It was 
interesting to watch their eyes light up, “Oh, that is a great idea because that 
really hits on that objective,” and, “I really like that because that is something I 
have wanted to do and I did not know how to do it.”  

Learning Assistance Coordinators have built a relationship with the math 
faculty who developed a better understanding of some student issues that may 
affect the student success rates. The coordinators also have a very good 
partnership with the support services on campus because they refer students to 
make academic plans. I do not know if that would have happened if each 
campus had continued to work independently. We were forced to look at this on 
a larger scale. When we collect data and assess the numbers of students who 
failed or passed, and look at the services that the students utilized, it gives 
faculty members a picture of what the advisors are doing. They can see if the 
students adhered to the advising recommendations and whether they utilized the 
tutoring services or other services.  

“College-wide committees have contributed to tremendous partnerships among 

folks who have not partnered before.” System-wide advisory council and committee meetings 

have contributed to eliciting discussions pertaining to topics such as CCBC student populations, 

instruction methods, effective policies and practices.  

We have a variety of areas where the faculty can serve on councils and other 
kinds of committees that have been critical as vehicles for change. The Title III 
Advisory Committee brings in representation from across the college for 
anything that deals with developmental education. The college-wide Early Alert 
Committee informs participating faculty of what support services each campus 
has to offer. The Learning Outcomes Assessment Advisory Board is organizing 
how we assess courses and programs. We have a General Education Review 
Board which looks at general education issues. The Vanguard Subcommittee on 
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Advising has been meeting for two years, looking at how advising practices can 
be improved and creating a faculty partnership on advising. The Council for 
Innovation and Student Learning (CISL) is an opportunity for faculty primarily. 
The year before last the CISL made closing the achievement gap their goal for 
the year. All of these people sponsor activities in their areas for faculty and staff 
to work with their issues. All of these support closing the gap. 

Mutual respect has started to happen. It opens up a lot of discussion for policies 
and practices; what we are doing and not doing; what we could do better. It 
calls out those who are in charge. It ties in a lot of services to work together. It 
gets us communicating, working and tracking information together. One of the 
aspects of annual performance is on college and community service; one is on 
professional development. 

 “Sometimes I feel like the committees do stuff, but then where does that go?” 

CCBC has initiated councils, committees, and discussion groups to support its vision. Enhanced 

communication and involvement of the broader CCBC community would strengthen 

institutional transformation efforts. 

Administrators have been building stronger ties with faculty to show them that 
without their involvement, their development, and taking care of their needs, 
students will suffer because faculty members have that kind of contact with 
students. Groups on our campuses initially were very helpful in discussing race, 
in particular. However, how can you get the information that is taking place in 
these committees out to other people that need the information? How do you 
involve and inform people without mandating, without shoving it down their 
throat? Sometimes I am not sure where that information goes because it does 
not necessarily get back to the faculty. Our support staff are typically left out of 
most of our vehicles for change. That is a big problem that you will potentially 
encounter in making more changes.  

“The biggest problem with the vehicles for change is that we have a trillion 

committees, such as the CISL Committee, the Developmental Education Committee, the 

Closing the Gap Committee.” As councils and committees have begun to mature, there is a 

growing recognition that initiatives and goals need to be coordinated and responsibility assigned 

and reinforced.  
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Councils and committees do not all integrate and are not coordinated with each 
other. The move is underway to combine some of those councils so that things 
are meshed. We need to pull them together so that people are not running to 
five different meetings, but can benefit from the groundwork of those initial 
committees. Many changes came when we collapsed some of these smaller 
campus-based committees. As an example, our Closing the Gap Campus 
Committee no longer exists; it is a college-wide initiative. A lot of people are 
still doing things on their own.  

Councils may meet one time and come up with ideas, but never follow through 
with them. The Vanguard effort, the CISLs, the Task Force on Cultural 
Competency, and the enrollment management groups were all set up by 
leadership to make the changes. Leadership in a lot of ways did not hold those 
vehicles accountable for following through and making sure things happened. It 
is not always clear who is going to do the next step. My sense of organizational 
culture and structure is that somebody has to actually take responsibility to 
make things happen. It was often the hard discussions and decision making, but 
the follow-up did not take place saying, “Here are the people who are going to 
be accountable for making this happen.” I think a lot of the issue of leadership 
is looking back over your shoulder and making sure people are following you; 
and when they are not, turning back around and saying, “You were supposed to 
follow up on this.” But people just dropped the ball.  

“The Closing the Gap Initiative has been most successful in sustaining what is to 

be done, who is to take responsibility, what the next steps are.” The CTG Initiative is noted 

for its leadership and organization as well as for its contributions in providing professional 

development and understanding on issues pertaining to closing the achievement gap.  

What makes the CTG Initiative work is that we have a very clear college-wide 
committee with very specific goals and objectives. The Closing the Gap 
Committee is a vehicle for change. We have a college-wide Closing the Gap 
Symposium each year about reaching all learners. The CISL forum is one of the 
sponsors of our Professional Development Day, and probably half our 
professional development is based on people talking about closing the gap 
issues that faculty have done in the classroom to better serve the students. We 
set aside an entire day each semester for just that.  

The focus for the Developmental Education Symposium is usually closing the 
gap; many renowned scholars come in and talk to us about the initiative and 
what we can do at CCBC. The Learning Assistance Coordinators are trained to 
work with their tutors to help with the Closing the Gap Initiative. The Closing 
the Gap Committee will send out college-wide e-mails with a list of 
conferences. Last spring I received a list of at least five or six conferences that 
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were going on. They said, “Hey, we have the money to pay for the conferences. 
Let us know if you want to go to any of them, write a report and present it to a 
portion of the faculty about what you learned and how it can be helpful to 
improve the students’ learning through instruction techniques.”  

 

Involvement  

 Involvement was described as engagement of faculty and staff within the college as 

well as relationships to engage students. Involvement is contributing to CCBC’s overarching 

culture and to ownership of initiatives at the college. Professional development activities are 

used to engage and inform faculty and staff and lower resistance to change. A new participatory 

governance structure has contributed to broadening the involvement of faculty, staff, and 

students. A challenge for the institution is to develop an atmosphere that is inclusive of and 

receptive to new and unfamiliar cultures and perspectives. Racial and generational issues are 

surfacing that are not easily addressed. 

 “The level of involvement will affect the organizational culture.” There appears to 

be a growing effort to develop a culture of involvement, shared ownership of initiatives, and 

solutions to identified problems. 

Getting buy-in has been the big thing about the organizational culture. What 
you want to do sometimes is say, “You have to do this because the books are 
saying it, we know it is the right thing to do, our students deserve it, and you 
just have to do this.”  It is very difficult to pull back and acknowledge that it is 
better if faculty and staff come up with an idea themselves. 

There is an active core group who generally are the ones that strive to make 
change. They are willing to fight the battles, which is powerful. Those people 
have decided it is part of their career path to be good at this and make things 
happen such as: Closing the Gap, Student Success, Student Outcomes, and 
Learning Interventions. I am thinking of the people who say, “This is what my 
reputation is about; this is what I want to do.”   

There is another group that was convinced this was just blowing smoke, that the 
real agenda was something else. As previously independent colleges, these 
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campuses have very deep roots. It can be considered a strength of people that 
they have loyalties and devotion to their original schools. Their perspective is 
more, “I need to stay loyal to my school so I cannot like you or your idea 
because you are not from the same school. It was not helping that they had to 
register 1,000 students in one day or the fact that they had to go from here to 
another campus to go to a meeting. It was extra work that was not being 
recognized. Then there were folks on the fence that just said, “Convince me. 
Show me that it is worth doing.” What has helped me is that I want to do what 
is best for the students regardless of whether we are one college or three 
colleges. 

There were some folks that did not see the solutions that they could grasp and 
do something about. Those people have to be involved, and you have to get 
them to develop part of the solution. It is important not to overwhelm them with 
the problem, but say that there is a problem, there are solutions, and provide 
reasonable steps to take to do something about it. During some attempts, we 
focused on the problem rather than the solutions, trying not to be top-down. 
That makes a lot of sense, but sometimes leaves people wringing their hands 
because they do not know what the solution is. They are looking for somebody 
to help them think about the solutions. 

One of the ways that we are focusing on lowering resistance is by having the 
Learning Community for New Faculty in which new faculty cross campuses, 
divisions, and departments and work as a single unit for one calendar year. It 
helps them see each other as having the same goals and objectives in caring 
about students. They do not have quite the sense of history that other people 
have. 

Wherever that involvement comes from, you know it will shape the way in 
which things happen and the way in which people interact, the way that people 
work together, the clear messages that people understand as the standard, lifting 
up a standard.  

“With the new college senate and committee structure, there is definitely more 

participatory governance.” The new participatory college governance structure serves as a 

forum for analyzing issues and voicing concerns. It is evolving in its effectiveness and working 

on a structure to address college concerns.  

Last year, all three senate presidents got together and, with the support of the 
administration and of the chancellor, developed the College Senate. Now all 
three campuses meet as a large forum. Before the current government structure 
was in place, it was very top down. The senate is starting to find its way. 
Previously, there was a lot of lip service to participatory planning; there 
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certainly was not a governance structure that was strong to support that. Now, 
there is a mechanism in place for things to flow through now.  

There was a threat of unionization by faculty who were frustrated because they 
did not feel as though they had a voice. This pushed the leadership’s hand a 
little bit; then they worked together to devise a governance structure. Now they 
have a voice through an appropriate mechanism, whether it is through the 
leadership side of the house or the senate side of the house. Non-faculty or staff 
are also at the table for discussions, which is valuable. There is a good 
communication flow between the senate and leadership, now that they are 
actually talking. It is less top-down and more participatory, which is a very 
healthy step for the institution.  

We have student chairs sitting right there that, unfortunately, sometimes stay 
vacant, but we try to engage the Student Government Association (SGA) or any 
student that wants to come in and raise their hand and speak up. We want 
student involvement. We have chairs on our committees set aside for students; 
they have equal say and equal vote with the senate, down to two subcommittees 
that I am on. We try to involve students with the faculty and make certain that 
they feel they are not a subordinate or inferior, but an equal. We share 
information. It is an open forum effect where they can do that. It is a wonderful 
tool and means to disseminate information.  

Since it has only been in place for a year, the institution is not clear what has to 
go to governance, what does not. It is still in an evolutionary phase; those 
things are sifting out. Even though now we have a college-wide senate, all of 
the committees that exist do not report to the senate and the senate does not 
know all the committees that are in existence Also, how a person is selected to 
serve on a committee is not clear.  For instance, the Title III organization has an 
advisory board that meets once a month. There are people that do not know the 
committee exists, and they might want to have input into what that committee is 
doing. CCBC needs to enhance its communication. A lot of times, it still seems 
that decisions are being made by a small group without extensive 
communication with the faculty members.  

“The complexion of the college has changed, and attitudes and perceptions have 

not changed.” The age and race of student populations, along with differences in perception 

and culture, are difficult for some faculty and staff, as well as for the students. 

There are some faculty members that have always had good relationships with 
students of color. You always have your bad apples, but through general 
student satisfaction survey results and course evaluations, students have a very 
positive perception of their faculty helping them out and giving them big 
support. We have some faculty that are very resistant and are afraid. I do not 
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think it is race by itself; I think it is race and youth. They have no problem at all 
with returning adults of color, but they do not appear to understand the youth 
culture. It is scary to them, and they feel out of it, and they misinterpret things; 
there is a lot of self-protection. I wish I could say that the student support folks 
knew the answers to this. However, they go through the same kind of problems 
and misunderstandings.  

They see a student sitting at the back of the room with the hat pulled down over 
the face and they think that the student is disrespecting them, when in fact the 
student could be afraid. They hear Black dialect and they take it as though the 
student is ignorant, the student is stupid. In fact, they may have been reinforced 
by the behavior that the students bring to the college. We see stereotypes all 
over the place, so we bring that back to work with us. So we are not making 
any ground there. Students will give feedback and say, “You know, I feel they 
are talking down to me. It is not that I cannot do the work. For lack of a better 
word, I need somebody to love me, to care about me so I can do this.” It really 
has to be a compassionate part, because these students probably do not have a 
large amount of self-esteem anyway. There are a lot of judgments that are 
made.  

“A lot of students are not prepared to sit in a college-level classroom.”  There are 

generational and cultural issues for both students and faculty. Even when there is cultural 

appreciation and understanding, it can be difficult for faculty and students when there are unmet 

expectations. 

It is very difficult for teachers to teach their classes; they have a certain level of 
expectation, even with students in developmental classes, and then try to 
develop a relationship with them. Classroom management issues take the 
forefront before relationship-building issues. As far as the faculty member is 
concerned, it is tough work dealing with students who cannot read in their first 
semester, who cannot write. It is very difficult working with these students. 
When they come with behavior problems, it is even more difficult. There may 
be even a part where students are not comfortable with instructors because they 
are feeling something from them, too. In the classroom, I think we have got a 
lot of work to do.  

There have been plenty of training sessions to help faculty members get 
through some of their own attitudes toward these students. You cannot be in the 
developmental classroom and not be engaged. The students will walk all over 
you; they spot it a mile away. You should listen to students without wishing 
that they were somebody else, that they were more like you in another way, that 
they looked better to you, or without wishing they were dressed differently than 
they are.  
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Many of the faculty members are afraid of their students and they make the 
assumption that students do not want to learn, which is not true. I have a very 
good working relationship with all my students because I am not fearful of my 
students. I call it the “fear factor” with some of our African American students. 
I have noticed it plenty of times. Some of the comments, “Well, these kids, I 
just do not want to deal with them because they are rude. They come in and 
they bring the street with them and they bring that inner city with them.”  There 
are other faculty members that work very well with their students; listening to 
them just to find out who they are, what they are expressing, and what issues 
mean to them. I say, “Well, you have to teach them the college culture—teach 
them how it is in college. You have to control your classroom; you cannot let 
the classroom control you.” 

“In the learning college mindset, the ultimate responsibility is in the student, they 

still have to study, take their tests, and do their work.”  LearningFirst focuses on the 

students’ responsibility for learning. To reinforce student learning and development, the 

institution looks at ways to engage students and increase achievement levels of minority and 

majority learners. 

The learning college goes beyond content and academic learning. The learning 
college helps to facilitate: how to be independent; how to be leaders in their 
community in whatever shape or form; how to maintain the status quo if they 
are happy, or to continue to strive further. It is guaranteeing that when students 
walk out of your classroom, they have gained something they did not have 
when they walked in, and they can apply it into the big picture of life. 

It is definitely a different mindset than, “If they cannot learn it, oh well.” We 
have a few who are still like that, but we are seeing less and less. New faculty 
members have been coming in who want to do whatever they think is going to 
work. When we start to see some success amongst faculty peers in their content 
area, and we know that we are eventually going to be compared, the 
competition is good. We are not going to fire someone because their class got a 
lower percentage for passing. In the learning college, students are still 
responsible for what they are learning, and how they demonstrate that. 
However, we are going to look at ways that we can help faculty possibly 
increase their success rates.  

You can see that we all come from a little different experience in the 
communities that we served when we were independent. We bring in college-
wide groups of people to study issues such as advisement or a new student 
orientation. We ask groups to identify best practices, hopefully from within the 
institution but also from outside the college, that might be appropriate to pull 
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across the whole college. We are in the forefront in looking at how can we do 
better. It is almost as though you taste a food that is different, it tastes good and 
you want more of it. I think that is kind of where we are as far as our 
philosophy, our mission.  

“There is an important core of faculty members and non-faculty individuals who 

have taken on the challenge of addressing the gap, which is the most important piece of 

internal involvement.” CCBC faculty and staff are identifying strategies to improve student 

success and engaging students in building relations. While data were used which identified 

African American learners as the current target of the Closing the Gap (CTG) Initiative, not 

everyone is supportive of the initiative, expressing concern for students who may be missed by 

it. 

The faculty members work in teams across disciplines to look at learning 
methodologies that would address the learning styles of African American 
students and to incorporate appropriate activities and methodologies into their 
classes. This includes trying to learn more about it: the nature and causes of the 
gap; the techniques or strategies that may have been identified to help address 
the gap, among which would be culturally responsive instruction. There are 
people in Student Services who also are very much involved and committed to 
working on closing the gap. 

The level of engagement between faculty and students could improve; a part of 
the CTG Initiative is to help faculty members. Students should be much more 
involved in the issue of closing the achievement gap. They might not be able to 
call it ‘Closing the Gap’, but they understand what the issue is. One semester, 
students of color were introduced to the concept. It was enlightening to hear 
their perspective and what they felt they needed to help them succeed. We 
would be more effective if we could hear from them what it is they feel they 
need.  

There are always the same repeat faculty who support and want to do different 
initiatives to close the gap. The administration tries to get the faculty involved 
by providing opportunities, such as initiatives and studies. But with the faculty 
as a whole, I do not feel they are involved in the CTG Initiative. We saw almost 
immediately a divide with faculty who said, “Why are we doing this only for 
this given population?”   

When the CTG Initiative was first created, there was a lot of dialogue among 
faculty. I would like to see a structure put in place, similar to the Discussion 
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Board which is no longer in existence, to have leadership and involvement 
beyond the college-wide coordinating committee that has been created. I would 
love to see us create subcommittees on each campus, so that we can meet as a 
body and discuss collaboration, and things of that nature, at the campus level. It 
is the existence of that core of faculty and staff in the institution that makes me 
think this effort is not going to disappear with the disappearance of our current 
chancellor.  

 

Academic and Student Interventions   

 To increase student success and close achievement gaps, the CCBC community has 

been providing and refining academic and student interventions, the primary outcome of the 

institutional transformation system. Being supportive of experimentation and fostering inclusion 

in developing solutions contributes to ownership and strengthens the sustainability of initiatives. 

Professional development contributes to understanding and adoption of new practices while 

lowering resistance to change. Coordination and communication of interventions is critical to 

streamline processes and provide accurate information to assist students. Data are used to 

identify progress and gaps. Several interventions that have been adopted by CCBC are 

highlighted in which initial data show successful outcomes.  

 “You have to have a culture and a leadership structure that supports some risk 

taking, and recognizes that things may not work.” CCBC has developed or adopted a number 

of intervention strategies in support of student success. Resistance to change can mount when 

new ideas are introduced that require learning and risk-taking in a continuous leadership-

followership structure throughout the organization.  

As a LearningFirst institution we try to put learning first by looking at different 
ways of helping students achieve academic success, starting in the classroom. 
First of all we have to have an environment that encourages and accepts 
change. Once you have data, you use that to determine what changes you want 
to make. There are no magic pills. Really, the interventions are about 
experimenting with different kinds of interventions.   
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We have done a tremendous amount, and that has been a major organizational 
thrust from the top. Common course outlines, for example, would never have 
been done. Initially, there was a lot of resistance. In that case, the former Vice 
Chancellor for Learning and Student Development and the Assistant to the Vice 
Chancellor for Learning and Student Development said, “We are going to do 
it,” and the Chancellor agreed and provided some resources to do it well.  

 “The intervention phase is all about people and leadership.” It takes time and 

persistence to build a culture and develop leadership throughout an organization to experiment 

with and implement interventions. 

Building partnerships between the people who have contact with students and 
who have the ability to intervene is important. Faculty members and advisors 
have the first and constant contact and have the potential to intervene when it 
comes to assisting students in achieving their academic goals, or, basically, in 
remaining at college. If you do not have an open relationship, then you are not 
going to be taking the risks to do interventions with students.   

Sometimes what was really happening in introducing interventions was getting 
people to talk to each other. There were instances in which there was not 
consensus about what the interventions should be; however, within the 
department, they decided what was reasonable to do and got people to go along. 
Maybe money makes a transformation. Some of the interventions took place 
because people received more resources. They got master learners and tutoring 
support. In some of them we ran course success rates and identified the sections 
and the faculty who were the least successful and made sure they had extra 
resources, either through the student services or the department or whatever.  

“The Center for Learning and Teaching Excellence provides an opportunity for 

faculty to learn new strategies for working with students who may be considered at risk.” 

Faculty development is offered to reinforce options for pedagogy and assessment to improve 

student outcomes. 

Creative pedagogies become a part of what happens in the Center for Learning 
and Teaching Excellence. The center also provides exposure to resources within 
student services. We provide faculty with teaching options to understand that 
the culturally sensitive instruction, as opposed to culturally mediated 
instruction, is for people to be aware that just getting up lecturing, or just using 
PowerPoint, or providing instruction in just one way is not conducive to all 
learners. It is not a racial way of teaching. If you have ten students, you have 
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ten different individual learners and ways of learning. Options need to be 
introduced to make information available as effectively as possible for different 
learning styles. What does that really mean for a student? Optimally, if the 
student has his/her druthers, they will learn a certain way. However, if this is 
not possible, alternative ways will be provided that they will need to learn.  

For example, portfolio learning might be very appropriate where faculty are 
doing learning outcomes assessment in which they target a specific area and 
then measure any change that has happened. They are more open to student 
feedback, and based on the feedback that students give them, they revise their 
lectures. 

“How do we get that information out so there is accuracy across the college?” 

CCBC is examining how to improve its advising process to provide accurate information across 

the college.  

The college has had a history of involving faculty in academic advising. The 
faculty members here do more than just teach because of the advisement 
process. Career faculty are very willing to mentor students from their 
disciplines. A concern arises and resistance mounts when you have students 
who are undeclared or are in general education where it has moved outside of 
the faculty member’s comfort level. We get back to staffing and how many 
professional advisors to use. But the person has to be willing to give that 
student the time to help them until they get an answer or tell them to where they 
need to go.  

In the information age we are in, where students want an immediate response, 
they are going to keep calling different numbers and emailing because they 
want and expect an immediate response. There is a lot of unofficial advising 
going on; because it is unofficial it is not any less important. If the student 
already has a connection with a tutor at the Student Success Center, they would 
be inclined to ask the tutor questions instead of going to an advisor to ask the 
question. We must ensure that everybody has accurate information because the 
students do not always go to point A for point A’s information.  

“CCBC needs to better link these interventions within the office, the divisions, the 

programs, so that we can be better informed about what we are doing with each other.”  

CCBC has numerous interventions to improve student outcomes that could be enhanced by 

additional coordination and communication. 
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The individuals, groups, different offices, and divisions are working very hard, 
almost on their own to help students. Sometimes there are inconsistencies in 
services to students and the services should be in sequence. As an example, our 
admission people need to communicate very closely with our orientation 
people; and our orientation people should be communicating very closely with 
academic advisement. After the students take the placement test they want to 
get academic support by seeing a counselor; but the counseling office is 
closing. In turn, the student needs to come back. The goal is for the entire 
college to establish sequenced services to serve our students and in accordance 
with student flow.  

“There are many strategies and avenues designed to improve student outcomes.”  

CCBC has a number of interventions designed to enhance the success of all students and narrow 

the gap for African American students.  

What we do is research based. We have the Closing the Gap (CTG) Initiative 
which is now under the Director of Multicultural Affairs; this position reports 
to the Senior Director for Developmental Education who provided leadership in 
initiating the Title III grant and in developing the CTG Initiative. There are 
many great things that come out of that office. We have the learning assistance 
coordinators who are funded under the Title III grant. We have tutoring. We 
have counselors. We have different teams to provide faculty training to improve 
student outcomes. There is a student team for the CTG. 

 A synopsis of some of the interventions that have been implemented at CCBC follows.  

“With the first year experience, we map out how we touch students to support them from 

the time they step onto campus.” The first year experience program helps to map out 

interventions with students.  

We do a small group orientation, advising, and registration – all in one session. 
We orient our part time and full time students all at once so we are able to give 
a consistent message. We have first week activities where we set up 
information tables around campus and promote different programs. Second 
week is a learning fair; then workshops follow throughout the semester and the 
year. We have separate sessions for our evening and weekend students. We just 
implemented a late registration policy that basically said once a class has begun 
a student cannot register into that class. 
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“One of the interventions that has been successful has been the Early Alert program.” 

While Early Alert is still considered a pilot, initial data show successful retention rates for 

students in Early Alert sections. 

Based on a student satisfaction survey about five years ago, we knew that 
students wanted earlier feedback on their performance earlier in the classroom. 
The Early Alert system allows us to identify students who are not attending 
classes, are not completing assignments, or are not doing well on graded 
assignments. Some courses are targeted, but many faculty are volunteers. Early 
in the semester, the faculty complete an Early Alert roster that is specific for 
their class. They indicate which of those students are not progressing and have 
a conversation with the students.  

Once we collect the rosters, a letter is sent from the dean, “You have not been 
attending class. What can we do to get you back into the classroom and to assist 
you?  Make sure you talk to professors.” They can also go to the Student 
Success Center to get help in some areas that appear to be problematic. We 
recognize that some of closing gap may be that some of these students sign up 
for classes and then they get lost; they disappear. This provides a way that the 
students get the information; students take it seriously.  

There is some goal clarification up front so that if students run into difficulty, 
they are able to identify supports to move them through it. We look at our 
student outcomes in regard to suggested resources suggested, and whether the 
students are faring better than those who did not get the resources. If the results 
are not what we expected, we question what we do instead. We compare the 
course completion rates of the students on the Early Alert roster to the general 
population as well as to their peers in the same section (the control group of 
students are those students who are in the same section but are not in the Early 
Alert database.) Our retention rates are generally ten percentage points higher 
than the general population.  

We also watch students that score below the bottom level required for 
developmental education courses. At week three, we send a report to our 
coordinator letting them know how they are doing. If they are progressing 
satisfactorily, if their needs in class are causing a distraction for other students, 
if we think that they are not progressing but they have the ability, or if we think 
they should be referred to another program, or just continue in it. There is such 
a level of difference in the skill and the ability of the student between 052 and 
101, a tremendous gap. There are some intervention programs that help to a 
certain extent. But we still do not see a very high success rate, at least for 
developmental reading. If they can get up to that 101 level or if they come in at 
that 101 level, in my English 101 this semester, I have a 90-95% success rate 
and that is a hard course.  
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A lot of times the students are encouraged to withdraw from the course because 
they are in danger of not doing well. We are not sure how to treat that 
withdrawal. Normally we treat it as non-success. In the case of a student not 
getting an F, we do not know whether to retain them overall. If you advise a 
student that they are not doing well and are likely to fail and they withdraw, is 
that a good thing? 

“Developmental education courses are critical to student success.” “The 

Developmental Education program at the Community College of Baltimore County offers 

courses in reading, English, mathematics, and student success on each campus to help learners 

attain the skills they need to perform successfully in college level courses” (CCBC, 2006e).  

Developmental education courses prepare students to navigate through credit 
courses. They also can be perceived as deterrents from taking college-level 
courses. Even though they come as a high school graduate, many students may 
not come with the reading and computation skills that we are looking for. 
Freshman coming in, students who are in developmental education, are required 
to take the course, Student Development 101. That becomes another venue for 
us to connect them with resources and help them identify their strengths and 
weaknesses. 

The students really appreciate it when the faculty members seem concerned 
about the student. Instructors make a true effort to advise and talk with students 
about whether they should stick it out or withdraw from a class, discuss what 
else is going on, and what they can do to help them. That has a huge impact on 
the students. A lot of the students will come back the following semester, find 
the faculty member that they had the previous semester, and say, “I got a B on 
my first test.”  It is that coming back and letting them know how they are doing 
in their next course, that follow up which is important.  

In terms of retention, taking too many developmental education courses can 
become a source of frustration for some people because they do not see 
themselves accruing the credits that they think they should. We may be losing 
some students. I have students who come to me, and of course, they want to 
take a class. They figure, “I have been here a lot longer than I want to.” I have 
got some students who I have given permission to take a class, and they have 
done very well in the class.  

Students are using developmental math as a way to put their toe in the water of 
higher education to see how they would do with it. This is a non-credit class, so 
if they fail it there is no impact on their GPA. Sometimes students are 
registering for this class with the mentality of, “This is going to get me to full 
time so I can keep my insurance or get financial aid or whatever, but if I do not 
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really work in this class it is not going to hurt me.” If you do not take the time 
and do positive approaches to advisement, you are setting students up for 
failure if you let them take things that they are not prepared to deal with. 

“Learning communities provide cooperative learning and a community of learners 

in which students not only get support from their faculty but they also get the support 

from each other.” “The Developmental Learning Communities Program pairs developmental 

courses with general education courses. The same students are in both courses. Students use the 

text from the general education course as a foundation for their developmental instruction” 

(CCBC, 2006f). Learning communities provide support and interaction for both learners and 

instructors. Offering enough sections and getting students to sign up for back-to-back courses is 

problematic. To reinforce professional development, Master Learners participate in the learning 

communities. 

For developmental learning communities, we pair a developmental course, such 
as Achieving Academic Success, with a credit course, such as Math 081. 
Students are able to benefit from team teaching. The content for the 
developmental course is taken from the credit course, and so it provides 
contextualizes instruction. Students have a reason to be learning how to do the 
developmental skills, so it has automatic meaning. They become a cohesive 
group and help each other. As a way of looking at closing the gap we have been 
experimenting with the types of courses for students who might fall into the 
gap.  

We have done a lot of outcomes investigation of learning communities and 
have seen that the retention rate is as high or higher; pass rates, all of our 
measures come out very well. We do not have enough sections available for 
students to choose if the courses are put together as learning communities. It is 
a scheduling dilemma. A lot of times students have a hard time if they are 
working or have something else that they have to do because they are signing 
up for two classes.  

We put a master learner in the developmental learning communities. This is a 
faculty member from an outside discipline. The faculty member is taking that 
credit course at the same time as the developmental students, modeling good 
student behavior, then running a once-a-week seminar on learning to learn, 
using the content from the credit course. The master learner serves as an 
intermediary between the students and the teacher. There is a gigantic 
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professional development component in this, because when you become a 
master learner, suddenly you see teaching through totally different eyes because 
you are now the learner. You see when learning is facilitated and when it is not, 
and there is a spillover into the way you teach your own courses. Unfortunately, 
most of the people we have who are master learners are already good 
instructors.  

“If I have a classroom full of 40- to 50-year-old women, I am not going to talk 

about hip hop or about tools.” Using culturally mediated instruction is an intervention that is 

being introduced with varying levels of understanding at CCBC. 

All students benefit from some sort of culturally mediated instruction. Some 
faculty feel that they are not equipped to provide it because they are not Black. 
It is not only about race, it is about culture in the classroom. Part of my course 
for faculty members this summer is to show them what it is so they can use it 
and reduce their fear. Students have the opportunity at the end of my class 
which is the lowest level of developmental reading, to take a test to skip out of 
the next level. Eight out of 15students passed out of the next level; the norm is 
one or two.  

We decided that the Title III grant gave us a lot of student services. Until we 
got into the instructional arena we were not going to make any difference at all. 
Small work groups met over the last two years to talk with each other about 
how their instruction had changed. Others have worked very closely with the 
organization to help look at instruction and exactly how culture impacts the 
way students learn. We are constantly being provided with information through 
workshops and guest speakers that relate to culturally mediated instruction.  

The Math Department does not do culturally mediated instruction that much. It 
goes by the individual student. You look at your learners and see how they are 
reacting to what you are doing, and then you change appropriately. The 
Dundalk campus is somewhat limited at the present time because we are lecture 
only. 

“Students want to be more successful; they want to be like Michael Jordan.” 

Mentors and supplemental instructors provide role models to help guide their educational 

journeys. 

The goal of mentoring is to keep individuals in school and keep them focused 
on what needs to be done to be successful in some of the more difficult classes. 
Mentors are successful students who have been referred by faculty and staff to 
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work with under-prepared students and students who come in requesting 
support of a mentor. “That is a successful student who has the same kind of 
baggage I have, and they are achieving their dream!” 

The mentoring program is still in its infancy; some of the students who need the 
mentoring do not always know they need it. We have seen some positive 
changes of some of the younger students some of who have come in and gotten 
a mentor. Some of our mentees have become mentors and that is always 
rewarding. They blossom into their own. We are also engaging faculty and staff 
to be mentors to students.  

Supplemental instruction is another intervention where students are provided 
support within the classroom. Supplemental instructors are students who have 
taken the course before; then they take the class again and get paid. They model 
successful behavior to the other students who are in need. They talk about note-
taking techniques, study skills, things of that nature. It is very closely modeled 
to the Master Learner concept, but it is not a faculty member. Ideally, they are 
not supposed to serve as tutors, but that is generally how they are used in 
practical application.  

“Student Success Centers have a great deal of opportunities for students to get 

extra help.”  Student Success Centers provide a one-stop shop to focus college resources and 

support for CCBC students. 

The Student Success Centers directly support closing the gap because they are a 
product of the Title III initiative. There are an enormous variety of ways that 
Student Success Centers get used at the college. Examples of interventions 
include: (free) professional tutoring; peer tutoring; collaborative teaching 
between staff in the Student Success Centers and faculty teaching courses; 
supplemental instruction; walk-in assistance to students in reading, writing, and 
mathematics; referral services for students who come in and get diagnosed for 
help that is not actually provided in the center; videos in the library; proctors 
who know and can help students with developmental math; a Technology Lab 
which is an academic support to help students understand technology as it 
relates to moving through the academic environment.  

We inform students so that they know the different ways they can get help and 
then make sure they are following up with the ones that work best for them. Not 
all students, in particular the developmental reading students, take advantage of 
some of the interventions that are there. As a faculty member, I can actually 
refer students to the Student Success Center or the Writing Center on whatever 
campus I am on for assistance and I will know they will actually get it. If they 
show up, they will get the help they need, and I will find out from the center 
whether they actually showed up or not. We do a lot of collaboration with 
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faculty and student services to find ways to engage students to be more 
involved. 

“We were seeing so many students that had to start at way too low a level.” To 

curtail the number of students entering CCBC in need of developmental education, the college 

has been coordinating with area high schools to introduce assessments and interventions. 

The College Readiness program is a partnership program that we have with 
area high schools with a goal to improve the college readiness of participating 
students, and to increase the college-going rate of participating high schools. 
An emerging goal with this program is to use it to close the academic 
achievement gap between our African American and our White learners. 

The main strategy of the program is to use the college campus to provide 
students, schools, and parents with information about competencies that 
students have. We use the campus to familiarize students with higher education 
and raise their aspiration levels to attend college and to develop the 
competencies that are needed for success. With the cooperation of the College 
Board we give Accuplacer, to provide an early placement assessment of high 
school sophomore students’ skill levels in reading, English, and math. By the 
time they are juniors and seniors, we can retest them and they can come to one 
of our campuses to take courses if they need more work. By giving these 
assessments, we quickly found that we needed to focus on interventions. Those 
we provide include: academic advising that occurs in the high school; 
curriculum alignment with the high schools and CCBC; a parallel (dual) 
enrollment program; and a career day. (See Appendix U, College Readiness 
Program for more woven quotes on the program.) 

 

Overview of System Relationships:  

Development of Theoretical Interview Protocol and Processes  

 In this section, the protocol and processes for determining the relationships between 

each of the affinities for the institutional transformation system are described. The process for 

developing the Theoretical Interview Protocol (Part Two) is described. A brief review is 

provided of the Affinity Relationship Table (ART), the Interrelationship Diagram (IRD), and the 

System Influence Diagram (SID) used in the development of the composite system. The stages 
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are provided for creating descriptions of relationships among affinities in the systems, coding, 

analyzing, and arranging data from the individual theoretical interviews into group combined 

descriptions. This section is followed by a combined perspective from administrators, deans, 

and faculty of relationships within the composite system. 

 

Theoretical Interview Protocol (Part Two) 

The second half of the IQA interview protocol is named the theoretical interview. “A 

structured theoretical interview [is] designed to identify relationships between affinities.…The 

theoretical interview is presented through an Affinity Relationship Table (ART)” (Northcutt & 

McCoy, 2004, p. 200). The ART, as depicted in the Interview Protocol, Theoretical Coding, 

Part Two, “…provides a quick reference of all of the possible relationships between affinities. 

Similar to the focus group process, presented with a copy of the table, the respondents [are] 

asked if they believe there is a relationship between each affinity, the direction of the 

relationship (which is marked with an arrow), and, if relevant, to explain why they believe a 

relationship exists. They are probed to provide their experiences with the relationship” 

(Northcutt & McCoy, 2004, p. 201). 

The focus group [respondents] investigates links between the affinities by 
developing propositions (statements of cause and effect) from their own data. 
This activity, [is] called theoretical coding.…Using a forced directional choice 
in a specific order focus group participants determine if there is a direct 
cause/effect relationship or if no relationship exists. The goal is to identify the 
skeleton of a “theory in perception.” Theoretical coding of the affinities results 
in an Interrelationship Diagram (IRD), a table that represents all the 
relationships among the affinities. (Northcutt & McCoy, 2004, pp. 47-48) 

A copy of the Interview Protocol, Theoretical Coding, Part Two, is provided below. 
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Table Seventeen, Theoretical Coding (Part Two of IQA Interview).  

Theoretical Coding (Part Two of IQA Interview) 
Many of the affinities identified have some kind of relationship; one effects or causes the other. Please 
look at each affinity and decide if or how it relates to each other theme. Tell me about your experiences 
with such relationships. Please give specific examples of how the relationships have affected your 
experience with closing the gap. 

Possible Relationships 
1 → 2 
1 ← 2 

1 <> 2 (No Relationship) 

Affinity Name 
1. Academic and Student Interventions  
2. Assessments 
3. Collecting and Using Data 
4. External Constituencies 
5. Involvement 
6. Leadership 
7. Organizational Culture 
8. Strategic Planning 
9. Vehicles for Change 
10.Vision 

 

 

 
Interview 

Affinity Relationship Table 

AFFINITY PAIR 
RELATIONSHIP 

 AFFINITY PAIR 
RELATIONSHIP 

 AFFINITY PAIR 
RELATIONSHIP 

1             2  2             9  5             6 
1             3  2           10  5             7 
1             4  3             4  5             8 
1             5  3             5  5             9 
1             6  3             6  5           10 
1             7  3             7  6             7 
1             8  3             8  6             8 
1             9  3             9  6             9 
1            10  3           10  6           10 
2             3  4             5  7             8 
2             4  4             6  7             9 
2             5  4             7  7           10 
2             6  4             8  8             9 
2             7  4             9  8           10 
2             8  4           10  9           10  
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 For this study, the process continued until each of the IQA interview respondents had 

determined the nature of the relationship between all possible pairs of affinities and comments 

by the respondents pertaining to each relationship had been noted. 

 

Theoretical Code Tables 

 To continue with the analysis, quotes from the transcripts, which represented 

relationships from each of the Individual Interview Theoretical Code Affinity Relationship 

Tables, were reviewed for inclusion in a Combined Interview Theoretical Code Affinity 

Relationship Table that was segmented by each respondent group represented (i.e., 

administrators, deans, and faculty). “By combining all interviews into one table, a database was 

created for the entire set of respondents containing all theoretical codes for all affinities pairs, 

with each code containing a link or a reference to the transcript and line numbers that produced 

the code” (McCoy, 1992, p. 127). As an example, excerpts from the combined table are located 

below pertaining to affinity #1, Academic and Student Interventions.   
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Table Eighteen, Combined Interview Theoretical Code Affinity Relationship Table 

Example 

Combined Interview Theoretical Code 
Affinity Relationship Table Example 

#1, Academic and Student Interventions 
AFFINITY 

RELATIONSHIP 
TRANSCRIPT  

& LINE # THEORETICAL QUOTATION RESEARCHER 
NOTES 

A3 
426-427 

You have your intervention first, and you know 
what you want to do; then you want to assess 
whether or not it occurred.  

 1  →  2 

D2 
367-372 

I would say that one should influence two; you 
look at what are the current academic and student 
interventions in place, and you look at assessments 
to determine their effectiveness.  

 

A1 
225-228 

In a way, assessment influences intervention, 
because that is what tells you with whom you have 
to intervene.   

 1  ←  2 

F1 
537-540 

I would say assessments drive students because 
until we get the assessments that we really need, 
sometimes the money for the intervention does not 
come into being.  

 

 

Combined Theoretical Code Frequency Table 

The procedure outlined above was also used for combining theoretical data, with the 

exception that a count of each theoretical code was entered into a Combined Theoretical Code 

Frequency Table. In essence, this procedure applied a “weight” by determining the number of 

arrows going in each direction. 

Because individual respondents may have defined relationships differently, and 
may, in fact, disagree about the direction of a relationship, this table lists both 
directions for relationships. The researcher counted the number of respondents 
who identified the relationship in the same direction and placed the tally in the 
frequency. The same was done for all respondents who identified the 
relationship in the opposite direction. (McCoy, 1992, p. 127; Northcutt & 
McCoy, 2004, p. 271) 

The Combined Theoretical Code Frequency Table is analogous to an ART used 
for focus groups. Much like the vote that occurs when the focus group is asked 
to identify relationships, the frequency of relationships determines the 
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direction. An overwhelming majority (Pareto Principle rule of thumb is 80%) 
determines the direction of the relationship.…Once the tally of all interviews is 
complete, the Pareto Protocol can be completed. (Northcutt & McCoy, 2004, p. 
279) 

The Combined Theoretical Code Frequency Table is provided which represents the combined 

coding sorted by administrators and deans, and faculty. A total for all three constituencies is 

provided representing the tally for the composite system. 

 

Table Nineteen, Combined Interview Theoretical Code Frequency Table, Administrators 

+ Deans + Faculty = Total. 

Affinity Name 

1. Academic and Student Interventions 
2. Assessments 
3. Collecting and Using Data 
4. External Constituencies 
5. Involvement 
6. Leadership 
7. Organizational Culture 
8. Strategic Planning 
9. Vehicles for Change 
10. Vision 

 

Examine each individual Interview Theoretical Code Table and tally the frequency of each 

relationship in the table below.  
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Table Nineteen, Combined Interview Theoretical Code Frequency Table, Administrators 

+ Deans + Faculty = Total (Continued). 

Combined Interview 
Theoretical Code Frequency Table 

Administrators + Deans + Faculty = Total 
(A + D + F = T) 

FREQUENCY FREQUENCY FREQUENCY 
AFFINITY 

 PAIR 

RELATIONSHIP A D F T 

AFFINITY  

PAIR 

RELATIONSHIP A D F T 

AFFINITY  

PAIR 

RELATIONSHIP A D F T 

1  →  2 2 1  3 2  →  9 6 2 5 13 5  →  6 1  2 3 
1  ←  2 7 6 8 21 2  ←  9 3 4 2 9 5  ←  6 8 7 6 21 
1  <>  2   1 1 2  <>  9  1 2 3 5  <>  6   1 1 
1  →  3 1 2  3 2  →  10 1  3 4 5  →  7 4 1 2 7 
1  ←  3 8 5 9 22 2  ←  10 8 7 4 19 5  ←  7 5 6 7 18 
1  <>  3     2  <>  10   2 2 5  <>  7     
1  →  4   2 2 3  →  4 1 5 2 8 5  →  8 2 3 4 9 
1  ←  4 8 7 5 20 3  ←  4 7 1 5 13 5  ←  8 5 4 3 12 
1  <>  4 1  2 3 3  <>  4 1 1 2 4 5  <>  8 2  2 4 
1  →  5 2  3 5 3  →  5 5 3 3 11 5  →  9 2 3 5 10 
1  ←  5 7 6 6 19 3  ←  5 4 4 4 12 5  ←  9 6 3 4 13 
1  <>  5  1  1 3  <>  4   2 2 5  <>  9 1 1  2 
1  →  6   2 2 3  →  6   2 2 5  →  10 1  2 3 
1  ←  6 9 7 7 23 3  ←  6 9 7 6 22 5  ←  10 8 7 5 20 
1  <>  6     3  <>  6   1 1 5  <>  10   2 3 
1  →  7 1 1 1 3 3  →  7 4 1 2 7 6  →  7 8 5 7 20 
1  ←  7 8 6 8 22 3  ←  7 5 5 6 16 6  ←  7 1 2 2 5 
1  <>  7     3  <>  7  1 1 2 6  <>  7     
1  →  8  1 1 2 3  →  8 4 3 8 15 6  →  8 9 7 9 25 
1  ←  8 9 6 8 23 3  ←  8 5 4 1 10 6  ←  8     
1  <>  8     3  <>  8     6  <>  8     
1  →  9 2 1 1 4 3  →  9 5 3 8 16 6  →  9 9 7 9 25 
1  ←  9 7 5 7 19 3  ←  9 3 4  7 6  ←  9     
1  <>  9  1 1 2 3  <>  9 1  1 2 6  <>  9     
1  →  10   3 3 3  →  10 2  5 7 6  →  10 7 3 6 16 
1  ←  10 9 7 6 22 3  ←  10 7 7 3 17 6  ←  10 2 4 3 9 
1  <>  10     3  <>  10   1 1 6  <>  10     
2  →  3 8 4 5 17 4  →  5 4 2 3 9 7  →  8 3 2 5 10 
2  ←  3 1 3 4 8 4  ←  5  4 4 8 7  ←  8 4 5 3 12 
2  <>  3     4  <>  5 5 1 2 8 7  <>  8 2  1 3 
2  →  4 1 2 4 7 4  →  6 6 2 7 15 7  →  9 5 5 6 16 
2  ←  4 5 4 4 13 4  ←  6 3 5 2 10 7  ←  9 3 2 3 8 
2  <>  4 3 1 1 5 4  <>  6     7  <>  9 1   1 
2  →  5 4 4 4 12 4  →  7 6 4 8 18 7  →  10 1  2 3 
2  ←  5 4 3 4 11 4  ←  7  2 1 3 7  ←  10 8 7 7 22 
2  <>  5 1  1 2 4  <>  7 3 1  4 7  <>  10     
2  →  6 1  4 5 4  →  8 8 4 7 19 8  →  9 9 7 8 24 
2  ←  6 8 7 5 20 

 

4  ←  8 1 2 1 4 

 

8  ←  9   1 1 
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Combined Interview 
Theoretical Code Frequency Table 

Administrators + Deans + Faculty = Total 
(A + D + F = T) 

FREQUENCY FREQUENCY FREQUENCY 
AFFINITY 

 PAIR 

RELATIONSHIP A D F T 

AFFINITY  

PAIR 

RELATIONSHIP A D F T 

AFFINITY  

PAIR 

RELATIONSHIP A D F T 

2  <>  6     4  <>  8  1 1 2 8  <>  9     
2  →  7 4  3 7 4  →  9 5 3 6 14 8  →  10   1 1 
2  ←  7 5 6 5 16 4  ←  9 2 2 2 6 8  ←  10 9 7 8 24 
2  <>  7  1 1 2 4  <>  9 2 2 1 5 8  <>  10     
2  →  8 4 2 4 10 4  →  10 5 4 6 15 9  →  10   1 1 
2  ←  8 5 5 4 14 4  ←  10 1 3 3 7 9  ←  10 9 7 7 23 
2  <>  8   1 2  4  <>  10 3   3  9  <>  10   1 1 

 

Combined Interview Pareto Protocol Table 

 The results of the frequency tallies from the Combined Interview Theoretical Code 

Frequency Table were transferred into a Combined Interview Pareto Protocol Table. The 

Combined Interview Pareto Protocol Table was used to determine which affinity pair 

relationships were to be used in the composite system. Power reached a maximum at the 26.7 

point on the Pareto chart which accounted for 75.6 cumulative percent (frequency) of the 

variation in this system; therefore, those relationships represented within 76 percent cumulative 

frequency would be a defensible choice for inclusion in the Combined Interview IRD since it is 

an optimal number in the sense of the Min Max criterion. (The researcher drew from McCoy, 

1992, pp. 56-59; and Northcutt & McCoy, 2004). 

 When the percentage reached 82.4 percent in Column E, the Cumulative Percent 

(Frequency) column of the Combined Interview Pareto Protocol Table, this was the 

approximate cut-off point for acceptable affinity relationships for the composite system, using 

the ’80-percent-cutoff rule’. The cutoff continued to 85.8 cumulative percent (frequency) in 
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Column E; 61.1 percent of the affinities were determined to be attributable to approximately 86 

percent of the variation. This cutoff point allowed for more description of the system.  

Once theoretical codes have been compiled, a Pareto analysis is conducted to 
identify the most powerful system; i.e., that system which represents the 
optimal trade-off between simplicity and comprehensiveness.…Cumulative 
percentages are then calculated for each relationship, that is to say, a Pareto 
chart is constructed. The relationships that will comprise the composite system 
are recorded in an Interrelationship Diagram (IRD) from which a SID can be 
constructed. 

[As a reminder] the essential utility of the Pareto principle is this: the minority 
of the variables in a system will account for the majority of the variation in a 
system. IQA uses the Pareto rule of thumb operationally to achieve consensus 
and analytically to create a statistical group composite. (Northcutt & McCoy, 
2004, CD)  

 Below is the Combined Interview Pareto Protocol Table for administrators, deans, and faculty. 

The row is italicized and bolded in which the cut off takes place.   
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Table Twenty, Combined Interview Pareto Protocol Table.  

COMBINED INTERVIEW 
PARETO PROTOCOL TABLE  

(AFFINITIES IN DESCENDING ORDER OF FREQUENCY  
WITH PARETO AND POWER ANALYSIS)  

A 
Affinity Pair 
Relationship 

 
B 

Frequency 
Sorted 

(Descending) 

C 
Cumulative 
Frequency 

 
D 

Cumulative 
Percent 

(Relation) 

 
E 

Cumulative 
Percent 

(Frequency) 

F 
Power 

6  >  8 25 25 1.1 2.4 1.3 
6  >  9 25 50 2.2 4.7 2.5 
8  >  9 24 74 3.3 7.0 3.7 
8  <  10 24 98 4.4 9.3 4.8 
1  <  6 23 121 5.6 11.5 5.9 
1  <  8 23 144 6.7 13.6 7.0 
9  <  10 23 167 7.8 15.8 8.0 
1  <  3 22 189 8.9 17.9 9.0 
1  <  7 22 211 10.0 20.0 10.0 
1  <  10 22 233 11.1 22.1 11.0 
3  <  6 22 255 12.2 24.1 11.9 
7  <  10 22 277 13.3 26.2 12.9 
1  <  2 21 298 14.4 28.2 13.8 
5  <  6 21 319 15.6 30.2 14.7 
1  <  4 20 339 16.7 32.1 15.4 
2  <  6 20 359 17.8 34.0 16.2 
5  <  10 20 379 18.9 35.9 17.0 
6  >  7 20 399 20.0 37.8 17.8 
1  <  5 19 418 21.1 39.6 18.5 
1  <  9 19 437 22.2 41.4 19.2 
2  <  10 19 456 23.3 43.2 19.8 
4  >  8 19 475 24.4 45.0 20.5 
4  >  7 18 493 25.6 46.7 21.1 
5  <  7 18 511 26.7 48.4 21.7 
2  >  3 17 528 27.8 50.0 22.2 
3  <  10 17 545 28.9 51.6 22.7 
2  <  7 16 561 30.0 53.1 23.1 
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COMBINED INTERVIEW 
PARETO PROTOCOL TABLE  

(AFFINITIES IN DESCENDING ORDER OF FREQUENCY  
WITH PARETO AND POWER ANALYSIS)  

A 
Affinity Pair 
Relationship 

 
B 

Frequency 
Sorted 

(Descending) 

C 
Cumulative 
Frequency 

 
D 

Cumulative 
Percent 

(Relation) 

 
E 

Cumulative 
Percent 

(Frequency) 

F 
Power 

3  <  7 16 577 31.1 54.6 23.5 
3  >  9 16 593 32.2 56.2 23.9 
6  >  10 16 609 33.3 57.7 24.3 
7  >  9 16 625 34.4 59.2 24.7 
3  >  8 15 640 35.6 60.6 25.1 
4  >  6 15 655 36.7 62.0 25.4 
4  >  10 15 670 37.8 63.4 25.7 
2  <  8 14 684 38.9 64.8 25.9 
4  >  9 14 698 40.0 66.1 26.1 
2  <  4 13 711 41.1 67.3 26.2 
2  >  9 13 724 42.2 68.6 26.3 
3  <  4 13 737 43.3 69.8 26.5 
5  <  9 13 750 44.4 71.0 26.6 
2  >  5 12 762 45.6 72.2 26.6 
3  <  5 12 774 46.7 73.3 26.6 
5  <  8 12 786 47.8 74.4 26.7 
7  <  8 12 798 48.9 75.6 26.7 
2  <  5 11 809 50.0 76.6 26.6 
3  >  5 11 820 51.1 77.7 26.5 
2  >  8 10 830 52.2 78.6 26.4 
3  <  8 10 840 53.3 79.5 26.2 
4  <  6 10 850 54.4 80.5 26.0 
5  >  9 10 860 55.6 81.4 25.9 
7  >  8 10 870 56.7 82.4 25.7 
2  <  9 9 879 57.8 83.2 25.5 
4  >  5 9 888 58.9 84.1 25.2 
5  >  8 9 897 60.0 84.9 24.9 
6  <  10 9 906 61.1 85.8 24.7 
2  <  3 8 914 62.2 86.6 24.3 
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COMBINED INTERVIEW 
PARETO PROTOCOL TABLE  

(AFFINITIES IN DESCENDING ORDER OF FREQUENCY  
WITH PARETO AND POWER ANALYSIS)  

A 
Affinity Pair 
Relationship 

 
B 

Frequency 
Sorted 

(Descending) 

C 
Cumulative 
Frequency 

 
D 

Cumulative 
Percent 

(Relation) 

 
E 

Cumulative 
Percent 

(Frequency) 

F 
Power 

3  >  4 8 922 63.3 87.3 24.0 
4  <  5 8 930 64.4 88.1 23.6 
7  <  9 8 938 65.6 88.8 23.3 
2  >  4 7 945 66.7 89.5 22.8 
2  >  7 7 952 67.8 90.2 22.4 
3  >  7 7 959 68.9 90.8 21.9 
3  <  9 7 966 70.0 91.5 21.5 
3  >  10 7 973 71.1 92.1 21.0 
4  <  10 7 980 72.2 92.8 20.6 
5  >  7 7 987 73.3 93.5 20.1 
4  <  9 6 993 74.4 94.0 19.6 
1  >  5 5 998 75.6 94.5 19.0 
2  >  6 5 1003 76.7 95.0 18.3 
6  <  7 5 1008 77.8 95.5 17.7 
1  >  9 4 1012 78.9 95.8 16.9 
2  >  10 4 1016 80.0 96.2 16.2 
4  <  8 4 1020 81.1 96.6 15.5 
1  >  2 3 1023 82.2 96.9 14.7 
1  >  3 3 1026 83.3 97.2 13.8 
1  >  4 3 1029 84.4 97.4 13.0 
1  >  7 3 1032 85.6 97.7 12.2 
1  >  10 3 1035 86.7 98.0 11.3 
4  <  7 3 1038 87.8 98.3 10.5 
5  >  6 3 1041 88.9 98.6 9.7 
5  >  10 3 1044 90.0 98.9 8.9 
7  >  10 3 1047 91.1 99.1 8.0 
1  >  6 2 1049 92.2 99.3 7.1 
1  >  8 2 1051 93.3 99.5 6.2 
3  >  6 2 1053 94.4 99.7 5.3 
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COMBINED INTERVIEW 
PARETO PROTOCOL TABLE  

(AFFINITIES IN DESCENDING ORDER OF FREQUENCY  
WITH PARETO AND POWER ANALYSIS)  

A 
Affinity Pair 
Relationship 

 
B 

Frequency 
Sorted 

(Descending) 

C 
Cumulative 
Frequency 

 
D 

Cumulative 
Percent 

(Relation) 

 
E 

Cumulative 
Percent 

(Frequency) 

F 
Power 

8  <  9 1 1054 95.6 99.8 4.3 
8  >  10 1 1055 96.7 99.9 3.2 
9  >  10 1 1056 97.8 100.0 2.2 
6  <  8 0 1056 98.9 100.0 1.1 

6  <  9 0 1056 100.0 100.0 0.0 

Total 
Frequency 1056     

  

The affinity pair relationships were examined for conflict. If both affinity pairs (e.g., 1>2 and 

1<2) were present, this was noted by inserting a question mark next to the relevant affinity pair 

relationship. All non-conflicting relationships were used to create the Combined Interview 

Tabular IRD. For conflicting relationships, the highest frequency relationships were used. The 

conflicting affinity pairs were noted and the outstanding conflicting relationships were 

reconciled in the Composite Systems Influence Diagram (SID) that is described later in the 

chapter. (The researcher drew from Northcutt & McCoy, 2004.) 

 

Combined Interview Affinity Relationship Table (ART) 

The Combined Interview Affinity Relationship Table (ART) summarizes the 

relationships that were chosen to be used in the Composite SID based upon by the Combined 

Interview Pareto Protocol Table cutoff point. “In general, for a given number of affinities, there 

will be (n) (n-1) affinity pair relationships” (Northcutt & McCoy, 2004, CD). For this study, ten 
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affinity pair relationships were possible [(10) (10-1) = 90]. Of the 90 possible affinity pair 

relationships in this study, 55 affinity pairs were included in the Composite SID. Of these 55 

relationships, ten were considered ambiguous or in conflict. How to address possible conflicts is 

described below: 

Assume that a group has written a number of hypotheses arguing that affinity A 
influences affinity B (A→B). Another set of hypotheses argues the opposite, 
that B→A. When submitted to the Pareto Chart, the argument is not resolved: 
the table contains hypotheses that argue for both directions, and both sets seem 
equally plausible. These conflicting relationships are an indication that a 
feedback loop may be present and needs to be addressed later in the system. For 
now, the researcher ignores the lowest frequency conflict and uses the highest 
frequency affinity pair to build the system. (McCoy, 1992, p. 137) 

Following, the Combined Interview 86% Pareto Protocol ART is presented which represents the 

perspectives by administrators, deans, and faculty of the institutional transformation system. 

Outstanding conflicting relationships are noted after the Combined Interview 86% Pareto 

Protocol ART. These are addressed once the Composite SID has been built.  
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Table Twenty-One, Combined Interview 86% Pareto Protocol Affinity Relationship 

Table. 

Affinity Name 

1. Academic and Student Interventions 
2. Assessments 
3. Collecting and Using Data 
4. External Constituencies 
5. Involvement 
6. Leadership 
7. Organizational Culture 
8. Strategic Planning 
9. Vehicles for Change 
10. Vision 

 

Combined Interview 
86% Pareto Protocol 

Affinity Relationship Table 
Affinity Pair 
Relationship 

 Affinity Pair 
Relationship 

 Affinity Pair 
Relationship 

1      ←       2  2       →      9  5       ←      6 
1      ←       3  2       ←    10  5       ←      7 
1      ←       4  3       ←      4  5       ←      8 
1      ←       5  3       ←      5  5       ←      9 
1      ←       6  3       ←      6  5       ←    10 
1      ←       7  3       ←      7  6       →      7 
1      ←       8  3       →      8  6       →      8 
1      ←       9  3       →      9  6       →      9 
1      ←     10  3       ←    10  6       →    10 
2      →       3  4       →      5  7       ←      8 
2      ←       4  4       →      6  7       →      9 
2      →       5  4       →      7  7       ←    10 
2      ←       6  4       →      8  8       →      9 
2      ←       7  4       →      9  8       ←    10 
2      ←       8  4       →    10  9       ←    10 
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Table Twenty-Two, Conflicts 86% Pareto Reconciled. 

Conflicts 86% Pareto Reconciled 
2      ←      5 
2      →      8 
2      ←      9 
3      →      5 

3      ←      8 
4      ←      6 
5      →      8 

5      →      9 
6      ←     10 
7      →      8 

 

Table Twenty-Three, Additional Conflicts at 89% Pareto. 

Additional Conflicts at 89% 
2      ←      3 
2      →      4 

3      →      4 
4      ←      5 

7      ←      9 
 

 

Combined Interview Tabular Interrelationship Diagram (IRD) 

 Continuing with the IQA process, a Combined Interview Tabular IRD (a table with 

rows and columns) was created. “Creating an Interrelationship Diagram (IRD) is the first step 

in a general process called rationalizing the system. Output of the Combined Interview Pareto 

Protocol Table is summarized in the IRD: the matrix containing all the perceived relationships 

in the system” (McCoy, 1992, p. 138).  

The IRD displays arrows that show whether each affinity in a pair is a 
perceived cause or an effect, or if there is no relationship between the affinities 
in the pair. Placing arrows into the table creates the IRD, thereby showing the 
direction of the relationships. An arrow pointing from A to B (A→B) indicates 
that A is the cause or influencing affinity and that B is the effect or influenced 
affinity. (McCoy, 1992, p. 138) 

Below is the Combined Interview Tabular IRD; it is followed by the Combined Interview 

Tabular IRD that is sorted in descending order of delta.  
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Table Twenty-Four, Combined Interview Tabular IRD. 

Combined Interview Tabular IRD 
 1 2 3 4 5 6 7 8 9 10 OUT IN Δ 

1  ← ← ← ← ← ← ← ← ← 0 9 -9 
2 ↑  ↑ ← ↑ ← ← ← ↑ ← 4 5 -1 
3 ↑ ←  ← ← ← ← ↑ ↑ ← 3 6 -3 
4 ↑ ↑ ↑  ↑ ↑ ↑ ↑ ↑ ↑ 9 0 9 
5 ↑ ← ↑ ←  ← ← ← ← ← 2 7 -5 
6 ↑ ↑ ↑ ← ↑  ↑ ↑ ↑ ↑ 8 1 7 
7 ↑ ↑ ↑ ← ↑ ←  ← ↑ ← 5 4 1 
8 ↑ ↑ ← ← ↑ ← ↑  ↑ ← 5 4 1 
9 ↑ ← ← ← ↑ ← ← ←  ← 2 7 -5 
10 ↑ ↑ ↑ ← ↑ ← ↑ ↑ ↑  7 2 5 

Count the number of up arrows (↑) or Outs  
Count the number of left arrows (←) or Ins 

Subtract the number of Ins from the Outs to determine the (Δ) Deltas 
Δ = Out- In 

 

Table Twenty-Five, Combined Interview Tabular IRD Sorted in Descending Order of 

Delta. 

Combined Interview Tabular IRD – Sorted in Descending Order of Δ 
 1 2 3 4 5 6 7 8 9 10 OUT IN Δ 

4 ↑ ↑ ↑  ↑ ↑ ↑ ↑ ↑ ↑ 9 0 9 
6 ↑ ↑ ↑ ← ↑  ↑ ↑ ↑ ↑ 8 1 7 
10 ↑ ↑ ↑ ← ↑ ← ↑ ↑ ↑  7 2 5 
7 ↑ ↑ ↑ ← ↑ ←  ← ↑ ← 5 4 1 
8 ↑ ↑ ← ← ↑ ← ↑  ↑ ← 5 4 1 
2 ↑  ↑ ← ↑ ← ← ← ↑ ← 4 5 -1 
3 ↑ ←  ← ← ← ← ↑ ↑ ← 3 6 -3 
5 ↑ ← ↑ ←  ← ← ← ← ← 2 7 -5 
9 ↑ ← ← ← ↑ ← ← ←  ← 2 7 -5 
1  ← ← ← ← ← ← ← ← ← 0 9 -9 

The value of delta is used as a marker for the relative position of an affinity 
within the system. Affinities with a positive delta are relative drivers or causes; 
those with negative deltas are relative effects or outcomes. The Tentative SID 
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Assignments Table represents the initial placement of affinities for the System 
Influence Diagram. (Northcutt & McCoy, 2004, p. 139)  

 

Table Twenty-Six, Tentative SID Assignments. 

Tentative SID Assignments 
4 Primary Driver 
6 Secondary Driver 
10 Secondary Driver 
8 Secondary Driver 
7 Secondary Driver 
2 Secondary Outcome 
3 Secondary Outcome 
9 Secondary Outcome 
5 Secondary Outcome 
1 Primary Outcome 

 

Composite System Influence Diagram (SID)  

 The Composite SID provides an illustration of the elements and relationships 

(influences and outcomes) representing the information contained in the IRD, comprising the 

composite system that the combined quotes describe. In developing the SID, all of the affinities 

are arranged according to the Tentative SID Assignment chart located above. Using Inspiration 

system software the Composite SID was developed. As a reminder: 

The researcher began by placing the affinities on the Inspiration software 
screen in rough order of topological zones: Primary Drivers to the left of the 
screen and the Primary Outcomes to the right. Secondary Drivers and 
Secondary Outcomes were then placed between the primaries. Each affinity 
number or name was placed in a shape (an oval, circle, or square). With arrows, 
the researcher drew connections between each affinity in the direction of the 
relationship as represented in the IRD. (McCoy, 1992p. 140) 
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Composite Perspective: System Relationships 

 A composite description of the system relationships is provided that was developed 

from the combined quotes of administrators, deans, and faculty. The first version of the System 

Influence Diagram (SID) is referred to as the Institutional Transformation Composite Cluttered 

SID. An Institutional Transformation Composite Uncluttered SID follows. Composite Pareto 

Reconciled SIDs are presented which address those outstanding conflicting affinities that were 

left unaddressed in the Institutional Transformation Composite Uncluttered SID. A tour of the 

system describes the overall placement of the affinities in the final reconciled SID and feedback 

loops are discussed.  

 

Composite Cluttered SID and Combined Theoretical Descriptions 

 The researcher examined all quotes for each separate affinity pair relationship and built 

the Institutional Transformation Composite Cluttered SID which is saturated with all of the 

links identified by respondents in the protocol leading to the Combined Interview IRD. Multiple 

quotes were woven together to develop combined theoretical descriptions. The Institutional 

Transformation Composite Cluttered SID is shown below. 
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Figure Six, Institutional Transformation Composite Cluttered SID. 
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The following discussion builds the Institutional Transformation Composite Cluttered SID, link 

by link. The combined descriptions of the theoretical codes are based on quotes obtained from 

interviews with administrators, deans, and faculty. The first relationships that are depicted and 

described are those pertaining to External Constituencies, the primary driver of the composite 

system, and its influence on the other affinities. 
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External Constituencies Influence 

 External Constituencies represent a pervasive driver of the institutional transformation 

system. External constituencies have a direct influence on all aspects of institutional 

transformation to increase student success and close the gap. 

 

Figure Seven, External Constituencies Influence. 
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 Leadership.  

External constituencies put a lot of pressure on leadership and have a hell of a 
lot of power. County government impacts greatly because of the financing. The 
leaders are constantly out there lobbying and trying to get money. Our board 
members, those who are on the search committee, outside of the CCBC staff, 
faculty, and students affect who we get, who will be our voice, and who 
supports any initiatives. The leadership at this organization can be affected if 
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we have strong external constituencies, either Baltimore County government, 
which is providing one-third of our funding, or a partner such as Franklin 
Square Hospital. Education is a business and we have competitors out there, 
and it does not matter how good we are, we have to work every day that we 
come here to try and be the best that we can.  

Leadership must figure out what it is the community expects of us and to be 
able to interpret the college’s mission to the communities so that we can 
develop partnerships and that can best serve the community. Communities’ 
needs change over time and we need to be responsive to them, and they need to 
understand the limitations that are placed on us by virtue of the resources that 
we have, and be able to advocate for the college to increase resources if we are 
not able. If there is a trust between the community and the college, that is a sure 
guarantee for success. Being accountable to business, schools, to Maryland 
Higher Education Commission has an impact in terms of what leadership thinks 
is important and what leadership tries to do. 

Vision.  

Vision should be tied to the needs of the community. The external context is 
something that cannot be changed—it is a given. It can have an effect on one’s 
vision; it can intensify one’s vision. We are here to serve the community. 
External constituencies, any people who have any sort of connection to CCBC 
affect our vision because they are bringing in the chancellor, and that affects 
our vision. I keep thinking about the role they play in shaping the future of the 
vision of the college. There were some real structural/political issues that the 
county and the legislature said it was going to be one college, with one 
administration, with one board that would represent the county and not the little 
communities. The larger context of social relationships and economic changes 
in the world and in the United States definitely effect vision. The gaps are 
going to differ; the Hispanic gap is going to start facing us. 

Strategic Planning.  

Strategic planning is based on listening primarily to the external constituencies. 
In an ideal situation, your involvement has to be within the context of politics 
which are part of the external constituencies. CCBC has an environmental 
scanning process. We had major social changes that changed enrollment. We 
had hurricanes, we had big contracts canceled, and we had a lot of things 
happen. An example is the Baltimore County Public Schools’ increase in the 
college-going rate, which is in part why we started the parallel enrollment 
program. Their needs will impact what we do as far as how we plan, how we 
strategize, what we focus on, and what we do. There are other groups 
throughout this community that think this increasing student learning, 
increasing student success, recognizing and doing something about the gap 
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between Blacks and Whites is important to do. “Look at this external 
stakeholder who is willing to put all this money into it and wants this to happen. 
This is the national dream.”  The investors in the organizations are unhappy, so 
we have to become more efficient. The government regulators are unhappy, and 
if we do not change we will not be able to survive.  

Organizational Culture. 

Colleges do not exist in a vacuum so, in a way, their external communities help 
shape the culture of the organization. Global perspectives, cultural appreciation 
are all part of it. The bigger world out there with all of its history of 
discrimination and power that is the larger setting for what happens within. The 
discussions about race are loaded. These problems are not unique to our 
institution. They are a micro-reflection of what we deal with in the American 
society at large. There are attitudes, there are values, there are basic 
assumptions people make. Those values and attitudes are passed down and 
drive the decisions that are made. The students bring a whole set of issues with 
them. Outside it is saying, “You may think that is what you want to teach 
because of academic freedom, but that is not what we want, and we are your 
customers and you need to give us what we want or we will go some place else 
and get it.”   

Assessments.  

When your creditors tell you to do outcomes assessment, when the state asks 
you to do performance indicators, or grants insist on outcome measures, those 
are the kinds of things that represent external constituencies saying, “Do this 
because it is important.” Because our population is changing, their needs are 
greater than just five or six years ago in regard to academic preparation and 
college preparation. Because we are working with more and more students who 
are coming in without the ability to do some of the assessments that we have, 
that is driving how we do our assessments as well.  

Collecting and Using Data.  

You need to have some data that is of interest to your external constituencies in 
a language that means something to them. A big thing is the economy and the 
different population that is coming to the community college versus who was 
coming to the community college in the past. We see a large number of non-
traditional students as opposed to traditional-aged students. External 
constituencies influence collecting and using data. I need to do my assessments 
and do my planning based on the influence that they have. In order for me to 
find out what influence they are actually having and what that means for our 
students or for our faculty, I need to collect the data and use it. Educators 
should want to be accountable to show that learning is occurring.  
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Vehicles for Change.  

Exposing a college community to ideas outside of itself can often best be done 
through coming together to hear fresh ideas, sharing experiences of new things 
that help build a team, common understanding a common language, which is 
really needed. In terms of professional development, we go outside of CCBC, 
and what is being practiced here, to find out what is happening elsewhere.  

Involvement.  

The effort to engage all learners is something that we hear in the public. That is 
one of the mandates that come from the county. Public schools are a 
constituency of ours with which we also need to work in a seamless fashion.  
The president of our Essex campus was on the Franklin Square Board, and that 
campus has a pivotal relationship with our allied health programs. Enrollment 
management has been working with the schools, parents, and families of our 
students, such as through the PTA and Baltimore County Public School 
System. One of the ways that you change an organization is convincing the 
internal stakeholders that the external stakeholders want this kind of change, are 
demanding it, and are willing to recognize good attainment, good achievement.  

Academic and Student Interventions.  

When we start to look at the strategy that we use, we have already studied the 
environment; we have done the environmental scanning; we have looked at 
changes in demographics—all of the things that produce the data that we need 
to formulate our intervention. We should devise our program based on 
assessing what the community needs are. Our connection with the Baltimore 
County School System is very valuable and we have a number of activities 
going on there. Somewhere in the neighborhood of 54 percent of the county 
students ultimately come to CCBC for their first year or two. The county’s 
demographics change is going to directly affect us because we get so many of 
our students from the county schools. We have a lot of strategies in place, a lot 
of initiatives that have been expanded for high school students. By partnering 
and knowing what the needs of our feeder schools are, we are able to use that 
knowledge to assist in how we intervene, how we advise them and connect with 
them with the intervention we provide. Sometimes you want to be able to say 
our county government wants to do it, or our state wants to do it, or investors 
want us to do it, our students want us to do it and use that to support the folks in 
the organization that are ready for change and eager for it and who will sustain 
them in the wars with those who do not want to do it.  

The following SID and quotes describe Leadership and its influence on the other 

affinities. 
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Leadership Influence 

 Though a secondary driver, Leadership also has a significantly strong influence on 

institutional transformation. Leadership can impact how CCBC constituents plan, establish 

goals, and work together. Leadership can have a considerable impact on how constituents 

perceive institutional transformation and their involvement in the process. 

 

Figure Eight, Leadership Influence. 
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 Vision.  

The important part of effective leadership is to have a vision for where you 
want to take the organization. If this is where we want to be, then we have got 
to formulate a strategy for it and it has a cascading effect. You have to have 
someone that has the vision to say, “This is an area that we are going to look at, 
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and we are going to be brutally honest and we are not going to sugar-coat 
things.”  Diversity starts at a very high level at which this institution is 
committed. The chancellor has the means to help the college focus on what is 
important in terms of its vision. Then, the leadership trickles down: the campus 
presidents will support that vision; the deans will support it; the administrators, 
faculty, and staff will support the vision. 

The leadership of Dr. McPhail, being LearningFirst, having the vision to want 
to be a premiere institution, to investigate what is working and not working, 
and to look at the many resources that are out there to improve upon what we 
are doing, these are very big. It is having that leadership, that voice, and the 
necessary services to allow faculty members and others to be recognized for 
doing more that supported the learning-centered college. It definitely had to do 
with the leadership and voice. Leadership sets the vision, and says the learning 
college is important and says closing the gap is important and says we are going 
to be a premiere college. Having the courage and the vision and the ability to 
convince other people that this was an issue that had a solution that people 
could indeed make progress on, that there were roles that other people could 
take and carry out. 

Strategic Planning.  

It is the responsibility of the leadership to do the strategic planning. You can do 
all the environmental scanning and all the motherhood and apple pie stuff you 
want, but it is what the leaders want to accomplish. Leadership not only starts 
everyone thinking, puts issues in a common framework that allows people to 
talk about things and understand what is going on, but has someone saying that 
this is where we are going and what is needed in order to get the ball rolling.  

The chancellor always makes sure that the impact on student learning is 
included in the strategic plan, and what we do is learning centered and has a 
student focus. His commitment to diversity is always in his strategic plan; it is a 
well-written plan with well-defined goals and objectives. His commitment to all 
learners, and specifically African American learners, is written into his strategic 
plan. Once the leadership has listened to the student body, has spoken with the 
faculty, then planning and goals continue to grow. I am a new faculty member 
here, but I am very clear with the importance of the strategic plan and the 
commitment to diversity from the Cabinet. 

Organizational Culture.  

Leadership can have an affect or shape the culture. Leaders provide that 
common ground and the ability to dialogue about some of these issues. It all 
comes down to if the leadership is going to support anything that we try to do 
college-wide as a collaborative effort. I mean the chancellor, as well as the 
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academic or divisional deans, because they are the ones that have the power to 
support anything we would like to do organizationally. 

The leadership is trying to change the culture of the organization as more of a 
learning college. Leadership determines the direction the college is going, and 
then organizational culture essentially brings people toward that way of 
thinking and toward moving in a particular direction. This is a gift that the 
chancellor brought to this college is that everything connects; the loop is 
closed. Leadership sets the tone, which impacts the culture based on the 
involvement of everybody. Leadership is very influential as to whether are 
doing some things system-wide, and if we are allowing our college to discuss 
difficult topics that need to be addressed.  

The chancellor said it is time for him to move on to something else. As far as 
sustainability for the Closing the Gap Initiative and Learning First, the majority 
of those here have bought into both initiatives. It is part of our culture now. 
Right now the CCBC organization is at a crossroad where leadership can 
change or affect the organizational culture. Now that the head leadership is 
leaving will it sustain itself?  I think so. The next person would probably have 
to take another seven years to undo this culture. 

Assessments.  

Leadership has to encourage assessment happening at all levels. It is essential 
that the board of trustees care about it and support it; it is important that the 
chancellor and vice chancellor support it. If they pulled away their support, it 
would be over. At a very high level, leadership drives assessment. It creates the 
culture for openness to do this and to accept when things are not necessarily the 
best. 

Leaders want to know whether their strategic plan is actually fulfilling what it 
is supposed to. Assessment is a serious attempt to find out whether something is 
working or doing what you wanted or is of the quality you desire. Leadership 
has to know how the students are doing. It has to know what kind of scores, 
what kind of improvement is needed so that they can determine where to go 
next. We have to basically do the assessment of our institution, in our 
classrooms, of our students, of ourselves. Good leadership stimulates the kind 
of involvement which leads to assessment. It results from the efforts of people 
who seriously want to know such things, people who are involved and 
committed to the thing in question.  

Collecting and Using Data.  

As part of the organizational culture that goes with examining student success 
issues, we use data because of the strong leadership emphasis from the top. 
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There is an expectation that you have got to have something to back you up. 
The institution is committed to confronting the facts about what it is doing and 
making judgments based on real facts and data, rather than on myth and 
hopefulness.  

The value added is collecting information to support the policy decisions. The 
institution is committed to demonstrating to the board of trustees that the 
achievement gap is closing through our diversity initiative in the strategic plan 
and through our institutional effectiveness indicators. We hire people with 
expertise to support policy analysis.  

Vehicles for Change.  

Leadership has to provide you with opportunities for growth by supporting 
vehicles for change. They can allocate and reallocate the appropriate human, 
financial, and physical resources to make it happen, and put supports in place, 
such as assessment and other interventions. Depending upon what the 
leadership’s agenda is for achieving certain things, it drives the vehicles that are 
needed to make the change happen. We bring in people to the college that focus 
on closing the gap as invitees to our division meetings. We are constantly 
making sure that our faculty members understand where we are trying to go 
with ensuring student success for all the people who come here. 

The chancellor encouraged professional development. CCBC has been working 
very hard to bring scholars and national well-known speakers to address the 
academic intervention issues. The college is putting a lot of time and effort 
trying to move an entire college into this direction. Closing the gap is somewhat 
infused into all areas of the college, into its assessments, vehicles for change, 
and into a variety of other areas.  

Involvement.  

The primary role of institutional leaders is to secure buy-in by the members of 
that organizational community. Unless you have that leadership that supports 
initiatives, you are not going to have the involvement that is needed to carry out 
anything the college sets as a goal. The change in leadership affects what we 
do, how we serve our students, and what we are teaching in the classroom. 

Good leadership helps attract and develop involved and committed people. 
Leadership sets the tone and definitely impacts involvement. It can impact it 
both in a negative way and a positive way. Your leadership is going to either 
encourage or discourage, either support or not support, or get faculty that 
morale, that boost to want to be involved. It is very important that leaders 
understand how essential faculty, staff and student engagement is and that it be 
encouraged through leadership.  
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Academic and Student Interventions.  

The intervention phase is all about people and leadership. The leadership has 
some very clear ideas about where it wants to take the college, and we have 
built our strategy to accommodate that. The change is occurring because along 
with the chancellor, his leadership, his vision, he has made it very clear that we 
had a big problem on our hands. A lot comes from the leadership: the funding, 
the resources, the creativity, the partnerships that might be involved, and the 
communication. 

The Closing the Gap Initiative resulted from the leadership of the college. After 
taking a strong look at the data, the leadership made a determination that they 
needed to have targeted outcomes and to set up programs and initiatives to be 
able to address what they found in the data. For example, last year at this time 
we had started to plan the Early Alert program for the following year; how we 
were going to focus on developmental courses and most-frequently-failed 
courses; and determine what populations to include. The board of trustees 
thought this was an awesome program. Some of them are very data oriented 
and are knowledgeable about what is happening at the college. 

The following SID and quotes describe Vision and its influence on the other affinities.  
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Vision Influence 

 Also, a secondary driver of the system, Vision, establishes the direction of the 

institution which drives the strategic plan, influences the organizational culture, and directly and 

indirectly touches each part of the system. 

 

Figure Nine, Vision Influence. 
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 Strategic Planning.  

Your theory of vision should drive strategic planning and support what you 
believe in. You always have to stay focused on what the goals are of our 
college, what we are doing, what we are being recognized for, what we are 
trying to change. Valuing diversity is one of them. The primary reason we exist 
is to help students achieve their success. What is the mission and goal of the 
college, what is the vision of our college, and that vision drives what we do and 
our planning efforts. We are always working on something based on how it 
reflects a learning college and closing the gap.  
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Organizational Culture.  

The vision is bigger than the culture. I think that that will kind of trickle down 
and affect the atmosphere and the values. The chancellor had an explicit 
statement that college was committed to diversity and to being a learning 
college. When they created the college-wide system that changed everything. It 
has changed the dynamics of how everybody thinks. You can see the different 
philosophies on each campus, and we also have different populations of 
students. It is that vision that fosters our ability to work with one another across 
campuses.  

Assessments.  

Your vision is that you are going to keep improving as a result of assessments 
or the evidence that you are, indeed, improving. The vision is improving 
student learning. We have had various ways of assessing what we are doing and 
whether or not it is supporting that vision; then you do what follows from the 
assessment. Closing the Gap is just one way of getting into what works for our 
learners, of getting into the needs of our learners, and identifying problems and 
solutions.  

Collecting and Using Data.  

Our vision is a change from where we are to where we want to be. The vision 
leads to the desire for hard information about where you are and how far away 
you are from what you want to become. We use our data as a track record, 
trying to see if we are going in the right direction. It is sort of like the 
chancellor saying, “Yes I know there is a gap,” and struggling with how to 
approach it, what the solutions are, and how to convince people of the issues. 
As a learning college, we have to be self-aware and close the achievement gap. 
We start collecting information and other data to drive the organization in that 
direction. It is the vision for the institution that should be the guiding force 
behind all of the activities of the institution. The data that have been collected 
should persuade people that we are doing the right thing and benefiting 
everybody.  

Vehicles for Change.  

Vision is an idea of constantly improving and doing more. Once you have the 
institutional focus, then you know what your faculty need to do. You know 
where they need improvement. If our vision is to be a learning-centered college, 
it provides committees and professional development initiatives with a 
direction. We are always working on something based on how it reflects as a 
learning college. Once LearningFirst was in place, it dictated changes in our 
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organizational culture, in our planning, the vehicles—everything came from 
that. If we are learning-centered, then we have to present opportunities to 
continue lifelong learning, to continue being innovative in terms of instruction 
and meeting the needs of our students, and looking into our Closing the Gap 
Initiative.  

The whole issue of shared governance has a tremendous impact on how this 
culture is formed. The three colleges had their own shared governance. How do 
we come up with a single shared governance approach that everyone is willing 
to buy in to? We have done that. It is not just random communication; it is how 
we frame our communication activity based on the vision. There has definitely 
been a movement toward more centralization.  

 Involvement.  

Closing the gap somehow has to become the vision of everyone at the college, 
so that there is ownership, there is buy-in, and people look at how they can 
contribute to making that outcome real. It is an expectation that the vision 
cannot simply reside at the higher levels of the organization. It is about how it 
is communicated. The values are going to help drive and focus the faculty on 
being involved. It is a matter of inclusion, including people, hearing the voices 
of those in the culture and the environment. If you want to change something, 
you cannot sit on the sidelines; you have got to get involved. The climate is 
more egalitarian now, probably because of the technology and people’s access 
to information. People see themselves on more equal footing, and they can get a 
lot of information about anybody. Most people are buying into a culture that 
supports academic excellence and faculty involvement. 

Academic and Student Interventions.  

The vision is shaping or guiding the variety of interventions. Our interventions 
are based around our vision, LearningFirst, which drives student learning and a 
learning-centered focus. It has driven a whole lot of promising strategies. That 
is our foundation, and that is where our interventions are born. The fundamental 
beliefs we hold are that we cherish imparting knowledge and that people will 
grow. All kinds of interventions that we put in place will help the individual 
student grow.  

The following SID and quotes describe Strategic Planning and its influence on the other 

affinities.  
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Strategic Planning Influence 

Strategic Planning has the direct potential to impact organizational culture and to 

influence the allocation of resources throughout the system. It influences the use of data and the 

determination of interventions targeted to increase student success and close performance gaps. 

It serves as a means to engage participation and to direct professional development in support of 

the college’s vision. 

Figure Ten, Strategic Planning Influence. 
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 Organizational Culture.  

We have had our culture and tradition for years, nothing really influenced it 
much. When I look at strategic planning, at the alignment of resources, and at 
setting goals for specific purposes, what is decided upon with the planning 
efforts affects the organizational culture. This, in turn, affects the college-wide 
collaboration, which affects whether or not we are all on the same page, 
systemwide, as far as what tasks we are given. CCBC has been very diligent in 
setting up the strategic planning process, development of goals, implementation 
plans, and actions. There is no question the entire CCBC is very committed to 
diversity. We have got to somehow get people understand that closing the 
achievement and attainment gap is indeed everybody’s business, and retaining 
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those students is as important as retaining any other student. We hope that the 
culture can support, embrace, and transform to accommodate the strategic plan.  

Assessments.  

LearningFirst drives assessment because you are going to assess to see if what 
you have planned has occurred and how effective it has been. The more 
confident we become that improvements are being made, the more we will be 
trying to figure out why; what is it we are doing. 

With the Closing the Gap Initiative, we collect a tremendous amount of 
information: tracking students over their academic life; tracking students in 
selected courses where there is a great achievement gap; the Title III grant; and 
tracking students in development education. The only way to do that is to have 
some mechanism for assessing the effectiveness of what you are doing, and the 
extent to which you are accomplishing the objectives. Because we are 
committed to diversity, and we are committed to a learning-sensitive focus, that 
drives the assessments. “This is what we plan to do, and this is how we are 
going to show we are doing it.”  When you are doing the strategic plan, you are 
really saying we are going to use this kind of an assessment.  

Vehicles for Change.  

The plan is an overall set of outcomes that I want. When I start doing my 
specific project plans and try to achieve specific organizational goals with 
timetables and responsible parties, then ‘vehicles for change’ becomes one of 
the types of intervention to use in order to achieve the goal. We have a number 
of college-wide committees that are committed to closing the performance gap 
that get a lot of their goals from the strategic plan. If one of the strategic goals 
is to close the gap, that influences not just the Closing the Gap Committee, but 
that is going to become part of the new faculty program and other initiatives. 
There was some pretty vehement resistance to the whole notion of closing the 
gap when it was first introduced. If you know you are trying to do a mammoth 
culture change, have your plan in place for all of those groups and make certain 
that your strategy accounts for different levels of resistance and how you are 
going to try to win over the hearts of the people who are the heaviest resistors.  

Involvement.  

The strategic plan affects involvement. The chancellor’s cabinet members have 
their own personal objectives as well as departmental. The vice chancellors and 
the academic deans have personal objectives as well as departmental. You have 
the directors and they have personal as well as departmental objectives. Every 
year, our administrators have to write the objectives for the following year that 
tie to the strategic plans of the college. It makes us all much more aware of 
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where the college is striving to go. It gives us ownership in the movement as 
well. The involvement of many across the college allowed us to start to move 
forward faster than we might have if it had just been a top-down initiative. 
There are opportunities that are offered, but the major opportunity for 
involvement is when the vice chancellor or the campus president says, “I am 
going to have a forum where everybody works for me, and we will spend the 
day talking about what our priorities should be.” Most of us are not involved in 
the planning; unfortunately, we get that information from above.  

Academic and Student Interventions.  

Strategic planning leads to reviewing student interventions so that if any 
changes are made, they are coming out of the directive of strategic planning. 
The strategic planning is what you do to decide what you are going to use as an 
attack plan; and the intervention itself is the attack. Interventions are the goal. 
Our strategic plan gives us objectives to work toward, and breaks them down 
into all those spokes in that wheel that we all look at every year. You find the 
developmental courses that have 30 percent success rates and you put the 
resources into doing something about them. If our strategic plan were not in 
place, we would not have the interventions which are driven by the data. In one 
way or another, it is all connected.  

When we lay out these plans we have to think about all the steps that are going 
to be required to make something happen. Some of the channels are better 
advising, closer engagement of students and faculty, and removing the crazy 
requirements that are sometimes built into degrees and transfer. The directions 
that LearningFirst identified were terribly important. Closing the gap, an 
initiative in the strategic plan to support diversity, put each step in place of 
what was to be done and who would do it.  

The following SID and quotes describe Organizational Culture and its influence on the 

other affinities.  
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Organizational Culture Influence 

 Organizational Culture is located in the heart of the system. It influences how members 

interact, what is important, the kinds of commitments that are accepted, and the interventions 

that are used.  

 

Figure Eleven, Organizational Culture Influence. 
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 Assessments.  

People have to believe that it is important to assess; otherwise they will find 
ways to thwart it. When we instituted learning outcomes assessments here at 
this college, more people were resentful and skeptical than grateful and 
enthusiastic. Over time, nonetheless, we have begun to make the idea of 
assessing what we do part of our organizational culture.  

An organizational culture that is committed to honest attempts to find things out 
will lead to there being assessments in that culture. The culture seems to be 
changing, and people are finding that assessments have been extremely 
beneficial and positive. We are starting to see more buy in. We are always 
assessing ourselves; that allows us to have more conversations across the board 
and to make improvements. It has to be a college-wide agreement that we are 
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doing a particular assessment for incoming students and learning outcome 
assessments on all three campuses. It helps each campus revamp so that there is 
more commonality.  

Collecting and Using Data.  

The organization values data. We are never exactly where we want to be, but 
we keep doing a better job at collecting data, refining it, and making it 
available. If we use it in a formative way and we keep showing data over time, 
changes, and trends, then that is going to have an impact. We know how many 
of our students have taken a couple of developmental courses and passed, gone 
to 15 credit hours of courses and passed, and have a 3.0 average. More and 
more the faculty and administration realize that data exist, and not just from the 
Office of Planning, Research, and Evaluation. At the college level, and at 
college-wide meetings, Vanguard meetings, board meetings, there were often 
some difficult discussions around data and possible solutions. We have watched 
the very early parts of the data come in to show that we are doing a better job 
overall, but we have not narrowed that gap.  

Vehicles for Change.  

The system-wide structure brought us all on board to have conversations 
together and make more connections so that one campus knew what the other 
campuses’ issues were. Through our [developmental education] advisory 
council, which is a system-wide organization, we are able to have difficult 
discussions pertaining to our population of students, instruction methods, 
effective policies, and the practicing of those policies. As a result of a 
discussion board that was established, the English Department at the Essex 
Campus got very involved in creating strategies within their discipline to 
address closing the gap issues; but we need to get more people involved. At one 
of our professional development activities, an expert in culturally mediated 
instruction was brought in as a guest keynote speaker. Each campus then had its 
own discussion group. From that, we had faculty members who used culturally 
mediated instruction, were willing to learn more about it, and were willing to 
mentor other faculty members.  

Involvement.  

As a community college, you are based in your community. Whatever your 
community is, that is what you have to be. You are going to have to always 
continually change, as any neighborhood changes. The culture influences the 
faculty, the staff, the students, everybody; what they are going to do; how they 
are going to act; and how they are going to react. The culture dictates how 
things are going to be perceived and how things are going to be done within the 
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college. What works for one campus may or may not work on the other 
campus.  

They do not want us to be three separate campuses or hide our information as 
children hiding their lollipops from each other. There are always turf wars, but 
there is always the aspect that we should collaborate, share information, and 
share our successes. With the new governance, I am working with people from 
the other campuses and gaining a much better appreciation of their successes 
and failures. There is definitely a common thread that we continue to learn from 
each other. The more that the faculty members engage with each other, and the 
more the faculty develop relationships with the students, we can get a better 
idea if the present goals that we have established are succeeding. Success is 
obviously directly based upon our students’ success.  

Academic and Student Interventions.  

Organizational culture is what makes interventions happen. Unless you have 
college-wide collaboration, you are not going to have the academic and student 
intervention work successfully. The culture provides the background and 
beliefs as to what is going to work for an intervention. It is the campus culture 
and belief, not necessarily the CCBC culture, that stamps its imprint on exactly 
how or what an intervention is; how it is delivered to a student. The extent to 
which the idea of taking on closing the gap as a primary commitment, how 
much that resonates with one faculty member or another is largely influenced 
by the institutional culture from which they come. I speculate how the local 
cultures influence attitudes toward closing the gap, especially on the part of 
faculty. You would be more likely to find such commitment at Dundalk (which 
is a very strong blue collar population) than at Essex (which has a little bit of a 
higher middle-class type of student exposure), because ‘Harvard’ is not 
interested in elevating the status of poorly-prepared students. If you are at the 
blue-collar place whose commitment was to bring the benefits of education to 
the steel workers, you would expect to have people who are not ready for 
college, and your first idea is, “What can we do to get them ready, or to bring 
them up to speed as quickly as possible?”  

The following SID and quotes describe Assessments and its influence on the other 

affinities.  
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Assessments Influence 

 The affinity, Assessments, is a secondary outcome that is influenced by earlier affinities 

in the system. In turn, Assessments influence the data collected, professional development 

introduced, and involvement elicited between faculty and staff and their engagement with 

students, and the refinement of interventions implemented at the college. 

 

Figure Twelve, Assessments Influence. 
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 Collecting and Using Data.  

Assessments drive data; you should not let a data collection tool drive what you 
are going to do for an assessment. You should go with your idea and then try to 
figure out how you are going to document it. The attitude, “we will evaluate 
ourselves, we will do assessment,” is the one that then decides what data to 
collect, how and when to store and use it. You have to assess the situation and 
then develop a response, and those are the interventions. What went into getting 
the grades are the variables that we cannot control for; but the grades are there, 
the retention rates are there. Therefore, our assessments that we do are allowing 
us to collect the data to go back to the interventions. It becomes a cycle of 
looking at different methods and a continuation of assessment.  
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Vehicles for Change.  

The assessments are driving the vehicles for change. We have assessed what 
has happened, and then we look at the extent to which it needs to be changed. 
These have tended not to be radical changes, but they have tended to be very 
precise and very focused in terms of what we want to do. We try to make sure 
that we take full advantage of the student evaluation information. While that 
information is not identifiable, it helps us look at suggested ways that students 
think a course could be improved or enhanced. There is a major effort within 
the division, as quarterly meetings are held with the department chairs, to 
identify specific courses where we have concerns. We need to know how the 
students are doing so that we know what we need to develop, what we need to 
change. 

Involvement.  

As we are assessing more of what we do, it is involving and engaging a wider 
variety of faculty. By doing the learning outcomes assessments, and by 
identifying the information we needed (e.g., what we are doing effectively or 
not doing so effectively), it is going to affect the level of involvement that is 
needed for more faculty to buy into if change is needed. In one of the courses 
where we had very poor results with our African American students, in the past 
the faculty showed some very elitist signs. However, with the new assessments 
they applied for a grant to develop a new advisement system so there could be 
improvement in African American students’ scores. These are faculty that I 
thought would never have become involved – and they have. 

Academic and Student Interventions. 

Assessments influence interventions, because you have to first assess what the 
problem is before you intervene. We use surveys and other assessments all the 
time to improve some of the things that we are doing. The Early Alert program 
came out of a Noel Levitz survey, and we took it to the next level. We are 
always looking into what we can do to prove that what we are doing is working. 
Having the learning outcomes assessment project is giving us some feedback 
about what we can do to change our course to make students more successful.  

The following SID and quotes describe Collecting and Using Data and its influence on 

the other affinities.  
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Collecting and Using Data Influence 

 Collecting and Using Data influences CCBC’s strategic plan by helping to target 

performance gaps, areas for improvement, and need for continuing development within the 

organization.  

 

Figure Thirteen, Collecting and Using Data Influence. 
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 Strategic Planning.  

Information is used a lot for strategic planning. We were given a lot of leeway, 
initially, to do a lot of new things, to be creative. But once the honeymoon 
phase of all that was over, the administration started saying, “Alright, prove 
what you are doing is really working if we are going to continue to fund this.” 
The data that we have been collecting on student-related issues and on success 
rates in our developmental courses among our African American and White 
students are used to continue with the commitment to diversity as far as what 
direction we are taking in the classroom. If the data that we are collecting show 
that in a particular reading class there is no gap between our African American 
and White learners, but in another level of reading class there is, we can find 
out what we need to do systemwide to address that issue.   
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 Vehicles for Change.  

Vehicles for change get created as a result of the belief that change is needed 
which is derived from the data that supports that belief. The data start the 
honest discussion of what the possible solutions are to a problem, to the gap, to 
the problem that only 30 percent of our students are getting degrees, 
transferring, or whatever. We use data about our population as a driving force 
to determine what we are doing in professional development and what we are 
doing in our advisory councils. We use that information to focus the work that 
needs to be done. 

 Academic and Student Interventions.  

Collecting data is part of what you do in the process of deciding what 
interventions to try. We collect data on what students are doing as a baseline, 
then we come up with some interventions to try and change it. Collecting data 
is also part of determining to what extent the interventions have a desired 
effect. Once you have the assessments and collect the data, you know that 
students are not doing well in a particular area, or that students need to have 
some kind of intervention by week three. “Okay, what are we going to do now?  
How can we intervene?” The data indicate that I need to go back to the faculty 
and reevaluate how we are teaching that information. Through data collection 
we have to show how students that we are serving are being affected by what 
we are doing. 

The following SID and quotes describe Vehicles for Change and its influence on the 

other affinities.  
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Vehicles for Change Influence 

 Vehicles for Change serve as a means to engage members of the CCBC community, 

foster their involvement with initiatives, and provide professional development to support the 

vision and strategic directions of the institution. Councils and committees help to instill 

common language and an understanding of interventions; they create opportunities to change 

the culture by introducing and supporting  the implementation of new concepts. 

 

Figure Fourteen, Vehicles for Change Influence. 
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Involvement. 

The administration tries to get the faculty involved by providing opportunities 
for initiatives. When we develop new initiatives, we are creating new 
relationships. Vehicles for change have definitely impacted faculty/staff 
engagement. We are changing how students think about dealing with teachers 
and faculty. The biggest thing when you talk about institutional culture is, of 
course, valuing and wanting an exchange with people, and our faculty members 
do that. Faculty who work with developmental students who may be in the gap, 
are doing a great job in some sort of engagement, in showing students they are 
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interested in how they learn and are interested in promoting their success. We 
have a virtual academy that also gets faculty involved in developing online 
courses, and that has been a very successful program. The committees involve 
people who are on the committees, but they also extend beyond that. For 
example, the Council for Innovation and Student Learning (CISL) this year 
tried something new; we called it CISL Chats. We had the interactive video 
conferencing rooms open on the three campuses to discuss varying issues of 
academic integrity. So, you had a committee encouraging more interaction and 
engagement of faculty and staff. 

Academic and Student Interventions.  

There are ad hoc committees that are formed to work on closing the gap, on 
culturally mediated instruction, on other concrete strategies. One of the 
committees is trying to give faculty a sense of things they can pay attention and 
some techniques they can use to help increase the success rate of African 
American and other minority students. When we had the college-wide Closing 
the Gap Committee, it was very good, in terms of serving as an umbrella 
organization for us bringing to the table what we were doing on our respective 
campuses.  

The following SID and quotes describe Involvement and its influence on the other 

affinities.  
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Involvement Influence 

 Involvement helps to develop shared experiences and reinforce a connection to CCBC. 

Involvement with students influences the desire for data to learn of their progress and areas for 

intervention. 

 

Figure Fifteen, Involvement Influence. 
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Collecting and Using Data.  

Having people involved in trying to carry out the mission of the college or 
objectives of their own unit leads to the desire for data to be used to assess their 
own performance as well as the performance of others. It forces the faculty to 
take responsibility for identifying the appropriate outcomes, and working to get 
them closer. If what we want to evaluate is our faculty involvement with 
students, then we come up with mechanisms for collecting the data to document 
that process.  

Academic and Student Interventions. 

It is up to each faculty member to create an environment in which all students 
feel as though they are equally capable of learning and that the faculty members 
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are committed to their students. The Closing the Gap Initiative and the three-to-
one college issue allow faculty to share strategies and be exposed to new ideas. 
The most important ingredient in successfully addressing these problems is 
having faculty who are talented and committed to it. 

 

Academic and Student Interventions  

 Academic and Student Interventions is considered a primary outcome. Accordingly, the 

system does not show an influence by this element on other parts of the Cluttered SID. 

Optimally, interventions implemented by the college contribute to the success of all students. 

As a LearningFirst institution we are trying to put learning first by looking at 
different ways of helping students achieve academic success, starting in the 
classroom. It would be wonderful if there were a computer program and we 
could say, “I have X number of students and I have this type of demographic 
breakdown and I am teaching this and it is this semester,” and press a button 
and magically come up with, “This is what you should be doing.”  But it is not 
there.  

Closing the gap efforts are focused in one segment of our curriculum, namely 
developmental education. We have African American students in lots of other 
areas of the curriculum, including those who are successfully exiting 
developmental education. It may be that some of the strategies that are 
especially successful will need to be adopted in other parts of the curriculum in 
order to reduce the gap, particularly the graduation gap. It is too early to know 
if what we are doing will have an effect on graduation figures. One would hope 
so and assume so, but we have to wait awhile to see.  

 

Institutional Transformation Composite Interview Uncluttered SID 

Following, an uncluttered SID is presented. “Once the cluttered system has been built 

and described in the group’s words, the Uncluttered SID can be presented” (Northcutt & 

McCoy, 2004, p. 329). Next, Pareto reconciliations are described. Finally, the reader is given a 

tour through the system, which summarizes how the administrators, deans and faculty perceived 

institutional transformation taking place to increase student success and close achievement gaps. 
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The cluttered SID contains all of the relationships described by the group.…[A] 
cluttered SID, while being comprehensive and rich, can be very difficult to 
interpret, even for a modest number of affinities that are highly interlocked or 
embedded within the system. In other words, many systems have so many links 
that the explanatory power of the system becomes bogged down in the details 
of the relationships. Comprehensiveness and richness are certainly objectives of 
the SID; on the other hand, so is parsimony. A way to reconcile the richness–
parsimony dialectic is to produce a supplementary or secondary SID called the 
uncluttered SID, one that has redundant links removed. Below is the 
uncluttered composite SID. (McCoy, 1992, p. 163; Northcutt & McCoy, 2004, 
p. 329) 

The Institutional Transformation Composite Interview Uncluttered SID in which redundant 

links have been removed is located below.  

 

Figure Sixteen, Institutional Transformation Composite Uncluttered SID. 
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Composite Pareto Reconciled SID 

Previously, ten conflicts were mentioned that could arise when the Combined Interview 

Pareto Protocol Table contained hypotheses that argued for both directions, and both sets 
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seemed equally plausible. At this stage in the IQA process, outstanding conflicting relationships 

are reconciled.  

Link[s] not directly described in the composite theoretical descriptions [were] 
added to the SID. Once the researcher had removed all redundant links [from 
the SID], the Pareto Protocol was examined for [outstanding] conflicting 
relationships. Conflicts occur when the same affinity pair has relationships in 
both directions and a significant frequency to include both in the system. The 
lesser frequency is temporarily ignored in the IRD but is reconciled in the 
uncluttered SID. To account for the relationships, the system was examined to 
see if the conflicting relationship was indicated in the system possibly as part of 
a feedback loop. If such was the case, nothing needed to be done. (McCoy, 
1992, p. 164; Northcutt & McCoy, 2004, p. 331)  

In the Composite Uncluttered SID, eight of the ten conflicts were reconciled. The two 

outstanding conflicts (i.e.., affinity relationships 6 to 4; 10 to 6) were reconciled by placing an 

arrow from Leadership to External Constituencies (affinities 6 to 4) and from Vision to 

Leadership (affinities 10 to 6). The Institutional Transformation SID 86% Pareto Reconciled is 

provided below. 
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Figure Seventeen, Institutional Transformation SID 86% Pareto Reconciled. 
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This uncluttered SID introduces two ‘double-headed arrows’ into the system which is 

proscribed within the IQA protocol. Therefore, to further refine the system, a feedback loop was 

inserted from Vision to External Constituencies (affinities 10 to 4) which removed the double-

headed arrows and reconciled the system.  
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Figure Eighteen, Institutional Transformation SID 86% Pareto Reconciled (with Double-

Headed Arrows Reconciled). 
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 By drawing a link between affinity pair 10 and 4, three relationships within the 

feedback loop are reconciled. These reconciled conflicts (e.g., affinities 10 to 4; 10 to 6; and 6 

to 4) are described using respondents’ quotes.  

 

Vision Influence 

 External Constituencies.  

We have been communicating proactively with the community about our 
vision. The institution’s vision would determine if a business or somebody 
wants to partner with us. If my vision is narrow, then my outreach to the 
external constituencies is much more limited in the different ways I present 
myself and the different kinds of working arrangements that I can identify. As 
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an example, LearningFirst 2.0 states that the enrollment management goal is to 
establish enrollment targets that balance the budget constraints, students’ 
educational needs, and LearningFirst concept.  

 Leadership.  

Vision guides everything about the institution, it drives it all. A vision is an idea 
about a direction or a place to go, and you have to have that before you can 
have genuine leadership. You have to have a vision of the promise land before 
you can be Moses and lead the people. If you have a vision, such as closing the 
gap, that challenge is going to influence the way all of us lead. Leadership is 
governed by the vision; it actually dictates what the leadership is going to do. 
The vision becomes almost omnipotent, and that is what continues to help focus 
people.  

 

Leadership Influence 

 External Constituencies.  

It is a responsibility of leadership to maintain external relationships. If you do 
not have a strategy which guarantees that you have good relationships with the 
county executive, the county counsel, or the leaders of the chamber of 
commerce, it does not matter what your other strategies are, you are not going 
to get the resources you need. Most of the time leadership in the community 
college is trying to convince external constituents of the right direction to go, to 
provide the resources to give us grants so we can do what we want to do. “Let 
us be partners in this situation. How can we build alliances?” Leadership can 
change the context or works with the context. I am thinking about our 
relationship with Baltimore County Schools, and it took leadership for that 
context to become something meaningful for us. Without our leadership, I do 
not think a lot of the external constituencies would be involved. Leadership 
should drive an understanding of the external communities.    
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Figure Nineteen: Institutional Transformation SID 89% Pareto Reconciled. 
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 A final step was taken to reconcile the system. The researcher took into consideration 

one additional link not accounted for when the system was Pareto justified at 86% cumulative 

frequency. By adding the link between Collecting and Using Data and External Constituencies 

(affinities 3 to 4) which is included in the Combined 89% Pareto Reconciled SID, more 

variation is accounted for and the system is considered more powerful. If the system had 

initially been reconciled at 89% cumulative frequency, the redundant link removal protocol 

would have required more redundant links be removed and the system would have moved 

toward one big loop. The reconciled conflicts (affinity relationships 3 to 4; and 5 to 4) are 

described using respondents’ quotes. 
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Collecting and Using Data Influence 

 External Constituencies.  

As you become aware of the external world, you change your culture to survive 
or to adapt or to deal with that. You use data for feedback if you are going to 
survive or to determine how you have to adapt. Collection of data influences 
our external constituencies as it relates to fundraising and to creating a picture 
of the institution. It helps us to go to the county council for funding and to the 
state for funding. It helps us when we just talk to the community groups and 
they ask what we do for our students. We can say that we have these things that 
are going on, this is what our students are producing, and these are the results 
that we have.  

Educators should want to be accountable to show that learning is occurring. We 
do at times change opinions by the data that we have, and it is very important to 
validate what we are doing, document our success, and demonstrate 
accountability. The data gathering in connection with the Title III grant we got 
originally provided a clear picture of the performance gaps among our students. 
We have gone beyond that in terms of the data we are collecting to substantiate 
what we are doing. Once you have the data, then you can involve your 
stakeholders and let them know how they can be of support.  

The more information we make available internally about what is happening 
outside, the more effective we can be and the easier we can galvanize our 
faculty to want to do what needs to be done. When we start to look at the 
strategy formulation, we have already studied the environment; we have done 
the environmental scanning; we have looked at changes in demographics—all 
of the things that produce the data that we need to formulate our strategy. It 
helped us to better understand what opportunities and threats were outside of 
the organization. We found that there were a lot of opportunities out there that 
were missed opportunities, so it forced us to do something. So information is 
really the key; you have to have that internal support first before you reach out. 
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Institutional Transformation SID  

 Below is the Institutional Transformation SID that will be used throughout the study. 

 

Figure Twenty, Institutional Transformation SID. 
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A Tour through the System 

 By taking a tour of the system, A brief description of the overall placement of the 

affinities is provided. The administrators’, deans’, and faculty members’ perspectives of the 

system begins with External Constituencies and ends with Academic and Student Interventions 

which reflects their combined viewpoint pertaining institutional transformation to increasing 

student success and closing the gap. The links are described, building the model from left to 
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right. “The system can be traced as a path where each element influences the next” (McCoy 

1992, p. 17; Northcutt & McCoy, 2004, p. 333).  

 

Institutional Transformation Composite Interview Theoretical Summary.  A tour of the 

system begins with External Constituencies which touches each part of the system.  

The needs of the external constituencies shift leadership priorities. Being 
accountable to businesses, schools, government, Maryland Higher Education 
Commission, has an impact in terms of what leadership thinks is important. 
There are groups throughout this community that think that increasing student 
learning, increasing student success, recognizing and doing something about 
the gap between African Americans and Whites is important to do. There are 
priorities that politicians and grant providers want us to do. The vision 
statement that we have is predicated upon our relationship with the community 
and the needs of our students.  

External constituencies and contexts influence our strategic plans. The 
community plays very heavily on the internal operation of the college. This 
organization has a culture in which issues are influenced by external 
constituencies. Students are different is some ways on each campus and it is the 
nature of the community that we pull them from. We need to recognize as our 
population grows, we need to recognize that their needs might be different. 

If there were some external constituency that had an issue or a strong desire or 
complaint or anything related to the institution, the sufficient expression of that 
would result in the institution assessing whatever the phenomenon is they were 
making an issue. When you have a corporate sponsor or a government sponsor, 
they want the outcome; they want a measurable performance indicator. We 
have a fairly substantial body of data about the gap that was gathered originally 
and primarily in connection to this Title III grant. Baltimore County Public 
Schools are influencing what data we are collecting, how we are collecting it, 
and how we are reporting it back to them. It is the needs of the community that 
define what it is that the college needs to offer. If the college needs to grow in a 
new way, then the vehicles for change come into play to make that happen. The 
partnership that we have with our feeder schools, by knowing what their needs 
are, we are able to use what their needs are to bring about or to assist in how we 
intervene, how we advise them and connect with them with the intervention we 
give to them.  
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Moving on through the system, the influences of other affinities are discussed. The influence of 

Leadership, a secondary but prominent driver, is also felt throughout the system. 

Leadership sets the vision. It is having that leadership, that voice, and the 
necessary services to allow faculty members and others to do more to support 
the learning-centered college. The leadership drives the strategic plan, does the 
scanning, does everything to support make sure that it is implemented. The 
leadership drives the assessment, and outlines the desired outcomes. Our 
leadership is data-driven in planning and decision making. Leadership sets the 
tone and the expectation that people be involved with the internal and the 
external communities. Leadership has been very strong in setting forth the 
Closing the Gap Initiative, including the college presidents, the deans, and just 
the trickle down to make sure this is implemented and carried through. 

Located at the left of the system, Vision guides the strategic plan and the direction of the 

institution. 

The learning college and closing the gap have been important parts of the 
vision that have been very successful internally. If we are not embracing the 
GTG Initiative and making sure that our African Americans or our minorities 
are getting the education they need to succeed in the outside world, then we are 
not succeeding as a community college The vision that gives life to the councils 
and committees. Vision needs data. The other piece of it is how effective have 
those programs been in moving us to that goal; thus, the student success 
question.  

Strategic Planning, a secondary driver located at the left of the system, provides the road map 

and influences involvement in the institution. 

Essentially strategic planning are those three to five things that the leadership of 
the college believes need to happen if the college is going to thrive, not just 
survive. The strategic plan leads the organizational culture. It basically dictates 
where we are heading as we proceed through each year. LearningFirst is the 
mantra at this institution which provides the institutional direction for all 
initiatives. The assessment component provides the opportunity to confirm or 
disprove effectiveness and achieving that direction. Money is spent supporting 
faculty to go to conferences on closing the gap, bringing people into the 
organization, and making sure that the success of that initiative is linked to our 
overall strategy. You set the stage for expectations through your strategic 
planning of levels of involvement, even though I think faculty are naturally 
always involved. If you value involvement, it has to be a value statement all the 
way through leadership, strategic planning, and organizational culture. It has to 
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be part of the overall plan. To increase student success and close the gap, we 
need to identify, implement, and assess interventions that will enable everybody 
to learn whatever it is they need to learn.  

Organizational Culture, a secondary driver that is also located to the left of the system, pertains 

to the values that motivate the institution. 

People understand that we are a learning organization and that we need 
assessments, data, and information. We are becoming data driven. Each campus 
had its own way of doing things, its own culture. However, we are starting to 
integrate assessments, literally, into the organization, into the fabric of what we 
do. The organizational culture gives us the opportunity to come together to talk 
about doing things the same, which we are. This is an environment where we 
think this idea of collecting data and using it is important to help us facilitate 
what we have here, to hold difficult discussions, and to facilitate collaboration. 
Collecting and using data serve as a building device, as a tool to help us build. 

The organizational culture has shaped committees, staff development, and 
councils that have been developed that have been implementing change. All the 
support and all the professional development that has occurred through the 
Closing the Gap Initiative have been tremendous. Culture is really the sum total 
of all parties’ involvement in the organization. Everybody is respected because 
of diversity, and I feel that the college’s culture is that way. We do a great job 
in trying to respect everybody for their differences and perspectives. The 
culture dictates what you are going to use as the interventions. The academic 
and student interventions will either succeed or fail based on the acceptance by 
the culture. 

Assessments, a secondary outcome, is a cornerstone of the system. Assessments are conducted 

to identify areas for modification of intervention strategies and professional development to 

align with strategic directions.  

The levels of assessment that go on at this institution (e.g., institutional, 
programmatic, and course) are major drivers for data. Based on the results we 
determine if more training for faculty may be needed, and whether the database 
was informative for faculty use. Regardless of which campus a student attends 
for testing or classes, the delivery method for testing is the same. Once we 
assess our outcomes from the classes, then we find that either we are successful 
or we are not successful. That drives the academic and the student intervention, 
and addresses the identified need.  
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Collecting and Using Data is a pivotal point in the system. Data are used to inform external 

constituencies and the strategic planning process that, in turn, impact the system. Data are also 

used to identify recommended professional development and modifications in interventions.  

We are collecting more and more data and sharing it with more folks outside 
the college. When we start going through strategy formulation, it is based on 
data that we have collected externally and internally. Based on what we do with 
Title III and some of the closing the gap initiatives, we are always asking for 
input on what is or is not working; then we use the information to develop 
professional development opportunities. We collect data on interventions, such 
as culturally mediated instruction, to determine if they are working and how 
effective they are. 

Vehicles for Change is a secondary outcome located to the right of the system. It serves as a 

conduit of the leadership, culture, and strategic plan and influences the involvement and 

interventions. 

People bring thoughts and ideas with them about how relationships should be. 
Through our vehicles of change, we can change and build relationships. If we 
look at the professional development activities, collaboration, new faculty 
learning communities, they all drive the involvement of our interactions. The 
CISL forum better serves the student by further educating the teacher. The 
forums and professional development that we have created lead to the 
interventions. Without being able to come together to plan, we cannot create 
those interventions.  

Involvement, a secondary outcome located to the right of the system, is a turning point that leads 

back to the collection of data and influences academic and student intervention. 

The more we get people involved, the more information they want, and that 
forces us to provide more data. Data recognize some shortcomings and people 
do a lot of thinking about what the interventions should be. They do a lot of 
interventions and changes in the curriculum that lead to enhancements in 
learning opportunities with the students. 

The affinity, Academic and Student Interventions, is the primary outcome of the institutional 

transformation system.  
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The Closing the Gap Initiative is a commitment to help those most in need of 
assistance. There are some early indications that we may be making significant 
progress in closing the African American performance gap in developmental 
education. A crucial element, of course, is to see how many of those “gap 
students” successfully get out of developmental education and graduate.  

Theoretical quotes are inserted into the Institutional Transformation SID, located below, to 

illuminate the written quotes with a visual representation of each link. 

 

Figure Twenty-One, Institutional Transformation SID with Respondent Quotes. 
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Feedback Loops and Zooming 

 Feedback loops are identified and described throughout the system. 

 

Institutional Transformation SID, Intermediate View #1.  Inspection of the system 

reveals a feedback loop among External Constituencies, Leadership, and Vision (affinities 4-6-

10). This suggests a subsystem that has been identified within the SID.  

Since the SID suggests that these [three] affinities operate together and interact 
with each other, there may indeed be a name for such an interaction. A review 
of the axial codes and descriptions, together with the placement of the loop in 
the overall system, suggests that we have defined the components of a 
subsystem. Therefore, this new “superaffinity” can replace the feedback loop 
[4-6-10] via simple substitution in a new view that is zoomed out – as if viewed 
from farther away – one level. (McCoy, 1992, p. 167; Northcutt & McCoy, 
2004, p. 335) 

A review of the axial codes and descriptions, together with the placement of the loop in the 

overall system, suggests that the components of a subsystem have been identified and named. 

The Institutional Transformation SID Intermediate View #1 is located below in which the 

feedback loop, comprised of affinities 4-6-10, has been collapsed – or viewed from farther 

away. 
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Figure Twenty-Two, Institutional Transformation SID, Intermediate View #1. 
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 “Note that this new system is identical to the first except that the three affinities 

comprised by the feedback loop, 4-6-10, have been collapsed or ‘zoomed out’ into a more 

general name, ‘Raison d’Être.’ The intermediate view produces a ‘higher level’ perspective of 

the phenomenon than the original” (McCoy, 1992, p. 167).  

 

Institutional Transformation SID, Intermediate View #2.  Inspection of the system 

reveals another feedback loop among Strategic Planning, Organizational Culture, Assessments, 

and Collecting and Using Data.  The subsystem (affinities 8-7-2-3) will be called the “Deming 

Circle.” The Institutional Transformation SID, Intermediate View #2, is located below in which 

the feedback loop, comprised of affinities 8-7-2-3, has also been collapsed.  

 

 



 286 

 

 

Figure Twenty-Three, Institutional Transformation SID, Intermediate View #2. 
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Institutional Transformation SID, Intermediate View #3. Another feedback loop is 

identified in the SID which is comprised of Collecting and Using Data, Vehicles for Change, 

and Involvement (affinities 3-9-5). This suggests another subsystem which has been identified 

within the SID and named, “Reaching for the Brass Ring.” 

 

Figure Twenty-Four, Institutional Transformation SID, Intermediate View #3.  
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Institutional Transformation SID, Intermediate View #4.  By further “zooming out,” 

subsystem interaction continues to be elevated to a higher level. “Zooming out can continue as 

long as there are feedback loops or sequences of affinities and relationships that have some 

underlying semantic dimension” (McCoy, 1992, p. 168; Northcutt & McCoy, 2004, p. 336). 

One of the affinities, affinity 3 (Collecting and Using Data), Intermediate View #2, also resides 

in the Intermediate View #3. Examination of this interaction shows an overlap between the two 

subsystems, similar to that of a figure eight, which is comprised of the interaction of affinities 8-

7-2-3 and affinities 3-9-5. A simplified algebraic substitution of the affinities was made for the 

two feedback loops, which have been further collapsed, to obtain a feedback loop comprised of 

affinities 8-7-2-3-9-5. This interactive loop has been named “Möbius Strip.”  

 

Figure Twenty-Five, Institutional Transformation SID, Intermediate View #4.  
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Institutional Transformation SID, Telephoto View. The Möbius Strip super-affinity 

(8-7-2-3-9-5), resides within another super-affinity, (4-6-10-8-7-2-3-9-5). The super-affinity, 4-

6-10-8-7-2-3-9-5, is comprised of two subsystems (4-6-10, Raison d’Être; and 8-7-2-3-9-5 
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Möbius Strip). As a reminder, when the system was reconciled, a final relationship was added to 

the system; a link was placed between affinity 3 (Collecting and Using Data), and affinity 4 

(External Constituents). The combined super-affinities and link represent the Telephoto View of 

the institutional transformation system. “This last system cannot be zoomed or collapsed any 

further because of its properties” (McCoy, 1992, p. 167; Northcutt & McCoy, 2004, p. 337). 

These interlinking super-affinities, or spheres, have been named “Olympism.”  

By zooming out, progressively simpler (less branching, fewer feedback loops, 
and few affinities) views are constructed, but each view has progressively less 
detail. Zooming is an important interpretive tool for the investigator, much in 
the same way different levels of schematic plans are useful to the architect or 
engineer. (Northcutt & McCoy, 2004,  p. 335)  

The Institutional Transformation SID, Telephoto View, is located below.  

 

Figure Twenty-Six, Institutional Transformation SID Telephoto View. 
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Affinity and System Timbre 

The researcher examined the transcripts that were coded according to constituent 

groups (i.e., administrators, deans, and faculty). Based on suggestive or direct comments and 

perceived timbre by the researcher, a code was recorded for each affinity. A negative perception 

of an affinity received a 1; a neutral or mixed positive/negative received a 2; and a positive 

timbre received a 3. The overall experience was also coded. “Respondents were not directly 

asked to quantify their experience and for this reason, the coding by the researcher is somewhat 

subjective” (McCoy, 1992, p. 168). The findings are presented below.  

 

Table Twenty-Seven, Institutional Transformation Affinity and System Timbre. 

 

1. Academic & Student Interventions 
2. Assessments 
3. Collecting & Using Data 
4. External Constituencies  
5. Involvement  
6. Leadership 
7. Organizational Culture 
8. Strategic Plan  
9. Vehicles for Change 
10. Vision  
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Institutional Transformation  
Affinity and System Timbre 

Respondent 
Number Affinity Name 

 1 2 3 4 5 6 7 8 9 10 
A1 1 1 3 3 2 2 1 2 3 3 
A2 3 3 2 2 2 3 2 3 2 3 
A3 2 3 3 3 3 3 2 2 3 3 
A4 2 1 3 2 2 2 3 3 3 3 
A5 3 3 3 2 3 3 2 3 3 3 
A6 1 2 3 1 2 3 1 2 2 2 
A7 2 3 3 2 2 2 1 3 2 2 
A8 2 3 3 3 2 3 2 2 2 2 
A9 3 3 3 2 3 2 2 2 3 3 

A Subtotal 
A/9 

19/9 
 = 

2.11 

22/9 
= 

2.44

26/9 
= 

2.89

20/9 
= 

2.22

21/9 
= 

2.33

23/9  
= 

2.56

16/9 
= 

1.78

22/9 
= 

2.44

23/9 
= 

2.56 

24/9 
 = 

2.67  
D1 1 1 1 3 2 3 3 2 2 1 
D2 3 3 1 2 2 3 1 2 3 2 
D3 2  3 3 3 3 3 3 3 3 3 
D4 3 3 3 3 3 3 2 3 3 3 
D5 2 3 3 1 2 3 3 3 2 3 
D6 3 3 3 3 3 3 2 2 2 1 
D7 3 3 3 3 3 2 1 2 2 3 

D Subtotal 
D/7 

17/7 
 =  

2.43 

19/7 
=  

2.71

17/7 
=  

2.43

18/ 7 
= 

2.57

18/7 
= 

2.57

20/7 
= 

2.86

15/7 
= 

2.14

17/7
=  

2.43

17/7 
= 

2.43 

16/7 
 = 

 2.29 
F1 2 3 2 1 2 2 2 1 2 2 
F2 3 2 2 2 2 3 1 3 3 3 
F3 1 1 3 1 2 1 1 1 3 2 
F4 3 3 3 3 3 3 3 3 3 3 
F5 2 3 3 3 3 2 2 2 2 2 
F6 3 2 3 2 3 3 2 3 3 3 
F7 3 1 1 1 1 2 1 2 2 2 
F8 3 3 1 2 2 3 2 2 1 2 
F9 3 3 3 3 3 2 1 3 3 3 

F Subtotal 
F / 9  

23/9 
= 

 2.56

21/ 9 
=  

2.33

21/9 
=  

2.33

18/9 
=  

2.00

21/9 
= 

2.33

21/9 
= 

2.33

15/9 
=  

1.67

20/9 
= 

2.22

22/9 
= 

2.44 

22/9 
 =  

2.44 
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Institutional Transformation  
Affinity and System Timbre 

Respondent 
Number Affinity Name 

Total for Affinity 
 59 62 64 56 60 64 46 59 62 62 

Affinity Timbre 

(T / 25 = Overall) 
2.36 2.48 2.56 2.24 2.40 2.56 1.84 2.36 2.48 2.48 

1 Negative          2 Neutral            3 Positive 

 

Timbre Coding  

The timbre coding for all interviews was compiled and a calculation was made for each 

affinity by constituent group; an overall timbre rating of each affinity was also calculated. The 

percentage of total positive timbre rating of three (3) is also provided for each affinity by 

constituent group and total. As an example, a timbre rating of 2.11 represents approximately 70 

percent of a total positive timbre rating of three (2.11/3.00 = 70 percent). The tables below 

convey this data. The tables are presented in alphabetical order by name of the affinities. The 

total percentages are used in Chapter Five to determine the variation in timber used in an 

interpretation of the Institutional Transformation SID and to help identify when there were 

distinctions among constituent groups that would otherwise get masked by averaging the total 

affinity’s timbre.  
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Table Twenty-Eight, Affinity #1. Academic & Student Interventions. 

Affinity #1. Academic & Student Interventions 
 Administrator Dean Faculty Total 

Rating of Timbre 2.11 2.43 2.56 2.36 

Percent of Positive 70% 81% 85% 79% 

 

Table Twenty-Nine, Affinity #2. Assessments. 

Affinity #2. Assessments 

 Administrator Dean Faculty Total 

Rating of Timbre 2.44 2.71 2.33 2.48 

Percent of Positive 81% 90% 78% 83% 

 

Table Thirty, Affinity #3.  Collecting and Using Data. 

Affinity #3. Collecting & Using Data 
 Administrator Dean Faculty Total 

Rating of Timbre 2.89 2.43 2.33 2.56 

Percent of  Positive 96% 81% 78% 85% 

 

Table Thirty-One, Affinity #4.  External Constituencies. 

Affinity #4. External Constituencies  
 Administrator Dean Faculty Total 

Rating of Timbre 2.22 2.57 2.00 2.24 

Percent of Positive 74% 86% 67% 75% 
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Table Thirty-Two, Affinity #5.  Involvement. 

Affinity #5. Involvement   

 Administrator Dean Faculty Total 

Rating of Timbre 2.33 2.57 2.33 2.4 

Percent of Positive 78% 86% 78% 80% 

 

Table Thirty-Three, Affinity #6. Leadership. 

Affinity #6. Leadership  
 Administrator Dean Faculty Total 

Rating of  Timbre 2.56 2.86 2.33 2.56 

Percent of  Positive 85% 95% 78% 85% 

 

Table Thirty-Four, Affinity #7. Organizational Culture. 

Affinity #7. Organizational Culture 
 Administrator Dean Faculty Total 

Rating of Timbre 1.78 2.14 1.67 1.84 

Percent of Positive 59% 71% 56% 61% 
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Table Thirty-Five, Affinity #8. Strategic Planning. 

Affinity #8. Strategic Planning 
 Administrator Dean Faculty Total 

Rating of Timbre 2.44 2.43 2.22 2.36 

Percent of Positive 81% 81% 74% 79% 

 

Table Thirty-Six, Affinity #9. Vehicles for Change. 

Affinity #9. Vehicles for Change   
 Administrator Dean Faculty Total 

Rating of Timbre 2.56 2.43 2.44 2.48 

Percent of Positive 85% 81% 81% 83% 

 

Table Thirty-Seven, Affinity #10. Vision 

Affinity #10. Vision    
 Administrator Dean Faculty Total 

Rating of Timbre 2.67 2.29 2.44 2.48 

Percent of  Positive 89% 76% 81% 83% 

 

Summary of Affinity Timbre 

A summary of the affinity timbre by constituent group is provided in the chart below. 
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Table Thirty-Eight, Summary of Affinity Timbre by Constituent Group. 

Summary of Affinity Timbre by Constituent Group
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Chapter Summary  

 This chapter presented the findings of the study. To summarize, The Community 

College of Baltimore County was an institution that evolved from three separate colleges to one 

multi-campus college at the mandate of the Maryland legislature in FY 1997-1998. Dr. Irving 

Pressley McPhail was hired as CCBC Chancellor in 1998 with a mandate to consolidate the 

three-college system into one; get the merged CCBC accredited by the Middle States 

Association; and achieve academic excellence. With Dr. McPhail’s leadership, CCBC’s 

learning-centered vision became a focal point for the institution and commitment to diversity 

became part of the strategic plan. CCBC’s Closing the Gap Initiative took life when the college 
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analyzed its data and recognized that gaps existed between its African American and White 

learners; the college received a Title III Grant that was used for initial funding of the initiative. 

The findings include narrative and ‘woven’ quotes by CCBC constituents that describe the 

cultures of the three campuses and the overarching CCBC learning-centered culture that has 

been embedded at the college. 

 The researcher explored the interface of principles that informed the study with 

initiatives at the college. These included: the LearningFirst 2.0 learning-centered vision; 

CCBC’s Closing the Gap Initiative; the learning college; and Achieving the Dream: Community 

Colleges Count. CCBC student outcomes data were reviewed to examine progress in improving 

student success and closing achievement and attainment gaps. Improvement has been made; 

however, gaps persist. The research was designed to learn what the college has done to make 

improvements and to speculate why gaps persist. The findings from four IQA focus groups 

included the identification of ten themes, or affinities, with common meanings whose names 

were reconciled. These affinities were used in an IQA protocol which led to the development of 

an institutional transformation system to improve student success and close achievement and 

attainment gaps.  The interviews provided insights on the meanings and timbre of each affinity, 

and their placement in the system, or, System Influence Diagram, that is interpreted in Chapter 

Five.  
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CHAPTER FIVE 

ANALYSIS, RECOMMENDATIONS, AND CONCLUSIONS 

The important thing is this: to be able at any moment to sacrifice what we are for what we 
would become.  (Charles du Bos, n.d.; as cited in Bridges, 2003, p. 85) 

 

Chapter Five provides a platform to analyze the data provided in the previous chapter, 

and interpret and draw conclusions regarding their possible implications for institutional 

transformation to increase student success and close achievement and attainment gaps. “In 

practice, the drive for culture change arises from the need to solve organizational problems” 

(Schein 2004, p. 365). An overview of the study is provided and characteristics of CCBC’s 

context and culture are interpreted. The college’s education value choices, multicultural 

awareness and appreciation of diversity are assessed. The interface of principles from CCBC’s 

learning-centered vision and its Closing the Gap (CTG) Initiative are explored relative to those 

that informed the study, the learning college and Achieving the Dream: Community Colleges 

Count. 

Affinity meanings and the composite Institutional Transformation System Influence 

Diagram (SID) are interpreted; the overall placement and timbre of the affinities in the system 

are analyzed. Predictions and recommended interventions are offered for how the system can be 

fortified to achieve desired outcomes. Consideration is given to using the system as a more 

general theory of institutional transformation for use in other settings. Two models are 

compared to the institutional transformation system developed in this study: a “core values 

model” (Baker, 1998) and a “data-driven process for institutional change” (Achieving the 

Dream, 2005). Drawing upon responses provided from the two open-ended questions added to 
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the interview protocols and observations, practical implications and lessons are shared. Themes 

for further research and a conclusion are provided. 

 

Overview of the Study 

With the rampant change in socioeconomic developments and the changing complexion 

of the student population enrolling in higher education, community colleges are being called 

upon to re-examine long-term practices; develop systemic approaches to meet external demands 

for a qualified knowledge workforce; develop clear organizational structures that are adaptable 

to environmental shifts; and provide culturally-relevant academic interventions, learning 

options, and support services. The researcher sought to learn how CCBC is preparing students 

to thrive in and contribute to a multicultural society and a global technology-driven economy. 

Within this context, the researcher sought to examine the primary factors at CCBC that are 

contributing to institutional transformation to improve the success of all CCBC students while 

closing the achievement and attainment gap between African American and White students. 

 The study’s research questions included:  

• What institutional changes are taking place at CCBC to close the achievement gap 

for African American students within the context of CCBC improving learning and 

attainment of all students?  

• How is leadership being practiced at CCBC that is contributing to closing the 

achievement gap for African American students within the context of improving 

learning and attainment of all students? 

• How and why are strategies identified and selected for implementation at CCBC to 

close the achievement gap for African American students within the context of 
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improving learning and attainment of all students? 

• How are CCBC leaders fostering collective institutional vision, values, and learning 

in support of closing the gap for African American students within the context of 

improving the learning and attainment of all students?  

The methodology used was a mixed qualitative study informed by quantitative data. It 

included a case study of CCBC and an embedded case study of CCBC’s Closing the Gap 

Initiative. Other qualitative methods included observation, document analysis, focus groups, and 

interviews. A systems perspective was used and an institutional transformation system was 

developed from constituent perspectives based upon Interactive Qualitative Analysis (IQA) 

methods and protocols. 

 

Interpretation of the Context and Culture 

Situation/Leadership/Followership 

Hughes, Ginnett, and Curphy offer a useful “three-factor framework” of 

“leadership/followership/situation” (2002, pp. 22-24) to assess an organization. As discussed in 

Chapters One and Four, The Community College of Baltimore County (CCBC) was involved in 

institutional transformation that included the merger of three previously autonomous institutions 

to one multi-campus college in response to a legislative directive during FY 1997-1998. This 

merger placed demands and stresses on the leadership and followership throughout the college 

in developing an overarching culture and organizational structure, dealing with loss, and 

learning to adapt to new directions. “All changes, even the most longed for, have their 

melancholy; for what we leave behind is part of ourselves; we must die to one life before we 

can enter into another” (France, n.d., as cited in Bridges, 2003, p. 24). A dynamic 
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socioeconomic environment compounded pressures at the college; cultural and generational 

differences festered, and businesses in the vicinity closed their doors or changed their 

requirements in order to be competitive.  

A new chancellor was hired in 1998, whose mandates included merging the three 

institutions into one college, getting the new college accredited, and achieving academic 

excellence. The chancellor fostered a learning-centered vision that became a focal point for the 

three campuses. Commitment to diversity was introduced into the strategic plan, LearningFirst. 

The reinforcement of information systems and the development of a culture of evidence 

contributed to the ability to disaggregate data which brought to the fore the recognition that the 

college had discrepancies in student performance between its White and African American 

students. The Closing the Gap Initiative was introduced and supported by a Title III grant which 

was met with resistance, as much due to its perceived introduction (“top down” vs. inclusive 

introduction) as to the sensitive nature of the issues inherent in the initiative. Notably, the 

chancellor was both acknowledged for his courage and also served as a lightning rod as he 

introduced both “learning revolution” and “evolution” (McPhail, 2005, personal 

communication) into the culture of the college. “Even though the change is often externally 

driven through board policy, the CEO can become a lightning rod in organized resistance to 

change, a target toward whom resistant behavior is expressed” (Baker, 1998, p. 6). 

Based upon observations and interviews, unique cultural characteristics of the three 

campuses remain. The learning-centered vision appears to have become embedded in the 

culture of the college and serves as a guiding light. As interview respondents noted in a 

combined quote: 

The administration, the leadership, the atmosphere, and the climate on each 
campus have characteristics that are unique that most people would identify in 
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the same way. There has been kind of superimposed on those three separate 
cultures a new era of both commitment to becoming a learning college and 
commitment to becoming a single, multi-campus college. 

Similar to other U.S. communities, institutions, and constituencies, CCBC and its 

stakeholders are undertaking the “discomfort” of adapting to new cultures as the complexion of 

the student population changes; baby boomers and younger populations (including faculty, staff, 

and students) address generational issues; and, the information age brings with it an expectation 

of dispersed leadership, communication, and involvement throughout the institution. “We were 

brought up in a tradition that has now become impossible, for we have extended our circle 

throughout space and time” (Morrow, 1975, p. 125). Many students who are entering the 

college are under-prepared for higher education and require a whole host of developmental 

courses, advising, support services, assessments, and multiculturally relevant learning options to 

maximize their learning, progress to desired credit courses, and to attain certificates and 

degrees. Businesses, and a more mobile and nontraditional/adult workforce, are also 

contributing to changes in how education is being provided, which add stress to limited 

resources. Professional development, councils, committees, discussion boards, and informal 

settings are fostered to address sensitive discussions such as race, ethnicity, and multicultural 

awareness that do not come without tension and a need for heightened sensitivity and respect. 

As previously mentioned, Dr. McPhail announced his resignation during the time that 

the case study was performed at CCBC. With the anticipated change of leadership, the college’s 

constituents reflected on the sustainability of CCBC’s LearningFirst vision, as well as its 

commitment to diversity and closing the gap between African American and White learners at 

CCBC. It was a time of contemplation and speculation about the commitment of the leadership 

and followership throughout the institution and the future directions of the college. 

 



 302 

 

 

Artifacts/Espoused Values/Shared Assumptions 

Drawing on Schein (2004), three levels of culture were explored: artifacts, espoused 

values, and underlying or shared assumptions. In reflecting on observations and interviews, 

CCBC represents a microcosm of issues being faced by colleges and communities around the 

country as they learn to adapt to different cultures and environmental changes. The institution 

has sought to develop economies of scale and reductions in duplication by consolidating. Efforts 

outside the local area are not always well understood or appreciated by local politicians or 

members of the community who are intent on educating their own citizenry and not clear on the 

benefits derived from out-of-area meetings and conferences. Open conversations are 

encouraged but truthful conversations were reported to take place after meetings had adjourned. 

A commitment to being learning-centered is pronounced; a commitment to diversity is apparent. 

However, making the changes required to enact these commitments, particularly to diversity, 

are sometimes painful.  
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Table Thirty-Nine, Cultural Analysis of CCBC 

Cultural Analysis of CCBC 

Artifacts and Initial Impressions 

• Well-educated leadership and followership 
throughout the college. 

• Chancellor and chancellor’s cabinet 
establish the climate. 

• Councils and committees are established to 
implement change. 

• Strategic planning is a strength of 
institution. 

• CCBC is recognized as a Vanguard 
College that interfaces with colleges 
outside of the county. 

• Many employees come from local 
communities; some with parents who had 
worked at the college. 

• There is a mixture of old and new buildings 
that offer collegial settings. 

• CCBC started as three separate colleges; 
there was a recent mandate to merge to one 
college. 

 

• The three campuses are separated by the 
beltway, history, and mores. 

CCBC started as “little Harvard” and blue-
collar colleges; it is changing to 
accommodate inner-city students and a 
student population that has increased has 
increased in diversity. 
• There is a mixture of new and long-term 

faculty with generational differences. 
• There is a pride in the LearningFirst 2.0 

strategic plan. 
• The college is going through challenges 

of change and the adoption of different 
cultures and new processes. 

• CCBC represents a microcosm of 
America. 

Espoused Values 
• Commitment to the learning-centered 

vision and to the adoption of learning 
college principles. 

• Commitment to support the success of all 
students and to close achievement gaps  

• Decisions and resource allocation are 
driven by data 

• Commitment to holding difficult 
conversations 

• Learning outcomes assessments and 
GREATs are established to document if 
learning is occurring 

 

• Developmental education is critical to 
close gaps and support student success 

• Providing an array of research-based 
learning options, assessments, and 
culturally mediated instruction is 
important to support the diverse student 
population 

• Commitment to the alignment of 
academic and support services 
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Shared Assumptions 

• The college is learning-centered. 
• For the most part, decisions are data-driven 

and a culture of inquiry and evidence has 
become embedded. 

• Strategic planning is an important function 
of the college. 

• The success of all students is shared as 
long as there is no favoritism displayed to 
any particular group. 

• It is important to retain and protect three 
separate college cultures; some initiatives 
may not be supported if they conflict with 
campus cultures. 

• Courage and tenacity are shared at all 
levels which come with shared lessons and 
frustrations. 

• Many resources are allocated based on 
data; some are based on political decisions. 

• Change is often driven from the top. 
• There is top down leadership but also a 

growing sense of shared governance and 
heightened participation. 

• Involvement is intermittent. 
• Councils and committees tend to be 

duplicative; outcomes, accountability, 
and responsibility are not always clear. 

• Communication is valued but honest 
conversations often happen after 
meetings adjourn. 

• Course offerings don’t always align with 
the needs of students; resources are 
sometimes scarce to uphold learning-
centered principles. 

 

Interpretation of Educational Value Choices,  

Multicultural Awareness and Appreciation 

 Institutional transformation that provides access, quality, equity in learning, excellence, 

and accountability has been actively supported by strong leadership, a shared learning-centered 

vision, strategic and operational planning, a culture of inquiry and evidence, assessments, 

interventions, professional development, councils, and committees taking place at the 

institution. Leadership and followership throughout the institution not only espouse values but a 

culture of commitment to student success pervades the institution.  

Fostering an environment of awareness and appreciation of diversity is an undertaking 

that appears to have been more difficult for the institution’s constituents. An overarching 

institutional learning culture has become embedded within the institution as campuses seek to 

retain their unique cultural characteristics and are surrounded by the traditions of their local 
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communities. Within the institutional learning culture resides a belief in the success of all 

students and a commitment to diversity that is becoming part of the shared assumptions of the 

college—as long as learning for one student population is not at the expense of another. The 

Closing the Gap (CTG) Initiative is both a program and a strategic initiative at CCBC that is 

being led by champions who are committed to creating an environment that cultivates 

“improved and expanded learning outcomes that reflect no difference in achievement between 

African American and White learners” (CCBC 2005b; CCBC 2005c). 

The organizational structure for the CTG Initiative includes the support of the 

Chancellor, the CCBC Chancellor’s Cabinet, and the CCBC Board of Trustees. The Senior 

Director of Developmental Education oversees the CTG Initiative and the Title III grant which 

supports many of the Professional Development Days, discussion boards, visiting speakers, 

student services centers, and critical interventions. The Director for Multicultural Affairs and 

Closing the Gap reinforces strong leadership throughout the institution. Two Assistants to the 

Vice Chancellor for Learning and Student Development and faculty provide leadership on 

learning outcomes and common graded assignments which enhance the ability to document and 

evaluate whether interventions are enhancing student learning. The Senior Director and Campus 

Directors for Planning, Research, and Evaluation (PR&E) assist with strategic planning and 

assessments, provide data for required accountability reports, and perform cohort tracking. They 

also provide essential consulting and help interpret data for use in planning and decision 

making. These functions support overall student learning. However, the CTG provides the laser 

beam to pinpoint areas of remaining discrepancy and to keep constituents focused and 

responsive to closing persistent gaps which is made possible by the experience of the PR&E 

staff and the information technology infrastructure. Data are used to determine areas of strength 

and weakness of individual learners, interventions, courses, and classes. While not all 
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constituents are advocates, and there are individuals who expressed concern about, or disliked, 

how the program/initiative was introduced, many faculty and staff are assuming responsibility 

to uphold and operationalize a commitment to diversity to the CTG Initiative. Student voices 

are becoming more involved through the shared governance structure as well as through 

interventions designed to engage students inside and outside the classroom. 

Culturally mediated or responsive instruction, student centers, mentoring, support 

services, counseling, and developmental learning communities are designed to engage students 

and foster cultural awareness and support while increasing retention and academic 

improvement.  Training is offered to faculty and staff on culturally responsive instruction. 

While the college’s focus has been on “multiculturalism” as compared to “globalism,” there is 

awareness that immigrant populations will require enhanced understanding of additional 

perspectives. The institution reinforces the responsibility of the student for his or her learning 

and, thus, “indoctrinates” the student to “converge” their values with those of the learning-

centered college. Sensitive discussions are also held on issues pertaining to race and ethnicity to 

foster an understanding of diversity and divergent perspectives. An excerpt from woven quotes 

that reflect a commitment and value to respect for diversity follows. 

One thing that was made clear upon having dialogues about what the barriers are 
in the way of African American students, in particular, was that a historical 
distrust was identified toward educational institutions because of the history of 
Black people previously not having been allowed to go to school. When folks 
were allowed to go to school, then what kind of indoctrination were they being 
given, and where did it lead? There have always been issues that have never been 
fully resolved. 

 
We need more engagement. You have to be supportive and respectful of different 
cultural backgrounds, morals, values, ethics that people bring into the classroom. 
You listen to your students as much as they listen to you. If a student is having 
difficulty, they talk to you, and you make adjustments. That is all within the 
LearningFirst initiative as a learning institution. If we open up two-way 
communication and hear from students what it is they feel that they need, we 
would be more effective as administrators, faculty, or student support. The 
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students can more effectively advocate for themselves, if they are respected for 
voicing an opinion, a belief, or a concern. Hopefully, that it is also reciprocated. I 
try to help all students every day. 

 
My vision is to change them and make them a little bit different than when they 
came in, before what they came in here for all students.  They have to begin to 
look at themselves and change their attitude about their life and the importance of 
it.   
 

Interpretation Regarding the Interface of Principles, Practices, 

and Values of LearningFirst 2.0, the Learning College, the Closing the 

Gap Initiative, and Achieving the Dream: Community Colleges Count 

CCBC offered a context for exploring the interface of its learning-centered vision and 

strategic plan, LearningFirst 2.0, and its Closing the Gap Initiative with the learning college and 

Achieving the Dream: Community Colleges Count. The principles, practices, and values of 

these frameworks were found to be complementary. As has been discussed, the learning college 

principles have been incorporated into CCBC’s learning-centered vision and embedded in its 

culture. CCBC makes students active partners and works with them to assume final 

responsibility for learning. The college provides learning options for its diverse student 

population. The institution has created a holistic environment with a strategic focus on infusing 

learning into the classroom and fabric of the institution. Staff and faculty recited the learning 

college principles as a matter of course in interviews; agendas included questions to keep 

meetings and outcomes focused on learning; members of the institution who were interviewed 

and participated in focus groups were aware and supportive of the learning focus. Questions 

appear to be regularly raised about “how actions and decisions improve or expand student 

learning….[The organization] maintains an institutional effectiveness system and a culture of 

evidence that promotes continuous improvement” (CCBC, 2005b). 
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Similar to Achieving the Dream, Closing the Gap emphasizes data-driven decisions and 

actions, supports faculty and staff development and involvement, and fosters open 

conversations about sensitive issues. The college “makes learning its central focus” (CCBC, 

2005b); and the CTG initiative is supported by CCBC’s vision to achieve equitable learning 

outcomes. Teamwork is encouraged across organizational boundaries as “vehicles for change”; 

the shared governance system and the Council for Innovation and Student Learning, serve as 

incubators for innovation, host college-wide professional development, “encourage constructive 

problem solving, and facilitate distributed leadership” (McClenney, 2004b). “Equity and 

excellence” (Achieving the Dream, 2004a) are maintained as values of the college, as are access 

and accountability. While specific questions were not asked of interview respondents pertaining 

to the Achieving the Dream initiative, excerpts from woven quotes further illuminate the 

convergence of these four initiatives.  

The Closing the Gap Initiative gains a lot of intellectual legitimacy from the 
learning college because of the attention on the learner and on outcomes.  I do 
not think in our culture you can do the learning college without also doing 
closing the gap.  They are two very distinct initiatives yet there is a lot of 
intertwining of the two. The CTG Initiative dovetails with overall student 
success. If there is a parent and a child, LearningFirst is the parent and Closing 
the Gap is the child.  It would be pretty hard to do.   

Closing the Gap without doing the learning college because you would have to 
say no matter what the philosophy of this institution is, we do care about success 
of all of our learners, and as soon as you start to say that you are moving over 
into the learning college.  I think of the learning college as student achievement, 
and closing the gap as student achievement for a particular population; and I do 
not mean just one population. It behooves us as a learning college to make sure 
that there is equity in educational outcomes, or to do everything humanly 
possible to give opportunity for equity, which is “Closing the Gap.” The primary 
reason we exist is to help students achieve their success.  
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Interpretation of the System’s Affinity Meanings and Timbre: 

Respondent Perspectives 

A System Influence Diagram (SID) was developed based upon data gathered at CCBC 

which represents a compilation of reflections by interview respondents (i.e., administrators, 

deans, and faculty) pertaining to their experiences with institutional transformation to increase 

student success and to close the achievement and attainment gaps between African American 

and White learners at the college. In this section, affinity meanings and timbre are analyzed to 

gain insights gleaned from the respondents’ comments and to speculate about interpretations 

suggested by the data. 

 

Affinity Meanings Analyzed 

The researcher began by analyzing the quotes that described each affinity from the 

Combined Interview Axial Code Table (ACT). “Interpretation begins with a grounded 

description of affinities” (Northcutt & McCoy, 2004, p. 346).  Following are brief affinity 

descriptions based on respondents’ quotes; a synopsis of respondents’ reflections pertaining to 

each affinity; and an interpretation of each affinity used to describe the elements of the 

institutional transformation system. The timbre or tone of each affinity was considered. “All 

comments that describe the affinity have some value placed on them, and it is this difference in 

value that creates the timbre of an affinity” (McCoy, 1992, p. 185). 

External Constituencies. The combined interview descriptions broadly depicted 

External Constituencies as “given” variables that influence institutional transformation such as: 

changing demographics of the student population; relationships with the surrounding 

communities, the county council, the CCBC Board of Trustees, and the state legislature; 
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changing business and economic demands; and educational partnerships. The respondents’ 

comments summarize the external factors influencing the institutions: 

Institutions are reflections of a larger society in some way, and certainly in their 
reflection of the communities in which they exist. A big thing is the economy and 
the different populations that are coming to the community college versus who 
was attending in the past. You have concerned families and you have a political 
environment; these are going to affect faculty and staff engagement. It seems like 
every year, more things are hindering students’ learning and those things are 
often outside the ability of the faculty [and students] to control. We have 
counselors and advisors whose sole purpose is to work with and support those 
students, identify social services within the community to ensure that the student 
continues his or her education.  

We do an aggressive job at recruiting and putting information out there for 
students who would not otherwise think about going to college. We have started 
to pay attention to our ‘nontraditional’ evening and weekend student population. 
We partner very closely with the Baltimore County Public School System. We 
partner with four-year institutions. We are working with a lot of service 
organizations and businesses. We have met with banks and other organizations, 
and we are promoting initiatives very heavily with our students.   

We do not do as good a job telling our story to our publics, our non-professional 
publics, our communities, or our politicians. The area has a white mindset and 
may not understand the need of the changing population. Yet, there are also 
groups throughout this community that believe that increasing student success, 
and doing something about the gap between Blacks and Whites, are important to 
do; and if we do not change, we will not get funding. We really try to network; 
but these are difficult times. I do not have a lot of direct knowledge about 
external constituencies. 

External Constituencies were perceived as an affinity with influence that penetrated the 

institution. In turn, it was perceived as an affinity over which indirect influence was being 

exerted from within CCBC. A brief content analysis of the terms used by respondents suggested 

that they evaluated this affinity in two dimensions: who external constituencies are that could 

support or hinder the institutional transformation process; and what factors might be 

contributing to challenges impacting the institution that could be further examined to develop 

appropriate intervention strategies and/or partnerships to facilitate desired outcomes. 
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Table Forty, External Constituencies: Who and What? 

External 
Constituencies/Partnerships 

(Who) 

External Factors 
(What) 

• Diverse student population 
• Parents 
• Local communities 
• Baltimore Public School 

System 
• Four-year institutions 
• Businesses 
• Community organizations  
• CCBC Board of Trustees 
• County council 
• State legislature 

 

• Lack of college 
preparation 

• Limited English 
proficiency 

• Limited resources 
• Layoffs, re-tooling 
• Global competition 
• Move from 

manufacturing to high 
technology  

• Need to familiarize 
external partners with 
CCBC 

• Potential partnerships 

• Need for daycare 
• Need for transportation 
• Impact on interventions, 

courses, and services 
• Need for curriculum  and 

assessment alignment  
• Desire for night and 

weekend  offerings  
• Need for coordination 

with high schools and 
four year institutions 

• Lack of familiarity with 
external constituencies 

 

The researcher considered timbre of each affinity within the system by reviewing the 

tone of the combined quotes. The affinity’s tone for each interview was rated by the researcher 

on a simple Likert scale of value (Psychology of Communication, 2006). A scale of 1 to 3 was 

used to record the perception of the affinity (1=negative, 2=neutral, 3=positive). An analysis 

was conducted to obtain a more “quantitative” assessment of the affinity-by-affinity difference 

in value or timbre to help identify possible areas in the system that could present potential 

barriers or solutions to achieving institutional transformation. Averaging timbres among the 

three respondent constituencies tended to mask some highs and lows within affinities among the 

three groups. With this in mind, the researcher attempted to convey notable differences that 

would shed light on varying perceptions of the institutional transformation process. 

“Respondents were not directly asked to quantify their experience and for this reason, the 

coding by the researcher is somewhat subjective” (McCoy, 1992, p. 168).  
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In discussing the affinity, the overall tone was relatively somber, having been heavily 

influenced by: 

• the mandated merger of three institutions into one multi-campus college by the state 

legislature (FY 1997-1998);  

• uncertainty about the chancellor’s replacement by the CCBC Board of Trustees and 

its impact on the vision and strategic direction of the college;  

• competing demands;  

• closing of local businesses; and 

• changing demographics of incoming students, many who are unprepared for higher 

education.  

The timbre by deans was more positive than that of administrators or faculty. Deans 

expressed many of the same concerns as those expressed by administrators and faculty but also 

were perceived to be more cognizant of and positive about partnerships. Some faculty, in 

particular, noted the difficulty of working with unprepared students and with managing the 

classroom when confronted with generational, racial, or cultural issues or with the external 

demands encountered by students that made coming to class and retention difficult.  

Elements of the affinity had a positive tone, often attributed to relationships that had 

been developed with externally. 

An affinity, while representing a specific category of meaning, is by no means 
fixed or static in the sense that it is experienced in the same way by all 
members of a constituency. Elements that have the same meaning may have a 
different timbre or “feel”….Just as temperature (variable) may range from hot 
to cold, timbre is a characteristic of an affinity that has a range. (McCoy, 1992, 
p. 186) 

A positive timbre was noted concerning partnerships such as those with community 

organizations, the chamber of commerce, area banks, the Franklin Square Hospital, the 
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Baltimore Public School System, four-year institutions, and Vanguard Colleges. Respondents 

commented about CCBC’s good rapport with peer institutions and the recognition the college 

had received nationally. However, they expressed a concern that local constituencies did not 

hold the same understanding of the vision and did not see the value in, or a return on, the 

relationships the college had developed outside the county. Several respondents from all three 

groups commented about a lack of familiarity with external constituencies.   

Leadership. Respondents often defined Leadership as the “top leadership,” the 

chancellor, the chancellor’s cabinet, and the board of trustees. Respondents also described 

leadership as being vested throughout the college. Respondents identified leadership as being 

responsible for providing a sense of direction for the institution, addressing difficult issues such 

as closing the gap, developing internal and external partnerships, eliciting involvement, and 

building teams in the organization to make changes. Leadership was described as taking 

responsibility to create a “safe zone” to hold discussions about race, performance gaps, and new 

initiatives. Leadership included helping students identify their own barriers to learning and to 

realize their potential.  

The respondents’ comments reflect the influence of leadership throughout the system: 

Leadership starts everyone thinking, provides a common framework, sets 
priorities, and gets the ball rolling. Closing the gap and student success were 
pretty much determined by our chancellor. We were encouraged to examine 
data and to admit we have a gap. It took having the courage, vision, and ability 
to convince other people that these were issues that had solutions with which 
people could make progress. Leadership means developing leaders, coalitions, 
and teams. The chancellor wanted the educators and administrators to 
encourage, to explore, and to support learning options, looking into what 
worked for students. Leaders create a climate of trust, inclusion, listening, and 
respecting differences. They provide a common ground and the ability to 
dialogue about some of these issues. We have noticed that our African 
American students have made significant strides.  The majority has also made 
some gains as well.  So we are very pleased in terms of the direction.  
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Leadership is tied to governance. The leadership on each campus reflects the 
mindset of the campus; different generations of faculty are represented. The 
extent to which the idea of supporting Closing the Gap as a primary 
commitment, how much that resonates with one faculty member or another, is 
largely influenced by, if not determined by, the institutional culture from which 
they are coming.  The intervention phase is all about people and leadership. It is 
up to each faculty member to create an environment in which all students feel 
as though they are equally capable of learning. There is a whole middle group 
of middle management and faculty that do not know what to do and need 
training because these diversity and race issues are sensitive. There is a 
disconnect between the leadership on the very top and the leadership that is 
closest to my position. I do not care what decisions you make on the top. The 
real issues are down there in the classroom and keeping the students in the 
classroom. Communication is one thing that is really lacking which is why 
resistance stayed as high as it was. Leaders from different parts of the 
organization have developed relationships with our education partners. We 
need additional leadership in the community.  

 Combined quotes suggest that respondents evaluated Leadership in two dimensions: 

what the top leadership characteristics and commitments were and responses to how leadership 

and followership were being engaged throughout the organization to support and expedite the 

institutional transformation process. The table that follows summarizes the results of the content 

analysis. Most “top-level leadership” characteristics and commitments were attributed to the 

chancellor, the chancellor’s cabinet, and other senior leaders. Comments on how leadership 

takes place emphasized respondents’ desire that a supportive and safe climate be maintained and 

that there be active involvement and communication with internal and external constituencies.  
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Table Forty-One, Leadership Characteristics at CCBC. 

Top-Level Leadership 
Characteristics and 
Commitments 

How Leadership/Followership Takes Place 
throughout CCBC 

• Knowledgeable 
• Decisive 
• Courageous 
• Has vision 
• Is focused 
• Top down 
• Strategic 
• Committed to student 

success, diversity, 
closing the gap, and 
information 
technology 

 
 

• Leadership keeps us focused 
on student success and 
closing gaps. 

• Leadership encourages 
examination of data. 

• Leaders create a safe 
climate for discussions. 

• Leadership and involvement 
throughout the organization 
enhance ownership and 
reduce resistance. 

• Professional development is 
encouraged.  

• Two-way communication is 
important. 

• There is a desire for 
increased communication 
and involvement internally 
and externally.  

• People want to feel valued. 
• Some of the same skills in 

leadership are the same as 
those needed in the 
classroom: passion for the 
issues and compassion for 
the people. 

• There is a lack of familiarity in 
how to deal with sensitive issues 
such as racial and cultural 
differences.  

• There is a perception of extra 
consideration being given to 
Black students. 

• It is alright to discuss race and 
gap issues, but there is 
resistance to changing behaviors 
to close the gap. 

• There is a resistance to taking 
responsibility. 

• Some people want to hold onto 
the old adage that some people 
can learn and others cannot. (“It 
is their environment; it is in 
their genes; it is in the way they 
had their schooling; it is in their 
families; but it is not me doing 
it.”) 

• Issues in the classroom are not 
understood or appreciated by top 
leadership. 

• There are a lot of people that 
feel that the gap is not 
important; others did not believe 
there was a gap until they saw 
the data. 

 

Overall, the composite timbre was positive for the Leadership affinity, providing vision 

and support for student success and closing the gap, and noting the courage to take data public 

to address inequities. Deans, in particular, conveyed a positive timbre. Several faculty and 

administrators expressed a desire for more extensive recognition and inclusion of leadership 

throughout the institution. Improving communication internally and externally was mentioned 
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repeatedly as important to the successful transformation of the institution. Overall, CCBC 

respondents turned to leadership to determine priorities for the institution and to foster a safe 

and warm environment. Leadership included selecting leaders, building coalitions, and 

encouraging professional development in support of student success and closing the gap. 

Respondents commented about the importance of developing leadership throughout the 

organization so that college-wide initiatives would be sustained when advocates depart.  

Respondents expressed a strong reliance on, and appreciation of, leadership’s vision, 

use of data to determine directions, courage in taking on difficult issues, and support for 

professional development. The courage that was praised in providing vision and taking on 

difficult issues (i.e., issues such as introducing LearningFirst, “three-to-one,” diversity, and 

closing the gap) also elicited displeasure in how the issues were introduced (i.e., perceived “top-

down” style, lack of involvement up front, need for training on the handling of unfamiliar and 

sensitive issues, desired increase in communication). The nature of the issues themselves often 

was compounded by their inherent sensitivity that reinforced the expressed desire for 

information, understanding, and inclusion. Upon close examination, there was a notable 

dialectic in the respondents’ comments. When the researcher questioned respondents about their 

recommendations for leadership to sustain the learning-centered vision and commitment to 

closing the gap, leadership often was discussed in terms of “entering leaders” or “leaders at the 

top.”  There was not a full acknowledgment of leadership or leadership responsibility 

throughout the organization, as though respondents were accustomed and/or willing to 

relinquish responsibility to those at the top. This suggested the need for consistent 

leadership/followership recognition and development throughout the institution to foster 

individual growth, elicit ownership and responsibility, sustain strategic directions, and embed 

desired cultural changes. 
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Sidebar by Author. 

Research is not just about substantiating with numbers.  It is about listening to 
people talk and hearing what it is that they express that they need and want. As 
a sidebar, I ran a student focus group when I was at CCBC. I had been looking 
at the system from an administrative perspective, inclusive of faculty. I 
recognized that I was not going to be able to include all the aspects in the study 
that I would have preferred. However, I wanted to hear the students’ refreshing 
and candid voices—although they were also discomforting.   

The students talked about “racial war” and their challenges with peers, 
processes, and classes at CCBC. When I asked them to identify the affinities, 
they gave me a certain name for one theme. When I later compared the meaning 
that they provided for the affinity, it was parallel to the meaning attributed by 
the other focus group participants as “leadership.” The students referred to this 
affinity as “Love and Responsibility.”   

It was not the focal point of this study. However, meeting with the students was 
an honor and an opportunity that made a significant impact on me. It served as 
a reminder to keep students at the heart of my work.  

Vision. Respondents identified Vision as constantly making improvements. It was 

described as moving from three colleges to one multi-campus college. Respondents commented 

about the need to create a vision that would help unite the institution. LearningFirst 2.0 (i.e., 

being “a premier, learning-centered institution” [CCBC, 2003a, p. 1]) serves as the vision; and 

Closing the Gap provides a focus for the improved performance of African American learners. 

Vision was also described as working to refine the organizational structure and clarify reporting 

relationships in the college. Respondents reflected upon the importance of finding commonality 

between their own visions and those of the institution  

Respondents described the affinity below: 

Vision has been a tricky thing at our institution because of our history. We had 
three very different cultures that we have had to work within and try to 
maneuver into becoming one. One of our problems is purely organizational. Six 
academic deans are the heads of our six academic units; they do not all report to 
the same person. It is a flaw in our organization that, if fixed, would make it 
easier for us to make bigger and quicker progress towards the things we want to 
become. 
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The institution has been struggling with having a vision that was shared 
throughout the college. Data demonstrate that the learning-centered vision was 
the right thing; it is critical to help students succeed. Closing the Gap has been 
very important; that part of the vision is one way of identifying problems and 
solutions for our learners. As we start to look at this whole issue of vision, our 
partners outside are helping us. That also came from the hard work that the 
chancellor did in talking about what we are doing and meeting with different 
constituencies, connecting to other colleges, and sharing ideas. People join and 
support an organization if they believe in the vision; once in, they may 
influence the vision with their own.  

We have this common vision of wanting to do what is best for our students and 
making sure they learn. Closing the Gap sounds really great, but are we really 
there yet? It has to somehow become the vision of everyone at the college, so 
that there is ownership and buy-in. I believe that the data that have been 
collected to date should more than persuade people that we are doing the right 
thing and that it is benefiting everybody. However, it is my concern that we 
have not done a good job of convincing the county and the community of what 
that vision is about. It is sort of tough to talk about vision when it is all about to 
change. We have been hearing different directions. It is not clear if the college 
has the support needed to implement the commitment to diversity, particularly 
with the pending change of leadership. It seems to me that in an institution this 
size, there needs to be some vision that exists regardless of who the chancellor 
is, or if we have one.  Finding a way to empower leadership across all levels in 
a very respectful way is what will help sustain the vision and the CTG 
Initiative.   

Vision represented a major focal point for the institution. For the most part, it had a 

positive timbre. Administrators, in particular, expressed a positive perception of the affinity. 

Being learning-centered was perceived as a vision that helped to bond the three institutions into 

being one college. There was recognition that this vision had gained focus and prominence 

under Chancellor McPhail. Being learning-centered also reinforced a “culture of evidence” in 

identifying gaps and areas for improvement within the institution. Some faculty took offense to 

the suggestion that being “learning-centered” was a new initiative. (“We have been putting 

student success first for the last 35 years. We just did not call it LearningFirst.”) This suggests 

the importance and benefit of involving leaders/followers throughout the organization in 

developing direction and building on the foundation of existing ideas to elicit ownership. 
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Commitment to student success and to diversity appears to have been embedded into the shared 

assumptions and values of the institution.  

Negative timbre was expressed pertaining to the decision (FY 1997-1998) to develop 

one multi-campus college; however, residual discussions continue regarding whether that vision 

will be retained in the long run. Respondents spoke about refining organizational structures, and 

clarifying reporting relationships and decision-making authority to facilitate achieving strategic 

directions. Several respondents questioned the separate treatment of African American students 

and advocated for an emphasis on the success of all students. These respondents suggested that 

“closing the gap” was an inaccurate “moniker” and advocated for the “high achievement for 

all.” Other respondents advocated for institutionalizing the Closing the Gap (CTG) Initiative 

and vesting accountability for its success throughout the institution. While the CTG Initiative 

has strong support, it also elicits controversy. The initiative brings to the forefront the very 

challenging issues being faced on a daily basis in the college and classroom as faculty, staff, and 

students grapple with institutional racism, a lack of educational preparedness, and a lack of 

training to address cultural sensitivities.  

Unsolicited, respondents repeatedly volunteered their personal visions and commented 

about the importance that their visions and those of the college be aligned. Respondents also 

reinforced that constituencies need to be reminded and educated about the vision. Respondents 

questioned whether the “LearningFirst” label and the commitment to the CTG Initiative would 

be sustained. They expressed concern about what would happen to the direction of the 

institution with the pending change of leadership and that it is difficult to establish targets and 

plan under current budgetary constraints and uncertainties. 

Strategic Planning. Strategic Planning was identified by respondents as a mechanism 

to implement the learning-centered vision and change the culture. At CCBC, planning is a data-
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driven process. Each year, goals and objectives are established in support of the strategic plan. 

Strategic planning is used to support system-wide initiatives and to align interventions, 

assessments, professional development, and resources. Much of the strategic planning is 

initiated from the senior levels of the institution with additional participation throughout CCBC 

in developing goals and objectives. The strategic plan embraces diversity and provides a 

platform for closing the gap. The meaning of the affinity was described by respondents in the 

following words: 

Strategic planning is a major strength for this institution. There is a clear 
planning process and a commitment to diversity and being learning-centered. 
There was a lot of disagreement about the whole issue of one college with 
multiple campuses. Directions that LearningFirst identified were terribly 
important. They addressed embracing diversity, which was a critical issue that 
said, “This is who we are going to be.” The organization wants to make all 
students successful, it wants everyone to be achieving at their highest level. 
Closing the Gap would be perceived as addressing minority student issues, 
particularly of African American learners. Some people are concerned that we 
are forgetting our White learners. The focus is based on data pertaining to how 
students are succeeding.  

We are still at such an early stage of recognizing the gaps exist. Without our 
strategic planning, I cannot imagine that we would have made any progress 
with closing the gap. Faculty and staff do not necessarily make the connection 
between data (e.g., retention figures) and the village of activities that have to 
occur to move that. The institution is not only committed to tracking, it is also 
committed to demonstrating to the Board of Trustees that the achievement gap 
is closing through our diversity direction in the strategic plan and through our 
institutional effectiveness indicators. 

In order to support anything that happens system-wide, there has to be some 
level of ongoing strategic planning.  At CCBC, strategic planning is usually a 
top-down thing; it is not bottom-up planning, but it is very detailed and a very 
committed system. It is usually something where we are told that we have an 
objective this year. Through an annual process, we are to come up with a very 
high-level sketch of the steps to get the objectives achieved and how we will 
know it was successful. It is a process that is measured by outcomes. 
Developing objectives gives us ownership in the movement, which is crucial. 
Every academic division and dean should have a plan for closing the gap and be 
held accountable; they should tie initiatives to merit increases and to 
performance evaluations.  
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The annual operating objectives are focused on objectives of each one of the 
silos, so the planning is kind of fragmented. How the plan is communicated still 
leaves people out of the conversation who may be able to shed some impact. 
Retention is one thing we do not necessarily see connected to the objectives. 
Resource allocation is not consistently aligned with the strategic plan and 
courses are not always available for incoming students. We have failed to align 
diversity to hiring objectives. We need to improve communication of desired 
outcomes. 

Strategic planning processes were perceived as an institutional strength. The timbre of 

the affinity was positive pertaining to the detailed processes that are in place and the data 

collection to measure progress on outcomes and achievement gaps. Quotes provided insights on 

the desire to continue LearningFirst’s strategic directions, and the strategic planning processes, 

when the new leadership is in place. The LearningFirst and learning college emphases were 

perceived to instill core values in education and equity that pervade the institution.  

The timbre shifted as a desire for more two-way communication (top-down/bottom-up) 

and participatory planning were expressed. Some faculty and administrators commented that 

those who are involved in implementation are often not involved in the planning process and, 

therefore, “get that information from above.” Others commented that constituents can “be a part 

of the strategic plan if they want; they are asked, but many do not participate.”  

Respondents commented that silos have developed and that overarching objectives, 

such as increasing the retention rate, are lacking. Resources are not always aligned to 

accomplish goals. Some respondents indicated that the Closing the Gap Initiative is perceived as 

a special project that should be treated as an institutional endeavor for which divisions are held 

accountable. Optimistically, one could contend that the data-driven planning fostered by 

LearningFirst would support the success of all students, and the identification of students with 

particular needs, without the Closing the Gap Initiative, as long as the institution remained 
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committed to continuing to identify and narrow performance gaps. However, as one respondent 

stated: 

I hate to say this but I think in our society, it is almost human nature for one 
group to be treated differently. We do not live in Utopia; we will never achieve 
100% equity. That is not an excuse for not trying.  It is also not an excuse for 
recognizing learning styles, cultures, and appreciating those cultures and 
incorporating that richness into pedagogy, or even our policies and procedures 
on our campuses. What is a barrier to equity or closing the gap is human nature.  
Individuals will always impact on the ability to learn or the willingness to learn. 
What we can do as an institution is try to provide the tools to both students and 
to faculty to minimize human nature a little bit.   

The comments pertaining to this affinity suggest that additional discussion and 

involvement pertaining to diversity and closing gaps would be beneficial. Further integrating 

Closing the Gap into the strategic directions of the institution might mitigate the negative 

perception of its being a special project while reinforcing desired outcomes.  

Organizational Culture. Respondents identified Organizational Culture as having 

three existing campus cultures and one overarching college culture that is emerging. 

Respondents often referred to this phenomenon as “three-to-one.” There is a new organizational 

structure that has been established to foster system-wide discussions and align campus 

initiatives. A new shared governance structure has provided a forum to give people “voice” and 

improve communication. The changing demographics of the student population have had a 

significant impact on the organization’s culture. The commitment to being learning-centered 

and data-driven has advanced the development of the CTG Initiative. The focus on diversity and 

the CTG Initiative has been met with a mixture of strong support as well as with some 

resistance and resentment.  

Organizational culture colors everything.  It takes a great deal of time and effort 
to change an organization, and not everybody buys in, of course. For 34 years 
each campus was its own college. Three institutions to one; six or seven years 
later, you still have people bridging those communication gaps and coming 
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together. We had and still have three different philosophies on each of the 
campuses on how things should be taught and how things should be run. There 
is still some resistance to the merger, so we are still trying to get over that 
hump.   

There has been kind of superimposed on those three separate cultures a new era 
of both commitment to becoming a learning college and commitment for 
becoming a single multi-campus college. There was a traditional way and a new 
way of doing things. As part of the organizational culture that goes with 
examining student success issues, we use data because of the strong leadership 
emphasis from the top. Those would have been difficult even had there not 
been the three campuses, three communities, and the political fighting that said, 
“Our way is the best way, and we do not want to try a fourth way.”  In a sense, 
there is emerging an overall CCBC culture; a widening circle of colleagues.  

We reorganized and started making more connections system-wide so one 
campus knew what the other campuses’ issues were. While there remain 
different campus characteristics, increasing involvement and openness are 
developing across the campuses and faculty are sharing strategies. The whole 
issue of shared governance has a tremendous impact. With the new college 
senate structure and committee structure, there is definitely more participatory 
governance. However, you are never going to come to one cathartic moment 
with a sort of bifurcated structure in which deans are reporting to different 
presidents. As we bring new faculty members it will be important to help them 
understand the culture and view it as a systems culture.   

The institution has struggled with a changing student body. We used to be a 
majority White institution. Celebrating diversity is one of the fundamental 
values at CCBC. The piece that a lot of people like to focus on more is how to 
create a better learning environment for all learners. It is up to each faculty 
member to create an environment in which all students feel as though they are 
equally capable of learning. How that translates for Closing the Gap is that 
leadership has to be able to listen to the faculty who are saying, “This is what 
we need your help with in order to close the gap, and you are not giving us that 
support.”  

The culture can get hostile at times because it boils down to race. There is a lot 
of resentment with the CTG Initiative that is trying to change the culture. It is 
very hard to talk to some faculty members at the institution that fear being 
perceived as racist. Some things we are not equipped to deal with; for us to 
make more progress we have to go through some deep stuff. We want to find a 
common ethic or moral to deal with these issues; it is very painful for us. The 
only real bridge that we have to work together is communicating and including 
more people.  We have to get people to understand that closing the gap and 
retaining students is, indeed, everybody’s business. I do not know who made 
that decision, not to have the campus-based CTG committees starting this last 
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fall. We lost connection. It hurt that we are not having these conversations on 
the campus in a safe environment.  

The institution has gone through a period of significant transition. Overall, the timbre 

for this affinity was negative, as conveyed by all three respondent groups. Significant 

discomfort remains in regard to the merger of the three formerly autonomous institutions.  The 

focus on closing the gap has contributed to holding sensitive discussions pertaining to race and 

culture. However, there is still apprehension about having honest conversations if opinions run 

counter to those of leadership or out of fear of being perceived as racist. There was a perception 

that risk taking is encouraged but not always supported. The changing demographics of the 

student population, combined with many students’ lack of preparedness, unfamiliarity with a 

college setting, cultural and generational differences, and external job and home demands, can 

present difficulties for both students and faculty.  

There were some positive elements to the affinity. There is a shared fundamental value 

of respect for learning and belief in student success. The learning-centered vision, strategic 

planning, professional development, and councils are contributing to the development of an 

institutional culture while respecting the distinct cultures of the individual campuses. A new 

shared governance system is providing a forum for constituents to convene and collaborate. The 

use of data for planning also appears to have been embedded in the culture of the institution. 

The system-wide organizational structure is contributing to coordination of interventions and 

programs. As previously mentioned, refinements were recommended by respondents to reduce 

confusion in the reporting structure. Communication was perceived to be essential to successful 

institutional transformation. 

Assessments.  Respondents identified Assessments as a commitment to perpetual 

analysis and improvement. Assessments are becoming more sophisticated in developing ways to 
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collect information about interventions that are applied and identify areas for improvement. 

Respondents commented that assessments are used for formative evaluations and are not 

intended or applied as punitive measures. Assessments help to identity procedural 

inconsistencies, differences in examination practices, and course content. Assessments are 

required to place students as they enter the college. Respondents’ description of the affinity’s 

meaning follows: 

Faculty use what I call “minute assessments” in their grade books all the time 
about what is happening in their classroom. When faculty members design their 
own assessment exams you have to worry about external validation. We are 
trying to show that what we are doing across the college, not just in the 
classroom, is directed towards student learning. The whole purpose of learning 
outcomes assessments projects encourage faculty to look at whether our 
objectives are the same, and whether we are approaching them in a similar 
fashion. They give us some feedback about what we can do to change our 
course to make students more successful. Faculty do the intervention, they give 
it time to take hold, and then they reassess again. Student services are getting 
on the bandwagon (e.g., student serves are assessing if they provide a service, 
whether a particular population will be retained longer).  

Common graded assignments (referred to as GREATs) give us an opportunity 
to ensure that students are getting general education requirements (i.e., 
diversity; independent learning; critical thinking skills; oral and written 
communication) through all sections of a particular course and that every 
faculty member is covering them. Creating a common exam opened up a 
dialogue about each campus not having the same difficulty level in a course. It 
is really difficult to get a tool that everybody in the discipline can agree on and 
to measure the things that we consider important within our particular course. 
Assessments are a very important tool, but they cannot be used in a punitive or 
summative way. Assessment is not the final word; it is just a tool that we use to 
get to the final product, and the final product has to be student learning. 
Placement exams are required and many students coming from high school are 
unprepared. We may be creating an impression that the door is really not open. 
We cannot offer enough developmental courses to meet the gap between the 
students’ assessment results and our course offerings. 

Data are disaggregated by campus and by all types of demographics for 
learning outcomes and assessments. Specifically with Closing the Gap, we 
collect a tremendous amount of information: tracking students over their 
academic life, tracking students in selected courses where there is a great 
achievement gap, the Title III grant, and tracking students in development 
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education. It was very difficult to introduce the concept that you needed to look 
at race, age, and gender, and gaps within classroom assessment.  We had some 
accusations such as, “The reason you had such good course rates is because you 
‘dumbed’ it down.” You say, “No. We all agreed these are the objectives, these 
are the textbooks; these are the common graded items.” At some point you 
needed to confront the people that were failing 90 percent of their students and 
say this is unacceptable.  The goal is to raise the rates for all students, so the 
focus is not just on raising the success of African-American students. They are 
coming up, but sometimes the White students are coming up more.  Right now 
a problem we need to make sure we overcome is that people not become 
discouraged.  

Assessments are perceived as a strength of the institution and appear to have been 

embedded into the institutional processes and culture. The overall timbre was positive. Deans, 

in particular, expressed a positive perception about assessments. They are seen as “enormously 

helpful” and provide a common ground for measuring progress and identifying areas for 

improvement. There is a strong commitment to assessments and reassessments. With learning 

outcomes assessments and GREATs, disaggregated data can be compared in order to learn 

which students are more successful on what topics; whether adjustments to interventions and 

pedagogy are needed; and identify possible areas in which faculty would benefit from 

professional development and support. Common exams lean toward consistency across 

campuses in aligning course content, and refining exams to ensure they are testing for intended 

concepts and difficulty levels. Learning outcome assessments and GREATs are not always 

adopted without resistance and skepticism. At times, some faculty commented that they felt 

their input was disregarded or that additional support and time were needed to develop 

appropriate assessments. This suggests a need for continued dialogue among faculty and staff 

pertaining to the alignment of desired outcomes and assessments, and for solicitation of input as 

assessments are developed. Requiring placement exams was mentioned as a potential barrier to 

those students who arrive unprepared from high school. The College Readiness program has 

been developed, in part, to alleviate this concern as the college works with area high school 



 327 

 

 

students. The comments suggest that there is a need for additional attention for students 

finalizing placement assessments to help with engagement and retention. Another perceived 

potential barrier was not offering enough developmental courses or courses during hours in 

which students could benefit from them, particularly for working adults who require evening or 

weekend offerings. Similar concerns were raised within the affinity, Academic and Student 

Interventions. Data are providing insights to substantiate successes and areas for improvement. 

Overall success rates are rising; gaps are being reduced and/or eliminated, and respondents 

recognized that continuous exploration and interventions will be required to further reduce and 

eliminate gaps.  

Collecting and Using Data. Respondents identified Collecting and Using Data as data 

systems and processes used to plan, prioritize, and make decisions. The learning-centered vision 

and LearningFirst serve as drivers in the collection of data to substantiate directions, measure 

institutional effectiveness, and determine the effectiveness of interventions. CCBC’s 

institutional research (IR) capacity and technology systems have developed and now provide 

valued services, information, and analysis for decision making at the college. Disaggregated 

data help to identify gaps and inconsistencies in practices and procedures.  

There is a really meaningful commitment to the use of data. Decisions for 
interventions are research-based. After we start to do anything, we have data as 
soon as we possibly can. Data are discussed, analyzed, and used to determine 
how we will direct attention both inside and outside of the classroom to support 
closing the gap. With technology and sophisticated IR capability, we are in a 
much better position to provide information for management. We serve as 
consultants to support people either to collect data or devise systems for 
themselves. In terms of using data, we are learning and we are trying to educate 
people, but I would not say that we have achieved that goal yet.  It takes the 
village to move the retention number off the dime a little bit. They do not 
necessarily make the connection between this retention figure and the village of 
activities that have to occur to move the retention number. Some faculty did not 
believe there was an achievement gap. Until they saw this data, they wanted to 
think that there was not a gap in upper-level courses, in particular. 
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I feel a lot of times the data collect from surveying is very general. Sometimes 
maybe we collect too much, maybe really have not been able to pull out and tell 
a story with it, which is what data should be used for. A lot of times the 
students are encouraged to withdraw from the course because they are in danger 
of not doing well. The Early Alert and Intervention Group, we are not sure how 
to treat that withdrawal.  Normally we treat it as non-success.  Are we keeping 
those numbers that we are getting in? Instead, look at the number of true 
engagements. Those might be smaller numbers, but those are the true important 
numbers in my book. When you start to look at gaps, obviously each campus is 
drawing different populations, different numbers of students. It is like 
comparing apples to oranges since we are not drawing from the same student 
pool.  Some data has been shared with the faculty members, but not a lot.  It has 
not trickled down.  

Overall, comments by respondents indicated that the affinity, Collecting and Using 

Data, had a positive timbre. Administrators, in particular, expressed a positive timbre. In 

support of the learning-centered vision, strategic plan, and commitment to diversity, data are 

used to identify gaps, build awareness, and tackle ongoing challenges. The enhanced IR and 

technology capacity at the school has provided needed human resource and data management 

systems to provide critical data and information for planning and decision making. There is a 

growing understanding of the use of data to identify unsuspected gaps.  

The tone became more critical as deans commented about areas for refinement in data 

collection instruments (e.g., the desire for additional specificity with surveys), and faculty 

expressed frustration with discrepancies in how to treat and compare data (e.g., how to treat 

withdrawals; differences in campus populations). Data are being used to gain clarity about 

persistent problem areas, and to plan, prioritize, and make adjustments to interventions. 

Generally, access to and the use of data were perceived positively. However, some faculty 

commented that data are not consistently shared; some administrators and deans suggested that 

additional assistance would be helpful in interpreting the data.  

Vehicles for Change. Vehicles for Change were described as professional 

development, councils, committees, and communication. CCBC’s vision was also described as 
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a vehicle for change. College-wide collaboration is reinforced through system-wide meetings, 

discussion boards, and activities to bridge the distance between campuses and to foster the 

development of relationships. Faculty members meet to explore instructional methods and 

practices. There are numerous opportunities to participate on councils and committees.  

Vehicles for change have to do with the different types of training or 
educational activities that are designed to teach and indoctrinate the members of 
the organization in the vision of the college and to change the culture. There are 
a lot of initiatives and workshops designed to lead CCBC toward a learning-
centered focus. If people can espouse a philosophy and they are able to talk 
about it, that is terrific. As “servant leaders,” we need to diligently practice 
what we are asking others to do as well. The support and professional 
development that has occurred through the CTG Initiative have been 
tremendous. Currently, there is much more involvement at all levels. Faculty 
members have the opportunity to scrutinize areas for improvement within their 
own departments. We have a number of college-wide committees that are 
committed to closing the gap in addition to the Closing the Gap Committee.  

On the whole, professional development at CCBC has been outstanding in 
terms of both what the Councils for Innovations and Student Learning (CISLs) 
have done, and the in-house professional development activities. They have 
been well aligned with interventions and goals and provide value to the college. 
Faculty want to increase the education success of students in general and find 
ways to improve. “We are going to try to serve all students and reach more 
people, period, end of sentence.” The CISL is one of the sponsors of our 
Professional Development Day, and probably half of our professional 
development is based upon closing the gap, better serving the student by further 
educating the faculty, and developing buy-in and understanding. The 
Developmental Education Symposium is usually based on closing the gap. We 
need to have those real deep discussions on issues on race and culture that 
affect the success of students in their classrooms and outstanding performance 
gaps. 

Councils and committees need to be integrated; people need to be held 
accountable. It was not always clear when a meeting broke up that the 
participants had a leadership accountability role to make something happen, or 
convince others to make it happen. A lot of times, it still seems that decisions 
were being made by a small group without extensive communication with the 
faculty members. The CISLs made an initial splash, but have become less 
effective or less energetic in fulfilling their mission. The professional 
development activities could use re-vamping.  
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CCBC needs to enhance its communication and extend these activities to a 
broader group of participants. We do not provide faculty orientation for all of 
our adjunct faculty and some of our courses have a significant number of 
sections that are taught by them. Our support staff often do not have the backup 
to keep an office going, which is frequently what keeps them from participating 
in certain activities. They are often the first contact for students. You cannot 
fault them for not knowing what to do if they are not included as part of the 
learning college environment. If you do not train people in what you think a 
great organization is, you are never going to be a great organization.  

Vehicles for Change was described overall in a positive tone; some areas for 

improvement were noted. Professional development, councils, and committees are perceived as 

means to communicate about and reinforce strategic directions of the college, increase 

involvement, develop shared experiences, and foster support for institutional transformation. 

The CTG Initiative was recognized for being well organized, well communicated, and inclusive 

as a means to introduce change. The initiative will need to exert continuous effort and hold deep 

discussions to reinforce the necessity of identifying and addressing persisting gaps to ensure the 

success of all students and to develop buy-in by constituents where there are pockets of 

resistance. Areas for improvement included integrating and assessing the number of ongoing 

councils and committee meetings; and the need for goal clarification and accountability for 

implementation; involving and informing a broader representation of faculty and staff in 

initiatives, decisions, and changes. It was suggested that professional development activities be 

organized for adjunct faculty and support staff. 

Involvement. Respondents described this affinity as involvement by faculty and staff 

within the organization and in their engagement with students. 

The faculty and staff involvement and relationship with the students is 100 
percent of what the college experience is all about. It has to do with trust. Our 
faculty see their responsibility to work with students inside and out of the 
classroom. Administrators have been building stronger ties with faculty to 
coordinate with and reinforce their involvement with students. Human contact 
to human contact makes students stay in college. Part of the mindset of the 
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learning college has become that whatever we do, it will not be exclusive for 
one population; it should benefit all students. With the Closing the Gap 
Initiative, we are trying to make sure that each person does the best they can, 
regardless of race.  

The faculty work in teams across disciplines to look at teaching methodologies 
that address the various learning styles of students and incorporate them into 
their classes.  Faculty try to engage students and involvement them to make the 
student feel like they are not a subordinate or an inferior, but an equal. There is 
the research that says, “Well, most learning occurs outside of the classroom.” It 
is a partnership; retention is everybody’s business. From the groundskeeper 
making sure the environment is a pleasant and attractive one where students 
want to be. There needs to be much more involvement of the students in the 
issue 

I think involvement has been very mixed. Staff that are front-line in 
intervention programs, such as running tutoring centers and success centers are 
in there engaging daily with students; other staff rarely have direct contact with 
students.  There are the same, repeat, faculty who become active in groups such 
as CISL and Closing the Gap; they are the ones that actively strive to make 
change. There are some faculty members that have always had good 
relationships with students of color and there are others that are afraid of the 
combination of race and youth.  There were some folks that were feeling that 
they did not see a better organization coming through this; they did not see the 
solutions that they could grasp and do something about.  In order to adapt, these 
people need a little time standing still. They are looking for somebody to help 
them think about the solutions. The attitudes that faculty and staff bring to the 
table are really important. There was another group that was convinced this was 
just blowing smoke; that it was extra work that was not being recognized, and 
the real agenda was something else. 

The timbre for Involvement was mixed. The timbre for deans was slightly higher than 

for administrators and faculty. A positive timbre was noted as faculty and administrators 

commented on their involvement through activities such as data collection, discussions about 

interventions, and participation on various committees. Professional Development Days provide 

an opportunity for informal involvement. Many faculty and staff were animated about their 

involvement with students. Faculty and dean participation is growing in the Early Alert 

program. Based on data, students in the program are more engaged. Staff development activities 

and college-wide councils were perceived to be a means to engage constituents at the college 
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further. Many faculty and staff seem extremely involved, have extended office hours, actively 

engage students outside the classroom, and participate in different events and group discussions.  

At times, respondents discussed that there was not an appreciation of the many demands 

on time and the distances to drive to different campuses. Respondents commented that there 

remains a strong connection and loyalty of people to their respective campuses—often due to 

long-term relationships, familiarity, and proximity—and that a “culture of caring” also needs to 

be reinforced at the campuses. One item that caught the researcher’s attention during her last 

visit to the college was the decision to stop covering the cost of food for meetings. Meeting 

around food had been a tradition at the various campuses, so this decision seemed to dampen 

one means of engaging CCBC constituents. 

Academic and Student Interventions. This affinity was described as strategies 

designed to improve student outcomes. Respondents commented that experimentation is 

encouraged. Data are used to determine progress and need for refinement of interventions. 

Numerous strategies were described (see Chapter Four). 

When we look at academic and student interventions, we are talking about 
specific ways that faculty are developing their lectures and their awareness that 
students learn in different ways. Initiatives such as the CTG Initiative, help to 
identify students who may need specific supports, connect them on the front 
end, and help them move through the academic environment. In terms of 
interventions, our task is to try to figure out how to link what we are teaching to 
what students are trying to learn.  We have to encourage experimentation so 
that we can continually work to improve student learning.   

The data identified some shortcomings and people did a lot of thinking about 
the interventions. It forced the faculty to take responsibility for identifying the 
appropriate outcomes and working to get closer to them. Some people saw 
interventions as threats and resisted actively. There are some that have not 
made a committed or systematic effort at interventions. Like any change, there 
is a fear associated with the unknown; and there might have been a perceived 
threat to the power. Getting it over to the people who really need to change is 
the very hardest piece of it. As an example, with culturally mediated 
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instruction, sometimes you have to take away the fear factor that one has to be 
black to teach Black students or one has to be white to teach White students.  

Students get frustrated being given the “run-around” when they register for 
courses. There is a lack of communication between activities in one office or 
division and another. CCBC needs to be able better link these interventions and 
provide consistent information to the students.  

Unfortunately, students may have not done well on either Accuplacer or other 
assessment instruments that help us to make determinations about the courses 
that they can take. We very quickly found in giving these assessments that we 
needed to focus on interventions. If you do not take the time to do careful 
advisement, you are setting students up for failure if you let them take things 
that they are not prepared to deal with. Developmental education is still a major 
concern. Taking too many developmental education courses can be a source of 
frustration because students do not see that they are progressing to credit 
classes.   

What we are frustrated about is how to keep students in the classroom. We need 
more engagement. Students who need mentees don’t always come in.  Some 
students withdraw. Their life issues are so big that withdrawing is the right 
thing to do instead of failing classes and not wanting to return. Yet, when it 
comes to success rates, if a student stops attending class because of personal 
issues, it is considered a failure to us. There should also be a better tracking of 
why students stop coming to class. 

Our students who are in the Early Alert process are being retained, and our 
retention rates are generally ten percentage points higher than the general 
population. We work with our early warning system to intervene with students 
as soon as the second week. We have worked on this for several years to 
become a college-wide process. We want to increase our learning communities, 
knowing that the participating cohort of students tends to have a minimal 
achievement gap in the outcomes compared with their non-learning community 
students. We offer fewer sections of some of the courses we would like to pair 
up for learning communities, so it binds us for not having enough many 
sections available for students to choose if they are all put together as learning 
communities. 

There are some early indications that we may be making significant progress in 
closing the African American performance gap in developmental education.  It 
may be that some of the strategies that are especially successful will need to be 
adopted in other parts of the curriculum in order to reduce the gap, particularly 
the graduation gap.  Virtually everybody can be successful if we just find the 
right ways to enable that. But there is no single answer and there never will be 
because you are talking about a moving target.  
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The timbre of this affinity was mixed. There was a spread in perception of tone 

conveyed by the three groups with the timbre by administrators being relatively negative, deans 

being fairly neutral, and faculty being more positive about the affinity. Introducing the concept 

of interventions at CCBC was perceived by administrators to have been met initially with 

resistance. However, a culture of experimenting and using data to identify areas for 

improvement appears to have become embedded in the culture. Collaboration was noted to be 

fostering faculty and staff working together to assess and modify interventions to improve 

student success. There are “enthusiasts” who offer training and assistance to others pertaining to 

specific interventions. A new faculty learning community is provided to help acclimate new 

faculty to CCBC. Faculty who expressed a negative perception cited a disconnect between top 

leaders and the needs of faculty in the classroom, a persisting problem with retention, and a 

desire to understand better why students withdraw.  

Areas for improvement in the system were noted by administrators and deans who 

commented about the need for linkage between placement exams and available course 

offerings, and among interventions.  As noted in previous affinities (Assessments and Vehicles 

for Change), retaining students and keeping them engaged, particularly after taking placement 

exams and during the period in which students are in required developmental courses, were 

noted as concerns. Providing consistent information to students and carefully working with 

them on advising were suggested. Early indications suggest that the Early Alert program is 

effective in improving retention rates. The learning communities were noted to be closing 

achievement gaps. Logistical considerations were noted, such as aligning two courses in the 

learning communities and getting students to devote the time to taking two courses back-to-

back.  
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Interpretation of the Institutional Transformation System 

In Chapter Four, the relationships of affinities in the Institutional Transformation SID 

were described using respondent quotes from administrators, deans, and faculty. In this section 

of Chapter Five, an interpretation of the Institutional Transformation SID is provided in which 

the overall placement and timbre of the affinities within the system are analyzed. Feedback 

loops are interpreted and the model is “exercised” by presuming some given conditions or 

scenarios. Predictions and recommended interventions are offered for how the system can be 

fortified to achieve desired outcomes. Consideration is provided for using the system as a more 

general theory of institutional transformation for use in other settings. The Institutional 

Transformation SID is treated as a theoretical model that is compared to models provided in 

previous research. Practical implications are explored. 

 

Overall Placement of the Affinities within the System 

Below is the Institutional Transformation SID that will be used for discussions about 

the overall placement of the affinities in the system. 
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Figure Twenty-Seven Institutional Transformation SID. 

Vision

Organizational 
Culture

Collecting and 
Using Data

Involvement
Academic & 

Student 
Interventions

Vehicles for 
Change

Assessments

Strategic Planning

Leadership

External 
Constituencies

Institutional 
Transformation 

SID

 

Brief SID Overview.  The far left side of the SID represents the primary and initial 

drivers of the institutional transformation system that increase student success and close gaps 

between African American and White learners. External Constituencies influence each affinity 

in the system. In essence, External Constituencies are an “inherited,” or “given” component, 

which impact the CCBC and its students and pervades the system. The affinity represents 

external constituencies’ demands on priorities, time, and resources. Similarly, Leadership, a 

secondary—yet prominent—driver, also is located at the onset (far left side) of the system. 

Leadership was perceived to influence directly the vision and strategic planning and each 

affinity in the SID. Respondents noted that leadership is influenced by external constituencies 

and pressures and, in turn, drives the institution to meet changing external demands. This 

affinity also was found to have an indirect influence on External Constituencies, which was 

recognized when the system was reconciled and feedback loops were added from Vision to 

External Constituencies; and from Collecting and Using Data to External Constituencies 

(please refer to Pareto Reconciled SID, Chapter Four). These feedback loops suggest that 
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leaders throughout CCBC can educate external constituents about the vision of the college and 

can develop a rapport with various external constituencies (e.g., actively lobby and 

communicate) to develop relationships of mutual benefit to the college and its surrounding 

communities. Data can also be used to sway perceptions and build understanding in the 

community of CCBC student needs. The next secondary, but prominent, driver at the left of the 

SID is the affinity, Vision, which influences each affinity in the system. The influence on the 

first two system affinities, External Communities and Leadership is indirect. As previously 

noted, the influence was recognized when the system was reconciled. Vision is a reminder to 

external constituencies of the value CCBC provides to the community. Vision also provides a 

reminder to direct the leadership process and keep it on task.  

There are two additional secondary drivers (Strategic Planning and Organizational 

Culture) in the SID which influence the first two secondary outcomes (Assessments and 

Collecting and Using Data) as well as the latter part of the system. Strategic planning 

determines if planning is in proper sequence and has resources aligned to achieve goals and 

objectives. Organizational Culture, located in the middle of the system, was identified in the 

espoused values (e.g., the vision and mission statement), and shared assumptions that are 

underlying the system (e.g., the use of data and assessments; the refinement of interventions to 

achieve desired student outcomes and close performance gaps) (drawing from Schein, 2004). 

Assessments provide data on student learning and monitor the effectiveness of interventions. 

Collecting and Using Data serves as a compass to determine if the college is staying on track.  

The secondary outcomes located to the right of the system include Vehicles for Change 

and Involvement. Vehicles for Change, such as professional development and councils, directly 

influence the organizational involvement of CCBC constituents and the engagement of students. 

Involvement directly influences the primary outcome of the system, Academic and Student 
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Interventions; in other words, involvement directly influences how well students achieve their 

goals through various programs, strategies, and engagement. Involvement also influences 

Collecting and Using Data (as Vehicles for Change does indirectly). 

Located at the far right of the Institutional Transformation SID is the primary outcome, 

Academic and Student Interventions. This affinity represents the coveted goal of the system. It 

serves to motivate constituencies to identify and develop effective interventions that will 

contribute to the learning, achievement, and attainment of all students and to closing the gap 

between African American and White learners. 

 

Timbre of the System and Affinities 

By reviewing respondents’ quotes in a tour through the system, examples of positive 

and negative timbre can be detected that impact institutional transformation as depicted by the 

tone for interviews that was coded. Negative experiences can interrupt desired transformation; 

conversely, positive experiences can propel and motivate constituents to continue toward the 

desired outcome of effective interventions, increased student success, and reduced and 

eliminated gaps.  
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Figure Twenty-Eight, Institutional Transformation SID Timbre. 
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To the left side of the system, the affinity, External Constituencies, is displayed in 

mottled orange reflecting a relatively negative timbre, with some elements of the affinity that 

were perceived positively (i.e., partnerships). A negative affinity does not necessarily 

predetermine the tone of a subsequent affinity, nor a bad outcome. While influenced directly by 

the first affinity, Leadership and Vision are displayed in light blue which reflects a positive 

timbre. In the middle of the system, strategic planning is displayed in striped orange 

representing both a positive and negative timbre, illustrative of the positive comments 

pertaining to detailed planning processes as well as the expressed desire for increased 

involvement and communication. Organizational Culture is displayed in orange, depicting a 

negative timbre that was conveyed by all three constituent groups. Toward the middle and right 
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of the system, three of the affinities (Assessments, Collecting and Using Data, and Vehicles for 

Change) are displayed in light blue, depicting a positive timbre. At the right of the system, 

Involvement and Academic and Student Interventions are displayed in striped orange, again, 

representing both a positive and negative timbre. Direct quotes reflecting timbre are inserted in 

the SID below as examples.  

 

Figure Twenty-Nine, Institutional Transformation SID Timbre with Respondent Quotes. 
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External Constituencies, the primary driver of the system, are perceived for their power 

and influence in impacting the developments within the institution. CCBC respondents 

expressed concern and anxiety about the programs and interventions that would be required to 

meet the changing needs of entering students, including African American, Hispanic, 

immigrant, first-generation-to-college, and returning adult workers. Students were also 

impacted by external demands such as the stresses of balancing home, job, and college 

responsibilities, daycare, and transportation needs. While becoming a part of the everyday 

workings of the institution, the merger of three institutions to one multi-campus college was 

perceived to present challenges in creating a viable and fluid organizational structure and 

overarching culture. Changing socioeconomic conditions were perceived to impact the system 

negatively when local businesses closed facilities. In addition, some uncertainties were 

introduced into the system in regard to who the CCBC Board of Trustees would select as 

chancellor, as well as possible changes to the vision and strategic directions of the college. As 

previously noted, faculty, in particular, noted stresses in the classroom from managing issues 

derived from lack of student preparation for college, as well as racial, generational, and cultural 

differences. The timbre is “mottled” due to positive elements in what otherwise was a relatively 

negative timbre. Respondents who worked more closely with external partnerships commented 

about positive relationships with the Baltimore County Public School System, four-year 

institutions, Vanguard College peer institutions, local businesses, and community service 

organizations. This suggests developing means to inform and engage additional internal and 

external constituents in and about partnerships and activities.  

The timbre of the next driver, Leadership, represented an overall positive timbre in 

regard to the role that leadership has on providing and supporting vision, establishing priorities, 

providing guidance on strategic planning, and addressing difficult issues to change the culture 
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of the institution. Leadership “at the top,” as well as throughout the institution provide a source 

of direction to stay focused on student success, being learning-centered, and closing 

performance gaps. Vision, a secondary driver, also positively impacted the initial stages of 

transformation and serves as a guiding light for the institution.  

The timbre for Strategic Planning is striped, depicting both positive and negative 

timbre. The strong strategic planning culture was considered a strength. This affinity also was 

reflective of comments pertaining to merging from three institutions to one; desiring additional 

information and involvement in planning and decision making; reducing “silos”; aligning 

resources with objectives; and concern in regard to White students being overlooked as the CTG 

Initiative is implemented. The tone of the affinity, Organizational Culture, was the most 

negative in the system. It is a source of duress as the institution works to develop an overarching 

culture; it is a source of conflict for those who were familiar and comfortable with the previous 

autonomy of three institutions; it also represents a “culture that gets hostile at times because it 

boils down to race.”  

The next three affinities, Assessments and Collecting and Using Data, and Vehicles for 

Change were perceived in a positive tone and appeared to inspire respondents to identify 

solutions to all the changes and to “stay on task” to help students. “People are being their own 

leaders and trying to make change. Those people who take initiative and say, ‘Let us address 

this,’ those are the people who are showing true leadership.” These affinities also represented 

structural, accomplishable, and tangible goals that could lead toward desired outcomes as 

compared to Organizational Culture, which was fraught with emotion and represented the 

ambiguity represented by change. The constituents’ dedication to identifying problem areas and 

opportunities for improvement through assessments and collecting and using data appeared to 
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contribute to personal and professional growth and career purpose which could be expressed 

through participation on various councils and committees at the college.  

The last two affinities, Involvement and Academic and Student Interventions were both 

a mixture of positive and negative timbre, as represented by the striped affinity in the system. 

Most respondents who had a negative response to Involvement had something in common. Since 

the merger of the three institutions, some respondents talked about the time and distance for 

meetings at other campuses, the stresses of adapting to or incorporating new ways of doing 

business (e.g., interventions, assessments), in addition to existing workloads. Some discussed 

difficult experiences in addressing racial and cultural issues as they arose in the classroom. 

Some respondents also expressed that they did not feel that their concerns were understood by 

senior leaders. Those who perceived the affinity as more positive expressed that they had 

worked to build stronger ties among faculty and staff to “coordinate with and reinforce their 

involvement with students.”  This affinity represents another possible place in the system where 

respondents potentially could become disenfranchised or leave the system. While the interviews 

were with constituents who worked at the college, one could assume that this would also apply 

to students at this point in the system. The primary outcome, Academic and Student 

Interventions, represents a culminating point for the system. Optimally, this affinity would be 

positive but is reflected by both a positive and negative timbre. Respondents spoke about the 

increase in student outcomes and the reality of persisting gaps between African American and 

White learners. There was expressed concern in better linking interventions and connecting 

senior leaders with the “realities of the classroom.” There was frustration in determining how to 

retain and engage learners better and in not having control over external demands that hampered 

students’ progress. There was also a spirit of determination and enthusiasm that was conveyed 

about progress made in closing gaps and helping students achieve their dreams. Early 
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indications of positive outcomes in various interventions (i.e., Early Alert and learning 

communities) were reflected in the positive timbre for this affinity. 

 

Feedback Loops that Reside in the System 

Moving back through the system from left to right (drivers to outcomes), the following 

feedback loops are discussed:  

Feedback Loop #1: 4-6-10  (Raison d’Être’) 

Feedback Loop #2: 8-7-2-3  (Deming Circle) 

Feedback Loop #3: 3-9-5 (Reaching for the Brass Ring) 

Feedback Loop #4: 8-7-2-3-9-5 (Möbius Strip)  

Feedback Loop # 5 (4-6-10)-(8-7-2-3-9-5)-(3-4) (Learning Culture) 

Feedback Loop #6: 4-6-10-8-7-2-3-9-5 (Olympism) 

As a reminder, “Although one purpose of a SID is to sort out the affinities from relative 

“causes” (drivers) to relative “effects” (outcomes), it is important to recognize that within 

feedback loops, the distinction between drivers and outcomes is blurred . . . they all influence 

each other” (Northcutt & McCoy, 2004, p. 335). 

Institutional Transformation SID, Intermediate View #1. The first three affinities in 

the system (i.e., External Affinities, Leadership, and Vision), comprise a feedback loop 

(affinities 4-6-10) that resides in Intermediate View #1. The Intermediate View #1 shown below 

collapses (zooms out or provides a higher-level view) from this three-affinity feedback loop into 

one super-affinity named ‘Raison d’Être’ (Reason for Existence), a name that reflects the 

characteristics that reside within this subsystem.   
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Figure Thirty, Institutional Transformation SID, Intermediate View #1, with Feedback 

Loop #1, 4-6-10. 
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Feedback Loop #1, 4-6-10. This feedback loop, or super-affinity, includes the three 

initial drivers of the institutional transformation system and warrants additional attention. A 

closer perspective (zooming in) of the ‘Raison d’Être’ feedback loop is provided below.  
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Figure Thirty-One, Institutional Transformation, ‘Raison d’Être’  

Feedback Loop #1. 
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Starting the feedback loop is affinity #4, External Constituencies, which reflects a 

relatively negative timbre. As a reminder, this affinity included the external demands on 

students entering the college as well as the changing socioeconomic environment. It also 

included the impact of the merger of three colleges to one and any changes that would occur to 

the direction of the institution once a new chancellor had been selected and acclimated. There 

were some respondents who questioned whether the institution would go back to three separate 

colleges. It is reasonable to assume that some of the negative sentiments about affinity External 

Constituencies could dissipate once uncertainties had been addressed by the CCBC Board of 

Trustees (i.e., the hiring of the new chancellor and the clarification of future directions for the 

institution). The affinity also had positive elements within it that were based upon partnerships 

developed by the college. “How the affinity is perceived, either positively or negatively, can 
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influence the experience of the next affinity” (Northcutt & McCoy, 2004, p. 333). Fortunately, 

in this system, the next two affinities were perceived positively.  

Leadership (affinity #6) was seen positively as establishing priorities and having the 

courage and vision to take on the needed goals of the institution to meet the changing external 

demands. Similarly, Vision (affinity #10) was seen as a means to communicate proactively 

about the values of the institution to forge alliances and develop a rapport with external 

constituents. Most respondents conveyed that an institutional vision had been adopted and that 

there was an appreciation of the distinct cultures that resided at the various campuses as an 

overarching culture emerged that was supportive of the vision. Since External Constituencies 

serves as the driver of the system, there was perceived to be no direct “control” that could 

directly influence it. However, the feedback loop suggests that the vision and leadership of the 

institution are in a position to influence this affinity. They can continue to build on existing 

relationships with community service providers to help support CCBC students and offset some 

of the external factors affecting them (e.g., need for daycare, transportation so that there time at 

college can be focused on studies). They can also foster continuing relationships with the 

Baltimore Public School System to continue to align assessments and introduce interventions, 

such as the College Readiness program, to familiarize incoming students and to reduce the need 

for developmental education courses. As internal systems have evolved and matured (e.g., 

learning outcomes assessments, strategic planning processes), additional attention can be paid to 

developing other external partnerships to educate and inform constituencies about the value and 

necessity of the learning-centered vision of the institution that has been put in place to prepare 

students for the competitive marketplace. As the system builds from left to right, additional 

feedback is provided to External Constituencies that also reinforces Leadership and Vision. As 

the name, Raison d’Être, suggests, this subsystem serves as a reminder of the reason why the 
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institution exists. While some of the experiences with the external constituencies were 

perceived negatively, they also serve as a reminder of the necessity of the work that the college 

has undertaken.   

Institutional Transformation SID, Intermediate View #2. Inspection of the system 

reveals another subsystem that is comprised of the next four affinities in the system (i.e., 

Strategic Planning, Organizational Culture, Assessments, and Collecting and Using Data). The 

feedback loop (affinities 8-7-2-3) is depicted in Intermediate View #2 below.  

 

Figure Thirty-Two, Institutional Transformation SID, Intermediate View #2, with 

Feedback Loop #2, 8-7-2-3.  
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Feedback Loop #2, 8-7-2-3. The feedback loop (affinities 8-7-2-3) that resides within 

Intermediate View #2 forms a continuous cycle of influence. This super-affinity is analogous to 

a Deming Circle, as noted by one of the respondents. “The well-known Deming Circle (Plan-

Do-Check-Act) is a useful framework for achieving continuous change” (Jerenvandenberg 

Consulting, 2006). Zooming in or looking closer at this subsystem (affinities 8-7-2-3), provides 

a look at the “Plan-Do-Check-Act” taking place at CCBC. 
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Figure Thirty-Three, Institutional Transformation, “Deming Circle” (8-7-2-3) Feedback 

Loop #2. 

7. Organizational 
Culture

3. Collecting and 
Using Data

2. Assessments

8. Strategic 
Planning

Institutional 
Transformation
Deming Circle

Feedback Loop #2

 

This subsystem includes two secondary drivers (Strategic Planning and Organizational 

Culture) and two secondary outcomes (Assessments and Collecting and Using Data). There is 

not one required entry point to the subsystem, so the interpretation will proceed with affinity #7, 

Organizational Culture, which resides as a cornerstone of the super-affinity. In examining 

affinity #7, Organizational Culture, some of the negative elements of this affinity were similar 

to those expressed in affinity #4, External Constituencies (e.g., the negative residue from the 

merger of the former colleges-turned-campuses of CCBC; the hostility, at times, toward 

cultural, racial, and generational differences; resentment and pain in changing the culture of the 

institution; the struggles with the changing student population and challenges in modifying 

courses and services to address their needs; the adoption of closing the gap and diversity as 

commitments by the institution; the move toward new governance and organizational 

structures). Any one of these factors would be formidable; the combination has contributed to 
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the negative perception of the affinity which is located in the middle of the system. The super-

affinity both impacts the culture and is impacted by it. This feedback loop could implode if the 

forces impacting the loop from earlier in the system became too burdensome to endure. It is a 

point in which the system can break down for those respondents who have a poor overall 

experience. Schein (2004) describes organizational culture as, “the climate and practices that 

organizations develop around their handling of people, or to the espoused values and credo of 

an organization…” (p. 7). The negative affinity can serve to deter or propel transformation. 

Notably, as was seen in the last super-affinity, “Raison d’Être,” CCBC constituents are able to 

proceed beyond a negative element within the system (even when multiple negative variables 

are within it) and focus on the ultimate goal of improving student success. What is leading up to 

this part of the system and “looping back” to it from later on? What can be done to impact 

organizational culture positively—and to use it to impact the rest of system positively?  

The super-affinity, “Raison d’Être,” which immediately precedes the “Deming Circle” 

subsystem, includes the affinity, Vision, which serves as a positive “guiding star” and reminder 

to constituents of their reason for being with the college. Having Organizational Culture located 

in the middle of the system can serve as a reminder to keep students at the heart of the work 

which parallels the philosophies of Achieving the Dream (Achieving the Dream, 2004, 2005) 

and the learning college (O’Banion, 1997). Proceeding around the “Deming Circle” subsystem, 

provides additional areas for consideration to keep the system on track in transforming the 

institution. The next two affinities in circle #2, Assessments, and #3, Collecting and Using Data, 

are both positive. The affinity immediately following this super-affinity, #9, Vehicles for 

Change, is also positive. These elements can serve to motivate and support the aspirations of 

respondents to transform the institution to one that will contribute to the improvement, 

achievement, and attainment of students. As previously mentioned, the “Plan-Do-Check-Act” 
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nature of this subsystem provides practical, tangible, applications that professionals can adhere 

to, measure, and observe progress. Modifications are perceived to be within their “control.”  

“Having an assessment project gives us some real feedback about what we can do to change our 

course to make students more successful.” Recognition has come from outside the institution 

and measurable evidence provides a positive reinforcement that student outcomes are 

improving, serving as an inspiration to continue modifying, refining, and transforming. These 

affinities also represented opportunities for convening and collaborating that were positively 

perceived by respondents.  Affinity #8, Strategic Planning, leading into affinity #7, 

Organizational Culture, was perceived as a mixed timbre. As with the other elements of the 

super-affinity, the Plan-Do-Check-Act part of the system was seen as a source of strength. How 

things are done was perceived to have been “top down” when the strategic plan was initially 

introduced. Over time, these perceptions have changed as “communication” has been added to 

the strategic plan and more inclusion has been initiated. Respondents reinforced a desire to have 

a more open and informed involvement which could also positively influence the timbre of the 

next affinity in the subsystem, Organizational Culture.   

Institutional Transformation SID, Intermediate View #3. Inspection of the system 

reveals a third intermediate view comprised of three affinities (Collecting and Using Data, 

Vehicles for Change, and Involvement). The feedback loop that is discussed in Intermediate 

View #3 is comprised of affinities 3-9-5, which forms a circle that has been named, “Reaching 

for the Brass Ring.” This feedback loop is depicted in Intermediate View #3 below. 
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Figure Thirty-Four, Institutional Transformation SID, Intermediate View #3, with 

Feedback Loop #3, 3-9-5. 
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Feedback Loop #3, 3-9-5. The feedback loop that resides in Intermediate View #3 is 

comprised of the affinities Collecting and Using Data, Vehicles for Change, and Involvement. A 

closer view of the subsystem that forms the feedback loop (affinities 3-9-5), “Reaching for the 

Brass Ring,” is shown below.  

 

Figure Thirty-Five, Institutional Transformation “Reaching for the Brass Ring” (3-9-5) 

Feedback Loop #3. 
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“Jumping in,” imagine a merry-go-round with the desirable goal of a brass ring (student 

success) at the end of the system. Respondents perceived Academic and Student Interventions as 

the primary outcome and means to achieve student success and narrow performance gaps. The 

ultimate “brass ring” helps keep constituents motivated in the belief that if they persevere, they 

will contribute to the success for all students. 

Within this feedback loop reside two positive affinities, affinities #3, Collecting and 

Using Data and #9, Vehicles for Change leading to a third affinity, Involvement, that was 

perceived to be both positive and negative. Not dissimilar to the interpretation of the “Deming 

Circle,” the tangible steps that are taken by collecting and using data, and the consulting 

assistance provided by the institutional research staff, make affinity #3 perceived as both 

practical and achievable.  The support provided adds a “human touch.” Councils, committees, 

professional development (Vehicles for Change) are used to educate constituents on how to 

collect data or devise systems; inform them about initiatives; create collaborations for 

examining and modifying interventions; and hold discussions about sensitive issues. Affinity 

#3, Collecting and Using Data, directly influences affinity #9, Vehicles for Change. The 

information gleaned from the data can be used to highlight concerns, educate constituents about 

persistent problem areas, and introduce findings that can prompt necessary or difficult 

discussions. Involvement, the affinity that was perceived both positively and negatively, is 

directly influenced by Vehicles for Change and indirectly by Collecting and Using Data. 

Recommendations were made to conduct professional development activities during times that 

adjunct faculty and/or support staff could participate. There were several comments regretting 

that Closing the Gap discussion boards had stopped and that there was a desire for having a safe 

environment for holding sensitive discussions on race and culture. Respondents also commented 

that the same people often participate, suggesting that broadening engagement would improve 
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the tenor of the affinity. Drawing from the spirit conveyed in affinities #2, Assessments, and #3, 

Collecting and Using Data, these affinities provide a natural foundation upon which to elicit 

participation. Looking earlier in the system, respondents also commented about the lack of 

perceived communication and involvement in strategic planning. This would provide an 

additional opportunity to include constituents in the transformation process.  

Institutional Transformation SID, Intermediate View #4. Upon reviewing the axial 

codes, descriptions, and the placement of feedback loops in the system, there is another 

subsystem in which affinities interact. The affinity, Collecting and Using Data, is co-located in 

two super-affinities (i.e., super-affinity 8-7-2-3, “Deming Circle”; and super-affinity 3-9-5, 

“Reaching for the Brass Ring”); it serves as a link between the two super-affinities. The 

feedback loop (affinities 8-7-2-3-9-5), “Möbius Strip” (∞), is depicted in the Intermediate View 

#4 below. 

 

Figure Thirty-Six, Institutional Transformation SID, Intermediate View #4, with 

Feedback Loop #4, 8-7-2-3-9-5. 
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Feedback Loop #4, 8-7-2-3-9-5. The two secondary drivers (e.g., Strategic Planning, 

and Organizational Culture) and four secondary outcomes (e.g. Assessments, Collecting and 

Using Data, Vehicles for Change, and Involvement) form a “figure eight” of continuous 

influence within the institutional transformation system that is similar to that of a Möbius strip 

(∞). Zooming in provides a closer view of the interaction within the super-affinity, 8-7-2-3-9-5.  

 

Figure Thirty-Seven, Institutional Transformation, ‘Möbius Strip’ (8-7-2-3-9-5)  
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The interaction within the super-affinity, “Deming Circle,” and within the super-

affinity, “Reaching for the Brass Ring,” have been discussed. Two positive cornerstones in this 

subsystem are affinities #2, Assessments, and #3, Collecting and Using Data. Both were 

perceived to provide a pragmatic means of introducing change and to be inclusive of 

constituents. The location of Collecting and Using Data is particularly important as a turning 

point in the subsystem to Strategic Planning (and earlier in the system to External 

Constituencies). “The data that has been collected to date should more than persuade people that 
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we are doing the right thing and that it is benefiting everybody.” The continuous flow of the 

Möbius strip (∞) provides a visualization of the mutual respect and interdependence required for 

effective and thoughtful leadership and followership throughout an organization to address 

constantly changing and complex situations (drawing upon Hughes et al., 2002, p. 11).  

Practitioners and scholars have emphasized the relatedness of leadership and 
followership…[C]ut a strip of paper. On one side write leadership, and on the 
other side write followership. Then twist the strip and connect the two ends in 
the manner of the figure [∞]. You will have created a leadership/followership 
Möbius strip wherein the two concepts merge one into the other, just as 
leadership and followership can become indistinguishable in organizations. 
(adapted from Macrorie, 1984; as cited in HGC, 2002, p. 11)  

Another opportunity presents itself for involvement. Affinities #2 and #3 both appear to 

have become embedded into the mores and values of the culture. In reflecting upon respondent 

quotes, several commented about the importance of aligning institutional and personal visions 

to develop ownership of CCBC’s strategic direction and responsibility for achieving its goals. 

“Visions only becomes real when we all own them.” Data can be used to reinforce directions 

and focus on vehicles for change. The councils, committees, and professional development can 

be used to reinforce the vision, explore areas of commonality, enhance relationships, increase 

commonality of understanding, reduce resistance, and engage constituents.  

How constituents are impacted by Strategic Planning and Organizational Culture can, 

in turn, influence the use of assessments, data, vehicles for change and involvement throughout 

the system, as well as the interventions to increase student success. Alternatively, how the 

various constituencies (i.e., administrators, deans, faculty) use assessments and data, participate 

in vehicles for change, and get involved, can support or create barriers to institutional 

transformation that contribute to student success and close the achievement gap.  Needless to 

say, the leadership, vision, and external constituencies located earlier in the system can also set 
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the tone and impact the elements and relationships within this super-affinity, helping or 

hindering the transformational process. 

Institutional Transformation, Telephoto View. The “Möbius Strip” super-affinity (8-

7-2-3-9-5) resides within another super-affinity (4-6-10-8-7-2-3-9-5), which represents the 

Telephoto View of the institutional transformation system. The Telephoto View provides a 

consolidated perspective of the system leading to the primary outcome, affinity #1, Academic 

and Student Interventions. The Institutional Transformation SID, Telephoto View, is located 

below.  

 

Figure Thirty-Eight, Institutional Transformation SID, Telephoto View. 
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Feedback Loop #5, (4-6-10) + (8-7-2-3-9-5) + (3-4). The super-affinity, 4-6-10-8-7-2-

3-9-5, is comprised of two subsystems (4-6-10, “Raison d’Être”; and 8-7-2-3-9-5 “Möbius 

Strip”). As a reminder, when the system was reconciled, a final relationship was added; a link 

was placed between affinity #3, Collecting and Using Data, and affinity #4, External 

Constituencies. Reflecting on Intermediate View #4 provides a useful insight of the interplay 

between the two subsystems (4-6-10 and 8-7-2-3-9-5), linked by 3-4, which is referred to as the 

“Learning Culture” feedback loop.  
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Figure Thirty-Nine, Institutional Transformation, ‘Learning Culture’ (4-6-10) + (8-7-2-3-

9-5) + (3-4) Feedback Loop #5. 
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The “Learning Culture” feedback loop [(4-6-10)-(8-7-2-3-9-5)-3-4] provides a useful 

reminder of the critical feedback that affinity #3, Collecting and Using Data, provides to 

affinity #4, External Constituencies. Thinking of the system from left to right, one can see a 

similarity to Frederick Taylor’s input-throughput-output model. “Taylor was an American 

engineer whose ‘principles of scientific management’ provided the cornerstone for work design 

through the first half of the twentieth century” (Morgan, 1998, p. 27). One can also visualize a 

systems theory framework that includes three major components: inputs (demands and support), 

a “Black Box” (political system or processes), and outputs (decisions or policies) (drawing from 

Easton, 1957, p. 384). An open system would also well depict the feedback loop, reflecting the 

characteristics of the interaction of the elements within and external to the system. “An open 

system is one in which there is a continuous exchange with the environment. Cycles of input, 

internal transformation, throughput, output, and feedback exchange are crucial for sustaining the 

life and form of the system” (Morgan, 1998, p. 41). Upon further reflection, the researcher 
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chose the name, “Learning Culture.” Drawing from Schein (2004), the “Learning Culture” 

seemed to exemplify the nature of the system as represented by CCBC respondents. 

A learning culture would have to assume that the appropriate way for humans 
to behave in relationship to their environment is to be proactive problem solvers 
and learners… Learning must include not only learning about changes in the 
external environment but also learning about internal relationships and how 
well the organization is adapted to the external changes…The learning culture 
must be built on the assumption that communication and information are 
central to organizational well-being…[and] that solutions to problems derive 
from a deep belief in inquiry and a pragmatic search for truth.  (Schein, 2004, 
pp. 394-397) 

Affinity #3, Collecting and Using Data, appears to be a pivotal point or juncture for 

staying within the system and “keeping the knot from fraying.” Collecting and using data 

provides a means to close the loop by performing continuous environmental scanning for CCBC 

constituents to reflect upon the current dynamic needs of its various communities (local, 

regional, national, and global). It serves as a checkpoint within the system to ensure that plans 

are progressing and interventions are effective. The link also serves as a reminder to the external 

stakeholders of the values provided by the institution as it prepares students to lead vital lives in 

their communities and careers. 

Feedback Loop #6, 4-6-10-8-7-2-3-9-5. Elevating the view one last step, an algebraic 

substitution has been made representing the intersection of two subsystems (4-6-10, Raison 

d’Être; and 8-7-2-3-9-5 Möbius Strip), and the link between affinities #3 and #4, to obtain the 

final super-affinity, comprised of affinities 4-6-10-8-7-2-3-9-5.  This super-affinity provides an 

aerial view of the system and has been named “Olympism,” representing the interlinking rings 

residing within the super-affinity. 
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Figure Forty, Institutional Transformation, “Olympism” (4-6-10-8-7-2-3-9-5)  

Feedback Loop #6. 
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 “The aspirations, upon which de Coubertin based his philosophy [of Olympism], 

include goals for education, international understanding, equal opportunity, fair and equal 

competition, cultural expression, independence, and excellence” (Aplin, 1995, p. 1). Optimally, 

constituents work together and dedicate themselves to communicating, leading, following, and 

contributing to learning and the desired outcome of success for all students. “Olympism sets out 

to create a way of life based on the joy found in effort, the educational values of good example 

and a respect for universal fundamental ethical principles” (International Olympic Committee, 

1994, as cited in Aplin, 1994). Elements within a fluid system are suggestive of the Olympic 

Motto. “The Olympic Motto (Citius, Altius, Fortius) is identical to the traditional Chinese 

philosophy with the processes of diligence, application, and moral incentive, and the efforts of 

the classic virtues of wisdom, kindness and courage” (International Olympic Academy, 1993; as 

cited in Aplin, 1994). Courage, dedication, and diligence were values expressed by respondents 

to achieve the institutional transformation that has taken place at CCBC. As has been discussed, 

there are areas within the system that suggest opportunities for improvement. The Telephoto 
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View is condensed to a point as to be difficult to identify where the system could go positive or 

negative. Therefore, the researcher proceeds back through the system to identify areas in which 

bottlenecks could occur as well as areas that could facilitate moving through the system.   

This “Olympism” feedback loop represents moving through concentric rings, or an orbit 

that one might find similar to the trajectory of a constituent that moves through the institutional 

transformation system. To the left of the loop are the influences by business and government 

executives, parents, students, and other educational institutions that drive the system and 

influence the constituent’s experience. At any location within the system are those factors that 

could propel a constituent out of the transformation system. On the other hand, by creating 

support, communication, and involvement throughout the system to mitigate the many demands 

and stresses, constituents can be boosted through the system and on toward Vehicles for Change 

and Involvement at which point they can be reminded of goals and aspirations, and relationships 

can be fortified to achieve the desired primary outcomes. Notably, the importance of 

Organizational Culture, located in the middle of the system, requires the constituent to learn to 

adapt to stress, internal and external pressures, planning, collecting and using data, developing 

and refining assessments, attending meetings, and working with a diverse student population. 

With guidance from leadership and supportive relationships, the constituent is sustained to 

explore and try new methods. However, the constituent can also get caught in a vicious circle (a 

negative spiral) and continue around the system without growing or achieving desired 

outcomes.  If the constituent cannot learn to balance the many demands, or if greater rewards 

and fewer frustrations can be found external to the college, the constituent may choose to depart 

or provide resistance to attempts at introducing new interventions and coordinated assessments 

designed to increase student success and close achievement gaps. 
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Exercising the Model 

To gain an additional perspective of the institutional transformation system, a tour is 

taken by “exercising the model.” Some given states or conditions of the drivers are presumed, 

and what the expected results would be (a prospective scenario) are examined. Similarly, the 

model is exercised by reversing the scenario (a retrospective scenario) by assuming some states 

or conditions of the outcomes, then examining the model to see what conditions or states of the 

drivers could have produced these outcomes. “Extra-systemic” influences are also examined for 

possible effects on the institutional transformation.  

Inferential [frames of reference are made] in which systems are “exercised” by casting 

one or more of the following scenarios:  

a. If the drivers of a system are in certain conditions, what will be the likely 
conditions of the outcomes (prospective or forward scenario)? 

b. If the outcomes of a system are in certain conditions, what were the likely 
conditions of the drivers (retrospective or backward scenario)? 

c. What are the likely effects or implications of extra-systemic influences? 
(Northcutt & McCoy, 2004, p. 343)  

Prospective Scenario One. In Prospective Scenario One, the tour moves from left to 

right, incorporating the two sub-systems of the “Möbius Strip” super-affinity (8-7-2-3-9-5): the 

interplay of the “Deming Circle” (8-7-2-3) and “Reaching for the Brass Ring” (3-9-5). This 

“figure eight” loop shows the potential bottlenecks that could result when multiple steps in the 

system are negative.  
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Figure Forty-One, Prospective Scenario One.  
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As a constituent progresses from left to right in the system, there are potential barriers 

along the way that could deter, or cause a constituent to “spin out of the system.” To enter the 

system, one has to have the will to combat the daily rigors of getting to work, traveling the 

beltway, meeting with constituents, finding donors to make contributions (or, as a student, 

finding transportation, daycare, and balancing home, work, and studies). Conjecture that the 

constituent arrives and the leadership is supportive and the vision complements the person’s 

personal values and beliefs. This bodes well for the system—and the constituent. Progressing to 

the “Deming Circle,” one arrives at the first potential bottleneck within the system as the 

organizational culture sets the tone for many of the interactions within the institution and the 

planning that will help determine how the professional will spend time (or, as a student, what 

courses may—or may not—be planned and available). The “Deming Circle” (8-7-2-3) 

represents an initial point where perceptions can sour if communication breaks down, data are 

not shared, too many stresses in merging the institution create havoc for getting “normal” work 

done, and confusion abounds about where to get questions answered.  
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The next potential bottleneck is within “Reaching for the Brass Ring” (3-9-5). Through 

tenacity, the constituent has made it to work, acclimated to the culture, understands what the 

objectives and goals are for the department or class, has figured out what the data mean and 

how to proceed with the learning outcome assessment project. However, with racial tension in 

the classroom, a feeling of isolation, constraints on the number of meetings that can be squeezed 

into a day, the person decides that the pressures are too great and leaves the system. (Again, this 

can apply to both professionals and students.) An opportunity for learning (personal and 

organizational) has been lost. 

Prospective Scenario Two. In Prospective Scenario Two, the two sub-systems of the 

consolidated super-affinity, “Learning Culture” (4-6-10, “Raison d’Être”; and 8-7-2-3-9-5 

“Möbius Strip”) are used to depict a more positive scenario.  

 

Figure Forty-Two, Prospective Scenario Two. 
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One can anticipate the alternative that Prospective Scenario Two suggests: As a 

constituent enters the system, there was no traffic on the freeway and full daycare and 

transportation have been arranged; the legislature and county have worked together to provide a 

continuous appropriation to fund the college with full scholarships for all students; new, high-

technology businesses are moving into the area. There is a shared vision that complements 

individual visions; well-informed leaders and followers assume responsibility throughout the 

college; and planning is supported by data and consistently communicated with broad-based 
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involvement. Learning outcomes and assessments are aligned for all courses in all divisions and 

there is full understanding and agreement about them. Councils and committees have been 

assessed and activities have been integrated into a “fully connected network [with] high trust” 

(drawing from Schein, 2004, p. 400); exploration of best practices is encouraged and supported; 

open communication and active, inclusive involvement is part of the multi-cultural 

environment. Sensitivity and understanding of cultural differences are discussed openly and 

respectfully. Courses and interventions are fully integrated with support services that are 

culturally relevant; placement exams lead to a full array of support services, advising, and 

desired course offerings at anytime and any place; students are docile, have done their 

homework, and are attentive and curious. There is an increase in student success and attainment; 

students are engaged and persist; performance gaps are eliminated. 

Retrospective Scenario One. The prospective scenarios offered both positive and 

negative “ends of the spectrum” as the systems were exercised. However, scenarios are 

generally not clear cut; and life is not always a panacea.  Retrospective Scenario One is used to 

develop alternative “What if?” questions that represent both positive and negative forces in the 

system. “In the What if? Game, one “disrupts” the system by creating a scenario in any affinity 

and seeing how it plays out through the system” (McCoy, 2004, p. 214) 

The feedback loop, “Deming Circle” super-affinity (8-7-2-3), is re-visited as it is 

located within the larger system (4-6-10-(8-7-2-3)-3-9-5-1). To set the context, an excerpt from 

woven respondent quotes is provided.  

In the midst of all this stuff that we are trying to get done, you still have these 
other things that are going on that impede really doing that to our fullest. Turf 
wars; those political things that happen at those levels that sometimes slow 
down the process of really focusing on what we are really here for. 
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With this context in mind, the tour of the system in Retrospective Scenario One 

assumes a positive timbre for Vehicles for Change (affinity #9) and for Involvement (affinity 

#5). It assumes that affinities External Constituencies (affinity #4), Leadership (affinity #6) and 

Vision (affinity #10) have negative timbres. It assumes that Strategic Planning (affinity #8) and 

Organizational Culture (affinity #7) are negative secondary drivers located within the super-

affinity, “Deming Circle.” Retrospective Scenario One assumes that the constituent, ultimately, 

does not make it through the system to contribute to student success (or to be a student who has 

attained his/her desired goals). Unless a constituent can learn to navigate the system, develop 

leadership skills, learn and apply assessments, use data for planning and decision making, 

communicate and receive feedback on planning, then he/she may leave the system, or become a 

recalcitrant, or a resistant player.  

Another derailment profile has to do with [the] inability to adapt to new bosses, 
businesses, cultures, or structures…[S]ome derailed managers could not adapt 
or adjust their styles to changing bosses, followers and situations. They 
persisted in acting the same way, even when it was no longer appropriate to 
new circumstances. When solving problems, they often imposed past solutions 
that were no longer viable. (Hughes, et al., 2002, p. 223) 

Looking earlier in the system, what prevented the constituent from making it through 

the negative feedback loop, “Deming Circle?” What barriers kept the constituent from 

achieving desired outcomes? What kept effective interventions from being implemented and 

gaps from being closed? 

Outcomes are predicted based on possible scenarios. “For the retrospective scenario, we 

can ask such questions as: If we have a certain outcome, or set of outcomes, what are the 

conditions that could have produced them” (Cadenhead, 2003, p. 16)? With this in mind, 

suggested “What if?” questions are posed: 
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1. What if senior leaders, or other members of the CCBC community, do not inform, 

seek input, or involve the constituent during the planning or restructuring processes 

or provide consistent college-wide communication to inform the constituent of 

ongoing changes?  

2. What if the vision is not articulated and the constituent is not involved to create a 

shared understanding and vision? 

3. What if the administrator, dean, faculty member, or student is unclear whom to turn 

to seek counsel or get approval?  

4. What if recommendations are perceived to be unheard and decisions are made 

without input from the constituent who is responsible for implementing them? 

5. What if needed resources are not aligned with goals and objectives? 

Retrospective Scenario One is presented below. It depicts a scenario in which the 

constituent did not receive support or have active involvement with leadership; share in or 

understand the vision of the college; have clarity of the organizational structure or knowledge of 

where to go with questions or for approval; have resources that were aligned with objectives; 

participate in planning or have consistent communication about the processes or changes. 

(Contemplate the same questions in regard to being an internal or an external constituent, 

contributor, professional, or student.) While Vehicles for Change (e.g., counsels, committee 

meetings, informal sharing experiences), and Involvement (relationships with colleagues and 

students) [and Assessments, and Collecting and Using Data (within the super-affinity)] were 

positively perceived, the constituent did not have the stamina, will, or interest, to engage with 

other colleagues proactively to identify solutions, develop the requisite leadership skills, 

participate in planning when opportunities arose, develop constituent support, or attend multi-
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cultural or assessment training to achieve desired outcomes. Ultimately, the constituent made a 

decision not to contribute to the system, to resist actively, or to depart the college. 

Satisfied workers are…more likely to continue working for an organization. 
Satisfied workers are also more likely to engage in organizational citizenship 
behaviors, behaviors that go beyond job descriptions and role requirements and 
help reduce the workload or stress of others in the organization (Organ & Ryan, 
1995; Bettencourt, Gwinner, & Meuter (2001). Dissatisfied workers are more 
likely to be adversarial in their relations with leadership (e.g., file grievances) 
and engage in diverse sorts of counterproductive behaviors (Strauss, 1998; 
Quigley, 2001). Dissatisfaction is one of the key reasons people leave 
organizations (Tett & Meyer, 2993; Sutherland, 2000; Armour, 2000; Tepper, 
2000; Butorac, 2001). (As cited in Hughes, et al., 2002, p. 273) 

 

Figure Forty-Three, Retrospective Scenario One.  
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Retrospective Scenario Two. Retrospective Scenario Two presents a more optimistic 

perspective of the system. It assumes a positive outcome with effective interventions that 

increase student success and close achievement and attainment gaps. Assume that the 

constituent was faced with the same challenges (e.g., learning to navigate the system, develop 

leadership skills, appreciate cultural differences, apply assessments, use data for planning and 
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decision making, communicate and receive feedback on planning, develop multicultural 

understanding) as those that were described in the feedback loop, “Deming Circle” super-

affinity (8-7-2-3), located within the larger system (4-6-10 (8-7-2-3) -3-9-5-1) of Retrospective 

Scenario One. To set the context, another excerpt from woven respondent quotes is provided. 

In a sense, there is emerging an overall CCBC culture; we have moved down 
that road.  We do not necessarily want to lose the individual cultures of our 
campuses, as long as they buy into the big institutional culture. The three 
cultures now are mingling. We have changed from being campus focused to 
being division or college focused. It has changed the dynamics of how 
everybody thinks. The person from the blue-collar community college is sitting 
shoulder-to-shoulder with the woman who thought she was hired to create a 
new Harvard.  

The horizon of each individual has been dramatically expanded by their circle 
of colleagues from other campuses. We share information about interventions 
and get a better appreciation of their successes and of their failures. 
Fundamental value and belief are respect for learning, belief in the student, 
belief in student success, and enabling them to grow and value that, that is 
something to be cherished and nurtured.  

What differences are taking place within the system that are leading to a positive 

outcome? Looking earlier in the system, how did the constituent make it through the negative 

feedback loop, “Deming Circle?” What were the conditions that contributed to the constituent 

persisting through to successful development of effective interventions, increased student 

success, and closed gaps? 

Once again, What if?” questions are posed. We have assumed positive outcomes for the 

constituent and assessed what the conditions were that produced (or contributed to) them. 

1. What if interventions are developed at CCBC to foster leadership development 

throughout the institution? 

2. What if the learning community for new faculty is linked with mentoring 

relationships with long-term faculty? 
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3. What if coaching is provided to facilitate sensitive conversations and to analyze 

internal barriers and bureaucratic constraints? 

4. What if relationships with the county officials are nurtured to gain their support and 

build their awareness and appreciation of the changing needs of the institution? 

5. What if internal constituents are better informed of external stakeholder interests in 

increased student success and closed gaps?  

6. What if businesses are invited to campus to engage with students, faculty, and staff? 

Retrospective Scenario Two suggests a change of policies and practices that will 

contribute to additional internal and external development and communication. While 

constituents may be faced with difficult classes, unfamiliar processes and cultures, and long 

hours of planning and assessing, they will be informed of and participate in relationships with 

External Constituencies, can turn to mentors and colleagues to help guide them through the 

“Deming Circle,” and seek solace and advice through Vehicles for Change and Involvement 

when life seems imbalanced and nerves are frayed. 

Retrospective Scenario Two, depicted on the next page, suggests that the drivers, 

External Constituencies (affinity #4) and Leadership (affinity #6), and Vision (affinity #10), 

serve as positive influences to the system. Leadership informs external constituents about the 

vision and gains their input to refine strategies and gain a perspective of the dynamic needs of 

the marketplace. Constituents are motivated to strive toward increased student success with the 

recognition that external constituents value their work and are reliant upon the students that 

persist through effective interventions to become their employees and contributing citizens. 

External constituents visit the college and host internal constituents to build a better 

understanding of the changing demographics and socioeconomic constraints. Board and council 

members are invited to out-of-county meetings to learn more about the benefits of interventions; 
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data are widely shared to demonstrate the effectiveness of the strategies and services. 

Leadership is dispersed throughout the organization and constituents are involved and informed. 

While there are still normal stresses, the vision is shared and input is sought in formulating 

plans. Collegial relations are reinforced and structures are in place to facilitate productivity, 

remove policies that create barriers, and help support constituents to develop skills to address 

racial, generational, and other cultural differences to achieve desired outcomes of effective 

academic and student interventions, increased student success, and eliminated gaps. 

Figure Forty-Four, Retrospective Scenario Two. 

4-6-10
RAISON D'ÊTRE

5. Involvement

9. Vehicles for 
Change

8-7-2-3 
Deming Circle

1. Academic and 
Student 

Interventions
 

Extra-Systemic Scenario. A final scenario is offered in which forces outside of the 

system could impact the model. What if?… 

1. While embedding a learning culture, strategic planning, assessing, collecting data, and 

closing gaps remain the norm, what if factors outside of the college impact the internal 

transformation system (i.e., an extra-systemic impact)? 

CCBC constituents are well aware of the “extra-systemic scenario” as has been 

discussed. Changes in laws, funding sources, partnerships, and other extra-systemic forces can 

impact the system. In examples pertaining to External Constituencies that were cited above, the 
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community college has been impacted by a legislative mandate to consolidate, the need to 

reorganize and redefine offerings for a changing student population. Feedback loops can 

provide critical communication and data to external constituencies of the college’s learning-

centered vision, leadership, and interventions designed and documented to improve student 

outcomes. Forging “strategic partnerships with the community” (McClenney, 2004b) can 

contribute to inside and outside voices being heard and understanding being enhanced.  

Institutional change is best designed, carried out and sustained when it involves 
stakeholders from outside the institution as well as college administrators, 
faculty and staff.  Community involvement is essential for political and 
financial support and long-term sustainability of college programs. Equally 
important are college-community partnerships that augment the college’s 
programs and services. (Achieving the Dream, 2004a, p. 4) 

 

Predictions and Interventions 

As described in previous sections, the system produced by respondents can be used to 

identify likely points of structural failure. “By identifying at what point in the system…an 

affinity goes negative, one can identify the root causes of failure” (McCoy, 1992, p. 213). 

Potential weak points in the system can be addressed—and strengths can be identified and 

reinforced to lead to positive outcomes. By seeing that External Constituencies, Leadership, and 

Vision are drivers, it is apparent that the focus on positive outcomes needs to be at the onset of 

the system. Pro-active steps need to be taken at the beginning, as well as throughout the system, 

to develop and sustain support for transitions to increase student success and eliminate 

performance gaps.  Left unattended, it is predictable that student outcome rates will decline and 

performance gaps will not close. What strategies can be identified or developed to contribute to 

institutional transformation that increases student success and closes the achievement and 
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attainment gaps? How can this knowledge be broadened to assist with practical applications for 

institutional transformation in other settings?  

 

Figure Forty-Five, Institutional Transformation Strategies.  
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Taking a brief look at key trigger points throughout the Institutional Transformation 

SID, possible strategies are suggested, such as those previously mentioned:  

• Invite constituents to campus to explore mutual needs and benefits. Include parents, 

students, county council and board members. 

• Foster relationships with public schools, community organizations, and businesses 

to align interventions, services, assessments, standards, and needs. Educate and 



 374 

 

 

inform constituencies about the value and necessity of CCBC's learning-centered 

vision and commitment to equitable learning outcomes. 

• Develop leadership/followership throughout the organization.  

• Develop a joint learning community for new and long-term faculty; initiate 

mentoring and coaching. 

• Keep learning, student success, and equity at the heart of discussions. 

• Build a shared vision, offer professional development, and create shared 

experiences to foster a culture that supports open communication and aligns 

individual visions and values with those of the institution.  

• Build on foundational strengths; provide recognition and involvement throughout 

the organization. 

• Use vision to communicate about CCBC values to forge alliances and develop a 

rapport with internal and external constituents.  

• Provide measurable evidence that student outcomes are improving; include Board 

of Trustees in meetings external to the county. 

• Develop multiple communication mechanisms.  

• Have open and informed involvement in planning and shared governance. 

• Develop overarching objectives and break down silos. 

• Further integrate Closing the Gap into strategic directions and objectives. 

• Respect diversity of distinct cultures while developing institutional culture.  

• Streamline and clarify the organizational structure; foster integrated and flexible 

system.  

• Build on strengths of assessments and data collection to engage constituents. 
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• Obtain faculty and staff input on concerns about implementation challenges.  

• Coordinate council and committee activities; involve additional stakeholders; 

clarify accountability and responsibility for goals. 

• Nurture multicultural and generational conversations. 

• Provide professional development activities when adjunct faculty and support staff 

can attend. 

• Support multiculturally relevant learning options; create an environment in which 

all students feel as though they are equally capable of learning. 

 

Applying the System in Other Contexts 

Keeping in mind that the institutional transformation system was developed based on 

CCBC constituent input, consideration is given to using the system as a more general theory of 

institutional transformation for use in other settings. “At a higher conceptual level…the system 

can be used to represent a more general theory of [institutional transformation]…. By 

generalizing beyond the context in which the SID was constructed, we create a general theory of 

[institutional transformation to increase student learning and close gaps]” (McCoy, 1992, p. 

213). This familiar theory of the institutional transformation system is shown below.  
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Figure Forty-Six, Institutional Transformation System.  
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The Uses of Theory. Theories are used to describe, to understand, and, in general, to 
generate hypotheses. Some examples follow:  
 

The What if? Game. With this . . . system, we can predict outcomes based on 
scenarios of interest. In the What if? Game, one “disrupts” the system by creating a 
scenario in any affinity and seeing how it plays out through the system. In general, there 
are three kinds of What if ? queries that can be made of the theory:  

 
1. If X happens, what might be the outcomes? (Prospective Scenario) 
2. If we have a certain outcome or set of outcomes, what are the conditions that 

could have produced them? (Retrospective Scenario) 
3. If a factor outside the system impacts at a given point, how might the system 

react? (Extra-Systemic Scenario) (McCoy, 1992, p. 214) 
 

By now, examples of applying and “exercising the system” have been provided. “What 

if?” scenarios can be developed to explore interventions at different points throughout the 

system to achieve desired outcomes. 
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Comparison of Institutional Transformation Models 

Two models are compared to the institutional transformation system presented in this 

study: a “core values model” by George A. Baker III (1998) and “a data-driven process for 

institutional change” produced by Achieving the Dream: Community Colleges Count (2005). 

“Culture is hard to change because group members value stability in that it provides meaning 

and predictability” (Schein, 2004, p. 14).  

 

Core Values Model 

Baker’s “core values model combines the Burke-Litwin model with the Baldrige Award 

framework, resulting in an analytical process for determining how community college 

leadership is managing change in order to respond to the public perception that we need to meet 

student and community needs more effectively” (Baker, 1998, p. 1). “The core values model 

comprises three categories [drivers, systems, and processes] and seven criteria that were briefly 

covered in Chapter Four of this study. The seven core values criteria include: 

• External environment 
• Leadership 
• Mission and Strategy 
• College Culture 
• Information Technology 
• Individual and Groups Response 
• Outcomes Accountability (Baker, 1998, pp. 1-2) 

“The model assumes that external forces drive the community college leadership, which 

in turn develops systems and processes to produce individual and group responses. These 

responses produce outcomes accountability data that, in the form of benchmarks and 

institutional effectiveness, measure feedback into the other aspects of the model” (Baker, 1998, 

p. 2). 
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Figure Forty-Seven, Core Values Model. 

 

Similar to the core value model’s External Environment, the institutional transformation 

system’s External Constituencies was found to be the primary driver and held comparable 

meaning; although the core value model appeared to be more pro-active in anticipating a 

systemic approach in aligning with external demands. Leadership was a secondary but 

prominent driver of the institutional transformation system; again, the models paralleled one 

another. In the core values model, Leadership directly drives Mission and Strategy, College 

Culture, and Information Technology and influences the rest of the model (and, indirectly 

influences the External Environment). In the institutional transformation system, Leadership 

was found to directly drive Vision, and to influence all aspects of the system, except for 

External Constituencies, for which it had an indirect influence (again, similar to the core values 

model.) At CCBC, Leadership, as described by CCBC constituents, included leadership 

throughout the college. Vision was considered a secondary, but prominent driver in the 

institutional transformation system and appears to hold more prominence as one of three initial 

drivers. “Vision” was not specifically mentioned in the core value model. However, Mission 
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and Strategy were included and, in abbreviated case studies presented, colleges discussed their 

institutional visions.  

Strategy and Strategic Planning are located in the middle of both models, with an 

emphasis on planning and allocating resources in support of vision and mission. This element 

serves as a secondary driver in the institutional transformation system. In the core values model, 

Mission and Strategy, College Culture, and Information Technology form the core of the 

model’s “Systems and Processes.” In discussing Mission and Strategy, Baker commented about 

the “missions, strategies, and curricula [that were developed during the late 1960s]…to serve 

the learner who brought to the college a variety of needs” and the “piecemeal changes” and 

“changes on the periphery” (1998, p. 8) that ensued. “The community responded to the needs of 

its learners by establishing many add-on missions” (p. 8). Baker, in referring to Drucker (1994), 

reinforced the need for community colleges to shift from a “piecemeal” to a systemic approach 

that is focused on the external environment and preparing knowledge workers for the future. 

“Drucker further asserts that the major shift in how the community college operates will be the 

answer to a number of questions” (Baker, 1998, p. 9). CCBC’s Strategic Planning provides 

such a systemic approach that is data-driven; its primary focus is on being learning-centered, 

with a commitment to diversity addressed in the plan. While not as prominently discussed as in 

the core values model, LearningFirst 2.0 addresses its external role in the section, “Community 

Development and Institutional Advancement” of the plan. “As an active member of its greater 

community, CCBC takes a leading role in improving access to learning for the disadvantaged, 

delivers workforce training, forms partnerships to support economic and community 

development, and increases resources through a vigorous institutional advancement effort” 

(CCBC, 2003d, p. 11).  
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College Culture and Organizational Culture are located in the center of both models, 

and both include ‘organizational structure’ within the meanings provided.  Baker states, “There 

is a direct relationship between leaders and college cultures. Leaders who intend to leave their 

marks on colleges usually do so….[However], a well-established college culture may be hostile 

to changes in its inherent patterns” (Baker, 1998, p. 10). Leadership has an influence on 

Organizational Culture in the institutional transformation system, as it “passes through” Vision 

and Strategic Planning. As has been noted, the difficulty of making and embedding change, and 

the likelihood of meeting with resistance were recurring themes in interviews with CCBC 

respondents. However, great strides have been made in developing an overarching culture and 

in recognizing that the unique characteristics of the three campuses influence leadership, 

followership, and interventions. CCBC will need to be vigilant not to fall prey to the following 

concern: “…typically each enclave is isolated from the remainder of the [college], and the 

desire of each unit leader is to operate independently from the other units. Eventually, these 

enclaves develop their own cultures that resist both external change and internal attempts to 

regulate, control, and economize their programs” (Baker, 1989, p. 8).  

In addressing organizational structure, Baker provides a caveat: 

Changes should be made “to enhance the problem-solving and decision-making 
needs of the college, to respond to the mission and strategy of the college. 
Leaders at all levels need to become skilled at playing several roles within the 
context of their leadership positions. The hierarchical structure of the college 
will continue to be with us into the future, but the structure will be flatter. 
Automation and information technology will produce new processes for 
affecting the existing culture, but existing organizational structures have not 
provided the degree of control and accountability desired by external 
accountability forces. (1998, pp. 11-12) 

Several CCBC respondents discussed that the merger from three-to-one had been 

difficult but that an overall structure was developing that focused operations on increasing 
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student success and supporting the learning-centered vision. Respondents expressed a desire to 

further streamline the organizational structure, commenting that reporting relationships and 

structure were unclear and caused confusion. The new shared governance system seems to be 

appreciated and provides a forum for holding difficult discussions, engaging faculty, developing 

collaboration, and addressing some of the organizational issues.   

Information Technology is one of the seven criteria of the core values model. It was not 

directly addressed in the institutional transformation model. However, in the quotes describing 

Collecting and Using Data, many meanings for this affinity were synonymous with those in the 

core values model and included information technology. Among other comments, information 

technology is providing access to timely data used for tracking student cohort data, gaining 

knowledge about assessments and interventions, planning, and decision making; and an 

electronic newsletter is enhancing internal communication at the college. Both Information 

Technology and Collecting and Using Data are located in the middle of their respective models. 

An important component at this point in the institutional transformation system is the 

reinforcement of Collecting and Using Data, both to inform the Vehicles for Change and other 

outcomes of the system, and to continue the cycle of information to External Constituencies and 

feedback from external factors to inform internal constituencies and planning efforts. 

Though complementary, the two models diverge to the right of the systems. The core 

value system’s Outcomes Accountability, its primary outcome, contains components that are 

similar if one were to combine the Assessments and Collecting and Using Data from the 

institutional transformation system. Several of the definitions provided in the abbreviated case 

studies of the colleges include outcome measures similar to those used at CCBC. These two 

elements are considered secondary outcomes of the system. However, the emphasis on 

Assessments by CCBC respondents distinguishes this element as a cornerstone of the system as 
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they described the college’s learning outcomes assessments, common graded assignments 

projects, focus on improving student success, and closing gaps by examining outcomes. The 

core values model includes a criterion that is not included in the institutional transition system, 

Individual and Group Response, which is discussed below:  

Community college leaders and managers are employed to influence and guide 
the response of the college’s workforce in accomplishing the mission of the 
college. Over the years, we have developed models to influence and guide 
performance. These models have, in general, not produced the results that were 
expected, because in public sector bureaucracies the link between performance 
and rewards is missing. (Baker, 1998, p. 14)  

“Competencies,” “effort,” “role perception,” “performance,” and “rewards” are part of 

the sub-elements of the criterion. 

The institutional transformation system includes two elements not located in the core 

values model, which are secondary outcomes located to the right of the system, Vehicles for 

Change and Involvement. Reflecting upon the feedback loops located at the right of the system 

(including Assessment and Collecting and Using Data), and the positive timbre represented in 

three of these four affinities, perhaps the distinction at this juncture in the two models suggests 

that CCBC respondents perceived Assessments, Collecting and Using Data, and Vehicles for 

Change (affinities 2, 3 and 9) as places that leadership and followership throughout the 

organization could influence the system and reinforce desired norms. “Role perception,” 

“competencies,” “effort,” and “performance’ were not noted as specific sub-affinities. However, 

Vehicles for Change and the activities and responsibilities inherent in Assessments and 

Collecting and Using Data provide comparable meanings. A distinction of the core values 

model is its focus on leaders’ and managers’ roles in influencing and guiding the college’s 

workforce, and linking extrinsic and linking intrinsic rewards with performance, as noted above. 

Vehicles for Change provide avenues for innovation, collaboration, and stimulus to engage and 
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recognize colleagues, and improve outcomes. Involvement, per se, is not included as a criterion 

in the core values system. However, it has commonality to sub-components of Individual and 

Group Response, including “role perception”—“the broad sets of activities people believe are 

necessary to perform a job successfully;” and “effort,”—“a measure of the amount of energy 

employees exert in any given situation” (Baker, 1998, p. 15), which liken to descriptors of 

Vehicles for Change. The institutional transformation model makes a distinction in including 

Involvement that respondents described as their commitment as professionals within the college 

to supporting goals and objectives (similar to “effort”), their relationships with peers, and their 

engagement of students. Collaboration in developing assessments and collecting and using data 

were described as means to engage faculty and staff, as were various vehicles for change. 

Student engagement was of particular note in this affinity. As previously mentioned, the 

involvement of constituents, and consistent communication, were of particular importance to 

enhance shared experiences, reduce resistance, and embed changes necessary to foster student 

success and close persisting gaps. 

A final distinction can be made between the two models. The institutional 

transformation system includes a tenth element, Academic and Student Interventions, the 

primary outcome of the system. This element includes the strategies and “promising practices” 

designed to improve student outcomes and close gaps between African American and White 

learners (e.g., developmental education, learning communities, advisement, culturally mediated 

instruction). It holds commonality in meaning to the core values model criterion, Outcomes 

Accountability, in developing well-crafted programs and services to improve outcome measures. 

However, the focus of Academic and Student Interventions is on the success of the student and 

closing gaps, rather than on institutional effectiveness.  
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Major Distinctions in the Two Systems. The core values model puts additional 

emphasis on external factors in drawing attention to the need for a systemic approach that is 

aligned with external demands for a knowledge workforce.  Leadership is a driver in both 

models with the reinforcement in the core values model of developing “A cohesive leadership 

team…and, in turn, forming cohesive teams in a cascading manner throughout the organization 

to include the formation of faculty and student development teams” (1998, p. 5). Vision (being 

learning-centered) is a prominent driver in the institutional transformation system that has been 

subsumed in the meaning of Mission and Strategy in the core values model. Information 

Technology distinguishes the core values model, though its meaning was included in the 

affinity, Collecting and Using Data of the institutional transformation system.  As noted, a 

distinction of the core values model is its focus on extrinsic and intrinsic rewards. Notably, in 

reviewing focus group responses to the Student Persistence, Learning and Attainment: A 

Community College Inventory, 42 percent rated the following characteristic as “full or partial 

implementation”: “Reward systems recognize and reward outstanding contributions to 

improving student persistence, learning, and attainment and creating more effective learning 

environments” (McClenney & McClenney, 2003, p. 10). (See Appendix, R for tally of 

Inventory.) suggesting an area for improvement. A distinguishing feature of the institutional 

transformation system is its emphasis on Assessments, particularly learning outcomes 

assessments and common graded assignments; and on Academic and Student Interventions to 

improve student outcomes and close gaps.  

As accreditation associations reinforce increasing accountability and evidence of 

student outcomes, being able to implement interventions and demonstrate that students are 

learning redefines the meaning of accountability. CCBC does well in aligning its strategic 

planning process to its learning-centered vision. As previously noted, the alignment of 
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outcomes, assessments, and standards to meet external demands is critical to staying relevant as 

a learning organization in supporting lifelong learners. Both systems are replete with continuous 

feedback loops at different points in the systems. 

 

Data-Driven Process for Institutional Change 

The “data-driven process for institutional change” and The Resource Guide for 

Institutional Transformation to Improve Student Success at Community Colleges, produced by 

Achieving the Dream: Community Colleges Count, provide a “six-step process…and suggested 

path” (Achieving the Dream, 2005, p. 8) to “cultivate a culture of inquiry and evidence to 

improve student success” (Achieving the Dream, 2005, p. 1). The steps include: 

• Begin work/use data effectively to analyze current institutional performance;  

• Analyze the current situation; 

• Set priorities, goals and measurable outcomes;  

• Develop strategies;  

• Implement new policies and practices; 

• Evaluate policies and practices and institutionalize those that are effective. 

This first edition of the guide draws on the experience of the 27 community 
colleges that participated in the first round of Achieving the Dream, which began 
in June 2004. The guide also draws on the experience of Achieving the Dream 
partner organizations and the coaches and data facilitators who worked closely 
with the demonstration colleges during 2004-05. (Achieving the Dream, 2005, 
pp. 1-2) (See Appendix E, Process for Institutional Change in Achieving the 
Dream.) 
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Figure Forty-Eight, Data-Driven Process for Institutional Change Model. 

 

The six-step, data-driven process forms a cyclical model or continuous feedback loop 

which allows for “jumping in” at any place to compare the two systems. Step One, Begin 

Work/Use Data Effectively to Analyze Current Institutional Performance, can be compared to 

Collecting and Using Data, a secondary outcome located to the right of the institutional 

transformation system. (The researcher noted some overlap in Steps One and Two, pertaining to 

using and gathering data.) Although not an Achieving the Dream participating college, CCBC is 
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well on its way in implementing the supporting activities of Step One in the data-driven process 

to:  

• Assess the college’s readiness for…the work  
• Form teams [councils and committees] and assign responsibilities 
• Frame issues and develop a work plan 
• [Develop a culture of inquiry and evidence in support of student success 

and in closing achievement and attainment gaps] 
• Announce the initiative and begin building broad-based commitment to 

[relevant] goals 
• Begin generating a longitudinal student cohort data (Achieving the Dream, 

2005, p. 2) 

The data-driven process provides an opportunity to reflect on some of the results that 

were obtained from the Student Persistence, Learning, and Attainment: A Community College 

Inventory (Inventory), which is also offered by Achieving the Dream as a tool for assessing 

institutional readiness. Examples are provided of Inventory results from the three (non-student) 

IQA focus groups which are comparable to supporting activities of Step One, Begin Work, in 

which CCBC participants rated a characteristic or practice as ‘full or partial implementation’: 

• 74 percent—“institution-wide commitment to promoting student 
persistence, learning, and attainment, and to equity in educational outcomes 
for all students;”  

• 83 percent—“individuals and groups within the institution demonstrate a 
collective sense of responsibility for student persistence, learning, and 
attainment;”  

• 85 percent—“institution regularly collects, analyzes and reports data 
pertaining to the following:” 

o 96 percent—“successful completion of remedial/developmental 
courses” 

o 95 percent—“progress from remedial/developmental courses to 
college-level courses” 

o 70 percent—“successful completion of selected gatekeeper courses 
(e.g., high-enrollment/high failure-rate courses such as college 
algebra, freshman composition, anatomy and physiology, etc.)” 
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o 78 percent rate—“successful course completion for all courses 
(grade of C or better) percent student persistence—re-enrollment 
from one term to the next” 

o 91 percent—“completion of certificates and associate degrees” 

o 98 percent—“data depicting student persistence, learning and 
attainment are routinely disaggregated and reported by student 
characteristics including gender, race/ethnicity [Pell grant 
eligibility is used as a proxy for income].” (drawing from 
McClenney & McClenney, 2003)  

This initial driver from the data-driven process represents a divergence from the 

External Constituencies, the primary driver of the institutional transformation system which 

recognizes external factors and reflects upon their impact on the whole system, which was also 

the driver of the core values system. The data-driven process subsumes Leadership and Vision 

into the “readiness assessment” component of Step One which hold prominence as secondary 

but prominent drivers of the institutional transformation system. It also presupposes that, “Its 

[college] leadership must be strongly and visibly committed to the goal of increasing student 

success” (Achieving the Dream, 2005, p. 2).  The data-driven process also calls for leadership 

and involvement throughout both internal and external communities, an attribute that is 

specifically articulated in the Achieving the Dream model.  

The Achieving the Dream process uses a model of distributed leadership. The 
president or chancellor must have a vision of student success and equity and 
must be able to mobilize broad support for that vision throughout the college 
and community. The president must place student success at the center of the 
institution’s agenda, as reflected in annual operational planning and budgets. At 
the same time, involvement of faculty, staff, administrators, and trustees is 
essential. Members of the college community will support change most readily 
when they share responsibility for diagnosing the problems and crafting 
solutions. And better strategies will emerge when the people who are closest to 
the students help redesign programs, services and structures. (Achieving the 
Dream, 2005, p. 3) 
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The affinity, Organizational Culture, is not provided for in the data-driven process. 

However, the “culture of involvement” in diagnosing strategies and solution is apparent within 

the descriptions of this step. Meanings derived in the supporting activity, “assessing readiness” 

of Step One, hold some similarity. The description of Organizational Culture included a sub-

affinity, organizational structure, which could be assumed to include the assessment of potential 

institutional barriers included in the data-driven process.  

Step Two, Analyze Current Situation, includes supporting activities of “gathering data, 

holding honest conversations among executive and senior leadership, faculty, staff, and 

administrators, digging deeper to understand problems and the college’s existing strategies” 

(Achieving the Dream, 2005, p. 2). Many of these meanings are comparable to those of the 

affinities, Collecting and Using Data and Assessments. Some of the work of “reflecting on data; 

generating the will for change; and choosing priority issues” (Achieving the Dream, 2005, p. 2) 

also resides within the affinities, Strategic Planning and Vehicles for Change of the institutional 

transformation system. A notable caveat in the supporting activities of the data-driven process is 

including “stakeholders from inside and outside [italics added] the college” in discussions. 

Examples are provided of Inventory results, which are comparable to supporting activities of 

Step Two, Analyze Current Situation, in which CCBC participants rated a characteristic or 

practice as ‘full or partial implementation’: 

• 77 percent—“institutional and individual reflection and action typically 
prompted and supported by data about student persistence, student learning 
and institutional performance;”  

• 76 percent - “institutional culture promotes willingness of governing board 
members, administrators, faculty, staff and students to rigorously examine 
and openly discuss institutional performance;”  
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• 70 percent—“the institution is committed to cohort tracking of entering 
students to determine rates of attainment and to identify areas for 
improvement;” 

• 79 percent—“academic policies (e.g., provisions for registration, 
assessment, and course placement upon entry, class changes, college 
orientation, first-year experience, feedback on academic progress, etc.) 
reflect priority placed on student persistence, learning, and attainment;” 

• 90 percent—“the governing board has established an explicit policy that 
calls for closing the gap in educational attainment between low-income 
students and students of color in comparison with their peers.” 

• 42 percent—“institution promotes and supports broad engagement of the 
broader community in processes for planning and priority setting.” 
(drawing from McClenney & McClenney, 2003) 

Step Three, Set Priorities and Measurable Outcomes, is similar in description to the 

institutional transformation system’s Strategic Planning affinity. As the name of Step Three 

suggests, supporting activities include: “set priorities and measurable outcomes for increasing 

student success; place Achieving the Dream priorities at the core of institutional priorities for 

the coming year; and ensure that the priorities inform and drive planning for college operations, 

which in turn must influence allocation of college resources” (Achieving the Dream, 2005, p. 

2). Elements of Step Three are also described within activities of Collecting and Using Data 

that inform and indirectly influence the Strategic Planning affinity of the institutional 

transformation system. Examples of Inventory results are provided, which are comparable to 

supporting activities of Step Three, Set Priorities and Measurable Outcomes, in which CCBC 

participants rated a characteristic or practice as full or partial implementation’: 

• 59 percent—“fully integrated processes for institutional evaluation, 
planning, and resource allocation.”  

• 99 percent - “institution has a strategic plan that clearly and succinctly 
states its goals for future development;”  
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• 83 percent—“strategic plan is used to guide operational planning for each 
fiscal year;” 

• 67 percent—“strategic focus is created through the identification of a small 
number of clear priorities for institutional action;” 

• 48 percent—“members of the campus community participate extensively in 
the planning and priority-setting processes;”  

• 18 percent—“resources are consistently allocated and re-allocated to 
address priorities identified through the planning process.” (drawing from 
McClenney & McClenney, 2003) 

Steps Four, Develop Strategies to Achieve Goals, and Five, Implement New Policies 

and Practices, combined are similar to the primary outcome of the institutional transformation 

system, Academic and Student Interventions. These two steps have supporting activities 

including:  

• Convene faculty and staff to devise appropriate local strategies;  
• Build on existing initiatives and conditions that suggest promising strategic 

directions; 
• Plan to systematically abandon practices and policies that produce poor student 

outcomes; 
• Research effective practices and policies at other institutions and in the literature;  
• Set short-term outcomes for each strategy;  
• Initiatives may include pilot strategies and/or institution-wide changes in policy and 

practice;  
• When the college tests strategies on a pilot basis, it must have a plan for scaling up 

successful projects. (Achieving the Dream, 2005, p. 3)  
 
Examples are provided of Inventory results, which parallel supporting activities of Step 

Four, Develop Strategies to Achieve Goals, and Five, Implement New Policies and Practices, in 

which CCBC participants rated a characteristic or practice as “full or partial implementation”: 

• 67 percent—“student participation in a diverse array of engaging learning 
experiences that are aligned with required outcomes and designed in accord 
with “good educational practice;” 

• 87 percent—“faculty design curriculum and teaching strategies to ensure 
alignment with required student learning outcomes;” 
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• 88 percent—“faculty members have designed and/or identified and 
implemented an array of appropriate assessments of student learning;” 

• 33 percent—“college demonstrates its ability to stop doing things that are 
off mission, low-priority, and/or ineffective in promoting student 
persistence, learning and attainment;”  

• 83 percent—“faculty members clearly articulate learning outcomes at 
different levels of the curriculum; consequently, prerequisites are clear and 
rational, and sequential levels are appropriately aligned with one another;”  

• 100 percent—“mandatory assessment and course placement policies have 
been implemented for entering students;” 

• 77 percent—“exit competencies for developmental education and English 
as a Second Language courses are fully aligned with competencies required 
for success in entry-level college courses;” 

• 92 percent—“college has created learning communities that link 
developmental courses to courses in other disciplines.” (drawing from 
McClenney & McClenney, 2003) 

The institutional transformation system did not include an affinity pertaining to 

developing an inventory of potential policy barriers, although the Strategic Planning affinity 

was described as including continuous goal setting, a culture of evidence, and a process of 

continuous improvement; and as discussed, Organizational Culture included organizational 

structure within its meaning, which could be assumed to include the assessment of potential 

institutional barriers. 

Step Six, Evaluation and Institutionalize Effective Policies and Practices, has similar 

characteristics to a combination of two of the secondary outcomes of the institutional 

transformation system, Collecting and Using Data and Assessments. The supporting activities 

of Step Six include to:  

• Evaluate pilot projects. When they prove effective, take them to scale, 
shifting institutional resources and policies as needed  [similar to Step Five 
above]; 
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• Assess institution-wide changes in policy and practice. When they prove 
effective, integrate them into institutional plans and budgets to ensure that 
they continue long-term;  

• Measure student outcomes, benchmarking progress over time against the 
college's past performance. (Achieving the Dream, 2005, p. 3) 

Examples of Inventory results, which parallel supporting activities of Step Six 

Evaluation and Institutionalize Effective Policies and Practices, in which CCBC participants 

rated a characteristic or practice as ‘full or partial implementation’: 

• 95 percent—“institution regularly assesses its performance and progress in 
implementing educational practices, which evidence shows, will contribute 
to higher levels of student persistence and learning;” 

• 62 percent—“results of student and institutional assessments are used 
routinely to inform plans for improvement in programs and services;” 

• 83 percent—“institution conducts thorough reviews of current programs for 
under-prepared students to determine student success rates and identify 
needs for improvement;”  

• 85 percent -“institution regularly collects, analyzes and reports data;”  

• 64 percent—“results of student and institutional assessments are used 
routinely to inform institutional decisions regarding: (1) strategic priorities; 
(2) resource allocation (3) faculty and staff development; (4) improvements 
in programs and services for learners;”  

• 96 percent —“the institution has clearly defined required student learning 
outcomes” 

• 100 percent—“for core abilities/ general education (degree level)” 

• 100 percent—“for each program/major area” 

• 88 percent—“for each course.” (drawing from McClenney & McClenney, 
2003) 

Assessments can be considered comparable to components found within Steps Two and 

Six. Again in comparing the two models, the affinity, Assessments, is prominent in the 

institutional transformation system. Its meaning also takes into consideration not only 
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measuring ‘student outcomes’ but also assessing ‘learning outcomes’. CCBC develops learning 

outcomes assessments and common graded assessments projects to determine, “(a.) How does 

this action improve and expand student learning? [and] (b.) How do we know this action 

improves and expands student learning?” (CCBC, 2003, p. 2).  

Major Distinctions in the Two Systems. The data-driven process begins with an 

internal assessment of readiness. The institutional transformation system begins with External 

Constituencies as its primary driver. It may be that the difference in perspectives is driven by 

the maturity in systems development at CCBC and by the dynamics of the context within which 

the college is located. External Constituencies influence priorities of leadership, vision, 

planning, organizational culture, and alignment of resources as described by CCBC 

respondents. The data-driven model is focused on internal work with the exception of 

“including external stakeholders” and environmental scanning inherent in strategic planning. 

Both models assume a systemic approach with a focus on student success. Leadership and 

Vision are both prominent drivers in the institutional transformation system; again, these were 

“subsumed” within the presuppositions and of the initiative and definitions provided in Step 

One of the data-driven process. The meaning of Vision by CCBC respondents is inclusive of 

being learning-centered and focused on student success. Leadership and teamwork throughout 

the institution is emphasized in the data-driven process that distinguishes it from the 

institutional transformation system. Leadership in the institutional transformation system is 

more pronounced as a driver earlier in the model then recurs in the Vehicles for Change and 

Involvement as part of the meaning of these affinities. Strategic Planning is a prominent 

secondary driver in the institutional transformation system, whose meaning is included within 

several of the steps outlined in the data-driven process. Organizational Culture, which appears 

to be partially included in Step One’s supporting activity, “assessing readiness,” varies in 



 395 

 

 

connotation and definition by CCBC respondents to include significant cultural perspectives 

and organizational structure issues which the institution is addressing as it also works on student 

success and closing the gap goals and objectives. The definition of Assessments, as described by 

CCBC respondents, is inclusive of student outcomes measures and learning outcomes 

assessments.  

 

Recommendations and Lessons Shared 

Provided below is the profile of a system and elements likely to contribute to increased 

student success and reduced or eliminated achievement and attainment gaps that have practical 

implications for community colleges undertaking institutional transformation. 

Recommendations and lessons shared are included from respondents as well as from the 

researcher’s observations. 

 

Primary Drivers 

• There is “college-wide commitment to ongoing internal and external assessment” 
(McClenney, 1997; in Roueche, et al., 1997, p. 77). 

• A shared learning- and student-centered vision involves internal and external 
stakeholders in defining and upholding it. 

• Leaders and followers are committed to student success and closing performance 
gaps to achieve equitable outcomes; these values are communicated to internal and 
external stakeholders. 

• A “commitment to systemic thinking is maintained [in which the learning leader] 
believes the world is intrinsically complex, nonlinear, and interconnected” (Schein, 
2004, pp. 401-402). 

• Strategic partnerships are identified and maintained. 

•  “Distributed leadership” (McClenney, 2004b) (i.e., leadership and leadership 
responsibility) is vested and assumed throughout the institution. 
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• The institution is committed to “building and developing cohesive [and diverse] 
teams throughout the institution” (Roueche, et al., 1989, p. 175). 

• Leaders and followers nurture the alignment of institutional and personal values and 
shared purposes. 

• Ethical leadership is prevalent that includes responsibility for “building and 
rebuilding community” (Gardner, 1990, p. 118). 

 

Secondary Drivers 

• Strategic planning is aligned with budget and resources, and involves internal and 

external constituents in the planning process. 

• Leadership demonstrates “the ability to translate future educational needs of a 

community into concrete plans” (Roueche, et al., 1989, p. 115). 

• “The institution emphasizes student learning [and diversity] in its processes for 

recruiting, hiring, orienting, deploying, evaluating, and developing personnel” 

(McClenney, 2003, as cited in McClenney; in Boswell & Wilson (Eds.), 2004, p. 

12). 

• A culture of evidence and inquiry are established in which data are consistently 

used for planning, decision making, and prioritizing; exploration, innovation, 

courage, and risk taking are encouraged and supported. 

• Disaggregated data are used to elicit open and sensitive conversations and to 

evaluate interventions. 

• Institutional policies and practices are assessed; bureaucratic barriers are eliminated 

(McClenney 2004b; Achieving the Dream, 2005). 

• Organizational structures are clearly defined, integrated, and support flexibility and 

adaptation to changing environmental demands. 
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• Data are used to inform external constituencies; alliances are developed that support 

strategic directions. 

• Consistent, continuous, open, communication and feedback is maintained. 

• Best and promising practices are evaluated and incorporated; learning outcomes are 

assessed and documented. 

• Developmental education is comprised of assessment and placement, basic skills 

courses offered in a variety of formats, student success centers [and services] and a 

student success course . . . offered in a myriad of formats to address varying 

learning styles” (CCBC, 2005c). 

• Strategies, services, and interventions support the vision.  

• Students are engaged as responsible and “active participants in the process” 

(Roueche & Baker, with Omaha & Mullins, 1987, p. 123). 

• Professional and team development, coaching and mentoring, intrinsic and extrinsic 

rewards are aligned with vision and values. 

• Constituents are multiculturally and globally aware, respectful of differing 

worldviews, and appreciative of generational perspectives. 

 

Secondary Outcomes 

• Academic interventions and student support services are aligned. 

• Gaps, interventions, assessments, and priorities are examined, refined, and re-

examined. 

• Diversity issues are addressed in the classroom, throughout institution, and in 

extended communities. 
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• Multiculturally relevant learning options are provided that serve a diverse student 

population. 

• Motivated and involved leaders/followers are responsive, pro-active, and 

anticipatory of shifting needs; they are reinforced by professional development, 

shared experiences, and appropriate incentives. 

• Students, faculty, and staff are engaged and persist in achieving aspirations and 

goals. 

• Measurable learning outcomes are aligned with relevant standards and harmonized 

assessments. 

• Critical and independent thinking skills and moral practices are developed. 

 

Primary Outcomes 

• Effective academic and student interventions are aligned with external needs and 

are appropriate for diverse students/lifelong learners. 

• Increased student success, eliminated gaps, equitable learning, achievement, and 

attainment are attained. 

• An open and adaptive learning environment is nurtured and sustained. 

 

Themes for Further Research 

Suggested themes peripheral to this paper that warrant additional research include: (1) 

multiculturally relevant pedagogy and its convergence with globally relevant pedagogy; (2) 

secondary to postsecondary education transition strategies to reduce the need for developmental 

courses in college and to increase successful transitions for students throughout their education 
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and careers; (3) curricula and competencies aligned with relevant standards and harmonized 

assessments designed to improve student outcomes and meet socioeconomic demands; (4) 

organizational knowledge sharing and knowledge management; (5) generational perspectives 

pertaining to expectations of contemporary leadership; (6) integration of hierarchical, integrated 

and open system structures; (7) interdependent business, education, nonprofit, and government 

systems and strategies; and (8) return on human capital investment.  

 

Conclusion 

Significant progress has been made in embedding an institutional culture and 

developing an organizational structure at CCBC since the Maryland legislature mandated the 

merger of the three institutions into a single-college, multi-campus institution in FY 1997-1998. 

Being “a premier, learning-centered institution” (CCBC, 2003, p. 1) has served as a focal point 

to engage the college’s three campuses around this common vision. Strong leadership has 

provided courage and forethought to include commitment to diversity into the college’s 

strategic plan, and to support a vision to “produce improved and expanded learning outcomes 

that reflect no difference in achievement between African American and White learners” 

(CCBC, 2005c, p. 1). A culture of evidence and inquiry are engrained. There is a commitment 

to access, equitable outcomes, quality, and accountability. CCBC provides a model of an 

organization taking a difficult look at itself, examining data, refining interventions and 

assessments, and re-organizing to streamline structures. As it progresses with institutional 

transformation, the college serves as a “Petri dish” in which its growing pains, trials, 

tribulations, and experimentation can be examined by other colleges to draw lessons. CCBC 

serves as an exemplar for its focus, goals, and values; resource capacity and use of data for 
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planning, research, data interpretation, and decision making; information systems infrastructure; 

strategic planning processes; NADE certified developmental education program and culturally 

relevant interventions that are research-based; and student learning outcomes and assessment 

projects that will be essential in preparing for global competitiveness, a diverse student body, 

and addressing the rising demands of accountability. Its people are to be commended for their 

leadership, persistence, dedication, and spirit in taking on the difficult goal of achieving 

equitable outcomes for all learners. 

It seems clear that the leader of the future must be a perpetual learner, which 
will require (1) new levels of perception and insight into the realities of the 
world and into him-or herself; (2) extraordinary levels of motivation to go 
through the inevitable pain of learning and change, especially in a world with 
looser boundaries in which one’s own loyalties become more and more difficult 
to define; (3) new skills in analyzing and changing cultural assumptions; and 
(5) the willingness and ability to involve others and elicit their 
participation.…Ultimately, we cannot achieve the cultural humility that is 
required to live in a turbulent culturally diverse world unless we can see 
cultural assumptions within ourselves. (Schein, 2004, p. 418) 
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Table One: Societal Change 

 

High Skilled and Unskilled Jobs as a Percent of the Workforce, 1988 to 2008
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Source: Bureau of Labor Statistics

Societal Change

 

(U.S. Bureau of Labor Statistics, 2003; in Boggs, 2004) 
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Table Two: GDP Life Expectancy and Literacy 

 
The table shows GDP per person and 
Two measures of the quality of life for 
12 major countries. 
 
 

Country Real GDP per 
Person (1999) 

Life 
Expectancy 

Years 

Adult Literacy 

United States $31,872 77 99 
Japan $24,898 81 99 
Germany $23,742 78 99 
Mexico $8,297 72 91 
Russia $7,473 66 99 
Brazil $7,037 67 85 
China $3,617 70 83 
Indonesia $2,857 66 86 
India $2,248 63 56 
Pakistan $1,834 60 45 
Bangladesh $1,483 59 41 
Nigeria 863 52 63 

 
Source: Human Development Report, 2001, United Nations 
(In Mankiw, 2004, p. 514) 
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Table Three: Average Annual Earnings by Educational Attainment 

College graduates have always earned more than workers without the 
benefit of college, but the salary gap grew even larger during the 
1980s and 1990s. 

 

 1980 1990 

Men 

High school, no college $35,430 $35,770 

College graduates $52,482 $69,421 

Percent extra for college grads +44% +89% 

 

Women  

High school, no college $21,969 $24,970 

College graduates $29,663 $42,575 

Percent extra for college grads +35% +70% 

 

Note: Earnings data are adjusted for inflation and are expressed in 
2000 dollars. Data apply to full-time year-round-workers, age 18 and 
older. Data for college graduates exclude workers with additional 
schooling beyond college. 

 

Source U.S. Bureau of the Census and author’s calculations 

The Economics of Labor Markets 

 
  (In Mankiw, 2004, p. 414) 
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Table Four: Median Annual Earnings by Race and Sex 

 

 White Black Percentage Earnings are Lower 
for Black Workers 

Men $38,870 $30,403 22% 

Women $28,080 $25,107 11% 

% Earnings Are 
Lower for 
Women 
Workers 

28% 17%  

Note: Earnings data are for the year 2000 and applied to full-time, year-round 
workers aged 14 and over. 

Source U.S. Bureau of the Census 

(In Mankiw, 2004, p. 414) 
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Figure One: Education Value Choices Framework 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

EXCELLENCE (1) 
QUALITY (2, 3) 

Enhance quality of life for 
citizens; extend access to 
underserved populations; 
move to academic 
attainment & standards 
defined by state & federal 
authorities 

ACCOUNTABILITY (1)  
EFFICIENCY (2, 3) 

Identifies responsible 
parties; values 
productivity, efficiency, 
control; articulates goals, 
& measures; sanctions & 
performance incentives 
for schools  

EQUITY (1, 2, 3) 
Quality of education a 
child receives should not 
be related to community 
wealth; government 
guards against inequities 
of funding & access - uses 
education as policy; shift 
of finance from local to 
state 

CHOICE 
(1, 2*, 3, 4, 5, 6) 

Preserve freedom of 
choice for citizens (e.g., 
school choice, charter 
schools, vouchers, site-
based management) 
 
*Giving credit to 4 &5 

 

 
 

EDUCATION 
VALUE 

CHOICES 

1) Lovelace (1998, pp. 4-6). 
2) Marshall, Mitchell & Wirt 

(in Heck, 2004, pp. 91-92; 
and in Stout et al., 1995, p. 
6) 

3) Heck (2004, pp. 90-94). 
4) Garms, Guthrie & Pierce (in 

Heck, 2004, p. 90; and in 
Stout et al., 1995, p. 6) 

5) Kaufman (1956)(in Heck, 
2004, p. 90; and in Stout et 
al., 1995, p. 6) 
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Figure Two: Data-Driven Process for ATD: Ten Steps 
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(McClenney, 2004c) 
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Figure Three:  Value Choices Model 

 
 

(Baker, 1998, p. 2) 
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Figure Four:  Overview of Interactive Qualitative Analysis Research Flow 

 The figure below depicts a diagram of the Interactive Qualitative Analysis (IQA) 
research flow (Northcutt & McCoy, 2004, p. 45). 
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Figure Five: Overview of Interactive Qualitative Analysis Working Document Flow 
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APPENDIX A 
 

Where Are We Now? 
The Community College of Baltimore County 

 
CCBC Philosophy: 

 To close the gap, we must not seek to fix our African American learners so 
they “fit in” to CCBC; rather, we must fix ourselves, so that we are better 
able to ensure the success of all learners.  

 If we assume final responsibility for producing student learning for all 
learners, we must adopt effective strategies to close gaps. 

 

Performance Gap Developmental 
Course Gap ’00 – ‘03 

‘00 ‘03 
ENGL 051  12%  13% 1% 

ENGL 051  8%  24% 16% 

RDNG 051  1%  16% 15% 

RDNG 051  5%  18% 13% 

MATH 081  2%  18% 16% 

MATH 081  2%  22% 20% 

MATH 081  1%  17% 16% 

  (McPhail, 2004) 
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APPENDIX B 
 

Core Principles of the Learning College 
 
The learning college places learning first and provides educational experiences for learners 
anyway, anyplace, anytime” (O’Banion, 1995-96, p. 22, emphasis added by author). The model 
is based on the assumption that educational experiences are designed for the convenience of 
learners rather than for the convenience of institutions and their staffs. The term “the learning 
college” is used as a generic reference for all educational institutions.  
 
The learning college is based on six key principles:  
 

• The learning college creates substantive change in individual learners. 
• The learning college engages learners as full partners in the learning process, with 

learners assuming primary responsibility for the own choices. 
• The learning college creates and offers as many options for learning as possible. 
• The learning college assists learners to form and participate in collaborative 

learning activities. 
• The learning college defines the roles of learning facilitators by the needs of the 

learners.  

The learning college and its learning facilitators succeed only when improved 
and expanded learning can be documented [emphasis added] for its learners. 
(O’Banion, 1997, p. 47) 



 415 
 

 

APPENDIX C 
 

Principles and Values of Achieving the Dream: Community Colleges Count 
 

Effective leadership is driven by values. Institutional change succeeds when 
leaders frame inspirational values, engage others to bring the college's actions into 
alignment with those values, and institutionalize new policies and practices that bring 
about positive results.  

Achieving the Dream's institutional change work is grounded in the following 
principles and values about how to promote student success and effective institutional 
change.  
Promoting Student Success  

To achieve high rates of success for all students – and especially historically 
underserved groups – colleges must have a student-centered vision, a culture of 
evidence and accountability and a commitment to equity and excellence.  

Student-centered vision. Helping all students achieve their educational and 
career goals is the "north star" that should guide institutional decisions. Student 
involvement is essential to ensure the college develops strategies that match students' 
needs. 

Culture of evidence and accountability. Colleges should make decisions and 
allocate resources based on evidence of what is working and what is not. A data-driven 
decision-making process is most effective when administrators, faculty, and staff across 
the institution examine evidence and engage in frank discussions about outcomes for 
different student populations. The college then sets measurable goals for improvement 
and uses data to assess its progress. 

Equity and excellence. More students succeed when colleges demonstrate 
commitment to excellent education for all – especially when that commitment emanates 
from top leadership and pervades the entire institution, encompassing faculty, staff, and 
students in all departments. "Equity" does not mean treating all students the same; it 
means creating policies and practices that – to the extent possible – offer each student 
the support he or she needs to succeed.  
Promoting Institutional Change  

Achieving the Dream helps colleges pursue a process of institutional change 
that is based on the following principles.  

• Long-term impact requires change in systems. Systems change is more 
powerful and lasting than add-on programs or projects. When small pilot 
innovations prove effective, colleges should take them to scale and 
integrate them into institutional strategic plans and budgets to ensure 
sustainability and long-term impact.  

• Strategies must be appropriate to the college's circumstances and 
students' needs. After assessing their own strengths and weaknesses, 
colleges need to develop responses that fit their circumstances. That means 
taking models that have proven effective elsewhere and tailoring them to 
address local needs, as well as inventing new approaches. New strategies 
must be tested and assessed to gauge their effectiveness in improving 
student outcomes. 
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• Broad-based participation is essential. New policies and practices are 
most effective when they are developed with participation and support from 
all levels of the institution. Administrative leadership is essential for 
changing college policies, plans, and budgets. Faculty and staff across the 
institution must be involved in designing new approaches, and they must be 
committed to carrying them out. Student involvement is essential to ensure 
that college policies and practices match students' needs. 

• Inside and outside voices must be heard. Institutional change is best 
designed, carried out and sustained when it involves stakeholders from 
outside the institution as well as college administrators, faculty and staff. 
Community involvement is essential for political and financial support and 
long-term sustainability of college programs. Equally important are 
college-community partnerships that augment the college's programs and 
services. 

• Institutional change is both technical and adaptive. To achieve 
substantial improvements in student success rates, colleges must pursue 
institutional change that is both "technical" and "adaptive.” Technical 
change involves applying known strategies to routine problems – for 
example, improving the delivery of student services or instruction. 
Adaptive change goes deeper. It involves building institutional 
commitments and conviction in support of the college's espoused values – 
for instance, cultivating a systemic commitment to the success of all 
students. An institution reflects the priorities, culture, and values of its 
leadership and all its people. Adaptive change uses the creation of shared 
values among all college personnel as a driving force for institutional 
change and systems reform. (Achieving the Dream, 2004a, pp. 3-5) 
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APPENDIX D 
 

Principles of Institutional Transformation 
for Achieving the Dream Colleges 

 
The work of the Lumina Foundation’s initiative on Achieving the Dream will include 
“signature” elements such as its central emphases on strategic focus, data-driven decisions and 
actions, leadership development, organizational learning, coaching, and accountability for 
clearly defined results. Beyond that limited number of clearly delineated “non-negotiables,” the 
expectations stated for participating community colleges and the Achieving the Dream partner 
organizations’ work with them should be driven by principles rather than by prescriptions of 
institutional processes and structures. Key principles of institutional transformation, based on 
extensive work in the field, are summarized as follows: 
 

• Create a student-centered vision (“Achieving the Dream”) 
• Develop related strategies and priorities 
• Commit to regular use of student-centered data in planning and decision 

making 
• Encourage campus-wide participation 
• Promote teamwork across organizational boundaries 
• Encourage constructive problem solving 
• Facilitate distributed leadership 
• Eliminate unnecessary or counter-productive bureaucratic constraints 
• Modify policies, structures, and systems to cause and support change 
• Link plans to the allocation and reallocation of resources 
• Leverage grant funding through the core agenda for change 
• Provide coaching, training, and professional development 
• Celebrate progress and success 
• Celebrate diversity 
• Evaluate outcomes 
• Create strategic partnerships in the community (McClenney, 2004b, 

August) 
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APPENDIX E 
 

Process for Institutional Change in Achieving the Dream 
 

The Achieving the Dream process for institutional transformation presupposes a college has 
certain characteristics and commitments. 

• Its leadership must be strongly and visibly committed to the goal of 
increasing student success. 

• It must be willing to undertake a process of honest self-examination. 

• And it must be prepared to engage in a participatory planning process that 
includes a broad cross-section of faculty, staff, administrators, students, and 
embers of the larger community outside the college. 

The process includes the following steps: 

• Begin work. The college assesses its readiness, forms teams, and frames 
issues for inquiry. 

• Analyze current situation. The college examines data and holds honest 
conversations among administrators, faculty and staff to reflect on student 
outcomes. It gathers input from students and the larger community to help 
diagnose the causes of problems. 

• Set priorities and measurable outcomes. The college chooses priorities for 
action.  

• Develop strategies. The college involves faculty and staff in devising 
appropriate strategies. 

• Implement new policies and practices. These may include concrete changes 
such as strategies to make developmental education more effective, and less 
tangible shifts in attitudes and approaches, such as improving institutional 
research capacity so decisions are based on actual outcomes. 

• Evaluate and institutionalize effective policies and practices. The college 
evaluates the results of its new practices. It expands and institutionalizes 
efforts that prove effective. (Achieving the Dream, 2006) 
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APPENDIX F 
 

Guiding Principles of Sinclair Community College’s 
Assessment Program 

The following general principles were adopted by and have guided the efforts of the Assessment 
Committee of Student Learning and Development. Sinclair's Assessment Principles were 
derived from many sources including literature review and participation in various conferences 
on assessment. 

1. The primary reason for assessment is to improve student learning and development.  
2. The development of an effective, valid assessment program is a long term dynamic 

process.  
3. Top priorities of the assessment program should be founded in the core goals of 

Sinclair's mission statement.  
4. Assessment must involve a multimethod approach.  
5. Assessment of student learning and development is a process that is separate from 

faculty evaluation.  
6. The assessment program is most beneficial when used primarily for making internal 

decisions that seek to improve programs, instruction, and related services.  
7. Assessment program initiatives must include training and related support for faculty 

and staff who are responsible for assessment activities.  
8. Assessment results are not intended to be used punitively against students.  
9. The assessment program will seek to use the most reliable, valid methods and 

instruments of assessment.  
10. Assessment objectives/goals should be stated in terms of observable student 

outcomes, and are generally categorized into one of the following areas:  
 Basic College Readiness  
 General Education  
 Major Areas of Study  
 Career Preparation  
 Personal Growth and Development  

11. Assessment is never an end in itself, but only a means to an end. In education, the 
end is to benefit the student, and assessment is but one of many possible bases on 
which to make decisions regarding admissions, grades, remediation, intervention 
programs, policies, etc.  

12. A comprehensive assessment program is an effective and efficient way to provide 
the database on which to build better instructional effectiveness for all concerned. 
(Sinclair Community College, 2006) 
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Appendix G 

Focus Group Participant Profile Students 
1..  What is your gender? 
 

  Male 
  Female    

2.  How old are you? 
 

  18-21 
  22-24 

  25-44 
  45 or older   

3.  Are you an international student or foreign national? 
 

  Yes    No    
4.  Did you enroll in college within the same year as graduating from high school? 
 

  Yes    No    
5.  What is the highest academic credential you have earned? 
 

  None   High School Diploma 
  GED or other High School Equivalent   Vocational/Technical Certificate 
  Associate Degree   Bachelor’s Degree 
  Master’s/doctoral/Professional Degree  

6.  What is the highest level of education obtained by your: 
 
Mother Father 

  8th grade or less   8th grade or less 
  Some high school   Some high school 
  High School or GED   High School or GED 
  Some community college   Some community college 
  Certificate   Certificate 
  Associate degree   Associate degree 
  Some four-year college   Some four-year college 
  Bachelor degree   Bachelor degree 
  Master’s degree   Master’s degree 
  Doctorate degree   Doctorate degree 
  Unknown   Unknown 

 



 421 
 

 

 
7.  Which of the following have you done, are you doing, or do you plan to do while attending this 
college? 
 

  Developmental reading course   Honors program 
  Developmental math course   Study skills course 
  Developmental writing course   Academic Advising/Planning 

8.  How many TOTAL credit hours have you earned at this college, not counting the courses you are 
currently taking this term? 
 

  None   30-44 credits 
  1-14 credits   45-60 credits 
  15-29 credits   Over 60 credits 

9.  Thinking about your college experience, how would you characterize your enrollment status? 
 

  Full-time 
  Part-time    

10.  At this college, in what range is your overall grade average? 
 

  A    B    C    D    F  
11.  Are you employed? 
 

  Yes    No     
12.  If yes, how many hours do you work each week? 
 

  1 to 5   21 to 30 
  6 to 10   More than 30 
  11 to 20  

13.  Do you have children or other dependents living with you at home? 
 

  Yes 
  No    

14.  What category describes you best? 
 

  Black (non-Hispanic)   Asian or Pacific Islander 
  White (non-Hispanic)   American Indian or Native Alaskan 
  Hispanic   Other (Please Specify)                                 . 
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APPENDIX H 

Focus Group Participant Profile 
Administrators, Deans, and Faculty 

1.  What is your gender? 
 

  Male      Female    
2.  How old are you? 
 

  18-21 
  22-24 

  25-44 
  45-55 

  55 or older 
  

3.  How long have you been employed at CCBC? 
 

  5 years or less 
  5-10 years 

  10-15 years 
  15-20 years   25 years or more  

4.  What is your current position at CCBC? 
  Faculty    Full-time    Part-time     
  Staff 
  Administration 

5.  What is the highest academic credential you have earned? 
 

  None   High School Diploma 
  GED or other High School Equivalent   Vocational/Technical Certificate 
  Associate Degree   Bachelor’s Degree 
  Master’s Degree   Doctoral/Professional Degree 

6.  On which committees do you serve? (Mark all that apply) 
 

  Curriculum and Instruction   Learning/Academic Affairs Council 
  CCBC Vanguard Team   Council of Innovation  Student Learning (CISL) 
  Professional Affairs Council   Learning Outcomes Assessment Advisory Board 

  Task Force on Intercultural 
Competence   Deans’ Leadership Council 

  CCBC Strategic Planning 
Committee   Other (please specify) 

7. What category describes you best? 
  

  African American (non-Hispanic)   Asian or Pacific Islander 
  White (non-Hispanic)   American Indian or Native Alaskan 
  Hispanic   Other (Please Specify)                                 . 
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APPENDIX I 
 

Example E-Mail Invitation to Participate in IQA Focus Group 
 

---Original Message----- 
From: MBMathis@mail.utexas.edu [mailto:MBMathis@mail.utexas.edu] 
Sent: Monday, February 21, 2005 10:49 AM 
To: Invited Participant 
CC: Rose Mince 
Subject: Focus group, Thursday morning, March 17, 2005 
 
I am writing to request your participation in a focus group to be held on Thursday, 
March 17 from 8:30 AM until noon at the CCBC Dundalk campus. 
 
I am a doctoral student with the Community College Leadership Program, the 
University of Texas at Austin. I will be visiting CCBC to learn what factors at CCBC 
contribute to strengthening student success (achievement and attainment), while closing 
the gap for students of color and low-income students. 
 
Chancellor McPhail has approved my holding these focus groups, which are scheduled 
throughout the week of March 14 – 18, 2005.  Rose Mince has graciously been 
introducing me to CCBC and to the people who are vital to the students' success. She 
was kind enough to provide me with your names. 
 
I appreciate your taking time to join the focus group and provide insight into the factors 
and relationships that have contributed to student success. A letter will be forthcoming 
to provide details on logistics for the group. 
 
Many thanks. 
Margaretta Mathis 
Doctoral Student 
Community College Leadership Program 
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APPENDIX J 
 

Example Interview Invitation 
to Administrator, Dean, and Faculty Focus Group Participants 

 
Dear Focus Group Participant: 
 
I am writing to request a time to interview you when I return to CCBC April 
20–22, 2005 to learn your personal thoughts on what has contributed to student 
success at CCBC while closing the gap for African American students, after I 
have had time to review the input from the focus group held in March. Would 
you have time on April 20 to meet for 45 minutes to an hour?  
  
I appreciate your time and insights and look forward to meeting you when I 
next visit CCBC. Please let me know what would work well for you. Many 
thanks.  
  
 
Best regards, 
 
 
 
Margaretta Mathis 
Doctoral Student 
Community College Leadership Program 
The University of Texas at Austin 
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Appendix K 
 

Example Informed Consent Short Form In-Depth Interviews 
IRB PROTOCOL  #2005-01-0067 

 
1. Title :   
Institutional Transformation and Learning at the Community College of  Baltimore College: A Case Study  
 
2.  Conducted By:  
Margaretta Brédé Mathis, Community College Leadership Program (CCLP), Higher Education Administration 
Office, University of Texas at Austin; 512-232-6226 
Dr. John Roueche (Advisor), CCLP- Higher Education Administration, The University of Texas at Austin; 512-471-
7545 
 
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 your participation at any time by simply telling the researcher. 
 
3. Purpose: 
The purpose of this study is to research the key factors at the Community College of Baltimore College (CCBC) that 
contribute to closing the achievement gap for African American students within the context of CCBC improving the 
success (learning and attainment) of all students. 
 
The overarching question for the study follows: 
What institutional changes are taking place at CCBC to close the achievement gap for African American students 
within the context of CCBC improving learning and attainment of all students? 
 
Supporting questions include: 
-How is leadership being practiced at CCBC that is contributing to closing the achievement gap for African American 
students within the context of improving learning and attainment of all students? 
 
-How and why are strategies identified and selected for implementation at CCBC to close the achievement gap for 
African American students within the context of improving learning and attainment of all students? 
 
-How are CCBC leaders fostering collective institutional vision, values, and learning in support of closing the gap for 
African American students within the context of improving the learning and attainment of all students? 
 
4.  If you agree to be in this study, we will ask you to do the following things: 

•  Participate in an in-depth interview with the researcher pertaining to the study. The in-depth interview will be 
scheduled during office hours at CCBC. Five to six volunteers will be selected from each focus groups held for 
this study at CCBC. Participation will be based upon focus group participation and participant availability 
during the dates when the researcher plans to be at CCBC during the dates of March 15-18, April 20-22, May 
13-20, June 1-30, September 12-13, 2005. In addition to focus group participant volunteers, the researcher plans 
to request interviews with members of the Chancellor’s Cabinet, the Board of Trustees, and members of the staff 
and faculty who are involved with the CCBC student success and closing the gap initiatives. 

 
5. Time: 

• Interviews will require approximately 90 minutes per person. 
 
 

6. Risks and Benefits:  
• The risk associated with this study is no greater than everyday life.  
• Practices will be implemented to assure confidentiality; however, a possible risk involves the loss of 
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confidentiality. 
• The potential benefit of the study is to identify critical elements of transformational leadership, institutional 

effectiveness, and institutional and student learning, that could contribute to knowledge that is useful to 
other community colleges. 
 

7. Confidentiality:  
Please note that for studies with audio or video recordings, participants must be told: 

a) interviews or sessions will be audio or videotaped; 
b) tapes will be coded so that no personally identifying information is visible on them; 
c) tapes will be kept in a secure place (e.g., a locked file cabinet in the investigator’s office); 
d) tapes will be heard or viewed only for research purposes by the investigator and his or her associates 

unless prior written consent is obtained; and 
e) tapes will be retained in a secure place for possible future analysis. 
 

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 your 
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 unless written approval is 
obtained from individual focus group and/or interview participants to include quotes attributable to the individual(s). 
(Please see signature lines below.)  
 
Compensation: 

• No compensation will be provided. 
 
Contacts and Questions: 
If you have any questions about the study please ask now.  If you have questions later or want additional information, 
please call the researcher conducting the study.  My name, phone number, and e-mail address are as follows: 
Margaretta Brede Mathis; phone: 512-322-9002; email: mbmathis@mail.utexas.edu. 
If you have questions about your rights as a research participant, please contact Clarke A. 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: ___________________________________________ Date: __________________ 
 
___________________________________________________ Date: ___________________ 
Signature of Person Obtaining Consent 
 
Signature of Investigator: _______________________________ Date: __________________ 
 
We may wish to present some of the tapes from this study at conventions or as demonstrations in classrooms. Please 
sign below if you are willing to allow us to do so with your tape.  

I hereby give permission for the video (audio) tape made for this research study to be also used for 
educational purposes.  
 
Signature: ____________________________________________ Date: _____________________ 
 
We may wish to include some of your quotes from the focus group(s) and/or qualitative interview(s) with the 
researcher in publications, at conventions, or as demonstrations in classrooms. Please sign below if you are willing 
to allow us to include your quotes and attribute them to you. 

I hereby give permission for my quotes from the focus group(s) and/or qualitative interview(s) to be also 
used in publications, at conventions, or as demonstrations in classrooms. 
 
Signature: _____________________________________________  Date: ______________________ 
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APPENDIX L 
 

Research Timeline 
December 2004 – May 2006 

 
Date Activity/Accomplishment 
December 16, 2004 Dissertation Proposal 
December 16, 2004 Interview with CCBC and approval of CCBC as site for case study 
December 17-18, 2004 Submit IRB forms 
January 3 - 7, 2005 Begin document analysis of CCBC 
January 5, 2005 Verify dissertation paperwork submitted (January 6 final date) 
January 11-14, 2005 Initial visit to CCBC to meet constituents and hold informal discussions 

Continue document analysis 
February 1-4, 2005 Work with CCBC chancellor and designee to determine focus group 

participants and interview respondents 
February 1-8, 2005 Develop initial questions for IQA focus groups 
February 10, 2005 Disseminate letters of introduction to potential focus group participants and 

interview respondents 
February 21, 2005 CCBC Chancellor announces resignation 
March 1 – 11, 2005 Prepare summary of Achieving the Dream Coaches’ early Spring 2005 College 

Visit Reports 
March 9, 2005 IRB approval received 
March 11, 2005 Summary of ATD Coaches’ Early Spring 2005 College Visit Report finalized 

and disseminated 
March 12-18, 2005 CCBC Visit 

Conduct two focus groups (March 17 & 18) (two focus groups were re-
scheduled for April) 
Conduct senior leadership interviews 

March 21-April 8, 2005 Analyze focus group data  
Develop initial open-ended IQA interview questions from themes identified by 
focus groups 

April 9-12, 2005 Achieving the Dream Coaches’ Lessons Learned presentation at American 
Association of Community Colleges Convention 

April 15, 2005 Send letter of introduction, logistical information to potential IQA interview 
respondents 

April 21-25, 2005 CCBC visit 
Conduct two focus groups (April 21 & 22) 
Conduct senior leadership interviews 

May 1-15, 2005 Prepare summary of ATD Coaches’ Late Spring (Summative) Visit Report 
May 9-11, 2005 ATD Coaches’ and Data Facilitators’ Workshop 
May 15, 2005 ATD Coaches’ Late Spring (Summative) College Visit Report to be finalized 

and disseminated 
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May 15-21, 2005 Visit CCBC 

Conduct IQA interviews with respondents selected from initial focus groups 
and recommended by CCBC administrators 

June – July, 2005 Prepare for Achieving the Dream Summer 2005 Institute  
Analyze and synthesize in-depth IQA interview data 

June 30, 2005 CCBC Chancellor resignation effective 
June 6-24, 2005 Conduct IQA interviews 
July 29, 2005 Visit CCBC; conduct follow up interview with institutional research director 
July 31 – August 3, 2005 Achieving the Dream Summer Institute 
August 1-13, 2005 Senior leadership interviews at CCBC 
October-November, 
2005 

Finalize data coding 

October 1- 18, 2005 Prepare ATD Coaches’ Early Fall 2005 Report 
October 18, 2005 Summary of ATD Coaches’ Early Fall 2005 Report finalized and disseminated 
November-December 
2005 

Finalize course papers 

December, 2005-
January, 2006 

Prepare Coaches’ Late  Fall 2005 Report 

January 17, 2006 Summary of ATD Coaches’ Late Fall 2005 College Visit Report finalized and 
disseminated 

December, 2005-
February, 2006 

Prepare Chapters Four & Five of dissertation 

April 7, 2006 Submit Dissertation to Advisor 
May 3, 2006 Proposed dissertation defense date 
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APPENDIX M 
 

Example CCBC Senior Leader Interview Protocol 
The Community College of Baltimore County 

 
Purpose of study:  
Identify and describe the critical factors contributing to the successful transformation of The 
Community College of Baltimore County(CCBC) to strengthen student success (learning and 
attainment) while closing the achievement gap for African American students. 

 
What are the key factors at CCBC that contributed to the change in college focus on improved 
student success (learning and attainment)? 

• What is/was the impetus for change? 
• What were the critical variables (internal/external) that contributed to the effort to 

promote institutional transformation? 
• What were the trigger events? 
• What were the sources of perceived need for change?  For you?  For others in the 

institution?  
• Please describe the key elements of the process of institutional transformation at CCBC. 

 
Leadership 
• How were you prepared for this undertaking? 
• Please describe the values and vision you have worked to instill at CCBC. 
• Please discuss LearningFirst 2.0 and why it became the core strategic direction 

of CCBC. 
• What motivated you to initiate LearningFirst 2.0?  
• What motivated you to provide leadership in closing the achievement gap for 

African American learners? 
• As you reflect on insights gained related to the changes at CCBC, what did you 

learn about leadership from this experience? What recommendations do you 
offer? 

 Diversity/ Closing the Gap 
• As a senior leader, how do you embrace diversity and institute it as a value at 

CCBC? 
• How does closing the gap for African American students fit within the context 

of the LearningFirst2.0 strategic direction? 
People  
• What special strategies did you use to get other people involved?  
• Who are the main stakeholders?  
• How did you develop ownership by the faculty? By other stakeholders?  
• How are people reacting to the transformation (LearningFirst 2.0)? 
• How are people reacting to closing the gap initiatives for African American 

students? 
Data and the Culture of Evidence 
• How were data used to inform decisions? 
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• What would you describe as the key steps in building “a culture of evidence? 
• How are data used in planning and aligning priorities and budgets? 
Board Roles and Relationships 
• What do you see as key roles of the Board of Trustees in building a learning-

focused institution?  
• What do you see as key roles of the Board of Trustees in closing the 

achievement gap for African American students? 
• In what ways will the sustainability of the learning-focused transformational 

effort rest with the governing board after your departure?  What can a CEO do 
to ensure that the effort is not tied to his/her tenure at the institution?  

Change and Resistance to Change 
• There is always resistance to change, especially change of the magnitude that 

you have worked to instill at CCBC.  Please describe the primary sources of 
resistance, share your view of the reasons for it, and describe how you have 
dealt with the resistance.  

• What are key barriers to institutional change at CCBC? 
• What key lessons about institutional change have you learned from the CCBC 

experience? 
 
As you worked to promote the evolution of CCBC into a single-college, multi-campus 
institution, what were your motivating principles?  
 
It is my sincere pleasure to be here to document the success of the CCBC journey. What do you 
predict for LearningFIRST 2.0 as the chancellor transitions to new ventures? What do you 
predict for Closing the Gap Initiatives as a change of leadership takes place? 
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APPENDIX N 
 

Example of Achieving the Dream 
Coach’s College Visit Report Form 

 
Please submit your report to UT by April 28, 2006 

 
Date of visit: ____________ 
 
College visited: _______________________________________________State:______ 
 
Name of coach: ______________________  Name of data facilitator: __________ 
 
College team members present at meeting(s) (provide brief narrative description: 
______________________________________________________________________ 
 
Core team members present at meeting(s) (provide brief narrative description):  
 

1.  (a). Describe college’s progress in implementing strategies and institutionalizing its 
work.  

1.  (b). Identify strategies where there has been little or no progress.  
2.  Describe how college is evaluating/assessing its progress on implementing 

strategies. 
3.  (a). Describe how college is broadly engaging faculty in the work of Achieving the 

Dream. 
3.  (b).  Provide an example of best practice in developing faculty engagement. 
4.  (a).  Describe college’s progress in breaking down silos within the institution and 

developing a culture of collaboration.  
4.  (b). Provide evidence of same. 
5.  Provide observations/lessons to share in coaching colleges to foster positive 

institutional change. 
6.  Provide recommendations for improving the entire process in working with 

colleges and partners.  
7.  Requested technical assistance or support for the college or coach (How can 

UT/MDC help?) 
8.  Is this institution working on the assessment of learning outcomes? Describe. 
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APPENDIX O 
 

Memorandum to Irving P. McPhail  
Regarding CCBC Focus Groups 

 
 
 
TO: Irving P. McPhail, Ed.D. 
 Chancellor 
 
FROM: Margaretta B. Mathis 
 
RE: CCBC Focus Groups, March 14 – 18, 2005 
 
DATE: February 14, 2005 
 
 
Thank you again for the opportunity to perform research at The Community College of 
Baltimore County (CCBC) for my dissertation and for the project with the Community College 
Leadership Program (CCLP) at The University of Texas at Austin and CCBC. 
 
I am writing to seek your input for individuals to participate in the focus groups that I am 
scheduling at CCBC the week of March 14 – 18, 2005. I am in contact with Rose Mince who is 
providing me with guidance and will be helping me address many of the logistical questions 
posed at the end of this memo. I am including this information so that you are informed of my 
plans during my visit. 
 
I also request if there is an individual from CCBC who can serve as an assistant facilitator to 
help in taking notes and running the tape recorder during the focus groups. 
 
Focus Group Participants 
 
Five Interactive Qualitative Analysis (IQA) focus groups are planned with 10 - 12 participants 
in each focus group. 
  

Chancellor's Cabinet (Contact: Dr. McPhail and Deborah Dillon) If it is preferable for this 
focus group to be held later in the spring, please advise. I plan to return to CCBC May 16-
19 and/or could return prior to that time to run this focus group. In-depth interviews will be 
scheduled in May.) 
CCBC Student Success Leaders (People who are not on the Chancellor’s Cabinet but who 
serve in key roles in various pertinent areas such as: student services, closing the gap 
initiative, student retention, learning college/ LearningFirst, learning outcomes assessment.) 
Students (Kay McClenney mentioned Alicia Harvey-Smith as a possible contact point for 
the students. I'll need help in getting the word out properly. I may need to provide an 
incentive such as a $10 credit at the bookstore.) 
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Faculty (I suggest full time faculty - to include technical, professional, arts & sciences 
faculty. What/Who am I missing here? Who would serve as the contact to get faculty names 
and contact information?) 
Data Team (Is Ron Heacock the appropriate person to obtain contact information?) 

 
In developing this mix, I am attempting to identify a cross section of those individuals who are 
involved at the system level and those at the campuses – although it is not planned that they will 
necessarily serve on the same focus groups. 
 
Attached is a matrix that includes suggested dates and times for each focus group. I am 
coordinating with Rose Mince to see if there are better suggestions for scheduling. 
 
Criteria for Focus Group Participation 
 

• Knowledge/Involvement in LearningFirst 2.0 
• Knowledge/Involvement in strategic planning (I believe this is a different way of 

expressing the first bullet) 
• Knowledge and involvement in learning outcomes assessment 
• Knowledge and involvement in closing the gap initiatives 
• Racial and gender representation that mirrors student, administration, and faculty 

populations 
• Leaders and resisters  
• Cross representation of campuses 
• Full time faculty (cross representation of full time technical, professional, arts & 

sciences) 
 

Communication with Focus Group Participants 
 
As soon as names and contact information have been provided to me for each of the focus 
groups mentioned above, and dates have been confirmed, I will send an email that will include 
the following information to the participants: 
 

• Letter of introduction and request for participation in a designated focus group 
• Survey and return instructions (students will not receive survey) 
• Date 
• Time 
• Location 
• Refreshments will be provided 

 
Individuals will be selected from the focus group participants as well as from non-participants 
for in-depth interviews that will be held later in the spring. I am scheduled to return to CCBC 
May 16-19 during which time I will hold the interviews. 
 
Draft Agenda 
 
The draft agenda for each focus group follows: 
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• Focus group overview, purpose, and outcomes 
• Participant self introductions 
• Reinforcement of confidentiality 
• Participant profile sheet completion 
• Participant consent form completion 
• Warm up period in which participants engage in discussion of closing the gap initiatives 

at CCBC within context of institutional transformation (what are the factors involved) 
• Participate in IQA mind-map building pertaining to closing the gap (embedded case 

study) 
• Identify factors in closing the gap 
• Identify relationships between factors 

• Reflection/Open-ended questions pertaining to institutional transformation 
  
I plan to schedule approximately four hours for each focus group to include either for breakfast 
or lunch and coffee and/or soft drinks. 
 
Logistical Information and Request for Assistance and/or Input from Rose Mince 
 
I have sent a note to Rose Mince requesting the following input and/or assistance: 
 
Input in determining what time to hold each of the five focus groups during the week, leaving 
out Wednesday, March 16, which I recall is scheduled as a strategic planning day. A draft 
planning matrix is provided below. 
 

• Help in identifying a room where I can hold the focus groups each day. (Should this be 
scheduled at each of the different campuses?) I plan to use masking tape to tape cards 
on the walls – so please factor this into thinking about an appropriate location.  
 

• I plan to bring name tags and table tents, markers, pens, masking tape, folders, and 
writing pads. 

• Information on easels and flip charts that I can use or purchase from the bookstore.  
 

• I plan to pick up food and soft drinks at the market on Sunday. However, is it possible 
for me to contract with CCBC catering instead? If so, who is the contact? As mentioned 
above, I plan to provide breakfast or lunch depending on the time of day for each focus 
group. 

• I will contact the A/V department about borrowing equipment to record the focus 
groups such as (some of this I will bring – but I will coordinate with A/V contact): 

 
• Audio tape recorder 
• Multiple table microphones if available 
• 90-minute audio cassettes (this may be a purchase – I plan to coordinate to find 

out) 
• Extra batteries for the tape recorder 
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• Back-up audio tape recorder with cassettes 
• Laptop for moderator and note taker (I will bring mine)  

 
 

Draft Matrix of Focus Groups Times and Dates, March 14- 16, 2005 
 
Monday  
March 14, 2005 

Tuesday 
March 15, 2005 

Wednesday 
March 16, 2005 

Thursday 
March 17, 2005 

Friday 
March 18, 2005 

8:00 AM – Noon 
None scheduled 
Request meeting 
with Dr. McPhail 

7:30 AM – 11:30 
AM 
CCBC Student 
Success Leaders 

Strategic Planning 7:30 AM – 11:30 
AM 
CCBC Data Team 

8:00 AM – Noon 
 

     
Noon – 4:00 PM 
CCBC Students 

12:30 PM – 4:30 
PM 
CCBC Faculty 

Strategic Planning Noon – 4:00 PM 
CCBC 
Chancellor’s 
Cabinet 

Noon – 4:00 PM 

 
 

CC: Deborah Dillon 
 Rose Mince 
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APPENDIX P 
 

Memorandum to Rose Mince 
Regarding CCBC Focus Groups 

 
TO: Rose Mince 
 Assistant to the Vice Chancellor for Learning and Student Development 
 
FROM: Margaretta Mathis 
 
RE: CCBC Focus Groups, March 14 – 18, 2005 
 
DATE: February 13, 2005 
 

 
Following are notes in preparation for the focus groups I plan to facilitate at CCBC the week of 
March 14 – 18, 2005.  I appreciate your help and thoughts on the issues that I raise below. I plan 
to meet with Kay McClenney tomorrow, obtain your input, and send a note to Dr. McPhail and 
Deborah Dillon on which I will copy you. I plan to seek Dr. McPhail’s guidance on participants 
for each of the focus groups (or an appropriate contact person in addition to yourself), and to 
inform him of my plans as outlined below. 
 
Focus Group Participants 
 
I envision five focus groups with up to 12-15 people per focus group.  (With possible attrition 
and/or busy schedules, I envision ending up with 8-10 participants per focus group which would 
be optimum. If you think everyone will come who is invited, I'd rather shoot for 8-10 
participants per focus group.) 
  

• Chancellor's Cabinet (Contact: Dr. McPhail and Deborah Dillon)  
• CCBC Student Success Leaders, such as you, who are not on the Chancellor’s 

Cabinet but who serve in key roles (I don't have a title to attribute to this) in various 
pertinent areas such as: student services, closing the gap initiative, student 
retention, learning college/ LearningFirst, learning outcomes assessment. 

• Students (I may need to provide an incentive such as a $10 credit at the bookstore - 
ideas? Kay mentioned Alicia Harvey-Smith as a possible contact point for the 
students. I'd need help in getting the word out properly. Suggestions?) 

• Faculty (I suggest full time - to include technical, professional, arts & sciences 
faculty. What/Who am I missing here? Who would serve as the contact?) 

• Data Team (Perhaps Ron Heacock can make suggestions.) 
 
In developing this mix, I am trying to identify a cross section of those individuals who are 
involved at the system level and those at the campuses – although it is not planned that they will 
necessarily serve on the same focus groups. 
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Attached is a matrix that includes suggested dates and times for each focus group. If you think 
that the times should be re-arranged, please advise. 
 
Criteria for Focus Group Participation 
 

• Knowledge/Involvement in LearningFirst 
• Knowledge/Involvement in strategic planning (I believe this is a different way of 

expressing the first bullet) 
• Learning outcomes assessment knowledge and involvement 
• Knowledge and involvement in closing the gap initiatives 
• Racial and gender representation that mirrors student, administration, and faculty 

populations 
• Leaders and resisters  
• Cross representation of campuses 
• Full time faculty (cross representation of full time technical, professional, arts & 

sciences) 
 

Communication with Focus Group Participants 
 

When names and dates have been provided to me for each of the focus groups mentioned above, 
I will send an email that will include the following information to the participants: 

 
• Letter of introduction and request for participation in a designated focus group 
• Survey and return instructions (students will not receive survey) 
• Date 
• Time 
• Location 
• Consent form 
• Refreshments will be provided 

 
(Individuals will be selected from the focus group participants as well as from non-participants 
for in-depth interviews that will be held later in the spring. Presently, I am scheduled to return 
to CCBC May 16-19 during which time I will hold the interviews.) 

 
Draft Agenda 

 
I envision the agenda for each focus group as follows: 

  
• Focus group overview, purpose, and outcomes 
• Participant self introductions 
• Reinforcement of confidentiality 
• Participant profile sheet completion 
• Warm up period in which participants engage in discussion of closing the gap 

initiatives at CCBC within context of institutional transformation (what are the 
factors involved) 



 438 
 

 

• Participate in IQA mind-map building pertaining to closing the gap (embedded case 
study) 
• Identify factors in closing the gap 
• Identify relationships between factors 

• Reflection/Open-ended questions pertaining to institutional transformation 
  

I plan to schedule 4 hours for each focus group either with breakfast or lunch provided as well 
as drinks. The student focus group is anticipated to run for 3 hours since it will not have as long 
as an open-ended Q&A at the end. 

 
Logistics and Request for Assistance or Direction 
 
I will need contact information for invited focus group participants.  

 
I request help in determining what time to hold each of the five focus groups during the week, 
leaving out Wednesday, March 16, which I show as scheduled for the strategic planning day. A 
draft matrix is attached. 

 
I request help in identifying a room where I can hold the focus groups each day. (Should this be 
scheduled at each of the different campuses?) I plan to use masking tape to tape cards on the 
walls – so please factor this into thinking about an appropriate location. 

 
I plan to bring nametags and table tents, markers, pens, masking tape, folders, and writing pads. 

 
Does the college have easels and flip charts I can use or – does your bookstore carry them? 

 
I plan to pick up food and soft drinks at the market on Sunday. However, is it possible for me to 
contract with CCBC catering instead? If so, who is the contact? As mentioned above, I plan to 
provide breakfast or lunch depending on the time of day for each focus group. 

 
I plan to talk to Dr. McPhail and request his input on identifying a person to assist in facilitation 
(help with recording the session, take notes, help with logistics during the meeting). 

 
I will contact the equipment person you previously suggested to see about borrowing equipment 
to record the focus groups including (some of this I will bring – but will coordinate with A/V 
contact: 

• Audio tape recorder 
• Multiple table microphones if available 
• 90-minute audio cassettes (this may be a purchase – I plan to coordinate to find out) 
• Extra batteries for the tape recorder 
• Back-up audio tape recorder with cassettes 
• Laptop for moderator and note taker (I will bring mine)  
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APPENDIX Q 
 

Example IQA Focus Group Agenda 
 

AGENDA 
Focus Group, Team C  

March 18, 2005 
Dundalk Campus – K111 

Community College of Baltimore County (CCBC) 
 
8:30 AM Introductions and overview of morning 
 
8:45 AM Purpose of the study 
 
8: 50 AM Housekeeping 

o Consent forms 
o Participant profile  
o Community college inventory 

 
9:15 AM Group discussion of key factors (affinities) at CCBC that contribute to 

improving the success (achievement and attainment) of all students while 
closing the gap for African American students 

    
10:00 AM Building a mind map (system influence diagram) 
  

o Identification by individual participants of affinities that contribute to 
improving the success of all students while closing the gap for African 
American students  

o Posting affinities identified by participants 
 
10:15 AM Break 

 
10:30 AM Determining relationships (building a mind map continued) 

• Silent categorization of affinities into groups of meaning 
• Group naming and refining 
• Individual identification of relationships between groups 

 
11:30 AM Group identification of relationships 
 
11:40 AM Final thoughts on changes at college focused on improving student success 

while closing the gap 
 
11:50 AM Feedback and wrap up  
 
Noon  Adjourn  
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APPENDIX R 
 

Student Persistence, Learning, and Attainment: 
A Community College Inventory 

Synopsis of Focus Group Participant Ratings of Characteristics 
 

Tally for Focus Groups 3/17/2005, 3/18/2005, and 4/2202005 

Focus Group participants included representation from CCBC administrators, deans, 
and faculty members. CCBC students did not participate in this Inventory.  

Comments from respondents are noted by quote marks. 

Tabulations and comments by Margaretta Brédé Mathis.  

Inventory used with permission by Byron and Kay McClenney. 

PART I ─ VISION, VALUES AND CULTURE 

Characteristic #1: Institution-wide commitment to promoting student persistence, 
learning, and attainment and to equity in educational outcomes for all students 

a. The college has clearly defined its mission, values, and vision, with a central 
emphasis on student persistence, learning, and attainment. 

b. A shared sense of the mission, values and vision is held by individuals and 
groups across the college community.  

c. The institution has made an explicit, public commitment to achieve equity in 
educational persistence and attainment across all student groups. 

d. The college community consistently enacts the high value placed on diversity 
and cultural competence among students, faculty, staff, administrators, and 
governing board members. 

e. In pursuit of its mission, the institution has developed a strong culture of 
evidence. (See Part II).  

f. The institution promotes and supports broad engagement of the college 
community in processes for planning and priority setting. 

g. The institution promotes and supports broad engagement of the broader 
community in processes for planning and priority setting. 

h. Individuals and groups within the institution demonstrate a collective sense of 
responsibility for student persistence, learning, and attainment. 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART I ─ VISION, VALUES AND CULTURE 

Characteristic #1: Institution-wide commitment to promoting student persistence, 
learning, and attainment and to equity in educational outcomes for all students (74 
percent Rated Characteristic as Full or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
1a   1 8 15 96 percent rated practice as full or partial 

implementation.  
1b  1 6 12 4 70 percent rated practice as full or partial 

implementation; 30 percent rated it as marginal 
implementation or under discussion. 

1c   2 5 16 91 percent rated practice as full or partial 
implementation. 

1d   4 16 4 83 percent rated practice as full or partial 
implementation. 

1e   3 10 9 86 percent rated practice as full or partial 
implementation. 

1f  2 10 8 4 50 percent rated practice as full or partial 
implementation; 50 percent rated it as marginal 
implementation or under discussion. 

1g  2 12 7 3 42 percent rated practice as full or partial 
implementation; 58 percent rated it as marginal 
implementation or under discussion. 

1h  1 3 5 15 83 percent rated practice as full or partial 
implementation. 

 

Student Persistence. Learning, and Attainment:  A Community College Inventory 
Kay M. McClenney and Byron N. McClenney 

© 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART II – THE CULTURE OF EVIDENCE 

Characteristic #2: Institutional and individual reflection and action typically 
prompted and supported by data about student persistence, student learning and 
institutional performance  

a. Institutional research and information systems provide systematic, timely, 
useful, and user-friendly information about student persistence, learning, and 
attainment. 

b. The institutional culture promotes willingness of governing board members, 
administrators, faculty, staff and students to rigorously examine and openly 
discuss institutional performance regarding  

i.  student persistence 

ii.  student learning 

iii. student attainment (certificates, degrees, transfer to 4-year institutions) 

c. The institution is committed to cohort tracking of entering students to determine 
rates of attainment and to identify areas for improvement. 

d. The institution regularly collects, analyzes and reports data pertaining to the 
following: 

i.    successful completion of remedial/developmental courses 

ii.   progress from remedial/developmental courses to college-level courses 

iii. successful completion of selected gatekeeper courses (e.g., high-
enrollment/high failure-rate courses such as college algebra, freshman 
composition, anatomy and physiology, etc.) 

iv.  rate of successful course completion for all courses (grade of C or better) 

v.  student persistence – re-enrollment from one term to the next 

vi.  completion of certificates and associate degrees 

e. Data depicting student persistence, learning and attainment are routinely 
disaggregated and reported by student characteristics including: 

i.   gender 

ii.   race/ethnicity 

iii.  income level  

f. The institution regularly assesses its performance and progress in 
implementing educational practices, which evidence shows, will contribute to 
higher levels of student persistence and learning. 
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g. The results of student and institutional assessments are used routinely to inform 
institutional decisions regarding: 

i.  strategic priorities 

ii.  resource allocation 

iii. faculty and staff development 

iv.  improvements in programs and services for learners 

h. Beliefs and assertions about “what works” in promoting student learning and 
attainment are evidence-based.  
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART II – THE CULTURE OF EVIDENCE 

Characteristic #2 Institutional and individual reflection and action typically prompted 
and supported by data about student persistence, student learning and institutional 
performance (77 Percent Rated Characteristic as Full or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
2a  1 3 9 11 83 percent rated practice as full or partial 

implementation. 
2bi  1 7 11 5 67 percent rated practice as full or partial 

implementation. 33 percent rated it marginal 
implementation or under discussion. 

2bii   5 10 9 79 percent rated practice as full or partial 
implementation. 

2biii   3 5 16 88 percent rated practice as full or partial 
implementation. 

2c  3 4 4 12 70 percent rated practice as full or partial 
implementation; 30 percent rated it marginal 
implementation or under discussion. 

2di   1 3 19 96 percent rated practice as full or partial 
implementation. 

2dii   1 7 14 95 percent rated practice as full or partial 
implementation. 

2diii 1  6 7 9 70 percent rated practice as full or partial 
implementation; 30 percent rated it as marginal or no 
implementation. 

2div  2 3 6 12 78 percent rated practice as full or partial 
implementation. 

2dv 1 1 2 8 10 82 percent rated practice as full or partial 
implementation. 

2dvi   2 7 14 91 percent rated practice as full or partial 
implementation. 

2ei   1 7 14 “IR Question.” 95 percent rated practice as full or 
partial implementation. 

2eii    6 16 “IR Question.” 100 percent rated practice as full or 
partial implementation. 

2eiii  3 2 7 2 2 “IR Question.” 
25 percent rated practice as full or partial 
implementation; 75 percent rated it marginal or no 
implementation, or under discussion, noting that Pell 
grant eligibility is used as a proxy. 

2f   1 12 7 95 percent rated practice as full or partial 
implementation. 

2gi  1 7 8 6 61 percent rated practice as full or partial 
implementation; 39 percent rated it marginal 
implementation or under discussion. 
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Characteristic #2 Institutional and individual reflection and action typically prompted 
and supported by data about student persistence, student learning and institutional 
performance (77 Percent Rated Characteristic as Full or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
2gii 1 1 13 6 2 35 percent rated practice as full or partial 

implementation; 65 percent rated it marginal or no 
implementation, or under discussion. 

2giii 1 1 6 10 5 65 percent rated practice as full or partial 
implementation; 35 percent rated it marginal or no 
implementation, or under discussion. 

2giv   7 12 4 70 percent rated practice as full or partial 
implementation. 

2h   4 13 6 83 percent rated practice as full or partial 
implementation. 

Comments:  e3 (Pell eligible) 
 

Student Persistence. Learning, and Attainment:  A Community College Inventory 
Kay M. McClenney and Byron N. McClenney 

© 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART III – STRATEGIC FOCUS, PLANNING 
AND RESOURCE ALLOCATION 

Characteristic #3: Fully integrated processes for institutional evaluation, planning, 
and resource allocation 

a.  The institution has a strategic plan that clearly and succinctly states its goals for future 
development  

b.  The strategic plan is used to guide operational planning for each fiscal year. 
c.  Strategic focus is created through the identification of a small number of clear 

priorities for institutional action. 
d.  The college demonstrates its ability to stop doing things that are off mission, low-

priority, and/or ineffective in promoting student persistence, learning and attainment. 
e. The results of student and institutional assessments are used routinely to inform plans 

for improvement in programs and services. 
f.  Members of the campus community participate extensively in the planning and priority-

setting processes. 
g. Resources are consistently allocated and re-allocated to address priorities identified 

through the planning process. 

Characteristic #3: Fully integrated processes for institutional evaluation, planning, 
and resource allocation (59 Percent Rated Characteristic as Full or Partial 
Implementation) 

Scale / Code 0 1 2 3 4 Notes 
3a   1 5 18 96 percent rated practice as full or partial 

implementation. “The strategic plan is a strength 
of this institution. Dr. McPhail has done an 
awesome job on it.” 

3b   4 7 13 83 percent rated practice as full or partial 
implementation. 

3c   8 9 7 67 percent rated practice as full or partial 
implementation; 33 percent rated it marginal 
implementation. 

3d  5 11 7 1 33 percent rated practice as full or partial 
implementation; 67% rated it marginal 
implementation or under discussion.  

3e  1 8 10 5 63 percent rated practice as full or partial 
implementation; 37 rated it marginal 
implementation or under discussion. 

3f 1 2 9 6 5 48 percent rated practice as full or partial 
implementation; 52 rated it marginal or no 
implementation, or under discussion. 

3g 1 4 13 3 1 18 percent rated practice as full or partial 
implementation;** 82 rated it marginal or no 
implementation, or under discussion. 

Student Persistence. Learning, and Attainment:  A Community College Inventory 
Kay M. McClenney and Byron N. McClenney, © 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART IV – STUDENT LEARNING 

LEARNING OUTCOMES 

Characteristic #4: Clearly defined outcomes for student learning 

a. The institution has clearly defined required student learning outcomes… 

i.   for core abilities/ general education (degree level) 

ii.  for each program/major area 

iii. for each course  

b. Statements of required learning outcomes reflect consensus achieved by 
teaching faculty 

c. Statements of required learning outcomes are congruent with the mission and 
values of the institution. 

d. Statements of required learning outcomes are prominently and publicly 
displayed and communicated. 

 

Characteristic #4: Clearly defined outcomes for student learning (87 Percent Rated 
Characteristic as Full or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
4ai    8 16 100 percent rated practice as full or partial 

implementation. 
4aii    13 11 100 percent rated practice as full or partial 

implementation. 
4aiii  1 2 6 15 88 percent rated practice as full or partial 

implementation. 
4b   6 9 8 74 percent rated practice as full or partial 

implementation; 26 percent rated it marginal 
implementation. 

4c   2 8 13 91 percent rated practice as full or partial 
implementation. 

4d  1 7 11 5 67 percent rated practice as full or partial 
implementation; 33 percent rated it marginal 
implementation or under discussion.   

Student Persistence. Learning, and Attainment:  A Community College Inventory 
Kay M. McClenney and Byron N. McClenney 

© 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART IV – STUDENT LEARNING 

 

LEARNING ASSESSMENT 

Characteristic #5: Systematic assessment and documentation of student learning 

a.  Faculty members have designed and/or identified and implemented an array of 
appropriate assessments of student learning: 

i.   in all credit courses  

ii.  in the program/major area 

iii. in core abilities/general education 

b.  Faculty members have developed common criteria or rubrics that are used in 
ascertaining and documenting each student’s level of attainment of required 
learning outcomes. 

c.  Third-party judgment or validation is routinely incorporated in assessment 
approaches.  

 

Characteristic #5: Systematic assessment and documentation of student learning (78 
Percent Rated Characteristic as Full or Partial Implementation) 

5ai  2 1 14 6 87 percent rated practice as full or partial 
implementation. 

5aii  1 2 15 4 86 percent rated practice as full or partial 
implementation. 

5aiii   2 12 7 90 percent rated practice as full or partial 
implementation. 

5b  2 6 8 7 65 percent rated practice as full or partial 
implementation; 35 percent rated it as marginal 
implementation or under discussion.   

5c 1 3 4 9 5 64 percent rated practice as full or partial 
implementation; 36 percent rated it as marginal or no 
implementation, or under discussion. 

      Comment: 5ai through 5aiii “not enough 
information” 
 

Student Persistence. Learning, and Attainment:  A Community College Inventory 
Kay M. McClenney and Byron N. McClenney 

© 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART IV – STUDENT LEARNING 

LEARNING PROCESS 

Characteristic #6: Student participation in a diverse array of engaging learning 
experiences that are aligned with required outcomes and designed in accord with 
“good educational practice” 

a.  Faculty design curriculum and teaching strategies to ensure alignment with 
required student learning outcomes. 

b.  The college has designed and implemented across-the-curriculum efforts in 
areas such as: 

i.   writing 

ii.  quantitative reasoning 

iii.  technology /computing 

 iv. other (specify:________________) 
c.  Faculty members clearly articulate learning outcomes at different levels of the 

curriculum; consequently, prerequisites are clear and rational, and sequential levels 
are appropriately aligned with one another.  

d.  Faculty members implement diverse approaches to learning that address and challenge 
the variety of learning styles among their students. 

e.  Faculty members document their teaching approaches, and students use the 
information in their selection of courses and other learning options. 

f.  The college has built partnerships with employers and community-based organizations 
leading to hands-on experiential learning experiences for students. 

g.  Students typically participate in opportunities for experiential learning (e.g., service 
learning, internships, cooperative learning).  

h.  Students frequently engage in other active and collaborative learning experiences (e.g., 
learning communities, team learning, problem-based learning, mentoring, peer 
tutoring, etc.). 

i.  Frequent student interaction with peers, faculty and academic/student support staff is 
purposefully incorporated into the design of learning experiences and course 
requirements. 

j.  Course requirements are purposefully designed to promote out-of-classroom learning 
experiences for students (e.g., group projects, faculty conferences, related community 
service, etc.).   

k.  Faculty members routinely identify high-failure-rate courses and undertake 
collaborative re-design of those courses to promote student success while maintaining 
high quality standards. 

l.  The college has developed curricula with explicit career pathways that feature: 
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i.   articulation with secondary school programs 

ii.  strong links between basic skills/ ESL/ developmental courses and college-
level  

     courses 

iii. certificate programs providing the first step to the A.A.S. degree 

iv. articulation with related baccalaureate programs 

m. Expectations regarding students’ responsibilities in the learning process are 
explicitly stated and are communicated to all students by faculty, counselors, 
and fellow students. 

n.  Students frequently engage in self-assessment and reflection on their learning 
processes and goals. 

o. Faculty members provide students with frequent and timely feedback on their progress 
in learning. 

 

Characteristic #6: Student participation in a diverse array of engaging learning 
experiences that are aligned with required outcomes and designed in accord with 
“good educational practice” (67 Percent Rated Characteristic as Full or Partial 
Implementation) 

6a   3 17 3 “High impact courses.” 87 percent rated practice as 
full or partial implementation. 

6bi  2 3 8 10 78 percent rated practice as full or partial 
implementation. 

6bii  3 4 11 3 67 percent rated practice as full or partial 
implementation; 33 percent rated it marginal 
implementation or under discussion. 

6biii  2 2 12 6 82 percent rated practice as full or partial 
implementation. 

6biv  1  1 2 Not calculated due to low percentage completion of 
rating. 

6c   4 15 4 83 percent rated practice as full or partial 
implementation. “I do, but faculty opposes it!” 

6d 1 1 3 16 2 78 percent rated practice as full or partial 
implementation. 

6e 3 4 9 3 1 20 percent rated practice as full or partial 
implementation; 80 percent rated it marginal or no 
implementation, or under discussion. 

6f  1 10 8 4 52 percent rated practice as full or partial 
implementation; 48 percent rated it marginal 
implementation or under discussion.  

6g  2 7 10 4 61 percent rated practice as full or partial 
implementation; 39 percent rated it marginal 
implementation or under discussion. 

6h  1 5 14 4 75 percent rated practice as full or partial 
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Characteristic #6: Student participation in a diverse array of engaging learning 
experiences that are aligned with required outcomes and designed in accord with 
“good educational practice” (67 Percent Rated Characteristic as Full or Partial 
Implementation) 

implementation. “Students do not; it is cool.” (25 
percent rated it marginal implementation or under 
discussion. 

6i  1 12 10 1 46 percent rated practice as full or partial 
implementation; 54 percent rated it as marginal 
implementation or under discussion. 

6j   18 5 1 25 percent rated practice as full or partial 
implementation; 75 percent rated it marginal 
implementation.  

6k 1 6 4 9 2 “LOA Projects.” 50 percent rated practice as full or 
partial implementation; 50 percent rated it marginal 
or no implementation or under discussion. 

6li  1 3 12 8 83 percent rated practice as full or partial 
implementation. 

6lii   2 14 8 92 percent rated practice as full or partial 
implementation. 

6liii  1 2 15 6 “Just started building.” 88 percent rated practice as 
full or partial implementation. 

6liv  1 1 11 11 92 percent rated practice as full or partial 
implementation. 

6m  1 5 12 5 74 percent rated practice as full or partial 
implementation; 26 percent rated it marginal 
implementation or under discussion. 

6n  4 11 5 1 29% percent rated practice as full or partial 
implementation; 71 percent rated it martial 
implementation or under discussion. 

6o   4 11 5 80 percent rated practice as full or partial 
implementation. 
 

Student Persistence. Learning, and Attainment:  A Community College Inventory 

Kay M. McClenney and Byron N. McClenney 
© 2003 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART IV – STUDENT LEARNING 
 

Characteristic #7: Effective developmental/remedial education, tutoring, and other 
appropriate support services for learners who are under-prepared for college-level work  

a.  The institution conducts thorough reviews of current programs for under-prepared 
students to determine student success rates and identify needs for improvement. 

b.  Mandatory assessment and course placement policies have been implemented for 
entering students. 

c.  Exit competencies for developmental education and ESL courses are fully aligned with 
competencies required for success in entry-level college courses. 

d.  Faculty who teach developmental courses do so voluntarily and have undergone 
training in appropriate teaching strategies. 

e.  The college has created learning communities that link developmental courses to 
courses in other disciplines. 

 
 
Characteristic #7: Effective developmental/remedial education, tutoring, and other 
appropriate support services for learners who are under-prepared for college-level work 
(88 Percent Rated Characteristic as Full or Partial Implementation) 

7a  1 3 8 11 83 percent rated practice as full or partial 
implementation. 

7b    3 21 100 percent rated practice as full or partial 
implementation 

7c  2 3 10 7 77 percent rated practice as full or partial 
implementation; 23 percent rated it as marginal 
implementation or under discussion.  

7d 2  1 8 8 “Voluntary – Yes; Training – No.”84 percent rated 
practice as full or partial implementation. 

7e  1 1 13 9 92 percent rated practice as full or partial 
implementation. 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART V – STUDENT AND ACADEMIC SUPPORT SERVICES 

Characteristic #8: A planned array of student and academic support services 
designed in accord with evidence-based best practices for optimal impact on student 
persistence, learning, and attainment 

a.  All college processes (financial aid application, registration, etc.) are student-
friendly. 

b.  A strong and systematic advising system ensures that each student develops an 
academic plan  

c.  The advising process stresses steps toward degree attainment. 

d.  The institution employs informational and instructional technology in ways 
specifically targeted to improve student persistence, learning, and attainment. 

e. Fundraising efforts are focused on providing financial aid to low-income 
students. 

f. Student needs drive class schedule development. 

g. Strong partnerships with K-12 systems ease the transition for high school 
graduates coming to the community college. 

h. Strong articulation agreements with senior colleges promote smooth transfer 
without inappropriate loss of credit for community college students. 
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Characteristic #8: A planned array of student and academic support services 
designed in accord with evidence-based best practices for optimal impact on student 
persistence, learning, and attainment (60 Percent Rated Characteristic as Full or 
Partial Implementation.) 

Scale / Code 0 1 2 3 4 Notes 
8a  1 7 13 3 67 percent rated practice as full or partial 

implementation; 33 percent rated it as marginal 
implementation or under discussion.  

8b  4 10 7 3 42 percent rated practice as full or partial 
implementation; 58 percent rated it as marginal 
implementation or under discussion.  

8c  3 5 10 3 62 percent rated practice as full or partial 
implementation; 38 percent rated it as marginal 
implementation or under discussion. 

8d  1 6 14 3 71 percent rated practice as full or partial 
implementation; 29 percent rated it as marginal 
implementation or under discussion.   

8e 1 4 7 7 3 45 percent rated practice as full or partial 
implementation; 55 percent rated it as marginal or no 
implementation, or under discussion. 

8f  5 9 8 2 42 percent rated practice as full or partial 
implementation; 58 rated it as marginal 
implementation or under discussion. 

8g  2 4 11 7 75 percent rated practice as full or partial 
implementation; 25 percent rated it as marginal 
implementation or under discussion. 

8h  1 6 8 9 71 percent rated practice as full or partial 
implementation; 29 percent rated it as marginal 
implementation or under discussion. 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 
PART VI – PEOPLE OF THE COLLEGE 

 

Characteristic #9: Emphasis on student persistence, learning, and attainment in 
processes for recruitment, hiring, orientation, deployment, evaluation, and 
development of personnel 

a.  The roles of faculty, staff, and administrators are defined in terms of functions 
and behaviors that contribute to student success. 

b.  Staffing patterns and workload arrangements reflect a focus on student 
persistence, learning, and attainment. 

c.  Employment practices reflect high value placed on diversity. 

d.  Personnel recruitment, selection and orientation processes explicitly reflect the 
focus on student persistence, learning, and attainment. 

e.  Systematic evaluation of teaching effectiveness includes evaluation by both 
peers and students. 

f.  At all levels of the institution, personnel evaluation criteria and processes 
reflect a focus on activities and behaviors that contribute to student learning – 
and promote learning by the person being evaluated. 

g.  Reward systems recognize and reward outstanding contributions to improving 
student persistence, learning, and attainment and creating more effective 
learning environments. 

h.  Faculty and staff development opportunities are focused on improvement of 
student persistence, learning, and attainment and informed by the results of 
student and institutional assessments. 
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Characteristic #9: Emphasis on student persistence, learning, and attainment in 
processes for recruitment, hiring, orientation, deployment, evaluation, and 
development of personnel (56 Percent Rated Characteristic as Full or Partial 
Implementation) 

Scale / Code 0 1 2 3 4 Notes 
9a 1 3 7 8 5 54 percent rated practice as full or partial 

implementation; 46 percent rated it marginal or no 
implementation, or under discussion.  

9b 1 6 8 5 3 35 percent rated practice as full or partial 
implementation; 65 percent rated it marginal or no 
implementation, or under discussion. 

9c 1 3 3 8 9 “Diversity is good.” 71 percent rated practice as full 
or partial implementation; 29 percent rated it 
marginal or no implementation, or under discussion.  

9d 1 1 9 8 5 54 percent rated practice as full or partial 
implementation; 46 percent it marginal or no 
implementation, or under discussion. 

9e  1 5 9 8 74 percent rated practice as full or partial 
implementation; 26 percent rated it marginal 
implementation or under discussion.  

9f 1 2 7 12 2 58 percent rated practice as full or partial 
implementation; 42 rated it marginal or no 
implementation, or under discussion.  

9g 1 5 8 7 3 42 percent rated practice as full or partial 
implementation; 58 percent rated it marginal or no 
implementation, or under discussion. 

9h   6 12 5 74 percent rated practice as full or partial 
implementation; 26 percent rated it marginal 
implementation.  
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART VII – LEADERSHIP FOR LEARNING 

Characteristic #10: Leadership behavior consistently reflects the focus on student 
persistence, learning and attainment, as well as equity issues. 

a.  Institutional leaders demonstrate a commitment to strengthening student 
persistence, learning and attainment ─ a commitment that extends beyond 
rhetoric to actions in resource allocation, policymaking, and data-driven 
decision-making. 

b.  The CEO and other institutional leaders frequently use data about student 
persistence and learning to drive decisions. 

 

Characteristic #10: Leadership behavior consistently reflects the focus on student 
persistence, learning and attainment, as well as equity issues. (77 Percent 
Characteristic as Full or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
10a  1 6 10 7 71 percent rated practice as full or partial 

implementation; 29 percent rated it as marginal 
implementation or under discussion.  

10b  2 2 10 9 83 percent rated practice as full or partial 
implementation; 17 percent rated it marginal 
implementation or under discussion.  
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

PART VIII – INSTITUTIONAL POLICY 

 

Characteristic #11: Key institutional policies promoting focus on and accountability 
for student persistence, learning, and attainment. 

a.  Key institutional documents (e.g., mission and vision statements, college 
catalogue, and program descriptions) reflect the focus on student success.  

b.  Academic policies (e.g., provisions for registration, assessment, and course 
placement upon entry, class changes, college orientation, first-year experience, 
feedback on academic progress, etc.) reflect priority placed on student 
persistence, learning, and attainment.  

c.  The governing board has established an explicit policy that calls for closing the 
gap in educational attainment between low-income students and students of 
color in comparison with their peers. 

d.  The governing board regularly examines key performance indicators of student 
persistence, learning, and attainment. 

e.  The governing board supports resource allocation and re-allocation to promote 
improvement in student persistence, learning, and attainment. 

 

Characteristic #11: Key institutional policies promoting focus on and accountability 
for student persistence, learning, and attainment. (81 Percent Rated Characteristic 
as Faull or Partial Implementation) 

Scale / Code 0 1 2 3 4 Notes 
11a   2 7 15 92 percent rated practice as full or partial 

implementation. 
11b   5 11 8 79 percent rated practice as full or partial 

implementation. 
11c  1 1 6 13 90 percent rated practice as full or partial 

implementation. 
11d  2 3 9 10 79 percent rated practice as full or partial 

implementation. 
11e  2 6 10 5 65 percent rated practice as full or partial 

implementation; 35 percent rate it as marginal 
implementation or under discussion. 
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STUDENT PERSISTENCE, LEARNING, AND ATTAINMENT: 
A COMMUNITY COLLEGE INVENTORY 

NOTE ON INSTITUTIONAL ASSESSMENT 
 

Level and scope of institutional effort and accomplishment with regard to these characteristics 
and indicators may be rated in terms of either of the two response scales provided below. Use of 
the numeric scale might be augmented with narrative examples (provided by the institution) 
describing institutional practices and student behavior and reporting pertinent data. And finally, 
campus observers may be trained to conduct interviews, focus groups, and document review as 
part of a third-party process to verify and provide feedback on institutional practices. 

 

RESPONSE SCALE “A” 

[Adapted from Renate Krakauer, Criteria for a Learning College, 2000] 

0. No implementation. There is no evidence that this practice has been 
implemented in the institution. 

1. Under discussion. This practice is being discussed or is in the planning stages. 

2. Marginal implementation. There are isolated examples of this practice in the 
institution. 

3. Partial implementation. This practice is being implemented in some areas of the 
institution in a visible and substantial way. 

4. Full implementation. This practice has been fully implemented across the 
institution. 
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APPENDIX S 

 
CCBC Interview Respondents and Focus Group Participants 

 
SENIOR LEADER INTERVIEW RESPONDENTS 
 
Cabinet Members 
 
Irving Presley McPhail, Chancellor 
Bruce Berman, Vice Chancellor for Institutional Advancement 
Debbie Dillon, Chief of Staff 
Ron Heacock, Vice Chancellor for Technology and Planning 
Andrew Jones, President of CCBC Catonsville Campus and CCBC Extension Centers 
Carol Kefalas, Executive Advisor to the Chancellor for Community Outreach, Board Relations 

and Special Initiatives 
Stephen Kirchner, Vice Chancellor for Finance and Administration 
Dr. Eugenia Proulx, Interim Chancellor at the Community College of Baltimore County; 

previous to this appointment, served as president in the system. 
Dr. Al Starr, Interim Vice Chancellor for Learning and Student Development  
Board of Trustee Members 
Senator Francis X. Kelly, Immediate Past Chairman, CCBC Board of Trustees 
Thomas M. Lingan, Esq., Chairman, CCBC Board of Trustees 
Senior Staff Members 
Gayle Fink, Director of Planning, Research and Evaluation 
Donna McKusick, Senior Director for Developmental Education/Activity Director, Title III 

Grant 
Rose Mince, Assistant to the Vice Chancellor for Learning and Student Development 
 
IQA INTERVIEW RESPONDENTS 
(This List is in addition to individuals who participated in the interviews using the CCBC 

Senior Leadership Protocol.) 
 
Administrators 
Tara Ebersole, Assistant to the Vice Chancellor for Learning and Student Development 
Gayle Fink (interviewed twice), Director, Planning, Research, and Evaluation, Catonsville 

Campus 
Terry Hirsch, Director, Planning, Research, and Evaluation, Essex Campus 
Joy Jones, Learning Assistance Coordinator, Essex Campus 
Dan McConochie, Senior Director, Planning, Research, and Evaluation 
Donna McKusick (interviewed twice), Senior Director, Developmental Education and Activity 

Director, Title III Grant 
Karen Schulz, Learning Assistance Coordinator, Dundalk Campus 
Larry Coleman, Director for Multicultural Affairs and Closing the Gap 
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Deans and Assistant Vice Chancellor 
Michael Carey, Executive Dean, Continuing Education and Economic Development 
May Chen, Assistant Vice Chancellor, Strategic Enrollment Management  
Avon Garrett, Dean, Business, Social Sciences, Wellness, and Education 
Alicia Harvey-Smith, Dean, Learning and Student Development, Catonsville Campus 
Donna Linksz, Dean, Math and Science  
Cindy Peterka, Dean, Learning and Student Development, Essex Campus 
Carol Sullivan, Campus Administrator and Dean, Learning and Student Development, Dundalk 

Campus 
Steve Tanner, Dean, Liberal Arts 
 
Faculty 
Jean Ashby, Coordinator for Developmental Math 
Kelley Costner, Assistant Professor, Reading 
Joan Hellman, Professor and Coordinator, Reading Westside 
Rob Hess, Assistant Professor, Wellness 
Chris Mirbaha, Assistant Professor, Mathematics 
Dawn Pressley, Assistant Professor of Reading, CCBC Essex Campus 
Ingrid Sabio, Assistant Professor of History and Program Coordinator, Women’s Studies 
Timothy Thompson, Associate Professor and Assistant Coordinator of Speech and Mass 

Communication 
Mark Williams, Career Counselor and Retention Specialist 
 
FOCUS GROUP PARTICIPANTS 

 
Focus Group Participants: Institutional Researchers, Administrators, Deans,  
 And Assistant Vice Chancellor 
March 17, 2005 
 
May Chen, Assistant Vice Chancellor for Strategic Enrollment Development   
 
Gayle Fink, Director of Planning, Research, and Evaluation, Catonsville, Campus  
Terry Hirsch, Director, Planning, Research, and Evaluation, Essex Campus   
Tom Knapp, Assistant Vince Chancellor for Finance and Administration 
Mary Landry, Director, Library and Media Services/Interim Coordinator, Catonsville Public 

Services 
George Lavery, Director, Student Success Center, Catonsville 
Dan McConochie, Senior Director, Planning, Research, and Evaluation 
Debbie Ragan, Assistant to the Director of Admissions 
Steve Tanner, Academic Dean, Liberal Arts 
 
Focus Group Participants: Administrators and Deans 
March 18, 2005 
Larry Coleman, Director of Multicultural Affairs and Closing the Gap 
Tara Ebersole, Assistant to Vice Chancellor for Learning and Student Development 
Avon Garrett, Dean, Business, Social Sciences, Wellness and Education  
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Donna McKusick, Senior Director for Developmental Education/Activity Director Title III 
Grant 

Rose Mince, Assistant to the Vice Chancellor for Learning and Student Development 
Carol Sullivan, Campus Administrator and Dean, Learning and Student Development, Dundalk 

 
 
Focus Group Participants: Students 
April 21, 2005 
 
Sher-Rhonda Cabean, Currently attends the Essex Campus; previously attended Dundalk 

Campus 
Issan Ellis, Dundalk Campus, student, previously attended a private school 
Terrie Henry, Essex Campus student 
Patricia Hughes, Essex Campus student, transferred from Morgan State 
Tom Korkpor, Essex Campus student, originally from Nigeria 
Lynnesha Muldrow, Dundalk Campus student, transferred from Coppin State College 
Kinisha Stewart, Essex Campus student 
 
Focus Group Participants: Faculty and Staff 
April 22, 2005 
 
Kelly Costner, Assistant Professor, Reading 
Josette Darden-Obi, Professor, Liberal Arts 
Joan Hellman, Professor and Coordinator, Reading Westside 
Rob Hess, Assistant Professor, Wellness 
Joy Jones, Learning Assistance Coordinator, Essex 
Chris Mirbaha, Assistant Professor, Mathematics 
Dawn Pressley, Assistant Professor, Reading 
Debbie Ragan, Assistant to the Director of Admissions 
Karen Schultz, Learning Assistance Coordinator, Dundalk 
Tim Thompson, Associate Professor and Assistant Coordinator, Speech and Mass 

Communication 
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APPENDIX T 

What Actions Is CCBC Taking to Close the Gap? 

CCBC has looked at national and local studies to track this disturbing trend and has closely 
examined the success rates of our students. This research has helped us determine that the gap is 
a challenge that we must address now. CCBC has pioneered the design of learning-centered 
intervention strategies to address this challenge. These strategies fall into five broad categories.  

Student Support Services  

To give students the support they often need to be successful, CCBC:  

• intervenes to help students to navigate challenges in their lives  
• provides targeted tutoring and supplemental instruction through initiatives such as the 

Student Services Centers, First Year Experience, Summer Bridge Program and Special 
Orientation programs  

• provides peer mentoring  

Institutional Culture  

In order to affirm identity, build community, and cultivate leadership- all important mechanisms 
provoking the sort of change that will close the gap, CCBC:  

• hires faculty and staff who culturally represent the institution's students  
• creates identity and affirmation opportunities by establishing cultural centers, clubs, 

programs, and activities  
• creates safe zones in and out of the classroom, which encourage students to explore 

other cultural experiences by allowing them to safely discuss sensitive cultural issues 
and build social trust  

Instruction  

What happens in the classroom is at the heart of Closing the Gap. To confront the achievement 
gap head-on, CCBC:  

• establishes and maintains high expectations and standards for all learners  
• personalizes instruction  
• encourages faculty to incorporate instructional techniques that are responsive to the 

culture and learning styles of the students  
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Academic Preparation  

To provide an environment in which all students can learn, regardless of academic preparation, 
CCBC:  

• assesses students' skills upon entry to the college to ensure that they receive instruction 
that is both appropriate and challenging  

• provides pre-college experiences and development coursework to bring students' basic 
skills up to college level  

• works with high school systems to better prepare students for post-secondary education  

Professional Development  

To provide opportunities for all faculty and staff to grow in their understanding of the effects of 
race and culture on teaching and learning, CCBC:   

• Offers workshops on racial identify and intercultural communication  
• conducts faculty mentoring and training to address the varied learning styles of a 

diverse student body  
• provides instruction in revamping the curriculum so that it is relevant to a diverse 

society CCBC (2005b) 
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APPENDIX U 
 

CCBC COLLEGE READINESS PROGRAM 
  

The following ‘woven quotes’ are taken from IQA Interviews.  
The CCBC College Readiness program has four major interventions that CCBC has 

developed over the last six years.  
1) As part of the College Readiness program, academic advising occurs in the high school.  
2) We have started to develop curriculum alignment projects with the school system. We 

have an English Standards Committee that is a joint-committee with Baltimore County 
Public Schools and CCBC to talk about what is a ‘C paper’ in college, to define what 
students have to be able to do to write an appropriate paper, and to introduce grammar 
back into the high schools. We developed a college readiness writing course with the 
school system and aligned our developmental writing class with the English curriculum 
in the schools. We had faculty from the school system and the college develop a half-
credit elective course that would be used for students who are considered to be either 
not college ready or on track. If students take the [Accuplacer] test in the 10th grade, 
then they would be assisted in adding that elective class to their curriculum in the 11th 
grade. We promote the course to students when they are in the 11th grade; then 
encourage them to come for college enrollment in the 12th grade to accumulate college 
level coursework. Next summer, we are developing college readiness reading and 
college readiness math classes that will be very similar, so that we will be able to 
support the basic skills in the high school.  

3) Parallel [dual] Enrollment Program (PEP) has been developed to increase the number 
of African American students participating in the assessment component and to increase 
the number of students that are participating in PEP. Our African American student PEP 
enrollment is very low. We just received a federal earmark grant that will help us to 
work with three of the county high schools that have large populations of African 
American students. The earmark is going to allow us to hire a part-time counselor in the 
schools to work with the counselors, provide an orientation for the parents, and make an 
effort to raise money through our foundations to help with scholarships for these 
students to enroll in PEP. We think that that is definitely a link to the Closing the Gap 
Initiative. 

4) We offer a career day. After students assess in the 10th grade, we try to bring them back 
as juniors for a career day where we help them through a career inventory to explore 
career choices, knowing that if students are more decided in terms of career and college 
major that they tend to be more successful when they start at college. We have data that 
support that we have been able to improve college readiness skills and increase the 
college going rate of the participating high schools. (CCBC, IQA Interviews, 2005) 
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