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Although nearly forty years of research has revealed and confirmed practices 

related to developmental student success, many developmental programs have failed to 

provide effective intervention.  In an effort to organize for developmental student 

success, Tyler Junior College restructured its developmental program to reflect the needs 

of their underprepared students and research proven best practices.  In one year, they 

were able to document dramatic results in improved student success.  The purpose of this 

research was to understand the experiences of those involved in changing this 

developmental program and to generate a theory which explained how they improved the 

program’s effectiveness.   

Three basic research questions guided this information gathering process:   

1. What were the experiences of the administrators, faculty and support staff

in improving a developmental education program?
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2. What were the relationships among the experiences of the administrators,

faculty and support staff in improving a developmental education program?

3. How did the perceptions of the administration, faculty and support services

staff compare?

By using the protocol of Interactive Quantitative Analysis, this case study 

provided an opportunity for those involved in making these changes to tell their stories.  

These rich descriptions of experiences and perceptions were synthesized into a theory 

that described how they improved the program’s effectiveness.  When compared to 

related contexts, the results could be useful for making similar transitions elsewhere.   
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Chapter One 

Introduction 

In a recent article in the Community College Week’s Point of View, Mark 

Blaauw-Hara, an English professor from a small community college in northern 

Michigan, wondered if his efforts have had much effect.  As he looked across his 

developmental writing class, he questioned why there were again more empty seats that 

night than last week.  His anxiety increased as he considered whether many of the 

remaining attendees would pass the course.  And even if they did pass, would they be 

prepared to succeed in the “regular” writing course next semester?  As he recalled his 

efforts to encourage class attendance, improved writing skills, and the necessities for 

college success, he was progressively less sure if anything had made a difference for 

these students.  Scanning the room, he empathized with the single mom who needed to 

improve her job skills while she worried about who she could leave her kids with so that 

she could go to class.  There was also the recovering addict who struggled to resist in-

class peer-pressure, and the 18 year-old whose father expected him to neglect his school 

work to help with the family business.  Mark realized that poor writing skills weren’t the 

only problems they were grappling with; they also had complicated lives that intruded on 

their education, and they had little idea of how to be students (Blaauw-Hara, 2004, p. 4).  

As indicated in the title of his article, he knew that his students, like many other 

developmental students, were “Adrift in Uncharted Waters”.  And even if they did 

improve their basic skills enough to pass the course, it would do little to alleviate their 
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immediate family and financial needs.  He admitted within himself the frightening truth, 

“I don’t know exactly what will help them succeed, and they don’t know either” (p. 5).   

The road to success for Mark’s students, and for the other 2.5 million 

underprepared students enrolled in developmental courses around the country (Boylan, 

1999), has often been paved with hardships and obstacles that have prevented many from 

reaching their destinations (Roueche, & Roueche, 1993, 1999a).  Many of these students 

have carried heavy financial, personal and family burdens while they tried to gain many 

needed academic skills.  Their prior education had unfortunately left them unprepared for 

either work or college as they faced uphill battles against illiteracy and poverty, as well as 

their own inner struggles fueled by self-doubt and fear of failure.   

An increasing number of underprepared citizens have looked to higher education 

to bridge this gaping educational void.  Undoubtedly, there has been a great need for 

institutions of higher education to provide effective developmental education (Astin, 

1985; Boylan, 1995; Cohen & Brawer, 1996; McCabe, & Day, 1998; Roueche & 

Roueche, 1993; Roueche, Ely & Roueche, 2001).  More than any other educational 

institution, community colleges have added this difficult charge to their missions which 

have embodied the value of every human being and the commitment to help each person 

reach their full potential (Cohen, & Brawer, 1996; Roueche et al., 2001).  It is for these 

humane ideals that open-door colleges “continue to struggle to reduce barriers to higher 

education, to meet students where they are, and to develop a curriculum to meet 

expanding personal, economic, and societal needs” (Roueche & Roueche, 1993, p. vii).   
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Yet, egalitarian instructors, like Mark, who have held to the ideal of higher 

education’s availability to the masses, have also faced the difficulty of providing the 

additional help needed to ensure that all students have the opportunity to succeed.  This 

has been the community college’s greatest strength but also its greatest challenge.  

Unfortunately, many of these students have not received adequate remediation and have 

left higher education with unrealized potential (Boylan & Saxon, 1998, 1999a; Parker & 

Ratliff, 1998; Roueche & Roueche, 1993).  “In short, the odds [were] that the remedial 

student [wasn’t] any better off academically after his college experience” (Moore, 1970, 

p. 3).

Community college developmental programs have received enormous criticism 

for decades due to their ineffectiveness and unacceptably high rate of student failure 

(Boylan, 1995; Ignash, 1997, Roueche et al., 2001; Roueche & Roueche, 1999b).  For 

most community colleges, these claims of ineffectiveness could be neither readily 

supported nor refuted due to poor effectiveness documentation (Roueche, Johnson & 

Roueche, 1997a).  In fact, “the majority of community colleges [did] not know how 

effective their remediation [was] because they [did] not assess it, or [did] not want to 

know” (Roueche & Roueche, 1999a, p. 27).   

Regrettably, the community college has been unable to make good on the open-

door’s implied promise of educational success for all by having failed to provide 

effective intervention and remediation for underprepared students (Casazza & Silverman, 

1996; Maxwell, 1997; Roueche & Roueche, 1993).  Developmental education, at its 

worst, has served as a revolving door to many students unable to survive college rigor 
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without effective intervention; however, at its best, exemplary developmental programs 

have served as a port of entry to many students wishing to realize their academic goals.  

Therein lies the community colleges’ challenge of balancing the need for open access and 

the responsibility of academic excellence (Roueche & Baker, 1987).   

 These seemingly bipolar goals of access and excellence have not been easily 

addressed by most institutions in higher education.  Colleges and universities have 

generally opted to excel in either one or the other.  Some have chosen to restrict access to 

better prepared students in order to ensure high academic excellence while others have 

opted for unrestricted access, but offer little evidence of academic success, especially for 

underprepared students (Maxwell, 1997; Roueche et al., 1997a; Roueche & Roueche, 

1993).  Ideally, it is possible for community colleges, with their egalitarian mission and 

commitment to quality teaching and learning, to balance these two weighty issues by 

offering quality remedial education.  It has been said that remedial education is the 

“fulcrum that balances colleges’ commitment to excellence with student access and 

success” (Roueche & Roueche, 1999a, p. vii).  If community colleges are to excel equally 

in these dual imperatives, then they must take a hard look at their developmental 

education programs and commit to dramatic results.   

 Developmental educators, who have asked themselves how they can better help 

underprepared students succeed, are not without answers.  Diligent research has revealed 

practices of successful programs.  Dating back over 35 years, volumes of research on best 

practices have recommended program components known to result in effective 

developmental education (Casazza & Silverman, 1996; Cross, 1976; Boylan, 1999; 
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Boylan, Bliss & Bonham, 1997; McCabe & Day, 1998; Roueche, 1968; Roueche & 

Baker, 1987; Roueche, Ely & Roueche, 2001; Roueche & Roueche, 1993; Roueche & 

Snow, 1977).  The efforts of these exemplary programs have been widely published and 

referenced over the years.  Yet oddly, most community colleges have not implemented 

these best practices (THECB, 2004b).  “It is ironic that our colleges have failed to learn 

from the successes and failures of others” (Roueche & Roueche, 1999b, p. 15).  

Developmental education has been plagued with the problem of moving from research 

on good practice to widespread good practice.  “If any of this [research] is to have any 

effect, however, it must also be translated into action.  In essence, the professional 

community of developmental educators must take a stand” (Boylan, 1999, Promoting, 

para. 1).    

One college, in an effort to organize for developmental student success, took the 

challenge of restructuring its developmental program to reflect both the needs of their 

underprepared students and research-proven best practices.  In as little as one year, they 

were able to document results in improved student success.  It is this developmental 

program that is the focus of this study.    

The Case under Study 

In the fall of 2002, Tyler Junior College (TJC), an east Texas community college 

with an enrollment of over 8,400, was the largest single campus community college in 

Texas.  Prior to the restructuring of the developmental program, TJC was enrolling a 

large population of underprepared students with varied high-risk characteristics, but was 
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only able to document marginal or poor effectiveness in preparing these students for 

success in college courses (Tyler Junior College Developmental Education Committee 

[TJCDEC], 2002).  Many students came to TJC lacking basic college preparedness and 

the developmental enrollment had reached almost 3,000.  In fact, 55% of all students 

entering TJC for the first time were underprepared for college-level courses and enrolled 

in at least one developmental course.  Two-thirds enrolling in developmental math 

courses (TJCDEC, 2002). 

When compared to state averages, a disproportionate percentage of TJC students 

fell into academic and economic high risk groups.  For example, while 33% of all 

community college students in Texas were considered academically disadvantaged, 47% 

of TJC students fell into this high risk category (Texas Higher Education Coordinating 

Board [THECB], 2003d).  TJC students did not fair well when compared to their 

statewide counterparts in economic disadvantage either.  While 23% of all community 

college students in Texas were deemed economically disadvantaged, 26% of all TJC 

students struggled with this financial and educational barrier to success (THECB).   

Adding to the academic challenge, TJC’s district service area included high 

schools identified by high-risk indicators.  Sixty-seven percent of TJC’s feeder public 

high schools ranked in the bottom half of all Texas high schools based on Texas 

Academic Knowledge and Skills (TAKS) standardized test scores (PSK12, 1999).  The 

pool of potential TJC students contributed by the Tyler Independent School District 

(TISD) was replete with high-risk factors.  According to the Texas Education Agency 

(TEA), TISD fell behind state averages in graduation rates, percentage of students who 



7

took advanced courses, and students taking national assessments such as the ACT or SAT 

examinations.  The only factors TEA noted where TISD surpassed state averages were in 

dropout rates, economic and academic disadvantage, limited English proficiency, and 

special educational needs (TEA, 2003).  Not surprisingly, the majority of those high-risk 

students who chose to attend TJC enrolled in developmental courses (TJCDEC, 2002).         

While developmental enrollments at TJC were high, success rates were 

unacceptably low.  One measure of this success is completion of developmental courses.  

On average, about 60% of developmental students around the country successfully 

complete their developmental courses, depending on the subject area (Boylan & Saxon, 

1999a).  At TJC, only 39% of developmental students successfully completed their 

courses (TJCDEC, 2002).   

Another measure of success is developmental student completion of first related 

college-level courses.  Both state and national research has found that 80% of students 

who successfully complete their developmental education courses also successfully 

completed their first related college-level course (Boylan & Saxon, 1999a).  At TJC 

however, depending on the subject, only 25-51% of students who successfully completed 

their developmental courses also successfully completed the subsequent college-level 

course (TJC, 2001).  Data were even more disappointing when looking at the entire 

cohort of students who began in developmental courses, including those who either did 

and did not complete their developmental course sequence.  Only 15% of all students 

beginning in developmental courses at TJC were able to acquire the skills needed to 

complete their first subsequent college-level course (TJCDEC, 2002).  The outcomes for 
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the most seriously unprepared were even more disheartening with less than 2% 

successfully completing their first subsequent college-level course (TJC, 2000). 

To address this lack of developmental student success, the president of TJC 

declared war on remediation and issued the charge of designing a “data and research 

driven comprehensive developmental education plan” with the long-term end goal “that 

all developmental students would be as likely to succeed as those not required to take 

developmental courses” (TJCDEC, 2002, p. 2).  During the spring semester of 2002, the 

newly constituted Developmental Education Committee collected institutional data, 

consulted national research and designed the Tyler Junior College 

Developmental/College Preparatory Plan.   

The Tyler Junior College Developmental/College Preparatory Plan 

Charge to the Developmental Education Committee:  By the end of spring 2002, 

design a data and research driven comprehensive developmental education plan that 

included specific short and long-term courses of action and indicators of effectiveness. 

The planning should begin by identifying the characteristics and academic needs of 

developmental students.  The long term goal was that all developmental students will be 

as likely to succeed as those not required to take developmental courses.  

Definition of Terms:  This plan made a deliberate attempt to change the way the 

institution thought and talked about education for underprepared students at TJC.  The 

vocabulary throughout this document was noticeably shift away from using the terms 

remedial (which implies student deficits) and developmental (which refers to programs 



9

based on developmental growth theories) but will begin moving toward using the term 

college preparatory, which takes the student development approach one step further by 

indicating the purpose of developmental education—preparation for college.  College 

preparatory then indicates intervention efforts based on developmental theories designed 

to help academically underprepared students gain the skills necessary to succeed in 

college courses.     

At Tyler Junior College, our goal is to ensure that students experience 

extraordinary learning success in their earliest encounters with the college and establish a 

solid foundation for success in future learning.  According to the President’s charge, the 

Developmental Education Committee designed the following blueprint for creating and 

expanding learning-centered strategies designed to ensure the success of college 

preparatory students.  The recommendations were based on the needs of TJC students and 

the best practices in effective developmental education from around the country.  From 

this research, four topics emerged as components of developmental/college preparatory 

programs are make a difference in student success: program evaluation, a centralized 

organization, comprehensive instruction and services, and classroom techniques based on 

student learning needs.  These four components drove the following recommendations to 

improve college preparatory student success at TJC.   

Students around the country struggle to gain skills needed to survive in college.  

To address this academic gap, colleges offer preparatory instruction to 2.5 million 

students each year, yet few are able to boast of extraordinary results.  This planning effort 

was dedicated to understanding the needs of underprepared students at TJC and to 
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designing a set of recommendations to meet those needs.  Therefore, the institution began 

by investigating what they knew about college preparatory students and their needs.  

  Observation #1:  Many students came to college lacking basic college readiness 

and the numbers are likely to increase.  Nationally, 41 percent of entering community 

college students are underprepared in basic skills.  At TJC, 55 percent of all new students 

were not prepared to succeed in college courses.  In fall 2001, almost 3,000 (34% of the 

total student body) were enrolled in college preparatory courses.  While college 

preparatory students were currently a significant population, community college 

enrollments, especially college preparatory enrollments, were predicted to skyrocket.  At 

TJC, the number of students required to enroll in college preparatory courses was 

predicted to increase from 34 to 50 percent of the total enrollment by 2015.  Nationally, 

the largest growth areas in the population were minority groups.  African-American and 

Hispanic groups were already overrepresented (relative to their representation in the total 

enrollment) in preparatory courses.  It was expected that minority populations enrolling 

in college preparatory courses would continue to grow.  At TJC, 43% of all college 

preparatory students, and 62% of all seriously unprepared students (enrolled in the lowest 

levels of course work) are minorities, as compared to the 28 percent minority 

representation college-wide.       

Observation #2:  For many students, the lack of academic preparation was great.  

Of the nearly 3,000 college preparatory students, approximately 1,200 were required to 

enroll in the lowest levels of college preparatory course work.  Success rates were 

unacceptably low for these seriously unprepared learners: in community colleges across 
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the nation, about 60 percent of all college preparatory students, and only 20 percent of 

seriously unprepared students successfully completed their college preparatory course 

work.  At TJC, 36% of all college preparatory students successfully progressed to their 

first college course.  Less than half of all seriously underprepared students successfully 

completed their first college preparatory course.  The majority of these students were 

enrolled in the lowest level Mathematics college preparatory course and less than two 

percent successfully completed their first college level course.   

Observation #3:  The challenge of college often went beyond academic needs.  

When compared to their more prepared colleagues, college preparatory students were 

more likely to carry additional socio-economic burdens.  Nationally, there was an over-

representation of first generation, low income, self-supporting, single parent, and full-

time employed students enrolled in college preparatory course work.  These life 

circumstances made it difficult and, at times, impossible for students to succeed in 

college.  At TJC, approximately 30% of college preparatory students were economically 

disadvantaged, 7% were single parents, 43% were members of minority groups, 76% 

were enrolled as full-time students, and their average age was 22.              

In an attempt to address these needs of college preparatory students at TJC, the 

Developmental Education Committee submitted the following recommendations: 

Recommendation # 1:  Evaluate Effectiveness.  Conduct a thorough assessment 

of college preparatory students and the effects of college preparatory activities to be used 

for evaluation and improvement of student learning.  Those programs that had a strong 

evaluation component and use the data to plan for improvement were most successful 
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with college preparatory students.  Their students were more likely to stay in college and 

finish their preparation for college when they were enrolled in programs that evaluate 

student progress.  Some form of assessment was present on most college campuses; 

however, most of these evaluation efforts were incomplete and ineffective for causing 

change.  If TJC continued to accept the challenge of maintaining both open access and 

academic excellence, then they must take a hard look at college preparatory student 

success and commit to dramatic results.  TJC deemed their efforts successful only when 

college preparatory students became successful college students and reached their 

educational goals.

Every college preparatory service that was provided by TJC began by considering 

what students needed to be successful.  The first step was to design a systematic approach 

to evaluating student needs.  Student success data was collected and used for program 

improvement.  Core indicators of college preparatory student success included course 

completion, progression to subsequent courses, college preparatory sequence completion, 

successful TASP completion, and student satisfaction.  Additionally, since the primary 

purpose was to prepare students for college-level courses, effectiveness indicators 

included data on the successful completion of subsequent college-level coursework, 

program completion, degree completion, and performance on licensure exams.  Other 

evaluation data that was helpful in planning should include student demographic 

information, enrollment trends and projections, and high school preparedness data.  See 

Appendix A for assessment data.   
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Recommendation #2:  Increase Organizational Coordination.   Implement a 

centralized college preparatory education program based on student needs.  A long 

history of evidence demonstrated the significant relationship between centralized 

organizational structures and success with college prep students.  The programs that were 

making the greatest impact on college prep student success offered all courses and 

services under a single administrative unit with its own administrative leader, who plans, 

coordinates, and allocates funds for instruction, advising and other support services.  The 

strength of a centralized program is in the increased coordination and communication 

among those responsible for the success of college prep students.   

Intervention efforts for college preparatory students were coordinated through one 

administrative unit.  Such a unit needed to be included in the TJC organizational 

structure.  This centralization would pull together the college’s efforts and personnel 

responsible for all college preparatory activities.  TJC developed a position that is 

ultimately responsible for college preparatory student success and coordinated a variety 

of instructional and support services designed to meet the unique needs of these students.  

It was recommended that this position report directly to the President and hold the title of 

an Academic Dean.  This individual supervised all college preparatory faculty, staff, and 

advisors, coordinated with support services, managed the budget and schedule, and 

measured the effectiveness of the program and planned improvements.  The Dean 

collaborated with faculty in the adoption of statements of philosophy and mission 

describing what they hold to be true about college preparatory education and what 

students should expect from their participation.  Next, this increased college preparatory 
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activity required additional personnel support.  These individuals were responsible for 

providing assistance for the special needs within the college preparatory student 

population.  These new positions included developmental advisors, an additional tutor, 

and support staff.  To facilitate campus-wide communication, a coordinating committee, 

comprised of representatives from areas around campus that serve college preparatory 

students, could be established.   See Appendix A for suggested job descriptions, a white 

paper on learner-centered learning frameworks, and suggested philosophy and mission 

statements. 

Recommendation #3:  Provide Instructional and Support Options.  Create as 

many options for instruction and support as possible to meet the diverse needs of college 

preparatory students.  A program that accommodated individual differences in learning 

styles, learning rates, aptitudes, and prior knowledge while maintaining educational 

quality best serves underprepared students.  New research on how the brain learns, 

multiple intelligences, and learning styles confirms the notion that each learner is highly 

complex and uniquely individual.  It follows then that the best programs responded to this 

learning diversity by providing as many learning options as possible.      

A comprehensive approach to the complex needs of college preparatory students 

had the greatest potential for success.  Support services were primary components of 

effective college preparatory programs.  Ideally, the complete array of instruction and 

support would be integrated to provide the most efficient and effective support for 

students.  Together, these academic and support services created a comprehensive college 
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preparatory program that cultivated meaningful academic and social connections to the 

college that positively affected student success and retention.   

Learning options were designed and offered based on the documented needs of 

college preparatory students at TJC.  Some instructional alternatives included mastery 

learning, flexible completion times, computer-aided curriculum, individualized 

instruction, learning communities (paired courses attended by cohorts of students), 

instruction in learning skills and ongoing orientation.  Additionally, the ratio of sections 

taught by full and part time college preparatory faculty, currently 60:40, were planned to 

match that of the overall college average of 77:23.  It was further recommended that the 

size of college preparatory classes, currently 25, should match or fall below the overall 

college average of 21.     

Support service options were purposefully integrated with instruction and include 

expanded tutoring by trained tutors, supplemental instruction, additional diagnostic 

testing for special populations, open labs for academic assistance provided by both 

faculty and professional tutors, as well as developmental advising and counseling 

services.  Whenever feasible, pilot testing of these learning and support options were 

conducted with a relatively small group of students to measure the effective 

implementation and provide information for determining further expansion.  A 

coordinated effort with area high schools was created to offer TASP prep workshops, pre-

college preparatory instruction and summer college preparatory instruction for high 

school students.  All of these options were supported by effective mandatory assessment 

and placement procedures that were periodically reviewed.  See Appendix A for specific 
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recommendations concerning assessment, placement, orientation and learning 

communities, and a recommended syllabus for a Learning Frameworks course.     

Recommendation #4:  Implement Learning-Centered Classroom Techniques.  

Design and implement faculty development activities that focus on increasing success 

rates of college preparatory students.  The most effective instructors in preparing 

students for college success understood the importance of meeting unique learning needs.  

These successful educators realized that their role was not limited to teaching course 

content but was extended to facilitating student learning.  They were aware of the 

complexity of the college preparatory population, had a broad repertoire of teaching 

techniques that enables them to match learning needs with instruction.  Successful 

college preparatory educators wanted to teach underprepared students and believe that 

these students can learn.  They recognized that the needs of college preparatory learners, 

who were less likely to learn in classrooms taught in the traditional manner, required 

enormous skill and knowledge in facilitation of learning.    

 Since the instructor was key to program effectiveness, every college preparatory 

instructor was recommended to participate in professional training specifically designed 

for addressing the needs of the college preparatory learner.  Such a professional 

development plan focused on providing a background in learning theory and instructional 

methodology combined with practical demonstrations of instructional skills including 

planning, organizing, evaluating, motivating, using technology, and developing various 

instructional strategies.  The professional development plan should also include non-

academic and support issues to holistically approach student learning needs.   It was 
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recommended that a summer academy for all developmental instructors and support staff 

be designed and implemented.  In addition, it was recommended that college preparatory 

administrators and lead faculty earn developmental education certification or its 

equivalency as soon as feasible.  See Appendix A for techniques that were proven 

successful with college preparatory programs, instruction and research in developmental 

education as well as data used in making these recommendations, suggested mission 

statement, and job descriptions for new college prep positions. 

Initial Results 

Following the Committee’s recommendations, TJC conducted a thorough 

assessment of underprepared students and the effects of the newly established centralized 

School of College Preparatory Studies.  The new College Prep Dean, Associate Dean, 

and the President, hired a new set of full time faculty dedicated to teaching 

developmental education exclusively.  Some of the previous developmental faculty were 

“re-hired” as new College Prep faculty, while others chose to return to teaching college 

level courses.  All new College Prep faculty were purposefully selected based not only on 

their content field mastery and teaching skills, but ultimately only those faculty who 

demonstrated a desire to teach underprepared students and believed that all students can 

learn were offered college prep faculty positions.  These new College Prep faculty along 

with new students services staff increased the instructional and support services available 

to underprepared students.  Additions to the services personnel included counselors, 
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professionally trained tutors, teaching assistants, student support technicians and a 

retention specialist.  For job descriptions, see appendix A.     

After initiating the plan, the program immediately improved its effectiveness and 

many more developmental students completed their courses and earned better grades 

(TJC, 2004).  In accordance with the statewide standardized measures, TJC defined 

completion rates as the percentage of students who finished the course without 

withdrawing (TJC, 2003c).  When compared to completion rates prior to the plan, 

developmental student course completions improved after only one semester of 

implementation and exceeded the overall college completion rate.  More students 

completed developmental Reading and Writing courses than students enrolled in college-

level English or reading-intensive courses, and nearly twice as many college-level Math 

students withdrew from their course compared with developmental Math students (TJC). 

Developmental students also improved their success rates.  Following the Texas 

Higher Education Coordinating Board’s definition of success, TJC deemed students 

successful when they earned a grade of “A”, “B”, or “C” (TJC, 2003a).  One of the 

developmental program’s initial goals was for developmental student success rates to 

equal those of students who entered the college prepared for college-level courses.  Using 

data from the semester previous to the developmental program changes as a benchmark 

for this measure; individual developmental course success rates in English, Mathematics 

and Reading needed to increase to 62%, 50%, and 63% respectively, to meet that goal.  

Although developmental students initially trailed their college-level counterparts 

in this goal by as much as 9% in some subjects, within three semesters, students from all 
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three developmental subject areas not only met, but surpassed the corresponding college-

level success rates.  Overall, 12% more developmental students successfully completed 

their courses after only three semesters under the new plan.  This exceeded the initial 

benchmark for effectiveness and put them within 3% of the statewide average.  The most 

dramatic improvement occurred for the lowest level developmental Math students.  

Twenty-one percent more of these most underprepared students successfully earned an 

“A”, “B”, or “C” following the implementation of the new Developmental Education 

Plan (TJC, 2004). 

 

Research Purpose, Questions and Limitations 

The purpose of this research was to understand the experiences of those involved 

in changing this developmental program and to generate a theory which explains how 

they improved the program’s effectiveness.  By using the qualitative research 

methodology outlined in this study, those most involved in making these changes were 

given an opportunity to tell about their experiences through group and individual 

interviews.  Their stories were then synthesized into a conceptual map which described 

how they improved the program’s effectiveness.  Three basic research questions guided 

this information gathering process:   

1.  What were the experiences of the administrators, faculty and support staff 

in improving a developmental education program?  

2.  What were the relationships among the experiences of the administrators, 

faculty and support staff in improving a developmental education program?  
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3. How did the perceptions of the administration, faculty and support services

staff compare?

Other colleges may find it beneficial to hear the story of one college’s successes 

in effecting developmental program changes.  By way of example, TJC’s theory of 

developmental student success, when applied to related contexts, could become a useful 

resource for making similar transitions elsewhere.  With the anticipation of this useful 

application, a precautionary remark is offered.  One of the strengths of qualitative 

research methodology is its presuppositional value of the individual process within each 

case.  This approach produced a rich description of the experiences and perceptions of 

those within this particular case.  The transferability of one college’s experiences to 

another can be accomplished by using these thick descriptions to compare the degree of 

similarity between the sending and receiving contexts; however, the burden of proof for 

claimed transferability is on the receiving college (Guba & Lincoln, 1989, p. 241).   

Definitions 

Developmental, Remedial and Underprepared – Used in this study 

interchangeably, the terms developmental, remedial and underprepared described both 

preparatory students and programs for students who lack basic skills needed to succeed in 

college level courses.  Historically, some have used the term remedial to denote a 

derogatorily belief “that students who needed remedial work were not as capable as 

‘regular’ students” (Roueche & Roueche, 1999a, p. 17) and others have described 

“programs that focus on correcting specific skills deficits” (Casazza & Silverman, 1996, 
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p. 31).  In contrast, for the purposes of this study, these terms described “any student who

[needed] to develop their cognitive or affective abilities in order to succeed in a 

postsecondary educational experience” and any program that provided an “organized 

collection of courses and/or services designed to help underprepared students succeed” 

(Boylan, 2002, p. 3).  “The ideal comprehensive developmental programs capitalize on 

contemporary understanding of individual growth and learning theory and address both 

cognitive and affective development” (McCabe & Day, 1998, p. 20).   

Overview of the Study 

Chapter Two of this study is devoted to reviewing relevant literature on the topic 

of developmental education and serves “as a conceptual lens through which to view the 

findings” (Northcutt & McCoy, 2002, 9:11).  The review traces the events and practices 

in developmental education in American higher education.  It gives particular attention to 

those practices in developmental program organization, instruction and services most 

related to underprepared student success.  In so doing, the literature review informed the 

research design process of the study (Northcutt & McCoy).     

Chapter Three outlines the research methodology utilized in conducting this 

research.  It begins with a brief description of the qualitative research design.  Specific 

data collection and analysis procedures of Interactive Qualitative Analysis are then 

delineated in detail, including how and why each interview was conducted and how the 

data were used to construct the resulting theory.  The chapter concludes with the research 

standards for quality in inquiry as observed by this study.  



 22

Chapter Four describes the results of the research.  It presents the facts and data 

collected and how they were related.  Group and individual realities are documented as 

system elements, relationships and statistics for later discussion and interpretation 

(Northcutt & McCoy, 2002, 9:4).   

Chapter Five presents the comparison of these systems and sets them “into the 

two larger contexts of theory and application” (Northcutt & McCoy, 2002, 9:2).  

Conclusions are drawn about the composite and individual systems revealed during the 

research.  These systems are then treated as a theoretical model that could be applied 

outside of the context of the study and used to make predictions based on the model 

(Northcutt & McCoy, 9:5).   
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Chapter Two 

Literature Review 

The field of developmental education has been informed by a literature and 

research base found in books, dedicated journals, research publications, monographs, 

conference papers and articles.  This review of that literature is not an attempt to recount 

every topic or discussion thread, but, in an effort to remain “consistent with the nature 

and purpose of the study” (Northcutt & McCoy, 2002, p. 308), this chapter presents the 

literature which most informed the study’s purpose of understanding the experiences of 

those involved in changing a developmental program and generating a theory which 

explains how they improved the program’s effectiveness.  Also consistent with the 

study’s purpose and methodology, the literature review was conducted in two phases.  

This chapter contains the findings of the preliminary literature review which was carried 

out prior to the research design “to inform the research design process” (Northcutt & 

McCoy, 2004, p. 311) by focusing on the issues of developmental education covered by 

relevant research.  More specifically, it recounts the research that investigates the state of 

developmental education in America—its evolution over time as well as its current 

challenges—and highlights program components of the most successful developmental 

programs—the organization, instruction and services that have made a positive impact 

developmental students’ success.   



 24

Developmental Education in American Higher Education 

 Developmental education is believed by some to be a relatively new trend in 

higher education, created in part by the current ineffectiveness of public high schools in 

preparing students for college (Boylan & White, 1987, p.1).  There is even a popular 

belief “that the academically underprepared student and developmental education efforts 

are the by-product of the open admissions of the 1960’s” (Brier, 1984, p.2).  Contrary to 

these and other modern myths, “for almost 200 years, institutions of higher learning have 

been accepting students who may not have met their standards and, at the same time, 

have also been developing ways to meet the needs of these diverse learners” (Casazza, 

1999, p.3).  A better understanding of these developmental education efforts and their 

progression over time was established by reviewing the literature on such topics as: the 

evolving role of developmental education in American higher education, the current 

national needs for developmental education, the characteristics of today’s developmental 

students, the costs to offer developmental education and the rising concerns about the 

future of developmental education. 

 

The Evolving Role of Developmental Education  

Developmental students have always been involved in American higher 

education.  In fact, “large numbers of students have been unprepared for the institutions 

they attended since the first American college admitted its first student” (Boylan & 

White, 1987, p. 1).  American’s first college, Harvard, established in 1624 as a college 

for clergymen, was immediately faced with the need to remediate students unprepared to 
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read from Latin texts (Boylan & White, 1987).  Likewise, in 1869, the president of 

Harvard College, Charles William Eliot recognized the continued presence of 

underprepared students and the responsibility of higher education to provide 

developmental assistance when he declared, “The American College is obliged to 

supplement the American school.  Whatever elementary instruction the schools fail to 

give, the college must supply” (as cited in Brier, 1984, p. 2).    

However, not all educators held the same egalitarian views as Eliot.  In fact, as 

long as there have been underprepared students in institutions of higher education, there 

has been elitist opposition to their presence there.  These elitists continued to resist the 

idea of enrolling what they considered to be inferior students.  However, this resistance to 

the invasion of “a vandal horde” gave way as enrollment declines forced the doors open 

to many new students needing academic assistance (Brier, 1984, p. 3).  It was this 

enrollment decline, rather than a change in traditional philosophy toward the 

underprepared, which moved universities to establish remedial efforts.  In fact, 

“Institutions tried valiantly for several years to rid themselves of preparatory programs, 

but to no avail—the need was too great, and it finally outweighed the embarrassment” 

(Roueche, Ely & Roueche, 2001, p. 8).   

By the turn of the twentieth century, many colleges offered remedial reading and 

study skills courses to provide assistance to the growing numbers of underprepared 

students who enrolled in higher education (Casazza, 1999).  Nineteenth century archives 

from American colleges established the presence of underprepared students and 

assistance programs.  For example, in 1849 the University of Wisconsin created the first 
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documented college preparatory department which “provided remedial courses in 

reading, writing and arithmetic to students who lacked sufficient background to succeed 

in more advanced college courses” (Boylan & White, 1987, p. 2).  And Cornell 

University, which was known for its academic selectivity, accepted and developed 

students considered below university standards as evidenced in the Faculty Minutes of 

1864 (Brier, 1984, p. 3).   

Access to higher education for the masses became increasingly prevalent during 

the period of Jacksonian Democracy.  This egalitarian philosophy, hallmarked by its 

“appreciation of the common man combined with an effort to serve his needs and 

aspirations through government” (Boylan & White, 1987, p. 2), increased federal 

involvement in higher education and facilitated open access.  As a result of this increased 

federal attention, the Morrill Acts of 1862 and 1890 were specifically created to establish 

institutions for the industrial classes of America by providing the proceeds of federal land 

to fund colleges (Casazza & Silverman, 1996).  “The act was designed not only to expand 

the number of qualified engineers, agricultural, military, and business specialists, it was 

designed to promote access to higher education for a greater variety of citizens” (Boylan 

& White, 1987, p. 2). 

The Morrill Acts set the stage for the new junior college movement, as “America 

began witnessing the death of the traditional concept that higher education was a reserved 

right and privilege of society’s elite” (Roueche, Ely & Roueche, 2001, p. 9).  The time 

had come for the reformist’s egalitarian notion to give rise to the first American junior 

college, Joliet Junior College.  William Rainey Harper, president of the University of 
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Chicago, envisioned the junior college as an extension of the public school system to 

“give high school graduates additional time to prepare themselves socially and 

academically for the ‘senior college’” (Roueche & Roueche, 1993, p. 24).       

The junior college’s role in meeting the needs of the underprepared student was 

further supported by three legislative actions: (1) the1944 Serviceman’s Readjustment 

Act, known as the GI Bill of Rights, provided scholarships for World War II veterans; (2) 

the 1947 Truman Commission Report on Higher Education charged community colleges 

with providing comprehensive offerings at little or no cost to the students, and; (3) the 

Higher Education Act of 1965 further reduced financial barriers to students through 

federal grants (Roueche & Roueche, 1993; Vaughan, 2000).  As a result of these federal 

initiatives, enrollments continued to increase even beyond expectations (Roueche & 

Roueche, 1993).  “By the late 1960’s, practically every two-year institution was making 

some institutional effort to provide redemption for the increasing numbers of students 

who enrolled without the basic rudiments of a high school education” (Roueche & Snow, 

1977, p. 7).   

Social and political struggles of the 1960’s and 1970’s also affected American 

higher education’s enrollments and challenges.  During the civil rights movement, 

minority enrollments increased and protesters of the Viet Nam War challenged 

community colleges’ commitment to both access and academic excellence.  Casazza and 

Silverman (1996) explained how the increased attention to the rights of the individual 

affected colleges.    
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Students demanded relevant coursework, and colleges accommodated 

them by expanding existing departments and often organizing new ones.  

Requirements were relaxed, and students were frequently allowed to 

construct their own academic programs… This lead to a highly charged 

debate about the lowering of standards. (p. 28) 

 

The rights of the individual then translated into the students’ right to fail—“the 

right to attempt whatever they wished at their own risk, the freedom to select their own 

courses, unrestricted by college or department rules, and freedom from remedial courses, 

cut-off scores on achievement tests, or even advice” (Roueche & Baker, 1987, p. 35).  

Some defenders contended that this was an appropriate college response to the demands 

of the time because it helped many minorities “previously excluded from the mainstream, 

to ‘catch up’” (p.36).   

So it was that the open door swung as wide open as it ever had.  Community 

colleges continued to enroll underprepared students in mass.  Though regrettably, many 

of these students did not receive adequate remediation and eventually left higher 

education (Roueche & Roueche, 1993).  Developmental education at its worst served as a 

revolving door to students unable to survive college rigor without effective intervention.  

For most community colleges, there were little or no effective measures for the outcomes 

of developmental programs.  In their national study of institutional effectiveness, 

Roueche, Johnson and Roueche (1997a) found ineffective measuring widespread 

throughout the American community college.  The reluctance to measure their 
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effectiveness in accomplishing their mission, including effectiveness with underprepared 

students, was not due to a lack of external pressures; but the researchers speculated that it 

was more likely either for inability, incompetence or an unwillingness to hear the true 

story of their ineffectiveness.   

During the 1970’s, this story of ineffectiveness, or as Maxwell (1997) referred to 

it, this ‘dismal saga’, reached its “lowest point for developmental education and, despite 

the money and resources devoted, there were few successes” (p. 17).  In a survey of 

developmental programs in the 1970’s, Grant and Hoeber (1978) found that “the basic 

skills teaching staff are working very hard indeed, but there is no hard evidence that the 

programs are succeeding in accomplishing their mission” (as cited in Maxwell, 1997, p. 

18).   

Unfortunately, the 80’s and 90’s found community colleges still struggling with 

the same fundamental dilemma—balancing the need for open access with the 

responsibility of academic excellence (Roueche & Baker, 1987).  In an attempt to 

eradicate this long standing dilemma, several state legislatures and university trustees 

attempted to relegate all remediation to the community college (Ignash, 1997).  While 

these elitist calls to limit remediation were not new, they found renewed attention from 

both university and legislative officials.  Trustees of some four year institutions who 

believed that providing remediation was both too costly and threatened the value of a 

university diploma, proposed that developmental education be restricted to the 

community college.  The 1995 study by the National Center for Educational Statistics 

found that “state policies tended to designate community colleges as the preferred 
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provider of remediation…and discouraged or restricted remedial education at 29 percent 

of public four-year institutions” (NCES, 1996, p.29).   

In retrospect, Casazza and Silverman (1996) noted that the history of American 

higher education’s struggle with developmental students has revealed two recurring 

phenomenon—the constant presence of underprepared students and the philosophical 

tension concerning how to serve them effectively.  Roueche and Roueche (1993) joined 

in lamenting the widespread and frightening lack of progress to establish effective 

developmental programs in a summation of their 25 years of experience with 

underprepared students and the community college response.   

On the bitter side, there is dramatic evidence that the problems that 

at-risk students present for all of education, but especially for 

community colleges, remain the stuff of academic nightmares.  

Moreover, from a national perspective, we have not resolved a 

significant number of issues that were alive and well more than 25 

years ago. (p. 247) 

 As long as these problems exist in America, and as more Americans seek hope for 

their most pressing social, economic and educational problems, there will remain a 

pressing need for developmental education in the community college.  In his novel, The 

History of the World, H.G. Wells seemed to understand our current undereducated plight 

even in 1920 when he noted “human history becomes more and more a race between 

education and catastrophe” (as cited in Partington, 1992, p. 727).  In a contrasting effort 

of hopefulness, Astin (1985) shared his conviction that “providing effective remedial 
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education would do more to alleviate our most serious social and economic problems 

than almost any other action we could take” (p. 12). 

National Needs for Developmental Education 

 There exists an undeniable link between the economic prosperity of a nation and 

the educational attainment of its citizens.  Regrettably, social and educational concerns 

have continued to increase in number and severity and threaten our national economic 

strength (Cohen & Brawer, 1996; McCabe & Day, 1998; Roueche & Roueche, 1999a).  

Roueche and Roueche (1993) summed up this mounting obstacle for underprepared 

students and the community college developmental program’s challenge.  

These harsh social, economic, and educational realities have merged to 

create an unprecedented pressure on community colleges for effective 

basic skills training—a need that creates such a daunting challenge to 

American community colleges that some have called their response as 

nothing less than a ‘mission impossible’.  (p. 1)   

“Remedial programs have the potential to alleviate these costly social ills and 

offer opportunities for citizens to become taxpayers, workers, and, ultimately, 

consumers” (Roueche & Roueche, 1999a, p. 29).  In an attempt to understand the role of 

the community college developmental education in that mission, Roueche and Roueche 

(1993) suggested a closer look at the problems themselves.  They delineated four major 

national challenges that substantiated the daunting need for effective community college 

developmental programs as:  illiterate and unskilled populations, the growing demand for 

a skilled workforce, unprepared high school graduates, and poverty.  



 32

Illiterate and unskilled populations.  Roueche and Roueche (1993) began their 

discussion on illiteracy with the difficulty in defining the term.  Over the years, several 

studies were conducted using various benchmarks.  As early as 1840, illiteracy was 

designated variously as writing one’s name, attending school, or completing fourth or 

fifth grades. “And because there were no standard definitions of literacy, the approaches 

used to measure illiteracy in this country (or in the world) are not standardized either” 

(Roueche & Roueche, 1993, p. 2).   

Under the direction of the United States Department of Education, the National 

Literacy Act of 1991 and the Adult Education and Family Literacy Act of 1998 

established and reauthorized the National Institute for Literacy (NIL) as a national effort 

to improve adult literacy skills.  Emphasizing the functionality of literacy, the NIL 

offered its definition of illiteracy as “using printed and written information to function in 

society, to achieve one’s goals and to develop one’s knowledge” (NCES, 1993, p. 2).  

Another approach to defining and studying illiteracy, found in a study conducted 

by the Bureau of the Census and The University of Texas at Austin, proposed that “tests 

of reading tasks that are practical and necessary requirements for most Americans are 

most useful indicators of literacy levels” (Roueche & Roueche, 1993, p. 3).  Using this 

definition, the widely cited 1975 Texas study found one-fifth of American adults unable 

to perform basic adult functions such as reading a bus schedule and grocery labels or 

determining the correct change for even small purchases (Roueche & Roueche, 1993, 

p.3).
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 While these numbers are highly troubling, they are equally consistent.  Illiteracy 

among American adults has remained at a shocking 20% for nearly two decades.  Like 

the 1975 findings, again in 1993, the National Adult Literacy Survey’s most recent 

research again found just over one-fifth of the adult population scoring at the lowest 

levels of literacy proficiency.  Additionally, the study identified another 25-28% of 

American adults who scored slightly above the first group, but who still possessed quite 

limited literacy skills (NCES, 1993).  Despite national attention and federal investments, 

in March 2003, when speaking on the alarming number of adults with literacy skills in 

these lowest two levels, Assistant Secretary of Education, Dr. Carol D’Amico testified 

that 90 million American adults “are not equipped with the skills they need to work 

effectively in the high-skill high-wage jobs that increasingly characterize our economy” 

(NCES, 2004, p. 12).       

 

The growing demand for a skilled workforce.  Historically, this nation’s economy 

has been based on the factory model that required very few knowledgeable workers and 

large numbers of unskilled laborers.  However successful this model was for the past, 

“we are rapidly moving away from the old industrial model toward an economy powered 

by superior knowledge.  Such an economic climate requires ever more sophisticated 

skills from those nations and those individuals who wish to prosper” (Roueche & 

Roueche, 1993, p. 7).  Drucker predicted in 1993 that as our society moves into a 

knowledge society, two working classes would emerge as the “knowledge workers and 
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service workers” (p. 6).   Drucker explained the new knowledge society and its 

educational challenges.     

The basic economic resource—“the means of production,” to use the 

economist’s term—is no longer capital, nor natural resources (the 

economist’s “land”), nor “labor”.  It is and will be knowledge….The 

leading social groups of the knowledge society will be ‘knowledge 

workers’…[and] the second class in the post capitalist society: the services 

workers.  Service workers, as a rule, lack the knowledge necessary to be 

knowledge workers.  And in every country, even the most highly 

advanced one, they will constitute a majority….To transcend this 

dichotomy in a new synthesis will be a central philosophical and 

educational challenge for the post-capitalist society. (p. 8, emphasis in 

original) 

This philosophical and educational challenge is “producing a serious social 

dilemma—America is simultaneously creating more high-skill jobs and more low-skill 

workers” (Roueche, 1993, p. 139).  With between 20 and 25% of the U.S. workforce 

functionally illiterate, their skills levels don’t measure up to the skills needed to perform 

their jobs (Roueche & Roueche, 1993).  This skills gap is widening at a rapid pace; and a 

“growing demand for workers who can communicate, perform simple mathematical 

procedures, and think critically puts a high number of people at risk for being out of 

work” (Roueche & Roueche, 1999, p. 2).   
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McCabe (2001) also noted that “throughout the country, businesses report 

underskilled workers and shortages of competent job applicants.  They have pressured 

Congress to allow the importation of 300,000 highly skilled foreign workers each year to 

fill jobs for which Americans are not prepared” (p. 1).  In A Nation at Risk, The National 

Commission on Excellence in Education (1983) reported that these shortages come at a 

time when highly skilled workers will need competencies especially in technology, 

computer-controlled equipment, laser technology and robotics that are transforming 

occupations such as “health care, medical sciences, energy production, food processing, 

construction, and the building, repair, and maintenance of sophisticated scientific, 

educational, military, and industrial equipment” (Indicators, para. 2).  They continued by 

noting the frustrations of employers required to train unskilled workers in basic 

competencies.    

Business and military leaders complain that they are required to spend 

millions of dollars on costly remedial education and training programs in 

such basic skills as reading, writing, spelling, and computation. The 

Department of the Navy, for example, reported to the Commission that 

one-quarter of its recent recruits cannot read at the ninth grade level, the 

minimum needed simply to understand written safety instructions. 

Without remedial work they cannot even begin, much less complete, the 

sophisticated training essential in much of the modern military. 

(Indicators, para. 1)     



 36

Underprepared high school graduates.  As our knowledge based society has 

pressured for more educated workers, the undereducation of high school graduates has 

produced a large population of low-skilled workers.  “More and more young people 

emerge from high school ready neither for college nor for work” (National Commission, 

1983, Hope, para. 3).  Some laid blame for this “shoddiness” on indifferent students, 

while others pointed fingers at an incompetent public school system.  Regardless of the 

causes, the effects remained the same.  “About 13 percent of all 17-year-olds in the 

United States can be considered functionally illiterate.  Functional illiteracy among 

minority youth may run as high as 40 percent” (Indicators, para. 1).  And nationally, over 

61% of all new freshmen at community colleges must take at least one remedial reading, 

writing or mathematics course (NCES, 2003a).   

Some of the lack of preparedness was explained by examining high school 

requirements.  “A significant gap exists between current high school graduation standards 

and the competencies needed to begin college” (McCabe, 2003, p. 17).  In fact, “just 

under half of our high school graduates did not take the entire curriculum judged by 

educators to be prerequisites for college entry” (Boylan, 1999, Need, para. 4).  Research 

on high school transcripts has shown a migration “from vocational and college 

preparatory programs to ‘general track’ courses in large numbers” (National 

Commission, 1983, Findings, Content, para. 2).  This shift means that more high school 

students are taking physical and health education courses, and personal development 

courses in exchange for college preparatory courses.  “The proportion of students taking a 

general program of study has increased from 12 percent in 1964 to 42 percent in 1979” 
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(Content, para. 2).  Unfortunately, this statistic revealed that not only have high school 

students avoided college preparatory courses, but the trend has continued to grow over 

the past twenty years (Roueche & Roueche, 1999a).   

Declines in high school enrollments in college prep courses may also be related to 

the low performance in international studies.  In a study conducted by the Department of 

Education (NCES, 1995), Trends in Mathematics and Science Study revealed that in 

general mathematics, U.S. high school seniors ranked 19th out of 21 countries; only 

scoring higher than Cyprus and South Africa.  This study did not include some Asian 

countries such as Japan, Singapore and Korea.  In advanced mathematics, U.S. seniors 

performed even more poorly, ranking 15th out of 16 countries, only scoring higher than 

Austria.  Our students did not perform well in science either.  U.S. seniors ranked 16th out 

of 21 in general science, only out performing Italy, Hungry, Lithuania, Cyprus and South 

Africa.  And of the 16 countries participating in advanced science, no other country 

scored lower than the United States.  This study was a harsh demonstration “that the 

public education system is not delivering a literate and well-informed student/product” 

(Roueche & Roueche, 1993, p. 6).  

Poverty.  Census statistics showed that both poverty rates and numbers of people 

in poverty have significantly increased in the previous year two years.  In 2000, 31 

million people were poor.  And in 2002, the number of people who were in poverty 

reached over 34 million.  The census also noted the disproportionate number of poor 
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minorities: 8% were White, 10% were Asian, 23.9% were Black and, 21.8% were 

Hispanic (U.S. Census, 2003).  

 The U.S. Census Bureau (2003) determined poverty by using a set of income 

thresholds, which adjusts for family size and composition.  Accordingly, a family of four 

would be considered impoverished if their total annual family income did not exceed 

$18,244.  Many underprepared students fell into this impoverished category.  In a 

national study, Knopp (1996) found that “54% of financially independent 

[developmental] students reported annual family incomes of less than $20,000” (as cited 

in Saxon & Boylan, 1999a).   

 Studies have revealed the inseparable link between poverty and undereducation 

(McCabe & Day, 1998; Roueche & Roueche, 1999a).  In fact, McCabe (1999) noted that 

“from kindergarten to college, poverty correlates more closely with academic deficiency 

than any other factor” (p. 9).  Whether poverty is the cause or the effect of 

undereducation, Roueche and Roueche (1999a) note the generational cycle between the 

two.  

Public school officials continue to decry the increasing numbers of 

children who enter the first grade so far behind emotionally, socially, and 

cognitively that they have little chance of catching up.  A generation of 

undereducated adults creates a generation of dropouts, who are the next 

generation of undereducated adults (p. 4). 

This succession of generational poverty has continued to march on.  And for those 

who advanced into higher education, most entered the open door of the community 
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college.  To best serve the needs of this diverse group, who have experienced many or all 

of these social, economic and educational challenges, community college developmental 

educators must begin by first understanding who these students are. 

Today’s Developmental Students 

Over the years developmental students have been referred to as special, 

underprepared, dispriviledged, disadvantaged, at-risk, high-risk, low-achieving, 

non-traditional, skill-deficient and remedial (Roueche & Roueche, 1977, 1993, 

1999a; Saxon & Boylan, 1999a).  Some terms have carried more derogatory 

connotations than others reflecting the underlying ideology about these students.  

Moore and Carpenter (1985) defined developmental students as those who entered 

an institution of higher education with “distinctive characteristics that are 

perceived by the academic community to place them at a disadvantage” (p.96).  In 

an attempt to establish a better understanding, researchers have compiled 

academic, demographic, and affective profiles of developmental students. 

Academic profile.  Developmental students make up a large population in higher 

education and in community colleges in particular.  “Of the nation’s more than 12 million 

undergraduates, about 2 ½ million [participated] in developmental education during any 

given year” with about two-thirds, or almost 1.7 million developmental students enrolled 

in community colleges (Boylan, 1999, Need, para 2).  In fact, community colleges 

enrolled more developmental students than any other type of higher educational 
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institution.  These underprepared students included an increased percentage of first-time 

freshman requiring developmental coursework (NCES, 2003a).  Consistently over the 

past 20 years, 50-60% of all first-time community college students have been 

underprepared for college level work in at least one subject area (Roueche & Roueche, 

1999a, p. 19) with the national average now reaching 61% (NCES, 2003a).   

To assess these students’ academic needs, most community colleges required all 

new students to take some form of placement test (NCES 2003c).  Standardized tests, 

such as the ACT or SAT as well as some local instruments were typically used to 

measure the extent of underpreparation (Boylan, 1999, Characteristics, para. 2).  In a 

national study on developmental students, Boylan et al. (1994) found that fewer that 2% 

scored 900 or better on the SAT (as cited in Boylan, 1999).  Another study of the Texas 

Academic Skills Program, a statewide assessment test, the researcher found that 

“anywhere from 30-48% of the students who take it in any given administration may fail 

one or more sections.”  He concluded that the high failure rate was an indication that 

“many high school graduates in Texas, as in all other states, are inadequately prepared for 

college-level academic work” (Boylan, 1996, Adequacy, para. 2).     

Nationally, community college students took longer completing remedial course 

work than remedial students enrolled at other types of higher education institutions.  

While 62% of developmental students enrolled in public 4-year, institutions completed 

the required remediation in less than a year, only 37% of students in public 2-year 

colleges completed their remediation in that amount of time (NCES, 2003c).  In Texas, 

26-35% of remedial students failed to complete each remedial course in any given term 
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with the highest failure rate was in mathematics courses (Boylan & Saxon, 1998).  And 

although 77-90% of all community college remedial students declared their intentions of 

earning a degree (Saxon & Boylan, 1999a), a Texas study found that fewer than 5% ever 

did so (Parker & Ratliff, 1998).    

Those who did pass their developmental courses however, were likely to pass 

related college level courses.  Boylan et al. (1992) noted that about 80% of remedial 

university and community college students across the nation who earned a C or better in 

their developmental courses leading to college readiness in Math, English, and Reading 

also passed the subsequent college level courses (as cited in Boylan & Saxon, 1999b).  

More specifically, 77% of successful remedial math students, 91% of successful remedial 

English students and, 83% of successful remedial Reading students who then enrolled in 

a college level Math or English course subsequently passed the college level course. 

These successes gave evidence to the supposition that if underprepared students complete 

their developmental sequence and therefore become “college-ready,” they also become 

increasingly more competitive in college courses.  In fact, these researchers found that 

the difference in success rates becomes smaller as both developmental students and their 

better prepared classmates continue their college course work.   

While these research findings could have been encouraging to those who 

completed their remediation, this data did not account for the majority of students who 

started their remediation but failed or dropped out prior to enrolling in college level 

courses.  According to these noted studies, if a class of 100 new freshman required to 

take the standard three levels of remedial math (losing 50% in each developmental course 
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and 23% in the college level course), less than three students would successfully 

complete their first college level math course.  While these three students likely 

continued to succeed at similar rates as those who came to college better prepared, the 

other 97 students either continued to fail remedial courses, never attempted college level 

courses, or just dropped out. 

Demographic profile.  Although there is no average developmental student among 

the vast diversity of this student body, there have been several studies conducted to reveal 

the aggregate demographic profile including information about developmental student 

ethnicity, age, and gender.  Researchers who have watched demographic trends have 

foreseen the increased need for developmental offerings based on population increases 

(Cohen & Brawer, 1996; McCabe & Day, 1998; Roueche et al., 2001).  While in total, 

the American population has increased, minority populations have grown at a higher rate 

McGabe (2003) predicted that “by the year 2050, nearly half the population will belong 

to ethic minorities” (p. 16).  This has significant implications for developmental 

enrollments due to the long history that minorities and underpreparedness have shared.  

“African-Americans and Hispanic students are already overrepresented (relative to their 

representation in higher education) in remedial programs and it is expected that these 

numbers will continue to grow along with their increased participation in higher 

education” (Saxon & Boylan, 1999a, para. 2). While minorities represented only 9% of 

all college students, they accounted for 23% of the developmental student population.  

However, white students continued to account for the majority (67%) of developmental 
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enrollments (Boylan et al., 1994).  In Texas, members of minority groups were over 

represented in developmental student populations.  While 32% of all white students were 

underprepared for college-level courses, 54% of African Americans and  Hispanic 

students were not college-ready (THECB, 2005). 

 Underprepared student populations were similar in age to all community college 

students.  According a national study by the National Center for Developmental 

Education, Boylan, Bonham and Bliss (1994) found that the average age of community 

college developmental students is 23.  “More specifically, 59% of the students in the 

study were under the age of 24, 24% were between the ages of 25 and 34, and 17% were 

over age 35” (Knopp, 1996, as cited in Saxon & Boylan, 1999a, Demographic, para. 2).  

These researchers suspected that this youthful student body may have been because of the 

increase in high school students going directly into college.  U.S. Census data showed 

that between 1973 and 1994, direct high school to college enrollment went from 47% to 

62%.  And 21% of those younger students enrolled in community colleges (Ignash, 

1997).   

 Only a few reports addressed gender ratios among community college 

developmental students.  However, researchers have found that community college 

developmental programs likely included a slightly greater percentage of women 

(Roueche & Roueche, 1993).  In the exhaustive literature review, Characteristics of 

Community College Remedial Students, Saxon and Boylan (1999a) found that these few 

studies shared the similar findings, with female students accounting for about 53-57% of 

the total developmental enrollment. 
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Affective profile.  Although there were findings from research on the affective and 

motivational characteristics of students in transition from high school to college (Astin, 

1975, 1993; Chickering, 1981; Pascarella & Terrenzini, 1991; Tinto, 1987), the research 

on non-cognitive or affective characteristics of developmental students in particular was 

limited (Saxon & Boylan, 1999a).  However, there was some evidence that affective 

correlates such as poor self-regulating behaviors, uncertain goals, a lack of motivation, 

low self-efficacy, and learned helplessness was typical among developmental students 

(Roueche & Mink, 1982; Roueche & Roueche, 1999).  According to Roueche and 

Roueche (1993), of all of the characteristics of the developmental student, the disbelief in 

his “ability to be successful was perhaps the most threatening of all to his persistence and 

performance” (p. 37).  This self-doubt and defeat common to developmental students 

often rendered them unwilling to try to succeed.  The authors noted characteristics that 

influenced developmental student decisions to try as their difficulties perceiving 

alternatives to situations, their learned helplessness, their inability to set realistic goals, 

and their limited perceptions of pay-offs for getting an education.   

 Hill (2004), in Affective Correlates of Developmental Student Performance, 

concurred and found “affective traits to be more reliable predictors of developmental 

student performance than cognitive characteristics” (Affective, para. 1).  He delineated 

the affective characteristics that most contributed to developmental student performance 

and increased persistence as self-beliefs, metacognitive awareness, and learning styles.  

The author also noted the effectiveness of attribute retraining, learning strategy lessons, 
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and “individualized approaches to instruction, student advisement, and evaluation of 

learning” (Learning, para. 1).  The researcher concluded that these affective 

characteristics “have implications for curriculum design, instruction, and program 

services for developmental populations” (Conclusion, para. 1).    

  

Cost of Developmental Education 

Critics have grown concerned about the cost effectiveness of developmental 

programs in higher educational institutions (Ignash, 1997; Roueche & Roueche, 2001).  

Accordingly, researchers have attempted to provide informative data on the cost of 

remediation in higher education and for community colleges in particular; however, there 

were few entities involved in data collection and no standardized definitions or 

systematic methods for measuring costs (Saxon & Boylan, 1999a).  Although it is 

understandable and justifiable for the public to question the effective use of public tax 

dollars for education, these concerns stemmed primarily from a lack of systematic data 

collection on the costs of remediation (Boylan, 2001).  Ignash (1997) explained this lack 

of data by positing that “part of the difficulty in attempting to assess all costs involved in 

remedial/developmental education lies in the fact that institutions use different measures 

to report indirect costs” (p. 3).  For example, some institutions included only remedial 

costs, while others included ESL or services such as advising, tutoring and testing.  

Factors that caused further difficulties in measuring the cost of remediation included 

variation of remedial standards across states, dividing salary and benefits of faculty that 
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teach both remedial and college-level courses, and remedial courses that are taught as a 

part of an academic department (Ignash, 1997; Saxon & Boylan, 1999a). 

Breneman and Haarlow (1998) conducted a national survey on the costs of 

remediation in higher education using information from the 15 states that regularly 

maintain data on the costs of remediation.  They estimated that “remedial education costs 

the nation’s public college’s and universities about $1 billion annually—roughly one 

percent of the institution’s current fund revenues of $115 billion” (para. 5).  Of the total 

budget, remediation costs at both universities and community colleges varied from 1.2% 

in Maryland to 7% in Washington.   

In the Breneman and Haarlow study, Boylan (2001) concluded that “given that 

remedial education was more prevalent and served larger numbers of students in 

community colleges, spending at these institutions constituted a higher portion of the 

total budget than at universities” (Saxon & Boylan, 2001, p. 3).  This held true in Texas 

where “88% of all developmental instruction takes place in two-year colleges” (THECB, 

2002a).  Texas community college developmental education appropriations grew from 

$29.5 million in the 1988-89 biennium to $157.3 million in the 2002-03 biennium, or 

2.4% of the statewide total appropriations for higher education in Texas (THECB, 

2002b).  In the 2008-2009 biennium, the Texas literature appropriated $227.1 million to 

developmental education (Legislature Budget Board, 2007). 

Studies in Arkansas and New York attempted to identify community college costs 

per full-time equivalents (FTE) for both academic programs and developmental courses.  

The Institute for Higher Education (1998) and the Mayor’s Advisory Task Force for the 
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City University of New York (1999) found that colleges were spending less on remedial 

programs than on academic programs.  In Arkansas, remedial education was estimated to 

cost $6,709 per FTE and the average of the academic programs was $7,222 per FTE.  In 

New York, the difference was even greater, with developmental programs estimated to 

cost $4,660 per FTE and academic programs estimated at $7,079 per FTE (as cited in 

Saxon & Boylan, 1999b).  These researchers defended the cost effectiveness of 

developmental education.  

 In essence, remedial education seldom costs institutions more than they 

received in revenues.  Furthermore, in community colleges in particular, 

remedial courses typically generate more revenue than is spent in their 

delivery.  It is reasonable to assume, that an unknown but probably 

substantial amount of money allocated for remediation is often spent on 

other courses and services, particularly at community colleges. (Saxon & 

Boylan, 1999b, Revenue, para. 6) 

Ferrell (2001) concurs with Boylan’s assessment.  In Remedial Math is Big 

Business he noted that “remedial education is not a financial burden to the colleges and 

universities that provide it.  It is a moneymaker” (p. 9).  He contended that for colleges 

that continue to offer remedial courses with larger than average class sizes taught by a 

disproportionate percent of part-time faculty, revenues generated by developmental 

courses not only covered the delivery of those courses, but made major contributions in 

subsidizing other instructional programs and supporting functions of the college.  Ferrell 
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concluded that with eventual accountability for appropriate curriculum requirements and 

developmental program effectiveness, “institutions must realize that math remediation 

will not remain the high profit business it is today when they do it right” (p. 11).             

Roueche and Roueche (1999b) asked those who criticize institutions due to the 

current financial burden of remediation to consider the cost of not providing effective 

developmental education.  “The cost of remedial education that works is small compared 

with the cost of maintaining a society with high numbers of uneducated, unemployed, 

unemployable and discontented citizens” (p. 15).  McCabe (2003) added that 

“considering the productive futures of successfully remediated students, the cost-benefit 

ratio is exceptional” (p. 19).   

Concerns about the Future of Developmental Education  

Around the country, critics have increased their scrutiny of developmental 

education.  This concern has risen over the use of public funds in support of 

developmental education.  Some have questioned the legitimacy and cost-effectiveness of 

community colleges providing developmental programs at all, while others have 

suggested that they assume full responsibility for remediation.  As community colleges, 

universities, and public high schools are pointing the fingers of blame and responsibility 

at each other, federal and state policies have increased limitations and decreased funding 

(Ignash, 1997, Roueche et al., 2001).  State legislatures have enacted restrictions such as 

relegating developmental education to community colleges, prescribing the type of credit 

earned in developmental courses and limiting the number of developmental credits hours 
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the state will fund for each student (Boylan et al., 1999).  Some states have argued that by 

paying post-secondary institutions for remediation of high school skills, the public has 

been paying twice for the same education.  And federal policymakers have grown 

increasingly concerned that using federal grant monies for remediation takes funding 

from students who are more likely to succeed.   

“Since the early 80’s, legislators and college presidents have placed great pressure 

on state universities to divest themselves of developmental courses and require students 

needing additional skills work to attend community colleges before matriculating in four-

year institutions” (Maxwell, 1997, p. 24).  In 1999, Roueche and Roueche found that “in 

Florida, Missouri and South Carolina, for example, all remedial courses and programs 

have been banned from state four-year colleges and universities” and there was “striking 

evidence that similar state-mandated policies are in the immediate futures of California, 

Georgia, Massachusetts, New York (the CUNY system in New York), Texas, and 

Virginia, and most likely a number of other states” (1999a, p. 11).  In fact, in 1999 and 

again in 2002, the New York Board of Regents endorsed and supported the continuation 

of a policy that eliminated most remedial classes offered at CUNY’s senior colleges 

(Hebel, 2003).  New York’s mayor, Gulliani, had gone as far as to propose that all 

remediation expenditures be eliminated from public college and university budgets 

allowing for the privatization of all post-secondary remediation (Roueche & Roueche, 

1999a).  Recent reports have found that Arkansas, Louisiana, Oklahoma, Tennessee, 

Virginia, Arizona, Montana and Colorado to have also taken legal steps to limit 

remediation in four-year institutions (Boylan et al., 1999; Roueche et al., 2001).  There 
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has undoubtedly been a national movement to “identify community colleges as the 

primary providers of remedial courses in most states” (Boylan et al., Discussion, para. 5).   

Some universities would prefer that all remediation be relegated to community 

colleges because they are concerned that offering remediation will devalue the university 

degree because the financial burden of remediation pulls funds from other programs in 

addition to the potential loss of status (Ignash, 1997).  “Some [universities] believe that 

community colleges should provide remediation because of their emphasis on teaching 

and learning and the lower cost of instruction” (p. 3).  However, others oppose this stance 

due to the serious consequences of limiting all remediation to the community college, 

such as the universities’ exclusionary practices against minorities, the financial pressures 

threatening the integrity of community college programs, and community colleges’ lack 

of evidence of effectiveness (Boylan, 1995; Ignash, 1997).  And while the community 

college egalitarian mission may compel some to consider this stance, Roueche and 

Roueche (1999b) suggested that one of the consequences of this action is in its support of 

the elitist philosophy to higher education.   

Many fear that restricting less-well prepared students to the community 

college is breathing new life into higher education’s ‘gatekeeper’ 

mentality…this sole-provider concept will strengthen the notion that 

community colleges are for less-able students, that one of the community 

college’s roles is to keep students out of universities until they are college 

ready (p. 15). 
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States have also imposed other developmental education limitations such as types 

of credit, time, and funding (Roueche & Roueche, 1993).  According to Boylan et al. 

(1999), there was a trend during the 1980s and 1990s toward state policies limiting 

remedial courses to institutional credit, as opposed to regular credit toward a degree 

(Credit, para. 3).  A 1995 NCES study found that of all U.S. institutions of higher 

education, 9% offered degree credit for remedial work, 81% offered institutional credit 

and 10% offered no credit (as cited in Boylan et al.).   

Another state mandated limit was in the amount of time allotted to complete 

remediation.  Some legislatures decided to put a time limit on remediation by restricting 

state funding to only a predetermined number of developmental course hours.  In Florida, 

for example, the state legislature, in an attempt to limit time and expenditures on 

remediation, passed a bill that “limited community college students to two attempts per 

course in the [basic] skill areas” (Boylan et al., 1999, p. 6).  If students were unable to 

pass courses beyond that allotment, they were required to pay the full price (four times 

the regular tuition rate).  Likewise, the Texas Education Code 51.3062 (l) stated that a 

“public junior college or public technical institute may not receive funding for 

developmental coursework taken by a student in excess of 27 semester credit hours.”  

This means that any developmental credit hours needed beyond that limit was either 

denied the student, or funded by the institution without the state’s contribution.

Federal appropriation of grant monies for developmental education has also 

generated public concern about the cost effectiveness of remedial education in higher 

education.  Several members of Congress disapproved of using federal financial aid, 
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originally purposed for funding postsecondary education, for remedial or pre-

postsecondary level work (Boylan et al., 1999).  In response, researchers explained what 

they considered to be an elitist position.  “In essence, concerned about increases in 

federal appropriations, these policymakers propose that grant funds be reallocated to 

assist better-prepared students.  Concerned about equal access, critics insist that such 

policy would target and penalize socially and economically disadvantaged students” 

(Roueche et al., 2001, p. 13).  

Studies found claims of misdirected federal aid unfounded.  Boylan, Saxon and 

Boylan (1999) cited national studies which showed that the percentage of remedial 

students receiving financial aid (40%) was slightly lower than that of the total community 

college financial aid recipients (44.5%).  These percentages demonstrated that only a 

small portion of the financial aid monies paid tuition for developmental courses.  

According to Boylan, et al. (1999), the General Accounting Office reported that “no more 

than 4% of the financial aid granted to underclassmen could have paid for remedial 

courses” (Financial Aid, para. 3).  And while the researchers found no federal limits 

restricting the use of financial aid monies for  developmental courses, they also noted that 

some federal lawmakers, given to the misconception that providing financial aid to 

developmental students was costing the taxpayers twice for the same education, pushed 

for limiting federal aid to those most able to benefit (Boylan et al.).  On paying twice for 

basic education, Roueche and Roueche (1999a) rebutted: 

It is a compelling argument, but not necessarily accurate: Many first-time 

freshman, in some community colleges as many as half, did not cost 
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taxpayers the first time.  They do not hold high school diplomas or GED 

certificates, or they are immigrants and English is not their first language. 

(p. 13).      

  

Further, the majority of community college freshman did not come directly from 

high school, but rather they were older and may have needed remediation because they 

have been out of school for a longer time.  In fact, “only about 25 percent of remedial 

education students are recent high school graduates” (Roueche & Roueche, 1999a, p. 13).  

And of those recent graduates, less than half have taken these college preparatory courses 

in high school (Boylan, 1999).  “Proponents of allowing financial aid recipients to take 

remedial courses…say the policy is critical to promoting access to higher education, 

especially for economically and socially disadvantaged students” (McCabe & Day, 1998, 

p. 27).   

This educational access was the foundation on which the community college has 

prided itself in since its inception.  And in an effort to preserve both access and academic 

excellence, once these underprepared students receive financial assistance, community 

colleges must offer quality programs for them to attend.  And some community colleges 

have adopted developmental program components that have made a positive impact on 

developmental student success.      
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Components of Successful Developmental Education Programs 

Beginning with the first major study of developmental education in 1968 and 

continuing through the 1970s, several researchers investigated colleges’ dilemma of 

preparing the underprepared students (Cross, 1976; Roueche, 1968; Roueche & Kirk, 

1973; Roueche & Pittman, 1973; Moore, 1970).  These studies provided the backdrop for 

a comprehensive national study of developmental programs at both four- and two-year 

institutions conducted by Roueche and Snow (1977).  Overcoming Learning Problems 

was a national state-of-the-art study of developmental programs designed to document 

the trends in developmental efforts and identify program components that were most 

associated with student success.  The early researchers synthesized the findings of a 

survey of over 300 institutions as well as the findings and suggestions of previous 

research efforts.  Though re-verified in countless studies that followed, these researchers 

classified characteristics of successful developmental programs into three broad 

categories: organizational components, instructional components, support services 

components.     

Organizational Components 

  In his opening chapter to What Works: Research-Based Practices in 

Developmental Education, Boylan (2002) begins with the antithesis of successful 

developmental programs.   

Developmental education does not work well when an institution’s chief 

academic officers try to pretend that it does not exit…when it is consigned 
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to the periphery of institutional endeavors…when it is a random, non-

systematic effort carried out by uncoordinated units spread across the 

institutional flow chart. (p.7)    

 

However, voluminous research has revealed four organizational characteristics 

that emerge most frequently as components of developmental programs that are related to 

developmental student success: institutional commitment, centralized organization, 

mandatory assessment and placement, and program evaluation (Boylan, 2002; Boylan, 

Bliss & Bonham, 1997; Boylan & Saxon 1999b; Roueche et al., 2001; Roueche & Kirk, 

1975; Roueche & Roueche, 1993, 1999; Roueche & Snow, 1977).   

  

 Institutional commitment.  In a discussion of the Community College of Denver’s 

successful developmental education, Dr. Byron McClenney (2000) noted the importance 

of institutional commitment.  “Nothing will make so great an impact as simply deciding 

to do the job…Institutions must make the conscious choice to succeed with 

developmental education” (p. 2).  In fact, the single most common characteristic among 

successful developmental programs was the presence of administrative leaders who 

choose to support developmental education and demonstrate an institutional commitment 

to the success of developmental students (Roueche et al., 2001; Roueche & Kirk, 1975).  

This support was evidenced by administrators who were extraordinarily involved with the 

program’s goals and mission and created a campus-wide conversation about the 

importance of providing quality instruction and support to the at-risk population.  “The 
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administration’s belief and expectations that these programs were meeting critical student 

and institutional needs were central to the individual program’s ultimate success” 

(Roueche & Roueche, 1993, p. 72). 

The significant relationship between institutional priority and success of the 

developmental effort was further confirmed by a study conducted by the National Center 

for Developmental Education.  Boylan and Saxon (1998) investigated the practices of 

successful developmental education programs in Texas public universities and colleges.  

The study resulted in a list of characteristics of successful programs that were also 

strongly supported by the literature and research.  Again, topping the list of best practices 

was an institutional commitment to developmental education.  The authors concluded that 

“those institutions identified as having the most successful developmental programs value 

developmental education and support it accordingly” (p. 21).  This institutional valuing of 

the developmental program was demonstrated by several tangible pieces of evidence.  

Boylan (1999) described what he found at institutions that valued these programs.   

In such an environment, developmental education is explicitly stated as 

part of the mission of the institution.  Developmental education courses 

and services are highlighted in institutional publications.  Developmental 

education is seen as an integral part of the campus academic community 

and is considered as part of any campus planning effort. (p. 4) 

McCabe (2001) suggested that for those administrators who wished to increase 

institutional commitment and support for the developmental efforts on their campuses, 
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they should, by board policy, state a clear position in support of the developmental 

education program and promote legislative support and policies (p.2).  However, the need 

for commitment does not stop with the administration; it is an institutional issue.  

Roueche and Snow (1977) concluded that campus-wide commitment is essential to 

developmental student success.   

What is important to stress here is that effective redemption begins with a 

teacher, a dean, a board of trustees wanting and deciding to help students 

grow and develop to their fullest potentials.  We have found that students 

can learn and succeed if those responsible for their education want them 

to.  In the final analysis, redemption depends on faculty and staff 

commitment to student success. (p. 129-130, emphasis in original) 

Centralized structure.  There is a long history of research which has provided 

substantial support for the relationship between successful remedial programs and 

centralized organizational structure (Roueche & Baker 1986; Roueche et al., 2001; 

Roueche & Kirk, 1974; Roueche & Roueche, 1993, 1999a).  “Centralization refers to an 

organizational arrangement in which developmental courses and services are highly 

coordinated, housed in a single department, and headed by a chair or director” (Boylan, 

2002, p.8).  Over twenty-five years ago, Roueche and Snow (1977) found that the 

majority of the community colleges that were most successful with developmental 

students offered instruction and services through a centralized organizational structure.  

Based on these findings and the support of previous researchers and practitioners, 
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the authors promoted the adoption of a centralized model, “distinguished by the presence 

of an administrative leader, who plans, coordinates and allocates funds for instruction, 

counseling and other support services,” (p. 90).  They advocated the establishment of a 

department or division of “developmental,” “remedial,” or “basic” studies—a 

department, however, which is not exclusionary of college involvement.  Developmental 

studies must avoid being merely the “bonehead” division.  Instead, the department should 

offer human development courses which serve the mainstream and reading courses with a 

wide range of achievement potential and flexible content attractive to the traditional and 

the nontraditional student.  In short, developmental offerings should balance the need for 

heterogeneous peer models with the development of “academic skills” and improved self-

images (p. 125).   

Roueche and Snow (1977) concluded that “establishing a division or department 

of developmental studies is a dramatic move toward effecting change within a college” 

(p. 90).  Commenting on the positive outcomes of centralized programs, Cohen and 

Brawer (1996) added: 

These effects are not surprising, when staff members are involved in a 

comprehensive program, they pay closer attention to students, integrate 

teaching with counseling, provide a greater variety of learning materials 

than ordinary students receive, and motivate their enrollees to devote more 

time to their studies.  In short, when special treatment is applied, when 

students are given supplemental counseling, tutoring, and learning aids, 



 59

when they are singled out for additional work, they tend to remain in 

school. (pp. 261-262) 

Recent research has further substantiated previous findings.  More evidence 

supporting the success of centralized developmental programs resulted from a national 

study on the efficacy of developmental education.  Boylan, Bliss, and Bonham (1997) 

confirmed that students participating in centralized developmental programs were more 

likely to be academically successful and had higher rates of retention than students 

participating in a decentralized developmental program.  More specifically, in this 

national study representing over 3,000 colleges and universities, the researchers found 

“students in 2-year institutions, participating in centralized developmental programs had 

higher rates of retention than those participating in decentralized programs” (p. 3).   

In an earlier study, Boylan (1996) suggested that the strength of the centralization 

model is in its increased coordination.  “Apparently, centralization allows for better 

coordination of remedial/developmental courses and activities.  In essence, this 

coordination enables all those working with unprepared students to consistently 

emphasize common themes and work toward common goals and objectives” (p. 20).  

Roueche (1993) pointed out that while no one organizational model serves every 

institution equally well; research has revealed a critical characteristic of all successful 

programs.  “Each of them has made efforts to be compatible with the total college 

mission.  These programs clearly sought through collaboration and service to become a 

significant part of the institution” (p.72, emphasis in original).   



 60

These highly coordinated programs were found skillful in their ability to articulate 

their shared vision of developmental student success.  Creating clear goals and objectives 

reinforced the structure of developmental programs.  Roueche and Snow (1977) noted 

that clearly defined philosophy, goals and objectives were hallmarks of their success.  

Later studies, from researcher such as Casazza and Silverman (1996), Maxwell (1997), 

and Boylan and Saxon (1998) further corroborated the relationship between successful 

developmental programs and well defined student success goals (as cited in Boylan & 

Saxon, 1999b).  

To help formulate these student-centered goals, the National Association of 

Developmental Educators (2001) delineated several key purposes of developmental 

programs as: 

1. To preserve and make possible educational opportunities for each

postsecondary learner.

2. To develop in each learner the skills and attitudes necessary for the

attainment of academic, career, and life goals.

3. To ensure proper placement by assessing each learner’s level of

preparedness for college work.

4. To maintain academic standards by enabling learners to acquire

competencies needed for success in mainstream courses.

5. To enhance the retention of students.

6. To promote the continued development and application of cognitive

and affective learning theory. (Goals, para. 1)
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One exemplary model of a highly coordinated developmental effort was found at 

the Community College of Denver (CCD).  In an effort to “create a more organized 

context for learning” (Roueche et al., 2001, p.34), CCD initiated an organizational 

transformation and implemented a centralized developmental program.  “A centralized 

model, such as CCD’s, helps prevent at-risk students from falling through academic 

cracks in the system and establishes a highly visible presence for the important role that 

developmental education plays in improving student success at the college” (p. 115).  As 

a collaborative campus community effort, CCD established a reorganization plan by 

configuring their academic divisions into five interconnected centers, with center deans 

and team coordinators.  A new Center for Educational Advancement provided 

developmental courses and services.  Commenting on CCD’s efforts to improve student 

success by considering organizational changes, Roueche et al. (2001) reflected on CCD’s 

experiences in centralizing and advised others to consider the same.   

A quarter century of experimentation has led CCD’s administration and 

developmental education division to conclude that a centralized focus 

would best serve the college’s large number of at-risk, skill-deficient 

students…Therefore the critical decision any college should make is not 

so much about implementing a specific model but rather a blend of factors 

that in combination form a conducive learning environment for student 

success. (p. 57)      
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Unfortunately after decades of evidence that decentralized and uncoordinated 

programs were less effective, most community colleges continue to turn a deaf ear to this 

sage advice.  Even the most recent studies show that most developmental administrators 

hold on to fruitless organizational practices.  Whether due to institutional tradition, 

politics or economy, over 60% of community colleges developmental courses continue to 

be decentralized (Shults, 2000, as cited in Boylan, 2002).  In Texas, 33% of all public 

institutions of higher education centralize their developmental education programs 

(THECB, 2005).          

Mandatory assessment and placement.  Developmental educators have 

used assessment and placement to appraise “the needs of individual students and 

their academic strengths and weaknesses so that effective intervention [could] be 

made to enhance learning” (Casazza & Silverman, 1996, p. 94).  Research 

findings have consistently confirmed that these practices contributed to 

developmental student success (Boylan 2002; Boylan & Saxon, 1999b; Casazza 

& Silverman, 1996; McCabe & Day, 1998; Roueche & Roueche, 1993; Roueche 

& Snow, 1977).  Roueche and Roueche (1999a) also noted that “states that 

require assessment and placement report that student retention and success levels 

improved when mandatory policies were enforced” (p. 47).  Unfortunately state 

policies do not consistently support these actions with just over half of all states 

implementing mandatory assessment and placement policies (Boylan et al., 1999).       
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Statewide mandates have played an increased role as attention has become more 

focused on the at-risk student (Roueche & Roueche, 1993, p. 139).  In State Policies on 

Remediation at Public Colleges and Universities, researchers found that “four states, 

Florida, New Jersey, Tennessee and Texas have worked with major testing companies to 

develop their own assessment instruments for placement purposes” (Boylan et al., 1999, 

Assessment, para. 6).  For example, in 1989, the Texas legislature established the Texas 

Academic Skills Program (TASP) “as an early assessment and academic support program 

for all students entering Texas public institutions of higher education…[including] 

mandatory testing, advising, placement, remedial education, and the evaluation of results 

and effectiveness of remediation at the college and state levels” (Roueche & Roueche, 

1993, p. 139).   

After seven years under the TASP, the Texas Higher Education Coordinating 

Board contracted with the National Center for Developmental Education to evaluate the 

program.  The purpose of the study was to explore the adequacy of the TASP test, 

adequacy of the implementation, the effects of TASP and continued need for the TASP 

(Boylan, 1996).  The research team found that “the TASP instrument was well developed 

and is psycho-metrically sound” (Finding 1).  They considered “the TASP to have 

strengthened the quality of higher education in Texas” (Finding 35), and recommended 

that the TASP be maintained.  While the report recommended strengthening higher 

education developmental programs, high school preparation and communication between 

the two institutions, it concluded by applauding the state’s decision to focus on academic 

success for the underprepared. 
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Texas has chosen wisely.  It has forthrightly decided to address the 

education of its citizens.  The state has recognized that ignoring 

underpreparedness results in the acceptance of low standards.  Further, by 

establishing a program to assess, teach, and ensure basic skills, Texas 

prepares for the present and the future. (Conclusion, para. 3) 

Despite this supportive review, however, in its most recent legislative session, the 

Texas Senate repealed sections of the Texas Education Code pertaining to the TASP, and 

replaced it with the Texas Success Initiative (TSI).  According to the Texas Higher 

Education Coordinating Board’s Summary of Higher Education Legislation: 78th Texas 

Legislature (2003c), much like the TASP, the TSI continued to require mandatory 

assessment for entering college students.  However, the TSI delivered two blows to 

developmental education in Texas.  In addition to the elimination of TASP based 

developmental education performance funding—totaling $5.8 million for developmental 

education programs in 2002-2003 (THECB, 2003a)—the TSI eliminated mandatory 

placement.  Texas Education Code section 51.306e previously stated that “a student 

whose performance is below the standard for tested skill must participate in a 

developmental program” (emphasis added).  Beginning fall 2003 under the TSI, 

institutions were no longer required to place students in developmental programs but 

were provided the option of “determining appropriate courses, or non-course based 

experiences to best meet student needs and flexibility in determining that a student has 

become college ready” (THECB, 2003c, p.13).   
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The abolishment of mandatory placement policy was inconsistent with research 

findings on successful developmental programs.  “From various descriptions of 

exemplary developmental programs, a reasonably consistent pattern of thorough 

assessment leading to appropriate placement was discovered” (Roueche & Roueche, 

1993, p.144).  Boylan (2003) further added that “mandatory assessment followed by 

voluntary placement undermines the entire concept of assessment as a means of 

promoting student success” (p.36).  And Roueche and Roueche (1999a) concluded that 

“voluntary placement in remedial courses when assessment data indicate that basic skill 

instruction is critical to a student’s successful future performance is a major shortcoming” 

(p. 47)—albeit a shortcoming that the Texas legislature has accepted as policy.  Their 

continued attention to developmental education in Texas higher education institutions is 

likely, as evidenced by the Texas Senate’s charge given to the subcommittee on Higher 

Education in preparation for the 2005 legislative session which called for the study the 

effective delivery of developmental education programs including developmental student 

assessment (Interim Charges).    

Program assessment.  The American public has long entrusted higher education 

to meet the educational needs of our society.  However, there has been a recent 

groundswell of concern about the effectiveness of the effort to do so.  Calls for 

accountability have been heard and are predicted to increase from taxpayers, government 

officials, accrediting associations as well as other internal and external sources (Alfred, 

2000; Alfred, Etwell, Hudgins, & McClenney, 1999; Holyer, 1998; Roueche et al., 
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1997b).  “The old adage that one should inspect what one expects will be played out in 

the effectiveness arena.  Stakeholders, particularly those who pay the bills, are vitally 

interested and increasingly discerning about what colleges are and should be doing”  

(Roueche et al., 1997a, p. 189).  Criticism that stems from concerns of mediocre 

performance in public education and the lack of meaningful assessment of effectiveness 

should capture the attention of higher education administrators.  “Calls for increased 

scrutiny and improved assessment and effectiveness measures come at a critical time 

[when] funds are shrinking, demands for and expectations of higher education are 

increasing, and costs are escalating.  The critical juncture cannot be ignored” (Roueche et 

al., 1997b, Tiger, para. 5).   

Program assessment has been defined as “a systematic process of gathering, 

interpreting, and using information about student learning” (AAHE, 1993, para. 1).  

According to Marchese (1997) good program assessment includes “definitions of what 

colleges want to achieve, clear descriptions about viable outcomes, and mechanisms for 

evaluating whether outcomes have been achieved” (p. 32).  These components not only 

serve to answer the calls of accountability, but ultimately serve a higher purpose.  By 

demonstrating commitment to student learning and documenting the indicators of 

effective practice, educators address the expectations of stakeholders, while providing the 

needed information to improve learning.  In Principles of Good Practice for Assessing 

Student Learning, the AAHE Assessment Forum (1993) expounded this point. 

As educators, we have a responsibility to the publics that support or meet 

goals and expectations.  But that responsibility goes beyond the reporting 
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of such information; our deeper obligation—to ourselves, our students and 

society—is to improve. (Principle 9). 

Improvements are measured by some form of evaluation on most college 

campuses; however investigation revealed that most evaluation efforts were incomplete 

and ineffective for causing change.  In Program Components and Their Relationship to 

Student Performance, Boylan et al. (1997) found that while program evaluation was 

believed to be an important component of effective developmental programs, nationally 

only 14 percent of two-year institutions evaluated their activities in a regular and 

systematic manner.  And, although program evaluation was positively related to student 

retention and success in developmental courses, few colleges had established any formal 

evaluation plan.  

The same lack of regular and systematic evaluation was found in the 

developmental programs of Texas colleges and universities (Boylan & Saxon, 1998).  

And of those institutions that did collect evaluative data, few shared this effectiveness 

data with developmental faculty.  The study recommended that colleges and universities 

report developmental education data on student learning using several benchmarks such 

as course completion, remediation sequence completion, post-remediation passage of the 

TASP, as well as student satisfaction data (p. 23).  

Commenting on community college’s inadequate responses to these 

accountability pressures, Roueche et al. (1997a) concluded,  
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While significant steps are being taken by North American community 

colleges to demonstrate their effectiveness, their progress is decidedly 

slow… for the most part, colleges do not appear to understand (or, 

perhaps, simply do not know how to make) the critical link between 

mission and effectiveness.  That factor stands squarely in the path of real 

progress toward assessing institutional effectiveness…Not only is moving 

toward institutional effectiveness the right thing to do; it is the only clear-

thinking thing left to do. (pp. 182 & 189, emphasis in original)  

 

To assist community college administrators establish meaningful indicators of 

effectiveness in developmental education, in Core Indicators of Effectiveness for 

Community Colleges, Alfred et al. (1999) suggested measurement criteria and data 

sources.  The authors cited longitudinal cohort tracking as the most desirable method to 

assess the effectiveness of the developmental program.  This methodology was designed 

to measure the progression of these cohorts of underprepared students through the 

developmental courses, the completion of their first college-level course, the persistence 

and degree-completion rates and the successful completion of college-level courses (p. 

26-27).  Roueche and Roueche (1993) concluded their discussion on the importance of 

developmental educators’ assessment of effectiveness with the following call for the 

proactive evaluation of program outcomes. 

Evaluation remains one, if not the single most, critical issue not yet 

resolved in college responses to at-risk students…Because evaluation is 
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commonly recognized as the weakest piece of the program puzzle, it is 

imperative that colleges become serious about describing so well what 

their accomplishments, as well as expeditiously determine when they are 

falling short of meeting program goals. (p. 260)   

Instructional Components  

While a great deal of literature has covered the organizational components of 

successful developmental programs, even greater attention has been given to instructional 

components and developmental instructors who have contributed to that success.  

“Successful developmental programs are staffed by professionals who know, who 

understand, and who base their action on that body of research and literature” (Boylan, 

1999, Program, para. 4).  Instructional components of good developmental programs not 

only include quality developmental educators, they are also guided by educational 

theories, incorporate good practice in developmental instruction, and utilize 

developmental education faculty development.   

Developmental educators.  Roueche and Roueche (1993) opened their discussion 

of developmental educators by recounting the past strategies used to identify and select 

developmental faculty.  They began with the first national study of remedial programs in 

which Roueche (1968) found that assignments to developmental courses were seen as 

less desirable.  Typical faculty assignment to remedial courses came “as a result of their 

status in the department; i.e. the higher the seniority or status, the more likely a faculty 

member would avoid such assignments in favor of more advanced courses” (p. 106).  The 
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authors noted that this status structure created a stratification of faculty with the more 

highly trained and experienced faculty teaching the college level courses, and less 

experienced faculty were being assigned to developmental courses.  The researcher found 

these developmental instructors “unprepared for the specific courses they were to teach, 

they did not understand nontraditional students and were convinced, by and large, that 

these students would not be successful” (p. 107).   

This unfortunate faculty plight had not improved by 1972 when Bushnell and 

Zagaris (as cited in Roueche & Roueche, 1993) found that teaching developmental 

courses remained a low-prestige assignment in a system doomed to failure.   

The inexperienced faculty member, often fresh out of graduate school, has 

had little in the way of orientation or training in coping with the special 

needs of this group of students.  Too few resources and inappropriate 

instructional materials conspire to defeat even the most conscientious 

instructor. (p.107) 

   However, by 1973, Roueche and Kirk found a new breed of faculty at model 

developmental programs had emerged (as cited in Roueche & Roueche, 1993).  These 

new positive thinking faculty were marked by a strong commitment to their 

underprepared students and they took great pride in their title as developmental 

educators.  They “did not believe that student attrition and poor grades were indicative of 

a lack of motivation or ability; rather, they took responsibility for establishing a positive 

learning climate and ensuring that learning occurred” (p. 108).   
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Three years later, Cross (1976) conducted surveys on developmental services that 

identified an increase in institutions “restricting the teaching of remedial courses to only 

those faculty who expressed interest” (as cited in Roueche and Roueche, 1993, p. 108).  

These volunteer faculty attained “a higher degree of preparedness for the task, provided 

highly relevant instruction, used motivational strategies, and possessed a caring attitude 

toward their students” (p. 109).  Cross also found that a majority of these exemplary 

developmental educators were “educational specialists” with training in both their content 

field as well as specialized training for working with underprepared students (as cited in 

Roueche & Roueche, 1993, p.108).  

Roueche and Roueche (1993) then noted studies by the National Center for 

Educational Statistics (1989) and the National Center for Developmental Education 

(1992) conducted to provide quantitative data on the state of developmental education 

faculty.  The first study found that in two-year colleges, developmental education 

programs, on average, were staffed with 20 faculty—12 of whom were hired specifically 

for developmental courses, 5 had degree credentials in developmental education, and 9 

had completed specific training in developmental education.  The second study focused 

on the distribution of full- and part-time developmental faculty.  These researchers found 

that for all post-secondary institutions, 20% of all developmental faculty worked full-time 

in developmental courses.  However, over half of all developmental programs were found 

to be operating with 100% part-time faculty (p. 110).  The authors noted a number of 

concerns about community colleges’ reliance on a majority of part-time faculty, such as 

the lack of respect or value placed on their experience by administrators and full-time 
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faculty which led to the part-time instructors’ lack of hope for advancement.  Roueche 

and Roueche (1999a) concluded by describing the essential characteristics of both full 

and part-time quality developmental educators.  

Instructors who thoroughly understand the college’s goals and the 

complexity of the at-risk population, who have significant classroom 

experience and a broad repertoire of teaching techniques that let them 

match learning needs and instruction, who want to work collaboratively 

with other faculty, who want to be involved in strong faculty development 

activities, who want to teach remedial courses and who believe that at-risk 

students can learn and be successful—these are the right instructors for 

the job, whether they are full time or part time.  Faculty attitude and 

competence are the keys to student success. (p. 26, emphasis in original) 

Theories guiding developmental education.  The field of developmental education 

and developmental instruction in particular has been influenced by several theoretical 

approaches.  In Theoretical Foundations of Developmental Education, Boylan (1986) 

recounted three “families” of theories that provided the philosophical basis for practice in 

developmental education: behaviorist theories, humanist theories, and developmental 

theories.   

Behaviorist theories have had a long history of influence in educational practice 

primarily through the works of Pavlov, Skinner, Keller and Bloom (Boylan, 1986).  

These theorists laid the foundation for student-focused behavior modification in 
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educational practice.  McMillan, Parke and Lanning (1997) explained that “behaviorist 

theories of learning underlie the concept of programmed instruction, with the basic 

assumption that the learners respond to external variables that can be programmed in 

particular ways that lead to a mastery of the subject matter” (p. 25).  Many educators 

have used behaviorist theories in designing developmental practices.  “In fact, most 

remedial or developmental programs use several different behaviorist approaches through 

the provision of programmed instruction, computer-assisted instruction, and an emphasis 

on written study guides and mastery learning” (Boylan, 1986, p. 4).  

Humanists such as Rogers, Tough and Maslow have also had an influence on 

developmental education.  In comparing behaviorist and humanist tenets, Boylan (1986) 

explained that humanistic principles “place emphasis on creating an environment where 

learning will take place naturally rather than on manipulating the variables in the 

environment to provide the reinforcement” (p. 4).  The humanistic ideal of the worth of 

the individual, and the belief in providing the support necessary to create a learning 

environment, was highly consistent with the developmental education mission.  

According to McMillan et al. (1997), while humanistic theories have influenced 

developmental education as a philosophical framework, few programs actually use this 

model for classroom practice “because underprepared students are generally not ready for 

the responsibility of such a self-directed approach” (p. 26).      

The developmental theories of Chickering, Erickson, Loevinger, Kohlberg, Perry 

and Vygotsky provide the underpinnings for the most basic concepts of developmental 

education (Boylan, 1986; Vygotsky, 1978).  “This group of theories posits that learning is 
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a process in which individuals move from one level of knowledge to another, and that 

external variables can stimulate, but do not control, the learning process” (McMillan et 

al., 1997, p. 24).  Boylan (1986) described developmental theory in practice when he 

noted that “programs are usually designed on the basis of developmental assumptions.  

Specifically, students are accepted with whatever level of skills they possess, and their 

skills are developed through a series of tasks or challenges designed to foster growth” (p. 

7).     

These behaviorist, humanist and developmentalist theories have a history of 

influence in the field of developmental education.  Yet a new school of learning theory, 

based on findings from various fields of scientific research, has emerged and may impact 

developmental education with its new discoveries about the ways students learn.  In his 

essay, The New Conversations About Learning:  Insights From Neuroscience and 

Anthropology, Cognitive Science and Work-Place Studies, Theodore J. Marchese (1997), 

Then vice president of the American Association for Higher Education, discussed the 

insights to be gained by studying the various findings in learning research from a broad 

base of disciplines.   

Marchese (1997) began with a discussion about the contributions of cognitive 

psychologists’ research of prior beliefs and mental models.  This research is based on the 

theory that there exists an innate human need to make sense out of life experience.  This 

means that at a very early age, humans develop basic ideas about how the world works – 

what is safe, what is dangerous, who is friendly, who is not, what is right and what is 

wrong.  Most importantly, this research established the theory that once such 
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understanding is formed in the brain, it is extremely difficult to change and, in fact, can 

serve as a real obstruction to future learning.  According to Marchese, the cognitive 

psychologists’ concept of prior beliefs and mental modeling cannot be taken too seriously 

as these prior beliefs are what the instructor faces in every classroom encounter.   

Researchers have only recently uncovered some of the mysteries of how the brain 

processes, retains and expands knowledge.  One such researcher noted that “considering 

the vastness and complexity of the human brain…it may be safely said that…knowledge 

about this remarkable organ for learning has advanced about one inch toward infinity, but 

oh, what a glorious inch” (Conner, 1993, p. 34).  Marchese (1997) also expressed 

considerable excitement about the new studies emerging during the past decade from the 

neuroscientists—including “neurophysiologists, molecular biologists, neuroanatomists, 

certain chemists and medical researchers” (Marchese, 1997, Neurosciences, para. 1) .  

Supported by enormous federal funding and the technological breakthroughs that include 

PET scans and MRI equipment, neuroscientists have uncovered a number of findings 

about the actual inner workings of the brain.   

 Educators and scientists have worked together to better understand the complexity 

and elegance of the way the human brain learns and how instruction can be designed to 

better facilitate the brain’s natural ways of learning.  In Learning is about Making 

Connections, Cross (1999) noted that this “stunning new research on the brain by 

neuroscientists is adding a new dimension to our knowledge about learning” (p. 5).  

O’Banion (1997) agreed that “the natural functioning of the brain provides the best road 

map for the learning enterprise” (p. 81).   
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Pioneers in the field of education have recently ventured into the newly found 

brain research and began theorizing and studying its educational applications.  Leading 

the way with their books and articles, Caine and Caine were pioneers in this field with 

their first book Making Connections: Teaching and the Human Brain published in 1991.  

Currently, the educational applications of neuroscience findings remains limited, 

however, a few educators and researchers are beginning to publish works on the topic 

(Berninger, & Richards, 2002; Byrnes, 2001; Caine & Caine, 1997; Caine, Caine & 

Crowell, 1994; Jensen, 1998; Pinker, 1997; Wolfe, 2001).   

 Caine and Caine (1997) proposed that if these findings are then appropriately 

applied, educators can access the brain’s vast potential by designing learning experiences 

accordingly.  These forward thinking educators defined brain based learning as 

“acknowledging the brain’s rules for meaningful learning and organizing teaching with 

those rules in mind” (Caine & Caine, 1991, p. 4).  Caine and Caine (1997) first 

synthesized the findings of neuroscience into twelve brain-based principles of learning 

that formed the foundation for building educational applications.  And while there are no 

writings specifically on developmental education’s application of neuroscientific 

research, these authors contended that the brain-based principles are applicable “to all 

students, of all ages, and in all knowledge domains” (p. 32).  The three brain-based 

instructional applications offered as derivatives of these principles were: relaxed 

alertness--the “optimal state of mind [that] exists for meaningful learning” (p.33),  

orchestrated immersion--the introduction of “rich and complex experiences” into 
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classrooms (p.35), and active processing--the “ongoing intellectual challenge that comes 

from suggestions and questions during an experience” (p. 36).     

Marchese (1997) noted another new area of research in cognitive science, a blend 

of biology and psychology.  This science deals with the observable effects of 

environment on brain growth but also includes measurements of brain weight, cortical 

development, and the actual count of cells and synapses.  While early environment and 

genetic inheritance are very important, the greatest findings in recent cognitive research 

points to the ability of the brain to change, grow, compensate and rebuild throughout life.  

This is particularly important to developmental educators.  Marchese (1997) summarized 

a list of findings most useful to educators from the neuro- and cognitive sciences found in 

a study from Dee Dickinson (1997), head of Seattle’s New Horizons for Learning project 

based on work at the University of California–Berkeley.  He noted four brain-based 

findings with educational implications: “the brain is remarkably plastic across the 

lifespan; powerful learning is prompted when all five senses are engaged, adequate time 

is needed for each phase of information processing (input/assimilation/output); and 

emotional well-being is essential to intellectual functioning, indeed to survival 

(Cognitive, para. 5). 

One of the most powerful conclusions of this and other similar studies was that 

when human beings perceived a situation as a threat, their brains reacted by supplanting 

higher-order cortical functioning with lower level emotional responses.  Caine and Caine 

(1991) referred to these reduced responses as “downshifts.”  As Marchese (1997) pointed 

out, downshifting has grave implications for the typical American classroom which 
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depends on “sticks and carrots, on competition and scarce rewards,” and, in turn, leads to 

student attitudes ranging from “grudging compliance” to “sullen disengagement” (p. 14). 

These discoveries and their contributions to learning theory have a great potential 

for improving developmental teaching.  In fact, Angelo reported in O’Banion and 

Associate’s (1994),  Teaching & Learning in the Community College, that “solid research 

by cognitive scientists, educational psychologists, ethnographers, and other qualitative 

researchers offers more direction to today’s college teachers than ever before” (p. 122).  

Mickler (1988) concluded his discussion on the theoretical approaches to developmental 

teaching and learning by encouraging developmental educators to use these educational 

theories and findings to unleash the power of developmental instruction.  He explained 

that “the power to design instruction lies within the expertise of the educator…gained 

through the development and extensive use of robust theoretical tools that explain, 

predict, and generate educational practice that accommodates all the variables associated 

with learning” (p. 5).         

Good practice in developmental instruction.  In response to the American 

Association of Community and Junior College report calling for the strengthening of the 

learning and teaching movement, Baker, Roueche and Gillett-Karam (1990) made the 

“first step in the direction of focusing the strength and the energy of this movement 

toward teaching and its essential outcome—student learning” (p. xxxiii).  These 

researchers conducted a study of 869 award-winning community college teachers, 3,000 

students and 251 CEOs across the U.S. and Canada in order to describe effective teaching 
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behavior, predict what effective teachers do, make recommendations for improvement 

through self-evaluation, and explain how teachers were able to motivate students.   

 Using the path-goal model of House and Mitchell (1974), the authors developed a 

paradigm of what the best teachers do and how their students see them (Baker et al., 

1990, p. xxxvi).  The analysis of this extensive international study resulted in four 

teaching-as-leading styles of teachers: Supporters, who “do not see themselves as 

teaching a subject or a class, but as teaching a variety of individuals” (p. 149); Theorists, 

who “approach the instructional process, as well as the instructional content itself, 

conceptually” (p. 171); Achievers, whose “purpose is to enable students to master 

content” (p. 193); and Influencers, who attempt “to motivate all students to high levels of 

performance” (p. 218). The authors concluded the study with the idea that the most 

effective teachers intentionally modify their styles to incorporate each of these 

characteristics as the learning situation dictates.  Returning to the mission of the research, 

they concluded that this study helped “faculty members see themselves as leaders in the 

classroom—leaders who must always be aware of their responsibility to the followers and 

who must discover ways to enhance or change their teaching-as-leading style” (p. 246).   

 Continuing their research on teaching excellence, Roueche and Roueche (1993) 

presented “a fairly discreet common core of teacher characteristics” which was their 

compilation from numerous studies on teaching excellence (p. 102).  Using the Teaching 

for Success Model from Access and Excellence (1987) they presented 13 general teaching 

themes of excellent teachers: commitment, goal orientation, integrated perception, 
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positive action, reward orientation, objectivity, active listening, rapport, empathy, 

individualized perception, teaching strategies, knowledge, and innovation.   

As a follow-up to the 1990 and 1993 studies of excellent teachers, in Practical 

Magic: On the Front Lines of Teaching Excellence, Roueche, Milliron and Roueche 

(2003) conducted a new study of over 230 teaching-award-recipients and described their 

purpose as “profiling the power of practical magic [which] affirms and inspires the 

necessary good work of the thousands of educators who daily engage their noble 

profession.  Moreover, this profile may help pass the torch to another generation” 

(Roueche, Milliron & Roueche, n.d., para. 1).  They discuss what they term the seven 

powers that were wielded by these excellent teachers.  They began with the Power of 

Why that these faculty members plugged into when they realized that “clarity of purpose 

surrounding our vocation in life is powerful and often at the heart of great teaching” 

(Why, para. 2).  These great student-centered teachers were also “laser-focused on whom 

they were teaching” (Who, para. 1) which demonstrated the second power, the Power of 

Who.  Third, the Power of Belief referred to the positive and inspiring attitudes these 

teachers held.  They believed “in the importance and efficacy of their work” (Belief, para. 

1) and that “all students and teachers perform better when held to higher expectations

(Belief, para. 4). The Power of How was exhibited by good teachers employing “key 

learning theories and teaching practices” (How, para. 2).  Next, these award winning 

teachers valued flexibility and balance in working with the diverse community college 

student body as well as creativity and risk-taking to “facilitate different kinds of learning” 

(And, para. 2) which illustrated the Power of And.  And lastly, “the Power of Passing It 
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On [related] to the issues of lifelong learning, legacies, and honoring the past as you 

move toward the future” (Passing, para. 1).  The authors contended that these powers are 

available to any teacher willing to wield them. 

Other reports have also presented what we know about good teaching and 

learning practices.  Three of the most noted are Chickering and Gamson’s Seven 

Principles for Good Practice in Undergraduate Education (1987), Angelo’s Teacher’s 

Dozen (1993) and McKeachie’s Teaching Tips (2002).  The popularity of these sets of 

good teaching principles is that they are distillations of years of good research and 

practice found effective across all disciplines.  “Good practices hold as much meaning for 

professional programs as for the liberal arts.  They work for many different kinds of 

students—white, black, Hispanic, Asian, rich, poor, older, younger, male, female, well-

prepared, underprepared” (Chickering & Gamson, 1987, Focus, para. 3).   

 Another inventory of teaching techniques which differed from the previous 

reports in that the authors specifically addressed developmental instruction is Stahl, 

Simpson and Hayes’ 10 Recommendations from Research for Teaching High-Risk 

College Students (1992).  These veteran developmental educators compiled a set of best 

ideas from research, theory and their own experiences that have affected developmental 

students in their classrooms.  They stressed the importance of adopting a cognitive-based 

philosophy rather than a deficit model of instruction while accounting for underprepared 

students’ lack of background knowledge and specialized vocabulary.   

A cognitive model of instruction, according to Stahl et al. (1992), values the 

autonomous, self-regulated student’s active participation in his own learning.  However, 
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since most developmental college students are lacking in these skills, the authors posit 

that the most logical goal of developmental programs “would be to teach students a 

repertoire of strategies and tactics that will prepare them for the task and texts they 

encounter in college” (p.3).  This repertoire of cognitive-based skills helped 

underprepared students gain the content skill they were lacking and prepared them to 

become more independent self-directed learners.  The authors suggested that 

developmental educators incorporate “real” reading and learning from college-level 

courses into the developmental curriculum and recommended the use a course model that 

stresses the transfer skills needed in those courses (p3).

Developmental educators also face the unique teaching challenge of 

underprepared student gaps in learning and lack of exposure to specialized vocabularies.  

The authors proposed that they adopt a teaching strategy to broaden students’ conceptual 

background knowledge and help students reconceptualize vocabulary development.  

According to Stahl et al. (1992), regardless whether these underprepared students are 

illiterate or alliterate, they generally lack the background knowledge and experiences 

needed to survive the college reading and learning requirements.  “Hence, the 

[developmental] instructor must meet the needs of students who have both deficiencies in 

content knowledge and misconceptions about the learning process” (p. 4).  The authors 

suggested that instructors build underprepared students’ conceptual understanding by 

organizing content according to thematic units, promoting the habit of reading, and 

carefully integrating writing assignments.  Academic success for these students, the 

authors posited, not only relies on their ability to fill-in learning gaps, but their acumen 
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with the vocabulary needed to maneuver the college terrain.  Developmental educators 

were encouraged to provide experiences that immerse students in the “language of the 

academy,” the “language of the educated” and the “languages of the disciplines” (p. 4).       

These instructional strategies have proven successful with developmental 

students.  And Angelo suggested that this expanding knowledge base of theory and good 

practice be introduced as a part of a transformative faculty development agenda.  He 

concluded that “faculty development must play a pivotal role in the transformation and 

improvement of teaching and learning in the community college” (as cited in O’Banion 

& Associates, 1994, p. 139).   

Developmental education faculty development.  “Good developmental education 

is, first and foremost, delivered by well-trained people” (Boylan, 1999, Program, para. 4).  

And more than a quarter century ago, in A Modest Proposal: All Students Can Learn, 

Roueche and Pittman (1972) identified the critical link between the teaching/learning 

mission of the community college and a well-trained faculty.  Accordingly, they 

suggested that institutions find ways to assist faculty in meeting student learning needs. 

The personnel entering the community colleges often fail to understand 

the mission of these colleges and the diverse range of students who enroll 

there.  Many community college faculty and staff need help in devising 

effective teaching, counseling, and administering strategies so that they 

can improve their service to their institutions and students. (p.ix) 
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By the mid-80s, community college focus shifted from “quantity, defined mainly 

as access to higher education, to an emphasis on the quality of the college outcomes” 

(O’Banion & Associates, 1994, p.119, emphasis in original).  And in 1990, Baker, et al. 

noted that these quality outcomes can only be attained when college resources are 

directed toward developing quality instructors. 

Success in the teaching and learning environment of the community 

college must be a mandatory goal for all community colleges; colleges 

must be willing to spend money, resources, time, and effort to make good 

on the promise of egalitarian education for all people.  If the open-door 

concept is a promise of community college education, then community 

colleges must develop their most important resources-their instructors. (p. 

277) 

Today, community college leaders focus on “putting learning at the heart of the 

educational enterprise” (Wingspread Group, 1993, p. 14) when they connect the teaching 

needs of faculty with the learning needs of students.  Roueche and Roueche (1993) 

discussed the characteristics of successful professional development programs from 

around the country that are focuses on the complete development of the individual 

instructor.  Three elements identified within successful programs were instructional 

development, personal development, and institutional or organizational development.  

According to the researchers, instructional development focused on developing teaching 

skills such as planning, organizing, evaluating, motivating, using technology, and 
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developing a variety of teaching strategies.  Personal development focuses on helping 

faculty to develop interpersonal communication skills especially in regards to relating to 

students (p. 117).  And institutional or organizational development activities focuses on 

helping the faculty, staff, and administration work together towards creating institutional 

climate of “effective teaching and learning” (p. 117).  Interestingly, Roueche and 

Roueche mentioned a study from Tabb (1991) that determined that a positive instructor 

attitude was not only vital in working successfully with developmental students but that 

“faculty could be trained to develop favorable attitudes, particularly in relation to the 

effectiveness of instructional methods employed” (Roueche, 1993, p. 116).   

Boylan and Saxon (1999) suggested that every faculty member who works with 

the underprepared must receive professional training in order to work with those students 

(p. 8). And while it may be possible for a college to send certain faculty members to 

conferences and seminars dedicated to teaching the developmental student, Roueche and 

Roueche (1993) contended that that is not enough.  They suggested that these training 

activities must take place throughout the academic year beginning with a comprehensive 

orientation for new instructors.  They proposed that the task was to intensify efforts to 

motivate, involve, and excite the entire faculty in learning situations aimed specifically at 

working with developmental students. 

Angelo (1994) characterized faculty development efforts as good news, bad news.  

The good news is that over the past two decades, faculty development 

programs have become increasingly accepted and widespread throughout 

higher education… The bad news is that, despite this tremendous growth 
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in activity, there is little evidence yet of its effectiveness in improving 

teaching and learning.  (p. 3).    

 

To further demonstrate his point on the growing numbers of professional 

development efforts, Angelo noted that historically community colleges have offered 

faculty development programs and have supported them with a strong budgetary 

commitments.  Citing Miller and Ratcliff (1989), Angelo noted that Florida, California, 

Texas and other states have invested up to $50 million in community college faculty 

development in the 25 years following the study.  But, as for the effectiveness of those 

development efforts, evidence showed a weak response from faculty and limited 

measurable improvements (as cited in O’Banion, 1994, p. 124).   

 In an attempt to measure the effectiveness of faculty development in Texas, 

Murray (2000) found little institutional support.  While chief academic officers of Texas 

community colleges believed in the excellence of their faculty and gave testimony to 

valuing of good teaching, yet “there is no evidence of any concerted effort to support and 

encourage faculty development” (p. 265).  And although most colleges offered faculty 

development primarily in funding for conference attendance and peer-mentoring 

programs, no formalized or structured program of faculty development was found at any 

Texas community college.               

To begin building an effective developmental education program within an 

institution, Roueche and Roueche (1993) suggested providing institution-wide training 

that arouses and gives direction to everyone involved in the education of the growing 
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population of underprepared students within every community college.  They also 

recommended that professional development planning focus on providing an adequate 

background in learning theory and instructional methodology combined with practical 

demonstrations of instructional skills including planning, organizing, evaluating, 

motivating, using technology, and developing teaching strategies (p. 116).   

An exemplary faculty development program was found at the Community College 

of Denver (CCD).  And the Teaching/Learning Center (T/LC) efforts at CCD have 

received national recognition as an established faculty development program that is 

creating a climate for learning (Roueche et al., 2001).  The college was chosen as a 

Vanguard College for its focus on learning and the T/LC was awarded the Hesburgh 

Award for innovative faculty development.  According to Dr. Byron McClenney, 

president of CCD at that time, the T/LC acts as an extension of and catalyst for the 

college’s learning philosophy and practice.  He explained that “staff development has 

been the key to assisting faculty and staff in creating new programs and in learning how 

to improve and assess these programs” (as cited in O’Banion, 1999, p. 215).  This 

creative approach to faculty development, guided by a faculty advisory committee and 

led by the Dean of the Center for Learning Outreach, included in-house credentialing, 

workshops, instructional designers, technical training, a multimedia center, service 

learning center, mini-grants for activities tied to action priorities, pay-for-performance 

coordination, a monthly newsletter and a resource library (CCD, 2000).  CCD’s 

developmental efforts, both faculty development and developmental program, are 

exemplary models of Boylan’s (1999) description of good developmental education that 
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is comprehensive in its approach and “looks at students as total human beings, not just 

students in the classroom.  It attends to both their cognitive development in the classroom 

and their affective development through counseling, advising, and other enrichment 

activities” (Program, para. 5). 

 

Support Services Components  

 Comprehensive developmental education must not stop at the doors of the 

classrooms.  A broader institutional commitment to student success is needed to support 

the diverse needs of at-risk students fully(Roueche & Snow, 1979; Roueche & Roueche, 

1999a).  Increasingly, community colleges have created integrated programs that include 

both academic and support components (Cohen & Brawer, 1996).  Together, these 

services offer a comprehensive developmental program that is more likely to affect 

student success and retention (Boylan & Saxon, 1998; Roueche, 1968; Roueche & 

Roueche, 1993, 1999a).   

Tinto (1993) explained that, contrary to popular belief, academic difficulty is not 

the major reason for leaving college.  More often than not, student attrition is related to 

the lack of connectedness to the institution. Put simply, when students do not feel as if 

they belong, they are more likely to leave.  To increase the success of at-risk students, 

community colleges must find ways to connect with students both academically and 

socially.  “The best intentions are strengthened by collaborative efforts, often among 

entities that have not worked together before to solve problems involving their mutual 

interests” (Roueche & Roueche, 1999a, p. 46).  Rather than a bifurcated system where 
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faculty provide academic support and student service personnel provide affective support, 

“ideally the complete array of services needed on a campus should be integrated to 

provide the most efficient and effective support for students” (Maxwell, 1997, p. 9).  

Other researchers also lauded the merits of a holistic academic-service developmental 

program (Burley & Butner, 2000; Casazza & Silverman, 1996; Roueche & Roueche, 

1993).  Research has repeatedly highlighted four service components that have positively 

affected developmental student success: tutoring with trained tutors, supplemental 

instruction, ongoing orientation and developmental advising (Arendale, 1996; Boylan, 

2002; Boylan et al., 1997; Casazza & Silverman, 1996; Maxwell, 1997; Roueche & 

Roueche, 1993, 1999).   

Tutoring.  “Tutoring is one of the oldest forms of developmental education 

intervention” (Boylan, 2002, p. 49), and is often named in current research among the 

components of the most successful developmental programs (Boylan et al., 1997; 

Casazza & Silverman, 1996; Maxwell, 1997).  And regardless of form or type, tutoring is 

a key ingredient in successful developmental programs when it is supported by one key 

ingredient: tutor training (Casazza & Silverman, 1996; Maxwell, 1997).   

In a national study spanning over a decade and including over 3,000 colleges and 

universities, Boylan et al. (1997) confirmed the relationship between trained tutors and 

developmental student success.  More specifically, they found that 2-year college 

students “participating in tutoring programs featuring a training component were more 

likely to have higher first-term GPAs” and “higher pass rates in developmental English 
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courses” (p. 6).  Casazza and Silverman (1996) concluded that the strong support from 

research of the relationship between tutoring with trained tutors and student success 

provided “a powerful endorsement for mandatory tutor training and the importance of 

including it in every tutor program” (p. 109).   

Based on a survey of literature and personal experience, Maxwell (1997) listed 

five components of a tutor training model: orientation, improving interpersonal 

effectiveness, improving intrapersonal skills, ethics and confidentiality, and ongoing 

evaluation.  Casazza & Silverman (1996) added that successful tutor training should be 

based on an understanding of developmental, constructivist and cognitive theories while 

covering topics such as the tutor’s role, availability of resources, how to make a referral, 

special populations, and tutor recognition. 

 Supplemental instruction.  Supplemental Instruction (SI) is an academic 

assistance program originally created at the University of Missouri-Kansas City (UMKC) 

in 1975 to address high attrition and low academic performance (National Center, 1992).  

David Arendale (1994), former president of the National Association for Developmental 

Education and Director for Supplemental Instruction, explained that SI targeted high-risk 

courses—those that consistently had 30 percent or higher rates of Ds, Fs and Ws—and 

provided “regularly-scheduled, out-of-class, peer-facilitated sessions” that have been 

successful in part due to the avoidance of “the stigma often attached to traditional 

academic assistance programs, since it does not identify high-risk students but identifies 

high-risk courses” (p. 11).  Due to its proven record of effectively meeting the academic 
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needs of students the United States Department of Education designated the SI program 

as an exemplary educational program in 1981 (National Center, 1992).   

 Researchers recommend SI as a component of effective developmental programs 

(Boylan, 2002, Roueche & Roueche, 1999a).  In fact, “SI is probably the single most well 

documented intervention available for improving the academic performance of 

underprepared students” (Boylan, 2002, p. 75).  Results from UMKC on student 

performance and retention found that both academically underprepared and minority 

students who participated in SI sessions earned higher grades than similar students who 

did not participate (National Supplemental, n.d.).  Though SI has proven to be effective 

with developmental students, regrettably, researchers and practitioners have noted 

difficulty in getting students to attend, especially those with the most need (Arendale, 

1994; Hodges & White, 2001; Stansbury, 2001; Wilcox, 1994).  These findings have led 

to the creation of adaptive models of SI for developmental students, such as a making SI 

a required adjunct course, or the use of individualized instructional plans within the SI 

sessions. (Maxwell, 1997; Stansbury, 2001). 

 

 Ongoing orientation.  Ongoing orientation can ease the transition to college for 

many students who may need assistance navigating the new terrain.  According to 

researchers, the typical opening-week orientation does not facilitate the process of 

acclimation and they suggest that orientation be offered as a course extending over the 

first semester (Astin, 1985; Boylan, 1999; Roueche & Roueche, 1993).  Further, Roueche 

and Roueche (1999a) recommended that developmental programs require orientation.     
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The ongoing orientation course, also called a first-year seminar or student success 

course, is typically designed to develop essential academic skills, ease the transition to 

the college environment, and provide an orientation to campus resources.  Course content 

typically includes study skills, time management, personal development/self-awareness, 

transition to college, and career exploration (National Resource, 2000).   

Developmental advising.  Literature on the best practices in developmental 

programs often cites advising and counseling as key components (Casazza & Silverman, 

1996; Maxwell, 1997; Roueche & Snow, 1977; Roueche & Roueche, 1993, 1999a).  

When reviewing thirty years of research on what works in developmental programs, 

Boylan and Saxon (1999b) found that successful advising and counseling more fully 

contributed to student success when it was integrated into the program, initiated early, 

grounded in developmental psychology, and conducted by advisors trained in the needs 

of developmental students.  “Students participating in developmental programs including 

an advising and counseling component were more likely than students in programs 

without these components to have higher pass rates in developmental mathematics 

courses” (Boylan et al., 1997, Advising, para. 2).   

 In Academic Advising for Student Success: A System of Shared Responsibility, 

Frost (1991) proposed a model of advising based on student development theory.  She 

found that “advisors who encourage underprepared students to view themselves as having 

control over their chances for success can help them become independent learners” 

(Frost, 1991, p. 29).   One exemplary model of developmental advising is Valencia 
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Community College’s LifeMap.  According to college publications to students, LifeMap 

“is a student’s plan of action for utilizing Valencia’s resources…[and a] planning process 

through which students identify and achieve their career and educational goals” thereby 

meeting Valencia’s developmental advising goal of helping students “become 

increasingly self-sufficient” (Valencia, n. d.).  LifeMap was patterned after Frost’s model 

and included research-proven components of student success and developmental theories, 

with a large scale promotional campaign using the motto: “Life’s a trip.  You’ll need 

directions” (Valencia, n. d.). Comprehensive services incorporated institution-wide 

support and active involvement of the president. Systematic program assessment and 

formative evaluation, faculty and staff development activities linked to their college 

preparatory courses and student services (to assist students through the transitional stages 

of their introduction to college), progressing through degrees and graduation, and into 

lifelong learning were also integrated. (LifeMap, 2000). 

Developmental advising, as well as ongoing orientation, supplemental instruction, 

and tutoring have been tested and proven in the real-world of practice in developmental 

education and have been found resoundingly effective in improving underprepared 

student performance.  These effective services, when coupled with quality instruction by 

faculty who have the desire and training, armed with sound learning theory and effective 

teaching methodology, create a powerful ensemble of research and practice proven 

components of developmental education programs that cause life changing differences to 

many underprepared students. 
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Chapter Three 

 Research Methodology 

One set of educators, determined that their time for improving developmental 

student outcomes had come, reorganized their developmental program in accordance with 

proven practices found in research and literature and subsequently documented improved 

student success.  The purpose of this study was to understand the experiences of those 

involved in this developmental education program and to generate a theory which 

explained how they changed the program’s effectiveness.  The methodology employed in 

this case study was particularly useful “to gain an in-depth understanding of the situation 

and the meaning for those involved” (Merriam, 1998, p. 19)  in this bounded system 

(Stake,1998) and “to develop general theoretical statements about regularities in social 

structure and process” (Becker, 1968, as cited in Merriam, p.29).   

The following chapter describes the methodology and research design used to 

accomplish these tasks.  It begins with a brief overview of the qualitative methodology 

used to uncover the constructed realities of this phenomenon which answered the 

research questions driving the research design.  The specific data collection and analysis 

procedures of Interactive Qualitative Analysis (IQA) are then delineated in detail.  The 

chapter concludes with a description of the quality standards that were observed in this 

study. 

Research data collection was conducted in two phases—focus group interviews 

and individual interviews.  It began with three focus groups whose members were 
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selected because of their direct experiences with the developmental program: an 

administrative focus group, a faculty focus group, and a student services staff focus 

group.  Each of these groups was led through a discussion thread designed to enlist their 

thoughts and experiences with the developmental program and its improved 

effectiveness.  After focus group members shared their perceptions, they organized their 

ideas into thematic sets of data and identified the relationships among the sets.  These 

experiential elements and their cause-and-effect relationships provided the data needed to 

generate a conceptual map that represented each focus group’s experiences with the 

program. 

Using these sets, the second phase of interviews was designed.  Interviews were 

conducted with individuals from each of the three focus groups, giving opportunities for 

more in-depth data collection on the experiential elements and their synergistic 

relationships.  Based on the data collected from these interviews, a set of mind maps or 

visual representations was generated accompanied by rich descriptions of the experiences 

of the participants.  These conceptual maps represented theories about the participants’ 

experiences in improving the effectiveness of their developmental program. 

Methodology 

The researcher utilized qualitative research methods to study an improved 

developmental education program in the depth and detail (Patton, 1990) necessary to 

interpret the shared experiences of those involved (Merriam, 1998).  These shared 

experiences formed the reality under study based on the constructivist assumption that 
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realities are socially constructed ideas “created by people to ‘make sense’ of their 

surrounds” (Guba & Lincoln, 1989, p. 13).  This basic research design incorporated both 

phenomenological methodology and systems theory to understand inductively and 

holistically the essence and structure of the participants’ lived experiences and to explain 

this phenomenon as a theory (Patton, 1990).  The result was a conceptual map that 

depicted a theory of the perceived systems of experiential elements and the relationships 

among those elements to address three research questions:  

1. What were the experiences of the administrators, faculty and support staff

in improving a developmental education program?

2. What were the relationships among the experiences of the administrators,

faculty and support staff in improving a developmental education program?

3. How did the perceptions of the administration, faculty and support services

staff compare?

This conceptualization of a phenomenon as a system of elements and their 

relationships evolved into a grounded theory during the actual research.  Originally 

introduced by Glaser and Strauss, grounded theory is a methodology “for developing 

theory that is grounded in data systematically gathered and analyzed” (Strauss & Corbin, 

1994, p. 158) by the investigator who acted as the primary data collection instrument 

(Merriam, 1998).  The investigator selected IQA to guide this data collection and 

analysis.    
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Research Design 

The data collection and analysis techniques of IQA were selected for this research 

design to collect the experiential knowledge of those involved in improving the 

effectiveness of a developmental education program and to represent their perceptions as 

a system.  Northcutt and McCoy (2002) designed IQA to “capture knowledge from 

organizational members” and “produce a theory in perception or a conceptual 

map…which is a systems representation of how a person or a group understands a 

particular phenomenon”  (p. 5:2, emphasis in original).   

These phenomenological techniques for finding the essence of a shared 

experience (Merriam, 1998) guided the study through the IQA data collection and coding 

process.  This process generally followed a methodological path depicted in the Typical 

IQA Research Flow shown in figure 3.01.  However, to retain the inductive 

responsiveness of qualitative research, the design was not fully specified prior to 

fieldwork (Patton, 1990), but rather served as a “flexible set of guidelines that connects 

theoretical paradigms to strategies of inquiry and methods for collecting empirical 

material” (Denzin & Lincoln, 1998, p.28).  According to the Typical IQA Research Flow, 

data was collected in two phases: focus groups and individual interviews.  For this study, 

the researcher used purposive sampling to identify interviewees and design three focus 

group interviews and forty-five individual interviews.  
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Purposeful Sampling   

According to Patton (1990) “the purpose of purposive sampling is to select 

information-rich cases whose study will illuminate the questions under study” (p. 169).  

Both focus group and individual interviewees were invited to participate due to their 

direct involvement with the developmental education program and personal experience in  

initiating changes to the program, thus establishing these information-rich cases.   

Three homogenous groups, referred to as constituencies, Northcutt and McCoy (2002) 

were identified for the IQA focus group interviews due to their unique involvement in the 

program—an administrative constituency, a faculty constituency, and a support services 

constituency.  Homogenous sampling for focus groups “typically involves bringing 

together of people of similar backgrounds and experiences to participate in a group 

interview about major program issues that affect them” (Patton, 1990, p. 173).  However, 

IQA focus group sampling does not necessarily imply that all members of a particular 

group share the same “opinions and experiences with the system under study, but who 

more critically share a common perspective” (Northcutt & McCoy, 2002, 3:5).   

Individual interviewees were asked to participate from each of the three 

constituencies.  (See Table 3.01 for specific individual interviewees.)  Due to the 

relatively small sample size of each constituency, all administrators, faculty and support 

staff involved with changing the developmental program were invited to share their 

perceptions at their corresponding focus group and in individual interviews.  By way of 
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Figure 3.01.  Typical IQA Research Flow 
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convenience sampling, those nominees willing and available were chosen for individual 

interviews.  Once the sampling was complete, the focus group and individual interviews 

were conducted.  

Table 3.01.  Focus Group and Individual Interview Constituencies 

Constituency Interviewees 

Administration President; Vice President, Advancement and 
External Affairs; Vice President, Business 
Affairs; Dean, College Preparatory Studies and 
Support Services; Department Chair, College 
Preparatory Studies; Dean, University Studies; 
Dean, Allied Health and Applied Studies; Dean, 
Continuing Studies; Director, Student Support; 
(former) Director of Business Services; (former) 
Dean, University Studies. 

Faculty All available developmental English, Reading 
and Math instructors 

Support 
Services Staff 

All available support service staff with direct 
experience with developmental students 

Group Realities:  IQA Focus Groups   

The first data collecting phase of this study consisted of three focus groups.  

Kreuger (1988) defines a focus group as a “carefully planned discussion designed to 

obtain perceptions in a defined area of interest in a permissive, non-threatening 

environment” (p. 18).  Each focus group interview followed IQA protocols designed to 

obtain data concerned with the group’s shared perception of reality pertaining to the first 

two research questions.  To elicit information pertaining to question one—identifying the 

experiential factors—both a nominal group process and emergent and axial coding 

protocols were employed.  For question two— distinguishing the relationships among 
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factors—the researcher used theoretical coding protocol.  Therefore, each focus group 

interview was based on issue statements derived from these two research questions and 

included a warm-up exercise, nominal group technique, emergent and axial coding, and 

theoretical coding that led to the focus groups’ conceptual maps. 

Issue statements.  To set the stage for a productive IQA focus group, Northcutt 

and McCoy (2002) suggested that the researcher design issue statements to guide the 

participants in sharing their experiences.  Table 3.02 shows issue statements used to 

guide the warm-up exercises of each focus group constituency of this study.  However,  

Table 3.02.  Constituents And Issue Statements 

Tyler Junior College  

Constituency Focus Group Issue Statements 

Administration Tell me about your administrative experiences in making the 
developmental education program changes.  Tell me about the 
situation that led the administration to take these actions?  Tell 
me about any successes and/or obstacles you encountered?  
Tell me what you learned by going through this experience?   

DE Faculty Tell me about your faculty experiences making the 
developmental education program changes.  Tell me about 
your classroom or the department before and after the new 
program was initiated. Tell me about any successes and/or 
obstacles you encountered.  Tell me what have you learned by 
going through this experience? 

Support Services 
Staff 

Tell me about your student service experiences in making the 
developmental education program changes.  Tell me about the 
services that you provided to students before and after the new 
program was initiated. Tell me about any successes and/or 
obstacles you encountered in order to make these changes?  
What have you learned by going through this experience? 
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the statements brought to an interview were not considered by the researcher as an 

inflexible binding contract, but in the qualitative tradition, were seen as tentative guides 

subject to questions that emerged during the discussion (Glesne, 1999). 

 

 Warm-up exercises.  The focus group discussion began with a warm-up exercise 

“designed to clear the mind of all thoughts except the issue at hand, and to prime the 

participants’ thoughts about the issue statements” (Northcutt & McCoy, 2002, p.5:8).  

The warm-up included introductions of the study and group participants, assurances of 

confidentiality, and a guided imagery activity.  Guided imagery was utilized to tap into 

the “human capability of constructing narratives as a way to understand experience…and 

is especially appropriate when the issue statement can be portrayed as a scenario” 

(Northcutt & McCoy, p. 5:9).  The researcher presented a brief chronological retelling of 

major milestones in the developmental program’s evolution and effectiveness and invited 

participants to recall their own experiences remembering words, phrases, and mental 

pictures to be used during the nominal group process. 

  

 Nominal group process.  The researcher then facilitated a silent brainstorming and 

nominal group technique to bring together factors that led to improving the 

developmental program.  Rather than verbal brainstorming which may have led the group 

down one trail of thought, silent brainstorming generated a volume of authentic data freed 

from group pressures to respond in an influenced manner.  Additionally, the discussion 

format was particularly respectful of various personality styles that may have been 
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influenced differently by the group process, allowing both the extravert and the introvert 

time and opportunity to share their individual experiences according to their own 

preferences.  Northcutt and McCoy (2002) warned that “extraverts who do not do their 

best thinking silently may be frustrated at this first stage” (p. 5:11).  However, this focus 

group design incorporated format elements tailored to both preferences by alternating 

between individual-silent and group-verbal activities.  The silent brainstorming nominal 

process concluded as participants silently recorded their response to the issue statements 

on cards.  After participants completed as many cards as they wished and taped them to 

the wall, the researcher began a clarification process.   

The researcher then facilitated a group discussion to draw out a consensus on the 

meaning of each card.  The purpose of the clarification process was not only “to reduce 

vagueness or ambiguity associated with the meaning of the words or phrases,” but to 

move away from individual ownership of each card and “arrive at a socially constructed, 

shared meaning” (Northcutt & McCoy, 2002, p. 5:12).  The group interaction also 

produced additional data to be coded.     

Emergent and axial coding.  Emergent and axial coding was used to “identify, 

refine, reorganize and describe the range of meaning of” sets of data (Northcutt & 

McCoy, 2002, p. 5:15).  In order to construct meaningful sets of data, participants silently 

arranged the cards by commonalities or emergent themes.  Next, a group discussion led to 

a consensus on both the label and meaning of each thematic set, referred to by Northcutt 

& McCoy (2002) as affinities.  The participants worked through the affinity building 
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process using both inductive and deductive reasoning as they progressed through cycles 

of meaning (Northcutt & McCoy, p. 5:14) that resulted in affinity clusters (figure 3.03). 

Figure 3.03.  Focus Group Affinity Clusters 

After the completion of the focus group, the cards, affinities, and transcripts were 

used to compile an affinity write-up—a paragraph description of each affinity grounded 

in the actual text through quotes.  The description provided an in-depth coverage of the 

focus groups’ socially constructed shared meaning of their experiences including: details 

about the affinity, contrast as to what the affinity was not, comparison to other affinities, 

and richness of elaboration and examples (Northcutt & McCoy, 2002, p. 5:18).  This 

affinity write-up served not only as a source for thick descriptions needed to build 

grounded theory, but was also used to structure the individual interviews.   

Theoretical coding.  The last stage in the focus group interview was the 

theoretical coding process which was designed to ascertain “the perceived cause and 
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effect relationships (influences) among all the affinities in a system” (Northcutt & 

McCoy, 2002, p. 6:4).  This system was then represented in a mind map referred to as a 

Systems Influence Diagram (SID) which reflected the group’s collective perceptions of 

how their experiences impacted each other.  Although a richly detailed SID was later 

constructed following the individual interviews, an abridged theoretical coding format 

was employed during the focus groups which produced a simple SID.  The purpose of the 

simple SID was “to inform the development of the interview protocol” (Northcutt & 

McCoy, p. 6:21-22), by sharpening affinity meanings and detecting any structural flaws 

which may have led to inconsistencies in the ensuing SID. 

Focus group members theoretically coded the data in a plenary session (Northcutt 

& McCoy, 2002, p. 6:10) where participants were asked to consider the relationship 

between each pair of affinities.  Three options were possible for each affinity pair—A 

influenced B, B influenced A, or no relationship existed.  By a show of hands, a simple 

majority vote created a democratic composite of the direction of each relationship which 

was recorded in the Focus Group Affinity Relationship Table (ART) shown in table 3.03.  

Those pairs that attracted very few or no votes were excluded from the ART.  After the 

focus group was dismissed, the researcher continued the theoretical coding process that 

led to the conceptual map of the perceived system.    

The set of relationships recorded in the ART formed the data resource for creating 

an Interrelationship Diagram (IRD).  The IRD is a “matrix containing all the perceived 

relationships in a system” (Northcutt & McCoy, 2002, p. 6:24) represented with arrows 

pointing from the cause to the effect.  Arrows were double entered on the IRD and 
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counted to find the value of the delta in each row by subtracting the number of arrows 

pointing left or “In” from the number of arrows pointing up or “Out.”  Table 3.04 is an 

example of an IRD for a system with 7 affinities sorted in descending delta order.       

Table 3.03.  Focus Group Affinity Relationship Table   

Focus Group Affinity Relationship Table 

Affinity Name Possible Relationships 
1. Affinity 1 Name A  →  B 
2. Affinity 2 Name A  ←  B 
3. Affinity 3 Name A  <>  B 

Affinity Pair Relationships 
1             2 
1             3 
2             3 

The value of delta was used to determine the relative position of each affinity 

within the system (Northcutt & McCoy, 2002).  Affinities with a positive delta were 

assigned as drivers and affinities with negative deltas were assigned as outcomes.  Then, 

primary and secondary positions were assigned according to their relative delta value.  

These positions determined each affinity’s tentative placement in the SID within 

topological zones.  A Focus Group Tentative SID Assignment chart, based on the IRD 

example in Table 3.04, is shown in table 3.05. 
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Table 3.04.  Interrelationship Diagram 

  

Table 3.05.  Focus Group Tentative Systems Influence Diagram Assignment Chart 

 

 

 

 

 

 

 

Focus group system influence diagram.  Affinities were then arranged according 

to the Focus Group Tentative SID Assignment chart to create a visual 

representation of the entire system of influences and outcomes (Northcutt & McCoy, 

2002, p. 6:29).  Using Inspiration software, the researcher placed affinities according to 

topological zones—primary drivers to the left and primary outcomes on the right.  

Relationships among affinities were represented with arrows pointing in the direction 

Focus Group Tabular Interrelationship Diagram 
 1 2 3 4 5 6 7 Out In ∆ 
1        6 0 6 
2 ←       5 1 4 
3 ← ←      4 2 2 
4 ← ← ←   ←  2 4 -2 
5 ← ← ← ←    2 4 -2 
6 ← ← ←  ←   2 4 -2 
7 ← ← ← ← ← ←  0 6 -6 

Focus Group 
Tentative SID Assignments 

Affinity Topological Zone 
1 Primary Driver 
2 Secondary Driver 
3 Secondary Driver 
4 Secondary Outcome 
5 Secondary Outcome 
6 Secondary Outcome 
7 Primary Outcome   
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indicated on the IRD.  This first version of the SID, the Cluttered SID, contained all of 

the relationships identified by participants.  Removing all redundant links revealed the 

simplest possible representation consistent with the IRD (Northcutt & McCoy, 2002, p. 

6:35) that formed the uncluttered SID.  Examples of both the Cluttered and Uncluttered 

SID are shown in figure 3.03.  The two products of each focus group—the affinity write-

up and the uncluttered SID—were then used to develop individual interview protocols for 

each constituency. 

Figure 3.03.  Cluttered and uncluttered focus group SID 
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Individual Realities: IQA Interviews 

The second data collecting phase of this study consisted of forty-five individual 

interviews designed to lead interviewees systematically through a process of sharing their 

experiences with the developmental program.  The purpose of the interviews was to 

“allow us to enter into another person’s perspective,” which the researcher assumed was 

“meaningful, knowable, and able to be made explicit” (Patton, 1990, p. 278).  These 

assumptions created an “opportunity to learn about what you cannot see and to explore 

alternative explanations of what you do see” which is the special strength of interviewing 

in qualitative inquiry (Glesne, 1999, p. 69).  

Based on the IQA systems perspective that a phenomenon can be represented in 

terms of elements and their relationships, each individual interview protocol, like the 

focus group protocol, consisted of two parts:  the axial interview and the theoretical 

interview.  The axial interview was used to elicit the interviewee’s rich description of the 

affinities generated by the focus group, while the theoretical interview was designed to 

capture individual perceptions about the relationships among affinities (Northcutt & 

McCoy, 2002, p. 7:5).  Together, these interviews assembled the data resource necessary 

Figure 3.03, cont.
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to produce individual as well as combined SID representations of the participants’ 

experiences as systems. 

 

 Axial interview.  After setting a relaxed tone with introductions, a description of 

the research study, the respondent’s role and assurances of confidentiality, the researcher 

began the axial interview according to IQA protocol.  The axial interview was designed 

as an open-ended method of using an interview guide which allowed the interviewer to 

“word questions spontaneously, and to establish a conversational style—but with the 

focus on a particular subject that has been predetermined” (Patton1990, p. 283).  The 

predetermined subjects—the affinities—were embedded in the initial conceptual structure 

of the axial interviews through the affinity write-up. 

 The affinities served as the underpinnings of the individual interview protocol 

employed “to inform and shape questions for the second round of data gathering:  the 

interview” (Northcutt & McCoy, 2002, p. 7:4).  Using the write-up as a reference point, 

the researcher asked the 14 interviewees to describe their personal experiences with each 

affinity.  Each set of interviewees—administrators, developmental faculty, and student 

service staff—were questioned according to their corresponding focus group’s affinities.   

 The researcher conducted a series of dialogs concerned with the interviewees’ 

experiences with the improved developmental program which provided the researcher 

with “a narrative of how the respondent perceive[d] the elements of the phenomenon” 

(Northcutt & McCoy, 2002, p. 7:6).  Beginning with the affinity identified as the primary 

driver, the interview questioning moved randomly through the remaining affinities as the 
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conversation directed which created what Northcutt and McCoy called an “improvisation 

within structure” (p. 7:9).  The questioning process was open-ended and included probing 

and clarifying questions that ensured understanding of the interviewee’s testimony.  To 

conclude the axial interview, the interviewer gave each participant an opportunity to add 

any perception they felt had been omitted.  This thorough coverage of their thoughts and 

opinions created a rich description of the perceptual elements of the developmental 

program. 

Theoretical interview.  Next, the theoretical interview provided structure for the 

researcher and participants to share interactively in the analytical process.  Unlike some 

qualitative methodologies that prescribe the researcher as sole analyst (Northcutt & 

McCoy, 2002, p. 7:3), the IQA theoretical interview was designed to elicit analytical 

insight from the interviewees during the interview process.  This methodological 

approach of interactive analysis exploited not only the “systemic relationship of data to 

analysis” but also the “systemic relationships between the researcher as facilitator and 

analyst, and the participant as both a source of data and an analyst” (Northcutt & McCoy, 

p. 7:3).

Presented with the appropriate focus group Affinity Relationship Table (ART), 

each interviewee was asked if they perceived any relationship between each affinity pair 

and to share any experience that they felt verified that relationship.  The theoretical 

interview followed the ART until all possible pair relationships had been discussed and 

recorded.  As with the axial interview, the theoretical interview concluded with an open-



 112

ended question to allow interviewees to add any information regarding the developmental 

program that was not previously discussed.  After transcribing each interview, the 

researcher developed an axial code table, a theoretical code table, an IRD, and a SID 

which provided rich detailed data to produce a system that reflected each participant’s 

thoughts (Northcutt & McCoy, 2002, p. 8:16). 

Individual interview axial coding.  The individual interview axial coding was 

identical in purpose and technique to that of the focus group axial coding with the only 

difference being the context in which each was conducted.  However, the product of the 

individual interview axial coding was “a richer and deeper description of the ways in 

which the affinities acquire[d] a personal meaning to different individuals” (Northcutt & 

McCoy, 2002, p. 8:2).   

Table 3.06.  Individual Interview Axial Code Table 

Individual Interviewee #1 
Axial Code Table 

Affinity Transcript 
Line Axial Quotation Researcher Notes 

1.
2.

The affinity meanings that were shared during the axial interview and recorded in 

the transcripts were analyzed for axial codes which were “specific examples of discourse 

that illustrate or allude to an affinity” (Northcutt & McCoy, 2002, p. 8:7, emphasis in 
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original).  The researcher produced an axial code database by documenting the affinity, 

quotes, the corresponding transcript line number, and the researcher’s own comments in 

the Individual Interview Axial Code Table (table 3.06).      

Individual interview theoretical coding.  Just as axial coding for the individual 

interviews mirrored the focus group axial coding, the individual interview theoretical 

coding was also identical in purpose and technique to that of the focus group theoretical 

coding.  The individual interviews were theoretically coded to depict each participant’s 

perceived relationships among the affinities (Northcutt & McCoy, 2002, p. 8:2).  Axial 

and theoretical interview transcripts were reviewed for statements that illustrated these 

affinity links.  A theoretical code database was created with affinity relationship 

directions, links to transcript lines, and quotes placed in the Individual Interview  

Theoretical Code Affinity Relationship Table (table 3.07).     

Table 3.07.  Individual Interview Theoretical Code Affinity Relationship Table 

Individual Interviewee #1 
Theoretical Code Affinity Relationship Table 

Affinity Pair 
Relationship 

Transcript 
Line Theoretical Quotation Researcher Notes 

Individual interview interrelationship Diagram and Systems Influence Diagram.  

Upon completion of the axial and theoretical coding, the researcher created an IRD and a 

SID for each interview.  Construction of both followed the same IQA protocol described 
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for creating the focus group IRD and SID (tables 3.04-3.05 and figure 3.03).  The result 

was a unique mind map that depicted each interviewee’s perceptions of the 

developmental program.   

After each interview had been coded, the researcher combined the data from each 

constituency group to create a composite SID (Northcutt & McCoy, 2002, p. 8:21).  

Combined Interview Axial and Theoretical Code Tables were then created to inform the 

development of a Combined Interview IRD and SID for each constituency.   

 

Combined interview axial and theoretical coding.  Axial data from individual 

interview axial code tables were transferred to a Combined Axial Code Table (table 

3.08).  Combining axial codes into one table created a database for the entire set of 

interviews from each constituency and included references to transcripts and line 

numbers as well as unique quotes. 

Table 3.08. Combined Axial Code Table 

Combined Interview Axial Code Table 

Affinity Transcript and 
Line Number Axial Quotation Researcher Notes 

1.    
2.    
3.    
  

Likewise, the Combined Interview Theoretical Code Affinity Relationship Table (table 

3.09) was created by transferring data from the Individual Interview Theoretical Code 

ARTs (table 3.07) to form each constituency group’s composite database.  Because 

individual interviewees may have disagreed on affinity directions, these tables included 
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both options with corresponding transcript lines and quotes (Northcutt & McCoy, 2002, 

p. 8:23).

Table 3.09.  Combined Interview Theoretical Code Affinity Relationship Table 

Combined Interview Theoretical Code Affinity Relationship Table 

Affinity 
Relationship 

Transcript 
and Line 
Number 

Theoretical Quotation Researcher Notes 

Combined interview interrelationship diagram and systems influence diagram.  

From these combined axial and theoretical code tables, the process continued to move 

toward each constituency’s combined IRD and SID.  The next step in that process was to 

identify the frequency of each affinity relationship direction by creating a Combined 

Interview Theoretical Code Frequency Table (table 3.10).  This table allowed the 

researcher to tally the number of times individuals “voted” for a relationship’s direction.  

Using the Pareto Principle rule of thumb, those directions with at least an 80% majority 

of the votes determined the direction of the relationship and established the theoretical 

code for that affinity (Northcutt & McCoy, 2002, p. 8:27).   

Once the combined theoretical tables were completed, the researcher developed a 

Pareto Protocol to document the degree of consensus within the constituency and to 

create a statistical group composite (Northcutt & McCoy, 2002, p. 6:11).  An example is 

shown in table 3.11.  The goal was to use the fewest number of relationships that 
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Table 3.10.  Combined Interview Theoretical Code Frequency Table  

Combined Interview  
Theoretical Code Frequency Table 

Affinity Pair 
Relationship Frequency Theoretical Code 

1      2 
1      2 1      2 

1      3 
1      3 1      3 

represented the greatest amount of variation.  Therefore, a Pareto Chart was constructed 

to “determine the optimal number of relationships to comprise the composite system” and  

“to help resolve ambiguous relationships” (Northcutt & McCoy, p. 6:11).   

To calculate the Pareto Protocol, the researcher first sorted the relationships in  

descending order of frequency.  Then, cumulative frequencies were expressed both as a 

percent of the total relationships and as a percent of the total number of nominations.  

The difference between these two percents represented the power of each relationship.   

“The last two columns of the Pareto Protocol are the keys to deciding which 

relationships should be included in the group IRD” (Northcutt & McCoy, 2002, p. 6:14).  

Based on the MinMax criterion, a power analysis revealed the fewest number of 

relationships that accounted for at least 80% of the total system variation (Northcutt & 

McCoy, p. 8:32).  From these remaining relationships, any conflicting relationship was 

determined by the most frequently occurring pair (Northcutt & McCoy, p. 8:35). 

From this point, the analytical process was identical to that used for constructing 

the focus group SID (tables 3.03-3.05 and figure 3.03).  Continuing with the relationships 

identified by the Pareto Protocol and Power Analysis, a composite ART was constructed.  



 117

Then the composite IRD allowed the researcher to sort the relationships in descending 

delta order in preparation for assignment of affinities to tentative topological zones 

(Northcutt & McCoy, 2002, p. 8:38) via the Tentative SID Assignment Chart.  Again,  

the researcher produced both the cluttered and uncluttered cumulative SIDs for each 

constituency.  This analysis process set the stage for trustworthy interpretations and 

comparisons of experiences with improving the developmental education program.   
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Table 3.11.  Sample Combined Interview Pareto Protocol  

Administrator Affinities in Descending Order of Frequency 
With Pareto and Power Analysis 

Affinity Pair 
Relationship Frequency Cumulative 

Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative  
Percent 

(Frequency) 
Power

1→2 15 15 1 2% 5% 3%
1→5 15 30 2 5% 10% 5%
1→6 15 45 3 7% 15% 8%
1→7 15 60 4 10% 20% 11%
6→7 15 75 5 12% 25% 13%
5→7 14 89 6 14% 30% 15%
1→3 13 102 7 17% 34% 17%
2→7 12 114 8 19% 38% 19%
2→5 11 125 9 21% 42% 20%
2→6 11 136 10 24% 45% 22%
1→4 10 146 11 26% 49% 23%
2→4 10 156 12 29% 52% 24%
2→3 9 165 13 31% 55% 24%
3→5 8 173 14 33% 58% 25%
3→6 8 181 15 36% 61% 25%
3→4 7 188 16 38% 63% 25%
3→7 7 195 17 40% 65% 25%
4→5 7 202 18 43% 68% 25%
4←6 7 209 19 45% 70% 25%
4→7 7 216 20 48% 72% 25%
5→6 8 224  21 50% 75% 25%
5←6 6 230 22 52% 77% 25%
3←4 6 236 23 55% 79% 24%
3←7 6 242 24 57% 81% 24%
4←5 6 248 25 60% 83% 23%
4→6 6 254 26 62% 85% 23%
4←7 6 260 27 64% 87% 23%
1←4 5 265 28 67% 89% 22%
2←3 5 270 29 69% 90% 21%
2←4 5 275 30 71% 92% 21%
3←5 5 280 31 74% 94% 20%
3←6 5 285 32 76% 95% 19%
2←5 4 289 33 79% 97% 18%
2←6 4 293 34 81% 98% 17%
2←7 3 296 35 83% 99% 16%
1←3 2 298 36 86% 100% 14%
5←7 1 299 37 88% 100% 12%
1←2 0 299 38 90% 100% 10%
1←5 0 299 39 93% 100% 7%
1←6 0 299 40 95% 100% 5%
1←7 0 299 41 98% 100% 2%
6←7 0 299 42 100% 100% 0%

Total Freq. 299 
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Standards of Quality Research 

From its inception, this study was designed to create a conceptual map derived 

from the collection and analysis of experiential data.  The rigor with which the study was 

designed and conducted verified the truth value (Lincoln & Guba, 1985) of the research.  

Four criteria of this trustworthiness, according to the constructivist paradigm, were used 

to judge the rigor of the inquiry: credibility, transferability, dependability and 

confirmability (Guba & Lincoln, 1989).  

Credibility 

 Credibility was used here as the alter ego to the positivist internal validity criteria 

of preserving the similarity between research findings and reality (Merriam, 1998).  

However, realities, as defined by the constructivist view of this research, existed only in 

the mental constructs of those involved.  Therefore, the criteria of credibility, in the 

constructivist tradition, focused here on “establishing the match between the constructed 

realities of the respondents (or stakeholders) and those realities as represented by the 

evaluator and attributed to various stakeholders” (Guba & Lincoln, 1989, p. 237).  

Techniques for verifying this credibility match included: prolonged engagement and 

persistent observation, peer debriefing and member checks.        

Prolonged engagement and persistent observation ensured the researcher’s 

substantial involvement in the case under study.  Guba and Lincoln (1981) posit that 

“credibility is to some extent a function of the amount of time and effort that the 

naturalistic inquirer invests in repeated and continuous observation” (p. 109).  Prior to the 
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study, the researcher served as an intern to the president of the institution for an academic 

year and headed the committee charged with designing the reorganization of the 

developmental education program which provided the opportunity for both engagement 

and observation.  By adhering to the criterion of credibility, the researcher identified 

relevant issues and uncovered constructions by immersion in the context’s culture (Guba 

& Lincoln, 1989, p. 237). 

  Peer debriefing was the process of testing the credibility of the study by engaging 

in discussions on the findings and interpretations with a disinterested peer (Guba & 

Lincoln, 1989).  These ongoing dialogs throughout the study helped clarify and 

synthesize the data gathered in both the focus groups and the individual interviews while 

remaining responsive to the emerging design and conclusions.  The credibility of the 

study was thereby bolstered by these debriefings that increased the probability that the 

researcher’s representation of the participant’s realities matched their constructed 

realities.        

 Member checking means that participants were “accorded the privilege of sharing 

their constructions and working toward a common, consensual, more fully informed and 

sophisticated, joint construction—they [were] accorded full measure of conceptual 

parity” (Guba & Lincoln, 1989, p. 11, emphasis in original).  Member checks were used 

in this study to test the data, preliminary categories, and interpretations with members of 

each constituency group from whom the original constructions were collected (Guba & 

Lincoln, p. 238).  Data collection and analysis followed IQA protocol allowing 

participants continuous interaction with their own data during each phase of the focus 
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group and individual interview processes.  Interviewees’ data checking served as the 

backbone of satisfying the credibility criterion (Guba & Lincoln, 1981, p. 110). 

Transferability   

As a parallel to the positivists’ concepts of external validity or generalizability, 

constructivists’ transferability criteria involves “checking the degree of similarity 

between sending and receiving contexts…while the burden of proof for claimed 

transferability is on the receiver” (Guba & Lincoln, 1989, p. 241, emphasis in original).  

The major technique for establishing the degree of transferability, according to Guba and 

Lincoln is in producing thick descriptions which can be used to match the context and 

cultures of various situations.  The focus groups’ affinity constructions created rich 

descriptions of the perceptual elements of the developmental program that in turn guided 

the individual axial interviews which further gathered thick individual experiential data. 

Dependability 

Analogous to positivists’ concept of reliability, dependability in the 

constructivists’ paradigm is “concerned with the stability of data” while specifically 

excluding “changes that occur because of overt methodological decisions by the 

evaluator or because of maturing reconstructions” (Guba & Lincoln, 1989, p.242).  

Further, Guba and Lincoln cited such methodological changes or shifts in constructions 

as the “hallmarks of maturing—and successful—inquiry” (p. 242).  While the researcher 
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followed the IQA protocol process, the study retained the inductive responsiveness to 

emergent design and constructs afforded by the qualitative research design. 

Confirmability 

Comparable to the positivists’ criterion of objectivity, the constructivists’ view of 

confirmability is concerned with “assuring that data, interpretations, and outcomes of 

inquiries are rooted in contexts and persons apart from the evaluator” (Guba & Lincoln, 

1989, p. 243).  A confirmability audit (Guba & Lincoln) ensured that the results were 

consistent with the data collected (Merriam, 1998, p. 206) by giving careful attention to 

the accurate transcription of each interview and with reference to transcript lines during 

axial and theoretical coding.  Additionally, all logic used to assemble interpretations and 

analysis was explicit throughout the study (Guba & Lincoln, p. 243).     

Summary 

This chapter described the methodology and research design used to collect the 

experiential elements of those involved in a successful developmental education program.  

It began with a discussion of the qualitative methodology employed, followed by a 

description of the specific research design, Interactive Qualitative Analysis.  A detailed 

account of the IQA data collection and analysis procedures was then outlined.  The 

chapter concluded with Guba and Lincoln’s (1989) trustworthiness criteria used to judge 

the quality of the inquiry. 
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This methodological process, coupled with insights from the review of literature, 

guided the collection and analysis of data resources necessary to understand the essence 

and structure of constituents’ experiences with a successful developmental education 

program.   
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 Chapter Four 

Results:  Describing Systems’ Elements 

Those involved in improving the developmental program voiced their perceptions 

of the program and the elements that were at play in the daily execution of the changes 

that were made.  Each of the three constituency groups—administrators, faculty and 

student support staff—shared their experiences in improving the developmental 

education program.  Constituency responses are presented here with minimal external 

input to allow their voice and perceptions to be heard.  Brief introductions and statements 

are interjected only for context and ease in reading.  The structure within each 

constituency’s explanations was determined by the groups themselves.   

Administrators’ Group Reality 

In both focus group and individual interviews, administrators responded to issue 

statements:  Tell me about your administrative experiences in making the developmental 

education program changes.  Tell me about the situation that led the administration to 

taking these actions.  Tell me about any successes and/or obstacles you encountered.  Tell 

me what you learned by going through this experience.  The following were their 

perceptions of and experiences with these issues.   

Instructional Issues 

Providing quality instruction was the primary force behind the administrative 

actions to improve developmental education.  According to TJC administrators, 
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instructional issues were the primary element guiding the changes that they made to the 

program.  In particular, the strategic hiring of new dedicated developmental faculty, 

providing innovative pedagogy with an eye toward transferring to traditional courses, and 

taking risks in trying new delivery of instruction were critical changes made to create that 

quality instruction.   

Looking for that maverick.  The administrators at TJC were committed to hiring 

faculty dedicated to working with at-risk students.  “We wanted to hire specialized 

faculty that had a passion for teaching remedial students.  We needed some specialized 

developmental education instructors as opposed to saying that you need a master degree 

in the subject area.  What we are looking for are teachers that would be very comfortable 

with teaching the at-risk student.  What we are looking for and what we hope we have 

found, are people that understand how the students learn differently, and that they have a 

commitment to try and modify their style of teaching so that they can help these 

students.  What we have found in our hiring is that we have really looked for someone 

that lights up when we talk about a student and helping them to be successful.  So, in our 

hiring, we were really looking for that maverick.  That person that can think out of the 

box, make a difference, not be just be a talking head, and stand up in front of the class.  

But that can, present information in a variety of ways, and I think that in most of our 

hiring we have been very successful with that.  We did the reorganization, and then it 

took us almost a full year to, not get rid of but, to shuffle around all the faculty and push 

all of the credit faculty back in the English and Math departments. Little by little we’ve 

hired more and more dedicated, designated, college prep faculty.  We use the college-
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level instructors less and less, and it got to be less of an issue, until now we stand alone.  

We were all looking for the right faculty that really wants to teach these students.  We 

went from almost all adjunct instructors to full time instructors that have office hours.  

My experience with the teachers that we inherited when we developed the college prep 

program, were that they were not as focused or committed.  It was not a good match with 

the students that we were dealing with; which did not mean that they weren’t good 

teachers, it just meant that this wasn’t their passion.  We found, when we hired our 

teachers, we were requiring them to do twice as much.  We found that with the teachers 

we inherited a lot of times, they were kind of resentful to wanting to do twice as much as 

what we were asking them to do to help turn these students around.  So we kind of ran 

into some attitudinal barriers there a little bit, it’s just that we were changing things and 

sometimes people really don’t like change.  I think that the college level faculty were 

thrilled that they did not teach developmental classes any more. If the students could 

express it, they are probably thrilled that the college faculty isn’t teaching them any more 

too.  That wasn’t a happy job, but I’m very pleased with the faculty members we have at 

this point.  I think they are doing a fantastic job.  I don’t think our GPA would have gone 

up so drastically, year after year after year, if we weren’t doing something right.  

Occasionally, we have issues, as everybody does, and we deal with them, but we just 

really wanted teachers with a passion to work with at-risk students.” 

Eventually you have to get that student geared up for college-level classes.    

Adminstration struggled with the conflicting pressures to prepare students for traditional 

college-level courses and to offer innovative pedagogy.  “We have to get the students 
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ready for the traditional college-level classroom.  I guarantee you the college-level-

courses are going to be traditional.  Our youngest college math faculty has been here 40 

years.  It is much more traditional in the highest levels of developmental courses, also.  

The curriculum is such that every single day is packed, the whole 16 weeks is incredibly 

full so there is not a lot of time to think outside of the box.  We’ve added labs and we’ve 

added computers and we have added internet and web base, and so we are trying to get 

our teachers to think like our students that are thinking, that come to us, because our 

students are very much into computers.  So, we are trying to get our teachers on that same 

frame." 

It was a lot of trial and error.  In the administration’s zeal for innovation, they 

also found some pedagogy that didn’t work.  “We continue to pull in best practices, you 

know, you don’t eat an elephant all in one bite, you nibble off a little piece at a time.  So 

every year I try to implement something new in best practices.  We tried the learning 

communities last fall; it didn’t fly, because we didn’t have a person in place prior to fall 

registration.  So we’ll try learning communities again; we will make another run at it.  

But we didn’t hire [the retention coordinator] until the day before regular 

registration.  One of the things that we started that first semester was that we pulled out 

the students that were the lowest of the lowest test scores and put them in a type of an 

ABE (Adult Basic Education) class and we contracted with the Literacy Council to teach 

those students.  It sounds good and looks good on paper, but it just didn't work.  We 

thought that being a cohort and going through the same classes would be better, but it just 

didn't work.  It wound up being more frustrating for the students.  It was a great idea; the 
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teachers were great.  We tried it but it just didn't work.  Another thing we found that did 

not work was fast track; that just doesn’t work at all for us and we are slowly getting rid 

of our last fast track classes this semester. We tried and it didn’t work. At least we are 

trying different things. It’s important to know what doesn’t work.”  

Leadership  

The leaders were determined to make the changes necessary to test out these new 

practices in order to improve the program’s effectiveness.  This institutional commitment 

was a critical support to overcoming the obstacles to change and for promoting the risk 

taking needed to improve the program.   

Folks were on the same page and wanted this to happen.  The administration 

made a significant institutional commitment to making the changes.  "Leadership;  we’ve 

got a lot of presidential support.  I think we have had a lot of support for the change.  We 

want to give developmental staff and faculty as much organizational support as we can 

and try to remove as many barriers, and really let them feel like they can be creative.  We 

organized it that way and designed it that way and asked developmental administrators to 

be creative and do their own thing.  The Planning Committee laid the ground work, the 

president bought in on it, and the developmental administrator was 100% sold on this.  

Luckily I had all of the backing in place.  The President interviewed all the full time 

faculty we have hired and tried to set some general directions for the kind of people that 

we are looking for.  But I've talked with a lot of community colleges and there is a lot of 
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frustration because they don't have the administrative support.  I have always felt support 

for the college prep program.  I have always had cheerleaders.  Better support campus 

wide- I think there is a lot of support for what is going on campus wide.  And, I think that 

goes back to the leadership of College Prep.  The President was supportive and gave them 

an environment where they felt free to try different things and change."   

 

Organizational Issues 

 The structure of the developmental program determined how TJC would approach 

the new program’s offerings.  This organizational redesign reflected the leaders’ 

commitment to quality instruction and risk-taking.  Dramatic organizational change, 

including centralizing all developmental instruction and services into a newly formed 

School of College Preparatory Studies, and taking the financial hit from capping class 

size and hiring full time faculty, were key components of the organizational issues the 

administrator tackled to improve the program.  

Be creative and rebellious.  The TJC administration was committed to dramatic 

organizational change.  “I think we need to be creative and rebellious.  Do things 

differently.  If it’s not working in the other schools, we don’t need more of the same. We 

know what doesn’t work; we’ve got that framed in pretty good, I’m not sure we know 

what works, there’s a lot of data [work] that Hunter Boylan and other people have done 

on best practices that seem to work, but I don’t think anyone really knows what works 

because no one has really thrown all that together at one time to do it.  We hope it works, 
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I mean, if this doesn’t work then I think we can honestly say that the research may be 

flawed and maybe they aren’t the best practices or that maybe these things that work in 

isolation, work in isolation because their specific to that institution or whoever the person 

is.  Much of what works and what’s good is a function of who’s doing it.  And so if 

you’ve got a good person doing it, it works and if you’ve got a bad person doing, then it’s 

not good.  I don’t know if you can transfer all that stuff, but we’re trying and we’ll try 

and do what makes sense.  Change was hard because you are confronting some long held 

beliefs.  Anytime you make the kinds of changes that we did, there is going to be fear.  

We did have some naysayer’s.  We had some people whose minds we did not change, but 

luckily, it worked.  The easy part of it was done: The Planning Committee laid the ground 

work, the President bought in on it, and the Dean was 100% sold on this.  It’s a matter of 

not doing things the way we have always done them.  We can’t be afraid to try new 

things because we weren’t being very successful.  So, we really can’t mess it up any more 

than we already [have].”   

Centralized organizational structure:  it has happened!  TJC administrators 

altered the institution’s organizational structure and created a new School of College 

Preparatory Studies.  “We have been very fortunate to be a complete school on our own 

so that we’re not under anybody, but we are on the same equal footing, and I think that’s 

really helped.  In the past a lot of times the teachers were seen as step children.   You 

know, they were just teaching at-risk student so there was not a lot of credibility given to 

those teachers.  By having a division where there’s a dean over it.  I think it gives it a 

little bit more credence.  At the same time, you've got to keep up coordination between 
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your developmental courses and your college level courses.  And there are ways to 

alleviate that.  You keep an open dialog with your college credit.  You have some of your 

instructional staff occasionally teach college credit class.  I’m a dedicated administrator.  

I do the college prep program.  This is what I do.  And I’ve heard from other community 

college administrators, that that’s a luxury.  I don’t know another community college that 

has a dedicated administrator.  And I certainly don’t know of one that has all of the 

services that we have like the support services that are dedicated.  It’s a nice little system 

that we’ve got, and you know, it’s wonderful.” 

When we're full, we're full, and if you register late you can't get in.  That's 

just the way it is.  The TJC administration decided to limit or cap class sizes.  “The cap 

is supposed to be a hard cap.  The average developmental class size was about 25 in 

math. The lowest level developmental math classes were kept down pretty good, but in 

the other developmental math classes we didn't.  Now they are at about 22 average.  In 

the fall it creeps a bit to 25 or 30.  But, not every one persists and we know that.  Two or 

three don't show up in any given classroom, so that brings it back down, and then 2 or 3 

people see the contents and get discourage[d] so you're back down to where you should 

be.  But we don't have a place to add classes and we don't have teachers.  Does enrolling 

over the cap matter if you are going to get down to the right size anyway?  If you cap as 

low as 12 or 16, and then lose students, then you get down to 2 or 3 left.  It’s like when 

you build a church.  You know not everyone is going to show up on the same Sunday.  

We didn't want the high class sizes, but when you don't have the teachers and you don't 

have the space, what do you do? You don't take the students.” 
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Student Services 

One of the critical outcomes from TJC’s commitment to quality instruction, 

dramatic organizational change, and supportive leadership was a substantial rethinking of 

the ways of delivering effective student academic support.  The administrators reformed 

these efforts by expanding the numbers of support staff and the types of services to 

underprepared students and adopting a proactive compulsory attendance policy while 

balancing the appropriate measure of support needed to transition students into more self-

supporting behaviors. 

We have twice the support staff.  The institution made a commitment to 

expanding student services.  "We tried to enhance our tutoring program by providing 

more tutors and also by putting Teaching Assistants into the lowest level classes so that 

they [teaching assistants] could get a little bit more hands on, because that’s really tough.  

We put in a lot of effort when we put the Teaching Assistants in the lowest levels because 

there were so many varying levels of students in our lowest level developmental math 

courses.  We started with the lowest levels because the stats were so bad there.  We do 

need support services, and sometimes I think we need to expand a little bit more of what 

we are doing.  Right now we have had to have tutoring outside of class.  I think that the 

advisors are doing it; this has really been hard on the advisors because they are on the 

front line with implementing and letting students know what the policies are.  The 

advisors have been hit pretty hard with trying to help the students understand the change, 

and I think they’ve really done a good job at it because they’re really the front line 

people.  To cover all those extra supports, we have twice the support staff."     
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Compulsory attendance was one of the best policy decisions we have made.  

To address student retention, TJC adopted an intrusive attendance policy.  "A lot of 

procedures need to be in place to track students.  The attendance policy has got to have an 

effect because students are required to come, and if they’re not [there], they are dropped.  

One of the things we do with attendance is the teachers turn in attendance once or twice a 

week. At the very beginning of each semester we get a contact sheet with students’ cell 

phones [numbers], email addresses, work phone [numbers], and dorm phone [numbers] 

so that we can track them.  Our retention coordinator leaves a message on a cell phone or 

sends an email.  After students reach three hours of misses, our staff techs start calling 

them.  It’s real tough to find these kids.  But, they call.  They make at least 500 calls a 

week.  They reinforce what the attendance policy is, and then they say 'Is there anything 

we can do to help?'  So it’s a reminder that attendance is important.  We do try to follow 

up that way.  We think that’s helping.  We feel like our retention rate is increasing and we 

have fewer withdrawals.  We have a system that if a student forgot to withdraw, that 

student is put on a hold contract and that gives them one more chance, and if they break 

that hold contract, if they’re late for class or if they miss another class, they’re out with 

no contact.  So we give them a second chance.  And eighty percent of our holds stay in 

class, so we think that is pretty good.  You have to instill in the students mind the idea 

that this is dead serious. We are dead serious, and unless the student’s are dead serious, it 

[isn’t] working.  And I think that the attendance policy makes the difference." 

Give as much support as we can without hand holding.  The TJC 

administrators are working to find the right amount of support.  "That’s hard because 
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what we are really trying to do is bridge that gap between the public school and college 

level work. We want to help [students] break the mold they're in, but we don’t want to 

help them so much that we’re not getting them ready for college.  When we throw them 

into the college math class, that’s taught like your traditional class, and they’re used to 

getting fed everything and having their hand held, they’re not going to be successful.  So 

we’ve got… to wean them… and figure out some way to get them going and I think that 

takes a different kind of support, and sometimes you can help too much..  We’re doing a 

lot more in support services… than we do typically for students.  I’m not sure if we do 

enough because… the issues these students bring to the table are not just that they’re 

academically under-prepared.  They have been unsuccessful, the young ones at least.  

They just got out of a K-12 system, [which] weren’t successful....  So, they come almost 

predisposed to not be successful.  They don’t expect to succeed.  A lot of them are 

working too much, they’ve got families, they’ve got kids, they’ve got all of these other 

issues.  That's what we’ve got to figure out how to solve, because those [issues] impact 

how they do academically."   

Finance 

Another important outcome was the effect the changes had on the College’s 

finances.  These new efforts did not come without costs.  Increased fiscal stresses 

imposed by the addition of new administrators, faculty, [support] services staff as well as 

the consideration of additional facilities needed to house the new program components 

required a substantial institutional commitment. 

How are we going to pay for that?  TJC administrators knew that additional 
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employees and services meant additional expenses.  “When we first started talking about 

it, we said what is this going to cost?  Having a lot of extra support staff, how are we 

going to pay for that?  Mandatory testing, what is the additional cost?  Can we really 

quantify how much this really costs?  Can we, yes.  Have we, no.  Doing things the same 

old way over and over again; we know won’t work.  We’ve proven that.  Let’s try 

something new, even if it costs more.  If we fail, at least we tried and then we’ll go try 

something else.  Finance—I’m not all that involved in, other than trying to be supportive 

and carve it out.  I do feel supported.  We have been very, very fortunate to be able to 

hire what we think are good delivers of information.  I really don’t have a finance 

problem or budget problem.  I just need to make sure that the cost is justified, and that we 

can show that we are doing what we have been asked to do:  the charge that we have been 

given.  Occasionally we go in, hat in hand, kind of timidly and ask for more.  You know I 

had to have help when we hired the retention coordinator.  I just couldn’t really do the 

programmatic things that I wanted to do, I couldn’t get there.  Now I’m able to address 

more things programmatically that I haven’t had the luxury of doing without the retention 

coordinator.  So we’ve got what we ask for.  And that’s nice to have that backing.  I think 

that our Dean, being on board for so many years as she has been at TJC, is definitely a 

plus.  She really had a lot of people power and budget power and knew… who to ask for 

the things that we needed.  So budgeting hasn’t been the problem."   

There’s really no space; we are full.  Facilities needed for the expanding 

services are a financial issue.  “No space.  I have nowhere to put a new instructor.  All the 

space is all gone.  We took a closet and refurbished it and really made a nice space for 
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part time teachers.  A nice dedicated space for part time teachers, and I’m not going to 

take that away from my part timers.  But we need more office space.  But that’s all over 

campus, you know I’m not the only one.  We have to schedule classes in the afternoons.  

Well everybody wants afternoon classes because that’s a better use of space, parking, and 

people.  But, students still don’t want to go to school in the afternoon.  Teachers don’t 

want to teach in the afternoon.  But we are moving that way.  We’ve been fortunate and, 

given the budget that we have, been able to go from two or three full time math 

instructors to about eighteen.  We have about twenty-five full [time] instructors for 

college prep and we started out with just less than five.  The main problem is that I’d love 

to have a dedicated developmental lab.  What is a hindrance is that we would… like to 

have a little bit more space so that we can have some computer labs for our students and 

to expand technology because that is the way we need to go.  So that’s been very 

frustrating, but that is a frustration that everybody on campus feels.  That’s just not me.  

We’re making progress.  We’ve got a computer lab, and last year we had half of one.  

This year I think we’ve got one full time [laboratory].  We’ve got a technology classroom 

and the college prep director is making strides to work with different departments so that 

we can share a lot of the facilities and technology.  But our dream is to still have a 

technology lab.  We have written a couple of grants, which we haven’t gotten, to help us. 

And space will always be a big issue."   

Data 

Finally, the primary outcome or result that the administrators anticipated after the 

changes were made to the developmental program was data.  The need for data was an 
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overarching expectation in order to inform the actions of the reorganization and to 

determine the effects of the changes.  However, the administrators voiced their 

dissatisfaction with the current status of data collection, analysis and its usefulness.    

Data is a frustration.  Administrators are frustrated by the need for data.  “I 

wouldn't say there is a lack of data; I would say there’s no data.  We've got to be results 

oriented.  We think we’ve got better teaching going on.  I don’t see how better learning 

couldn’t be going on.  The statistics that they tell us sounds good, but I just have to 

believe it--I haven’t seen it.  We do have data that shows that students who finish the 

highest level developmental math course in the fall do better in College Algebra than the 

folks who go straight into College Algebra.  So we are preparing them well for the 

College Algebra class.  Data has been one of my main issues, and mainly because I know 

what data wants to give me but I can’t understand it.  It just goes over my head, and so 

I’ve been very fortunate that [the effects of] Institutional Research has given us a lot of 

data.  I think part of it is just a software issue and our lack of having a common data base 

to pull from.   

Well, the lack of data… is a matter that they haven’t looked at it.  They haven’t 

paid attention to it.  So any frustration about the lack of data has been simply because 

they have not paid attention to it.  It’s just [that], we don’t think about it on a daily basis.  

You know when they say ‘Well, what about the data?’ and I’m thinking, ‘Oh, yeah data.  

Oh, dang it, I have to think about that.’  I’m really a lot more in tune with what’s being 

done, what are the best practices, and to a certain extent what’s the data.  But those are 

practices, and so I’m really much more in tune with what do we need to do next to better 
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our students and their success than with data.  I think that where we screwed up was 

when we knew we needed the data, and there are lots of discussions about what data was 

needed, but it was not put into a process that said ‘We will have this report on this quarter 

and what do we need to get it there?’  And the first time we didn’t get that data, then 

folks should be called on the carpet and said ‘Where the hell is the data!’ And then keep 

that going.  But, we didn’t think that would ever be a problem.  And we did not worry a 

lot about the process, but interestingly that seems to be the only thing that didn’t happen, 

because we do have the data.  Like the issue of centralization, anything that is generally 

assigned is specifically left undone.  If we had just done just a little bit more, then it’s an 

HR issue if you don’t get the data.  I can’t get, even though I have asked for it, I can’t get 

fall of 2004 crunched.  I have gotten some data.  And I don’t know whether that is my 

communication or lack of understanding of data, sometimes that can be a two-way thing.  

But, we’ve been given a lot and I feel like that [the Office of] Institutional Research has 

always been there to try to help us out.  …Sometimes I think I’m probably my own worst 

enemy in trying to figure it out.  I feel very frustrated because sometimes I cannot give 

the President what he is looking for, the bottom line.”   

The bottom line is the bottom line.  TJC administrators were determining what 

should be measured.  “I think our data struggles are so difficult to get a handle on 

because it is hard to know when our students succeed.  Do they succeed when they 

complete the college level course?  Yes, that is one success.  Do they succeed when they 

complete a degree or certificate?  Maybe, if that was their intent.  I think that is why it is 

so hard for community colleges to get a handle on success rates.  We've got to see how 
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these students do and how we get them through, not just how they are completing their 

courses, but how they progress through the developmental sequence and how they do 

when they get to college-level courses.  Because that's our purpose… to get them ready 

for College Algebra, English 1301 and Government and History.  That's the only reason 

we are doing remediation.  We're not doing it because we would like to do it; we're doing 

it because the students need the help.  And our measure of whether we have been 

successful is how many of them move on.  What their charge really is to get them ready 

for College Algebra, and College English, not exactly getting them ready for the THEA 

(Texas Higher Education Assessment).  We have found that the THEA doesn't 

necessarily measure what is needed for College Algebra.  I think a better thing to do 

would be to do a correlation between your grades in developmental studies and your 

grades in the college level course.  Bottom line, what you'd really like to measure and see 

if you are making a C in Math 0303 and a C would mean that we think you are ready to 

pass College Algebra or College English  and if your not, then we shouldn’t let you out of 

remediation.  I’ve told the developmental administrators and faculty when I hired them, 

that my evaluation of whether we’re doing any good or not is not whether we have more 

students completing remedial courses, although that is important, and really not even so 

much that more students are completing the remedial sequence.  Although that’s 

important, those are processes.  So many educational institutions get hung up on thinking 

that they are doing well because they have all these really neat processes in place.  I know 

that processes are important, but we’re not here to do the process, we’re here to have an 

impact on the students.  And so we want to make sure we measure that.  The real data is 
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how many developmental students are completing that first college level course that they 

take in English or Math, and then how many are going on and completing whatever their 

goal is, whether it’s a certificate in welding or an associate degree to transfer on.  I mean, 

that’s the real measure of how we’re doing.”   

With data, it is important to know what our inputs are.  The TJC 

administrators would like to have had data disaggregated by student type.  “When we 

start looking at success measures, I think we are going to have to look at what kind of 

students we are dealing with.  So you know what you are starting with. You diagnose and 

say this percent will not make it under any circumstances whatsoever, and we are not 

going to count it as a developmental failure.  We have students who have disabilities, 

students who are deaf and students who are blind; they are in our classes.  But we want to 

help those students if they have the capacity to learn, we want them to be here.  I think 

one of the major frustrations is whether the student needs to be in college, period.  If 

you’ve got someone with a 65 IQ that went through high school in a special education 

program, they end up in developmental classes.  How much success are they going to 

have?  How much success are we going to have teaching them to read and do an essay 

and do College Algebra?  But in my heart of hearts, knowing what I know about learning 

disabled students, students who have borderline intellectual functioning, who are our 

typical special education student, who make it through high school, by hook or crook, 

and they have a high school diploma and they show up on our doorstep, are they going to 

make it to college?  I really doubt it.  I would hope that our advisors try to advise them 

out of college classes, period, and get them into some continuing education training 
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program.  If you don’t do that, you are going to end up like the high schools not teaching 

what you are supposed to teach. As we talk about statistics, they make me mad because 

not everyone completes at TJC.  Does that mean that we’re a failure?  I don’t think so; I 

think people take away a lot more than what we can show on paper.” 

Faculty's Group Reality 

In both focus group and individual interviews, faculty responded to issue 

statements:  Tell me about your faculty experiences making the developmental education 

program changes.  Tell me about your classroom or the department before and after the 

new program was initiated. Tell me about any successes and/or obstacles you 

encountered.  Tell me what you have learned by going through this experience.  The 

following are their perceptions of and experiences with these issues in the faculty 

members’ own words.  One note of limitation:  Most of the faculty interviewed were new 

to the program.  While this provided a clear picture of the new program from their 

perception which was free from any potential lingering biases of institutional history, it 

also limited their ability to contrast between the old and new systems.   

Attitude of the Faculty  

The faculty believed that their attitudes were the primary driver of the 

developmental program and its effectiveness.  Among this group, attitudes, primarily 

toward students and their potential, were seen as paramount to their mission.       
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This is my calling—to meet the needs of these students.  Faculty members 

describe themselves as a family of experts with a nurturing mission.  "My heart is just 

with the reluctant, struggling learner.  This has really been rewarding.  They were 

interested in what I could bring to the table that was different from the traditional 

classroom.  We want our faculty to be open, caring, encouraging people.  This is all about 

how they care about students.  Nurturing.  They are really into their students.  Being 

flexible, we have to do that.  It may be an off day for them and they are not hearing you 

or listening or anything so we have to be flexible.  Maybe that goes with respect.  

Because this population has such specific needs.  Not every personality, obviously can 

deal with any kind of longevity with this population.   

I really think that it’s almost a calling to teach developmental [students].  It’s not 

something that is for everybody, and sometimes if you get [faculty] that are more 

interested in the math than they are in the students, they just are going to have trouble 

teaching the type of students that we get.  Students don’t care how much we know until 

they know how much we care.  I always tell them I want an open classroom.  I want my 

students to feel comfortable in my classroom.  I want us to be a little community where 

they know that it’s safe for them to say whatever they want to say.  When I teach a class, 

we build a family.  We teach a lot more than math.  If they are struggling in math, to me, 

they are struggling in life.  We also have a very close-knit reading group.  The faculty in 

the reading department are very caring.  They are very loving.  Many of us have a 

mother-attitude.  We not only visit with the students in the classroom but also outside of 

the classroom and not necessarily on reading.  Sometimes it’s about childcare.  
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Sometimes it’s about scheduling.  So we feel that we, as reading teachers, wear many 

hats.  We just open up our hearts for them.  We give them opportunity to talk with us.  

I’ve tried to model myself after a couple of teachers that I had.   I always enjoyed their 

classroom[s].  I felt warm.  I felt secure.  I felt loved.  Even though they are not my 

children I still want them to know that I care for them.  We all care about our students, 

and I think that is the most important thing.” 

If the students aren’t successful, what can I do differently?  The interview 

process for selecting new developmental faculty was purposefully designed to find faculty 

who not only cared about the student, but were committed to underprepared student 

success.  "The President was looking for someone that could reach these students and that 

was willing to say if this isn’t working and the scores aren’t there, 'what are you willing 

to do to help make [the students] successful?' You need to be flexible.  He’s pretty 

passionate about it.  Everyone here seems to be very passionate about it.  I’ve been so 

impressed with the quality and caring attitudes of the new faculty.  This says a lot about 

the interview process and type of people we were seeking.  People have moved in, 

become a part right away, have connected with the students.  It’s been very impressive.  I 

could tell from just the very beginning, that they were very friendly, but they were also 

very serious.  This is not something that they are taking lightly.  When we were hired, we 

knew that they [administration] wanted us to ask ourselves, if the students aren’t being 

successful, and there [wasn’t] retention, what can I do differently?   

My experience at other colleges where developmental math is taught, [is] they 

will just get anybody to fill in for an hour and teach a class.  You would have an 
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electronics person teaching fractions and you would have somebody else, a computer 

programmer, teaching another class.  None of them enjoyed being there.  It was just a 

teaching assignment, and the failure rate was very high.  I already knew that they wanted 

somebody who really cared about the students.  But not here.  The developmental faculty 

here are of the same mindset about their part in student success, and that’s why I think we 

all get along so well together."   

They are going to jump to where you hold the bar.  The faculty have high 

expectations for their underprepared students.  "You have to expect good things out of 

your students.  Part of that is a lot of these students have never been held to higher 

expectations and so they perform to the expectations that they are held to.  So, I tell my 

students on day one, I expect you to be able to do well in here.  They don’t always do 

that, but at least they know that is my expectations of them.  I would hope that is 

universal—all faculty should have high expectations of their students,  period.  I know 

now that they have to take THEA at the end of the semester.  So it’s not a matter of, 'We 

hope you will take THEA', but 'This is the date you need to go sign up for THEA'.  It’s 

just an expected part and they come through.  I’m a real idealist but I think that if we give 

them high expectations, they will meet us rather than expecting so little of them.  I think 

that should go not just at college, but all the way through.  I don’t think we expect enough 

out of them at all.  It's the same as in parenting, in my opinion.  I will give you whatever 

you expect.  If you don’t expect anything, fine, that’s what you’ll get. I think if we don’t 

have fairly high expectations in our classes, it’s going to really hurt [the students] when 

they try to move into college level.  We have to do as much as we can.  High expectations 
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and self-direction.  That’s a goal, I would like them to be self-motivated and get it 

together.  I’m going to be positive and think they will.  Eliminate[ing] shame is a really 

big one [goal].  On the first day when [students] come in, a lot of them are embarrassed 

that they are in [developmental] classes and they have… been beaten down all the way 

through high school and this is just a continuation.  So, we really try to work on that a lot.  

The Dean has great expectations for our students.  She has very high standards by which 

she holds the faculty as well as the students.  I think it’s awesome.  We want everybody 

to pass so that you don’t even have to be here for my final exam.  I totally think about the 

high expectations; I just think we tend to dummy down to the student, and I think that is 

such an insult to the student.  This is the bar and you are going to do fine and you are 

going to meet that expectation that we have.  I’m here any day and any time that you 

need me." 

Characteristics of the Students  

The faculty found that one of the biggest challenges to student success was the 

students themselves.  Differences between faculty members and students in the areas of 

diversity, immaturity, and apathy topped their list of barriers. 

Diversity would be the best word to sum up what they have in common.  

Faculty characterized developmental students as diverse in many ways.  “For those 

people that teach in a community college, we deal with a diverse population of students.  

They come to us from various…socio-economic backgrounds, and many of them come 

from private schools. Some come from home schools, but the majority of our students do 

come from the public schools.  There is a small percentage that comes in with a GED 
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(General Education Development).  So we have to be flexible.  I always have a variety 

[of students]. It’s very hard to get them motivated because they look upon our reading 

class as perhaps a special education class.  I know that we have some special education 

students that switch, that are not able to handle lower level reading.  Diverse.  There’s a 

culture thing that goes with this.  Some of the things they do and say might not be 

considered disrespectful to you in their culture.  Some people, because some are 

minorities, and some people take it [behavior] as being disrespectful.  I think that’s just 

part of the culture we’re dealing with.  That seems to be the biggest obstacle that I have 

to overcome.  I can think of several that I have this semester that are really motivated, 

and they are here because they didn’t pass the test.  They went through high school as an 

average student that the necessary links were missing.  There are just those gaps that need 

to be filled in.  Once they are sort of braced up, then they go on. So that’s a challenge for 

the college prep teachers to try to deal with that diversity,  not only the diversity in their 

skill level.”    

Even though their bodies are big, the insides have not caught up.  Students’ 

lack of maturity frustrated developmental faculty.  “Their lack of maturity, that’s why 

they don’t do well.  This is a huge challenge.  It always will be because of this lack of 

maturity.  Many of the young students are very disengaged. They act just like my 8th 

graders.  There is not much difference.  A lot of the students that we’re getting are still 

very immature.  They are probably here because they don’t know what else they are 

going to do.  Maybe parents have said this is what you need to do, and they are still in 

that high school mode. They are just really immature.  They seem to want to do the least 
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they can to get by, and therefore we’ve had to deal with that, particularly among our 

young students and many of our more mature students really get a little upset and uptight 

with the attitudes and the behaviors of some of our young students….  The immaturity, 

the inappropriate behavior--it’s almost surprising, even to a veteran teacher like myself, 

that once having gone over those expected behaviors that we will have students act in 

such an inappropriate manner to the disruption of class and dismay of other students.  It 

just seems like the severity of the problem sometimes is just really shocking.  A fight 

between students out in the hall or things like that, you wouldn’t expect.  We know that 

they are coming in [with] different levels of maturity so we have to work with individual 

differences.  It’s tiring.  It’s stressful.  You get all kinds, but the biggest differences are 

these students coming directly out of high school versus those who already have been 

experienced in the workforce, or involved with families and jobs and things.  A lot of 

more mature students, older students who come back to school and most of them, this is 

no change, most of them are very serious about their education. They are under-

educated… but many of them are quite bright and want to learn, and it’s very distracting 

for them to be in classes sometimes with some of these immature students.”   

Students don’t ever intend on learning and won’t put in the effort, any effort 

at all.  The TJC faculty thought that their students were apathetic.  “Disengaged and 

apathetic.  It doesn’t matter how much we put out there, they aren’t going to use any of 

the things that are available to them, the tutoring, the labs, we have office hours.  I tell 

them, I’m sitting up there waiting for you to come.  I can’t drag them in there.  I think 

that the department has everything in place to help these students to become successful to 
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the degree that they want to be.  Some of them really have that strong desire and some of 

them, I think have bitten off more than they can chew.  The biggest characteristic that 

presents a problem seems to be… apathy or frustration. [Students seem to say] ‘I don’t 

get it so I’m mad so I don’t care and I’m not going to get it.’.  They don’t know how to 

manage their time, and sometimes when [they] are trying to take twelve hours and fifteen 

hours [working] a full time job… it’s real hard for them to go in for the tutoring or even 

to come to the teacher’s office for extra help or anything, they can, they are just barely 

getting through.  Some of them don’t try.  If it rains, they don’t come.  Some of them just 

don’t have that motivation to be here, especially in a subject they don’t like.  I believe 

that many of them went through high school doing the least they could to get by, taking 

the easy way out because they didn’t really either like school or they didn’t see the 

importance of it and it’s very difficult to suddenly, in a years time break those old habits.  

We’re working against a whole lot of years of mismanaged time, mismanaged direction 

and frustrations.  They do need encouragement in every area including getting their 

homework done and paying attention in class and studying for a test.  Just things that 

perhaps a lot of college students would already know how to do, ours don’t necessarily.  

Sometimes it may be because they’ve not had anyone to encourage them in the past.  

Maybe it’s been the opposite, maybe they’ve been put down and so with a little bit of 

time and attention, encouragement, hopefully we can bring them along.   

I found some of them to be embarrassed about the fact that they are in the course.  

They want to do better.  They want to be successful but don’t know really how.  I always 

have said that we kind of work in the emergency room of the ICU of the college.  People 
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who do that kind of work are in a stressful situation.  Therein lies some of the frustration 

with our students—they are ill but are not ready for treatment.”   

 

Structure of the Department 

The faculty believed that the way that the new department was structured 

influenced their success.  The reorganization centralized the entire developmental math, 

reading and writing faculty into a free standing school of college prep that was deemed 

more supportive for both faculty and students.  

I see our new department as flexible, but organized.  And, it’s making us 

legitimate.  The faculty were pleased with the structure of the new centralized 

department.  "I like the fact that the director is over the whole college prep program and 

that allows us to interact with the English and reading and writing people that we 

normally wouldn’t see.  Her position is key in keeping the college prep program focused 

together as an educating unit regardless of subject matter.  We have more hands-on from 

the administration.  What is different, because there is a college prep department, is that 

there is a sense that we belong to the campus.  Rather than we’re playing late high school.  

It’s a whole different feel.  It's been an uplifting experience.  I think to the faculty feel 

more credible, even though we were credible before.  Some attention has been paid to us 

and we’re credible in others eyes.  We had a place on the faculty senate.  Our department 

is so large that we have to have two full-time and one part time faculty to represent us.  

That just feels really good.  I think every semester we are changing a little something and 
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adapting a little bit.  It is important that we are not so rigid that we don’t keep adapting to 

the students as time goes on.  It is well designed.   

I think with the college prep division, we have great support here.  I mean better 

than any place that I’ve ever been.  The first thing that impressed me, other than the fact 

of the commitment for college prep, was how I knew who I could see for what problem.  

There was no question in my mind about how this worked and how organized it was.  

Organized, in a semi-structured way.  You know they are flexible with us and they are 

organized with our students.  That was what I felt like the administrative view toward 

developmental education was.  There was a real commitment here from the college.  We 

have more support.  I like the fact that we are all kind of on the same page in what we are 

teaching.  I think that’s important.  But yet I feel like I have a lot of flexibility in my 

classroom.  I can pretty much teach in my classroom whatever I want as long as I’m 

covering the content area.  I like having the freedom to do that because everybody has 

different ways of presenting things.   

I was at a college where I taught developmental and college algebra.  It was really 

a disaster.  There was no structure in the organization to know what I should be teaching 

and the developmental program was looked upon as the least important.  It was really 

criticized for interfering with the schedule and the quality of the classes.  It was just, 'If 

y’all would go away we could really have a college here.'  The fact that it is it’s own 

department is really good.  It’s really structured down to teachers are teaching what they 

want to teach and at the level they want to teach.  It’s really a good process.  Nobody is 

stuck where they don’t want to be.  What is really good is having a department chair, and 
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Dean who say, 'Try what works.  If something doesn’t work, change it.'  There is 

flexibility.  And it’s helped bring us together as a department, the teachers.  We’re much 

more a group.  I think it’s important for the department to be organized.  English and 

reading are all organized and they all meet together and say, hey this is working in my 

room and have you tried this.  The math gets together and we get to do the same thing.  

We may not all get to meet as a group as much as we would like but several of us can get 

together, and that helps us stay organized.  We even have an advisor for developmental 

studies for college prep.  I’ve just seen it as a plus.  But generally we’re on the same 

page.  Because we are organized, we do have more support for our students.   

Before our restructuring, there was a minimum of communication with the math 

faculty and language arts.  I’ve been here, and I think we did a pretty good job the whole 

time; however, since it’s changed, we are more concentrated on our students in a lot of 

different ways.  I was here when the college prep math mixed in with the regular credit 

math.  I think that there can be advantages to either way, but I think for the situation right 

now, there are some definite advantages to the college prep math being in a college prep 

department.  There is a lot more camaraderie with the faculty members, sharing of ideas, 

realizing that you are not the only one having this problem that other people have the 

same problem.  The support services, the ladies that do the phone calling, the retention 

coordinator and the director do a very good job of helping us any way they can.  That’s 

made a big difference.   

It is important for adjunct faculty to not just be out there on their own and to be 

consistent with what the full time people are trying to accomplish.  We have more 
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communication with them now.  We have a higher ratio of full time faculty to part time 

than we once did years ago.  Over half the sections of developmental were adjunct faculty 

which is very difficult to try to get any focus and direction.  Now, we have adjunct 

faculty paired with full time faculty so that you have the person, if you are adjunct you 

know who you go to.  Since we have gotten this new structure, we do get  support.  We 

get an inordinate amount of support for discipline, attendance and testing data, and the 

director keeps us organized and of course the dean keeps everybody on their toes.  So, 

there are a lot of advantages to being centralized."   

One of the disadvantages of being our own department is that it creates more 

need for better coordination.  Although the overwhelming majority of comments about 

the structure of the department was positive, faculty were open about the real and 

potential dangers of centralization.  "I don’t think we’re doing enough yet to really meet 

with college parallel people.  We’ve met with them once or twice since we’ve been 

broken up and they have given us the feedback and we’ve tried to align it in math.  There 

is still a lot of work that needs to be done to make the transitions.  In reading and writing, 

we need more communication with, English teachers, the entry level history government, 

and some of those courses.  We’ve been saying that for years but finding the time to 

make it a reality is extremely difficult.  Just the physical layout on this campus; we have 

the college prep math classes in the math building.  So we still interface with those 

people at lunch and in the workroom and it’s real easy to ask, 'What do you need for them 

to be able to do here?'  There’s good rapport there.  It would not be an advantage to pull 

the college prep department and have their own academic building.  That would be a 
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significant disadvantage.  I think it’s great.  We don’t have to sit down and have an 

official meeting.  We just pass by, and say 'Hey, how are your kids doing with this 

particular topic?'  'Do you think we need to spend more time on it down in our college 

prep?'  We don’t have to make a big deal about having to make a meeting, but we just sit 

and have lunch.  Sharing ideas; we’ve done that in the reading department.  We visited 

the history faculty, not near enough, but we do, and we have an idea of what is going to 

be expected of our students when they get to those classes.  We do have a good bit of 

interaction with the credit level.  It is definitely proximity.  By the time you teach your 

classes, and I teach an overload, but by the time I teach my classes and do my office 

hours and then do my grading that goes beyond my office hours and that kind of stuff, 

you don’t get out of your building a whole lot so proximity has a lot to do with it.  There 

are students making it through developmental and into credit level that wouldn’t have 

otherwise.  Prior to establishing a college prep program, independent of the credit 

program, there were several teachers who taught both the highest level developmental 

math course and college algebra.  A student could take the same teacher for both courses.  

Now, that is a rarity."   

As a department, there is a lot of support for us and the students.  Faculty 

believe that the structure of the department provided support for all.  "What the 

department has in place for the student to be successful is requiring the attendance and 

following up on the attendance and the tutors.  They have tutors available, personal tutors 

available that the school pays for, and rooms that they can go to during certain hours 

where the tutoring is available at all times, reasonable times, even Saturdays, they have 
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tutors that are available that they can go get help.  I have felt like it was a huge advantage 

to incorporate some of the support that we had with the ladies who make the phone calls, 

but then our retention coordinator, I have just been so impressed by the job that she has 

done.  If I am concerned about a student, if I think it’s time for them to be dropped 

because of the attendance policy but they give them a second chance.  I will tell her, 

'Okay, I’m sending so and so by to you and he’s a bright kid but he’s not working hard'.  

She remembers that and she incorporates that into the talk.  Later if I go by and say 

something to her, she remembers the students, their names, and the conversation.  I think 

that gives a personal appeal to let the students know that we are interested in them.  I 

think that’s made a huge difference.  That’s really important to have those people calling 

because before we did this, they just expected us to call our own students.  They spend 

hours, upon hours, per day doing this.  There isn't that many hours in the day to teach and 

take care of your students and call the ones that are absent.   

We have a big tutoring program on campus.  It’s volunteer though.  The students 

don’t have to go.  I think we have it in reading, writing and math and a lot of the stuff.  

We recommend students at the end of every semester for tutors for that course.  We 

recommend them to be the tutors, but do students take advantage of that?  No they don’t.  

Not enough.  The great thing about the way our department is structured is that we have a 

person that we can go to for questions.  The retention coordinator also works with the 

students that after the first test, and I think this is very important.  After the first test, if 

any student has made below 70, we feel like that is a red flag and we submit their names 

to her and she will call the student in and visit with the student.  So we have an 
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intervention process there and they will give the students the opportunity to set up 

tutoring and let the students know about tutoring and I think that is very, very helpful and 

caring to the student.   

Also, we have someone that assists us in trying to pinpoint some difficulties that 

the student may have.  It may be a learning difficulty.  It could be dyslexia or it could be 

they need special testing settings or it could be they are having some other type of 

psychological needs.  He also works with our various students.  So the neat thing about 

the structure of our department is that we can teach.  We are allowed to teach.  We don’t 

have to deal with all the other areas that a student might need help in.   

We have someone to send them to in order to help them with the retention or help 

them to stay in our class to be successful.  If we can’t get them there then we can’t teach 

them.  They have to be there.  The mandatory attendance is very helpful.  The students do 

not like it because they feel once they are in college and they paid their way they should 

be able to attend whenever.  But they don’t realize that because they are in the 

preparatory courses they need every piece of information we can give them and that they 

must take it very seriously so that there aren’t those gaps.  For the most part it’s not an 

issue.  But I think if we didn’t have required attendance our retention would not be as 

good at all.   

We have taken the stance that we are testing all of our students.  We are testing 

them all.  I think it puts some respectability and credibility to our courses.  Now with 

them having to also pass the exit exam or the THEA or the ACCUPLACER, it just raises 

the bar as far as the expectation of what they really have to do.  That adds a little more 
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seriousness to the class because they realize that this is to help them be able to do that.  

You know at first I wasn’t real sure about putting that much emphasis on just one test 

because a  lot of them do have learning disabilities and they can perform well in the 

classroom but then they go take a test and just aren’t able to do it.  There still are some 

who won’t be able to, but they can pass the class.  But I think in the majority of cases it’s 

been a good thing having higher expectations for them.  And if we don’t have that 

accountability, I know you are certainly open to saying, well y’all are just passing them 

through with no standards.  It’s just a matter of the institution's leadership saying 'That’s 

what we believe.  That’s the right thing to do for the students'.”   

Teaching Methods 

 TJC developmental faculty felt that their teaching methods were important 

ultimate outcome of their commitment to student success.  They believed that good 

teaching involved methods that respect various students’ learning styles, strike a balance 

between making learning fun and getting them prepared for traditional lecture courses, 

and incorporate lots of variety.   

Diverse methods for diverse styles.  Developmental faculty consider students’ 

learning styles while planning their teaching methods.  “When I think of teaching 

methods, I think that we should teach a variety of methods to meet everybody’s learning 

styles.  That’s almost impossible in any one class because you’ve got 15 different 

varieties of learning styles and you don’t really have the time in most classes.  We don’t 

want to just walk in and just lecture for 50 minutes even though some courses may lend it 

to that because not everybody is an auditory learner, right?  But if the student knows their 
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learning style they can better understand why they have not been successful.  I am not 

auditory.  So in an hour and a half history lecture, I still don’t know when the war of 

1812 was fought.  But show me a map and I’ll say, yeah, I got it now.  Our students are 

typically kinesthetic learners.  Very few of them are auditory learners and so standing and 

talking to them is almost a waste of time, because they just don’t get it that way.  They 

have to see or do something.  Having notes up on the data screen really improves their 

ability to take notes  and keep them lined up right and accurate and spell them right in 

order to figure out what we are trying to write up there.  They needs hands-on.  They 

need hard copies of things.”   

We try to do a variety of things in order to keep them interested in the 

learning process.  Various teaching methods are worked into developmental courses.  

“Projection capability—It’s been really hard for me to come up with any kind of visual 

aids for teaching reading other than the book.  We now have where we have a computer 

and you can project it on the wall.  They really like that.  Anything I can come up with, 

whether it’s from the internet, something to show them or if I get an email that says 

there’s a seminar, college transfer, it’s just something different besides looking at me and 

looking at the book.  We go to the lab maybe once every two weeks and that gives the 

student the opportunity to work on his own pace and to work on his own level.  We have 

some outside activities that they can do for bonus points in order to help boost our 

confidence that they can pass.  Then with those that are having learning disabilities we 

have a wonderful learning lab that we send them to for extra help.  Well, especially in the 

college prep program I find that they have to have constant and instant feedback.  So 
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many of the things that I do in class I try, number one, not to lecture very much and if I 

do it’s perhaps for only fifteen or twenty minutes because our attention span is so short 

and then we have reading assignments and we try to answer and discuss the questions 

immediately.  I don’t do a lot of homework because sometimes I’m not sure if they do 

their homework or if they have someone else to do their homework or if they are just 

copying, so most of my work I try to do in the classroom.   

I try to do groups once every two weeks when necessary when I can see that an 

activity will lend itself to group work.  They like to do that because they need to be able 

to work with groups because in the real world, in most jobs that they have they will need 

to learn how to work within a group and with different personalities and they need to 

learn how to sometimes be the leader and sometimes be the follower.  Diverse 

instructional methods--It’s kind of one step at a time.  Start at the lowest level and don’t 

try to make it too simple, and build and build and build.”   

Variety, but not all games.  Faculty tried to strike a balance between making 

learning fun and getting them ready for more traditional lecture classes.  “I tell them, you 

may come in here hating math but my goal is for you to leave loving math.  It’s fun.  So 

we play games and we break them in groups and we work in small groups doing 

something.  Not everyday, but enough that they see that math can be fun and we’re 

having fun with it.  That seems to break down some of their being scared.  It’s okay if 

you mess up.  It’s just okay.  So we want to do a variety.  But you have to lead them 

toward being able to be successful at the college level so we can’t just entertain them and 

do some fun things.  Let them know that they can be successful, but once you get them 
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where they can do that you have to direct them to be successful when they get to the next 

level.  We can’t turn tricks all the time.  There’s just some methods that you have to just 

stand up there and lecture.  I had one student say ‘When are you going to bring the games 

back?’  There comes a point when you can’t have a game with everything.  You have to 

be prepared.”   

 

Student Services Staff’s Group Reality 

In both focus group and individual interviews, student services staff responded to 

issue statements: Tell me about your student service experiences in making the 

developmental education program changes.  Tell me about the services that you provided 

to students before and after the new program was initiated. Tell me about any successes 

and/or obstacles you encountered in order to make these changes.  Tell me about what 

you have learned by going through this experience.  The following are their perceptions 

of and experiences with these issues in their own words.   

 

Outside Factors  

According to student services staff, factors outside the institution were the 

primary force driving student success.   Family, work and other personal obligations were 

the elements primarily guiding student actions.   

Their outside factors were the key to their being here.  Due to their direct and 

constant contact with students, student services staff have found that most of the students’ 

academic struggles are connected with factors outside of the college.  “Ninety percent of 
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the student issues that I deal with are outside factors or pre-TJC factors.  I deal with 

students who have outside responsibilities.  They have full time jobs.  They have 

children.  They have families.  They have responsibility for an extended family.  They 

deal with, they are taking care of their children, other people’s children and they just have 

a lot of outside factors that are hindering their success.  We get a piece of their story and 

they give is the piece that they think is going to be most effective.  I have to try to put the 

pieces of the puzzle together for that student and I may find out that they aren’t doing 

well.  It takes an hour sometimes to pull the story out of them.  I find out they are 

working 60 hours a week and they’ve got five kids and they are divorced.  A lot of times 

the students don’t know what it takes to be successful at college—from time 

commitments as well as outside commitments.  So they jump into it and are way over 

their heads because they don’t have the time to commit to being successful at college. 

So, we start working on strategies, some success strategies.  And this is the key to 

their success.  Taking care of those needs, finding daycare, assisting the student with job 

referrals, I do a lot of that.  I will get online and look at different sites in the area.  If they 

are a healthcare major, and they come me and they don’t feel like they are making any 

progress in class.  They tell me they are interested in a health science career.  Well, I’ll 

look around at jobs.  I will look at for jobs at the hospital websites or for entry level 

positions to get them some exposure to healthcare so that while they are working their 

way through the prep program they are also getting a real world experience.  That’s all 

very important because a lot of time that experience is enough to let a student know if 

they are really interested in this or if it really isn’t for them.  It may save them some time 
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in the long run.  They are here because of what they have experienced outside or pre-TJC.  

So, their outside factors are just everything that is the key to their being here.”   

Description of Students  

Student services staff described developmental students in terms of attitudes 

which were generally negative.  They perceived that these attitudes were influential in 

both the program and the students’ potential success.  

If they think they can’t, they won’t.  Student services staff described students as 

lazy and unmotivated, confused, and scared.  “We have a heck of a time getting them to 

sign up for this test.  They are lazy and unmotivated. Some don’t care what happens.  

They sign up, but they don’t show up.  We have at least a 20% no-show.  It used to be 

30%.  That’s progress.  I explain that they pay for this.  Their eyes open up, ‘I did?’  I tell 

them ‘Yeah, if you want to waste that thirty dollars that’s fine.  Why don’t you just give it 

to me?’  It’s because they are not motivated.  They are here for whatever reasons.  If they 

have five days to register, the little darlings are trying to figure out which day fits their 

calendar.  ‘I’m going out of town and there’s a party and they’ve got to work, I want to 

sleep late and do I really have to do it?’  The last day they will sign up for and whether 

they show up or not is a different game.  It could be that they are lazy and are not going 

to class.  We end up repeating a lot of the things that we say to the students, only to find 

out that we are going to repeat it again the next semester because they, either they don’t 

hear what we are saying or we are not communicating it well enough so that they 

understand it.  But they don’t care. 
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A lot of them are confused too.  With a lot of 18 and 19 year olds, especially if 

they were A/B student in high school, they have no idea that they need help.  And just 

trying to get them there is a major ordeal for us.  They are hearing a lot of information 

from their instructor, from an advisor, from someone else.  I know you publicize well, but 

we continually have students that are not aware of the test.  I think they are just hearing 

so much from so many different people on campus.   

They are all scared.  It’s a new experience.  A lot of the non-traditional students 

are scared because they are coming back to school.  They are scared of going into a 

classroom and not knowing the material and I think they are afraid of being humiliated.  

A lot of times your non-traditional students succeed more than the traditional.  They 

come in, they’ve never been to college.  They are petrified.  They come in and they are 

literally shaking when they come to take the placement test.  But they want to be in an 

environment with other adults.  I had one lady who is 65 and she was in a classroom full 

of athletes and she had to get out because it wasn’t for her.  She found a night class and 

that worked.  I think it’s the instructor and the classroom environment.    

There’s a difference in the student that has been out of school ten or fifteen years 

and that’s why they are in developmental versus the student that just came out and didn’t 

get it.  So they are really there for two different reasons.  We see a lot of non-traditional 

students because they are coming back.  They are more determined to get through 

because they’ve already had that real world experience of minimum wage and trying to 

make a decent living for their family.  They are more dedicated than the students coming 

out of high school.  They are acquiring a new skill.  If they are going back to the 
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workplace they need to hone whatever skills they have.  So when it comes to this, they 

realize they can get a certificate or a degree.  But, then they get to that math portion and 

you can just see it in their eyes.  It’s like this blanket of fear goes across them.  That’s 

when we sit down and talk to them about math and about just what they are going to do.  

It turns out that focus just kicks back into gear.  Most of our non-traditional students are 

much more focused, they are dedicated because they have been out there and they know 

what it’s like not having those credentials.  That’s where that focus is.   

When we have students that come straight out of high school who pretty much get 

spoon fed, this is what you have to do and they don’t really do it.  They just get moved 

on.  Then when they hit TJC or another community college or even at the university, if 

they are lucky, then they get hit across the face with ‘Wow, what am I doing here?  I 

don’t think I can make it.’  Then ten years from that point we’ll probably see them again 

like that non-traditional student.  If we can stop that, that would be a good thing. 

You also see the traditional versus the non-traditional difference in the amount of 

time they spend on a test.  The traditional student will come through and go through it in 

45 minutes.  The non-traditional will take five hours or more.  But, for the traditional 

students, their friends are out there waiting for them.  That is one of the first questions we 

are asked.  ‘How long does that test take? Do I have to take the whole thing?’”   

The heart of the problem.  Student services staff identified their perception of 

some of the contributing factors to the characteristics of students including the home 

environment, the k-12 public school system that does not prepare them for college level 

work, and other societal pressures.  “A lot of it goes back to the home environment and 
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what they are introduced to at an early age.  You stop and look at the students that are 

home schooled, they come in and they blow these tests right out of the water.  You look 

at the kids that are in the private schools, they normally do well.  But you look at children 

that have parents that are struggling to make the two ends meet at the end of the month, 

they have a lot of things, but they were not introduced to a lot of things.  They may not 

have been to a museum.  They may not go to plays.  That really makes a difference in 

their education. 

Part of it is if you talk about those students, they are working.  They aren’t only 

going to school, they are working.  Well, that’s at the bottom.  That is the heart of the 

problem.  They get to high school, they complete their freshman and sophomore years 

and they can go on a vocational track or an academic track.  Kids from working class 

households and from disadvantaged households, they go to work.  So they automatically 

lose a half day of instruction.  They are only taking their four classes.  For a Junior in 

high school that is their English, their math, their third math and their history.  That’s all 

that they have to take.  So we’re doing a disservice to them starting with their Junior year 

by allowing that.  Our society puts a lot of pressure on these kids and they think they 

have to stand up and be a man.  We cause them to grow up too quick.  I see that with 

these kids.  The kids that walk into my office, fifty percent or more of the kids that I see 

in my office are White.  I’m not seeing minority kids in my office.  The kids that I see are 

working full time and they were on a vocational track.  I always ask them, what did you 

take in high school?  That is my first question, what kind of classes did you take?    We 

are doing it to them or we are allowing them to do it to themselves.  They are preparing 
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themselves for a vocational education and then they graduate and mom and dad says, 

‘Hey, you are going to go to TJC because we need to keep you on the health insurance 

because you aren’t able to get a job and provide your own health insurance.’  So they end 

up at TJC and they’ve not been properly prepared.  Or they say, ‘You know what, you’re 

18, get a job.  You are going to have to pay your car insurance, and your rent.  You’ve 

graduated, you’re done, we’re done.’  Our kids are not prepared.  That’s why we get them 

in developmental education.  The high schools are not helping them by preparing them 

because they allow them to do this work program. 

But it goes even further back than there.  If you have a child that does not fit into 

the square peg they’ve got in elementary, they stick them into special ed. or resourcing 

and you work them through.  You’re thinking, okay, they’re in special ed., they are 

getting help.  Not.  Unless you stay on top of, they are moving students right on up.  If the 

child is a discipline problem they stick them there too.  They move them right on up and 

when they get in high school it’s the same thing.  So what they have done is move that 

child through school without any foundation and once they get to college they are not 

prepared.  We are happy to start back at junior high level to make them prepare.   

A lot of our students are also fighting a lot of societal issues.  Their parents, their 

family, their friends tell them, ‘You think you’re better than me.  You think you deserve 

better than me.’  I hear that constantly.  They are really fighting against that because they 

want to retain those ties at home, but yet they want to better themselves.  It’s an inner 

struggle.”   
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Professional Responsibilities. 

Student services staff perceive their goals in terms of institutional policy that they 

term professional responsibility.  These responsibilities are viewed as overarching guides 

to all services. 

Our goal is to hang onto them.  Student services staff members believe that the 

developmental education policies are their mission statement for reaching students.  “The 

college prep staff takes their responsibilities to our students very seriously.  They 

understand that you can’t put every student in the same box and get the same picture.  So 

our professional responsibilities are taken very seriously and we take each student’s 

success very seriously.  It’s a personal challenge to help these students be successful.  

They may come to me if they have lost their daycare or if they are looking for a job and I 

refer them to job services or I will refer them to other services looking for daycare.  I feel 

like our staff as a whole takes professional responsibility very seriously and does a really 

good job. 

I think a lot of colleges are doing a disservice to their students because they don’t 

even require their developmental students to take developmental courses.  We require 

them to be tested, if they are developmental, they don’t pass all three sections, they have 

to be in developmental classes in all three sections.  Some schools just say, just pick one.  

They have to be in at least one. They don’t have to be in all three.  We require that.  We 

also require that they maintain that through the summer. Whereas some say, you don’t 

have to do it in the summer.  I think we run into some problems with requiring it in the 

summer, especially in the math.  It goes back to communication; we have instructors 
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telling the students ‘Don’t take Math 0303 in the summer.’  That keeps them out of all of 

their classes.  They are scared to death to go to Math 0303 but they want to continue on 

with college.  So what do you do?  It’s just too bad that they can’t take history or English 

or something.  As long as they were enrolled for it for the fall they could take their other 

classes. 

Every student is valuable and every one that we can hang onto, that’s our goal is 

to hang onto them.  We do lots of things.  We do section changes.  We will do anything 

we can to let our students know they are valuable.  I am very careful, like even with their 

tutors, some of them say that tutors, like calculus two, they have a choice, if they don’t 

want to tutor developmental because they are not patient with it.  They haven’t seen that 

in so long.  So I tell them right up front, only do the levels that you are comfortable with 

and that’s why we separated those math labs, why there is a developmental math lab and 

a credit math lab.  So that the tutors are kind of on different levels and we make sure that 

we get those people that are going to be patient with students and let them know they are 

valuable. 

The mandatory attendance policy has helped.  You don’t see the students coming 

in wanting to drop and if they do drop their developmental classes they are also dropped 

from all their other classes.  That has been one positive aspect of the developmental 

policy that we have to keep them in class.  This is something that a lot of students are not 

really happy about but I understand why they put that in there if they are in a college 

preparatory course that they have to not miss more than six hours.  If they do then they 

will be automatically dropped from not only that class but all of the other classes that 
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they are enrolled in.  They have a whole crew that I hear them constantly, that are calling 

students and saying, you are only allowed to miss six hours and you have missed four and 

a quarter hours and if you miss one more class you are over that six hours and you are 

out.  They are on top of it constantly.  And that lets the students know that the school 

knows what they are doing, whether they are showing up or not, and that the school cares 

enough to call.  Sometimes they get a hold of Mama instead of the student and that 

probably has better results than just talking to the student.  A lot of students come back to 

us after they have been dropped if they don’t go to classes and so that, that’s not a good 

thing.  But I think that’s a really good mandatory policy.   

If they are in the developmental classes and they are struggling, they are doing 

everything they can do, they are going to class, they can get an IP, in-progress, or an 

incomplete.  They have to repeat it the next semester.  But it keeps them from losing the 

rest of their classes.  We use it.  They can get an IP two times in a class and if they have 

good attendance or if they have been out but with a doctor’s excuse or if they’ve been out 

on a school sponsored activity, and if they’ve turned in all of their work, and they’ve 

taken all the tests but they’ve just not successfully passed their tests, they are a candidate 

for an IP.  It’s kind of a balancing act and we’re learning.  It seems to work out really 

well and at least if they come back the second semester.  A lot of students got IPs last 

semester and are doing really well this semester.  So it shows that they just needed a little 

more exposure.  In public school they get a year of the same subject and we compact it 

into sixteen weeks and expect them to get it.  I explain it to them.” 
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Testing  

According to student services staff, testing is a very beneficial outcome of 

institutional policies that favor student success, even though it is not as easy to convince 

students of that fact. 

Students don’t have a true picture of their abilities.  The student services staff 

believes that testing is an important step in helping students succeed.  “Testing is good 

for our students because a lot of our students, especially those that come to us straight out 

of high school have, they have skewed perceptions of their abilities.  So testing is great if 

it’s used for placement.  Testing is also good for these students because if they test from 

one semester to the next, they can see improvement in their scores.  Some of our students 

don’t have a true picture of their abilities when they enter so testing a lot of times will 

give them an idea of what they need.  The testing is great if it’s used as a placement test 

and I think it’s good for initial testing and then outcome testing as well. 

We have a project called Bridge.  We go in and test the Juniors in math on 

ACCUPLACER and depending on how they do, the high school has the option of setting 

a course for students their senior year that mirrors our college prep math program.  It’s a 

good idea. When does a student have to take that kind of test over that many materials at 

one time, ever?  So why not break it up and let them, one section at a time, that the level 

of anxiety caused by being tested over all of those and the fatigue factor really play a role 

in the test, especially when you can see when they are doing well and then toward the end 

of the test they start missing them and making mistakes.  Students will tell you, ‘That’s 

when I got scared.  That’s when I gave up.  That’s when I was tired.’  So you kind of 
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wonder if things were structured in a different way would we be seeing different scores?  

A lot of them make that argument. 

They can go on the web now.  They have computer, in fact we have our nursing 

students do that.  We give them websites they can go to get free ACCUPLACER tests.  

That’s a really good thing that they practice before they go in there and actually take the 

test.  Some of them are not computer literate so that’s one of the things we can come up 

with something that will help them out before they take the test.  They can go to the 

THEA website that we’ve got, because this is basically the same information they are 

tested on just in different form.  During the testing orientation, we explain the testing 

portion in-depth that it’s not just a test but a placement.   

What we do normally is when the student comes in they apply for admissions and 

then they come straight to our office and we encourage them to go and test, take the 

ACCUPLACER or the THEA.  A lot of the times the student will just go across the 

campus and take the test that same day they are here on campus.  Normally they don’t 

prepare for the test so they come back and they don’t score as high.  So that’s one of the 

things that I’m really worried about because those exams place them in the courses here 

at TJC.  I encourage the people there to tell them that the students can actually come back 

the next or day or just take some study guides with them and practice.   

I think they are told that is a placement test and a lot of times they are going to tell 

you that, and they come in and they’ve got friends sitting out there waiting.  It’s on the 

paperwork they fill out.  It is a placement test.  So the students need to assume some 

responsibility for what they do.  I mean we can help, but if we do it all we’re spoon 
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feeding them and we’re just moving them right on through.  They are going to have to 

take the responsibility of reading what they sign.  They may have signed their life away 

or something.  The students do have to assume responsibility but I think, we can 

encourage them and help them and make them stay on track as best as possible, but they 

do have to assume at some point, the responsibility.  If they don’t prepare for the test and 

they go take it and then they are stuck with the results of that test.” 

 

Advising and Registration 

Student services staff perceived the role of the advisor as most important for 

enacting advising and registration policies for developmental education students.  

They are the frontline.  Student services staff realized the difficult and important 

role of the advisors in helping large numbers of developmental education students.  “Our 

advisors do a very good job considering the vast number of students that they deal with.  

When you are dealing with developmental students, you have to take a lot of time. You 

have to spend time.  You have to explain everything.  You have to go through the whole 

thing.  Then it gets to the point where you realize when they walk out of your door they 

didn’t get it.  So you end up either walking them through it or you just doing it for them.  

A lot of times for those students who you know are just not getting it, I sit them in my 

chair, we get on Campus Connect and I let them click and add and I’m just sitting there 

saying what they need to do.  It’s kind of hard to do when you’ve got twenty students in 

your office ready to register.  When that person leaves your brain is frazzled and you see 

this huge line.  But, we’re under time constraints.  So when you do have the student you 



 172

need to spend an hour of time with, it’s hard knowing you have a certain number of 

students waiting out in the hallway.  Time constraints can sometimes get in the way of 

good quality advising.” 

They have to have that face-to-face contact.  Although the students did not 

always like the message, advisors conducted mandatory advising.  “We have a mandatory 

advising policy in place to improve communication with students in developmental 

education.  We have a huge number of college prep students that come through 

registration just because they have to have that face-to-face contact.  So I feel like that is 

very important.  The fact that they have to see an advisor before they can register is also a 

good thing for the students, for college prep students because they need someone to kind 

of look over their schedule choices to make sure that they are where they need to be.  

Advising and registration works very well for these students.  The students who come 

directly out of high school who are just not prepared, those are the ones who are harder to 

advise because they are the ones who really don’t feel like they belong in development 

courses.  They are resentful that they are taking these courses.  They feel like they are 

wasting time and money and as an advisor, as any staff member will tell you, you try to 

tell the student that it is important, beneficial, you know, this is in your best interest.  

They are harder to convince.  They come in with some preconceived ideas of these 

developmental courses.  I think for awhile there was a stigma as far as what these classes 

were called.  When they were called developmental, the student would view that as 

remedial—‘oh, I have to take a special ed. class.’  I think the move to make it college 

prep was an excellent idea.  It sounds better.  It doesn’t sound like they belong in special 
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education.  They think they are prepared and they think they are ready for college when 

they get here but they are not, most of them.  They don’t understand the work that is 

involved, the sacrifice and the perseverance that they need.  That’s part of what their first 

semester experience is, is to teach them what they need.  On that first semester, it’s hard 

for a student whether they are non-traditional or fresh out of high school to take fifteen to 

eighteen hours a semester and be successful.  If they have to be a full time student then 

that’s what I tell them: ‘If you are going to work full time, don’t take more than 12 hours 

your first semester.’  It’s that first semester of getting them situated.  That’s just a very 

negative experience for some of them.” 

They are going to be restricted in what they can do.  The advisors enforced the 

new registration policy that restricted enrollment in college level courses.  “They 

instituted a policy here last year that restricted enrollment in certain classes for students 

in certain developmental classes.  When you have students that place in developmental 

classes, especially more than one, then they are going to be restricted on what they can 

do.  We have the tag list now that restricts them if they are developmental reading 

classes.  That can frustrate them to some level when they can’t do what they want to do to 

get into a program.  Sometimes that kind of negates their drive to do well.  That’s one the 

biggest things on the logistics side of developmental ed. is when they get ready to sign up 

for their classes they have to always put their developmental classes in first, which they 

don’t always do.  We give them instructions.  I know, but it’s real hard.  But then they 

have to wait and they get frustrated because they can’t get the classes they want because 
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they had to be in that math class, usually it’s math.  Until we come up with a new 

registration, it’s not going to change.   

Financially that can also impact them because they are thinking, ‘I’m paying for 

classes I don’t really want that don’t count for anything.’  And they pay for it, and they 

don’t get credit for it, and they don’t get the class they wanted because it’s closed 

because they had to wait because they could only sign up for six hours in the summer.  

It’s very frustrating.  So it really can be quite frustrating for them.  And they don’t 

understand that process sometimes.  It’s one of the most frustrating parts of the 

developmental classes is the restriction it puts on the requirements and registration.” 

Tutoring 

Student services staff shared their perception of the effectiveness of tutoring 

services for those students who participate in the service.   

Tutoring is another key to their success, if they want it.  Student services staff 

realize the potential effects of tutoring, but students don’t always take full advantage of 

the service.  “Our tutoring program has a real strong impact on the students.  Students 

that I see,  I strongly urge them to do tutoring and so I think that offers students a chance 

to get some increased input in terms of material that they are being presented with in the 

classroom or outside the classroom and someone to go over that with them.  I think it also 

does an additional thing in terms of providing a structure for a lot of students who don’t 

have good study skills.  A lot of students that I see that have attention deficit, having a set 

time to meet with someone provides with an external structure that may be helpful to 
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them in terms of organizing their time toward their educational pursuits.  If you notice 

that they come with backpack and they can’t find anything in it, that’s part of tutoring, 

they need to help them with getting organized.  I think that tutoring is key to a student’s 

success, especially a student who doesn’t get it the first time around, or the student who 

needs it presented in a different way, or the student who needs a little bit extra 

encouragement.  A lot of times that’s all they need.  They need a tutor to encourage them 

and they get it.  Tutoring is the only time that some of our student actually work on class 

work outside of the classroom.   

Tutoring is necessary for those students.  The biggest problem that I see is that we 

have all this wonderful tutoring that is provided by TJC at no cost to our students and yet 

we have a majority of our students who choose not to take advantage of the tutoring.  I 

refer students to the tutors, especially when they come in and they really are struggling.  

Most of the time they wait until it’s too late in the semester for them to be successful, but 

at least they can make the opportunity to know that it is available.  Whether they go or 

not is another question.   

So I have developed some PowerPoint presentations that I go in the first of the 

semester in the math classes and in reading and English and I tell the students once again 

about these services.  I explain to them about how math is a building block and reiterate 

that how important tutoring is and how necessary it is for them to take advantage of it if 

they want to get the best grades possible.  We go into the classrooms the first or the 

second day that every class meets.  There are five of us that go in and we talk to the 

students about tutoring services.  The tutors are free.  I know and I tell them that.  I tell 
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them how much tutors cost and they say “I wouldn’t pay anybody that much to help me 

with math.’  I tell them “But, we’re paying it for you so that you can pass it.  So, go use 

them.’   

We do a satisfaction survey each semester and 98% of respondents said that the 

tutor helped them somehow with study for test taking skills.  If they have ever had the 

experience of having a tutor, I know that the next semester they will sign up for tutoring 

immediately.  It’s very positive.” 

 

Summary 

This chapter answered the first of the three research questions: What were the 

experiences of the administrators, faculty and support staff in improving a developmental 

education program.  These three constituencies have shared their perceptions of and 

experiences with the elements of the developmental program in their own voice.  In the 

following chapter, the researcher will proffer interpretations of these elements’ 

interactions within each system and compare the perceptions across constituencies in an 

attempt to answer the second and third research questions:   What were the relationships 

among the experiences of the administrators, faculty and support staff in improving a 

developmental education program? And, how do the perceptions of the administration, 

faculty and support services staff compare? 
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Chapter Five 

Interpretations and Implications:  Describing the Relationships 

The purpose of this study was to understand the experiences of those involved in 

the Tyler Junior College developmental education program and to generate a theory 

which explained how they changed the program’s effectiveness.  This final chapter 

presents the theories that were generated by the three participating constituencies and sets 

them into the context of theory and application.  The experiences shared by the 

administrators, faculty, and student services staff during their focus group and individual 

interviews are represented in a mind map or a Systems Influence Diagram (SID).  Each 

constituency’s SID reflects the group’s collective perceptions of how their experiences 

impacted each other and provided a visual representation of the entire system of 

influences and outcomes (Northcutt & McCoy, 2002, p. 6:29).  These SIDs provided the 

platform for interpreting the constructed realities within and across constituencies, 

thereby answering the second and third research questions of the study:   

2. What were the relationships among the experiences of the administrators,

faculty and support staff in improving a developmental education program?

3. How did the perceptions of the administration, faculty and support services

staff compare?

Understanding the Relationships within Each System 

During the study’s theoretical interviews, administrators, faculty and student 

services staff went beyond describing the elements of their experiences with the 
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developmental program, covered in the previous chapter, and shared their perceptions of 

the relationships among their own experiences.  Each constituencies’ SID depicts their 

perceptions of the influential relationship between each affinity, starting at the left with 

the most influential element and its relationship to the other drivers in the system and 

ending at the right with the result or outcomes of the systems.   

Administrators' SID and Theoretical Summary 

Figure 5.01.  Administrators' Systems Influence Diagram  

Instruction's influential relationship with Leadership.  The administrators' 

perceptions of the developmental program revealed their commitment to the 

underpinning philosophy that all institutional activities must flow from a single driving 

purpose--providing quality instruction.  "Instruction is our business; it must be the driver 

of everything we do.  Leadership is being influenced by the instructional issues and then 

that influences everything.  Like when the President was very involved in selecting the 
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right faculty.  One of the hard things was sifting through the faculty.  We did the 

reorganization, and then it took us almost a full year to, not get rid of, to shuffle around 

all the faculty and push all of the credit faculty back into the English and Math 

departments.  We’ve had more than a couple faculty that were not invited back.  And 

that’s been a difficult set of years.  Instructional issues must impact your leadership.  

Instruction needs to drive the leadership." 

The administration demonstrated their commitment to allowing the instructional 

needs to drive the College’s leadership.  From the beginning of the initiative to 

reorganize the developmental program to be more effective, the administration did not 

take a top down approach to implementing preconceived solutions.  Rather, a college 

wide committee was constituted and given a charge to begin their search for 

recommendations with a solid understanding of the underprepared students that were 

being served at the College and the effectiveness of the services currently offered.  The 

committee was responsible for grounding any recommendations, first and foremost, in 

the needs of the students and the instructional practices of the developmental program.   

Another piece of evidence of instructional needs driving the leadership was 

demonstrated in the selection of employees for the newly organized School of College 

Preparatory Studies.  Convinced that developmental instruction is best delivered by full 

time instructors who prefer to teach these courses, the administration purposefully 

selected only those faculty dedicated to the profession of teaching developmental 

students.  The administration’s commitment to following the instructional needs of 
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students drove decisions that required the fiscal commitment inherent in hiring additional 

faculty and support staff. 

Leadership’s influential relationship with Organization.  The leaders determined 

the structure of the organization.  "Leadership really drives the organization.  It should.  

We want to give developmental staff and faculty as much organizational support as we 

can and try to remove as many barriers, and really let them feel like they can be creative.  

I think in the past a lot of times the students, [and]  the teachers were seen as step 

children. You know they were just teaching at-risk students so there was not a lot of 

credibility given to those teachers and by having a centralized division where there’s a 

dean over it.  I think it gives it a little bit more credence.  It shows that the President 

thinks that it’s important, and it puts the college prep dean on the same level as the other 

instructional deans.  So, leadership drives the organizational issues."  

  Believing that strong leadership from the administration was paramount to 

making the whole organization work, TJC administrators made a bold decision to do 

developmental education differently.  Their first move was to establish a new centralized 

department dedicated to developmental coursework in all disciplines.  Based on the 

longstanding literature on the benefits of a centralized organizational structure, leaders 

redesigned the way they did the business of developmental education.  Staffed with its 

own dean, assistant dean, dedicated faculty and support staff, the new School of College 

Preparatory Studies was purposefully constructed by leaders who hoped that the 

effectiveness of their developmental instruction could be improved by organizing their 
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efforts according to the needs of their underprepared students and the guidance provided 

by the literature on good developmental practice.     

Organization’s influential relationship with Support Services.  The administration 

designed the organization to increase student support.  “The organization drives the 

support services because we organized around what we are trying to support and make 

sure we don’t have any organizational barriers in the way.  The best by-product of a 

centralized organization is the communication, because it is the key to having everybody 

on the same page with these students.  It’s just a hard one if you don’t have everything 

under one umbrella, nice and neat.  It’s much easier; it’s much cleaner that way.  It allows 

the organization to drive [the] kind of support it needs….  You would hope that support 

services, like your data, would be responsive to the organization and will support all the 

others.  Student services’ role is totally to support instruction." 

  The organizational overhaul was originally designed to increase the support 

services provided to underprepared students.  The administration found that the 

centralized structure enabled them to dedicate additional support staff for all 

underprepared students.  By pulling developmental efforts together under one 

administrative body, the new organizational structure also provided a natural platform to 

build policies, such as attendance rules, and coordinate additional personnel, such as their 

retention specialist, in support of all developmental students.    

Student Service's influential relationship with Finance.  The financial needs of 

running quality student services dictated how funds were used.  "Obviously, the finance 

piece for providing these services has an impact.  The new attendance policy and the 
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work of the retention coordinator has had a huge effect on enrollment and the cost issue.  

But instruction and student services both drive our finance.  Rather than finance driving 

what we do, then it’s what we need to do that drives finance.  We apply the resources we 

need to accomplish what we are trying to do with instruction and student services.  We 

sure are throwing a lot of money at it right now.  Our budget shows where our priorities 

are and if instructional issues say they need more support, then finance will figure a way 

to help us do that."  

The TJC leaders designed the new program to provide the structure needed to 

support stronger student services policies even if those policies required a greater 

financial commitment.  They recognized that their financial decisions revealed their 

priorities.  While the total cost to reorganize was unknown, the TJC administration 

committed the additional funds needed to hire several new staff members including 

support staffers, fulltime faculty and administrators needed to centralize the effort and 

limit class sizes.  These financial decisions were evidence of their commitment to support 

underprepared student success.   

The System’s influential relationship with the primary outcome—the Need for 

Data.  The administration repeatedly voiced the frustrating interdependency between 

good practice and good data.  “The need for data is driven by all the others, including 

finances.  Data is more like a result or a score card.  It is a support for the real reason for 

us being here.  We've got to be results oriented.  Decisions should be influenced by our 

data.  Although data drove the organizational change that we went through, it is 

obviously not a big enough influence, since we still don’t have the data we need.”    
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The administration were unanimously committed to the idea that the outcome of 

all institutional activities ultimately rested on the need for good data to inform improved 

practice.  Their biggest challenge in committing to continuous improvements was the 

lack of useful data.  They were not confident that the changes that they made were 

effective.  They had no information that they believed necessary to guide modifications 

that may be needed to make further improvements.  They struggled to get the 

organizational and procedural infrastructure of data built and sustained.  Like many 

institutions who have committed to large scale change, they identified their greatest 

frustration as the lack of useful data.         

The Administrators’ Decision-Making Loop.  By isolating the first three affinities 

in the system-Instructional Issues, Leadership, and Organizational Issues-a recurring 

feedback loop emerged.  This portion of the SID illustrates the interconnectivity of these 

three important and influential elements of the administration’s shared perception of how 

they made decisions. 

When the TJC administrators were asked to think about the changes they had 

made to the developmental education program, they revealed their core decision making 

scheme.  Philosophically, they were driven by the need to provide quality instruction.  

Quality instruction is not only the college’s mission; it is unmistakably the core of the 
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Figure 5.02 The Administrators’ Decision-Making Loop       

 

 

administrator’s ideal mode of operation and practical decision making.  From its 

inception, the reorganization of the developmental education program was embedded in 

the administrators’ commitment to the instructional needs of their underprepared students 

and the underlying presupposition that by altering the College’s operations, more 

underprepared students could succeed.  This commitment to quality developmental 

education was particularly championed by the President through his insistence that 

improving the effectiveness of developmental instruction was not an option.  His 

declaration of war against the poor results of previous efforts stirred the College into 

transforming the way they organized and approached developmental education.  The 

administrative decision making loop followed a recursive path—the pressure to improve 

developmental instruction caused the leadership to examine the organization which, in 

turn, revealed more clearly the needs of instruction which, again in turn, moved the 

leaders to alter the organization.  And so the cycle goes with all continuous quality 

improvements.   
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The classic decision-making (or problem solving) model is the PDCA Cycle—

Plan, Do, Check, Act.  Originally developed by the pioneering Bell Laboratory 

statistician, Walter Shewhart, and later promoted by the famous quality management 

guru, W. E. Deming, the PDCA Cycle was designed to guide quality improvements 

through simple yet strategic stages (HCi., n.d.).  As illustrated in figure 5.03, these 

recursive stages begin with careful planning, involve data gathering for evaluating the 

effectiveness of the action, and return to careful planning again, much like the TJC 

decision making process was intended to work.       

Figure 5.03 PDCA Cycle 

Making application of the PDCA Cycle, institutions interested in improving the 

quality of their developmental programs must first plan improvements by clearly 

identifying the problem, determining the best process for improvement, and designing 

both solutions and the methods to evaluate the effectiveness of those solutions.  One of 

the strengths in the TJC transformation of their developmental education program was in 

their approach to planning.  They started with the identification of one of the institution’s 
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greatest challenges—the large numbers of underprepared students who were not gaining 

college readiness skills or progressing through college level courses.  The administration 

decided that the best process for addressing this challenge was to assemble a committee 

to design an improvement plan with specific organizational, instructional and support 

services implementation.  The plan also included detailed indicators to benchmark past 

effectiveness and measure the effects of the new plan’s implementation. 

Second, the PDCA Cycle suggests that improvement plans should do the activities 

designed to solve the problem addressed in the plan.  The TJC developmental education 

improvement plan recommended improvements in organizational structure, instruction, 

services, and evaluation.  Following adoption of the plan, the administration moved into 

action to reorganize the fundamental structure of developmental offerings.  To establish a 

new academic department, they pulled all developmental reading and writing courses out 

of the English department and all developmental math courses out of the Math 

department to be housed together in a centralized unit under a dedicated administrator.  

Following the recommendations of the plan, they improved instruction and services.  

Primarily these improvements were realized through additional administrative, faculty 

and support personnel, as well as through new policies to limit class size, and to 

encourage attendance in and completion of developmental courses.  However, the plan’s 

recommendation to improve data gathering, analysis and dissemination was not fully 

realized.   
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The PDCA Cycle’s third step, to check the results of the implementation, was the 

point at which the administrators identified where their process had stalled.  As 

mentioned earlier, TJC leaders did not have the types of data and analysis that was 

imperative to determining if the changes had made a difference or where further 

improvements were necessary.  However, their struggles with the need for data identified 

their next step in the cycle—to act to improve the institution’s data processes.            

Zooming out for the big message:  The interdependence of decision-making and 

data.  The two primary elements in understanding the administrators’ perceptions of how 

they changed and continued to improve the developmental program included first, their 

decision making process, and second, their need for data.  For the purposes of this birds-

eye view of the administrators’ SID, the two secondary affinities—support services and 

finances—are included within the larger context of organizational issues. 

Figure 5.04 Administrators’ Decision Making and Data SID    
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The administrators were openly honest with themselves about their need for more 

data and useful analysis on which to base their decision making process.  They expressed 

continual frustration with leading the College with limited data on the current efforts’ 

effectiveness and the lack of disaggregated and longitudinal information needed to target 

improvement efforts.  

As noted in Chapter two, this struggle to collect, analyze and use data to improve 

educational programs has been a constant theme in most colleges’ stories.  While most 

colleges have some form of evaluation, their efforts are incomplete and ineffective for 

causing change (Boylan, et. al., 1997).  College administrators believe that program 

evaluation is an important component of effective developmental programs; however, 

nationally only 14 percent of two-year institutions evaluate their activities in a regular 

and systematic manner.  And, although program evaluation was positively related to 

student retention and success in developmental courses, few colleges had established any 

formal evaluation plan. 

In an effort to exploit the interplay of decision making and data for programmatic 

improvements, TJC administrators have reorganized their institutional research efforts 

around the notion of creating a culture of evidence for the entire College.   

When a college operates with a culture of evidence, its administrators, 
When a college operates with a culture of evidence, it administrators, 

faculty and staff use data honestly and unflinchingly to assess institutional 

and student performance to identify means for improvement.  This is 

difficult work.  Data can challenge assumptions and traditions, threaten the 
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status quo and disrupt informal power structures.  But data can also help 

chart a course to excellence (CCSSE, 2006).  

The TJC administrators decided to build a culture of evidence like this and 

restructured their institutional research efforts.  The TJC Office of Institutional Research 

was subsequently reorganized around this commitment to data driven decision making 

not only for their new School of College Preparatory Studies, but for the entire 

institution.  The reorganization included both re-staffing and re-focusing of the central 

mission of the Office of Institutional Research and its integral role in the effective 

operations of the institution as a whole.   

Faculty’s SID and Theoretical Summary 

Figure 5.05 Faculty Systems Influence Diagram 

Faculty Attitude’s influential relationship with Student Characteristics.  The 

faculty perceived their attitudes toward underprepared students as a primary driving 

force for students.  “Students come in here with their own characteristics.  Then we have 

to influence them.  We have to care about them to be able to influence them.  That’s what 

teachers do.  Teachers are supposed to affect students’ characteristics, hopefully for the 
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better.  There are times when student characteristics affect the faculty member’s attitude, 

but hopefully it’s a temporary thing.  My attitude, and my colleagues’ attitudes, toward 

students impacts how well they adjust to the classroom.  How we present it to them, in 

ways that are positive, impacts how they learn.  I have high expectations because of the 

students I have.  I decided that my attitude can change my students’ attitude more than 

my students’ attitudes are going to change mine.  I’m trying to eliminate their frustration, 

trying to make them more interested in the topic, trying to create discipline, and trying to 

motivate them and give them some direction.  Those negative things of the characteristics 

of our students, that’s what I’m trying to change in the process of teaching.  The attitude 

of the faculty can strongly influence the characteristics of the students.  I think that 

teachers can make a difference with underprepared students.  A little encouragement 

might go a long way.” 

Rather than focusing on the characteristics of students that are most frustrating to 

teachers, such as tardiness, absenteeism, failing to turn in assignments, or general 

behaviors that could be interpreted as being disrespectfulness, these faculty believed that 

their attitudes toward their students could make a difference.  In fact, they believed that 

their positive and nurturing perceptions of students were the primary force behind student 

success.  They were intentionally hired for their beliefs about the positive potential of the 

underprepared student and the important role that faculty can play in shaping the 

successful future for more students than was possible prior to these new hiring criteria.  

So, it is not surprising that they would judge the attitudes of developmental faculty as 

being highly influential over the student characteristics.            
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Student Characteristic’s influential relationship with the Structure of the 

Department.  The TJC faculty perceived the flexibility of their organization as detemined 

by the needs of the student.  “We set up the department because of the characteristics of 

the students.  Our department bends to fit the students.  We structured the department 

around the type of student that we have.  If the students come in and feel that the 

department is apathetic toward their individual situations, they are not going to feel 

welcome.  But, the way we’re set up, makes them feel welcome.  The characteristics of 

the student are a driving force to the structure of the department.  We look at our students 

and find that we need a retention coordinator.  So we pulled in a retention coordinator.  

The characteristics of our student population and the particular problems that they have 

are things that are addressed through support services.  That is what has created this 

department of college prep.  Our students tend to skip class.  So, we have attendance 

requirements.  They can lack discipline.  So, we have to have somebody constantly 

calling them and trying to work with them.  It has been structured to address that 

population.  We are always changing.” 

Departmental Structure’s influential relationship with Teaching Methods.  The 

changes that were made to the department—centralization, dedicated administrators, 

faculty and support service staff—had a direct positive impact on the faculty’s 

perceptions of the effectiveness of their teaching methods.  The added attention and 

support fostered collaborative efforts and offered new training opportunities.  As noted 

earlier, a centralized organizational structure is one of a few institutional choices that has 
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repeatedly appeared on list of best practices in developmental education.  Centralization 

at TJC was undoubtedly viewed by the faculty as a positive and supportive action.    

The TJC developmental faculty believed that the new organizational structure 

supported their individual teaching methods.  “You are well supported in being 

flexible—well supported and encouraged to have a different teaching style.  We have to 

meet their needs.  We are actually encouraged to have a different learning environment 

for them and to try to determine what their learning styles are and how they best learn.  

The structure of the department can help with the teaching methods.  The administration 

is supportive in sending us to camp to help us learn new teaching methods.  We’ve had 

workshops.  Last year I had several classes online.  I did some partnerships with the 

adjunct faculty. We shared ideas, teaching methods.  Last semester, I mentored one of the 

part-time teachers.  I think that if we had not originally set up these kinds of mentoring 

sessions, if I had not had at least three people to mentor me, and me mentor them, 

through the new structure of our department, I would not have had the scope.  I would not 

have changed methods.  It allows us the flexibility to have choices in our teaching 

methods. I think with the college prep division, we have great support here.  I mean better 

than any place that I’ve ever been.” 

Recursive Loop:  The interrelationship of faculty perceptions.  The TJC faculty’s 

SID does not stop at the last affinity, but reconnects to the first to create an infinitely 

recursive loop of interdependency.  The interrelationship of the structure indicated that 

while the faculty perceived their attitude toward students to be the prominent element, 

they also recognized the influence of all the affinities within the system.  As they 
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improved their teaching methods their attitudes toward students and their effectiveness in 

reaching them were also positively influenced.  The feedback loop illustrates the faculty’s 

perception of how the improvement of any one of the affinities can positively affect all 

other affinities.  This theory is a natural outcome of the foundational premise of the 

initiative—that purposeful retooling of developmental efforts can make a difference in 

underprepared student success.    

 

Student Services Staff’s SID and Theoretical Summary 

Figure 5.06 

 

 

Of the three constituencies that shared their collective experiences with the 

developmental education program, the student services staff constituency was the least 

heterogeneous.  Members from various service areas, such as tutoring, testing, advising, 

and retention coordination, shared similar broad perceptions of their professional 

responsibilities to the College’s institutional policies governing developmental 

programmatic activities and similar descriptions of underprepared students and the 

extracurricular challenges they face; however, because their unique professional duties 
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varied considerably, their SID also represented their individual experiences—testing, 

tutoring, and advising/registration—and the relationships between each. 

Outside Factor’s influential relationship with Characteristics of Students.  The 

TJC student services staff believed that non-academic issues were the strongest 

determinant of student approaches to academic success for all types of students.  

“Students have outside responsibilities.  They have full time jobs.  They have children.  

They have families.  They have responsibility for an extended family.  They deal with, 

they are taking care of their children, other people’s children, and they just have a lot of 

outside factors that are hindering their success.  Most of our non-traditional students are 

much more focused; they are dedicated because they have been out there and they know 

what, in their field, what it’s like not having those credentials as opposed to having them.  

But they also are more determined to get through because they’ve already had that real 

world experience of minimum wage family and trying to make a decent living for their 

family.    

In high school, kids from working class households and from disadvantaged 

households go to work.  So they automatically lose a half day of instruction.  Our society 

puts a lot of pressure on these kids and they think I’ve got to stand up and be a man.  The 

kids that walk into my office, fifty percent or more of the kids, that I see in my office are 

White.  I’m not seeing minority kids in my office.  The kids that I see are working full 

time and they were on a vocational track.  They are preparing themselves for a vocational 

education and then they graduate and mom and dad says, ‘hey, you are going to go to 



 195

TJC because we need to keep you on the health insurance because you aren’t able to 

maintain, you aren’t able to get a job and provide your own health insurance’.  So they 

end up at TJC and they’ve not been properly prepared.   

A lot of it goes back to the home environment and what they are introduced to at 

an early age.  You stop and look at the students that are home schooled, they come in and 

they blow these tests right out of the water.  You look at the kids that are in the private 

schools, they normally do well.  But you look at children that have parents that are 

struggling to make the two ends meet at the end of the month.  They don’t have, they 

have a lot of things but they are not introduced to a lot of the things.  That really makes a 

difference in their education.” 

Student Characteristics’ influential relationship with Professional 

Responsibilities.  Student services staff most often described students as lazy 

unmotivated, confused, and scared all of which made their duties more challenging.  But 

they also spoke with dedication about their mission and used their view of professional 

responsibility as a guiding principle.  They believed their role was to be a resource to 

help students succeed.         

Student Services Staff recognized the power of students’ needs and desires to give 

direction to their own desires to help meet these needs.  “It’s hard for a student whether 

they are non-traditional or fresh out of high school to take fifteen to eighteen hours a 

semester and be successful.  If they work full time, I don’t even advise, 12 hours is hard 

for those working full time.  It’s that first semester of getting them situated, not only just 
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college life but it’s hard.  Each of us has a very big role to play in that.  Every student is 

valuable.  Our goal is to hang onto them. 

They are all scared.  It’s a new experience.  They are scared of going into a 

classroom and not knowing the material and I think they are afraid of being humiliated.  

We have a heck of a time getting them to sign up for this test.  They are lazy and 

unmotivated. They have no direction.  They lack goals, discipline, and information.  They 

don’t wish to make sacrifices for their goals, or they are afraid to.  They need a support 

network.  Some don’t care what happens.  A lot of them are confused too.  They have no 

idea that they need help.  And just trying to get them there is a major ordeal for us.  They 

are hearing a lot of information from their instructor, from an advisor, from someone 

else.  They may come to me if they have lost their daycare or if they are looking for a job 

and I refer them to job services or I will refer them to other services looking for daycare.  

I feel like our staff as a whole takes professional responsibility very seriously and does a 

really good job.”  

Professional Responsibilities’ influential relationship with Testing, 

Advising/Registration and Tutoring.  Although the student services staff shared their 

perceptions of the influential relationships that varied across their positions and duties, 

they spoke collectively about their dedication to their professional responsibilities they 

defined as their front line representation of the institutional policies.  “We do what we are 

supposed to do.  I think it’s more professional because the institution as a whole is one 

thing, but we’re the ones who see them.  So if we don’t accept responsibility of doing 

what is right for students then the institution won’t.  Our professional responsibilities are 
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taken very seriously and we take each student’s success very seriously.  They instituted a 

policy here last year that restricted enrollment in certain classes for students in certain 

developmental classes.  When you have students that place in developmental classes, 

especially more than one, then they are going to be restricted on what they can do.  That’s 

one the biggest things on the logistics side of developmental ed. is when they get ready to 

sign up for their classes they have to always put their developmental classes in first, 

which they don’t always do.  We give them instructions.  I know, but it’s real hard.  But 

then they have to wait and they get frustrated because they can’t get the classes they want 

because they had to be in that math class, usually it’s math.  Until we come up with a new 

registration, it’s not going to change.  We require them to be tested, if they are 

developmental in all three sections, they have to be in developmental classes in all three 

sections.  Some schools just say, just pick one.  It’s a personal challenge to help these 

students be successful.” 

Influential Relationships between Testing, Advising/Registration and Tutoring:  

The Daily Duties Loop.  Student services staff identified the interrelationships among 

their duties.  They highlighted the influence that testing had on advising by 

acknowledging the importance of good testing and reporting for proper course placement.  

Additionally, they noted that advisors could influence student participation in tutor 

services by recommending the resource to struggling students.  Lastly, student receiving 

tutoring were likely to do better on their testing.  These three affinities and their 

connected relationships represent the second of the two loops in the system.  Since 

student services staff members described these affinities in practical terms of their regular 



 198

routines with developmental students, this parrot of the system was labeled the Daily 

Duties Loop.  (See Figure 5.07). 

Figure 5.07 Student Services Staff’s Daily Duties Loop 

External Locus of Control Loop.  The first loop in the student services staff’s SID 

represented those elements of the system that they identified as the primary drivers of the 

system that influence all others.  In the theoretical construct of the staff, these influencing 

elements were controlled by others.  Therefore, this part of the system was labeled the 

External Locus of Control Loop.  (See Figure 5.08). 

Figure 5.08 Student Services Staff’s External Locus of Control Loop 
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Locus of control is a “theoretical construct designed to assess a person's perceived control 

over his or her own behavior. The classification internal locus indicates that the person 

feels in control of events; external locus indicates that others are perceived to have that 

control” (American Heritage, n.d.).  The first three affinities—outside factors, 

characteristics of the students, and professional responsibilities—form a recursive loop of 

elements within the student services staff’s external locus of control.  Since staff 

members defined the first affinity, outside factors, as “things we have no control over 

occurring prior to the student coming to the college,”  it is logical that this primary 

influence in the system would be considered as outside the their control.  Next, they 

associated the affinity professional responsibilities with institutional policies, which they 

do not create but enforce.  So, it is also logical that they would view their professional 

responsibilities as outside of their control.  Lastly, student characteristics was also viewed 

by the staff as controlled by others—the student.  Reinforcing the conceptualization that 

the driving forces of the system are determined by others is the direction of the 

relationship between the External Locus of Control Loop and the Daily Duties Loop.  

According to their experiences with underprepared students, staff believed that the 

elements outside their control influence their duties, but the reverse was not true.  (See 

Figure 5.09). 
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Figure 5.09 Student Services Staff’s Locus of Control and Daily Duties SID   

Comparing the Systems 

Interesting similarities and differences emerged when comparing the constructed 

perceptions of three constituencies about the same phenomenon.  When looking at the 

broad implications and listening for the predominate tempo, student services staff tended 

to couch their observations in the most pragmatic terms embedded in the responsibilities 

of their profession, while the administrators tended to view their role in the most 

theoretical terms embedded in their perceptions of leadership vision.  The faculty 

perceptions tended to fall between the other two extremes, as if balancing the pragmatic 

and theoretic approaches needed to serve underprepared students.  The follow discussion 

proffers the researcher’s interpretation of the interplay between these three systems in an 

effort to answer the third research question:  How did the perceptions of the 

administration, faculty and support services staff compare? 
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Faculty and student services staff  perceptions of students.   Both the faculty and 

student services staff described a key affinity in their system as “Characteristics of the 

Students.”  Looking more closely then at the values they both assigned to these 

characteristics, an interesting comparison emerged.  Both constituencies used similar 

terms to describe students’ characteristics.  When faculty spoke of their students, more 

often than not, they used positive terms.  Specifically, 62% of the faculty’s descriptions 

of students were positive and 38% were negative. (See Figure 5.10).  In contrast, when 

student services staff described the same students, 25% of descriptions of students were 

positive and 75% were negative. (See Figure 5.11). 

Figure 5.10 Faculty’s Perceptions of the Characteristics of Students   

Once they are sort of braced up, then they go on.  The faculty used positive 

terms to describe the characteristics they saw in their students.  “They see that math can 
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be fun and we’re having fun with it.  He’s a bright kid, but he’s not working hard.  It may 

be an off day for them and they are not hearing you or listening or anything.  We have to 

learn to be flexible with them in all that they are going through.  The more involved you 

can get in their lives, the more willing they are to make that change rather than to fight 

the change.  If the student knows their learning style they can better understand why they 

have not been successful.  I have very few absences.  But if they will come in, those that 

do come in and will sit with you one on one and will work their hardest and they start 

feeling that success then they can get excited when they start feeling successful they then 

can get excited and start doing so much better.  It’s such a thrill to see those students 

too.”   

They want to do the least they can to get by.  Honest about student behaviors 

and attitudes that create barriers to their own success, faculty also described negative 

characteristics.  Negative comments that primarily stemmed from the students lack of 

academic preparation were excluded since all students under discussion were 

academically underprepared to some extent.  “Disengaged.  Apathetic.  Lack of maturity.    

Inappropriate behavior.  We work in the emergency room of the ICU of the College.  We 

have people that come in in critical condition, educationally.  And some just don’t work.  

Therein lies some of the frustration with the characteristics of our students who are ill in 

some ways, and they are not ready for treatment sometimes.  Getting them to not do just 

the least they can to get by is one of the great challenges in teaching developmental 

students.  They don’t ever intend on learning.” 
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Figure 5.11 Student Services Staff’s Perception of the Characteristics of Students 

The returning adults are fun.  The majority of the support services staff’s 

positive comments specifically described the non-traditional population of developmental 

students and primarily referred to their attendance and participation in courses or 

services.  “They usually go.  They are buying into it.  If they knew the consequences 

maybe they would do more.  They are determined.  They find and go to services.  They 

will take plenty of time testing.  On many occasions they have come in.  They are 

focused.  I don’t mind, the returning adults are fun to work with.  They are excited about 

school.  Motivated.  They are determined to make this work; however they have to do it.”   

The little darlings are trying to figure out which day fits their calendar.  

Conversely, staff descriptions of the negative traits of developmental students were 

commonly offered in the context of the younger more traditional student.  Again, 

negative comments primarily stemming from the students lack of academic preparation 
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were excluded.  “They are lazy and unmotivated.  Some don’t care what happens.  They 

sign up, but they don’t show up.  The little darlings are trying to figure out which day fits 

their calendar.  ‘I’m going out of town and there’s a party and they’ve got to work, I want 

to sleep late and do I really have to do it?’  They are lazy and are not going to class.  

They don’t care.  A lot of them are confused too.  And just trying to get them there is a 

major ordeal for us.  A lot of the non-traditional students are scared because they are 

coming back to school.  They are petrified.  Others can’t behave, don’t care.  

Irresponsible.  Don’t want to make the sacrifices needed.  Not willing to work hard.  Lack 

social skills.  The students who come directly out of high school are harder to advise 

because they are the ones who really don’t feel like they belong in development courses.  

They are resentful that they are taking these courses.  They feel like they are wasting time 

and money.” 

Student services staff summed up well the common sentiment of both the faculty 

and staff.  “After you see a couple of thousand students, you know.  You learn whether a 

student is motivated, is challenged, is lazy, wants to learn, is there because Mother and 

Daddy said she had to, is there because all their friends are there.  But the descriptors can 

be changed.  The student can go from being lazy and unmotivated to being a self-starter 

and motivated.  We want every student to work to their fullest capacity.” 

While both constituencies believed in the possibility of change for these students, 

faculty portrayed students characteristics in a much more positive light than did the 

support services staff.  These two disparate views of constructed realities are most 

logically explained by the position of the affinity within the two systems.  That is to say, 
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since the faculty placed the “Attitude of the Faculty” affinity in the driver’s seat, they 

viewed student characteristics and behaviors through their own optimistic “I’ll care about 

them so much, that they are sure to change” perception.  As noted earlier, faculty 

believed that their attitudes had an enormous potential to impact student change.  They 

told of their nurturing approach to these students and its power to intervene in the lives of 

others.  It was their calling; their responsibility.  Much like a mother describing her own 

children to other mothers, the faculty tended to portray the underprepared students in 

terms of their potential, highlighting their budding prospects.  

Conversely, since the student services staff placed the “Characteristics of 

Students” affinity within their external locus of control loop, they viewed the same 

students through their own “I’ll do everything that I can, but ultimately it is up to them” 

perception.  Student service staff viewed student characteristics as outside their control.  

They believed that students could change negative barriers into academic success, but 

they saw themselves as having a more limited or supplemental impact on the student 

decisions to succeed or not.  Much like a baby-sitter describing some one else’s kids to 

other baby-sitters, the student services staff portrayed the underprepared students in more 

pragmatic terms such as dealing with challenging behaviors or highlighting the students’ 

choices to succeed.   

Combining the Systems  

The administrators’ commitment to improving the outcomes of the developmental 

program initiated the changes under study.  It was their tenacity toward this charge and 
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providing the organizational structure for others to experiment that caused the 

transformation of the way TJC approached underprepared student success.  It is therefore, 

the administrators’ decision-making loop that set the structure for combining all three 

constituency concept maps.  Because the administrators took the broadest and most 

theoretical approach to explaining their experiences about making the changes to the 

developmental program, their SID easily provided the foundation to the other SIDs.  Both 

the faculty’s and the student support staff’s SIDs provided more pragmatic details within 

the administrator’s framework.  The matching of conceptual elements speaks well of the  

shared vision.   

Figure 5.12 Administrators, Faculty and Student Services Staff Combined SID  

The combined SID, while cluttered, represents all of the perceptions and 

interconnectivity of the three constituencies.  The first affinity in the administrators’ 

conceptualization, Instructional Issues, corresponded to the faculty’s SID.  The 
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Administrators’ affinity of Organizational Issues incorporated the ideas represented and 

expanded in the support services staffs’ SID.              

Instructional issues and the Faculty Loop.  One recurring theme that was 

prevalent through out both the administrators’ and the faculty’s stories was the strongly 

held belief that the cornerstone of the institution was instruction and that the keystone 

was the specialized instructors selected to deliver that instruction in the developmental 

program.  The administrators’ believed that to strengthen developmental instruction, they 

must first find the right instructors.  They wanted the maverick, the instructor with a 

passion for working with underprepared students and the rebelliousness to be creative and 

unique in his/her approach.  Leading with the same driving influence, the faculty’s story 

carried the same theme.  The faculty spoke with missionary zeal about their calling to 

their profession.  They held high expectations for themselves and their students, believing 

that underprepared student success would be realized due primarily to their attitudes 

toward their students.  They spoke of their students with a large helping of optimism 

toward student potential.  The variety of teaching methods that were created as a result of 

this belief was designed as an extension of the administrators’ and faculty’s high 

expectations for their students and the need for instruction to move beyond traditional 

methods and traditional results. 

Organizational Issues and the Student Services Staff’s Loops.  In their discussions 

about their shared perceptions about organizational issues and student services for 

underprepared students, the administrators revealed their dedication to dramatic change 
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in the hopes of improving the outcomes for underprepared students.  This change was 

realized through the establishment of a strong centralized departmental structure, the 

commitment of institutional funds needed to double the staff serving developmental 

students, and the adoption of new and tougher policies on attendance, class size and 

continuous enrollment in developmental courses.  Aligning with these commitments, the 

student services staff articulated their role within the new structure.  Specifically, they 

shared their dedication to their professional responsibility to uphold and support the 

developmental effort by offering the support that students needed.  They spoke of the 

seriousness with which they approached their responsibility to enact the decisions of the 

administration and in support of the department.  As their SID illustrates, these elements 

in their external locus of control then influenced the faithful execution of their daily 

duties.  These dedicated staffers are the frontline of the institution’s commitment to 

serving the needs of underprepared students.  All three constituencies concurred that the 

ultimate success of the initiative rode on the backs of the dedicated people who willingly 

chose the hard work of holding onto these students and supporting their academic 

success.           

Lessons Learned and Potential Future Research 

1. The most significant conclusion from this study is that institutions cannot take “off

the shelf” best practices and believe that they will instantly and dramatically improve

student outcomes.  The researcher entered the project with this assumption and more

than a little skepticism about universal institutional commitment to underprepared
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students.  It was different to understand why institutions would continue their 

ineffective practices in light of nearly 40 years of research that repeatedly confirmed 

“best practices.”  With TJC’s significant institutional commitment, and with the new 

plan’s inclusion of research based best practices, and with the addition of all new 

dedicated faculty and several new support staffers, one should expect dramatic 

improvements in student outcomes.  Based on initial data, the developmental 

education program is more effective than it was before the changes; however, 

dramatic results have yet to be determined.  The practical application from this study 

would lead to one to advise other institutions that wish to improve their 

developmental programs to first improve their data collection and evaluation of their 

own practices, be willing to abandon those practices which are not working, and 

implement and measure new and promising ones.  Future research should consider 

the possibility of setting up random assignment research experiment or isolating 

intervention variables to determine the impact of a set of interventions or the effects 

of an individual intervention. 

2. The second most significant conclusion from this study is that while useful data is at 

the heart of quality improvements, designing and executing the delivery of that data is 

a very difficult institutional dilemma.  Many lament the lack of institutional data that 

is widespread.  Improving developmental educational outcomes and improving the 

data collection and analysis needed to evaluate and make informed decisions are, in 

my opinion, the two most difficult tasks for community colleges.  Future research 

should investigate the specific barriers to good institutional research.   
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3. The importance of a tenacious administrative commitment to transformational change

cannot be overstated.  In Chapter Two, Drs. Roueche and McClenney’s longstanding

and repeated messages were quoted.  This study clearly provides additional support

for the veracity of their conclusions.  Dr. Byron McClenney (2000) noted the

importance of institutional commitment.  “Nothing will make so great an impact as

simply deciding to do the job…Institutions must make the conscious choice to

succeed with developmental education” (p. 2).  In fact, the single most common

characteristic among successful developmental programs was the presence of

administrative leaders who choose to support developmental education and

demonstrate an institutional commitment to the success of developmental students

(Roueche et al., 2001; Roueche & Kirk, 1975).   Transformational change is a process

that requires an extraordinary and long-term commitment to the intended outcome.

Many of the changes that were incorporated into the new developmental education

program caused both personal and organizational stress.  Change = Stress.  But, the

shared vision of the administration, faculty and student services staff at TJC kept the

improvement plan on track.

4. It may be unfruitful to “encourage” the effectiveness of student services by holding

services staff responsible for student success when they see so much of what they do

as carrying out the actions determined by others.

5. An institution can change its philosophy about underprepared students.  At the onset

of this study, an underlying presupposition of some developmental and college-credit

faculty and administrators supported the idea that the results that the old system was
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producing were as efficient as any effort could be.  They seemed to base their belief 

on their perception of the limited influence of the institution on students who could 

not or would not learn and on the discomfort or fear of change.  The developmental 

education improvement plan that was adopted was founded on the philosophical 

stance that all students can learn.  With a strong commitment to the new institutional 

philosophy and purposeful hiring of those personnel that were equally committed to 

it, the institution was able to establish a strong belief in the potential of students.  

Other community colleges should take note.          
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Appendix A  

Tyler Junior College 

Developmental Education Plan Appendix 

College Preparatory Indicators of Effectiveness 

Enrollment Info 

34% of all TJC students are enrolled in at least one developmental course.  

57% of all first-time students are enrolled in at least one developmental course. 

64% of all developmental students are enrolled in developmental Math. 

15% of all developmental students are enrolled in developmental English.  

21% of all developmental students are enrolled in developmental Reading. 

Persistence  

45% of all developmental students completed the developmental course. 

40% of developmental Math students completed the course. 

54% of developmental English students completed the course. 

54% of developmental Reading students completed the course. 

39% of all developmental students completed the remedial sequence. 

34% of developmental Math students completed the remedial sequence. 

43% of developmental English students completed the remedial sequence. 

51% of developmental Reading students completed the remedial sequence. 
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15% of all developmental students completed a subsequent college-level course. 

13% of developmental Math students completed a subsequent college-level course. 

18% of developmental English students completed a subsequent college-level course. 

15% of developmental Reading students completed a subsequent college-level course. 

TASP 

17% of all developmental students passed the TASP. 

17% of developmental Math students passed the TASP. 

19% of developmental English students passed the TASP. 

17% of developmental Reading students passed the TASP. 
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TITLE:    ASSOCIATE DEAN, COLLEGE PREPARATORY DIVISION  

(Includes developmental course in reading, writing, mathematics,   

and study skills) 

 POSTING DATE:       MAY 24, 2002  

DEADLINE:           JULY 8, 2002 – 5:O0 P.M.  

LOCATION:             Tyler Junior College  

SCHEDULE:             Twelve (12) month position, forty (40) hours per week  

QUALIFICATIONS:  Master's degree or higher (doctorate preferred) with at least 18 

graduate semester hours in developmental education; Familiarity with developmental 

education research, theory and practice. Experience teaching developmental courses; 

Experience with computer-assisted learning, preferred. Candidates should possess the 

following: demonstrated accomplishments in collaborative partnerships, skill in 

managing multiple projects simultaneously, evidence of strong organizational skills, 

demonstrated effective oral and written communication skills, knowledge of budget 

management and grant writing, computer literacy, and supervisory skills.  High level of 

integration, creative thinking and initiative that enjoys seeing projects to their successful 

completion.  Multi-task person. 

RESPONSIBILITIES:  Candidates will be expected to provide leadership in the creation 

and operation of a centralized, comprehensive College Preparatory Division for Tyler 

Junior College, design and implement a comprehensive evaluation plan for the 

developmental education program and related activities, serve as an advocate for campus 

developmental educational activities and personnel, monitor student success, guide the 
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development and revision of curriculum within a collegial context, work closely with the 

Support Services Director, Support Services Counselors and Professional Staff, Testing 

Director, other Instructional Deans, academic advisors and the appropriate campus 

personnel, design and coordinate a comprehensive plan for faculty renewal and 

development, contribute to the process of obtaining and retaining NADE certification—If 

required by state law, manage the daily routines of the division, supervise clerical staff 

and other duties as assigned. 
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TITLE:    COLLEGE PREPARATORY RETENTION SPECIALIST    

POSTING DATE:       MAY 24, 2002  

DEADLINE:           JULY 8, 2002 – 5:O0 P.M.  

LOCATION:             Tyler Junior College  

SCHEDULE:             An eleven-month, non-faculty, non-exempt position working 40 

hours per week responsible to the Counselor/Director, Support Services and work closely 

with the Associate Dean of College Preparatory Program. 

 

QUALIFICATIONS:  Masters degree in Counseling or related discipline from a 

regionally accredited college/university required. Professional licensure or national 

certification preferred. Must be licensure eligible if not licensed or nationally certified. 

Should have actual experience in personal counseling, career counseling, developmental 

education students, academic advising, study skills, and ADA law. Should have 

experience/training in administering and interpreting psychological and personality 

assessments. Should have knowledge and experience with working with at-risk students, 

administering paper/pencil and computerized assessments. High level of integration and 

creative thinking.  Multi-task and high level of initiative that enjoys seeing projects to 

their successful conclusion.  Provide crisis counseling for target population and referrals 

from other departments.  Must be willing to work with developmental education students 

and on committees within the college. Must be team-oriented with the ability to work 

well with other staff members in the development and administration of developmental 

education program, within support services department, academic advisors and 
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throughout the college. Excellent oral and written communication and interpersonal skills 

required. Develop retesting assessment utilizing the COMPASS diagnostics.  Must 

possess personal computer literacy and good organizational skills. 

RESPONSIBILITIES:  Provide short-term personal counseling services, career 

counseling, educational, and community agency referrals.  Develop and conduct student 

development seminars, workshops for the at-risk population.  Progress monitoring and 

follow-up for students who are academically at-risk or the developmental student. 

Maintain counseling and advising records. Assist with academic advising, freshman 

orientation, testing programs.  Develop and implement retention and tracking programs 

for at-risk population.  Other duties as assigned.  
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TITLE: STAFF TECHNICIAN, COLLEGE PREPARATORY 

PROGRAM, SUPPORT SERVICES 

POSTING DATE:       MAY 24, 2002  

DEADLINE:           JULY 8, 2002 – 5:O0 P.M.  

LOCATION:             Tyler Junior College  

SCHEDULE:             A twelve-month, full-time, non-exempt position working 40 hours 

per week responsible to the Counselor/College Preparatory Specialist Advisor, and 

Counselor/Director, Support Services.   

QUALIFICATIONS:  Two year Associate degree preferred.  One to two years 

experience in a related office position and working with at-risk students on a high school 

or college level preferred.  High energy level, understanding and compassion to work 

with an at-risk student population.  Must have advanced skills to operate a personal 

computer.  Microsoft Word, Access, Excel, required.  Must be able to communicate 

effectively in person in addition to engaging in general telephone assistance. 

Must be able to work independently, respect confidentiality, and maintain courtesy in 

dealing with students, faculty, staff and visitors.  High level of imitative that enjoys 

seeing projects to there successful completion.  Due to the location of office space, must 

be able to work in a quiet environment.  

REQUIREMENTS:  Communicating in person and by telephone with all offices of the 

College, general public, target population, local ISD’s and community agencies for 

testing assessment information.  Maintaining the integrity, accuracy, and security of 

confidental records and database utilized in the counseling, academic assessment and 
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daily operations of the office.  Providing secretarial support, record keeping, data input, 

filing, copying, faxing and tracking of college preparatory student once identified.  

Preparing correspondence, forms, reports, surveys, program evaluations, student follow-

ups, and other documents as may be required for the college preparatory program and 

students.  Assist with budget maintenance, preparation and monitoring requisitions for 

the purchase of supplies and services for the target population.  Responsible for 

assessment data collection on target population for intake interview and data entry of at 

least 200 students to ensure students have equal access and opportunity to a college 

education.  Supervise and monitor the multi-functional computer assessment lab, self 

paced tutorial software packages, and testing assessment using COMPASS diagnostics.  

Work under close time limitations, deadlines and maintain flexibilities with multiple 

tasks.  Performing other duties as may be assigned. 
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TITLE:  PEER/PROFESSIONAL TUTORS/TEACHING 

ASSISTANTS 

POSTING DATE:       MAY 24, 2002  

DEADLINE:           JULY 8, 2002 – 5:O0 P.M.  

LOCATION:             Tyler Junior College  

SCHEDULE:             Twelve (12) month position, forty (40) hours per week 

PEER TUTOR QUALIFICATIONS:  Instructor recommended TJC student with at least 

a 3.0 GPA.  Must have made and A or B in the course(s) they desire to tutor.  Must 

complete a tutoring application and attend a minimum of 6 hours of tutor training.  Must 

be dependable, honest and trustworthy in dealing with confidential situations, and 

positive attitude regarding working with diversity.  Attend required Tutor Training 

Session provided by Support Services Tutoring Program.  Responsible to the Tutor 

Coordinator and Counselor/Director, Support Services. 

TEACHING ASSISTANTS/PROFESSIONAL TUTORS QUALIFICATIONS:  Prior 

tutoring experience required.  Actively pursuing a degree at an accredited four year 

institution.  Must be dependable, honest and trustworthy in dealing with confidential 

situations, positive attitude regarding working with diversity.  Attend required Tutor 

Training Session provided by Support Services Tutoring Program.  Responsible to the 

Tutor Coordinator and Counselor/Director, Support Services. 

PROFESSIONAL TUTOR/GRADUATE ASSISTANT QUALIFICATIONS:  Employed 

as a graduate assistant with a degree that reflects strong knowledge of area to tutor 

(evaluated by TJC Department Chair).  Must be dependable, honest and trustworthy in 
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dealing with confidential situations, positive attitude regarding working with diversity.  

Must attend required Tutor Training Sessions provided by Support Services Tutoring 

Program.  Responsible to the Tutor Coordinator and Counselor/Director, Support 

Services. 
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Tyler Junior College 

College Preparatory Learner-Centered Theoretical Framework 

(Portions adapted from Shugart and Puyana)   

Our goal is to ensure that students experience extraordinary learning success in 

their earliest encounters with the college and establish a solid foundation for success in 

future learning.   

Like most colleges, Tyler Junior College’s highest student attrition occurs in the 

first year of their experience with us.  This entry and adjustment time is critical.  If they 

survive this threshold, they are likely to stay to completion.  We believe, therefore, that 

by starting right-which includes focusing key resources, thoughtfully designed learning 

experiences, and plenty of good energy and support at the front door-we will produce 

significant increases in long-term student achievement.  This should, in turn, translate to 

similar increases in student satisfaction, in effective contributions to the workforce, and 

in successful transition to and completion of further academic pursuits.  By ensuring that 

students can start right, we also ensure “extraordinary learning success…and a solid 

foundation for future learning.”  How might we best achieve this goal?   

Research suggests that students will persist longer (even through academic and 

personal set-backs and stop-outs) and meet with greater success (more course 

completions and higher passing rates) if they can establish connection at the college as 

early as possible.  The need for connection is both intellectual and emotional.  The 

college setting feels like an alien culture to many newcomers, with its particular 
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architecture, uniquely shared behaviors and expectations, special vocabulary, and layers 

of procedural bureaucracy.  Beginnings can be daunting, and a natural reaction to fear 

and discomfort is flight.  To be willing to stay and explore uncertain circumstances, one 

must feel first that the venture is safe. (“No physical or psychological harm will come to 

me here.”)  Beyond that basic level, however, staying in a new culture is further assured 

by initial and increasing feelings of welcome, acceptance, and engagement…which in 

turn lead to acculturation and a sense of belonging, of having a vital role in the new 

environment.  The Peace Corps uses the term “early returns” for volunteers who, mostly 

for “culture shock” reasons, do not complete their two-year period of service abroad.  In 

our case, we have “early leavers” (no-shows, withdrawals, drop-outs), often caused by 

similar feelings of cultural exclusion and discomfort.   

 Another aspect of students’ connection is with self: feeling ready for and sensing 

real possibilities in the challenge they have set before themselves.  Of them, this requires 

initially a leap of faith and much courage, and then a growing sense of independence and 

responsibility for their decisions and commitments.  Of us, it requires a genuine belief in 

the potential of each individual to learn under the right circumstances, and a willingness 

to help discover and develop those “right circumstances.”  (The self-fulfilling 

expectations prophecy is widely held as true: children, students, employees…rise or sink 

to the level of belief in capacity and expectation of performance held of them, and in turn 

by them.)  From them, we can learn much about what interests and motivates them, as 

well as what life experiences and understandings they bring to this new learning.  We can 

also enable deeper learning by explicitly linking new information to prior knowledge and 
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by evolving our offerings from a collection of courses to a holistic, interconnected 

curriculum.  Finally, we can shepherd students to their “learning edges,” balance points 

between the known and the unknown where intellectual challenge and support can foster 

and accelerate growth.  As developmental educators, we must design the learning 

experience around what we know about how our students learn.   

 Much research has been conducted to investigate the complexity and elegance of 

the way the human brain learns.  We can improve learning when we access the vast 

potential of the human brain.  Caine and Caine (1991) define learning theory or brain-

based learning as “acknowledging the brain’s rules for meaningful learning and 

organizing teaching with those rules in mind” (p. 4).   

 One learning theory that utilizes the brain’s rules for meaningful learning is 

constructivism.  The presupposition underlying the constructivist learning theory is that 

the learner constructs knowledge by synthesizing new information into their existing 

network of knowledge.  The learner-focused theory of constructivism provides the 

foundation on which many quality teaching and learning practices have been formulated.  

Constructivists have traditionally placed the learner at the center of the learning process 

(Garmston and Weller, 1995).  Therefore it could be said that from a constructivist view, 

real learning occurs only when students fully participate in the development of their own 

learning. 

 Learning develops in stages.  In fact, the basis of developmental learning theory 

rests in the belief that students progress through stages from dependant to independent 

learners.  It focuses on where the learner is and provides the means to move to the next 
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stage.  One developmental theory that draws on the idea that students construct 

knowledge in stages is Vygotsky’s zone of proximal development.  Vygotsky explains 

that the zone is the area between what a learner can do independently (mastery level) and 

what can be accomplished with assistance (instructional level).  This concept has 

developmental education implications.  First, learning is best initiated within the zone, 

just beyond what the learner knows, but not so far that the learner cannot progress when 

provided appropriate guidance.  Secondly, this instructional assistance should be 

scaffolded to build the learner’s independence.  Scaffolding provides support sufficient 

for the student to carry out the new learning strategy.  As proficiency increases guidance 

decreases, just as the scaffolding of a building is dismantled as the structure becomes 

self-supporting.             

 The idea that the learner constructs knowledge, rather than passively absorbing it 

has been a primary tenet of constructivism (Brooks and Brooks, 1993).  Active learning 

has been considered a long-standing component of good educational practice since the 

teaching of Aristotle.  “What we know about student learning is that students who are 

actively engaged in learning for deeper understanding are likely to learn more than 

students not so engaged” (Cross, 1998, p.5).   

 Student engagement has been found to be more influential to student retention 

than any other factor-including family background and pre-college education.  Tinto’s 

(1987) theory of student departure explains that the degree to which a student is able to 

make the transition into the academic and social systems of the institution is directly 

related to their departure decision.  Simply stated, the more that students feel as if they 
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belong, the more likely they are to stay.  It is important, therefore to create opportunities 

for both academic and social connections.       

Application of theory is essential to maximizing student learning.  Student 

engagement and active learning are the overriding themes of one the most widely 

distributed distillations of what we know about college student’ learning, the Seven 

Principles of Good Practice in Undergraduate Education by Chickering And Gamson 

(1987).  These active learning constructivist principles are both easy to understand and 

implement.   

Good practice:  

1. encourages student-faculty contact,

2. encourages cooperation among students,

3. encourages active learning,

4. gives prompt feedback,

5. emphasizes time on task,

6. communicates high expectations and

7. respects diverse talents and ways of knowing.

At TJC, we commit to helping students make essential and meaningful 

connections, in many ways, including: orientation, advisement and course placement, a 

connected curriculum, small classes, comprehensive student support, integrated 

technology labs, and linked courses.  Furthermore, we commit to applying effective 

practices, grounded in research and learning theories that are demonstrated in the 

classroom, such as: establishing high expectations, responding to differences in learning 
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styles, developing comprehension monitoring and communication skills, as well as 

providing frequent and meaningful feedback through classroom assessment.  

  Bridging the gap between what we know about how students learn best and what 

we do about it in our practices is one of our greatest individual, professional and 

institutional challenges.  It seems that institutions have always asked, “Is this student 

really college material?”  Now society’s evolving needs and our commitment to genuine 

learning results press us to ask a more provocative question: “Is this college really student 

material?” At TJC, we want the answer to be a resounding “Yes!”  
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Tyler Junior College 

College Preparatory Philosophy and Mission 

College Preparatory Statement of Philosophy 

We believe that all students can learn. 

College Preparatory Mission Statement 

Providing a vital function to the overall mission of the institution, developmental 

education at TJC is designed to: 

• preserve and make possible the educational opportunity for each postsecondary

learner;

• develop the skills and attitudes necessary for attainment of academic, career and life

goals;

• ensure proper placement by assessing each learner’s level of preparedness for

college coursework;

• maintain academic standards by enabling learners to acquire competencies needed

for success in mainstream college courses;

• enhance the retention of students;

• promote the continued application of cognitive and affective learning theory.

College Preparatory Goal 

Our goal is to ensure that students experience extraordinary learning success in 

their earliest encounters with the college and establish a solid foundation for success in 

future learning. 
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 The function of developmental courses is to enable students to achieve college-

level competency in reading, writing and mathematics as measured by the fulfillment of 

their TASP requirements and successful completion college-level courses.  

 



 230

Recommendations for Assessment 

1. Do NOT let a student do anything until they have a placement score.  Enforce

mandatory assessment.

2. Make sure all advisors, faculty and academic, have completed training in

alternative test scores.

3. Require all TAAS exempt students to take the higher level math test before

placing them in any non-certificate course.

4. Put pressure on the powers that be to enter in all test scores into the computer.

5. Find a second form of testing to ensure appropriate placement.
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Recommendations for Placement 

1. Academic advisors should register developmental students only.   

2. When advising math students, contact a math instructor if they have questions or 

if they are not sure about math placement.  The veterans do a great job of this.  

Our newest advisors need to be told this by the lead advisor in each office. 

3. Be careful assigning faculty members to developmental students for advising. 

4. Require students to retake placement tests if their scores are 5 years or older. 

5. POISE (Student Information System) needs to be fixed.  Students should NOT 

be allowed to override a  prerequisite. 

6. Hire an academic advisor for students who are enrolled in any of the lowest 

 level developmental courses. 
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Recommendations for Orientation 

1. Require all freshman students with less than 15 hours to attend freshman

orientation.

2. Two options:  2-day (Thursday and Friday session) or, 5 sessions or 5 1/2 week

class during the semester (PSYC 1100)

Activities:

• Learns about the campus

• Campus services

• Campus tours

• Various groups and organizations

• Technical information about grading etc.

3. For Non-traditional Students:

• One night session

• Quick overview of services

• Required to attend a specified number of campus activities

4. Other Non-traditional students can take a course geared toward their needs

5. No special or institutional developmental education orientation currently exists.
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Recommendations for Learning Communities 

1. MATH 0301/PSYC 1300:  MATH 0301 is a 16 week course. If a student enrolls 

 in MATH 0301, the student must co-enroll in PSYCH 1300.  

2.   Health Careers Academy:  Attempted to start a "Health Careers Transition 

 Academy".  This attempt was unsuccessful due to lack of coordination, staffing 

 and scheduling.  Its purpose was to assist students by giving them a structured set 

 of classes, set standards of expectations, and internal and external support.  

• Classes: Reading 0303-004, HLTH 1370-001, MATH 0302-019, ENGLISH 

 0302-010 

• Attendance:  All classes  

• Participation in on campus activities 

• 20-30 hours/week studying 

• 25 hours or less on work or nonacademic activity 
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Tyler Junior College 

Learning Frameworks  

Course Syllabus 

 

Course:  Psychology 1300; Theories and Applications of Learning 

Text:  How to Study in College, 6th Ed., Walter Pauk 

Semester Credit Hours:  3 

Prerequisites:  None 

Course Description and Objectives: 

 This course is an applied learning, cognition, and motivation course, which draws 

on theory from the fields of psychology and education.  The course will focus on 1) 

research and theory in the psychology of learning, cognition, and motivation, 2) factors 

that impact learning, and 3) application of learning strategies.  Theoretical models of 

strategic learning, cognition, and motivation serve as the conceptual basis for the 

introduction of college-level student academic strategies.  Students will use assessment 

instruments, such as learning inventories, to help them identify their own strengths and 

weaknesses as strategic learners.  Students are ultimately expected to integrate and apply 

the learning skills discussed across their own academic programs and become effective 

and efficient learners.  Students developing these skills should be able to continually 

draw from theoretical models they have learned.    

 Upon successful completion of the course, the student will have demonstrated 

mastery of the following course objectives.   
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1 Learning Goals  

  1.1   Design personal academic goals. 

2 Learning Theory 

 2.1   Define and identify brain-based learning theories.  

 2.2   Differentiate hierarchical levels of the cognitive domain. 

 2.3   Demonstrate critical thinking skills. 

 2.4   Assess personal learning style, modality strength and brain dominance. 

 2.5   Design study methods that utilizes personal learning styles and higher order thinking. 

 2.6   Describe and apply motivation theory. 

3 Learning Strategies 

 4.1   Analyze and evaluate time usage and compose an improvement plan.  

 4.2   Demonstrate an effective note-taking model that improves cognitive processing. 

 4.3   Explain the value of memory strengthening techniques. 

 4.4   Identify characteristics of active listening and evaluate personal listening effectiveness.

 4.5   Evaluate personal test taking accomplishments and identify causes of test anxiety. 

 4.6   Identify stressors and explain stress-relieving techniques.  
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Research Based Techniques for 

Improving Developmental Education, Part 1 

Presented to the Faculty and Staff of 

Tyler Junior college, January 10, 2002 

By Hunter Boylan, Ph.D. 

Director, National Center for Developmental Education 

 
Presentation Outline – Improving Instruction 

I. Research Based Techniques for Improving Developmental Programs 

A. Make Developmental Education a Priority 

B. Establish a Centralized Structure 

C. Coordinate the Developmental Education Effort 

D. Make Assessment Mandatory 

E. Make Placement Mandatory 

F. Provide Comprehensive Support Services 

G. Ensure a Seamless Transition between ABE/DE curriculum  

H. Establish Clear Goals and Objectives 

I. Emphasize Formative Evaluation 

J. Provide Ongoing Orientation Activities 

II. Group Activities 

III. Report and Response 
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Research Based Techniques for 

Improving Developmental Education, Part 2 

Presented to the Faculty and Staff of 

Tyler Junior college, January 10, 2002 

By Hunter Boylan, Ph.D. 

Director, National Center for Developmental Education 

Presentation Outline – Improving Instruction 

IV. Research Based Techniques for Improving Developmental Instruction

A. Use Frequent Testing 

B. Demonstrate High Expectations 

C. Integrate Classrooms and Laboratories 

D. Use Learning Communities 

E. Accommodate Diversity 

F. Integrate Study Skills and Content 

G. Improve Communication Skills 

H. Demonstrate Course Value 

I. Teach Comprehension Monitoring 

J. Engage in Faculty Development 

K. Ground Teaching in Theory 

L. Practice Classroom Assessment 

V. Group Activities 

VI. Report and Response
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Ten Recommendations from Research for Teaching High-Risk College Students 

(Stahl, Simpson, & Hayes, 1992) 

1. Adopt a Cognitive-Based Philosophy 

2. Use a Course Model the Stresses Transfer 

3. Use Reliable, Process-Oriented Assessment Procedures 

4. Broaden Conceptual Background Knowledge 

5. Reconceptualize Vocabulary Development 

6. Use Research Validated Learning Strategies 

7. Systematically Train Students to Employ Strategies 

8. Promote Strategy Control and Regulation 

9. Use High-Utility Strategies for Immediate Acceptance 

10. Incorporate Writing into the Curriculum  
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Common Characteristics of Successful Remedial Programs  

(Roueche & Roueche, 1999) 

1. Colleges must increase their support and structure they offer at-risk students.

2. Expand pre-enrollment activities.

3. Require orientation.

4. Abolish late registration.

5. Make assessment and placement mandatory.

6. Eliminate simultaneous enrollment in skill and regular courses.

7. Require working students to take fewer hours.

8. Provide more comprehensive financial aid programs.

9. Establish peer and faculty mentors and support groups.

10. Require literacy activities in all courses in all disciplines.

11. Increase the impact of the classroom instruction by providing time for skill

practice and development with supplemental instruction and tutoring.

12. Recruit, develop and hire the best faculty.

13. Evaluate student and program outcomes regularly and disseminate the findings.

14. Colleges must become more humane organizations.

15. Remedial programs should be flexible.
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What Works in Remediation:  Lessons from 30 years of Research  

(Boylan & Saxon, 1999) 

1. The establishment of clearly specified goals and objectives for developmental 

programs and courses. 

2. The use of mastery learning techniques in remedial courses. 

3. The provision of a high degree of structure in remedial courses. 

4. The use of a variety of approaches and methods in remedial instruction. 

5. The application of sound cognitive theory in the design and delivery of remedial 

courses. 

6. The provision of a centralized or highly coordinated remedial program. 

7. The use of formative evaluation to guide program development and improvement. 

8. The establishment of a strong philosophy of learning to develop program goals 

and objectives and to deliver program services. 

9. The implementation of mandatory assessment and placement. 

10. The provision of a counseling component integrated into the structure of remedial 

education. 

11. The provision of tutoring performed by well-trained tutors. 

12. The integration of classroom and laboratory activities. 

13. The establishment of an institution-wide commitment to remediation. 

14. The assurance of consistency between exit standards for remedial courses and 

entry standards for the regular curriculum. 

15. The use of learning communities in remedial instruction. 
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16. The use of Supplemental Instruction, particularly video-based Supplemental 

Instruction to support remedial instruction. 

17. The provision of courses or workshops on strategic thinking. 

18. The provision of staff training and professional development for those who work 

with underprepared students. 

19. The provision of ongoing student orientation courses. 

20. The integration of critical thinking into the remedial curriculum. 
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Summary of Research in Developmental Education  

 For more than thirty years, remedial/developmental education has been the 

subject of serious research.  The following is a synthesis of the recommendations 

provided by that research.  The components found to be related to the highest number of 

success measures are underlined.     

Top Ten Recommendations from Research  

1. Establish an institution-wide commitment to remediation. 

2. Provide centralized and highly coordinated support and structure.   

3. Establish a strong philosophy of learning and develop program goals and objectives 

for delivering program services. 

4. Recruit, develop and hire the best people.  Provide training for those who work with 

underprepared students.  Involuntary placement of instructors is discouraged. 

5. Maintain a student-oriented and holistic approach. 

a. Realize cognitive and affective development.  

b. Provide for academic and social integration. 

c. Use learning communities in remedial instruction.  

d. Provide an advising/counseling component integrated into the structure of 

remedial education.  

e. Establish peer and faculty mentors and support groups. 

6. Expand pre-enrollment activities 

a. Establish partnerships with K-12 to promote college preparedness. 



 243

b. Abolish late registration.

c. Make assessment and placement mandatory.

d. Require orientation.

e. Eliminate simultaneous enrollment in skill and regular courses.

f. Require working students to take fewer hours.

g. Provide more comprehensive financial aid programs.

7. Increase the impact of the DE classroom instruction:

a. Provide a high degree of structure within remedial courses.

b. Provide time for skill practice and development with supplemental instruction

and tutoring.

c. Use mastery learning techniques.

d. Use a course model that stresses transfer.

i. Use text and assessment procedures that closely simulate the

requirements of subsequent courses.

ii. Provide consistency between exit standards for remedial courses and

entry standards for the regular curriculum.

iii. Remedial instructors should maintain contact with college-level course

instructors.

e. Apply sound cognitive and developmental theory in the design and delivery.

Integrate critical thinking into the remedial curriculum.

f. Use a variety of approaches and methods including integrating classroom and

laboratory activities.
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8. Provide tutoring by trained tutors.  Use Supplemental Instruction, particularly video-

based Supplemental Instruction to support remedial instruction. 

9. Require literacy activities in all courses in all disciplines.  Incorporate critical 

thinking and study skills across the campus.  

10. Evaluate student and program outcomes regularly and disseminate the findings.  Use 

formative evaluation to guide program development and improvement. 

  

Sources: 

Boylan, H., L. Bliss and B. Bonham. (2000). “Program Components and Their 

Relationship to Student Performance.” Journal of Developmental Education, 

20(3).  

Boylan, H., and D.P. Saxon. (1999). What Works in Remediation: Lessons from 30 Years 

of Research.  Prepared for The League for Innovation in the Community College.  

Available on the World Wide Web: http://ced.appstate.edu/centers/ncde.htm 

Boylan, H. (1999). Developmental Education: Demographics, Outcomes, and Activities.” 

Journal of Developmental Education, 23(2):2-8. 

Boylan, H. and D.P. Saxon. (1998) An Evaluation of Developmental Education in Texas 

Public Colleges and Universities. Part 1-Developmental Education Outcomes. 

Prepared for the Texas Higher Education Coordinating Board. Available on the 

World Wide Web: http://www.thecb.state.tx.us/reports/HTML/0209/part1.htm 

http://ced.appstate.edu/centers/ncde.htm
http://www.thecb.state.tx.us/reports/HTML/0209/part1.htm
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McMillan, V., S. Parke and C. Lanning. (1997). “Remedial/Developmental Education 

Approaches for the Current Community College Environment.” New Directions 

for Community Colleges. Winter, 100:21-30.  

Roueche, J. and S.D. Roueche. (1993).  Between a Rock and a Hard Place: The At-Risk 

Student in the Open-Door College. Washington D.C.: Community College Press, 

American Association of Community Colleges. 

 Roueche, J. and S.D. Roueche. (1999). High Stakes, High Performance: Making 

Remedial Education Work. Washington D.C.: Community College Press, 

American Association of Community Colleges. 

Stahl, N., M. Simpson and C. Hayes. (1992). “Top Ten Recommendations from Research 

for Teaching High-Risk College Students.” Journal of Developmental Education, 

16(1):2-10. 
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Appendix B 
Administrators’ Data 

 
Administrators’ Combined Interview 
Theoretical Code Frequency Table 

Affinity Pair Relationship Frequency Theoretical Code 
1     →     2 4 
1     ←     2 3 1     →     2 

1     →     3 7 
1     ←     3 0 1     →     3 

1     →     4 5 
1     ←     4 2 1     →     4 

1     →     5 6 
1    ←      5 2 1     →     5 

1     →     6 8 
1     ←     6 0 1     →     6 

2     →     3 8 
2     ←     3 0 2     →     3 

2     →     4 7 
2     ←     4 0 2     →     4 

2     →     5 3 
2     ←     5 5 2     ←     5 

2     →     6 7 
2     ←     6 1 2     →     6 

3     →     4 1 
3     ←     4 6 3     ←     4 

3     →     5 1 
3     ←     5 6 3     ←     5 

3     →     6 2 
3     ←     6 5 3     ←     6 

4     →     5 1 
4     ←     5 6 4     ←     5 

4     →     6 3 
4     ←     6 5 4     ←     6 

5     →     6 8 
5     ←     6 0 5     →     6 
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Administrators’ Combined Interview 
Affinities in Descending Order of Frequency 

With Pareto and Power Analysis 

Affinity 
Pair 

Relationship 
Frequency Cumulative 

Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative 
Percent 

(Frequency) 
Power 

1     →     6 8 8 3% 7% 4% 
2     →     3 8 16 7% 14% 8% 
5     →     6 8 24 10% 21% 11% 
1     →     3 7 31 13% 28% 14% 
2     →     4 7 38 17% 34% 17% 
2     →     6 7 45 20% 40% 20% 
1     →     5 6 51 23% 46% 22% 
3     ←     5 6 57 27% 51% 24% 
3     ←     4 6 63 30% 56% 26% 
4     ←     5 6 69 33% 62% 28% 
1     →     4 5 74 37% 66% 29% 
2     ←     5 5 79 40% 71% 31% 
3     ←     6 5 84 43% 75% 32% 
4     ←     6 5 89 47% 79% 33% 
1     →     2 4 93 50% 83% 33% 
1     ←     2 3 96 53% 86% 32% 
2     →     5 3 99 57% 88% 32% 
4     →     6 3 102 60% 91% 31% 
1     ←     4 2 104 63% 93% 30% 
1     ←     5 2 106 67% 95% 28% 
3     →     6 2 108 70% 96% 26% 
2     ←     6 1 109 73% 97% 24% 
3     →     5 1 110 77% 98% 22% 
3     →     4 1 111 80% 99% 19% 
4     →     5 1 112 83% 100% 17% 
1     ←     3 0 112 87% 100% 13% 
1     ←     6 0 112 90% 100% 10% 
2     ←     3 0 112 93% 100% 7% 
2     ←     4 0 112 97% 100% 3% 
5     ←     6 0 112 100% 100% 0% 

Total Freq. 112 

MinMax criterion - 83% of the variance is represented by 50% of the relationships.  
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Administrators’ Combined Interview 
Affinity Relationship Table 

Affinity Pair 
Relationship Frequency 

1     →     2 4 
1     →     3 7 
1     →     4 5 
1     →     5 6 
1     →     6 8 
2     →     3 8 
2     →     4 7 
2     ←     5 5 
2     →     6 7 
3     ←     4 6 
3     ←     5 6 
3     ←     6 5 
4     ←     5 6 
4     ←     6 5 
5     →     6 8 

Administrators’ Combined Interview 
Tabular Interrelationship Diagram  

1 2 3 4 5 6 Out In ∆ 
1      5 0 5 
2 ←   ←  3 2 1 
3 ← ← ← ← ← 0 5 -5 
4 ← ←  ← ← 1 4 -3 
5 ←     4 1 3 
6 ← ←   ←  2 3 -1 
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Administrators’ Combined Interview 
Tentative SID Assignments 

Affinity Topological Zone 
1. Instructional Issues Primary Driver 
5. Leadership Secondary Driver 
2. Organizational Issues Secondary Driver 
6. Support Services Secondary Outcome 
4. Finance Secondary Outcome 
3. Need for Data Primary Outcome   
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Appendix C 
Faculty’s Data 

 
Faculty Combined Interview 

Theoretical Code Frequency Table 
Affinity Pair Relationship Frequency Theoretical Code 

1     →     2 4 
1     ←     2 14 

1     ←     2 

1     →     3 16 
1     ←     3 4 1     →     3 

1     →     4 16 
1     ←     4 3 1     →     4 

2     →     3 7 
2     ←     3 11 2     ←     3 

2     →     4 10 
2     ←     4 2 2     →     4 

3     →     4 16 
3     ←     4 3 3     →     4 
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Faculty’s Combined Interview 
Affinities in Descending Order of Frequency 

With Pareto and Power Analysis 

Affinity 
Pair 

Relationship 
Frequency Cumulative 

Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative 
Percent 

(Frequency) 
Power 

1     →     3 16 16 8% 15% 7% 
1     →     4 16 32 17% 30% 14% 
3     →     4 16 48 25% 45% 20% 
1     ←     2 14 62 33% 58% 25% 
2     ←     3 11 73 42% 69% 27% 
2     →     4 10 83 50% 78% 28% 
2     →     3 7 90 58% 85% 27% 
1     →     2 4 94 67% 89% 22% 
1     ←     3 4 98 75% 92% 17% 
1     ←     4 3 101 83% 95% 12% 
3     ←     4 3 104 92% 98% 6% 
2     ←     4 2 106 100% 100% 0% 

Total Freq. 106 

MinMax criterion - 78% of the variance is represented by 50% of the relationships.   
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Faculty Combined Interview 
Affinity Relationship Table 

Affinity Pair 
Relationship Frequency 

1     →     2 4 
1     →     3 7 
1     →     4 5 
1     →     5 6 
1     →     6 8 
2     →     3 8 
2     →     4 7 
2     ←     5 5 
2     →     6 7 
3     ←     4 6 
3     ←     5 6 
3     ←     6 5 
4     ←     5 6 
4     ←     6 5 
5     →     6 8 

 

 

 

 

 

 

 

 

  

 

 

Faculty Combined Interview 
Tabular Interrelationship Diagram  

 1 2 3 4 Out In ∆ 
1  ←   2 1 1 
2   ← <> 1 1 0 
3 ←    2 1 1 
4 ← <> ←  0 2 -2 
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Faculty Combined Interview 
Tentative SID Assignments 

Affinity Topological Zone 
1. Attitude of the Faculty Primary Driver 
3. Characteristics of the Students Primary Driver
2. Structure of the Department Secondary Driver 
4. Teaching Methods Primary Outcome 
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Appendix D 
Student Services Staff’s Data 

 
Student Services Combined Interview 

Theoretical Code Frequency Table 
Affinity Pair Relationship Frequency Theoretical Code 

1     →     2 1 
1     ←     2 11 1     ←     2 

1     →     3 5 
1     ←     3 7 1     ←     3 

1     →     4 11 
1     ←     4 1 1     →     4 

1     →     5 1 
1     ←     5 11 1     ←     5 

1     →     6 3 
1     ←     6 7 1     ←     6 

2     →     3 11 
2     ←     3 0 2     →     3 

2     →     4 9 
2     ←     4 2 2     →     4 

2     →     5 7 
2     ←     5 2 2     →     5 

2     →     6 7 
2     ←     6 4 2     →     6 

3     →     4 2 
3     ←     4 10 3     ←     4 

3     →     5 2 
3     ←     5 10 3     ←     5 

3     →     6 1 
3     ←     6 10 3     ←     6 

4     →     5 1 
4     ←     5 11 4     ←     5 

4     →     6 2 
4     ←     6 9 4     ←     6 

5     →     6 8 
5     ←     6 3 5     →     6 
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Student Service Staff Combined Interview Affinities in Descending Order of 
Frequency with Pareto and Power Analysis 

Affinity 
Pair 

Relationship 

Frequency Cumulative 
Frequency 

Cumulative 
Percent 

(Relation) 

Cumulative 
Percent 

(Frequency)

Power 

1     ←     2 11 11 3% 7% 3% 
1     →     4 11 22 7% 13% 6% 
1     ←     5 11 33 10% 20% 10% 
2     →     3 11 44 13% 26% 13% 
4     ←     5 11 55 17% 33% 16% 
3     ←     4 10 65 20% 38% 18% 
3     ←     5 10 75 23% 44% 21% 
3     ←     6 10 85 27% 50% 24% 
2     →     4 9 94 30% 56% 26% 
4     ←     6 9 103 33% 61% 28% 
5     →     6 8 111 37% 66% 29% 
1     ←     3 7 118 40% 70% 30% 
1     ←     6 7 125 43% 74% 31% 
2     →     5 7 132 47% 78% 31% 
2     →     6 7 139 50% 82% 32% 
1     →     3 5 144 53% 85% 32% 
2     ←     6 4 148 57% 88% 31% 
1     →     6 3 151 60% 89% 29% 
5     ←     6 3 154 63% 91% 28% 
2     ←     4 2 156 67% 92% 26% 
2     ←     5 2 158 70% 93% 23% 
3     →     4 2 160 73% 95% 21% 
3     →     5 2 162 77% 96% 19% 
4     →     6 2 164 80% 97% 17% 
1     →     2 1 165 83% 98% 14% 
1     ←     4 1 166 87% 98% 12% 
1     →     5 1 167 90% 99% 9% 
3     →     6 1 168 93% 99% 6% 
4     →     5 1 169 97% 100% 3% 
2     ←     3 0 169 100% 100% 0% 

 

MinMax criterion – 82% of the variance is represented by 50% of the relationships.   
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Student Services Combined Interview 
Affinity Relationship Table 

Affinity Pair 
Relationship Frequency 

1     ←     2 11 
1     ←     3 7 
1     →     4 11 
1     ←     5 11 
1     ←     6 7 
2     →     3 11 
2     →     4 9 
2     →     5 7 
2     →     6 7 
3     ←     4 10 
3     ←     5 10 
3     ←     6 10 
4     ←     5 11 
4     ←     6 9 
5     →     6 8 

Student Services Combined Interview 
Tabular Interrelationship Diagram  

 1 2 3 4 5 6 Out In ∆ 
1 ← ← ↑ ← ← 1 4 -3 
2 ↑ ↑ ↑ ↑ ↑ 5 0 5 
3 ↑ ← ← ← ← 1 4 -3 
4 ← ← ↑ ← ← 1 4 -3 
5 ↑ ← ↑ ↑ ↑ 4 1 3 
6 ↑ ← ↑ ↑ ←  3 2 1 
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Student Services Combined Interview 
                    Tentative SID Assignments 

Affinity Topological Zone 
2.  Outside Factors Primary Driver 
5. Characteristics of Students Secondary Driver 
6.  Professional Responsibilities Secondary Driver 
1.  Testing Primary Outcome 
3. Tutoring Primary Outcome 
4.  Advising/Registration Primary Outcome   
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