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Community colleges provide opportunities to those students who did not choose the 

traditional path of higher education.  There is a high number of undergraduate minorities and 

first-generation college students in the greater population due to open access policies and flexible 

academic program options at community colleges (Juszkiewicz, 2015).  With a diverse student 

body and academic backgrounds, some students may or may not need developmental education.  

Within some developmental education programs, these students may be required to take student 

success courses (SSC).  This is just one of the many strategies to improve retention and 

persistence rates among first-time-in-college (FTIC) students.   

First year experience programs which include first year-seminars, SSC, advising, and 

other learning experiences, are linked to positive outcomes for first year students (Muraskin and 

Wilner, 2004; Upcraft, Gardner and Barefoot, 2005).  There is a body of literature that indicates 

an association between participation in an SSC and a range of positive academic outcomes 

(Schnell & Doetkott, 2003; Boudreau & Kromney, 1994).  In addition to student participating in 

SSC, Barnett (2011) conducted a study on community college students’ experiences with 
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validation, which predicted the students’ sense of integration, and the students’ intent to persist.  

Students who experienced higher levels of faculty validation were more likely to feel a sense of 

integration and/or belonging in the college.  Thus, faculty validation modestly predicted students' 

intent to persist.   

Although there is extensive research on nonacademic factors about engagement, such as 

student relationships and sense of belonging (Blackhurst et.al., 2003; Barnett, 2011; Strayhorn, 

2012), less is known about the experiences of faculty-student engagement and how that relates to 

students’ sense of belonging inside an SSC in a community college setting.   

The purpose of this study is to examine faculty- student engagement within SSC and the 

students’ experience with sense of belonging. The researcher conducted a qualitative study 

framed by the Validation Theory (Rendon, 1994). The findings from this study recognizing that: 

(1) lecture and listening is the primary form of engagement inside the SSC course at Melba Rose 

College; support comes in the form of caring and validation and; (2) personal and academic 

connections allowed students to create and enhance sense of belonging to the institution and also 

allow for utilizing academic skills in other courses.  Additional findings unveiled that college 

resources are essential and enhance the students’ college experience for students that are required 

to take skill building (developmental/remedial) courses. 

  



 

viii 

Table of Contents 

List of Tables............................................................................................................... xi 

List of Figures ........................................................................................................... xii 

Chapter One: Introduction to the Study...................................................................... 1 

 Background ......................................................................................................... 2 

 Statement of the Problem ................................................................................... 6 

 Purpose of the Study .......................................................................................... 8 

 Research Questions ............................................................................................ 8 

 Methodology ....................................................................................................... 9 

 Definition of Terms ............................................................................................ 9 

 Assumptions ..................................................................................................... 11 

 Delimitations and Limitations ......................................................................... 12 

 Significance of Study ....................................................................................... 12 

 Summary ........................................................................................................... 13 

Chapter Two: Review of Literature .......................................................................... 15 

Defining Community College Student Success.............................................. 16 

First-Time-in-College Student Background .......................................... 18 

Factors Affecting Student Success ......................................................... 21 

Institutional Support for Student Success ....................................................... 22 

Structural Organizations Characteristics ............................................... 24 

Student Services and Support Programs ................................................ 25 

 Orientation...................................................................................... 26 

 First Year Seminar ......................................................................... 26 

 



 

ix 

Faculty Educational Philosophy and Pedagogical Approaches ........... 27 

Student Success Course(s) ............................................................................... 29 

Developmental Education....................................................................... 29 

Student Engagement ......................................................................................... 31 

Center for Community College Student Engagment ............................ 32 

Early Connections .......................................................................... 33 

High Expectations and Aspirations .............................................. 36 

Clear Academic Plan Pathways .................................................... 38 

Engaged Learning .......................................................................... 40 

College Readiness .......................................................................... 41 

Academic and Social Support ....................................................... 44 

Sense of Belonging ........................................................................................... 47 

Theoretical Framework .................................................................................... 50 

Laura Rendon's Theory of Validation .................................................... 50 

Summary ........................................................................................................... 53 

Chapter Three: Methodology and Procedures.......................................................... 54	

Purpose of the Study and Research Questions ............................................... 54	

Research Methodology..................................................................................... 55 

Research Design ............................................................................................... 56 

Site Selection ........................................................................................... 57 

Participant Selection ............................................................................... 57 

 Sources of Data ....................................................................................... 58 

 Data Analysis .......................................................................................... 59 

Ethical Considerations ..................................................................................... 60 



 

x 

 Data Confidentiality ................................................................................ 60 

 Validity Concerns.................................................................................... 61 

 Limitations and Delimitations ................................................................ 61 

 Positionality ............................................................................................. 62 

Summary ........................................................................................................... 63 

Chapter Four: Participant Profiles and Findings ...................................................... 64 

Student Success Course ................................................................................... 65	

Participants Profiles .......................................................................................... 67	

 Student Profiles ....................................................................................... 66 

 Faculty Profiles ....................................................................................... 71 

Data Gathering .................................................................................................. 73 

 Analysis of Data ...................................................................................... 73 

Theme One: Engagement ................................................................................. 74 

 Subtheme: Listening and Lecture........................................................... 75 

Theme Two: Support ........................................................................................ 77 

 Subtheme: Validation.............................................................................. 78 

 Subtheme: Caring .................................................................................... 81 

Theme Three: Personal and Academic Connections ...................................... 84 

 Subtheme: Sense of Belonging .............................................................. 84 

 Subtheme: Transferable Learning Skills ............................................... 87 

Additional Findings .......................................................................................... 88 

 College Resources ................................................................................... 88 

 Learning Labs .......................................................................................... 89 

 Additional College Resources ................................................................ 90 



 

xi 

Summary ........................................................................................................... 91 

Chapter Five: Conclusions and Recommendatons .................................................. 93	

Overview of Findings ....................................................................................... 93	

Discussion of Findings ..................................................................................... 95 

 Research Question One ........................................................................... 95 

Finding One (Part One): Engagement .......................................... 96 

Finding Two (Part Two): Support ................................................ 96 

 Research Question Two  ......................................................................... 97 

Finding Three: Personal and Academic Connections ................. 98 

 Additional Findings  ............................................................................... 99 

Finding: College Resources .......................................................... 99 

Delimitation and Limitations ......................................................................... 100 

Recommendations for Practicioneers ............................................................ 101 

Recommendations for Future Research ........................................................ 102 

Summary ......................................................................................................... 104 

Appendix A  Demographics Survey ....................................................................... 105	

Appendix B  Interview Guide ................................................................................. 108 

References ................................................................................................................ 110 

 

 

 

 

 



 

xii 

List of Tables 

Table 1:	 SSC Syllabus ........................................................................................ 67	

Table 2:	 Student	Profile	Demographics .............................................................. 69 

Table 3:	 Faculty Profile Demographics............................................................. 72	

Table 4:	 Themes and Subthemes ....................................................................... 74	

	

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

xiii 

List of Figures 

Figure 1:	  Student Background and Pre-college Experiences .............................. 21 

Figure 2:	  Factors of Student Engagement ............................................................ 25 



 

 1 

CHAPTER ONE 

INTRODUCTION TO THE STUDY 

Community colleges are unique in that they provide open access for those who 

desire to enter higher education.  However, first-time-in-college (FTIC) students are 

underprepared and underserved (CCSSE, 2010).  Based on the Center for Community 

College Student Engagement’s (CCCSE) Expectation Meets Reality report in 2016, 86% 

of new students say they are academically prepared for college, yet 68% of these new 

students take a least one developmental education course.  According to the Survey of 

Entering Student Engagement (SENSE), 48% of students drop out by the start of their 

second year, and ultimately only 45% of community college students complete a 

certificate or degree, transfer, or are still enrolled after 6 years (SENSE, 2011).  Research 

states that faculty-student engagement increases retention and persistence rates (Mills, 

2010; Goldrick-Rab, 2010; Cho & Karp, 2013).  In turn, community college 

administrators and faculty continue to implement a variety of student success programs 

and support services in an effort to help students overcome the barriers to persistence, 

degree attainment, and transfer to four-year universities.  Student success courses (SSC), 

offered on most college campuses in the United States, represent one such program.  

These courses are designed to assist students in becoming college ready and academically 

prepared for college rigor.  Generally, the curriculum includes the following topics: 

financial literacy, learning theories and approaches, career awareness, study skills, and 

note-taking (O’Gara, Karp, & Hughes, 2008).  In addition, some institutions require 

students to fulfill other obligations, such as attending mandated meetings with academic 

advisors and selecting a degree program.  A majority of community colleges require all 
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new students to take SSC, while other institutions reserve these courses for students who 

are placed in developmental-level courses based on the Texas Success Initiative (TSI) 

assessment in reading, writing, and/or math.  Previous research suggests that these 

courses are effective in providing students the tools to succeed within the first year of 

college (Mills, 2010; Crisp & Taggart, 2013).  However, existing research does not 

highlight faculty-student engagement within the SSC, and the influence it might have on 

students’ sense of belonging.   

Background 
 

Community college students face a variety of barriers to degree completion, 

especially within the FTIC student population (CCSSE, 2010).  Nationally, 26% of 

community college students graduate within six years.  While 10% of community college 

students transfer to four-year institutions and complete a bachelor’s degree, 3% of 

community college students transfer to another community college to complete their 

degrees (CSSSE, 2016).  Additionally, 43% of community college students are still 

enrolled after six years (Juszkiewicz, 2015).  Many community colleges enroll a high rate 

of undergraduate minorities and first-generation college students due to open access 

policies and flexible academic program options (Juszkiewicz, 2015).  Often, community 

colleges design and implement first year programs for FTIC students to assist with their 

transition into college.  Programming goals usually consist of providing information on 

study skills, career exploration, learning styles, introduction to campus resources, and 

personal development (Crisp & Taggart, 2013).  Student success programs and courses 

differ, in that some are mandated while others are optional.  Some community colleges 

choose to limit success courses to only Students who are TSI liable, whereas other 
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institutions require these courses for all FTIC students.  While a majority of the time 

these courses are offered only to FTIC students, they are open to the general student body 

at most institutions (Crisp & Taggart, 2013). 

Community colleges continue to struggle to improve student success rates 

(CCSSE, 2010).  Many community colleges have invested fiscal resources into programs 

and strategies to increase retention and persistence rates, and therefore increasing college 

completion rates.  McClenney and Arnsparger (2012) quoted David Conley, 

Distinguished Professor at the University of Oregon, “Nobody manages the transition 

very well.  For most institutions of higher education, it isn’t a transition at all.  The 

student just shows up…There is very little process or systematic thought for what is 

going on for the student in terms of all the dimensions that are required to make that 

transition”.  (p. 7). 

The Survey of Entering Student Engagement (SENSE) data (2011) indicated that 

less than half of new students attend orientation.  Orientation is the very place to get 

acclimated with a college and its resources.  45% of entering community college students 

say they never see an advisor during the first three weeks, and only 27% of entering 

community college students enrolled and attended a class designed to teach them skills 

needed to succeed in college.   

Recent literature on SSC and community college FTIC students derives from the 

Center for the Community College Student Engagement (CCSSE).  CCSSE is built on the 

founding premise that student engagement, which encompasses involvement, integration, 

and academically related college experiences, has a significant relationship to student 

learning and persistence which leads to positive educational outcomes (CCCSE, 2013).  
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This organization collects data from community colleges across the United States.  

Community colleges that contract services from CCSSE administer surveys annually in 

the spring semester to focus on student engagement.  With the implementation of 

SENSE, community colleges are able to find out what is happening to students who are 

not persisting to the second semester (CCCSE, 2013).  SENSE also serves as a 

complimentary tool to the CCSSE.  This survey is designed to collect data on practices 

that will mostly strengthen student engagement and focus on incoming student 

experiences.   

SENSE provides data that are grounded in research about what works to retain 

and support entering students.  It helps identify the strengths and areas of improvement in 

engaging students.  From the 2008 field test, the SENSE established six designed 

principles of effective practice for entering students.  The benchmarks included early 

connections, high expectations and aspirations, clear academic plan and pathway, 

effective track to college readiness, engaged learning, and academic and social support 

network (CCCSE, 2008).  These principles define the entering student experience.  

Community colleges should engage students through these principles and should also be 

integrated in their student services systems and designs (CCCSE, 2008).    

CCSSE has assisted with the national agenda on achieving student success.  Kay 

McClenney, past Director of CCSSE, has written many articles on student success based 

on data the Center produces from its surveys.  One article discusses a variety of issues 

related to educational practices in community colleges.  The article highlights the High-

Impact Practices Initiative and focuses on the 13 promising practices for community 

colleges, including orientation, learning community, class attendance, student success 
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courses and tutoring (McClenney & Oriano, 2012).  CCSSE efforts to extend the student 

success agenda influences higher education organizations and policy makers in Texas and 

California.  Overall, CCSSE serves as a resource to community colleges and practitioners 

nationwide.  In addition to their research, there are other studies that examine the 

relationship between student success courses and FTIC student success.   

Mills (2010) conducted a study to examine the relationship between participating 

in student success courses and engagement.  The findings showed a slight positive 

influence on the use of support services, faculty engagement, and collaborative learning.  

However, the study did reveal that there is little understanding on the influence of student 

success courses due to weak alignment between course goals and engagement outcomes 

(Mills, 2010). 

Hughes, Mechur, and O'Gara (2009) studied SSC in two urban community 

colleges.  Through analysis of student interview data, findings suggested that such 

courses were an essential resource for students, in large part because the various benefits 

reinforce one another and magnify their influence.  These benefits included learning 

about the college, classes, and study skills.  In addition, students built important 

relationships with professors and peers.   

Barnett (2011) conducted a study in which community college students' 

experiences with validation by faculty predicted their sense of integration and their intent 

to persist.  The research was designed as an elaboration of constructs within Tinto's 

(1993) Longitudinal Model of Institutional Departure.  Four sub-constructs of faculty 

validation emerged: “students known and valued,” “caring instruction,” “appreciation for 

diversity,” and “mentoring.” Students who experienced higher levels of faculty validation 
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were more likely to feel a sense of integration in the college; faculty validation modestly 

predicted students' intent to persist. 

Statement of the Problem 

Community colleges, unlike traditional universities, offer many pathways for 

students.  Whether it is retaining students and helping them persist to a degree, or 

certificate completion, or transitioning students to complete their bachelor’s degrees, 

community colleges have become a staple in providing educational access.  The open 

admission policies of community college create a diverse student body.  As a result, the 

student population has diverse academic backgrounds.  Some students may or may not 

need developmental education.  However, within developmental education and the 

institution, not all students are required to take developmental education courses such as 

SSC.  There is a body of literature that generally indicates participation in an SSC may 

yield a range of positive academic outcomes (Schnell & Doetkott, 2003; Boudreau & 

Kromney, 1994).  For example, Walker (2003) hypothesized that involvement is key to 

academic and social integration.  During the 1980s, colleges responded to engagement 

and attrition issues by introducing learning communities (Shapiro & Lienne, 1999; Smith 

et al., 2004).  Although there is research on nonacademic engagement factors, such as 

student relationships and sense of belonging (Blackhurst et al., 2003), little is known 

about the perceptions of students and how they perceive their relationships and sense of 

belonging within the SSC.  A variety of intervention strategies have been implemented 

throughout community colleges to increase retention and graduation rates.  Those 

strategies have included institutional policy changes, student services, more specifically 

advising models, and other support services with access to students on the frontline 
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(Pascarella & Terenzini, 2005; 2015).  One strategy that has proven to be effective with 

increasing retention in FTIC students are SSC (Crisp & Taggart, 2013; Hughes, Mechur, 

& O'Gara 2009; Mills, 2010). 

Unfortunately, many students who attend community college with the intent of 

completing a degree or transferring never do so, and leave college within the first year, 

sometimes within the first academic term (Adelman, 2006; Cohen & Brawer, 2003; 

Pascarella & Terenzini, 2015).  Those students’ chances of success depend on 

intervention strategies meant to assist students with daily needs and challenges to 

transition them to college successfully.   

Community colleges are also expected to offer academic support in order to 

prepare them for academic rigor.  Consequently, students who lack adequate preparation 

or lack academic skills are required to register and successfully complete SSC, and often 

these same students are described as developmental from the TSI assessment in either 

reading, writing, math, or all three (CCSSE, 2010; CCSSE, 2016).  The SSC are designed 

to provide new and entering students the opportunity to enhance the academic, technical, 

and social skills needed to be successful in college (O’Gara, Karp, & Hughes, 2008).  

Some researchers highlighted the content and attributes of these courses including course 

curriculum, study skills, and time management (O’Gara, Karp, & Hughes, 2008); 

however, few have focused on the types of faculty-student engagement that occurs within 

the SSC and how such engagement shapes or contributes to the students’ sense of 

belonging.   

  



 

 8 

Purpose of the Study 

 The purpose of this study is to examine students’ perceptions about faculty-

student engagement within SSC and the students’ experiences with sense of belonging.  

SSC are a part of developmental (remedial) education.  Perigo and Upcraft (1989) and 

other researchers state that any SSC should be based in student development theory that 

focuses on academic preparation, and that promotes engagement within peer groups and 

with faculty as well as the college community.  Perigo and Upcraft’s (1989) research 

pointed out that most students, specifically those students who are labeled developmental, 

required not only an academic transition into college but a psychological one as well.  It 

was essential for these students to create a positive self-image.  However, this is not 

always the case.  Some students experience negative transformation, which has an impact 

on self-perception and sense of belonging (Kaufman and Feldman, 2004).   

Research Questions 
 
This study will examine faculty-student engagement within the SSC at a Melba Rose 

College, and how this engagement influences the student experiences with sense of 

belonging.  The study will address the following research questions: 

1. What types of faculty-student engagements occur within the Student Success 

Course (SSC) and how do the students and faculty make sense of faculty-student 

engagement within the SSC at a Melba Rose College? 

2. How do these experiences influence how students view and feel about their sense 

of belonging? 
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Methodology 
 

The research design of the proposed study is qualitative and of a 

phenomenological nature.  Participants were selected from a community college located 

in the north Texas region.  Up to 10 student participants were FTIC students, mandated to 

attend orientation, SSC within the first semester (Spring 2018), and taking at least one 

developmental course in either reading, writing, or math.  In addition to the FTIC 

students, faculty who volunteered were interviewed to provide their perspectives on 

challenges and specifically how they engage with FTIC students inside the SSC. 

Definition of Terms 

Student Success Course (SSC) - Often called orientation courses, first-year seminars, 

freshman seminars or study skills courses, these courses, “identify campus resources, 

establish relationships with other students and with faculty members, and assess and 

improve their academic and life management skills” (Stovall, 2000, p.  46).   

First-Time-in-College (FTIC) – Students who have zero college credit hours and no 

previous college credit work at any higher education institution (Texas Association of 

Community College, TACC, 2017). 

Community College – Sometimes called junior colleges, these institutions are two-year 

colleges that provide affordable postsecondary educations as a pathway to a four-year 

degree or bachelor’s degree.  Community colleges also offer technical degrees and 

certificates (Department of Education, 2016; American Association of Community 

Colleges, AACC, 2016). 

Developmental Education– Also known as remedial and basic skills education, 

coursework assigned to assist students in order to achieve expected competencies in core 
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academic skills such as literacy (reading and writing) and numeracy (math) (THECB, 

2017). 

Texas Success Initiative Assessment (TSI) – Assessment in reading, writing, and math 

as well as an essay.  Student are then placed into developmental classes according to their 

skills level from the assessment (THECB, 2017). 

Sense of Belonging - In the realm of higher education, refers to a students’ “sense of 

being accepted, valued, included, and encouraged by others in the academic classroom 

setting and of feeling oneself to be an important part of the life and activities of the class” 

and the institution (Goodenow, 1993, p.25).  As “students’ perceived social support on 

campus, a feeling of sensation of connectedness, the experience of mattering or feeling 

cared about, accepted, respected, valued by, and important to the group (e.g., campus 

community) or other on campus (e.g., faculty, peers)” (Strayhorn, 2012, p.3). 

Non-Traditional Students – Students who meet one of the following characteristics: 

delayed enrollment into post-secondary education; attends college part-time; works full-

time, is financially independent; has dependents other than spouse; and/or is a single 

parent (National Center for Education Statistics, NCES, 2010). 

Open Admissions or Open Enrollment - A type of unselective and noncompetitive 

college admissions process in the United States in which the only criterion for entrance is 

a high school diploma or a General Educational Development (GED) certificate.   

Retention – An institutional measure on students staying in college. 

Persistence - Refers to the act of continuing towards an educational goal (e.g., earning an 

associates, bachelors, master, or doctoral degree, and in cases of community college, 

student certificates).   
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Underprepared Students – Students who need developmental education based on the 

results of the TSI assessment. 

College Readiness – A student who is ready for college and career can qualify for and 

succeed in entry-level, credit- bearing college courses leading to a baccalaureate or 

certificate, or career pathway-oriented training programs without the need for remedial or 

developmental coursework (Conley, 2012). 

Faculty-Student Engagement –measured in terms of type and duration of interaction 

with faculty members.  These include discussing grades or assignments, career plans, 

ideas from readings or classes outside of class; receiving prompt written or oral feedback 

on academic performance; working with faculty members on activities other than 

coursework; working on a research project with a faculty member outside of course or 

program; and forming a relationship with faculty members (NSSE, 2010).   

Student Success – Academic achievement; engagement in educationally purposeful 

activities; satisfaction; acquired of desired knowledge, skills, and competencies; 

persistence; and attainment of educational objectives (ASHE Higher Education Report, 

2007). 

Assumptions 
 

The researcher assumed that the participants’ responses in interviews and to the 

survey instruments were truthful.  There was an assumption that the systematic approach 

of obtaining participants naturally identified willing students to reflect and articulate their 

experiences.  The researcher assumed that students and faculty were willing to answer 

interview questions truthfully, share their perceptions, and describe all faculty-student 

engagement and the sense of belonging that engagement lends itself inside the SSC. 
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Limitations and Delimitations  
 

The study had several limitations.  First, one of the limitations of the 

phenomenological approach is that the discoveries cannot be generalized (Creswell, 

2007).  Second, the results of this study were specific to FTIC students who attended one 

campus of a multi-campus community college.  The findings may not be generalizable to 

other community college populations; however, it may prompt research questions and 

recommendations for future studies that go beyond a single college.  Finally, the 

participants in the study represented a specific group in a specific context and focused on 

the students’ unique experiences in that context.  The small sample size from student 

enrollment at a particular community college may not represent the majority of FTIC 

student experiences.  The study only included a sample group of FTIC students during 

the first semester obtained by visiting specific student success classes at Melba Rose 

College.   

Although not a limitation or delimitation, the researcher did not let her role in 

post-secondary education affect her role as an investigator.  The researcher has extensive 

expertise in working with FTIC and first-generation community college students and 

intended to use that knowledge and experience to reach out to students and faculty.  The 

study was designed for scrutiny of FTIC students and faculty member engagement and 

students’ experiences with a sense of belonging. 

Significance of Study 
 

Community colleges have an important role in higher education.  These colleges 

provide opportunities to those students who did not choose the traditional path of higher 

education.  For FTIC students, taking the SSC is just one of the many strategies to 
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improve their retention and persistence.  There have been several studies that addressed 

FTIC student experiences (Mills, 2010; Hughes, Mechur & O'Gara, 2009; Barnett, 2011; 

De Los Reyes; 2008; Kuh, 2001; Kuh, 2005; Rendon, 1994).  This study added to the 

literature regarding students’ experiences with faculty-student engagement, and more 

specifically, what type of engagement insures a sense of belonging inside the SSC.  It 

also highlighted students’ voices that may inform community colleges about how to 

better design SSC and meet the needs of FTIC students who are required to take 

developmental education.   

Summary 

SSC may help students build knowledge and skills that will enhance their success 

in college.  SSC are also closely associated with learning communities, orientation, first 

year experience programs, and transition courses.  This study was designed to highlight 

student perspectives and experiences with faculty-student engagement and to demonstrate 

what types of engagement foster a sense of belonging and relationships with college 

personnel and colleagues.   

Although the literature includes quantitative studies that reported data related to 

retention, persistence, transfer, and graduation rates, there is an absence of qualitative 

studies of the stories behind the statistics.  In addition, there is an absence of literature 

derived from the voices of students from community colleges.  After reviewing the 

current literature on student success courses and FTIC students, there appears to be a lack 

of knowledge on the influence of faculty-student engagement within the SSC and how 

these engagements reflect on student experiences with sense of belonging.  It is unclear 

how faculty engagement with FTIC students in SSC affects the success of FTIC students, 
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and more importantly, the development of FTIC students’ sense of belonging.  Paying 

close attention to these learning experiences and designing new and innovative 

programming can increase persistence and retention rates, which can ultimately lead to 

increased graduation and transfer rates among community colleges.   

This next chapter will give an overview of community college student success, 

institution support for students, SSC, student success and engagement and a more in-

depth understanding of the validation theory (Rendon, 1994) as the theoretical framework 

in which this study will view faculty-student engagement inside SSC and students’ sense 

of belonging.   
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CHAPTER TWO 

REVIEW OF LITERATURE  

Community colleges continue to struggle to improve student success rates 

especially within the FTIC student population (CCSSE, 2010).  Many community 

colleges design and implement first year programs for FTIC students to assist with their 

transition into college.  Whether student success programs and courses are mandatory or 

optional varies from college to college.  Some community colleges choose to limited 

success courses to only students who need developmental education and other institutions 

mandate these courses for all FTIC students (Crisp & Taggart, 2013). 

Community colleges administration has been empowered to by research on FTIC 

student and have implemented resources on campuses to increase retention and 

persistence rates. SSC are designed to provide new and entering students the opportunity 

to enhance the academic, technical, and social skills needed to be successful in college 

(O’Gara, Karp, & Hughes, 2008).  In addition to the content and attributes of these 

courses, including course curriculum, study skills, and time management (O’Gara, Karp, 

& Hughes, 2008), few studies have focused on the types of faculty-student engagement 

that occur within the SSC and how such engagement shapes or contributes to the student 

college experience, and more specifically, to their sense of belonging.  The purpose of 

this study was to examine faculty-student engagement within the SSC and the students’ 

experience with sense of belonging.   

 This literature review was compiled using major higher education research 

journals through the University of Texas Library system.  Key search words contained 

the following topics: Faculty-student perspectives on SSC, faculty-student engagement, 
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student experiences, attitudes, and sense of belonging with SSC and with the institution, 

and community college retention and persistence with SSC.  The review of literature is 

organized in the following themes: community college and institutional student success, 

student success courses, student engagement, sense of belonging and theoretical 

framework.  In this dissertation, under the major heading of student engagement, this 

section details the Survey of Enter Student Engagement (SENSE, 2011) high impact 

practices for first time in college students from early connections from academic and 

social support will be addressed and encompass research that is relevant to the 

dissertation topic at hand.  It is important note that this study was conducted at a Melba 

Rose College; sections of this literature review explain SSC and developmental education 

as it pertains to State of Texas guidelines and parameters. 

Community College Student Success 
 

Federal and local legislators have measured student success in community 

colleges.  These measures include performance indicators, completion of certificates, 

transfer, and degree attainment (Hoachlander, Nichols, Ball & Black, 2003).  However, 

due to the complexity and variety of programs offered by community colleges, it is often 

difficult to determine a way to assess overall student performance.  This in turn allows for 

a distorted view of student success in community colleges.  Community college degree 

attainment is relatively low compared to four-year institutions.  Only about one-third of 

community college students complete a degree within five years, compared to four-year 

college students (Horn & Berger, 2004; Phillipe & Sullivan, 2005).  As a result, there is a 

deep concern for community college retention and persistence rates.  Only 27% of these 
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students complete fewer than ten credits in the same five-year period (Bailey, Jenkins, & 

Leinbach, 2005; Roueche, McClenney, & Milliron, 2006).   

Student success can be defined using traditional measures, such as degree 

attainment, scores on standardized tests, and college grades.  Student success can be 

linked to a plethora of student characteristics and experiences, including the rate at which 

students learn, how they learn, and their satisfaction with learning and the college 

experience.  According to the Community College Survey of Student Engagement 

(2005), students who attend community colleges have a variety of academic pathways: 

• To earn an associate degree, (57%); 
• To transfer to a four-year school, (48%); 
• To obtain or upgrade job-related skills, (41%); 
• To seek self-improvement and personal enjoyment, (40%); 
• To change career, (30%); and/or 
• To complete a certificate program, (29%). 

 
Student success also includes the range of learning and personal development, 

such as cognitive complexity, knowledge acquisition, and humanitarianism (Kuh, 1993).  

Astin (1993) proposed that satisfaction should be thought of as an immediate outcome.  

Students’ perspectives on institutional quality, out-of-classroom experiences, willingness 

to attend the institution again, and overall satisfaction of the organization of obtaining 

their degree are a few areas that affect student success.  Becoming proficient in writing, 

public speaking, critical thinking, civic engagement, and life-satisfaction also contribute 

to student success when attained (Kuh, 1993).  These skills are seen as soft skills that lead 

to gainful employment, which is a success measure itself.   

In recent years, community colleges, legislators, and administrators have 

attempted to define what constitutes student success.  Alfred (1992) conducted a study of 

the perspectives of 136 participating community college administrators, faculty, and staff.  
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From this study, it was concluded that community colleges have multiple missions that 

served the needs of the student as well as the community.  Student success is facilitated 

by a variety of approaches.  Effectiveness in an assortment of areas is emphasized more 

so than from one single source.  Alfred (1992) found that community colleges share the 

following characteristics: (1) “they provide proactive services which meet the student 

needs for quality, convenience, and cost while preventing negative outcome”.  (2) They 

continually assess performance through research carried out on program and service 

quality.  (3) They use assessment results to improve quality.  (4) They have established a 

reputation for quality that is shared by staff, students, and external groups.  (5) They have 

a “facilitating culture approach to management and leadership that empowers staff to help 

student achieve goals” (pp.  24-26). 

Therefore, there is not a clean-cut student success definition that could be applied 

to all higher education institutions.  Student success for each institution is distinctive 

depending on the student demographics, student success strategies, and the mission and 

vision of the institution.  Community colleges metrics on students’ success go beyond 

graduation, persistence and retention rates.  These institutions serve the community with 

an opportunity for professional development, workforce development training, degrees, 

certificates, and self-improvement.  When discussing student success in higher education, 

it is just as important to review student characteristics and how socio-economic 

backgrounds can affect student success.  This next section will review the background on 

the students in higher education and what variables have an effect on student success. 

First-Time-in-College (FTIC) Students 
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Community college students arrive at the door for the first time, some excited, 

fearful, and filled with anxieties.  The transitions of these students are the beginning of 

student success.  One could presume if the transition into college does not go well, the 

rate of student success will decline.   

“Nobody manages the transition very well.  For most institutions of higher 
education, it isn’t a transition at all.  The student just shows up…there is 
very little process or systematic thought for what is going on for the 
student in terms of all the dimensions that are required to make that 
transition” (Arnsparger & McClenney, 2012, p. 7). 

 
Figure 1 depicts the characteristics and experiences that student carry with 

them during the transition into college. 

Figure 1 
 
Student Background Characteristics and Pre-College Experiences 
   

 

Source: ASHE Higher Education Report (2007) 

Increasing student success in college can mean understanding the variables of an 

academic environment and the characteristics that students possess.  These variables 
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include gender, race, ethnicity, socio-economic status (SES), academic preparation, 

educational goals, motivation to learn and college choice. 

 In terms of race and ethnicity, college readiness varies with large differences 

between Whites, Blacks and Latinos (Braswell et.al., 2001).  Only 21% of black high 

school graduates, 33% of Hispanics, and 33% of students from families with annual 

incomes below $30,000 have college-ready skills (American College Testing Program, 

2006).  Students in a higher SES have a better chance of being college-ready.  Family 

SES determines how much access students have to resources that will prepare them for 

college.  Nearly half of all public school funding comes from property taxes (National 

Research Council, 1999), and those families in lower SES have fewer resources and in 

most cases lower quality education.  Astin (1993a) found that a students’ SES was the 

best predictor in determining student success in obtaining a bachelor’s degree.   

 Another major factor in achieving student success is support of family and 

friends.  In addition to this support, parental educational background affects students’ 

educational aspirations (Hamrick & Stage, 2004).  First generation college students on 

campus have already beaten the odds.  According to the National Survey of Student 

Engagement (NSSE, 2016), approximately one in three college students comes from 

families where neither parent had any post-secondary education.  First-generation college 

students are more likely to be female, low-income, married and have dependents (Nuñez 

& Cuccaro-Alamin, 1998).  These students from lower SES backgrounds who attend 

community college are less likely to transfer to a four-year institution (Bailey et. al., 

2005).   
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 Among African-American and Latinos in low-income minority schools, parental 

education has a direct positive influence on a students’ disposition to attend college 

(Pascarella & Terenzini, 2005).  The priorities of first-generation college students differ 

from non-first-generation college students.  First generation college students’ aspirations 

are often linked to wanting a more financially stable future (Nuñez & Cuccaro-Almin, 

1998).  Selecting an institution for a first-generation student depends on the amount of 

financial aid, perception on the amount of schoolwork required and the ability to live and 

work close to home (Terenzini, Springer, Yaeger, Pascarella & Nora, 1996; Nuñez, 

2001).   

If these obstacles were not enough, first-generations students are usually less 

informed about how to successfully manage their time, have weaker study skills, less 

family and peer support for attending college, know less about higher education, and 

have less experience navigating bureaucratic systems (Attenasi 1989; London, 1989, 

Nuñez & Cuccaro-Almin, 1998; Terenzini et. al., 1996; York-Anderson & Bowman, 

1991).  Students who enter college where the predominant race, ethnicity, and culture 

differ from their own may experience more difficultly in adjusting to the environment 

(Allen, 1992).  This is also true for White students who are from lower SES backgrounds 

and who have first-generation status.   

Factors Affecting Student Success 

 There are many challenges and opportunities for student success in community 

colleges.  According to the CCSSE (2005), there are factors that potentially threaten 

persistence as well as graduation: 

• Being academically underprepared for college level work 
• Not entering college directly after high school 
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• Attending college part-time 
• Being a single parent 
• Being financially independent (students who rely on their own income or savings 

and whose parents are not sources of income for meeting college cost) 
• Caring for children at home 
• Working more than thirty hours per week 
• Being a first-generation college student 

 
Characteristics that describe factors hindering success are the same characteristics 

that comprise a majority of community college demographics.  Factors that affect student 

success do not always fall on the students themselves, however; institutional support is 

essential for student success.   

Institutional Support for Student Success 

The support the institution provides to students plays a key role in student 

success, as well as the types of experiences they have inside and outside the classroom.  It 

appears, “student engagement is one of the critical determinants of impact of college, 

then it can be said that it is important to focus on how an institution can shape its 

academic, interpersonal and co-curricular offerings to encourage student engagement” 

(Pascarella and Terenzini, 2005, p.602).  This section will provide promising practices 

within institutions that foster student success within student services and support 

programs as well as faculty, educational philosophy, and pedagogical approaches 

Conditions shown in Figure 2 include a sample of the programs and activities 

offered by many colleges and universities.  The effects on student success and 

performance have many layers; however, these conditions all, “work together in an 

inclusive, mutually shaping, holistic way” to enhance student success (ASHE Higher 

Education Report, 2007). 
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Figure 2 

Factors of Student Engagement

 

 
Source: ASHE Higher Education Report (2007) 

As seen in Figure 1, students joining the academic environment bring their 

understandings, preconceived notions, and familiarities to their own college experiences.  

Mediating these existing conditions represents the path of students transitioning and 

navigating college.  This often includes developmental education to get them 

academically ready to college level courses.  These pre-college experiences are essential 

to understanding how students transition into college.   

 Figure 2 described the college experience as a whole.  This includes two 

components: student behaviors and institutional conditions.  Student behaviors 

encompass time management skills, peer involvement, and interaction with faculty.  

Institutional conditions include campus resources, educational policies, programs, and 

practices.  These two parts have components that are mostly included in SSC courses at 
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most institutions.  Providing these components early on during the transition process can 

help a student reconcile their pre-college experiences with their campus experience, and 

hopefully will help the student to persist through college beyond the first year.  High 

levels of faculty-student engagement and an active, collaborative learning environment 

supported by inclusive institutional environments are associated with student satisfaction, 

educational attainment, and learning and development (Astin, 1984, 1991; Chickering 

and Gamson, 1987; Chickering and Reisser, 1993; Pascarella, 2005). 

Structural and Organizational Characteristics 

 Characteristics of an institution include size, sector, mission, student-faculty ratio, 

and diversity (defined as the percentages of students from different racial and ethnic 

backgrounds).  In general, most institution characteristics have effects on student success 

(Pascarella and Terenzini, 2005).  These characteristics within community colleges are 

highlighted for this study.   

 In terms of size and sector, community colleges are uniquely designed, and 

campus sizes can vary widely.  For example, large metropolitan community colleges and 

small rural community colleges may have the same mission; however, the structural 

characteristics will differ due to the locations of the colleges and the population of 

students they serve.  These characteristics can influence students making a decision on 

college choice and college fit.   

 The mission of the college is an essential component for a student to understand 

what the institution values.  “Clear and concise objectives stated in terms of desired 

outcomes for learning and personal developmental are critically important in creating an 

educational powerful institution” (Kezar & Kinzie, 2006, p.7).  The extent in which a 
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college campus mission statement makes a commitment to student success appears to be 

related to graduation rates, persistence, and student engagement (Kezar and Kinzie, 2006; 

Kuh, 2005).  Within the mission statement, diversity is an essential aspect of the 

institution characteristics. 

 Structural diversity positively affects student outcomes (Hurtado, Milem, 

Clayton-Pedersen and Allen, 1998).  A more diverse student body, faculty, and staff 

population in turn increases engagement with peers from different backgrounds (Gurin, 

1999).  This interaction positively affects critical thinking and increases students’ chances 

of engaging in diverse experiences (Pascarella, Palmer, Moye and Pierson, 2001).  

Students who have frequent diversity experiences: 

• progress in personal growth and educational growth, 

• become more involved and active in learning, and 

• report higher levels of satisfaction with their college experience. 

Due to the nature of community college open access policy, the student 

population is almost guaranteed to be diverse.  With such diverse populations, student 

services and programs on campus are essential for the transition of new students.   

Student Services and Support Programs 

New students transitioning into college with ample student services and support 

programs are on the path for success.  These services are designed and intentionally 

channeled to support student success.  Although many colleges have a variety of these 

services, most attempt to design their services to fit the needs of the student population.  

In this section, community college student services and support programs that aid FTIC 

students are highlighted.  First-year experience programs, which include first year 
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seminars and SSC, advising, and other learning experiences are linked to positive 

outcomes for first-year students (Muraskin and Wilner, 2004; Upcraft, Gardner and 

Barefoot, 2005).  For example, the Pell Institute (2004) found that institutions with higher 

graduation rates had more programs catered toward transitioning new students into the 

college environment.  In addition, creating clear pathways for students brings meaning to 

their academic experiences and helps them understand how to get acclimated to the 

college environment (Kuh, 2005).   

Orientation 

 Orientation programs are intended to help with the transition of new students into 

an academic environment (Pascarella and Terenzini, 1999, 2005). The NSSE (2016) 

reported that 87% of first-year students attended an orientation program sponsored by an 

institution.  Those students who attended orientation: 

• Participated in more educationally enriching activities 

• Perceived the campus environment to be more supportive, 

• Reported greater developmental gains during first year of college, and 

• Were more satisfied with their overall college experience. 

Despite these effects on students, orientation is viewed as an indirect influence on 

student persistence.  First-year seminars can be seen as an extended orientation and 

provide more flexibility for students and the institution providing them.   

First-Year Seminar 

 First-year seminars take on a variety of forms.  Some are disciplined courses 

taught by faculty, while others are collaborative efforts among staff and faculty to 
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provide orientation, advising, and inter-disciplinary content (Upcraft, Gardner, & 

Barefoot, 2005).  NSSE (2016) findings showed first-year seminar students: 

• Were more academically challenged, 

• Reported more active and collaborative learning,  

• Interacted more frequently with faculty, 

• Perceived the campus environment as being supportive, 

• Gained more from their first year of college, and 

• Made a greater use of campus services. 

Due to these seminars, disciplinary content, faculty participation, and teaching and 

learning approaches became a focus. 

Faculty, Educational Philosophy, and Pedagogical Approaches 

Effective pedagogical practices must be at the core of student success (Pascarella 

& Terenzini, 2005; Barr & Tagg, 1995).  The restructuring of teaching and learning 

environments shifts the emphasis from faculty teaching to student learning (Barr & Tagg, 

1995).  This shift provides a platform for other discussions, such as setting high 

expectations for students, student responsibility for learning, demonstrating core 

competency through assessment, and validating alternative ways of knowing.  “Faculty 

who regard their students unique interest and talents are likely to facilitate growth and 

developmental in every sphere – academic, social, personal and vocational” (Sorcinelli, 

1991, p.  21).  By maintaining a focus on student success, high expectations of all 

students are a central feature in institutions with student success educational philosophy.  

In addition to this philosophy that every student can learn under the right conditions, it 

also requires that the institution organize resources for teaching and learning based on 
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educationally effective practices (Chickering, 2006, Chickering and Gamson, 1987).  

Although this approach is suitable for all students, it is most appropriate for working with 

students who are historically underserved at higher institutions of learning.  This 

approach acknowledges adult learners’ talents, skills, and knowledge base they bring into 

the classroom as assets rather than as deficiencies (Alexander and Murphy, 1994).   

 Institutions that adopt this educational philosophy, and that value student learning, 

tend to use collaborative learning that is engaging.  Rendon (1994, 1995, 1999) 

champions the use of “validation,” an enabling, confirming, and supportive process 

initiated by faculty inside and outside the classroom to foster student success.  Validation 

activities inside the classroom include engagement strategies such as addressing students 

by their name, working one-on-one with students, praising and providing encouragement 

and support, and inspiring students to see themselves as capable of learning. 

Faculty that are prepared and who design intentional classroom assignments that 

promote engagement have positive effects on student academic achievement and 

cognitive growth (Pascarella, 2001; Volkwein et. al., 2000).  As noted by Pascarella and 

Terenzini (2005) and Angelo and Cross (1993), good teachers have knowledge and 

enthusiasm about their subject matter and encourage interactions with students both 

inside and outside the classroom.  Students also learn more when both supportive and 

corrective feedback is given.  Jehangir (2009) stated that curricula that value the student 

experience engender a sense of belonging to the institution.  Also, Schetz (2008) found 

that students’ sense of belonging was attributed to relationships formed with faculty, staff 

and peers.   
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Student Success Courses 
 

SSC address campus resources, student services, and other skills students will 

need to have a successful transition into college (Crisp, 2010).  These courses have been 

cited as helping students learn effectively and improve retention.  These courses also 

support underrepresented students and assist with adjustment to college.  For example, 

participation in academic courses and programs was found to lend a stronger sense of 

belonging among Latino students in college (Hurtado & Ponjuan, 2005).  Linking 

academic support to the classroom is especially effective in communicating to students 

who essentially have a limited time on campus due to other obligations such a work and 

family commitments.   

SSC in Texas 

Most Texas community college campuses require SSC of those students who are 

in need of developmental education.  Students take the Texas Success Initiative (TSI) 

assessment test to confirm this pathway.  TSI is a state-legislated program designed to 

improve student success in college.  Part of the program is an assessment to determine a 

student’s basic skills in reading, mathematics, and writing.  All college credit students are 

required by law to take an assessment test approved by the Texas Higher Education 

Coordinating Board (THECB, 2017).  Based on scores on the TSI assessment, students 

may or may not have to take developmental education courses.   

Developmental Education 

All incoming students in Texas are required to take the TSI Assessment.  Students 

may be exempt from taking TSI based on SAT/ACT scores, military status, and/or 

selection of a certificate program at a community college.  Nonetheless, students who 
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take the TSI test are assessed for college ready skills: 

“The primary Texas statute addressing developmental education is Texas 
Education Code §51.3062, Texas Success Initiative (TSI).  The TSI 
requires all new incoming students enrolling at Texas public institutions of 
higher education to be assessed academically to determine their level of 
college-readiness while allowing for certain exemptions that consider prior 
academic experience and military services.  These institutions are required 
to develop an academic success plan for students determined not to be 
college-ready, and the plan may require developmental education and non-
developmental interventions.  The TSI goal is to ensure that underprepared 
students learn the academic skills they need to give them the best 
opportunities for success in transferring to other institutions or obtaining 
certificates or degrees” (THECB, 2017). 
 
TSI reviews content areas of math, reading, and writing fundamentals with a 

written essay prompt.  The test is to assess the knowledge base of incoming college 

freshmen to ensure they are college-ready for the curriculum.  If students’ test scores do 

not deem them college-ready, they are then given the option to retest with study materials 

as resources, or to register for developmental classes.  The developmental classes, also 

known as remediation, basic skills, and preparatory education, are designed sequentially 

to increase college freshmen’s skill levels in math, reading, and writing.  

About one-third of entering students take developmental courses to bring their 

academic skills up to college level (Bettinger and Long, 2005).  The research is varied 

about the effects of developmental courses.  One study showed that taking developmental 

courses is associated with student retention (Hoyt, 1999).  Another study (Bettinger and 

Long, 2005) indicated that students were likely to persist only compared to students with 

similar backgrounds and test scores.  In addition, developmental courses were also found 

to play an essential component in student success and graduation rates (Pell Institute, 

2004). 
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Student Engagement 
 

Once students start college, another key factor in student success is student 

engagement.  In the mid 1990s, student engagement was a prominent topic of discussion 

in higher education.  Student engagement occurs when, “students make a psychological 

investment in learning” (Newman, 1992, p.  2-3).  When invested in college, students 

learn what is taught in class and want more than just the formal indicators of success in 

the classroom (grades).  Students want engagement that will help them incorporate, 

internalize and understand the material (Newman, 1992).  Student engagement also refers 

to a “student's willingness, need, desire and compulsion to (Johnson & Sheldon, 1997, p.  

297).  Ultimately, engagement promotes a higher-level thinking for understanding. 

Student engagement is a widely discussed and researched area within higher 

education.  Student engagement is used to combat obstacles that encourage students to 

drop out of college.  Chickering and Gamson (1987) described seven categories that 

directly influence student learning and the quality of their educational experiences: 

student-faculty contact, cooperation among students, active learning, prompt feedback, 

time on task, high expectations, and respect for diverse talents and ways of learning.  

Overall, the authors stated that the more engaged students are in these type of activities, 

the more likely they are to persist and graduate from college.  In the case of community 

college, students are more likely to persist to graduation as well as reach other academic 

goals.  In institutions that practice these and other effective educational practices inside 

and outside the classroom, students are more engaged and gain more from their academic 

environment (Pascarella & Terenzini, 2005).  Therefore, first-year students and FTIC 

student experiences with faculty, staff, and peers are good predictors for college 
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persistence (Gerken & Volkwein, 2000).  Cejda & Kaylor (2001) found that faculty 

engagement included motivation and encouragement, which are positive influences on 

community college student transfers.  In this case study, the researchers found that often 

students do not intend to transfer until motivated to do so by faculty and peers.  Also, 

community college students who receive encouragement from faculty members had a 

strong positive influence on transfer to a four-year institution (Cejda and Kaylor, 2001). 

Although institutions create, implement, and sustain student success programming 

and strategies to increase student success, the type of engagement serves to be an 

essential component in the college experience.  Student engagement has two essential 

aspects.  The first is the amount of time and effort students put into academics and other 

educational activities.  Second is how the institution uses resources to organize and 

construct an academic environment that positively reinforces student success (Kuh, 

2001).  Positive engagement is largely determined by student interactions with 

academics, interpersonal connections, and co-curricular offerings on campus (Pascarella 

& Terenzini, 2005). 

 One cannot mention community college student engagement without giving a 

brief overview of the work at the Center for the Community College Student 

Engagement.  This center is essential for the conversation about student engagement data 

and utilizing this data to become action oriented in creating practical student success 

programs.   

Center for Community College Student Engagement 
 

The Center for the Community College Student Engagement (CCSSE) was 

established in 2001 as a resource for teaching and learning community college 
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administrators, staff, and faculty.  It was built on the founding premise that student 

engagement, which encompasses involvement, integration and academically related 

college experiences, has a significant relationship to student learning and persistence that 

leads to positive educational outcomes (CCCSE, 2013).  With the implementation of the 

Survey of New Students Entry (SENSE), community colleges are able to find out what is 

happening to these students who do not persisting to the second semester (CCCSE, 

2013).  SENSE also serves as a complimentary tool to the CCSSE.  Students enrolled at 

community colleges are administered this survey annually in the spring semester at 

member colleges to focus on student engagement.  The SENSE, designed for a specific 

purpose of providing a more focused look at the beginning experiences of community 

college students, reveals major findings about the beliefs of students.  SENSE provides 

data that are grounded in research about what works to retain and support entering 

students.  It helps identify the strengths and areas of improvement in engaging students.  

From the 2008 field test, the SENSE established six principles of effective practice for 

entering students.  These included early connections, high expectations and aspirations, 

clear academic plan and pathway, effective track to college readiness, engaged learning, 

and academic and social support networks (CCCSE, 2008).  These principles define the 

entering student experience.  Community colleges should engage students through these 

principles and should also be integrated in their student services systems and designs 

(CCCSE, 2008).  The next section will elaborate on the six principles and provide a brief 

overview of related research.  

Early Connections  

Often when students describe their college experiences, they reflect on instances 
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in which they felt disheartened or wanted to drop out of school.  Their reasons for 

persisting more often had a common element: a strong, early connection to someone at 

the college (SENSE, 2014).  According to SENSE (2014), 74 % agreed or strongly 

agreed that they felt welcome the first time they attended their college campus.  Over half 

of respondents (53%) agreed or strongly agreed that staff and faculty were helpful with 

providing information and resources.  This feeling of being welcomed on campus was 

also described as “sense of belonging” (Anderson, Freeman & Jensen, 2007). 

 According to Anderson et. al. (2007), the sense of belonging to a campus 

community is reflected in Tinto’s Theory of Integration (1975).  The authors found 

associations between (a) students’ sense of belonging and their academic self-efficacy, 

intrinsic motivation and task value; (b) the students’ sense of class-level belonging and 

their perceptions of instructors’ warmth and openness, encouragement of student 

participation and organization; and (c) students’ sense of university-level belonging and 

their sense of social acceptance.  These findings isolated instructor/faculty characteristics 

that were associated with college students’ sense of belonging, as well as provided 

preliminary examination of variables that may contribute to college students’ overall 

sense of belonging.  The authors pointed out that solely focusing on the college students’ 

sense of belonging in their class prevented them from being able to capture an overall 

sense of belonging to the college.  The authors concluded that it would be more useful to 

obtain data that spoke to college students’ overall sense of belonging.  Furthermore, it 

would be beneficial to use a variety of data sources to increase diversity in the sample 

size.   
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 Nuñez (2009) conducted a similar study to Anderson et. al. (2007) but used a 

larger database and focused on Latino students.  The study examined first-year students 

transitioning into their second year and explored the students’ background characteristics 

and experiences associated with Latino students’ sense of belonging.  The author used 

Tinto’s Theory of Integration as a theoretical framework to find what characteristics and 

experiences related to campus climate were associated with second-year Latino college 

students’ sense of belonging.  The author hypothesized that the more engaged a student 

was, it was more likely they had a sense of belonging to the college community.  The 

study revealed that positive cross-racial interaction, community service participation, and 

class participation had a positive effect on sense of belonging while hostile climate and 

second-generation immigrant status associated with faculty interest had a negative direct 

effect on sense of belonging.  Nuñez (2009) identified the lack of being able to discuss 

broader institutional diversity factors as a limitation.  The study findings, however, were 

consistent with Tinto’s Integration Theory and the author suggested future quantitative 

research to address campus climate.   

 Another study that further explained the importance of sense of belonging is one 

that was conducted by Smith (2007), which examined an initiative to increase student 

retention at a two-year college in the northeast region of the United States.  The process 

involved an intrusive advising approach with at-risk community college students.  The 

initiative included a collection component and a faculty advisor intervention for students 

who are at-risk of academic failure.  The first component involved faculty completing a 

survey about student conduct and academic preparation for their classes.  The second 

component elicited perception data from a large sample of community college students.  
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The third component had faculty complete a detailed attendance/student behavior log.  

Finally, a series of focus group discussions elicited student perceptions of classroom 

conduct, their feelings about teaching, and their overall impressions of their experience 

on campus.   

Results from the faculty survey indicated that student involvement was a 

moderate problem and academic preparation was slightly more than a moderate problem.  

Results from the student survey showed that students had the expectation to be highly 

engaged in their college experience.  They had high levels of motivation reflected high 

levels of learning and self-regulation, and they were not receptive to services offered. 

Barnett (2011) conducted a study on community college students’ experiences 

with validation, which predicted the student sense of integration, and the student intent to 

persist.  The research was designed as an elaboration of constructs within Tinto's (1993) 

theory of student departure.  Four sub-constructs of faculty validation emerged: “students 

known and valued,” “caring instruction,” “appreciation for diversity,” and “mentoring.” 

Students who experienced higher levels of faculty validation were more likely to feel a 

sense of integration and/or belonging in the college.  Thus, faculty validation modestly 

predicted students' intent to persist.   

High Expectation and Aspirations  

Most all college students enter college with the expectation of succeeding.  These 

students believe they have the motivation to do so.  Succeeding in college increases their 

aspirations as they continue further in their academic career (SENSE, 2008; 2014).  

According to SENSE (2014), 90% of students agreed or strongly agreed that they had the 

motivation to do what it took to succeed in college, and 86% believed they were prepared 
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academically to succeed in college.  However, even though students said they had high 

motivations and strong expectations, the reports of SENSE (2014) suggested that students 

adopted behaviors that do not lead to success.  SENSE (2014) reported that 27% of 

students admitted not having turned in an assignment.  33% of students reported they had 

turned in an assignment late at least once within the first three weeks of class.  42% of 

students reported attending class without completing assigned reading or preparing for 

the class, while 25% students report skipping class one or more times within the first 

three weeks of class.  From these data, it appeared student effort and aspirations were not 

in alignment with being successful in college.   

Greene, Marti, and McClenney (2008) conducted an effort-outcome gap study 

between African-American and Hispanic student engagement in community colleges.  

The authors based their research on robust literature that pointed to numerous 

institutional barriers as potential contributors in the disparities of student success among 

African-American and Hispanic students.  African-American students reported being 

more engaged and demonstrated lower academic outcomes compared to their White 

peers.  Hispanic students had higher levels of mental engagement yet they earned lower 

grades than their White peers.  This study suggests that college-ready skills are lacking in 

African-American and Hispanic communities.   

David and Grimes (1999) discussed the differences in college-ready and 

underprepared community college students.  They sought to answer how underprepared 

student differed from college-ready students in demographic, experiential, and attitudinal 

characteristics, including age, gender, ethnicity, socioeconomic status, academic 

preparation, college enrollment decisions, self-rating, activities, goals, and values; and 
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how they differed on three-year outcome measures such as graduation rates, persistence, 

hours completed, course completion rate.  They also wanted to find out if GPA differed 

for these students; and what were the program implications of these and related research 

results.  The results were not statistically significant for age, and the chi-square procedure 

did not reveal statistical significance for gender or part-time/full-time status.  However, 

there was statistical significance for ethnicity, type of high school coursework, high 

school GPA, degree aspirations, and a variety of attitudinal aspirations.  David and 

Grimes (1999) stated that this study confirmed that community colleges faced more than 

academic performance differences, and suggested that community college practitioners 

should consider the demographic characteristics of their students as well.   

Clear Academic Plan and Pathway  
 

Accomplishing a goal becomes considerably easier when the goal is specific and 

the path to reaching it is clear.  Defining this path is the work of academic goal setting 

and planning.  While academic planning certainly includes course selection, community 

college students need advising that helps them set and maintain long-term goals.  This 

type of advising and planning centers on creating a clear path from where they are now to 

their ultimate educational goals.  Regular advising provides opportunities to update the 

plan to respond to changing goals, interests, or circumstances.  The academic plan keeps 

students focused because it shows how each course brings them closer to a key milestone 

and ultimately, to the certificate or degree they seek (SENSE, 2011; Cejda & Kaylor, 

2001; McClenney & Oriano, 2012).  Developmental coursework can extend an academic 

plan, which can decrease student persistence and motivations to succeed.   
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When college faculty and staff have clear, high expectations of entering students, 

the students are more likely to understand the steps to take to become successful, follow 

an academic plan, and reach their academic goals.  Students are more likely to persist 

with effective academic advising, but setting academic goals and creating a plan 

increases their chances of success.  The majority of students report having contact with 

an advisor; however, not many stated that their advisor helped with setting academic 

goals and developing a plan (SENSE, 2008; 2014).  According to SENSE (2014), 64% of 

entering students reported that they were able to meet with an academic advisor, while 

73% of students reported that they agreed or strongly agreed that an advisor helped them 

select courses needed per their degree requirements.  However, 27% disagreed or 

strongly disagreed that an advisor helped them set academic goals, and 44% disagreed or 

strongly disagreed that a staff member discussed commitments outside of school that 

could affect their success in courses.   

Most students are faced with outside factors that affect their success in college.  

However, some factors in their environment can enhance their motivation and aspirations 

in being successful (Byrd & MacDonald, 2005).  These authors discuss college readiness 

as one of the major factors.  With the rise of developmental programs and courses at 

community college, this remedy tells a tale of underpreparedness for college-level work.  

The authors conducted a study to explore the nature of college readiness from the 

perspectives of first-generation college students.  The study revealed that work 

experience and family motivation gave time management, goal focus, and self-advocacy 

skills that prepared them for the demands of college.  While academic skills are 

important, these other skills seemed to be more woven into the fabric of the stories, 
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experiences, and reflections of these first-generation college students.  Also, this study 

did not reveal an emphasis on academic skills, but rather college readiness as an area of 

underpreparedness (Byrd & Macdonald, 2005).   

The longer it takes a student to move through developmental education into a 

credit program, the more likely he or she is to drop out of college (SENSE, 2008; 2014).  

Accelerated or fast-track developmental programs both enhance learning and 

engagement, and help students move to college-level work more quickly.  A growing 

number of colleges are designing accelerated or fast-track developmental education 

programs so students can focus on specific, targeted issues for remediation; move 

through developmental education at their own pace; and most importantly, move into 

college-level work more quickly (CCCSE, 2010; 2011; 2014).  Well-designed accelerated 

programs are efficient, and students in these intensive courses perform equally as well, or 

better than, students in traditional developmental education in terms of course 

completion, credit accumulation, and persistence (National Survey of Student 

Engagement, 2001; 2002; 2003; 2004; 2005; SENSE, 2008; 2014). 

Engaged Learning  
 

Effective student engagement within instructional approaches that foster enhanced 

learning environments are critical for student success.  Due to the high population of part-

time student population at community college, students must find ways to balance their 

academics, work and family demands and still stay connected to their college experience.  

According to SENSE (2014), 68% of students reported that they never participated in 

supplemental instruction.  Additionally, 82% of students reported never participating in a 

required study group outside class.  While 65% of students reported never discussing 
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ideas from reading or classes with instructors outside of class, 84% of students reported 

never utilizing face-to-face tutoring.  However, research has proven that faculty-student 

engagement improves student motivation and aspirations of student success.   

Bensen and Cohen (2005) surveyed undergraduate students to learn if they gained 

rapport with their instructors and assessed the relationship between rapport and student 

attitudes and behaviors.  Students reported having a rapport with a least one of their 

instructors and indicated that due to this relationship, they enjoyed the subject matter and 

course materials.  Students also reported that this relationship motivated them to further 

their engagement with their college campus.  Nonetheless, Cotton and Wilson (2006) 

explored the frequency of student-faculty engagement.  The results pointed out students 

who have minimal contact with faculty outside the classroom did not appear to 

understand the importance of interacting with faculty.   

College Readiness  

Nearly 60% of community college students are underprepared for college-level 

work (SENSE, 2008; 2014).  Consequently, substantial progress is needed to increase 

student success.  Effective assessment, course placement, and implementation of 

effective strategies are required to ensure students gain academic skills and receive the 

necessary support to be a success.  According to SENSE (2014), 85% of students 

reported they were required to take placement test to assess their skills, while 71% of 

students reported that they were required to enroll in classes indicated by their placement 

test scores during their first semester.  More so, 77% of Students who are TSI liable 

agreed or strongly agreed that their study skills improved through a student success 

course and/or extended orientation, compared to 68% of students not enrolled in 
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developmental courses (SENSE, 2014).  These students who were identified as 

developmental agreed or strongly agreed that they learned to understand their academic 

strengths and weaknesses through a student success course and/or extended orientation 

(SENSE, 2014).  Although developmental course work is only one of many academic 

pathways for students to increase their success in college, programs such as first-year 

experience, orientation, and student success courses are meant to alleviate stressors of 

transitioning into college.   

First-year experience programs provide an intimate community for student to help 

them build relationships with other students, faculty and staff on campus.  Students who 

participate in these programs demonstrate more positive relationships with faculty, 

greater knowledge and use of campus resources, more involvement in campus activities, 

and better time-management skills than their non-participating peers (Kuh, 2005).  At the 

beginning of most first year experience programs, orientation is one of the beginning 

activities students complete. 

 Orientation helps students find their way around campus, explains registration, 

and introduces support services.  This information can also be incorporated into a full-

semester program/course, such as a SSC.  Typically, orientation is an experience that 

helps students know what they most need to know before classes begin.  Research shows 

that orientation is one component of a successful remediation program for at risk students 

(Kuh, 2005; SENSE, 2008; 2014, CCCSE, 2010; 2011).  Those who participate in 

orientation have higher rates of persistence than their non-participant peers (SENSE, 

2014).  SSC are sometimes described as an extended orientation.   

SSC help students build knowledge and skills essential for success in college, 
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from study and time-management skills to awareness of campus facilities and support 

services.  Students who enroll in SSC are more likely to obtain degrees and transfer to 

four-year institutions (SENSE, 2014).  Community college students face a variety of 

barriers to degree completion, especially within the FTIC student population (CCSSE, 

2010).  Many community colleges design and implement first-year programs for FTIC 

students to assist with their transition into college.   

In turn, community college administration and faculty continue to implement a 

variety of student success programs and support services in an effort to help students 

overcome the challenge to persist, earn a degree, and/or transfer.  Student success courses 

are offered on most college campuses.  One or more types of student success courses are 

offered on more than 80% of four-year campuses (Pascarella & Terenzini, 2005; Upcraft, 

Gardner, & Barefoot, 2005).  In a national survey, 65% of community colleges identified 

offering student success courses (Tobolowsky & Associates, 2008). 

Mills (2010) examined the relationship between participation in student success 

courses and engagement.  The finding revealed a slight positive influence on the use of 

support services, faculty engagement, and collaborative learning.  However, the study did 

reveal that there is little understanding of the influence of student success courses due to 

the weak alignment between course goals and engagement outcomes (Mills, 2010) 

Hughes, Mechur, and O'Gara (2009) researched student success courses at two 

urban community colleges.  Through interviewing students, they found that such courses 

are an essential resource for students, in large part because the various benefits reinforce 

one another and magnify their influence.  These benefits include learning about the 

college, classes, and study skills.  In addition, students build important relationships with 
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professors and peers. 

Academic and Social Support  

Students benefit from having networks that provide information about college 

services, academics, and social services (SENSE, 2014).  According to SENSE (2014), 

70% students agreed or strongly agreed that all instructors clearly explained academic 

and student support services available at their college.  91% of students agreed or 

strongly agreed that all their instructors explained the course syllabi and grading policies.  

The importance of building networks in the classroom and beyond go hand-in-hand with 

student success.   

Experiential, or hands-on, learning, such as internships, co-op experience, 

apprenticeships, field experience, clinical assignments, and community-based projects, 

has multiple benefits.  It steeps students in content, and it encourages students to make 

connections and forge relationships that can support them in college and beyond (Kuh, 

1993; 1995; 2005).  The importance of co-curricular involvement on college campuses is 

well established.  The primary goal of co-curricular activities is the individual student 

level, the institutional level, and the broader community level.  These activities exist to 

complement the university's academic curriculum and to augment the student's 

educational experience (Kuh, 1993; 1995; 2005; Kellams & Wilder, 1987).  Astin (1975, 

1977, 1984) stated almost any type of student involvement in college positively affects 

student learning and development.  Co-curricular activities provide a setting to become 

involved and to interact with other students, thus leading to increased learning and 

enhanced development.  As the development of the well-rounded individual is a principal 

goal of co-curricular activities on college and university campuses, the numerous 
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experiences these activities afford positively affect students' emotional, intellectual, 

social, and interpersonal development (Milem, Jeffrey, Berger, & Joseph 1997).  By 

working together with other individuals, students learn to negotiate, communicate, 

manage conflict, and lead others.  Taking part in these out-of-the-classroom activities 

helps students to understand the importance of critical thinking skills, time management, 

academic and intellectual competence, and emotional intelligence.  Involvement in 

activities helps students mature socially by providing a setting for student interaction, 

relationship formation, and discussion (Milem et. al, 1997).  Students engaging inside and 

outside of the classroom with diverse groups of individuals allows for students to gain 

self-confidence, autonomy, and appreciation for their learning environment. 

Student involvement in co-curricular activities also positively impacts educational 

attainment.  Pascarella & Terenzini (1991) discovered that co-curricular involvement has 

a positive impact on attaining a bachelor's degree and on educational aspirations.  

Students who are actively engaged are more likely to have higher educational ambitions 

than uninvolved students. 

Finally, co-curricular activities focus on institutional goals, such as building and 

sustaining community on campus, as well as on student retention.  As campuses become 

more diverse, students desire an environment in which they feel connected to others and 

to the college.  Co-curricular activities provide a place for students to come together, 

discuss pertinent ideas and issues, and accomplish common goals.  In this community, 

where students feel comfortable with one another, learning and development are 

enhanced and student retention is positively impacted (Friedlander, 1992).  Through co-

curricular participation, students frequently interact with peers who have similar interests, 
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providing social integration into the college environment.  As a result, engaged students 

view their college years as a positive experience and feel they are a vital part of the 

university, resulting in higher retention rates. 

 Student involvement inside and outside the classroom has an important function in 

the college student experience.  Several studies over the last two decades explained the 

relationship between student development and involvement.  The research revolves 

around the impact of student involvement on student outcomes and development in 

college.  There is an essential assertion that students must be actively engaged in their 

surroundings in order to learn and grow in college (Evans, et.al., 1998).  As the role of 

student affairs becomes more defined, it has become increasingly important to assess the 

effects of student involvement on student learning and development.   

 Hernandez, Hogan, Hathaway, and Lowell (1999) examined the importance of co-

curricular involvement and its impact on student development.  The authors discussed the 

importance of isolating specific categories and evaluating each student involvement area 

for growth.  In their research, student learning did occur, but it was presumed that 

isolating specific experiences and how those impact students were inconclusive.   

Jacoby (2000) reviewed the involvement of commuter students and the impact on 

learning outside the classroom.  Commuter students that encounter a variety of 

frameworks and models set in community colleges such as environments, culture, and 

structure, intentionally create opportunities for involvement in co-curricular activities.  

Jacoby (2000) stated, “the mission of higher education is to produce learning with every 

student by whatever mean works best”.  It is essential to focus on other means of learning 

outside the classroom to foster student development.   
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Rubin (2000) discussed the importance of experiential learning opportunities 

outside the classroom, specifically with service-learning.  Rubin (2000) listed several 

factors key to enhancing a commuter student’s education.  Developing community among 

students, building student-faculty relationships and reaping the benefits of community 

involvement are all integral to a full college experience.  Commuter students feel more 

connected to the college and more likely to persist.    

According to the 2007 Association for the Study of Higher Education (ASHE) 

Higher Education Report, experiences inside and outside the classroom have an influence 

on students’ persistence.  Along with parental income, parental education and parental 

occupation, socio-economic status can influence decisions about where to attend college, 

choice of major and involvement in co-curricular activities.  However, the research stated 

that students who are of a low socio-economic status are less likely to get involved in 

class discussion and co-curricular activities (Kuh, 2005).   

The next section gives an overview of the definition of sense of belonging and 

related research studies on students’ feelings of connectedness to others and to the 

institution.   

Sense of Belonging 

 Sense of belonging is a concept that has circulated in the education and 

psychology fields of study for decades.  In general terms, sense of belonging can be 

described as a sense of connection and relatedness to others (Booker, 2016).  Although 

definitions vary depending on the context, in this case, sense of belonging in the context 

of higher education refers to a student’s “sense of being accepted, valued, included, and 

encouraged by others in the academic classroom setting and of feeling oneself to be an 
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important part of the life and activities of the class” and the institution (Goodenow, 1993, 

p.25).  Strayhorn (2012) defined sense of belonging as, “students’ perceived social 

support on campus, a feeling of sensation of connectedness, the experience of mattering 

or feeling cared about, accepted, respected, valued by, and important to the group (e.g., 

campus community) or other on campus (e.g., faculty, peers; p.3).   

While there is extensive research on sense of belonging in the elementary and 

secondary school setting (Fredrick, Blumenfeld, & Paris, 2004), there has been little 

research conducted at the classroom level with student experiences within the community 

college.  There are even fewer qualitative studies on students who are developmental and 

how the faculty-student engagement affects sense of belonging.   

 Sense of belonging has been studied in the K-12 setting (Finn & Zimmer, 2012) 

and at the postsecondary level (Kay, Summer, & Svinicki, 2011; Goodenow, 1993).  

These postsecondary studies reveal that students report a higher level of belonging in 

their educational environment when positive interactions happen on campus.  When 

observing sense of belonging in the classroom, two themes emerged: faculty and peers.  

Faculty created the environments for student interaction to occur (Gayle, Cortez & Preiss, 

20130; Wilson & Gore, 2013).  As Fredrick et. al. (2004) stated, belonging is an affective 

type of engagement that surrounds how a student feels about themselves and others in a 

learning environment.  Because faculty are in the position to create the classroom 

environment, the characteristics and values of faculty become important in creating sense 

of belonging for students.  Research implied that faculty characteristics and students’ 

sense of belonging have a strong relationship.  Kay et. al. (2011) found that faculty 

beliefs about the classroom environment were directly related to the student perceptions 
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of belongingness.  However, in this particular study, the student perspectives were not 

included.  It only focused on faculty characteristics and the implication those 

characteristics had on a students’ sense of belonging.   

 When the classroom population is diverse, the learning process inside the 

classroom can be complicated, and students may be hesitant to let their guards down.  

Research illustrated that learning is maximized when students feel a sense of belonging to 

the institution (Fredricks, et al., 2004).  When students share a piece of themselves and 

have the feeling of belonging to the membership of the institution, they are more willing 

to take risks and challenge themselves with learning objectives.  This can result in higher 

academic achievement and greater confidence to persist.   

 With greater emphasis on collaboration and interaction among peers, students are 

expected to engagement more now than in the past decade of higher education (Fosnot, 

2013).  Chang (2005) found that students in a community college setting were more 

likely to engage with faculty members if they perceived faculty to be supportive and 

encouraging.  Those students who felt valued, respected, and welcomed by their peers 

were more likely to experience a bond with the college community.  In the classroom, the 

feeling of safety and allowing oneself to share information can buffer any negative 

interactions students may have with faculty and staff in and outside the classroom 

(Sidelinger, Bolen, Frisby, & McMullen, 2011).   

Although there is a considerable amount of research highlighting faculty-student 

engagement, there are few studies stating the types of engagements that lead to increasing 

sense of belonging (Cole and Griffith, 2013).  One particular study addressed the types of 

faculty-student engagement needed to create sense of belonging.  Harris and Wood 
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(2013) found three engagement measures that were predictors of increasing students’ 

sense of belonging: faculty-student interaction, exposure to diversity, and use of support 

services.  While researchers found that intellectual self-confidence and self-perception on 

academic ability were important in fostering faculty-student interaction, there is still 

limited knowledge surrounding how these interactions impact sense of belonging (Cole, 

2007; Komarraju, Musulkin, and Bhattacharya, 2010).   

This next section provides an overview of the theoretical conceptual framework 

for student engagement to be viewed through this lens, and further explores student 

engagement and the effects of sense of belonging. 

Theoretical Framework 
 

Astin’s (1985) theory of student involvement and Pascarella & Terenzini’s (1991) 

review of 20 years of research on the effects of college on students served as the 

foundation and groundwork of Laura Rendon’s Validation Theory (1994).  The original 

study that produced this theory was qualitative, with Rendon interviewing a total of 132 

first-year students.  Questions dealt with issues such as how students made decisions to 

attend college and their expectations of transitioning into college, as well as general 

effects of the college experience (Rendon, 1994).  Initially, the study looked for emergent 

themes within Astin’s (1985) theory of student involvement; however, two themes 

developed: (1) differences in low-income and affluent “tradition” students experienced 

college and (2) low-income student began to believe in themselves not due to the college 

environment but attributed to the interaction with college faculty and staff. 

 The validation theory has all the components of engagement needed to 

understand the effects of faculty-student engagement on a student’s sense of belonging 
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within this study.  Rendon (1994) validation theory was used to facilitate and understand 

community college student success and the role of engagement within SSC. 

Rendon (1994) is credited with developing the theory of validation, which has 

been employed as a framework for working with and affirming students of color, many of 

whom are low-income and the first in their families to attend college.  The basis of this 

theory is that the more students perceive an interaction as being positive, the more they 

view themselves as an integral and valued member of the institution, and the more likely 

they are to persist (Rendon, 1994).  The validation theory has six elements that lend 

themselves well to the study of engagement.  First, validation is an enabling, confirming, 

and supportive process initiated by in- and out-of-class agents that fosters academic and 

interpersonal development (Rendon, 1994).  This first element is important because it 

places the initial contact with students on faculty and staff.  Many times, low-income 

students are reluctant to ask questions because they have been treated as incompetent in 

the past, and because they are unfamiliar with how the higher education system works 

(Rendon, 1994).  Second, when validation is present, students feel capable of learning as 

well as a sense of self-worth.  This is absolutely essential for students who lack self-

confidence in their ability to be successful college students.  Third, similar to 

involvement theory (Astin, 1985), validation is a prerequisite to student development in 

terms of intellectual and emotional.  In other words, students are more likely to get 

involved and feel confident after they experience academic and/or interpersonal 

validation on a consistent basis.  Fourth, validation can occur in and out of class by 

faculty, classmates, family members, spouses, children, partners, tutors, teaching 

assistants, coaches and advisers, who actively affirm and support students and/or 
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designing activities that promote academic excellence and personal growth.  Fifth, 

validation is a developmental process as opposed to an end in itself.  Numerous instances 

of validation throughout the college over the course of time can result in a richer 

academic and personal experience.  Finally, validation is especially needed early in the 

student’s college experience, especially the first year of college and the first few weeks of 

class (Rendon, 1994). 

In addition to the six elements of validation, Rendon (1994) pointed out two 

distinct types of validation: academic and interpersonal.  Academic validation occurred 

when faculty and staff assisted students to, “trust their innate capacity to learn and 

acquire self confidence in being a college student” (Rendon, 1994, p.40).  An example of 

this type of engagement included inviting guest speakers to class that had similar 

backgrounds to discuss the experiences of transitioning to college.  Another example was 

allowing students to witness themselves inside the course curriculum (Rendon, 1994).  A 

simple assignment of having students write a paper on their personal stories of pursuing 

higher education allowed for them to enhance their writing skills while also 

acknowledging the importance of higher education to them.   

Interpersonal validation occurs when faculty, staff and other college personnel 

assist with developing student development and social adjustment (Rendon, 1994).  It 

becomes essential for faculty inside the classroom to view students as persons and not 

only students.  Reaffirming and giving attention to the “whole” student, faculty are now 

in the position to build supporting and caring relationships with students (Rendon, 1994). 

Rooted in validation is the notion of authentic caring and concern.  Nodding 

(1984) and Valenzuela (1999) both pointed out many schools’ curricula are centered 
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around detachment, impersonal, and object language, as well as impersonal content.  

These serve as forms invalidation, which can in turn lead students to believe that who 

they are and what they represent is not valued or welcomed.  These two authors argued 

that an ethic of care can provide an environment of positive interactions, forging bonds 

between faculty and staff.   

Summary 
 

This literature review included the following components: community college 

success, FTIC students and their challenges and opportunities for success, institutional 

support for student success (which includes any support services and programs), faculty 

philosophy and pedagogic practices, the role of SSC, student success and engagement, 

and the Validation Theory (1994) as a theoretical framework in which this study viewed 

faculty-student engagement and students’ sense of belonging. 

Studies on faculty-student engagement within SSC are few, as are studies 

focusing specifically on sense of belonging from faculty-student engagement inside SSC 

on community college campuses.  The Validation Theory has not been employed to view 

faculty-student engagement inside the SSC.   

The methodological approach is a qualitative study and of a phenomenological 

nature to capture the experiences of the community college FTIC students inside the SSC.  

This next chapter will discuss methodology and procedures as it relates to the research. 
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CHAPTER THREE 

METHODOLOGY AND PROCEDURES 

This chapter outlines the methodology and procedures of this study as they relate 

to the study’s purpose, research questions, research design, limitations/delimitations and 

ethical considerations.   

Purpose of the Study and Research Questions 
 

The purpose of this study was to examine faculty-student engagement within the 

SSC with FTIC students and their experiences of sense of belonging.  Astin (1984) stated, 

“Community colleges deal with the double-edged sword of losing their students who are 

prepared to four-year public and private universities before they have attained a 

transferable degree, while at the same time losing those students who may drop out 

because of insufficient remediation” (p.  297-308).  Perigo and Upcraft (1989) stated that 

any SSC should be based in student development theory that focuses on academic 

preparation, and that promotes engagement within peer groups and with faculty as well as 

the college community.  Research points out that most students, specifically those who 

need developmental education, require not only a transition into college academically, 

but also psychologically.  It is essential for these students to create a positive self-image.  

However, this is not always the case.  Some students experience negative transformation, 

which has an impact on self-perception and sense of belonging (Kaufman and Feldman, 

2004).  The following research questions were explored: 

1. What types of faculty-student engagements occur within the SSC, and how do the 

students and faculty make sense of faculty-student engagement within the SSC at 

a Melba Rose College? 
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2. How do these experiences influence how students view and feel about their sense 

of belonging? 

Research Methodology 
 

Acknowledging the experiences of community college FTIC students within the 

SSC requires a research method and design that are appropriate to the experience being 

studied.  For the purpose of this study, the qualitative research method was utilized.  

Qualitative research, “is a situated activity that locates the observer in the world” (Dezzin 

& Lincoln, 2013, p.3).  The qualitative research method provided a non-threatening way 

to examine the experiences of the FTIC students within the SSC.  The researcher and 

participants were able to explore, share, and discuss positive, negative, and critical issues 

surrounding their perspectives of faculty-student engagement and sense of belonging.  

These strategies were not confined to the interviews, but occurred throughout the entire 

research process.  Research strategies included continuously asking questions, using 

research notes, exploring challenges, making constant comparative analysis, and open-

ended questioning (Charmaz, 2002). 

This study was guided by an interpretivist paradigm, utilizing a phenomenological 

lens and Rendon’s Theory of Validation (1994).  A paradigm is, “a basic set of beliefs 

that guides action” (Guba, 1990, p.17). Because this study is to understand how 

community college FTIC students experience faculty-student engagement within the SSC 

and how those experiences influence their sense of belonging, interpretivism was chosen 

to validating the students’ experiences.  Ritchie and Lewis (2007) defined interpretivism 

as,  

School of thought that stresses the importance of interpretation as well as 
observation in understanding the social world...The interrelatedness of 
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different aspects of people’s lives...and psychological, social, historical 
and cultural factors are all recognized as playing an important part in 
shaping peoples’ understanding of their world.  (p.  7)  
 
The interpretivist vantage point provided a lens in which to view and understand 

the engagement experiences students had. 

Additionally, this study employed a phenomenological approach.  Phenomenology 

emphasizes, “the individual’s subjective experience ... in which members of a group or 

community themselves interpret the world and life around them” (Mertens, 2010, p.  

235).  This approach has four themes in which to explore the experience: (1) describe an 

experience; (2) interpret the experience in relation to relevant context; (3) analyze the 

experience and; (4) within the phenomenological framework, specify the truth condition 

for a type of thinking (Stanford Encyclopedia of Philosophy, 2018). 

 Essentially, phenomenological interviewing entails two to three interviews in 

which participants make meaning of their experiences.  During this interviewing process, 

each interview in this study focused on different goals of inquiry. 

Research Design 
 

This section outlines the study’s site selection, participant selection, sources of 

data, and procedures for data analysis. 

Site Selection 

The site for this study was a Melba Rose College located in an urban geographic 

location in the U.S., with a student population of approximately 75,000 students, and a 

faculty of over 1,000 full-time and 2,000 adjunct instructors.  This community college 

was selected intentionally due to the characteristics it had: a regionally-accredited 

community college; a community college located in an urban, metropolitan area; and a 
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community college with a comprehensive developmental education department. 

Participant Selection 

Faculty and student participants were selected with a sampling convenience 

technique, due to the professional relationship the researcher has with the department 

chair of developmental studies at the Melba Rose College.  Student participants of the 

study were current FTIC with zero college credit hours, registered for the SSC, and also 

taking courses related to developmental education in one or more area of writing, 

reading, and math.  All students were over the age of 18, and had non-dual credit status to 

ensure that minors were eliminated from the participant pool.  Faculty members must 

have taught SSC and have had experience teaching this course at least once before 

participating in this study.   

The research aimed to recruit seven students for one hour, one-on-one interviews 

in the first and seventh week of the SSC at the site.  The researcher aimed to recruit three 

faculty members for one hour, one-on-one interviews during the first and seventh week.  

Student recruitment tools included posters and flyers passed out in SSC, as well as 

recruitment through the student development office on campus.  Faculty recruitment was 

advised by the department chair of developmental studies.  The researcher relied on 

suggestions for faculty who were appropriate to interview and for SSC to observe.   

Prior to interviewing the participants, the researcher requested Institutional 

Review Board (IRB) approval from the researcher’s home university.  Upon approval 

from the university, the researcher requested additional IRB approval from the study 

site’s IRB office.  After completing the participant recruitment process, the researcher 

provided each participant a copy of the informed consent form and made arrangements to 
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interview the participants.

Sources of Data 

The researcher collected four types of data: a demographic survey of participants, 

semi-structured interviews, observations of SSC course(s), and transcription of 

interviews.   

A demographic survey is a questionnaire that, “ask[s] about the personal 

characteristics of respondents” (Mertens, 2010, p.  193).  Each participant completed a 

pre-interview demographic survey (Appendix A) regarding: age, race, educational 

background (for faculty), socio-economical background (for students), academic goals, 

TSI placement test, areas of developmental (reading, writing, and math), marital status, 

dependents, native language, and international student status.  These variables were 

selected and listed on the demographic survey due to the effect they may or may not have 

had on the students’ engagement experience within SSC.  There were two separate 

surveys: one for students and one for faculty.   

Second, semi-structured interviews (Appendix B) captured participants’ 

experiences through structured questions and follow-up questions.  This process allowed 

for flexibility and discussion between the researcher and the participants (Creswell, 

2012).  In these interviews, the participants were asked to discuss their experiences at 

their own comfort level. 

Third, the audio recording of the interviews generated transcriptions and 

documents for future analysis (Creswell, 2012).  The interview transcripts were 

transcribed by the researcher and a professional transcription service.  The researcher 

maintained an audio and transcription copy of each interview.  Participants were given a 
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pseudonym to protect their identities.  These transcriptions were the main source of data.   

  Fourth, Glense (2011) noted that researcher observations are, “needed while in the 

field” (p. 189).  The researcher observed the SSC and made notes, journals, and memos.  

Together, these four sources contributed to understanding the faculty-student engagement 

within the SSC and the experiences students had with sense of belonging.   

Data Analysis  

The researcher developed a process for analyzing the interview data.  During the 

first and second interviews, participants gave their consent.  In addition to interviews, the 

researcher gained consent from the faculty members teaching the SSC course to observe 

classroom activities and take field notes.  Then the researcher listened and reviewed 

audio of interviews before reviewing the transcripts in order to write interview memos 

that revealed what the researcher observed in the audio recordings (Maxwell, 2012). 

After writing the memos, the researcher transcribed the audio recordings of the 

interviews.   

Coding is the process of organizing text into division and subdivisions that have 

importance and meaning (Mertens, 2010). The open and axial coding processes offered 

the structure for the data analysis of this study. The researcher began the open coding 

process by reading, interpreting, underlining each interview transcript. Then, the 

researcher began to write themes line-by-line and grouping them afterwards (Creswell, 

2012).  The researcher then conducted axial coding by organizing the various themes into 

a logic diagram, or a visual model, that explained how faculty-student engagement 

occurred within the SSC and how it affected students’ sense of belonging (Creswell, 

2012).  To code the pre-interview demographic survey (Appendix A), the researcher 
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utilized the computer-assisted qualitative data analysis software Qualtrics (provided by 

The University of Texas at Austin), which helped the researcher code, retrieve, and 

maintain the data from the survey.  

Overall, the data collection of this study aimed to uncover all aspects of faculty-

student engagement within the SSC and students’ experiences with sense of belonging.   

Ethical Considerations 

This section discusses the processes that were implemented to preserve all ethical 

considerations of the study, such as data confidentiality, validity, limitations and 

delimitations, and researcher biases. 

Data Confidentiality  

The researcher safeguarded the process for data collection and maintained 

confidentiality of all participants.  Confidentiality stresses that participants were 

concealed in a way that cannot be associated with them personally (Mertens, 2010).  The 

researcher complied with confidentiality and anonymity in numerous ways.  The data for 

this study were collected through the online pre-interview demographic survey, the semi-

structured interviews, audio recordings, and handwritten field notes from observation, 

journals, and memos.  Participants were assigned pseudonyms upon completion of the 

pre-interview demographic survey, and the pseudonyms were used in all other documents 

to protect participant confidentiality.   

All data associated with the study (audio recordings, observation notes, 

demographic surveys, and syllabus analysis) were stored in a locked cabinet in the office 

of the researcher.  Data was destroyed upon completion of the study. Audio recordings 

were labeled with the pseudonyms only and stored securely.  Following the transcription 
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of the interviews, the audio recordings were deleted virtually and physically

Validity Concerns 
 
 Research bias and reflexivity are validity concerns for the researcher.  Bracketing 

was the method employed to ensure validity.  Creswell (2012) describes bracketing with 

four strategies: (1) Mentality assessment and preparation before focusing on your 

theoretical framework, (2) deciding the scope of the literature, (3) planning for data 

collection by using semi-structured interviews and (4) planning for data analysis (coding, 

transcribing, etc.).  Due to the nature of the study and how closely involved the researcher 

is with this topic, bracketing ensured researcher biases did not lead the research, but 

rather guided the researcher. 

Delimitations and Limitations  

The researcher recognized the limitations essential to the nature of this study.  For 

instance, the researcher used qualitative, phenomenological research methods to conduct 

the study.  In addition, the researcher only studied the faculty-student engagement and 

students’ sense of belonging within a SSC at one institution within a large urban 

community college system.  However, the researcher limited the generalizability of this 

study.  Consequently, the findings from this study represented the experiences applicable 

to the conditions of this specific situation (Ritchie & Lewis, 2007).   

Additionally, the researcher recognized the delimitations of this study.  For 

example, the researcher focused on the community college faculty-student engagement 

and students’ sense of belonging within in a SSC.  In this study, the differences in gender, 

age, race, educational background, and professional background were evident in the 

students’ responses and could have factored into the students’ perspectives on their 
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faculty-student engagement and sense of belonging.  In addition to studying faculty-

student engagement inside the SSC, another delimitation is that the SSC course promoted 

engagement in general. 

Positionality  

The researcher in this study acknowledges their positionality serves as a solid 

foundation in which to conduct this study. In qualitative research, researchers are 

expected to reveal their positions in their study since the researcher is inclined to have 

preconceptions and assumptions (Creswell, 2012).  The researcher acknowledged a 

personal connection to community colleges, student success within FTIC, and student 

services programs.  The researcher has over 15 years of experience working with FTIC 

students and designing first-year experience programs.  The researcher has a personal 

background as a minority, first-generation college student with first-hand knowledge of 

underserved students’ needs. Due to the researcher’s positionality, careful analyzing of 

the data, data collection and methodology procedures was sought out intentionally with 

attention to details. 

The researcher is a higher education administrator who has worked with college-

aged students for 15 years.  With these experiences, the researcher brought a well 

thorough knowledge base about student readiness, capacity to communicate, and student 

willingness and ability to engage to this study.  The researcher spent quite some time with 

the data, reading, re-reading, transcribing and analyzing. A careful review of journal and 

observation notes was conducted. The researcher was cautious not to allow past and prior 

experiences to alter the data collection.  

The researcher assumes their experiences were similar to those students who 
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participated in this study.  The researcher is familiar with the region, neighborhood, and 

school districts that feed into the study site and brought assumptions about college 

readiness based on their personal experience with school districts.   

Summary 

The objective of the study was to examine the faculty-student engagement within 

the SSC and document the students’ experiences with sense of belonging.  This chapter 

discussed the research methodology, structure, data collection, and analysis. The 

qualitative research methodology, the phenomenology of the study, the design of the 

interview approach, and processes for the study were outlined.  Finally, the researcher 

discussed any ethical consideration and researcher biases.   

The next chapter will examine the data gathered and discuss findings from the 

study.   
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CHAPTER FOUR 

PARTICIPANT PROFILES AND FINDINGS 

 This chapter outlines the context of SSC and gives an overview of student and 

faculty profile descriptions from the pre-interview survey.  Also, findings from the data 

gathered during participant interviews and classroom observations are presented.  A 

review of the data analysis and the emerging themes is provided.   

Student Success Course 

Through research and experience, a Melba Rose College district has determined 

that many life and career management skills are necessary for students to make the most 

of their college investments.  A SSC course is designed to prepare students for the 

demands of college and for success in the workforce.  The course emphasizes setting 

priorities, time management, effective listening, note-taking, concentration techniques, 

retention of information, book analysis, comprehension techniques, and test-taking skills.  

This course also incorporates components that are designed to facilitate the use of library 

databases in conducting research, planning and setting educational objectives, lifelong 

career assessment, decision-making, financial aid, tutoring, and student support services, 

which enable the student to maximize the use of college resources.   

The SSC at the study site is a one-hour noncredit course that teaches important 

skills to help students become college-ready and successful.  TSI-liable students who do 

not register for SSC in their first term have a hold placed on their registrations for future 

terms.  TSI-exempt students are not required to take the SSC; however, any student at 

any time in their academic career can opt to register for this course to gain access to the 

information.  Table 1 below is an overview of the syllabus for the Spring 2018 term. The 
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topics ranged from goal setting and motivation to academic and career planning.  

Table 1 

SSC Syllabus 

Date Topic 
Week 1 Campus & Culture 

Week 2 Goal Setting & Motivation 

Week 3 Relationships & Diversity 

Week 4 Time & Money 

Week 5 Stress & Healthy Choices 

Week 6 Academic & Career Planning 

Week 7 Listening, Note Taking, Studying, Test Taking, Learning & Memory 

Week 8 Writing, Presenting, Information Literacy, Thinking & Reading 

 

 The SSC has a common book that is used in all SSC sections.  The developmental 

studies department organized a committee of faculty leadership to plan, discuss, and 

construct the SSC for all Students who are TSI liable.  The requirement to teach the 

course is a bachelors’ degree.  However, most faculty members who teach SSC also teach 

math, reading, or writing; these faculty have also a master’s degree in the subject matter.  

Adjunct faculty members make up more than 60% of the faculty population.  A majority 

of the SSC instructors are adjunct faculty and also are full-time staff members at the 

college.   

Faculty teaching the SSC are required to attend a bi-annual training regarding 

instructional strategies.  The faculty use interactive and engaging activities to relay the 

course content to all students.  In the next section will give an overview of all student and 

faculty participant profiles.   

Participants’ Profiles 
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According to Siedman (2006), phenomenological research puts, “behavior in 

context” through the analysis of meaning and understanding of a given experience (p. 

10).  To understand how students made sense of faculty-student engagement within the 

SSC, a section detailing the participant profiles was essential.  To ensure anonymity and 

confidentiality, the researcher assigned each participant a pseudonym that disguises them 

from identification.  The information provided in each participant profile reflects the 

information disclosed to the researcher during the interviews. 

Student Profiles 
 

The participants’ descriptions section of students in Table includes name, sex, 

age, race, TSI status, academic term, marital status, native language, financial aid status, 

and employment status.  There is also an additional section identifying what students 

gained from the SSC.  The sample description of faculty in Table 3 includes name, sex, 

age, race, years of experience, position/title, and highest degree attained.   

The profile student sample for this study consisted of two males and five females, 

between the ages of 18-24 years old.  The sample population was racially diverse, in that 

four of the students were non-White; however, there weren’t any students who identified 

as Black/African-American or of Asian descent.  All students were FTIC and considered 

developmental in at least one or more areas of reading, writing, or math per the TSI 

assessment test.  None of the students were married, and one had a dependent for which 

to care.  Two of the students stated English is not their native language, and one student 

had international status.  All students listed achieving an associate degree with the intent 

to transfer to a four-year university and receiving a bachelor’s degree was an  
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Table 2  

Student Profile Demographics  

 
Name Sex Age Race TSI Status Dependents English is Native (first) 

Language 
Financial Aid Hours Employed 

April Female 18 to 24 White, Non-Hispanic Reading, Writing, Math No Yes No Not employed 

Nicole Female 18 to 24 Hispanic, Latino, 
Spanish 

Math No No No 20-39 hours 

John Male 18 to 24 Hispanic, Latino, 
Spanish 

Math No Yes No 20-39 hours 

Hazel Female 18 to 24 White, Non-Hispanic Reading, Writing, Math No Yes Not sure Not employed 

Crystal Female 18 to 24 White, Non-Hispanic Math No Yes No 20-39 hours 

James Male 18 to 24 Hispanic, Latino, 
Spanish 

Math No No Not sure 20-39 hours 

Angie Female 18 to 24 American Indian or 
Native American 

Reading, Writing, Math Yes Yes No 0-19 hours 
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important academic goal of theirs.   

April is a first-generation college student.  She was required to take the SSC due 

to being developmental in reading, writing, and math.  Her career path is to begin with 

the veterinary certificate and become a veterinary technician.  Ultimately, she wants to 

become a veterinarian.  She came to community college because her friends convinced 

her to take classes together.   

Nicole is a first-generation college student.  She was required to take this course 

due to being developmental in math.  This is her second time taking this course.  The first 

time she took it, she did not pass, and ultimately ended up on academic probation, which 

led to suspension and academic dismissal.  After a year off from school, Nicole is back 

and ready to utilize the college resources to be successful.  She joined an astronomy club 

and stated that her involvement in student life has given college life more meaning and 

value.  She feels now that she will succeed in classes.  She aspires to complete an 

associate of arts degree and transfer to a university.  She is undecided on her major.   

John is first-generation college student.  He was required to take the SSC course 

due to being developmental in math.  John aspires to become a high school history 

teacher and football coach in the future.  He revealed that he wants to eventually receive 

a master’s degree in history and possibly teach history at the community college level.   

Hazel is a first-generation college student.  She was required to take the SSC class 

due to being developmental in reading, writing, and math.  She decided to attend college 

with her boyfriend so that they can be unequivocally supportive and motivational for 

each other.  She aspired to become a special education teacher.   
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Crystal is a first-generation student.  She is required to take the SSC class due to 

being developmental in math.  She also is a student who utilizes the Office for Students 

with Disabilities (OSD).  She disclosed to the researcher that she is adamant on proving 

to other students with disabilities that resources, accommodations, and the relationships 

one can build on campus can set one up for success.  She wants to become a physical 

therapist.   

James is a first-generation college student.  He was required to take the SSC 

course due to being developmental in math.  James is undecided in his major but enjoyed 

and appreciated the SSC classes gave him the opportunity and space to figure out his 

career pathway.  James disclosed to the researcher that he wanted to participate in this 

study mainly because he was previously an ESL (English as a Second language) student 

and was taught to take opportunities such as these to use the English language more.   

Angie is a second-generation college student.  She was required to take the SSC 

due to being developmental in reading, writing, and math.  She was inspired to attend 

college because her mother was a single mom and worked on her bachelor’s degree while 

supporting Angie and her older sister.  Her mother just graduated last year with a 

bachelor of arts degree.  Angie has a daughter that she supports with the assistance of her 

mom.  She disclosed that her main reason for attending college was to be a good role 

model for her daughter.  She wants her career pathway to be in the medical field. 

Faculty Profiles 

The faculty participant population for this study consisted of two males and one 

female, with two between the ages of 35-44 years old and one between the ages of 25-34 

years old.  The sample population is diverse, with one participant who self-identified as 
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Asian American, one White, and one Black/African-American.  All faculty members’ 

highest degree attained was a master’s degree, and all were adjunct faculty also working 

full-time in a student services position.  The years of experience teaching the SSC ranged 

from 3-7 years.   

Table 3 

Faculty Profile Demographics 

Name Sex Age Race Years of 
Experience 

Department Highest  
Degree 

Ms. Karen Female 35-50 White 7 Adjunct Faculty 
Advising & Counseling 

Master's 

Mr. Mitchel Male 25-34 Asian American 4 Adjunct Faculty 
Recruitment 

Master's 

Mr. Michael Male 35-50 African-American 3 Adjunct Faculty 
Advising & Counseling 

Master's 

 

 Ms. Karen has over 15 years of experience in higher education, with 10 of those 

at a community college setting.  She has taught the SSC for seven years, and also has 

experience in student affairs.  Ms. Karen focused on allowing space in class for students 

to explore themselves, their morals, and their values.  Cultural competence and tolerance 

is an essential component in her SSC curriculum.   

 Mr. Mitchel has seven years of higher education experience, all in a community 

college setting.  He has taught the SSC for 4 years, and also has experience in student 

affairs.  Mr. Mitchel mentioned that higher education was not his initial career path.  He 

fell into a student affairs role, and decided that he loved being in a helping profession 

instead of business, his intended career after college.  He spent a lot of time in class 

focusing on allowing students to explore why they chose the college path.   

Mr. Robert has over 20 years of experience in higher education, and nearly 10 

years as a community college administrator.  Mr. Robert also has a counseling 
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background and has always been attracted to helping professions.  In his SSC, he focused 

on the importance of building relationships across campus and providing activities that 

speak to different learning types. 

Data Collection 

The data presented in this section were collected through the pre-interview 

demographic survey, two face-to-face interviews, and researcher observation documents 

such as field notes, journals, memos, and transcriptions for each participant.  The 

researcher used the following questions to frame the study:  

1. What types of faculty-student engagements occur within the SSC, and how do the 

students and faculty make sense of faculty-student engagement within the SSC at 

a Melba Rose College? 

2. How do these experiences influence how students view and feel about their sense 

of belonging? 

  The two research questions were grounded in Rendon’s (1994) Validation 

Theory.  Through the exploration of the data, three overarching themes emerged: 

Engagement, Support and Personal and Academic Connections.   

Analysis of Data 
 

 After transcribing each interview session, the researcher read the interviews a 

minimum of three times to get a sense of emerging themes.  While immersed into the 

interview data, the researcher reviewed classroom observation notes to further investigate 

other emergent possible themes.  These themes emerged: Engagement, Support and 

Personal and Academic Connections.  Each theme had subthemes that emerged from the 
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data analysis, as shown in Table 4. This section reviews the themes and subthemes in 

detail, and outlines the student and faculty perspectives in these themes and subthemes.   

Table 4 

Themes and Subthemes 

Themes Subthemes 
Theme 1: Engagement Listening 

Lecture 
 

Theme 2: Support 
Validation 

Caring 
 

Theme 3: Personal and Academic Connections 
Sense of Belonging 

Transferrable Learning Skills 
 

 
Additional Findings 

College Resources Learning labs: computer lab, writing/reading lab, 
math lab 

 

Theme 1: Engagement 

 The first theme that emerged was engagement.  The definition of faculty-student 

engagement is measured in terms of type and duration of interaction that students have 

with faculty members.  These include discussing grades, assignments, career paths, ideas 

from readings, and class discussions.  This engagement also includes the feedback a 

student receives from a faculty member regarding academic performance.  Most 

importantly, faculty-student engagement includes building relationships as a result of the 

typical interactions a student has with a faculty member.   

 The researcher observed the interactions of students with faculty inside the SSC. 

Each class began with the faculty member reviewing the syllabus and the assignments 
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that were due.  There were always question and answer times provided for students who 

needed additional clarification.  Most times, the faculty members would walk students 

through the electronic process on how to upload an assignment in a group setting.  After 

an assignment was completed, submitted, and graded, faculty explored how students felt 

after receiving their grades.  This conversation was a validating conversation for most  

students.  During these moments, the subthemes of listening and lecture emerged.   

Subtheme: Listening and Lecture 

 From the research observation notes, some faculty-student engagement was 

viewed as the faculty listening to the students.  Due to the classroom activities designed 

to teach the curriculum, most students had group work to discuss.  Hazel described this 

type of engagement: 

He plays a role of listening.  And he just talks when we have questions—
he listens mostly.  He gets involved with the activities with us, but he 
mainly listens to the groups talking about what the activity is and guide us 
on what we're supposed to do. 

 
When the researcher asked Hazel how this type of engagement made her feel, her 

response was the following: 

It’s nice to have the teacher listen instead of always telling you what to do.  
In most of my classes that’s all the teachers do…tell you what to do.  But 
this class, Mr. Mitchel listens.   

 
From the remaining observation notes of Mr. Mitchel’s class, he spent a lot of 

time allowing students to explore the assigned activities through group work.  There was 

also an element of encouraging peer engagement as well.   

 In addition to the faculty listening during group activities, Hazel also pointed out 

that receiving feedback from faculty is another situation where listening is essential.  She 

explains: 
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He gave some feedback on the assignments.  When I had questions, he 
listened to all my concerns and after our conversation I felt like I was 
heard.  Like what I said mattered.   

 
Although listening was highlighted as essential in faculty-student engagement, 

Crystal highlighted that in addition to listening, she mostly learns best with examples 

through group activities.  She describes: 

I've been around listening so it's just mainly I need more examples through 
activity so I can understand it better.  I mean, and that's in all classes.  I 
need some more activity so I'm not just sitting there listening to a man 
talking.  I mean, I can't sit and listen to a lecture, I'm going to sit there and 
fall asleep, I'm not going to take notes, it's going to be dead noise, it's 
going to be pointless for me sitting there. 
 
Crystal pointed out that although listening one-on-one was essential for her, 

listening in a traditional form of lecture is not best suited for her learning style.  She went 

on to state if lectures are needed in class, she preferred guest lectures to break up the 

monotony of lecturing.  She confirms: 

I like having some of the guest speakers.  We had the lady come talk about 
health stuff last week.  That was cool.  I mean, the examples that we have 
are great examples, they're great things that they show us and try to get us 
to be a part of.   

 
Crystal made a distinction between having a balance of faculty-student interaction 

between listening and lecturing.  She provided the example of inviting guest lecturers as a 

compromise from hearing the faculty member lecture the entire semester.   

Mr. Mitchel confirmed Crystal’s point: 

Physically, I like to get them in a small group and engage with each other.  
So, I try to get them to move in as much as I can.  I try to break up, so that 
it's not lecture for most of the time.  I'm trying to do video and do some 
group work.  For those folks that are just introverted and that's the way 
they learn, I try to do some more alone work so they can sit and think for a 
minute.  So, I try to mix it up and do all those different learning modes, 
but it's tough to get it all in.   
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 Ms. Karen discussed the alternating of lecturing and ensuring that a variety way 

of engagement is crucial to different learning style within the student in the classroom.  

She stated: 

I try to keep them engaged, yes.  Because nobody wants to sit, you know, 
listen to our lecture for two hours if they don't have to.  I think everybody 
has their own teaching style so, I think instructors should be engaging 
students by learning who they are. 

 
She went on to discuss the importance of being relatable through faculty-student 

engagement.  She stated: 

For me personally, the engagement in the classroom is to be relatable.  
They know that I have degrees.  I can stand in that classroom and say, “I 
have sat in this classroom and gone through exactly what you're going 
through.” And I think when you can relate it on a personal level they are 
more like to engage in a more open way. 

 
She also implied engagement inside and outside the classroom is important.  She 

stated: 

And so, that's my personal opinion.  And I mean that is engaging students 
inside and outside the classroom.  And I think that's important but, I also 
have -- you know, I work here full time. 

 
 This next section goes further into being relatable to students, validation and 

creating a culture of care (Leininger, 1988) inside the classroom.  The second theme, 

support, is discussed.   

Theme 2: Support 

 The second theme is support.  For the purposes of this research, support is defined 

as the institution, faculty, staff, and peers encouraging, motivating, validating, and 

providing advice for all students and, in some instances, for faculty.  Validation and 

caring were identified as sub themes.  This section will review the topics of validation 

and caring from the students and faculty perspectives. 
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Subtheme: Validation 

 There was one particular classroom activity that focused on validating students’ 

experiences from the researcher observation.  The instructor asked the students four 

essential questions: Who are you?  What is your background?  What are your values?  

What are your dreams?  The activity focused on goal setting and motivation.  Ms. Karen 

invented this activity in her second semester of teaching SSC after realizing students 

needed to explore their reasoning for attending college.  Ms. Karen explained the 

important part of this activity during a classroom observation: 

None of you came to the front of the class and said that I wanted to be a 
failure.  You all came up to the front of the class and said I want to start 
my own business, I want to become a nurse, I want to become a doctor, a 
dentist.  You chose college, you don't have to be here.  You decided this 
was a necessity but a lot of times once you get here you don't know how to 
get to where you're going. 

 
I interviewed several of Ms. Karen’s students.  One student, April, shared 

her thoughts on Ms. Karen as an instructor:  

The advice that she gives is really helpful.  Because she will be real.  
Sometimes it's about dealing with stress, sometimes it's about dealing with 
your spouse, your boyfriend, husband, wife, whatever.  When she talks 
about that and you can relate in some ways.  Some of those people have 
kids or live in an apartment by themselves, but it's really helpful.  I go talk 
to my boyfriend, and I'm like, “This is what we talked about.” I could do 
that every day and the pointers that she picks out has really helped.   

 
April also discussed Ms. Karen’s attitude and referred to her as, 

“refreshing,” and “fun,” and on the days where felt sad and unmotivated, this 

class put her back on track mentally and reminded her of her end goals.  April 

also explained other ways faculty are supportive.  She stated: 

They keep you on top of things.  I mean, I know a lot of this is based on 
being responsible and taking it into your own hands, but they’re not going 
to tell you what to do.  But they do encourage you.   
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Ms. Karen further explained the importance of validation by knowing each of her 

students’ names and how to pronounce the names.  She states: 

I also feel like it's why it's important to learn their names.  Because then 
when they say something, I'm calling them by name.  And I'm not saying, 
you know, “Pointing to you,” or “Hey, you!” And so, I think that shows 
the students that I really want to get to know them.   

 
She then explained the importance of being vulnerable and allowing for students 

to get to know the instructor: 

And then, for me personally, the engagement in the SSC class-- they know 
that I was a Melba Rose College student.  They know that I have degrees.  
I can stand in that classroom and say, “I have sat in this classroom and 
gone through exactly what you're going through.”  

 
John explained the support he received in the SSC:  

 
The confidence to be like, hey, you can do this.  Write your goals down 
and just try to follow a path to reach your goals.  There's a lot of negative 
for me outside of school and she tell me, “Hey, you can achieve this 
because I know I have.  Do your work.” Or she'll help me out and for me, 
that builds confidence.  Or for me, it does. 

 
John also explained the importance of support at school due to the lack of support 

within his home environment.  He stated: 

I like the course.  I understand what the course is for.  I know some people 
are like, “It's pointless,” but for me, I thought it was really good transition 
from working to actually going to school now.  It helped me really build 
up the confidence and the motivation to start coming to school.  “We can 
do it; other people are doing it with you.” Cause in my family, I'm the only 
one going to school and they're just like, “Why are you going to school?  

 
John then explained the conversation he had with his mother to get her support 

attending college.  She was newly widowed with three children, John being the oldest.  

He worked a few years right out of high school and realized he wanted more and needed 

more to help support his mother and sisters.  He realized that he might not get support 
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from his external family, but he had friends who would push him to be successful 

because they were in college.  John stated: 

It was a hard decision.  With a single parent, it's just my mom and I told 
her, “Hey, I don't like the way things are.  I want to go to school.  I want to 
continue studying.” Cause I liked going to high school.  And I told her, I 
was like, “I want to do it.” And I asked her, “Will you support me and 
help me out if I need money or anything?” She's like, “Yeah.” I was like, 
“All right, I'm applying.”  
 

He then goes on to further explain how his friends encourage him. He explained: 
 

It took me a long time cause one of my friends, he kept telling me, 
“Apply, apply.  You're making a mistake not going to school.” Cause my 
friends started, I have a bunch of friends that started and just gave up, and 
it's like, no, you have to keep going.  He's like, “I have a good job now, 
I'm making more money than all you guys.  It's something good.  It was 
easier than I thought.  I made it hard inside my head. 

 
Angie’s family support came from her mother, who recently received her 

bachelor’s degree a few years ago.  Angie discussed how her mother motivated her to 

continue with her education despite having a young child.  Angie stated: 

Coming from a single mother, she's done everything and had her 
bachelor's at maybe 35 or something.  I see how much she struggled with 
having two daughters.  But she did.  She got her bachelor's.  I kind of 
piggyback off of her.  I can do this.  That's basically one huge part of why 
I came back.   
 

She then goes on to explain how grateful and thankful she is for her mother. She stated: 

I come from a family that haven't had a lot of education, some high school 
but ...  My mom was kind of the first to go to college.  That just opened 
the door for me and my sister.  I’m thankful for all she's done.  It just goes 
back to that, she wants me to succeed, too.  She helps me out with 
babysitting, sometimes too, when I'm at school.  My sister is also going 
back to school, too.   

 
It is apparent that support was crucial for student success, not only on campus, but 

from friends and family as well.  Mr. Robert explained an instance he experienced being 
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a speaker in a SSC.  He witnessed an instructor who did not exhibit basic support for the 

students.  He stated: 

I just happened to walk in on one of the instructor’s kind of chewing a 
student out - it was pretty terrible – ‘cause the student hadn't purchased 
their book yet.  So, it's week two, I think, and they hadn't purchased their 
book, and the instructor was just laying it into the students about not 
having their book.  And the student was on the verge of tears and talked 
about the fact that she was on financial aid, and the aid hadn't come in yet, 
and that she just couldn't afford to purchase the book otherwise.  How can 
-- and this is where that student development piece comes in.  

  
Mr. Robert then went on to explain: 

 
The instructor is a developmental education faculty.  And the instructor 
point of view is that this is what you need [textbook] to be successful.  The 
book has the information, and if you don't have the information, then you 
can't be successful.  And therefore, you need to have the book.  So that 
faculty probably risked the one important thing, or the most important 
thing that could be there, which was her being in that seat.  So, she risked 
her not coming back from having totally embarrassed in front of the rest of 
the class for the sake of purchasing the book. 
 
As Mr. Robert relived the incident, he went on to talk about the important of 

respecting students, supporting them while also genuinely caring for their academic 

success.  He pointed out that instructors teaching this particular course, or any course for 

that matter, should solely be focused on how to assist students as a whole.  He then 

affirmed this concept by stating: 

I can't tell you how many times this student had not been successful, and 
then latching onto the right relationship can turn things around.  So, 
making those connections with students. 

 The next section explores the subtheme of caring.   

Subtheme: Caring 
 
 Although validation was essential and reassured students that they were capable 

of being successful, a recurring theme of caring as seen in the actions of the faculty and 
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other personnel on campus emerged in the data.  This section will look in-depth at the 

activities and situations in which student experienced caring from either faculty or staff.   

 From the instructor vantage point, Mr. Mitchel described the importance of choice 

and ownership of the students’ academic and career path.  He indicated: 

I see so many students that don't believe they can do it.  Just being there 
and telling them their options is essential.  If it's [college] not right for 
them then I don't believe we [faculty/staff] should make that decision for 
them.  At least give them the option to choose...that's big on my part. 

 
Mr. Mitchel went on to describe an activity that allowed for students to tell their 

personal stories.  The activity did not go as planned.  He explained: 

Well some of the activities as a new instructor you kind of learn what 
works and what doesn't.  One activity is sharing personal stories.  I 
remember one of the first semesters, I had a girl spill out her guts to the 
class and some traumatic stuff happened.  Her father passed away so that 
was a big driver of why she was in school but she cried the whole time and 
she ran out crying...I didn't expect nor was I prepared.  But we spent the 
remainder of the class unpacking our motivation for why they decided to 
come to college.  At the end of that class, that girl thanked me and the 
class for allowing her to be vulnerable.   

 
 Ms. Karen described another example of caring in her classroom: 

I think when you can relate it on a personal level-- which is why we do the 
interviews, I introduce myself as well.  Because you're bringing 
everything to a personal level.  I hope they think, “Okay.  This person 
actually cares about me.” You know.  When I see them on campus, I 
always smile? I always say hi.  When I leave the classroom and I see 
them-- you know, class is over, they've scattered.  As I pass them I say, 
“Have a great week.  I'll see you next week.”  
 
James discussed the role of faculty from his perspective.  As he pointed 

out that all students are at many different levels, faculty have to be patient to 

reach all students at all levels.  He believed to accomplish this, it takes a great 

deal of genuine care for the students you serve.  He described this as such; 
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I'd say that professors that teach have to have a lot of patience because 
most of the students there aren't on the same intellectual level.  Most of us 
are in remedial classes and we are obligated to take this course.  Some of 
us are not focused because being developmental can get you down.  
You’re sad because it feels like a setback.  These professors help us 
understand it’s not a setback but an opportunity.  They are demonstrating 
what to do to be successful. 

 
Angie also discussed her professor and how they illustrate caring in the 

classroom.  She acknowledged that a professor or instructor not only has to teach, 

but allow for themselves to be vulnerable: She stated: 

He's (instructor/professor) telling us about his own past, what he went 
through as a student.  He tells us sometimes he wishes someone would say 
this to him when he was our age.  It's just like sort of guidance, I think, is 
really important to tell us about, “This is important, you guys need to learn 
this.” I value those personal opinions.  I think that goes really far and 
shows that he cares. 
 
Angie also expressed her opinion on faculty engagement: 

 
I think they do that (engagement) very well already.  They really care 
about the students being successful.  They really help you.  If you're 
struggling or if you're failing, they always suggest going to tutoring or 
even talking to the faculty member outside of class.  They're pretty good 
about that.  If we have anything else to say, they're there to listen.   

 
April described her instructor/professor in a similar way.  She said: 

 
I think it's just all of the pointers that she gives and the advice that she 
gives, that's really helpful.  Because she will give advice sometimes it's 
about dealing with stress, sometimes it's about dealing with your spouse, 
your boyfriend, husband, wife, whatever.  When she talks about that and 
you can relate and you know she truly cares.   
 
April further described the act of caring in the classroom as beyond what most 

instructors/instructors are required to do.  She said: 

 
They (instructors/professors) keep you on top of things.  I mean I know a 
lot of this is based on being responsible and taking it into your own hands.  
They're not going to tell you what to do.  They're going to get paid 
whether you're here or not, so just them being here, it tells you how 
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serious this is.  It's like, well this is your future.  I mean you're paying for 
it.  But they do encourage you.  A lot of teachers aren't mean or anything, 
they do try to keep it fun and they use a lot of humor to keep you focused.   

 
 As the researcher observed the faculty-student interaction, there was a genuine 

underlying sense of deep caring for the students’ academic success.  Most times, 

instructors told stories of themselves as college students to become relatable.  This type 

of engagement can soften the students’ perception of the instructor, which allowed for the 

students to become more open and able to receive the content that was being reviewed.  

Once student mention to me after class ended, “we are all scared and it’s nice to know 

that the instructor wants to guide us through that fear”.   

 This next section will go over the theme of connections and the subthemes sense 

of belonging and transferable learning skills.   

Theme 3: Personal and Academic Connections 

 The last theme is connections.  This section gives an overview of the students and 

the relationships that connect them to the institution and their academic journey.  Also, 

the connections theme reviews how students are able to use the subject matter in the SSC 

and apply it throughout other courses.  Therefore, the learning transferrable skills 

obtained in SSC were implemented in the students’ academic experiences for the rest of 

the semester.  This section reviews the subthemes sense of belonging and transferrable 

learning skills from the students and faculty perspectives.   

Subtheme: Sense of Belonging 

  Within the theme of connections was a strong subtheme of sense of belonging.  

Some student and faculty describe this in many different variations.  John described sense 

of belonging from the type of relationship he had with his professors.  He stated: 
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Cause it makes me feel like I'm not the only one going through it.  Cause 
when I first applied for college and I was talking to my friend, cause he 
did it too.  He waited a couple of years and I was like, “I'm going to be the 
oldest one there and a bunch of [white kids?” And it's not.  It's really 
diverse.  We start talking to each other, you hear other people's stories and 
it makes you feel like, “Hey, I'm not the only one going through this.  
There's other people.” It motivates me to keep coming here cause I know 
I'm not the only one.  And I get to meet new people from different places, 
different age groups. 

 
He went on to describe the relationship he had with his instructor/professor: 

 
For me, I don’t like a lot of lectures.  A lot of sitting, like, “This is this, 
this is this and this is this.” Which is, I know for that subject, that's all they 
can do.  I like to talk to my professors.  I like to get that one on one.  I 
make it a point to attend office hours to have one-on-one time.  When I 
have relationships with my instructors, I feel like I matter.   

 
Crystal also had a relationship with her advisor.  She stated:  

 
I just found an advisor I just fell in love with.  She's like super awesome.  
It’s nice to have a consistent person to see you throughout my time here.  
It makes me feel like I can do this. 

 
James spoke about the classroom environment during the first few weeks.  There 

were many group and individual activities that caused students to do a lot of reflecting.  

James described this setting: 

 
The first maybe two or three weeks, we did a lot of group activities, 
getting to know each other and speak and not being too shy about it, 
because it is a class where you have to talk a lot and not be shy, speak out 
and speak your mind to it.  I’m not really a lecture-type person.  I like it 
when the professors write out and write on the board rather than speak, 
speak, speak, speak and ask questions about it.  Something I enjoy about it 
would be the way he sets it up maybe, the activities I mentioned.  We do a 
lot of group activities and then small, individual.  It's not as complicated 
because since we're in a small group, it's not just you speaking to the class, 
it's the whole group, and that makes it a lot easier. 

 
Crystal discussed her dislike for lecture as well, and made a point that lectures do 

not allow for her to feel a sense of belonging.  She stated: 
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Most of its [classes] kind of like lecture, do some examples and you're 
gone in an hour and 30 minutes.  That type of style does not make me feel 
that I belong here.  But when we have activities or assignments that are 
not papers or test.  I enjoy and feel more connected.  One of our extra 
credit assignments was to go out on our own time, join a club, do 
something, and then write a paper about you joining this club and how 
things happened, and all this stuff.  I have the extra credit points, I've gone 
and I've joined a club.  I've tried to be a little bit more social, I've tried do 
things.  I mean, there's some things that are optional that make you feel 
more belonged.   

 
James went on to state how this environment makes him not feel so lost. 

He stated: 

In high school you don't really do much studying or any studying at all, 
and then you don't really come prepared.  Since this class started, halfway 
through the semester, I think, I wasn't really expecting it to be as intense 
as it is.  Yeah, it's really helped a lot, and I don't feel as lost anymore 
because of it. 

 
April discussed in detail the instructor’s personality traits and the importance of 

positivity: 

Some teachers aren't as enthusiastic and really positive.  So, it just 
depends on the person.  The teacher might not do some things in the very 
beginning to make it so welcoming. 

 
She went on to state: 

 
The personality gives a little insight of how the classroom environment 
will be.  They're not going to bite your head off if you ask the wrong 
question.  Or, they're not going to welcome you ...  I'm sure if you just 
look at a staff member, a teacher or professor, you think they're mean, but 
yet they might have a side of them that's really nice that you don't know 
about until you're in a class.  You're talking and making you laugh like she 
did.  I'm pretty sure the advisors here are just as nice as her.  Like, if you 
have an appointment ...  your first appointment and you sit down and talk 
to them, they can be just as nice.  So, it really does give you an insight and 
they're not all strict and stern. 

 
April then discussed the personality of her instructor.  She described them 

as such: 
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I don't know what it is about her.  So far, I haven't had a teacher like her, 
so she did set it pretty high.  I don't know what else you could really top 
what she does, because she has ...  For me, if you can make me laugh, 
you're automatically ...  I already love you, so because she could really 
make me laugh.  Some of the stuff, I can relate to it, so I laugh even 
harder.  I'm just like, “Oh my gosh, that happened to me,” and it makes it 
relatable.  So, I'm not saying being more open about your personal life, but 
if you give a little intel of what you did ...  with her kids or whatever, it 
does make it more fun.  And not make it a lecture, don't go on and on 
about your kids, but just say something funny that they did. 

 
Overall, a sense of belonging in and outside of the classroom was essential for 

students to believe in their capabilities to obtain a degree and reach academic success.  

The researcher observed faculty-student engagement that supported validation.  The next 

section reviews the subtheme transferable learning skills.   

Subtheme: Transferable Learning Skills 
 
 During multiple interviews, students mentioned the skills they obtained in the 

SSC and how they are applied or intended to apply them to other college credit courses.  

Hazel pointed out the importance of trying to take the skills she learned in SSC and apply 

them to her other classes.  She stated: “I've been trying to focus on the things that I've 

been learning in that class and trying to put it together into my other college classes”.   

John also discussed transferring the skills he obtained.  He opened up about trying 

to not be shy when speaking in class.  He disclosed: 

I have become more engaged in the class.  For me, that helps me to learn 
more and if I bring that aspect to another class, like math or history, I can 
start learning more.  I can stop being shy and go up to the board and be 
like, “All right, I know how to do this.” 

 
For some other students, it was important to relate the course content to real life 

experiences, such as paying rent and building fiscal responsibility.  Angie pointed this 

out: 
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He has us do this one where we had to think about income and how to 
balance what we're spending on or what's most important.  He has us put 
into groups.  It kind of gives us a heads-up or a wakeup call, how it is 
living on your own or working towards that goal.  If you do want to live 
alone, you have to worry about bills, or mortgage or electricity, water, all 
that main stuff that you need to worry about later on.  For some people, it 
was a wakeup call.   

 
Even though Angie lives with her parents, she felt strongly that this information 

would be useful for her in the future: 

I still live with my parents but, this is all sorts of things I need to know.  I 
think that's really important too, that some people need to realize at some 
point.  It might as well be now. 

 
Table 4 describes the topics in the SSC curriculum.  Students consistently stated 

they were able to take these topics and implement the skill sets learned in this curriculum 

in other college courses they were registered for that same semester.   

Additional Findings 

 While analyzing the data, there was an overwhelming emergent response 

regarding college resources.  Learning about campus resources was a significant finding 

in this study.  The participants identified campus resources as an essential component of 

student success.  This next section reviews the data regarding campus resources. 

College Resources 
 

 The SSC introduces all campus and student services resources to students.  There 

were certain activities designed to have students purposefully engage with each resource 

on campus.  The knowledge of campus resources became essential for student success.  

This section reviews the topic of learning labs and the variety of resources these labs 

provide students.  This theme and additional resources are discussed from the student and 

faculty perspectives.   



 

 89 

Learning labs.  During the classroom observation, there was discussion around 

an activity called “scavenger hunt.”  This activity was designed for each student to find 

and learn about campus resources.  Students were to visit each resource listed on their 

scavenger activity sheet, talk to a representative, and receive a stamp and/or signature as 

proof of finding that resource.  Students were given a week to complete the activity.  As 

the instructor explained the activity, some students began to chatter and ask the instructor 

if it was okay to do the activity in groups.  The instructor encouraged group participation.  

Mr. Robert commented on this activity and the importance of knowing the resources.  He 

stated: 

Because all of our students are commuter students, they’re not living on 
campus.  They would never walk around campus on their own, but the 
scavenger hunt forces them to do that, which of course then opens the door 
to the amount of resources that we have here on campus.  So, I think it’s a 
beneficial assignment to them. 

 
When asking the students which activity was the most helpful, several students 

listed the scavenger hunt as the most helpful.  Nicole specified:  

The scavenger hunt where we had to go around the school to find offices, 
like the nurse’s office, the counseling office and all that.  It was really 
helpful.  I would have never known that we had a nurse on campus if it 
wasn’t for this activity.   

April commented on the scavenger hunt and stated:  

If you need help, the help is here.  But if you don’t know the help is here, 
it’s hard to know just what to do.  That activity (scavenger hunt) I learned 
about the writing center, math lab, computer lab and how much more the 
library can help besides checking out books.   

Nicole also indicated:  

The math labs and the writing center is a godsend! I then learned about 
study sessions through instructional support.  I also got involved in a club 
related to my major. 
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And Angie confirmed:  

The learning labs and math labs are needed to be successful student.  
Especially if you are a developmental student 

Crystal emphasized:  

We have all different kinds of resources for all students.  They are here but 
we have to know how to take advantage of them to our benefit. 

 
 The scavenger hunt and other similar activities were built inside the course 

syllabus and curriculum.  Because this activity placed emphasis on knowing the resources 

on campus, many of the student participants felt knowing about these resources was a 

comfort.  They had comfort in knowing that there is additional support outside the 

classroom.  This was particularly important for students that were labeled developmental 

from taking the TSI assessment test.  The math labs and learning labs became a place 

where group activities and study sessions form informally.   

 As the researcher observed the classroom engagement about resources, students 

were in awe and surprised to find resources such as the learning labs, which provide free 

tutoring.  As a spectator in the classroom, it felt as if students did not expect such a 

wealth of resources geared for them to be successful.  There was a sense of relief from 

most students that these resources were available if needed, and that they were free.   

Additional College Resources 

Although learning labs were the most prevalent in the discussion amongst the 

student participants, additional resources were mentioned as essential as well.  Advising 

and career services were discussed as resources to guide students in their academic 

journeys and into the workforce.  Other resources that were crucial to the academic 
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journey were those in student involvement (student life).  This student stated the 

importance of these additional resources.  Hazel stated: 

I joined a community service club after learning more about the Student 
Life office.  My academic advisor suggested I find some common interest 
club related to my career.  Since I want to become a teacher one day, I 
thought it would be a good idea to volunteer at the local school helping 
kids with their homework.  Now I feel I’m on the right career path because 
I really enjoy tutoring the kid’s afterschool.   
 
It appeared that additional resources were needed for the student to get a positive 

academic journey experience.  As the researcher observed learning about resources on 

campus, students began to make the connection with getting involved and finding or 

deciding on a major and/or a career path. 

Summary 

This chapter provided insight into community college faculty and student lived 

experiences with faculty-student engagement inside the SSC.  It also explored how 

faculty and students made sense of these engagements, and how these experiences 

influenced students’ sense of belonging.  The first section presented profiles of each 

student and faculty involved in the research study.  The second section presented the 

findings from the research questions and themes and subthemes discovered during data 

analysis.   

The findings of the study were categorized into three themes.  They included: (1) 

Prominent and prevalent faculty-student engagement and how students made sense of 

these interactions; (2) Faculty-student engagement that included support with underlying 

subthemes of validation and caring; and (3) Faculty-student engagement that intentionally 

connected students to the college environment and/or created students’ “college going” 

identity.  This connection increased students’ sense of belonging to the institution.  It also 
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allowed for transferable learning skills into other college credit courses.  There were 

subthemes in each of the following areas: Listening and Lecture, Validation, Caring, 

Sense of Belonging, and Transferable Learning Skills.   

There section about additional section discussed faculty-student engagement that 

emphasized college resources with a particular focus on learning labs, math labs, and 

writing labs.   

Chapter Five presents a summary of the overall study, discussion of findings, the 

limitations, recommendations for practice, future research, and summary of the chapter. 
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CHAPTER FIVE 

CONCLUSIONS AND RECOMMENDATIONS 

This chapter presents a summary of the research findings, the limitations and 

delimitations of the study, and the significance of this study.  Recommendations for 

practice and future research are presented, and a summary of the chapter follows. 

Overview of the Findings 
 

SSC are designed to give FTIC students an extended introduction to the resources 

a college provides for its students.  The course also is designed to give students the skills 

to be successful in other college credit classes, and generally in their academic careers.  

This course should be taken within the first semester of a student’s academic career.  

There is a body of literature that generally indicates participation in a student success 

course may yield a range of positive academic outcomes (Schnell & Doetkott, 2003); 

(Boudreau & Kromney, 1994).  Although there is research on nonacademic factors about 

engagement, such as student relationships and sense of belonging (Blackhurst et al., 

2003), little is known about the how students perceive their relationships and sense of 

belonging within the SSC on community college campuses.   

This study aimed to provide a better understanding of the types of engagements 

that created or enhanced a student’s sense of belonging.  To understand the student 

experiences within the SSC and the implications of engagement on a student’s sense of 

belonging, the researcher examined faculty-student engagement within SSC.  This 

qualitative study was organized to answer the following questions: 
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1. What types of faculty-student engagements occur within the SSC, and how do the 

students and faculty make sense of faculty-student engagement within the SSC at 

a Melba Rose College? 

2. How do these experiences influence how students view and feel about their sense 

of belonging? 

This study used phenomenology due to the nature of the in-depth interviews 

required.  This method permitted for, “understanding the living experience of other 

people and the meaning they make” (Seidman, 2006, p.  8).  The theoretical framework 

was the theory of validation (Rendon, 1994) and allowed for studying community college 

faculty-student engagement and the effects on a students’ sense of belonging.   

The data collection methods for this study consisted of an online, pre-interview  

demographic survey and two, semi-structured interviews.  During the first interview, 

faculty members and students recalled their experiences with engagement during the first 

few weeks of the SSC.  During the second interview, the faculty elaborated and reflected 

on their experiences with engagement during the SSC.  The researcher utilized Qualtrics 

data analysis software to analyze the pre-interview demographic survey, and used open 

and axial coding to categorize and organize the two interview transcriptions (Creswell, 

2012).  The researcher also observed the SSC courses of the faculty that participated in 

the study, and reviewed the course curriculum through the course syllabus.  The emergent 

themes from this study were: Engagement, Support, and Personal and Academic 

Connections.   
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Discussion of the Findings 

The research questions were grounded in Rendon’s (1994) Validation Theory.  

This framework has two distinctive components: (1) differences in low-income and 

affluent “tradition” students’ experiences in college, and (2) low-income students began 

to believe in themselves not due to the college environment, but attributed to the 

interaction with college faculty and staff.  Validation is described as an enabling, 

confirming, and supportive process initiated by faculty, staff, and student peers that 

fosters academic and personal developmental.  This theory has six elements: enabling, 

capable of learning, development of intellect and emotion, promote academic excellence, 

validation needed early on in the college experience and continual process (Rendon, 

1994).   

 The validation theory frames the effects of faculty-student engagement on a 

student’s sense of belonging within this study.  Rendon’s (1994) theory was used to 

facilitate and understand community college student success and the role of engagement 

within SSC.  The following is brief overview of the findings related to each of the 

research questions.  After presenting each finding, the researcher relates and synthesizes 

these themes and subthemes back to the framework.  

Research Question One 

The first research question asked, “What types of faculty-student engagements 

occur within the SSC, and how do the students and faculty make sense of faculty-student 

engagement within the SSC at a Melba Rose College?” The first part of the question 

sought to explain the different types of faculty-student engagement activities that occur 

inside a SSC.  The second part of the question sought to describe how students made 



 

 96 

sense of these engagements, and more specifically, the effects of certain types of 

engagements.   

Finding One (Part One): Engagement. Due to the interaction that occurred with 

faculty and students concerning grades, assignments, and lectures, engagement was the 

natural underlying theme for the first part of research question one.  The majority of 

engagements within the SSC were during lectures or in a form of instruction.  There was 

also discussion of grades, assignments, group activities, and guest lectures that occurred 

between faculty and students.   

Lecture and listening became a highlighted subtheme.  Several of the students felt 

that a class that solely used a lecture format was not a positive interaction.  However, 

when faculty sought to lecture but made attempts to provide variety to the lectures, such 

as guest lecturing, students were satisfied with this remedy. 

 The types of engagement represented all six elements of the validation theory 

(Rendon, 1994).  Enabling, promotion of academic excellence, and capable of learning 

were elements inside the process of delivering lectures as well as the process of listening.  

Often, the researcher observed the underlying tone during lecture was to develop 

students’ intellect and emotion while using validation terms, as well as demonstrating 

acts of caring.  When students verbalized questions, comments, or concerns about the 

course content, faculty members listened intently, therefore enabling students to succeed 

inside the classroom as well as in other classes.  This was also highlighted in Finding 

Three: Personal and Academic Connections; discussion follows below.  

 Finding Two (Part Two): Support. Due to the nature of the activities focusing 

on students exploring career options, learning resources, and sharing personal stories, 
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support was the underlying theme for research question one, part two.  The students 

began to believe that they could be successful in a college environment.  More so, these 

students began to believe that they could reach and surpass their academic goals.  John, a 

student participant, mentioned becoming a history teacher and possibly getting a master’s 

degree to ultimately teach at the community college level.  The researcher concluded that 

the engagements allowed for John to come to the decision that not only could he reach his 

goal of obtaining an associate’s degree, but to go further than a bachelor’s degree and 

focus on a master’s degree.   

 This type of engagement produced feelings of support.  This element of support 

within the faculty-student engagement focused on the academic and interpersonal forms 

of validation.  The support students received by faculty instilled trust and confidence, and 

furthered the capacity for student to believe they can learn and ultimately belong in 

college.  The support also enhanced the interpersonal developmental and social 

adjustment to the college environment.  

The next finding explains the faculty-student engagement and the connections 

students made inside and outside the classroom.   

Research Question Two 

The second research question one asked, “How do these experiences influence 

how students view and feel about their sense of belonging?” This question aimed to 

explain the effects of faculty-student engagement on a student’s sense of belonging.  The 

findings from this question acknowledged and mirrored that concepts of validation theory 

(Rendon, 1994).   
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 Finding Three: Personal and Academic Connections.  When the researcher 

interviewed the students toward the end of the eight-week SSC, the underlying theme of 

connections became apparent.  Students began to have “light bulb” moments where they 

could see actually see the benefits of learning how to take notes correctly or utilizing tips 

on creating and presenting a PowerPoint presentation.  Other students began to talk about 

utilizing the skills they learned in SSC in other classes, but more importantly, the students 

learned the value of creating relationship with instructors, their peers, and staff on 

campus.   

 Some student participants discussed now having the confidence to be successful, 

but more importantly, connecting with themselves on their true goals.  This reflection 

allowed for students to develop motivation to accomplish their goals, increase self-

efficacy, and find a true, deep understanding of where they are in their academic journey.  

Distinguishing these connections created a clear vision and path for students, which 

increased their motivation to keep pushing for their goals.  Now with the knowledge of 

the campus resources, students were able to come full circle on how to “do” college 

effectively.   

 Again, all six elements of the validation theory (Rendon, 1994) were present in 

this finding.  As a result of the faculty-student engagement, student felt more connected 

to the college environment.  This confirmed that the SSC was a supportive experience 

that fostered academic and personal development.  In addition to the SSC’s enabling 

environment that promoted academic excellence, it also promoted capability of student 

learning.  These students were able to take the skill set gained in SSC and apply them to 
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other classes they were taking.  The personal connections allowed for student sense of 

belonging to develop positively.  

 The next section will discuss additional findings the researcher felt was important 

to highlight.  

Additional Findings 

The findings from research question one, which acknowledged certain types of 

engagement that give awareness of resources and that validate a student’s existence in the 

college environment, proved to be essential in students feeling supported and “college 

ready” for their academic journey.   

Findings: College Resources. There was a consistent engagement activity that all 

SSC faculty enacted in their classroom in conjunction with the class syllabus.  The 

scavenger hunt focused on students going around campus and finding various campus 

offices, departments, and resources.  Once a student found a particular office, the student 

was required to talk to a representative to learn more about that office or resource.   

 Student participants in the research study unanimously agreed that this activity 

was very useful and helpful; many stated that if it was not for this particular activity, they 

would have not known about most of the college resources.  In addition to discovering 

college resources through this activity, the learning labs were the resource that most 

student agreed was the most valuable.   

 The engagement that was deemed most helpful occurred outside of the traditional 

lectures.  Students appreciated the variety of engagement in the classroom and saw value 

in the activities that encouraged engagement outside of the classroom.   
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Delimitations and Limitations 
 

This study had several delimitations and limitations.  First, due to the institution 

type and location that was intentional on the researcher’s behalf, one of the delimitations 

of this phenomenological approach is the findings cannot be generalized (Creswell, 

2007).  Also, the institutional type and location prevents the findings from generalization 

to other types of institutions, such as four-year universities. However, it may prompt 

research questions and recommendations for future studies that go beyond a single 

college in a multi-campus community college system. The researcher will discuss 

recommendation for future research in the next section. 

Second, the geographical scope of this study is a delimitation. Due to community 

colleges in other locations replicating this study may produce dissimilar findings. This 

study represented data about specific groups of students and faculty and focused on the 

students’ unique experience in the local context. 

Third, the study included a sample group of FTIC students obtained by visiting 

specific student success classes at a Melba Rose College.  This sample group may not 

represent the majority of FTIC student experiences.  

Finally, the structure and academic calendar of the community college chosen for 

this study defined the size and type of the college students who attended SSC’s during the 

first semester of the calendar in Spring 2018 at Melba Rose College. Results could have 

been different in another semester of term.  

In terms of limitations, the geographic location of the study reduced the 

availability of African American and Asian American students as well as Hispanic 

faculty. Also, the researcher conducted the study only in a community college setting. 
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This next section will review the recommendation for practitioners.  

Recommendations for Practitioners 

The purpose of this study was to understand faculty-student engagement within 

SSC and how that engagement affects students’ sense of belonging. These findings 

acknowledged faculty-student engagement inside the SSC as a positive influence on 

students’ sense of belonging. However, there are elements in the study where students 

and faculty consistently made suggestions about linking campus resources with other 

classes outside of SCC and providing professional development for faculty. There are 

four recommendations in total. 

 The first recommendation to practitioners is to link academic resources to 

gateway classes such as English, history, government, speech, etc. The researcher based 

this recommendation on the additional findings of college resources. Gateway classes 

such as English, history and government required students to utilize all student services, 

this would intentionally create student traffic to these resources thereby allowing more 

opportunities for students learn more about campus resources to ensure student success. 

In the researcher additional findings, faculty and students both overwhelmingly saw the 

benefits of having academic resources built inside of the course curriculum. For example, 

requiring students to visit the writing center/lab to get assistance with a writing 

assignment will ultimately introduce that student to the resource that could potentially be 

used for future writing assignments. In addition to linking the academic resources to other 

classes, non-academic resources such as on-campus involvement with clubs, 

organizations, leadership programs, etc. should be intentionally connected to gateway 

classes because students are less likely to seek them out on their own. 
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The second recommendation is to increase and enhance faculty professional 

development.  Mr. Michael’s story about faculty who did not have the perspective of 

serving the whole student illustrates that additional professional development on creating 

a culture of care (Leininger, 1988) should be instituted. This recommendation is 

consistent with the researcher review of the literature as a whole that professional 

development is essential to faculty success. Professional development should include 

topics ranging from inclusive curriculum, student-centered engagement, cultural 

sensitivity, collaborative and active learning environments. Rendon (1994), list the 

following best practices in providing continuous validation to students: (1) relationship 

building in and out of the classroom; (2) make no assumptions concerning students; (3) 

when possible affirm a student is capable of learning; (4) call students by their name; (5) 

be the bridge to connect students with other likeminded peers; (6) and encourage students 

to support each other (Rendon, 1994).  

The third recommendation is for professional development to be offered in a 

variety of formats to ensure accessibility to all faculty members. These formats include, 

online, face-to-face, conference, workshops and seminars. Content experts in these areas 

should be sought out for consultation and design of these trainings. Trainings should be 

ongoing and required as part of the faculty responsibilities.  

The fourth recommendation is for the university environments to mimic and 

mirror how community colleges provide services to FTIC students. In the community 

college setting, there are areas on campus for students to use that they can take ownership 

of. For example, community college students that are taking developmental courses 

should have learning lab spaces solely for developmental students that are designed for 
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the purpose on enhancing the skill set in reading, writing and math. Similar designed 

spaces at the university level would allow for the transitioning community college 

experience to be improve. 

These four recommendations are a combination of the researchers review of the 

literature as a whole and the findings in this study. This next section will give an 

overview of the recommendation for future research.  

Recommendations for Future Research 

There is an opportunity for additional research in community college settings 

where SSC are required for all FTIC students.  This study focused on one community 

college campus within a multi-campus community college district.  This study also 

represents a snapshot of a time in the spring semester, when traditionally FTIC students 

begin their academic journeys in the fall.  Due to these limitations, the researcher 

suggests five ways in which future research could expand this study.    

First, future research related to faculty-student engagement inside SSC at 

community college could replicate this study with a community college that requires all 

FTIC students to take the SSC.  Such a study could explore FTIC lived experiences with 

faculty-student engagement and the knowledge of college resources.  Between the current 

study, and this potential study, the results could broadly address if all FTIC students 

would have the same experiences compared to the FTIC students who are TSI liable.   

Second, future research on the faculty-student engagement inside the SSC could 

replicate this study but focus more on sense of belonging.  This potential study would 

expand this research by revealing other themes surrounding what causes a student’s sense 

of belonging aside from faculty-student engagement.   
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Third, the researcher also recommends that this research be expanded to further 

explore all types of engagement in all core classes, such as English, history, government, 

and speech.  These core classes are considered gateway classes, and therefore ultimately 

touch all students at one point or another.  

Fourth, the researcher recommends to replicate this study to include only full-time 

faculty whose entire course load is SSC’s. This could potentially bring into the fold other 

findings from the faculty perspectives that might not have been capture in the current 

study due to all the faculty participants serving as adjunct faculty members.  

In terms of this study, utilizing the Validation theory (Rendon, 1994), as a 

framework would enhance the body of research when it comes to the importance of 

validating students in and outside of the classroom and how student engagement relates 

to a students’ sense of belonging. Additional research is needed to further explain the 

experiences and frame the storytelling of FTIC students in community colleges. The 

Validation theory (Rendon, 1994), provides the seamless framework in which to 

understand the needs of FTIC students as well as how to better support them in 

transitioning into college and throughout the first year. Overall, the researcher feels this 

study has added to the knowledge base that practitioners and other researchers will find 

useful.  

Summary 
 

This qualitative study examined faculty-student engagement in SSC and how 

students made sense of these engagements.  This chapter included an overview of the 

study, presented the research findings, and gave recommendations for practitioners and 

future research.  Each section is described in greater detail below.   
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To begin, the researcher provided the research questions for the study and the 

qualitative methodology used to conduct the study.  The researcher discussed the 

Validation Theory (Rendon, 1994) as a framework to provide a lens to understand the 

faculty-student engagement inside SSC at a Melba Rose College.  The researcher 

conducted a pre-interview survey, two semi-structured interviews, classroom 

observations, and syllabus analysis.  Open and axial coding were used to identify three 

emergent themes: Engagement, Support, and Personal and Academic Connections.  There 

was also an additional finding of one theme: College Resources.   

Then, the researcher presented the findings of the study.  This study identified the 

prevalent types of faculty-student engagement inside the SSC.  Further, this study 

indicated how students make sense of these types of engagement and how these types of 

engagement impacted students’ sense of belonging.   

Next, the research reviewed the limitations and delimitation of the study.  The 

limitations were issues of generalization.  Also, the researcher presented 

recommendations for practitioners to increase the number of weeks in the 8-week SSC 

and recommended that all FTIC students be mandated to take the course within the first 

semester of college.  The researcher suggests future research to explore all faculty-

student engagement in the SSC with all FTIC students regardless of developmental 

status, and to replicate the study with a focus on sense of belonging beyond the SSC and 

into core classes such as English, government, history, and speech.   

For FTIC students, taking the SSC is just one of the many strategies to improve 

their retention and persistence.  This study highlighted specific faculty-student 

engagement activities and what students gained from those interactions.  Also, this study 



 

 106 

spoke to the notions of the types of engagement that were more likely to increase 

students’ sense of belonging.  This study advanced the knowledge of community college 

SSC and the faculty-student engagement that occurs, and also how students make sense 

of this engagement.  The researcher acknowledged and established a connection between 

the types of engagements that created support, as well as personal and academic 

connections for the students.  Finally, the additional finding of students knowing about 

college resources was essential.   

These findings confirmed all the elements of the Validation Theory (Rendon, 

1994). Strayhorn (2012) pointed out the relevance of students’ sense of belonging, which 

is extensively discussed in this study as the subtheme of Support.   

In essence, this study further validated the work of Rendon (1994) and Strayhorn (2012).  

These findings also provided an additional lens for practitioners to view the needs of 

FTIC students who are TSI-liable but also the basic needs of all FTIC students entering 

community college.   
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Appendix A 
 
Thank for agreeing to participate in research study.   
 
Your institution is interested in receiving feedback on your experience on your Student 
Success Course.  You are part of a sample of the student population that are required to 
take the student success course as first time in college students.   
 
Please complete this survey prior to your scheduled interview.  This survey will take 3-5 
minutes to complete.   
 

1. First and Last name _________________________________________________ 
2. During my first academic term at this college, I enrolled in a Student Success 

Course (STSC 0111). 

• Yes 
• No 
• I am not sure 

 
3. What part of the student success course (STSC 0111) is the most valuable to you 

and your college career? 
4. Please indicate whether your goal(s) for attending this college include the 

following:  aspirations. 

      Yes No 

To complete a certificate     
To obtain an Associate 
degree     

To transfer to a four-
year college or 
university     

5. I took a placement test.   

(Placement test such as COMPASS, ASSET, ACUPLACER, SAT, ACT, etc. 
• Yes 
• No 
• I'm not sure 

6. My placement text scores indicate that I needed to take a developmental course(s). 

Check all that apply. 
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• Didn't take a placement test 
• Developmental Reading 
• Developmental Writing 
• Developmental Math 
• Didn't place into any Developmental courses 

7. What is your ethnic/racial make-up? 

• American Indian or Native American 
• Asian, Asian American, or Pacific Islander 
• Native Hawaiian 
• Black or African-American, Non-Hispanic 
• White, Non-Hispanic 
• Hispanic, Latino, Spanish 
• Other 

8. Your sex 

Mark only one oval 
• Female 
• Male 
• Other 

9. Mark your age group 

Mark only one oval 
• Under 18 
• 18 to 24 
• 25 to 29 
• 30 to 39 
• 40 to 49 
• 50 to 64 
• 65+ 

10. What is your marital status? 

Check all that apply. 
• Married 
• Separated 
• Divorce 
• Widowed 
• Not married 
• Other 

11. Do you have dependents who live with you and rely on you for their care? (Ex: children, 
parents, grandparents, etc.) 

• Yes 
• No 

12. Is English your native (first) language? 



 

 109 

• Yes 
• No 

13. Are you an international student or nonresident alien? 

• Yes 
• No 

14. Are you employed? If so, how many hours do you work during the week? 

• 0-19 hours 
• 20-39 hours 
• More than 40 hours 
• Not employed 

15. Do you receive financial aid (FASFA), scholarships and or student loans? 

• Yes 
• No 
• Not sure 

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 



 

 110 

APPENDIX B 
 

Community College Student Success Courses:  
An Examination of Faculty-Student Engagement and Students’ Experience with 

Sense of Belonging 
 

Interview Guide for Students 
 

1. Please introduce yourself by giving your name, your program of study, and how 

long you have been a student at Melba Rose College. 

2. How do you define success as a student? 

3. In what specific ways does the Melba Rose College support your success as a 

student? 

4. What are your impressions of Student Success Course? 

a.  What were the most helpful aspects of Student Success Course? 

b.  What were the least helpful aspects of Student Success Course? 

c.  How can Melba Rose College improve Student Success Course? 

5. Describe what role faculty play in the student success course. 

a. What does the faculty-student engagement look like in the student success 

course? 

b. What were the most helpful aspects of faculty-student engagement? 

c. What were the least helpful aspects of faculty-student engagement? 

d. How (if any) does the engagement between faculty-student shape your 

sense of belonging? 

e. How (if any) can faculty improve their engagement with students in the 

student success course? 
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6. Is there anything else you would like to share about how Melba Rose College 

supports your success as a student? 

Interview Guide for Faculty 
 

1. Please introduce yourself by giving your name, educational background, and how 

long you have been a faculty member at Melba Rose College. 

2. How do you define success as a student? 

3. In what specific ways does the Melba Rose College support your success as a 

faculty member? 

4. What are your impressions of Student Success Course? 

a.  What were the most helpful aspects of Student Success Course? 

b.  What were the least helpful aspects of Student Success Course? 

c.  How can Melba Rose College improve Student Success Course? 

5. Describe what role faculty play in the student success course. 

a. What does the faculty-student engagement look like in the student success 

course? 

b. What were the most helpful aspects of faculty-student engagement? 

c. What were the least helpful aspects of faculty-student engagement? 

d. How (if any) does the engagement between faculty-student shape the 

sense of belonging for the student? 

e. How (if any) can faculty improve their engagement with students in the 

student success course? 

6. Is there anything else you would like to share about how Melba Rose College 

supports your success as a faculty member  
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