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EDITOR’S NOTES

T his issue is devoted to policies about remedial/developmental education. At
the time this issue goes Lo press, national discussions are occurring about the
effectiveness of higher education, spurred in part because of the upcoming,
1998 reauthorization of the Higher Education Act. The place of remedial/devel-
opmental education within higher education 1s undergoing scrutiny. Much
attention is being paid to who nceds remedial/developmental education and
why: how much it costs, and whether it is effective. Legisiators and the public
ask why remedial/developmental cducation is necessary in higher education
and are concerned about the perceived devaluation of a college educatien.

The issue of postsecondary remedial/developmental education is not a sim-
ple ane and defies quick fixes. Taking the long view, more than 40 percent of col-
lege freshmen in 189+ enrolled in pre-collegiale programs to preparc for regular
college programs (Levine, 1978, p. 57). This was at a time when only 238,000
ctudents enrolled in all of higher education. a considerably smailer percentage of
the U.S. population than the more than fourteen mitlion students envolled today
(USDE. 1996b, pp. 3. 175}, A century later, in 1994, 42 percent of high school
araduates aged cighteen o twenty-four enrolled in college (USDE. 1996a. p. 5.
Today. with a greater percentage of the U.S. population continuing beyond sec-
ondary school to higher education. and greater numbers of older students
cnrolling, in higher education, we find that 13 percent of entering freshmen are
enrolled in remedial/developmental education (Knopp, 1995. p. 1. But for all the
public debate, the percentage of students entolled in higher education who need
remediation may not be as great as perceived, especially m comparison to the 40
percent turn-of-the-century figure. Surely we have come a fair distance.

This is not o say that the problem is not impoertant and diificult
address. Legislators, the public, university administrators, and students, too.
are unhappy with the time and expense necessary (o remediate English and
math skills that should have been learned in high school. While we cducate
more people than we used 1o, we are also faced with ciminishing resources for
higher education. How do we contmue o cnstire that individuals have the per-
sonal and professional opportunitics that higher education can provide while
At the same time managing our diminishing resources so that we are indeed
fair about who has access Lo higher education? Should we insist that all reme-
diation take place i the high schools? Should students have to pay the full
cost of postsecondary remedial instruction after the irst attempt, as hus been
proposed by Floridas legislature? Should community colleges provide alb or
the bulk of remedial/developmental education? Should students be forced to
remediate il they are not ready for college-level classes?

This volume is devoted to a discussion ol policies on remedial/develop-
mental education Hartmark and Hines hst four aspects to pohicy analysis it
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2 EFFECTIVE POLICIES FOR REMEDIAL AND DEVELOPMENTAL EDuca1ION

involves institutions, it encompasses values and expectations, it sheds light on
a public problem, and it can 1ake several forms—description, explanation, crit-
icism. evaluation, or some combination (Hartmark and Hines, 198¢€).

Each chapter in this volume addresses a specific policy question and fulfills
the above criteria. Several chapters in this issue function as case studies and dis-
cuss innovative community college policies and programs in dealing with reme-
dial/deveiopmental education. Other chapters discuss state or national policies.

In Chapter One. I describe the current controversy over whether com-
munity colleges should provide all, or almost all, remedial/developmental edu-
cation. The five policy recommendations presented are based on an analysis of
the characteristics of students who eed remediation and call for universities
to assume their share of the responsibility for remediation.

In Chapter Two. Virginia K McMillan, Scott J. Parke, and Carol A. Lan-
ning identify characteristics of effective remedial/developmental programs, tak-
ing into consideration increasing demands for accountability and the pressure
to keep pace with technological developments. The authors explore the influ-
ence of learning theory on remedial/developmental education programs and
draw on the resulis of applied studics to present a set of policies common to
effective remedial/developmental programs.

Both Chapters Three and Four address the policy issue of whether stu-
dents should be forced to remediate. Dorothy M. Berger presents information
from a case study at a large urban community college that instituted a policy
of mandatory assessment and placement of students in remedial/developmen-

al math and English classes after having functioned under an open entry/open

exit system for many years. The college has also returned to a system in which
prerequisites are enforced. Although the process has been complicated by
external legal challenges and the difficulty of getting faculty in a large district
to agree on standards. the college stayed the course and implemented the
changes in fall 1997,

In Chapter Four, Richard Fonte discusses the same issuc of whether siu.
dents should be forced to remediate by presenting another case study from a
large suburban community college that underwent a transformation from a
“laissez-faire”™ open aceess system of remedial/developmental education to a
highly structured one. Based on the work of Beatty-Guenter, Fonte describes
the fourteen campus policies that constitute its “structured OPCFL access” sy's-
tem of responding to the problem of underprepared students. The fourteen
policies use mandatory sorting and transforming strategies when students enter
the college and active, interventionist connecting and supporting strategies
when students enter remedial/developmental elasses so that the problems of
underprepared students are not ignored.

In Chapter Five, Reucl Kurzet discusses the dilemma of whether 1o meet
the educational demands of a growing number of students or to cap enroll-
mentto answer concerns about program quality. The policy issue she deals
with 1s how much remediation community colleges should provide. Her dis-
cusston revolves around English-as-u-seq ond-language students, and although
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EDITOR'S NOTES 3

students who enroll in ESL are not necessarily considered enrolled in reme-
dial/developmental coursework, the issue of quantity versus quality is a cen-
tral policy issue in remedial/developmental education.

In Chapter Six, Deborah K. Richey, Jeanette Mathern, Carol S. O'Shea, and
Shelby J. Pierce present a case study of a successful community college/high
school feedback project that addresses the issue of how to reduce the need for
remediation in writing before students enter college as freshmen. Funded as
part of Ohios Early Warning Progi=m, which was created by the Ohio General
Assembly in 1984 and is administered by the Ohio Board of Regents, this pro-
ject is one of a number of highly successful faculty development and student
development ventures.

In Chapter Seven, Julie Weissmann, Carole Bulakowski, and Marci K.
Jumisko discuss the use of research to evaluate developmental education. The
issue they address is how we know if a college’s remedial/developmental pro-
gram and services are effective in remediating students. With accountability an
increasingly important component of higher education, the authors argue that
evaluation should go beyond simply determining if courses are cffective. Eval-
uation of remedial/developmental programs should also examine the place-
ment of students. timing of remediation, and eventual student enrollment in
college-level courses as measures of effectiveness.

The policy issue of whether financial aid policies restrict aceess to higher
education for at-risk and minority students is addressed by Michacl B. Gold-
stein in Chapter Eight. He explains the varicty of federal laws that seck to pro-
tect the rights of individuals as well as the integrity of lederal funds. And
although these interests may come into conflict, problems are manageable and
student needs can be met. '

The final chapter, by Kristen J. McKinney. s devoted to addittonal sources
of current rescarch, programs, and initiatives that provide mformation about
the policy issucs discussed in this volume.

Mention should be made of the use of the term remedial/developmental
throughout this velume. Although there are real philosophical and method-
ological differences between the terms remedial and developraental, this volume
mirrors the current and common practice of using the hybrid term reme-
dial/developmental. What is lost in this hybrid term is the use of the term reme-
dial 1o refer w programs that focus on providing remedies for specific
deficiencies in reading, writing. and math, and usc of the term developmental
to refer to programs that focus on the whole learner, with the unigue blend of
academic and personal strengths and weaknesses that cach individual brings
to the lcarning process. The less {requently used werm compensatory cducation
is also cncompassed m the use of iemadal/developmental th roughout this issuc.
Debate over the merits of the onginal meamngs of remedtal and developmental
is beyond the scope ¢l this volume.

Jan M. Ignash
Editor
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4 EFFECTIVE POLICIES FOR REMEDIAL AND DEVELOPMENTAL EDUCATION
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Current attempts to limit remediation in some states dre simplistic.
Policics should consider the complexity of remediation in higher
cducation and the differing characteristics of students who need
remedial/developmental work.

Who Should Provide Postsecondary
Remedial/Developmental Education?

Jan M. Ignash

As resources in higher education have grown tghter 1 the 19903, the contro-
versy over who should provide remedial/developmental education in higher
cducation has also grown. Community colleges claim that they deliver a dis-
proportionate amount of remediation and that, as a result, transter and oceu-
pational funcuions are threatened. Four-year institutions assert that because
remediation is not collegiate-level education, they should not be required to
provide it. Everyone blames the high schools, but educators there cite crip-
phing handicaps of overcrowded classrooms. poorly funded schools, and a
breakdown in support struactures for children that militate against their efforts
to prepare students for college. Who. then is responsible for remediation in
higher educauon?

The first part of this chapter discusses the controversy swrrounding, remedial/
developmental education and the attempts in different states 1o end or limit
remediation after high school. Included is discussion of some of the core
1ssues: state policies on remediation, cost, standards, and effectiveness. The
second part of this chapter looks at data describing the characteristics of stu-
dents who need remediation, with an emphasis on the hipolar age distribution
ol students who take remedial courses, as well as the amount and seriousness
of remediation needed. Based on the student charactenstics data. the third see-
ton addresses the central question of which sector of higher education should

The author would hke to thank Andres Malizio of the Natonal Center tor Fdusation Sa-
Bstics for Bis assistance e ranning analy ses from the TO92 Natonal Postsey ondany Student
Ard Sunvey (NPSAS 930 tha provide the data for Fables T band 12
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6 EFFECTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

be responsible for remedial/developmental education and provides policy rec-
ommendations for addressing the problem of remediation in higher education.

The Controversy

Several states and higher education systems have atiempted to ban or limit
remedial/developmental courses and servi es, with varying degrees of success.
in 1994 about half of the incoming freshmen in the twenty-two-campus Cal-
tforma State University (CSU) system needed remedial work in English or
math (Kirst, 1997). The Trustees of the CSU system proposed shifting 90 per-
cent of its remedial education to the community colleges by the year 2007,
charging that the need to provide so many reraedial courses “threatenled] the
value of a CSU diploma” (- allego. 1995, p. 3). In the face of strong opposi-
tion from community colleges and other groups, the trustees of the CSU sys-
tem have put the propesed policy on hold, although discussions of what to do
about remediation are continuing (Charles McIntyre, Rescarch and Planning,
California Community College Chancellors Office, personal communication,
May 21, 1997).

Other efforts to linnt remediaton have addressed the fact that not just
{reshmen take remedial courses. In 1993 a committee of the Trusiees of the
City University of New York considered restneting baccalaurcate program
admissions to only those students who could complete remedial or English as
a sccond language courses during their freshman year. The measure was one
of several that were proposed in reaction to deep budget cuts by both the city
and the state ("Ways and Means,” 1995, p. A21).

Uiniversity officials are not the only ones attempting to take action. Legs-
Lutors, oo, have been increasingly involved in the debate over remediation. as
scen by proposals in California to charge the high schools, through a deduc-
ton in state aid, for part of the cost of university remedial courses (Kirst,
1997). 1 -islators in Flori<la have prohibited publu universities from provid-
myg reme aal courses, although Flordas A & M University, a nstorically black
college, 15 excluded from the legislation and community college faculty are
allewed to go to four-year campuses to teach remedial courses (Burd, 1996,
N AR,

Floridas efforts to legislate remediation, however, do not end with the
public universities. In 1996 the Florida legislature passed a il that would
hout community coliege students to two attempts per cowrse i the skill areas
of reading, writing, and math, with students required to pay the full cost of
mstruction, four times greater than the regular tition rate, after the first
attempt Also mandated were higher cut-off scores in college preparation
hridge” courses Analyses by stall i Mami-Dade Community College on the
cliect of these new cut-oll scores in the skill area of reading show that 72 per-
cent of entering students would place mto college preparatory reading
asses—up trom SO percent of entering students under the old cut-off scores.
Although the governor has yet to sign this legislation, cducators at the college




WHO SHOULD PROVIDE REMEDIAL/DEVELOPMENTAL EDUCATION? 7

are worried about the potential effect upon student enroltment and access to
higher education (Janet Rich, Associate Dean of Institutional Research, Miami-
Dade Community College, personal communication, May 22, 1997).

An attempt by the New Jersey Commission on Higher Education to
reduce the approximately $50 million annual price tag for remediation pro-
poses that all students enrolling in higher education take a mandatory admis-
s1ens est 1o judge cach students level of preparation in reading, writing, math
computation, and elementary algebra. “The state’s proposal is deliberately
vague on whether the assessment could be used as a basis for acceptance to a
school” ("N ). Eves Remedial Testing,” 1996, p. 4).

Calls 1o limit remediation are not new. And neither is the general belief
that pubhc four-year universities and colleges should not be in the business of
remediation. Over the past few years attempts have been made to limit reme-
diatton in Arkansas, Louisiana, Oklahoma, Tennessee, and Virginia, with offi-
ctals in Nebraska, Minnesota, and West Virginia also investigating the scope of
remediation in higher education (Lively, 1993). The lllinois statute addressing
the role of state universities in providing remediation is clear—and not uncom-
mon—among state policies addressing minimum academic standards. The k-
nots law states that “the primary emphasis on postsecondary remedial
programs [1s] at Public Community Colleges” and that “the role of the state
annersities in offering remedial programs should be reduced™ (110 1LCS,
2059 07 (M.

Perhaps the publics greatest concern in the debate about who should pro-
vide remediation is cost. Legislators and the public are upset over the percep-
non that they are payig twice for the same education: once in high school and
once again n college. In 7 ixas. $155 million was spent on postsecondary
remediaton in 1996 (M Millar, 1997). Louisiana spent $32 million in
1992-93 (Lively, 1993, New Jersey estimates that it spends $50 million a year
on postsecondary remediation ("N J. Eyes Remedial Testing,” 1996, p. 4). In
Oklahoma the cost of remedial courses was $18.7 million in 1651-92 (Okla-
homa State Regents for Higher Education, 1993).

Media coverage that reports costs for remediation outside the context of all
mstructional costs, however, is misleading. A recent cooperative stucly by the 11li-
nots Board of Higher Education and the llinois Community College Board
reporied $27 million devoted to direet faculty instructional costs {excluding sup-
port stall, equipment. and other indirect costs) for all remedial/developmental
coureses for fiscal year 1906 This large amount, however, must be set in the con-
teat of direet faculty instructional costs for all of Hinois public higher education
Jdurmg tiscal year 1996, which was $672 million—3$313 million for universities
and $359 mulhon for community colleges (1himois Board of Higher Education.,
1907 p 7Y For public umversatics, $3.4 million, or just over 1 percent of direct
faculty salary costs, was devoted to remediation; for public community colleges,
the hgure was $23 4 mulhon, or 6.5 pereent. Part of the difficulty in attempting
to assess dll costs mvolved in remedial/developmental education lies in the fact
that mstitutions use different measures to report indirect costs
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EFFFCHIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

Public and privatc universities are understandably upset about the extent
and cost of remediation. They are also concerned about the potential loss of sta-
tus when universities provide an undue amount of remediation. Some educators
believe that community colleges should provide remediation becausc of their
emphasis on teaching and learning and the lower cost of instruction. The fol-
lowing university catalog description is illustrative of this thinking: “While the
university offers a wide range of support services to improve students’ chances for
academic success, it does not offer remedial assistance in mathematics, reading or
composition. Students who believe that they have deficiencies in these basic skills
are advised to enroll in appropriate preparatory courses elsewhere before
enroiling” (Hllinois State University, Undergraduate Catalog 1997-98, p. 9).

Community colleges provide the bulk of postsecondary remediation, fol-
lowed by public four-year institutions and then by private two- and {our-year
colleges and universities. The fall 1995 National Center for Education Statis-
tics (NCES) survey of 3,060 two- and four-year college campuses in the United
States and Pucrto Rico reported that 100 percent of public two-year and 80
pereent of public four-year institutions that enroll freshmen offered remedial
courses. [n the private sector, approximately two-thirds (63 percent) of the
two- and four-year colleges offered remedial courses (USDE., 1996d, p. 6.

But as the demand for remediation increases and the resources for edu-
cation diminish, bath universities and community colleges are less and less
inclined to accept responsihility for postsecondary remediation. And calls from
four-year instiutions for community colleges to assume a greater proportion
ol postsecondary education are increasingly being resisted. In the words of the
chancellor of one of the largest urban community college districts in the coun-
ey, “We must not destroy the integrity of the ongoing occupational and acad-
cmic programs serving so many of our community college students by just
shifung existing resources to remedial work™ (Gallego, 1993).

The [all 1995 NCES study also found that state policies tended to desig-
nate community colleges as the preferred provider of remediation. State poli-
cies dhscouraged or restricted remedial educanion at 29 pereent of public
four-year institutions, but at only 3 percent of public two-year institutions.
Ninety pereent of two-year institutions also reported that their state policies
required or encouraged them to offer vemediation, compared to only 59 per-
cent of four-vear institutions (USDE, 1996d, p. 29).

Four-year institutions themselves, rather than state agencies or legisla-
tures, tended to limit how much remediation was offered. Nimety-lour pereent
ol four-year public and 98 percent of four-year private institutions set their
own time himits on remediation. For the community colleges, however, 41 per-
cent ol responding msttations repotted that they set tme hmits on remedia-
ton, compared to 93 percent with himits set through state pohaies or laws
(LSDE, Toved, po 30

The question, then, s who should provide remedial and developmental
cducation o students m higher cducation? Which sector should assume
responstbiliy?

1.0
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WHO SHOULD PROVIDE REMEDIAL/DEVELOPMENTAL EDUCATION?

Developing the Solution

it is not possible 1o answer the auestion of which sector of higher education
should be responsible for remediation without looking at who needs remedi-
ation after high school and h~w much. and whether this need will continue at
the same level in the future. The age. race and ethnicity, and home language of
the student, whether the student dropped out of high school or completed an
alternative credential like the General Educational Developmental certificate,
and whether the student needs additional work in reading or math and at what
level all bear on the question of which sector of higher education should pro-
vide remedial/developmental education and how much.

Current and Projected Demand for Postsecondary Remediation. Esti-
mates vary, but the number of students remediating is substantial by anyoncs
count. The fall 1995 NCES study reported that 29 percent of entering, first-
time [reshmen at public and private two- and four-year institutions took at
least one remedial reading. writing. or mathematics course. For public com-
munity colleges alone. the tigure was 41 percent. For public four-year colleges
and universities, 22 percent of entering first-time freshmen took a remedial
course (USDE. 1996d. p. 6). That pereentage has not changed since fall 1989,
thie last time that NCES collected these data (USDE, 1991, p. 26).

Regarding the percentage of courses. the Center for the Study of Com-
munity Colleges 1991 curricutum study reported that 30 percent of all Eng-
lish courses and 16 percent of all math courses in two-year institutions were
remedial. These tallies did not include non-course-based remediation available
through self-paced, individualized. or laboratory courses in math and English
(Cohen and Ignash, 1993, p. 15}

Freshmen are not the only students, however, who take remedial courses,
although they constitute the largest class. Using NCES data. Knopp found that
although the majority of students enrolled in remedial courses were freshmen
(56 pereent), 24 pereent of remedial course-lakers were sophomores. 9 per-
cent were juniors, and 9 pereent wete seniors (1995, p. 3). Graduate students
may also need refresher math or writing courses, especially if sceveral years have
passed smee they carned their bachelors degrees or il they enroll in a gradu-
ate field that demands greater proficiency i these skills than reguired in their
undergraduate degree programs.

As college envollment nses, educators can expecet that there will be an
mereased demand for remedial/devalopmental courses. if not in terms ot per-
centages of wial student enroliment. then atleast in terms of numbers of students
needing remediavon. A middle alicrative projection™ by the TS, Department
of Education prediets that college enroliment swall increase by 16 pereent over
the next ten vears, although that predicuion varies by region (USDL, 1996,
p. D Forty-sixostates are expected Lo experience a 15 percent increase in the
number of high school graduates between 199394 and 2005-00, with a 33 per-
cent merease 1 MWestern states (USDE, 1990¢, po TTS) 1 no improvements are
made m preparing high school students acadencally for callege and all other
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conditions remain static, then one could expect that 16 percent of this increased
pool of students will also take at least one remedial course, creating an increase
in the real numbers of students who will need remediation in the year 2006.

Age. U.S. Census data show that most college students enroll in college
immediately after completing high school. In 1994, 62 percent of high school
graduates went directly to college, up from 47 percent in 1973. Of the 62 per-
cent who enrolled in 1994, 41 percent went to four-year colleges and univer-
sities and 21 percent went 10 two-year colleges (USDE, 1996a, p. 52).

The population that needs remediation, however, can be thought of as
bipolar in terms o age and time elapsed between secondary and postsecondary
educational evperiences. If 62 percent of high school graduates go directly to
college, what of the nearly 40 percent who do not? A considerable number of
high school graduates find jobs, enter the military, begin raising families, or
pursue other avenues that may delay their entry into further education.

Table 1.1 lists the age of entering, first-year undergraduate students who
took at least oric remedial course in 1992-93 and provides evidence that the
remedial/developmental student population may indeed be bipolar. As the
table shows. less than one-third (29.6 percent) of entering freshmen who took
a remedial class in 199293 were nineteen years old or younger. Although not
everyone graduates from high school at age cighteen, the data suggest that
close to half of the proportion of students who enroll in remedial courses are
at least several years away from the high school experience. The data show that
a little less than half (45.3 percent) of the entering freshmen who took a reme-
dial course were over twenty-two years of age. the traditional age of baccalau-
rcate degree graduation. These students, then, are alrcady four or five years
beyond the traditional age of high school graduation.

These data are corroborated in a recent report by the Institute for Higher
Education Policy in Washington, D.C., and The Education Resources Institute
(TERD in Boston, which reported that between 1970 and 1993 the participa-
ton in higher education by students forty years of age and over increased from
3.5 pereent of total enrollment in higher education to 11.2 percent, “the largest
jump of any age cohort™ (Life After Forty, 1996, p. 15). The report warns that
an increase in the older, nontraditional student, along with a concomitant
increase in the “echo boom™ generation of college-goers, could have serious
consequences for stafl and facility needs in higher education and could
threaten to overwhelm existing educational infrastructures (p. 18).

For policy purposes, the difference in age groups of students who take
remedial’developmental courses is an important one. Legislators and the pub-
lic more easily accept the fact that an older, returning student needs a refresher
math or writing class than the fact that a student who enters college right out
of high school is unprepared for college-level coursework., It is important for
legislators and the public to know that the increase wn the demand for reme-
diavion is being fueled in part by older students who are returning to college.
Milferences in program structure for these two groups of students will be dis-
cussed later n this chapter.
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Table 1.1. Age of Students Who Took a Remedial Class During
1992-93

Age of Entering Freshmen Percentage of Students Who Took at Least
(Years) One Remedial Course in 1992-93

18 and under 15.00 %
19 13.51
20 10.25
21 691
22 645
Subtotal, 22 and under: 54.21

23 3.75

24 2.84

25-29 12.60

30-35 10.11

35-39 7.63

409 719

30-39 140

60 and over 0.27
Subtotal, 23 and over. 43.79

Sowee Nanonal Center for Educaion statistics, NPSAS @3 survey. unpublished tabulations, May 1997

Race/Ethnicity. Racc/cthnicity is an important charactenstic to consider
in develaping higher education pelicies on remedial/developmental cducation.
Table 1.2 provides an illustration of participation rates in remedial/developmental
cducation by racial/ethnic group in proportion to their overall representation in
higher education.

The fall 19935 NCES study on remedial education reported that more
remedial/developmental courses were offered by institutions having high
minority enrollment and that the extent of remediation was often linked to
open admissions policics. Only 15 percent of institutions with low minority
enroltment had open admissions policies, compared to about a third of all
institwtions with high minority enrollment (USDE, 1996d. p. 6).

Differences between racial and ethnic groups were also found in the type
of remedial classes taken. As the NCES data reported in Table 1.3 indicate, of
first-year undergraduate students in 1993 who took at least one
remedialdevelopmental course, Hispanic and Asian/Pacific Islander students
took more remedial reading and writing courses than African-American or
white students, who enrolled in more remedial math courses.

The results also suggest that more Hispanic and Asian-American students
were enrolted i English as a second language courses to improve English lan-
guage prohicieney, as discussed below.

Somewhat different results, however, were reported from research that
limited the pool of subjects to students who had attended at least one tour-year
mstitution and who had carned more than a semester’s worth of credits by the
time they were thirty years o age. Using transeript data from the high school
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Table 1.2. Participation in Remedial/Developmental Education by
Racial/Ethnic Group

Pereentage Enrolled Percentage Taking at Least
Ruce/Ethnicity Higher Education, Fall 1992 One Remedial Class, 1992-93

African Amencan 10 % 19 %
Astan Amcerican
Hispanic

Native American
White

Ahien

19
19
15
11

~1
w St — L

Because of roundmyg. column does not sum 1o 100 pereent

Source Knopp, 19UsS p 2

graduating classes of 1972 and 1982, Adelman (1996) reported shifts in the
population of students who ook remedial reading based on race/cthnicity and
gender. Higher percentages of Afncan-American male and female students and
Latino male students, in parucular. enrolled in more remedial reading classes
between 1972 and 1982, compared to white students and Latino female stu-
dents. Adelman suggested that remedial reading participation rates were a
strong, factor in degree completion and concluded that “defliciencies in reading
skills are indicators of comprehensive literacy problems™ and “we cannot con-
tinue to let high-school graduates helieve that they have a good chance of earn-
ing a college degree if tney leave high school with poor reading skills™ (p. A56).

The fact that minority students not only take more remedial classes but
also take more remedial reading classes has serious implications for their per-
sistence and completion rates in higher education.

Extent of Remediation. How much remediation a student needs is also
a factor in developing effective policies on remedial/developmental educa-
ton Studies have shown that there is a difference in the persistence and suc-
cess rates of students who need one remedial course in math or English
compared to students who need three or four remedial courses. The popu-
lation of students needing remediation may be bipolar not only in terms ol
age and distance from the secondary expericence but also in terms of the
amount of remediation required. (See Chapter Seven ol this issue for a dis-
cussion of the dilferential achievement of students who take one or several
remedial courses)

speaial analysis of data from the High Schoot and Beyond Stady (Class ol
19R2) revealed that. of students who carned more than ten eredits by the time
they were thiry vears old, only 8 percent who took more than four remedial
caurses and 13 pereent who took three or four remedial courses carned an
assoctates or hachelors degree by 1993, For students who did not take a reme-
dial course, 43.5 pereent carned a degree by the time they were thirty: Adel-
man states that “the extent ol a students need for remediavion s mversely
telated to hus or Tier eventual completion of acdegree™ (1996, o ASE),
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Table 1.3. Of All Students Taking a Remedial Course During 1992-93,
the Percentage Taking Specific Subjects

Remedial Remedial Remedhal
Rac/Ethntay Muth Reading Witing
Alrtcan Amencan 649 4.7 38.0¢
Astan/Pacific Islander 333 787 747
Hispanic 339 57.6 52.6
White 64.7 s 308

Rows toral more than 100 pereent hesause. within cach racal/ethnie group. a student could take more
i £
than one remedial subject

sattee Nattional Center for Education Staistics. NPsas 93 survey, unpublished tabulato s, Ma 1997
\ I )

How much remediation students need charges. too, as the level of
knowledge in a ficld changes or skills required to do a job become more spe-
aalized. In the past few years, some states have raised the bar on what is con-
sidered remediation in math. in an effort to improve standards and send a
clearer message to sceondary school students and educators abouwt standards
for suceess in college. Students who do not have college-level proficiency in
math. for example, will find it difficult o succeed in math-intensive majors
in many of the computer saence. engineering, health care. and technical
ficlds. In fall 1993 all HHinois public universitics and colleges reclassitied Inter-
mediate Algebra from collegiate-level to developmental-level coursework. One
eftect of this change was 1o more than double the number of remedial credit
hours offered at imois community colleges between fiscal year 1991 and fis-
cal vear 1996 (Hhinois Board of Higher Education, 1997, p. 51 A the 1997
conference ol the American Association of Communuy Colleges, keynote
speaker Representative Howard McKeon, a principal member of the comnut-
tee on the 1998 reauthorization of the Fhgher Education Act, noted that we
have rased the har on what remedial s from twenty vears ago and that math
competencies and other basic skills requuirements may continue to change as
we expect students to do more technologically sophisticated jobs in the future
{NcKeon 1997),

English as a Second Language. In assessing who needs remediation and
whether the need will continue at the same level, colleges and universities also
need o consider the special needs of ESL popudations for addiional msirue-
ton i reading and writng skills. I a Wedl Soeet Journal arucle. Melinda Beck
reported that “approximately 13 pereent of US births iy reeent years were to
foreign-born mothers, with ongins so diverse that more than 100 different lan-
puages are spoken n the school systems of New Yark ity ¢ hicago. Los Ange-
les, and Farrfax County, Va 7" (1997, p. B

Projections to the vear 2000 predict thar Hispanic Americans and Astan
Ameticans will he the lastest grow g segments of the U S, population and that
much of tns merease will oceur through immigration tHodgkmson, 1996,
p8Y Many will speak Enghsh as their home language or be fully bibmgual,

iv
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but some will also need instruction in English. The U.S. Census Bureau csti-
mated in 1990 that approximately 3 percent of all U.S houscholds, or
3.764.600 persons, spoke English “not well” or "not at all"—an increase from
2 percent reported in the 1980 Census (Ignash, 1994, p. 7)). Additional data
show that 21 percent of students whose home language is not English take a
postsecondary level remedial/developmental course. compared to 10 percent
of those whose primary language is English (Knopp, 1993, pp. 6-8).

As reported elsewhere (see Tgnash, 1994, pp. 31-35). whether ESL is con-
sidered remedial education is hotly debated. Proponents of ESL argue that ESL
students are not cognitively deficient and ESL should be considered akin to a for-
cign language. while opponents argue that ESL courses do not contain college-
level material and are therefore analogous o remedial/developmental
cducation. The level of ESL often determines whether it is considered reme-
dial or collegiate-level education, with advanced ESL writing often considered
cquivalent to regular college-level freshman composition. The 1995 NCES
study of remedial education reported that of the 47 percent of institutions that
cnrolled freshmen and oftered ESL courses, 38 percent considered all of their
ESL courses to be remedial, 24 percent considered some of their ESL courses
ta be remedial, and 38 pereent considered none of their ESL courses 1o he
remedial (USDE, 19964, p. 25).

The differences by sector are marked, however. Fifty-five percent of pub-
he two-year colleges considered all of their ESL courses o be remedial, and only
IS percent reported that none ol their ESL classes were remedial. For public
four-year institutions, however, 35 percent declared all their BSL classes were
remedial and 48 pereent said none of them were (USDE, 19964, p. 25). Edu-
cators at four-year institutions claim the type of remedial/developmental and
ESL education they provide is at a lugher evel than that of community colleges

Drop-Out Rates and GED Completion Rates. Other student perfor-
mance characteristics that inform the debate about who should provide reme-
diation are drop-out razes and General Educational Development (GED)
completion rates. U5, Census Bureau studies distingwuish between event drop-
out rates and status drop-out rates. Both are important for colleges and uni-
versities to note. Event drop-out rates refer to the pereentage of students in
grades 10 through 12 who drop out in asingle year. Status drop-out rates refer
to the total percentage of students aged cighteen to twenty-four who dropped
out of high school. did not complete a GED. and did not envoll in any further
cducation. U S census data indicate that the status drop-out rate for persons
sixteen o twenty-four years old in 1995 was 12 percent (USDE, 1996b, p.
IO 10 s mmportant to note that the status drop-oat rates are substantially
higher for minonty students Whereas 8 6 percent of white, non-Hispanic per-
sons aged sivteen to twenty-lour dropped out of Ingh school, the figures rise
to 121 pereent for Black. non-thspamie students and 30 pereent for students
ol Hispanic origm.

GLD preparation courses can hielp test-takers prepare themselves for the
exanunation, and some who suceesstully pass may not require remediaton i
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they go on for further education. But only one-third of those who complete an
alternative high school credential enroll in further education, and some
research shows that GED recipients are not as successful in further education
as those who complete the high school diploma (USDE, 1996b, pp. 27-28).
(Sec also Quinn and Haberman, 1986; Cameron and Heckman, 1993.)

What this means for colleges and universities is that GED completers may
need additional assistance before beginning collegiate-level programs and that
colleges that admit students with GED or other alternative credentials should
ensure that appropriate counseling and academic services are available.

Who Should Provide Remediation: Toward Good Policy

To return to our central question—Who should provide remedial/developmental
cducation?—the short answer is that everyone should. The longer answer is that
community colleges have a greater role in addressing existing needs for remedia-
tion, whereas public universitics. especially those with strong teacher education
programs, have a greater role in reducing the need for future remediation.

Because community colleges are more aceessible to students in terms of
cost. location, and admissions policies, they will always provide more reme-
diation than four-year institutions. And they should. Community colleges
are in a better position 1o provide instruction to students who have the more
serious lack of reading skills hecause they generally have more faculty and
support stafl with specialty degrees and experience in the field of reading, a
subject that cannot be taught by mercly anyone who knows how to read.

But in light of the preceding discussion concerning, the disproportionate
representation of minority students in remedial/developmental cducation. four-
year institutions cannot shirk their responsibilities in assurnng equity in higher
education by hanning or severely limiting remediation on their campusces. The
fact that minority students have historically taken not only more remedial
classes but also more remedial reading classes has serious implications for their
retention and persistence m higher education. Both two- and four-year insti-
tutions need 1o track course-taking patterns with persistence and completion
rates by gender and race/cthrucity. Tn addition, public university teacher edu-
catton programs have a role to play in addressing remediation by providing
future teachers in middle schools and junior and senior high schools with the
knowledge and skills to recognize and effectively address the problems of stu-
dents who lack basic skills for college.

Policies on student preparation, aceess, and retention can be crafted o raise
standards while also ensuring access to higher education. The policies of the
Hhinors Board of Higher Educanon aflirm the obhigation of all sectors of higher
education to provide admitted students with the academic support seivices
needed 1o maximize the opportunity o succeed. Current policies recommend
hinks between high schools, community colleges, and four-year mstitutions to
provide uselul feedback on hugh schoal graduates” preparation for college. Other
policies adopted in Nlinos to address existing needs and reduce the future
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need to provide remediation include recommendations that colleges and uni-
versitics inform potential students and their parents about adequate prepara-
tion for college. establish special admissions programs for educationally
disadvantaged students and for those who did not have the opportunity Lo
complete a college-prep curriculum in high school, assess the academic skills
of all entering students, and provide remedial coursework as needed (1llinois
Board of Higher Education, 1997, p. 3).

Perhaps the most notahle of all of the findings of the NCES studies on
remediation emerges from a 1989 report indicating that 40 percent of all insti-
tutions offering remediation were not engaged in any activities to decrease the
need for it (USDE, 1991, p. 15). Educators need 1o first inform themselves
about the particular characteristics of students who need remedial/develop-
mental education at therr institutions and then develop effective programs to
address these needs for remediation hased upon these characterisucs. If four-
vear colleges and universities admit students who need remedial/develop-
mental education, they have a responsibility 1o provide the tools 1o succeed.
Policies at four-year institwions that would push all or most of the burden of
remediation o the community colleges are wrong-headed and short-sighted,
especially in terms ol aceess,

The foregoing discussion on the different characteristics of students
who need remedial/developmental education forms the basis for the fol-
lowing five policy recommendations for both two- and four-year instiitu-
Lons:

First, imstitutions should chart the age distnbution of their remedial/
developmental student population to determine what proportion are entering,
chirectly from high school and what proportion have been out of schoal for a
number of years. Institutions with large transfer student populations should
also document the need lor remedial/developmental education in this portion
ol the entering student body and provide feedback to the sending institutions.
tnstitwtions should also dwvide transter student populations into groups with
few credits (tweblve or less) and those with greater numbers of transler credit
howrs. Feedback to sending msttutions that have had a chance o put their
stamp on their students can be useful. But teedback o sending institutions
when students have taken only a few courses can provide an maccurate pic-
ture of students” levels of performance.

In addition to charting the age distnbuton of entenng students, institu-
tons shoudd gather Tocal or regronal census data on the “highest level of edu-
cattion attained by persons age 18 or over, by age, sex, and race/ethmeity ™ to
track the proportion of students e dilferent groups who return for further
cducation. Other uselubinformation meludes the numbers of high schoaol stu-
dents m feeder districts and schools; the numbers of focal or regional residents
who do not speak English as their home language: arca drop-owt and GED
completion rates, with projections that alow tor one-third of GED recipients
to curoll mefurther education and that altow for the Tikehhood that such stu-
dents will requine more acadenue support than lagh school completers: and
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standardized test scotes of local or regional students to indicate the amount
and type of remediation students may be expected to need. Furthermore, insti-
tutions may need to identify which students can benefit most from remedia-
tion and then target remedial resources where they will do the most good.,
taking care to ensure alignment with institutional mission.

Second. institutions should investigate the use of different methodologies
and teaching strategies for remedial/developmerital education for students in
different age groups. Colleges and universitics that admit substantial numbers
of nontraditional students should investigate offering specially developed pro-
grams and services for returning adults who simply need several weeks of
imtensive review of math fundamentals or expository writing, like the special
“refresher workshops™ run by Prairie State College in Chicago Heights, Illinois.
The college offers workshops for returning students. as well as workshops
especially {or returning women. before students take the college’s entry assess-
ment tests. In analyzing trends among students who needed remediation. the
college discovered that students who had been owt of high school for several
vears or more often tested lower than their real proficiency levels in math and
English, but caught up quickly after several weeks back in the classroom
(Sheila Lewts, Assistant Dean of Gecupational and Technical Education. per-
sonal communication. May 27, 1997). Older stwdents may be more mature
and motivated more by specific career or personal goals tman younger students
and may do well maccelerated remedial/developmental courses or combined
courses that bridge remedial/developmental and collegiate-leved work. This
allows students 1o spend several weeks ol mtensive review hefore or during the
start of the regular semester to brush up on vocabulary and concepts in math
and English that they learned years carlier but have forgotten.

In arder to reduce the need for remediation among younger students in
the bipolar distribution of students who need remediauon, collepes and uni-
versities need to develop effective feedback systems with high schools. Several
sates have made progress in reducing the need for remediation by students who
enter directly from high school. State-funded collaborauve high school—college
programs, ke the one deseribed in Chapter Six between Findlay High Schoot
and Owens Community College, can make measurable gains in reducing the
need for remediation, The Ohio Board of Regents began the Farly English Com-
position Assessment Prograny writing, project in 108+ after s creation by the
Ohio General Assembly, and. 1o e, has funded fifty local community colleges
and four-year umveraines 1o form collaborative projects with high school lac-
wlty that work toward improving classroon practiees Colleges and universities
are awarded up 1o $50.000 0 grant funds to wdentity student wnting strengths
and weaknesses 1 relation to the standard espected of college freshman Eng-
lish and to provide hugh school serors with the appropriate assistdinee to meet
this standard (1 Mariene Rushay, personal communication, May 21, 1997)

several states have developed high school feedback systems which col-
leges and universities report back o ngh schools on the freshman year
hevemeni of then students The Hhnois Thgh school Feedback systen
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requires the ten public universities that admit freshmen 1o collect the follow-
ing information: ACT composite scores; the self-reported number of years of
English, math, and science completed in high school for each entering fresh-
man: freshman English, math, and science course placement level (remedial,
regular, or advanced); and grades earned in those subjects during the fresh-
man year of college. The boards policies also enccurage colleges and univer-
sities ta nise the data to work cooperatively with high schools to strengthen the
preparation of students for college (Illinois Board of Higher Education, 1996).
Feedback sysiems between high schools and postsecondary institutions are
currently being reviewed, however, in light of the new Learning Standards
developed by the Illinois State Board of Education (K=12 board) that define
specilic knowledge and skills for all elementary and secondary students in
seven fundamental areas: language arts, mathematics, science, social science,
physical development and health, fine arts, and foreign languages. As the new
standards are implemented. the higher education system in lllinois is expected
to work with the Illinois State Board of Education to build college admission
standards into the new Hlinois Learning Standards. Four-year colleges and uni-
versities will also be expected to assist future teachers o teach the knowledge
and skills called for in the new Learning Standards (1tinois Board of Higher
Education, 1997, pp. 3-4, 23).

[n Oklahoma, the State Regents for Higher Education claim a reduction
in the need for remediation by both entering freshmen and transfer students
as a result of a series of policics begun in spring 1993, The new policies
include strengthening college and university admission standards: increasing
the number of courses required for college entry; providing high schools, par-
ents, and students with a list of the knowledge and skills students should
acquire in the fiftcen courses required for college entry; implementing a feed-
back system that informs parents, principals, and teachers about students’ suc-
cess in college: and publishing brochures on admission and course
requirements and placement policies for every cighth through twelfth grade
student in Oklahoma (Oklahoma State Regents for Higher Education, 1997).

The third recommendation 1s for institutions to keep track of how well
they are providing effective remediation 10 disadvantaged minority popula-
tions—-and that means measuring persistence and achievement. In their hook
Meaningful Differences, Hart and Risley (1995) note that it is false advertising
to use median traces and smoothing cflects to lump all groups tgether to
report results. It is important that the pubhe know not just how all students
are doing, but how cach group is doing, broken out by race and cthnicity

Fourth, colleges and universities should specify how much remediation
they can realistically provide, based on their mission and the characteristics of
both the existing student body and future students. Institutions may have to
make tough chotees and weigh considerauons about the guality of their reme-
dhal/developmental education programs against the quantity of students they
can enroll i these programs, as discussed by Kurzet in Chapter Five of this
volume.

Q4
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And fifth, state coordinating agencies need to review policies on reme-
dial/developmental education with an eye toward the collective performance
of the state’s two- and four-year institutions in order to not only maintain stan-
dards but also ensure equity for disadvantaged minonty students. Policies on
remedial/developmental education should not unintentionally establish barri-
ers to full participation in higher education by underrepresented minority pop-
ulations. All public institutions, and especially four-year colleges and
universities, should be encouraged to acknowledge their responsibilities to
educate all those who can benefit from higher education.

Conclusion

If nothing changes, we can expect the percentage of the college-age population
that needs remedial/developmental education to increase. Part of the reason the
problem of postsccondary level remediation scems so intractable is that it is not
a simple problem. We are not dealing with a homogeneous population of high
schoo! seniors who go on to college without the necessary English and math
skills to succeed. Rather, the population can be considered as bipolar both in
age, with older students having different needs for remediation than younger
students. and in the extent of remediation needed, whether just one class in
writing or mathematics is necessary or whether students need three or more
remedial/developmental classes. We know considerably more than we used to
about the characteristics of students who take remedial/developmental educa-
tion. Both two-year and four-year colleges and universitics can usc this infor-
mation to form appropriate and effective policies to assume their responsibihities
in helping students achieve suceess in higher education.
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This chapter examimes remedal/developmental education in the
Context of an cducation environment facing new demands and
adapting to raped advances i technology. Rationales for different
detivery models for remedial/developmental education are alse

i l(.\.\('(i.

Remedial/Developmental Education
Approaches for the Current
Community College Environment

Virginia K. McMillan, Scott J. Parke, Carol A. Lanning

Hhe Natonal Center for Educational Statistics (NCES) has defined reme-
dialdeyclopmental education as “courses n reading, writing, or mathematics
for college sudents hacking those skills necessary to perform college-level work
at the Tevel required by the msutunion”™ (USDE. 1996, p. 2). Inan era when
publich funded entities are hemg held increasingly accountable for student
outeames. the need for high school graduates o sirengthen thew fundamental
academie Kills helore they are ready lor college-level coursework s receiving
oser serutiy: Questions about why additional tax dollars should be spent
waching students skills that they are expected to acquire in high school are
bemg a-ked with agreater sense ol wrgeney: Adding to the complexity of the
lnstic 1= the [act that a broad cross section of the population is served by com-
mumity colleges——meluding recent ngh seaool araduates as well as students
who have been out of fugh school lor many vears.

As aceess Lo higher education has increased. the number ol students who
require remediation and the amount of public resources spent in providing
remediation bave grown to alarming proportions. An NCLES report recently
teleased by the Us Department of Education (19961 tound that nationwide.
A communy colleges sunveyed ofler remedialZdevelopmental education, and
approsmmately Tour out of every ten hrst-time freshmen are underprepared n
st one of e baste skills areas Statewide studies conducted in Florida,
fesae ML land, Thnors, and Mimnesota, as well as a regional study con-
ducted by the southan Regional Fducation Board. yellect stmlar reme
ddevelopmental course offermgs and enrollment paterns (hmons

¢ommumty College Board, 1997, Maryland Higher Education € ammission.
2

Y PR o bt e Dowd N o « Josary Bass Fublishos P

(N

for




22 EFTECTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL FDUCATION

1990 Reyes, 1996 Schoenecker. Bollman, and Evens, 1996: Ansley, 1991 and
Steinberg, 1996).

The scope of remedial/developmental educanion has grown to the extent
that a recent article in Community Coliege Weck January 13, 1997, p. 1D
likened it to “the education worlds equivalent of the clephant-in-the-living-
room syndrome: An enormous problem staring you in the face that everyone
can see but no one likes to talk about.” However unpleasant it may be to
acknowledge this “elephant.” given the growing public price tag, it 15 not sur-
prising that debate about remedial/developmental education among educators,
legislators, and others has intensificd. Policymakers have questioned whether
it is appropriate {or colleges and universities to offer coursework that is essen-
tally precollegiate. Questions have also been raised regarding who should hz
tesponsible for delivering (and paying for) remedial/developmental education.
States have considered policies or laws to address the issue that include (1)
concentrating remediation in community colleges, (2) limiting remedial/devel-
opmental coursework to the freshman year, (3) limiting the number of reme-
dial/developmental courses offercd, (4) requiring public school systems to
veumburse colleges for remedial/developmental work needed by their gradu-
ates. and (3) prohibiting the use of state money o pay for remedial/develop-
mental coursework (USDE. 1996).

Although the need w contain costs for remedial/developmental education
is evident, the need for a workforce with solid academic skills is also apparent.
MeCabe (1996b, p. 4) emphasizes the importance of remedial/developmental
cducation in helping students strengthen their basic academic skills, which are
the fundameral skills necessary for employment—-the ability 10 read, write,
analyze. interpret and communicate information are essential skills.” Drucker
(1994 indhcates that the labor market is being transformed and job opportu-
nities will be most plentiful for “knowledge workers.™ Henee, helping students
develop their basic acadenue skills is an important first step to expanding
opportunttics for success in the information age.

The need to provide remedial/developmental education programs is per-
vasive throughowt higher education. Nwonwide, data from the NCES indicate
that across institutional types and levels, 29 nercent of first-time freshmen
carolled m at least one remedial/developmental writing, reading, or mathe-
matics course in fall 1995 (USDE, 1996, p. 10). Fifty-five pereent of the pub-
he two-year colleges reported an increase in remedial/developmental activity
over the past five years, compared to 39 pereent across all institutional Lypes.
Only S pereent of the two-year public institutions perccived a decrease in the
number of remedial/developmental students, compared 10 14 percent across
all types of stitutions (USDE, 1996, p. 11

The debate regarding the problem of underprepared students and the
need tor remedial/developmental education m the natons colleges and uni-
verstties will undoubtedly contimue. Tssues of academie excellence and cost o
the pubhc need 1o be balanced with issues of access and student and societal
benehts denved from remedial/developmental instruction. In the meantime.,
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institutions of higher education continue 1o offer remedial/developmental
instruction appropri~  to their admission policics. For selective mstitutions,
it mav be a matter of choice. For institutions with open admissions policies,
providing remedial/Zdevelopmental coursework is a necessity.

Current Environment

Changes n the overall environment surrounding higher cducation are con-
tributing to the climate outlined above regarding remedial/developmental edu-
cation. Heightened scrutiny from clected efficials increasing their focus on
higher education and acting to impose the kinds of additional oversight.
accountability. and discipline that other providers of public goods and scrvices
have come to aceept 1s a contributing factor to an accelerated change in the
environment. Corresponding to a general dimmishing respect for major soci-
etal institutions. the reverence people hold for institutions of higher education
and prolessors is eroding (Finn, 1997, p. 15). Along with this increased
emphasis on accountability comes the increased pressure to keep pace with
technological advancement. New mstructional tools improve the learning
process while at the same time putting additional pressure on the student to
develop the requsite skills to perform in today’s society. These two kev factors
will be examined 10 light of their impact on remedial/developmental educa-
tion.,

Demands for Increased Accountability. Ruppert (1994, p. 1) notes an
intensified push for accountability over the past decade, precipitated in most
states by “decreases in state resources {or higher education. nising costs. and
growing demands for aceess.” She goes on to note that the interests of state
policy makers are "not only in educational quality but in productivity, efh-
cieney. equity, and effectiveness™ (p. ). Any activity in higher ecducation that
appears to reguire the public to pay twice for the same service invites public
scrutny by policy makers, whether the topic is remedial/developmental edu-
cation or credits lost by transfer students (those not applicable to a baceatau-
reate degree) who advance from community colleges to four-year institutions.
Ewell £ 1990Y refers 1o the mtenstfied demands to document student outcomes.
cails for greater efficiency and productivity, and efforts to more closely link
mstitutional budgets with performance as the "new accountabiluy” movement.
Growing emphases on mstitational effectiveness, student outcomes, return on
mvestment. and performance-based funding are all manifestations of the new
accountabilitn movement. The ongomg challenge for those offerg reme-
dial/developmental programs s to have useful information avarlable to antici-
pate and respond to these demands for accountabiiny.

As discussed further i Chapter Seven, developing data systems and
research mitiatives to respond to mguirtes about the costs and benehits of these
programs 15 impertant. Student mformation systems can be used to track stu-
dent outcomes at muluple levels, including the successtul completion ol inds-
vidual remedial/deveiopmental courses by academic area and levels student
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progress in subsequent related college-level coursework: and indicators of fur-
ther success, mcluding graduation, transfer. and employment. The level of
complexity in these studies grows as the researcher looks at the differences
hetween students with a relatively minor deficiency in a single area and those
with more substantial problems in multiple arcas. Weakness in one academic
skill arca tfor example. reading) may have a pronounced impact if the skill is
used widely across academic coursework Adetman (1996 notes that reading
deficiencies ofien signal comprehensive literacy problems. Students whose aca-
demic skills on entry to college require considerable remediation can consume
substanual fimancial aid resources to remedy basic academic skills, potentially
timiting their ability 1o graduate. The impact of greater accountability on reme-
dialZdevelopmental educaton will not ondy inform policy makers of how puk-
he tunds are being spent but also add to the knowledge base, encouraging
instructional approaches that fead to improved student outcomes.

Technology. McCahe (1996a) notes that keenmy pace with tech-
nology 15 an ongong source of pressure for community college officials.
Mhere are detands to de: more with fewer resources and an increase in hoth
the number and types of competitors within a colleges immediate service
region. Simultancously, increases are occwrring in the numbers of under-
skilled students and lifelong Tearners atending community colleges. To pro-
vide access o these students, colleges must offer programs and se. vices at
the learners convenience. Increasingly, extending these options involves the
appropriate use of technology. which can mercase costs at a tme when avail-
able resources are diminishing (McCabe, 1990, p. 5. Colleges can leel
caught n a predicament where their budgets indicate an inability to afford
the technology at the same time that stu tent expectations in this arca and an
mereasingly competitive envivonment suggest that colleges cannot afford o
be without the technology:

Puyear (1997, p. 3 desenibed several anticipated changes lor community
colleges by the year 2010 as a result of evolving technology and competition.
Public, private, and commercial providers will increasingly offer educational
services using a variety of nonsynchronous instructional dehvery options,
including “the World Wide Web, CD-ROM with an enhanced capacity, and a
variety ol sixed media options.” Distance learning or interactive instructional
television s expected to remain an essential tool for outreach to rural com-
munities but witl be largely replaced by varous non-synchronous instructional
delvery options (p. 3. These technologies allow students aceess to educational
programs and scrvices on demand. Coursework hecomes inereasigly strue-
tured around competencies; once these competencies are achieved, students
are allowed toadvanee to the next level The technology can lacibtate students”
abtlities 1o acquure the requisite skills according 1o a sell paced schedule.
Oblmger and Burnet (1995 contend that across education and traming ey
cls appronimately 80 percent of mstruction s done using, the Tecture method
and suggest that mudumedia technotogy s aviable ad cost-elicctive alterna
tve for some insttuction,
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In the future, Puyear (1997) suggests that the unit of instruction will shuft
toward smaller modules from the standard three-credit- our course, that stat-
ing the specific competencies and skills associated with a course 1s expected o
hecome the norm. and that flexible scheduling will be in demand to allow stu-
dents to complete a given course at their own pace and move onto the next ievel
according to their own schedule. Gianini agrees. noting that adults preler
“shorter duration. fast-paced courses with measurable results™ (1997, p. 170

The need for educationat programs and services to be available on
demand will have an impact on the dehivery of remedial/developmental
instruction. A recent study indicated that two-thirds of the community colleges
in Uinois rely on full-semester-length courses for at least 90 pereent of their
remedial/developmental offerings (Hllinois Community College Board, 1997).
The raditional approach to scheduling can work well for students who take a
mixture of remedial/developmental and college-level coursework simultance-
ously. However, such a traditional approach can be inelficient for a student
needing only to refresh basic skills or to review only certain segments ol a tra-
dittonal course. The use of mstructional technolopy along with a modular
approach to course content can provide new aventes for students o acquire
the skills they need.

Approaches to Remedial/Developmental Education

As open access Institutions, community colleges have an obhgation to pro-
vide remedialZdevelopmental education for students who are underprepared
for cotlege-level work However, political. cconomic, and socictal pressures
often cause the discharge of that apligation 1o be a balaneing act between cllee-
tveness and elhcieney Increasingly, lederal and state agencies require greater
accountabiliny m student owtcomes, while amy viad of mitiatives compete tor
colleges tunds and the number of students who need remedialZdevelopmen-
Ll coursew ark remains high and reguires institutions to uwse wechnology to
teach effectively: College adnumstrators are rege red to make difticult chowees
regarchng the level of support available tor remedial/deyclopmental programs.

Influence of Learning Theory on Remedial/Developmental Programs.
Lhe structure of remedial/developmental programs, as well as the phitosophical
hase on which they are bult, has been heavily influenced by at least three schools
of fearming theory (Boylan, TU86), Remedual/developmental programs frequently
use progranmed mstruchon to varymg, depgrees Behavionist theories of learming
undetlie the concept of programmed imstruction with the basic assumption that
learners respond to external varables that canbe programmed i partcalar ways
that lead toa mastery of the subject matier. Progranys foundcd on behavioral the-
ory uswaliv feature self-paced. computer-assisted mstruction and. guite otien. an
apen entry =open extt format: Proyidams that iely completely o substantially on
a programmed mstruction mode!l are generally nonmurusive programs capable
of serving ke numbers of students with a manal number of facudy and stalt
and e therefore relanvely mexpensive to operite
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At the other end of the spectrum are programs based on developmental
theories of learning. This group of theories posits that learning is a process in
which individuals move from one level of knowledge to another, and that
external variables can stimulate, but do not control, the learning process. The
instructor plays a vital role in programs based on developmental theory by cre-
ating a supportive and encouraging environment that provides challenges at
appropriate levels to stimulate learning. Obviously: such programs rely heav-
ily on instructor involvement and, ideally, involve small classes. making them
relatively expensive to offer,

Boylan (1986) points out that remedial/developmental programs are often
a blend of these two theoretical models. The design of most remedial/devel-
opmental programs is based on developmental theory. but the delivery of
instruction often includes instructional modes associated with behavioral theory.
Such a blend can provide some cost efficiencies while still providing the support
that most students in remedial/developmental education programs require.

A third madel of remedial/developmental program is based on humanis-
tic principles of learning, which assume that people are naturally inclined to
tearn. Programs based on humanistic theory also rely heavily on instructor
involvement. However, the instructors role is that of a manager/facilitator who
creates an environment where learning will occur. The responsibility for the
learning process rests primarily with the learner. Few remedial/developmental
programs use this model because underprepared students are generally not
ready lor the responsihility of such a seli-directed approach. Learning styles of
developmental students tend to be more passive than those of their peers in
college-level academic programs. One exception may be adult learners, who
are accustomed to sell-direction in other aspects of their lives, and who may
aceeptagreat deal of responsibility for their learning. Intellectual maturity
dappears to be a determming factor in whether an individual will benehit from
ascll-directed approach.

Modes of Instruction. Bers (1987) enumerates some of the many teach-
ing modes used n remedial/developmental instruction. Sell-contained classes,
tutorals, computer-assisted instrucuon, special skills sections of existing
vourses, and self-paced modules are among the many formats used o deliver
mstruction. Fach of the three theoreucal approaches discussed carlier—behav-
torist, developmental, and humanistic—can be used in any of the ditferent
modes of nstruction.

Characteristics of Effective Remedial/Developmental Programs. Numer-
ous studies have been conducted 1o determime the effectiveness of reme-
dial/developmental programs. Most studies compare the perlormance of
students who completed recommended remedial/developmental coursework
to that of students who did not require developmental coursework A few stud-
s add a compartson of students who did not pursue recommended reme-
dial/devetopmental coursework I general, most studies have lound that
students who suceesstully complete recommended remedial/devetopmental
courses perform as well as or better than college-prepared students i terms ol
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grade point average, retention, and program completion. In fact, one impor-
tant study found that students who participated in remedial/developmental
programs obtained higher grades than admission criteria (such as high school
rank or college-entrance examinations) would have predicted (Boylan, 1983).

A number of studies, including that of Kulik, Kulik, and Schwalb (1983),
correlate effective performance with program characteristics. They found that
the most effective programs involve carly intervention with underprepared stu-
dents, sometimes prior to college enrollment. They also found that the longer
a remedial/developmental education program is in existence, the more likely
it is Lo show positive student outcomes. Boylan {1983) found that the more
comprehensive a remedial/developmental cducation program is. the more
fikely it is that students will be successful in subsequent college-level work.

A study by Roueche, Baker, and Roueche (1984) indicated a high degree
of correlation between student success and the following characteristics of |
remedial/developmental education programs: required entry-level testing,
mandatory placement in basic skills courses. a limited number of courses
allowed for remediation, continuous program evaluation, and an interface
hetween basic skills courses and subsequent college-level courses. A later study
by Ross and Roe (1986) identified two additional characteristics of effective
remedial/developmental education programs: a full-time director and a com-
mitted staff provided with ongoing training. Finally. a study by Tomlinson
(1989 identified effective remedial/developmental education programs as
offering comprehensive support services and being institutionalized within the
academic mainstream. The latter characteristic is most frequently associated
with support from the highest admnistrative levels ol the institution.

Most of these characteristics are as applicable in today’s environment as
they were durmg the 1980s when they were identificd by their respective
authors. However, more recent approaches such as those used at Indian River
Community College (Florida) and College of Lake County (IHinois) suggest
that these should be expanded to melude characieristics of bridge programs m
which the remechation of basic skills 1s integrated into the cwrneutum and stu-
dents benehit trom peer support and learn through the application of basic
skills to real-hie situations.

Policies Common to Effective Remedial/Developmental Education
Programs. s the previous section mdicates, the structure of remedial/devel-
opmental education programs is an important lactor wn their effectivencss
FFqually important to the effectivencess of the program are the institutional poli-
cies that atfect the programs operation. Roueche and Roucche (1993) reviewed
lwelve suceessiul community college remedial/developmental education pro-
grams as well as the current licerature and concluded that the following poh-
ctes had apostive ellect on remedialZdevetopmental education programs:

e Orientation should be required for entermg students,
o Late registration should be abohished.
e Dual enrollment w hasic skill tdevelopmentah and college-fevel acadenue
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courses should be elimmated (see comments below).

Working students should be encouraged 1o reduce academic loads.

More comprehensive financial aid ¢ ~~ortunities should be provided for
remedial/developmiental students.

Problem-solving and literacy activities should be required in all remedial/
developmental courses.

Tomlinson (1989 provided addinonal recommendations regarding poli-
cies related 1o faculty and stalt involved in remedial/developmental education
programs:

Involuntary placement of faculty in remedial/developmental educavon
should be discouraged.

Remedial/developmental education faculty should maintun contact with lae-
ulty who teach college-level courses and also should teach college-level
courses when possible

Counsclors and twors should be available 1o students in remedial/develop-
mental cducation throughout their program.

There is recent evidence that dual enrollment in remedial/developmental
courses and college-level courses does not have a negative impact on all stu-
dents. For students who are deficient in only one subject area. enrollment in
college-level courses in other subject arcas shoudd not be detrimental. Boylan
1990, p. 31 recommended that, particularly for two-vear mstitutions. the
need for remediation in one arca should nat keep a student from pursuing reg-
ular coursework in some other area. One possible exception is the student who
s deficient in reading, a vital foundational skill. What seems o be most impor-
tant for students who are deficient in only one subject arca is to complete the
required remedialdevelopmental coursework carly: However, for students who
have multiple deficiencies, the ehmimation of dual enrollment makes sense. A
recent studhy by Adelman (1996) lound that students who required three or
more remedial courses are at serious risk academically. Additionally, a study
conducted by the College of Lake County. a pubhic community college n 11i-
nots. from Lall 1992 through [all 199+ (deseribed more fully m Chapter Seven
of this volume, resulted in a recommendation that students who have deli-
ciencies intwo or three basic acadenne skill areas should be required o focus
on the remediation of these deficiencies before heginning college-level course-
work (Werssman, Sk, and Bulakowski, 1997, For these students., the transi-
tion to college-level courses may need 1o metude bridgee courses that emphasize
both hasic acadenue skills and subject matter.

tleally. remedial/developmental programs should he a recopnized part of
msttuton="academie programming supported with resources adequate o
cnsure that students are: provided with comprehensive support services
thiovghout therr programs and possibly heyond - Appropriate technology
should be incorporated mio the delivery of remedial/developmental mstru -

.
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tion. Institutions should provide committed faculty and staff with ongoing
training as well as opportuntties to interface with college-level faculty and cur-
ricula. Institutional policies should ensure that all students with developmen-
tal needs are identified as early as possible and are required to enroll in
appropriate coursework. Institutional resources should be available as well to
provide continuous evaluation of remedial/developmental programs.

Current Practice. The reality of remedial/developmental education pro-
gramming, is somewhat less than what the rescarcih has identified as ideal. For
instance, a recent study by the National Center for Education Statistics (USDE,
1996) indicated that three-fourths of all higher education institutions surveyed
required students to take remedial/developmental courses, but public two-year
colleges required remediation less often than private or public four-year insti-
tutions. A recent survey of lilinois community colleges indicates that place-
ment testing is mandatory for selected students at all public community
colleges in the state (1llinois Community Cotlege Board, 1997). However, par-
tcipation in remedial/developmental courses is not mandated by all colleges.
The NCES study indicated that only 2 pereent of all higher education institu-
uons prohibit students from enrolling in college-level courses while enrolled
in remedial/developmental courses.

The majority of higher education insututions offer remedial/develop-
mental education through traditional academic departments. The 1ilinois sur-
vey mdicated that 75 pereent of the colleges integrate remedial/developmental
education courses in academic departments (Hlinois Community College
Board, 1997). However, remedial/developmental courses in mathematics and
writing were most hkely to be offered in a separate orgamzational structure.
and several colleges used a hybrid approach in which, for example, reme-
dial/developmental math was part of the college’s regular academic department
and remedial/developmental English communications and reading were pro-
vided in a separate developmental education unit. Very few institutions pro-
vided remedial/developmental education solely through learning centers.

A consideration for the design of remedial/developmental education in
the future is the increasing use of technology to customize the delivery of
instruction to be convenient to the student 1n terms of time and location. Edu-
cators will need to identily the uses for which technology is appropriate n
the delivery of remedial/developmental courses and revise or develop policies
accordingly. Boylan suggested that the cost-ceffective delivery of remedial/
developmental mstruction often mvolves the creative use of integrated labs
and computer-assisted instruction to supplement classroom instruction (1996,
p. 106). Rescarch regarding the characteristics and learnimg styles ol students,
as well as documented patterns of academie performance for various groups
of students, may be helptul. For example, students, particularly adults, with
dentified skl deficiencies m only one subject arcacmay be very suceesstul
computer-assisted courses or m selt-paced courses dehivered by television or
the Internet. On the other hand. students with multiple deberencies may need
to attend classes where they mteract with aninstructor and are olfered exten-
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sive guidance and feedback. Clearly, students exhibit a range of needs in the
area of remedial/develepmental instruction for which there is no one-size-fits-
all solution. including the use of technology.

Conclusion

The purpose of this chapter has been to examine remedial/developmental
education within the current community college environment and explore
various approaches for delivery of remedial/developmental programs. There
is little doubt that substantial numbers of students entering community col-
leges and other institutions of higher education are not adequately prepared
to undertake college-level coursework. Some of the major policy questions
surrounding this situation are at the center of debate within the current polit-
ical. social. and educational environment. Why should additional tax dollars be
spent teaching students skills they are expected to acquire in high school? Is it more
cost-cffective to restrict remedial/developmental cducation delivery o community
colleges? Should the number of remedialZdevelopmental courses supported by tux
dollars be restricted?

Although these gquesuons are legitimate, the reality of the situation is that
providing ceducational access and addressing the needs of students must be
the driving force behind policy decisions. As long as there are indications that
students have the potential to be successful in collegiate-level coursework if
deficiencies are remedied. community colleges have the responsibility to
respond to these students” needs. The question then becomes, how can the
college best assist students m overcoming these deficiencics with the current
environment demanding more accountability and technological facility from
the institution?

Colleges must provide an environment that supports student learning
while at the same tmie heing accountable to the public and the student for the
outcomes of therr efforts. Students are asking for educanonal opportunities that
are flexible and that will permit them o accomplish their goals as quickly as
possible. The use of technology along with flexible scheduling can assist in
providing these opportunities. Ol all higher education institutions, commu-
niy colleges are the most hikely 1o offer remedial/developmental education
courses in the evening, on weekends, and during the summer (USDE, 1996).

Rescarch has idenubied program characteristics and institutional policies
that are assocrated with eifecuve remedhal/developmental education program-
ming. The challenge to mdivaduad msttations s to blend the deal with real-
ty e a way that maxinuzes student success. The preceding discussion has
eaplored possible ways to accomphsh this goal. Recogmzing the needs of stu-
dentsand developing policies that enswre appropnate levels of intervention for
gtoups of students with different needs s the kev to masmuzmg the eliccuve-
ness and ethcieney of remedial/developmental programs
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In the presence of internal and external controversy, the decsion to
move from a system of open enrollment to a svstem of mandatory
placement is difficult; once the decision is made, implementation
presents its own difficultics.

Mandatory Assessment and Placement:
The View from an English Department

Dorothy M. Berger

in the fall 1997 semester, the San Diego Community College District began to
implement a system of mandatery placement in all English classes at its three
colleges This means that students who hanve not met a prerequisite are blocked
from enrolling 1in classes. (A prerequisite may be met either by satisfactorily
completing a lower-level course or by achicving a specified skill level, which
is computed by formula from assessment test -+ ores and various details of stu-
dent academic history.) The district is also enforcing prerequisites inabout sev-
enty ather courses, prmarily in the sciences and languages. that would lose
transferabilny 1f the prerequisites are not enforeed. Subsequent semesters will
see nereasing numbers of courses in which students cannot register without
having met the preregquisite. including many courses across the curriculum that
cither require or advise students to have reached a specihied level n English
This change marks the end ol a period m which prerequisites appeared m the
catalogs but were treated as advisory only and were not enforeed.

Reactions to this change in policy range from rehief to dismay to trepida-
ton, an mdication that although implementanion will oceur, broad consensus
does not vet enist. English faculty in particular expect a decline i the number
of students who disappear belore the end of a semester and an merease m the
quality ol students” work. Many administrators have deep and senous concerns
about the legal, ethical, and tnancial ranmbications ol enforcement. including
adechine mentollment: These differing views are emblemanc of a national dhs-
cusston Known vartously as the “aceess versts steeess” or 7aecess Versus st -
Jdards” arprment. i which wccentral question is whether students benelit most
from bemg tree 1o enroll as they wish or fram having the institation take a pre-
senptive role m therr progress through the curticulum. When colleges choose
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34 EHECTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

a prescriptive role, the isste is how o ensure that this intervention does not
block students from access or ereaie discouraging hurdles afier enrollment.

The san Dicgo Community College District’s sometimes tortuous five-year
path back to mandatory placement reflects some aspects of the access versus
standards argument that may be typical only of California or only of the San
Dicge Community Collepe District. The philosophical and implementational
aspueets of the access versus standards argument are not unique., however, nor
is the nterplay of the internal and external factors that modulate the discus-
ston: thus an examination of one systems response to that nationwide argu-
ment may illustrate s complexiues and itonmies i a way that is usetul to
mndnaduals and systems on all sides of the issue.

The Setting and Some Relevant History

The san Dicgo Community College District comprises three colleges—Ciy
College M sa College, and Miramar College—six Continwing Education Cen-
ters twhich do not hgure i this account), and a central administratve office
under the direciion of a chancellor. The district s governed by alocally elected
Board ol Trustees, and cach college has its own president and 1its own acade-
mic senate. The colleges enroll about 43,300 stadents, and there are about
2400 full- and part-tme faculty: Cthnically the districtis relatively soilar o
California community colteges in general” 43.8 pereent of the student popula-
ton s white, 154 percent s Latino, THO pereent is African American, 121
pereent s Astan‘Pacific Islander, 0.4 pereent s Filipio, and 1.5 pereent is
American Indian. A centralissue s, of course, how an organization of this size.
heterogenemy and structure comes 1o consensus on any issue, much iess such
A sensitve one as mandatory assessment and placement.

The Previous, Non-Mandatory Placement System. The last ten o1 so
vears have seen o largehy unintended dechine i the degree o wlich course and
skif-level prerequisites have been enforeed. ending in an open system with
students completely free to choose what Tevel of courses m which o enroll,
«One exeeption has been some vocatonal programs that have continued to be
stricth monstored.t Phewntal stage of the change was not the result ol a philo-
sophical shift but rather a function of changes m the registiation sysiem. In the
days of isperson registiation. when a counselors signature was required cach
semeste: counselors exerted a Luge measure ol controb1f they wished o They
could.alter discusston with a student. decide whether to enforce orwaive a
prevequisite: Shilung students after the beginnmg of L semester was common
in Unglish casses b facudty felt that students had envolled atan mappropriate
level The advent of malan registration i TO87 relased this alicady somew hat
porots system as did word thata sut co be discussed more fully i a lacer
~cctont had been Bled aganst the Calidona communiy college sostem The
account that crrculated among the faculty was that a charge had been hiled
Lunming that a prereausite fora reshman composttion course was discnnn
nators, but the detals of the st were not dearhy or widely tnderstood

Y BEST COPY AVAILABLE




NMANDATORY ASSESSMENT AND PLACEMENT 35

Instrienons to laculty changed so that in the early days of a semester they
could only reecommend that a student enroll n a different course—they could
not st The advent of an electronic telephone registration system in 1994
1nd the dear hut somewhat delayed understanding that the district was no
longer m compliance with changed regulations about prerequisites meant,
finalhy, that students could enroll as they wished. The telephone registration
atem advised students when they had not met a prerequisite, but it did not
hock enrollment.

The Reaction of English Faculty. Resignaton, frustration, and despair
e not tracdiional subjects of rescarch or policy writing in higher education.
Vet these terms charactenze the ongoing reactions of English faculty during the
vears m which more and more students enrolled in cowrses for which they
were unprepared. The English faculty were gencrally aware of the access ver-
s ~tandards disctssion gomg on natonally, but like many colleagues, thetr
primany locus was and is the classroom. Few saw the immediate situation as
part of a4 larger phenomenon, believing, rather, that focal administrators were
wmmnterested e or unaware of the daity challenges w academic standards. Fac-
ulty also el that mstituung mandatory placement in their classes would be
relatnvely smple o orgamize, At the beginning, of any scmester, it often
appeared that only asmall handful of st udents in a class of thirty-two were
hkely to pass the course Bven b thatimpression were exaggerated, under those
Crcumetanees 1t was ditfficult to plan lectures and assignments knowing that
they wouhd be above wor below the capaaity of many m the class, The colleges
have made twtortg and support services increasingly available over the years,
hut when a student enrolls significantly above his or her level of readiness. no
anount of tweorng and no amount of dedication by the faculty can cnable that
audent to master simudtaneoushy the material in the current course and that

of T ol mote preregusite courses. Faculty grumbled that those teaching at
loner levels swere passing students who were unprepared for the next course
i the sequence—even though all members of the department were teaching
W mere than one level and were thus both subjeet and object of the complaint.
netiuctors m the two levels of remedial reading and writing courses found
then lasses Largely popukated by students who should have been in English
e second lnguage (781 classes but who, i thewr cagerness to progress. pre-
enred not 1o take them FSEnstructors found that students olien skipped the
o Jowest Tevels of EsLand enrolled simulancously v two higher-level
weqtiential courses Other students would Ll a course at one level but enroll
nevertheless m the nest highest level, fail that, and move onagam.

Faculiy were often ma quandary regarding what final grade to give astu-
dent who would have been appropriately enrolied i afower fevel but who had
tade sumitficant progress over the course ol a semester. 1 the student had stild
ot aceved e gouls af the course he or she swas enrolied m. fuhng grade
penatied hard work and accomplishment, but a passimg grade maceurately
agnaled the students Tevel ob competence. Many faculty felt that their abihity
to carny out thew professional vesponsibilities had been compromused. In the

&L




36 EFFTCTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

face of what appeared to be severely confounded placement, faculty began o
lose their own sense of standards at cach level of the curriculum. Clear evi-
dence about the loss of consensus on exit standards manifested itsell in such
things as department worksheps in which different faculty members would
grade the same sample student essay variously from a D 1o a B. The situation
was particularly troubling to the large numbers of part-time faculty. who feared
that if they failed large numbers of students or had unusually high attrition
rates, their jobs would be in jeopardy.

The phrase “dumbing down™ has entered our common vocabulary, but it
does not capture the anguish (sometimes resigned cynicism) of a faculty that
teels uself forced 1o participate in a lowering of standards., all the while decry-
ing the phenomenon.

still with the exception of an occasional dramatic outburst in college or
district meetings, discussion of the apparent erosion of standards was targely
hmited to department meetings. hallway conversations. and faculty dining
rooms. and the response was often that faculty have always complained about
their students or that the evidence was merely ancedotal, Data were only
recently produced that confirmed the facultys asseition that large numbers of
students ignored prerequisites. .

The Impetus to Mandate Placement. Despite consistent pressure from the
Laculty to resumie enforcement of prerequisites. the real impetus to do so came
from a chain of legal and legislatve events, enacted in the statewide arena of the
SIme deeess versus standards argument that was oceurring locally in the San Dicgo
Community College District. When the California legslature passed the Seymour-
Camphell Matriculaton Act of 1986, 1t was seen as an assertion of the advocates
of “standards” in s requarements lor such things as assessment. educational plans
hled by students, onentation, and counseling—all designed 1o move more com-
munity college students more expeditiously toward their educational goals. A
response from the proponents of “aceess™ followed in 1988, when MALDEE The
Mextean Amencan Legal Defense and Educational Fund, filed suit against the
chancelor of the Calitornia Communiy Colleges. the statew ide Board of Gove-
nors, and others, cluming that they were using assessment tests and other aspects
of matnculation in a discrmumatory lashion o block Hispanic students from
aceess to eollege-level courses. The swit did not go to tal, but the settlement i
OO had far-reaching effects m substantial revisions to the state matriculation
regulations (Cage, 1991 The changes were so complex that the Mate Chaneel-
torx Oftiee prepared amaodel policy tha local community college districts could
adoptoradapt n conlidence of acting within the new regutations, For colleges
choosing 1o enforee prerequisites, the major requirements were the following
Alarculavon Regulanons Review Task 1 oree, 1993

* The governmg board must adopt a policy on the matier, and students must
be widely advised of1ts provisions

* Only placement tests approved by the State Chaneellors Office may he used,
and the tests need 1o he Tocally validated.
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Placement may not be based on a single measure such as a score on a test
but must be made according to multiple measures, which may not correlate
highly with one another.

Prerequisites may be set only following a course-by-course scrutiny of out-

lines. textbooks. examinations, syllabi, and the like. ending in a clear lisung

of entry and exit skills for each course.

« Communication or mathematics prerequisites for courses outside English
and mathematics departments may not be adopted in a blanket provision
across the curriculum and., when imposed. must be based on research that
shows their applicability to student success in each specific course.

o Students must be permitted to challenge prerequisites.

o Determination of a student’s having met or not met a prergquisite must he
made prior to enroliment in & course.

o Prerequisites must be reviewed regularly: at least once each six vears.

o When precollegiate courses serve as prerequisites, they must be offered in
reasonable praportion to the number of studernts who need them.

e There must be a formal agreement by the faculty to teach according to

approved course outlines, parucularly n those aspects of a course most

directly related to the prerequisite.

The imntent of these provisions s clear m an attempt te balance aceess and
academic standards. the regulations hold that prerequisites. as potenuial bavn-
ors o access. should not be capriciously or carelessly setor st permanently
without review: 1 students are required o have certain skills or bodies of
Knowledge belore they may take a particular class. that class should. in fact,
operate in such a manner that those skills or knowledge are actually needed
for success. Yet many in the district felt cand may stitl feeld that these provi-
sions were unnecessartly burdensome and complex, designed more to dis-
courage implementation ol prerequisites than to ensure cquity. For example.
approximately 1700 course outlines in mimety-cight programs needed 1o be
ndividually seruumzed, and that process needed to be documented and made
available tor mspection. An additional reguirement was that the resulis tor cach
course had to be approved. prior io catalog printing deadlines. i separate
actions by three separate curniculum committees. his presented a dauntimg
argamzational challenge i a district this size: Many faculty felt the process to
e an unwarranted intrusion it protesstonal judgment. The ability o read
and write at the cotbege Tevel belore takmg savoa history or phifosophy course
weemed =0 sell-evident that the requirement o do rescarch to demonstrate the
connection was shocking Nevertheless, the process was begu,

The Process

Ovet a period of several years. vanous ad hec comnttees were lormed. dis-
colved and reconstituted . the Board of ‘Trustees adonted a pohicy on prerey-
Wsttes. stall lom the Research and Plannmg Ofhee worked with English and
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math department chairs to valicate the placement tests and choose multiple
measures, a committee wrote a challenge procedure, and a scruting proce-
dure was established that held cach academic dean responsible for cailing
together faculty in like disciplines from cach of the three colleges to decide
whether to keep, alter, or eliminate prerequisites and 1o write specific exit
skills for cach course. There were arguments about the meaning of research
reports. For example, if a correlavon study indicated no relationship between
reading or writing ability and success in, say, a political science class, did that
mean that English skills were irrelevant or that standards had been seriously
compromised? Curriculum commitiees went into overtime operation, sur-
rounded by mountains of paper since the scrutiny packet for cach course was
at least ten pages long. At one point, in 1996, because the English and math-
cmatics departmenis had completed the process first and were cager, agrec-
ment was reached that prerequisites for those two departments would be
enforeed on a pilot basis the next fall. At the last minute, however, imple-
mentation was postponed for a year as the implications of enlorcement
became clearer and district and college leadership voiced concern that prepa-
ratton was insulfficient,

During that year, it became apparent that although an enormous amount
of tme and energy had already been expended on the practical preparations
for mandated placement. the district had had insulficiently broad discussions
on the philosophical aspects of the mater and commitment 1o implementa-

ton was uncertain. 1tis true that the trustees had adopted a policy. and there
had heen periodic reports on progress, but it may be that the intense activity
and the periodic nature of the 1eporting had somchow masked the failure to
ascertain whethor consensus existed. It may also be that as the practical con-
sequences of mandating placement became apparent, anxiety about how far-
reachig those consequences would be triggered new questioning abouwt the
philosophical basis of the entire undertaking,

Additional External Factors. Also during that year, a sccond major
external lactor became apparent. In 1988 the Calilorma legisluare approved
regilations designed to significantly increase the role of academic senates m
the communny colleges The coneept of shared governance requires that
boards ol &, . stees consult collegially with the academic senates on a broad
spectrum ol issues outside the scope of collective bargaining, This concept has
had a troubled history in Calitornia (Trombley, 1997). However, the San Dicgo
Community College Distriet has made serious elforts to implement the provi-
stons of shared governance, although o full understandig has not come
quickly, either o the faculty or the admimistianon. Nevertheless. during the
Past yvear new ways ot interaction between the faculty senates and district
admuustration were emerging. Though there has not been asharp. districtwade
Lculty- admustraton spht on the 1ssue of enforang, prerequisttes, mdiscus-
stons between the district adminstrators and the senate prestdents, the voice
of the faculty was strengthened and supported by the existence of district pol-
ey that mcludes “standards or policies regarding student preparation and sug-
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cess” among, the topics on which the "Board shall .. rely primarily upon the
advice and judgment of the Senates™ (San Dicgo Community College District,
1092, pp. 1-2).

A third external factor has been the role of the four-year colleges and
universities 1o which community college students transfer. During the years
when prerequisites were not being enforced, faculty had frequently voiced
their fear that courses would Tose transferability, but from the perspective
of the facuity, the receiving transler institutions were largely—and curi-
ously—silent. It appeared that so lonyg as prerequisites remained in the cat-
alogs. irrespective of whether they were being enforced, transterability
would remain. Various contradictory and ambiguous signals arrived from
ume to time. and the universitics seemed indecisive. Very late in the final
year of planning and discussion, when the issue of which, if any. prerequi-
sites would e enforeed, a dramatic. unequivocal communication from the
University of California settled the mater: Transfer and articulation agree-
ments that included prerequisites would be invalidated if the community
colleges did not enforee them (L. Randolph, office communication, Feh. 27,
1997) A major, almost instantancous ohift occurred in the districts stance.
Although many sull objected o or feared rigorous enforcement, loss ol
transfer was obvioushy unthinkable and accommodation to a new reality had
o be ;lcccplcd.

Thus the situation had come tull cirele. An external legal challenge to
enlorced prerequisites had resulted firsUin a cessation of enforcement, then
n major introspection by the faculty and stalt of the distriet; and a tenta-
live, reluctant. sometimes wavenng movement back toward striethy enforeed
prevequusites—long desited by many in the ranks ol the faculty—Dbecanie a
necessity 1 order o maintain transferability. The inal clam ol unlawtul dis-
criminaton by virtue of hmitations on aceess (the MALDEE swit) has resulted.
ironically, in much tighter talbeit better thought-out) control ol students
progress through the curriculum.

The Practical Implications of Enforcing Prerequisites. Reachig the
decision to enforee prerequisites was such a ume- and energy-consuming
process that both district and college personnel were somewhat slow to veal-
i=e the extent of the pracucal and financial arangements that would be nee-
eanary as a resudt and asystem alrcady operating under high pressure moved
mto a higher fevel ol ansiety. One such practical implication was the reahiza-
Hon that siee about 13 percent of the students enter as transfers from other
stitutions. they need to submit their transeripts priorto cnrollment i they
have met various prerequusites elsewhere: Cuarrent sadhimg i the Evaluations
Ofttees 1=, however, not karge enough to prevent massive hottlenecks. stalbin
the Testing Ollices will also have to be e reased to handie dramatic ercases
m plwcement testing the Challenge procedure relers all challenges to the
departments. but the bulk of challenges will ocowr durnmg, summer and win-
ter breaks when faculty are not on duty. Sigmibicant reallocation of Tunds will
be needed
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A very serious implication of enforcement of prerequisites will be the
>hift in the balance of sections of transfer and remedial courses in the Eng-
lish department and the probable need for an increased number of sections.
Everyone knew that the balance would shift, but the magnitude of the shift
{though not completely clear at the time of this writing) is startling. Based
on test results. projections are that the number of sections of remedial read-
g and writing could increase by a factor of three. Because students have
chosen, in increasing numbers over the vears, to bypass these lowest levels
of classes. few among the current faculty have sufficient experience and train-
ing in the charactenstics of developmental students and the specific tech-
niques of teaching them. Retraining or at least resensitization to issues of
remediation has become a necessity because these students will no longer be
dispersed throughout other courses. And. of course. the issue of increasing
English otferings has become an internal political issuc. other departments
fearing that the increase will come at their expense. There is talk—only
parthyin jest—of the growing imperialism of the English departments. But
an overriding concern is the requirement 1n state regulations that when pre-
transter courses are designated as prerequusites. they must be reachly avail-
able. the issuc again being not to limit aceess. Predicting how te schedule for
the first semester with enforced prerequisites is proving 1o be extremely dif-
heult. Will new students” reaction be o delay taking Enghsh. to enroll in
higher numbers, or to flock (o colleges m nearby districts where preregui-
sites are not heing enforced? And what plans can be made for making possi-
bly Large changes at the opeming of the semester if the best predictions turn
out 1o be seriously incorrect? At the ume of tus wniting, all of thesce issues
are stll being resolved

Potential Outcomes

s ol course. too carly to know it this process will have the mtended out.
vomennereased rates of student success without reduced access 1o the colleges.
And itis clear that many aspects of the process were less than sausfactory: 1t is
dufficult, however, to move quickhy m o straight hine through a field so charged
with uncertamues and conlhcts Great care needs 1o be taken when the lives
of so many students are to be affected. But some important benelits are already
clear: Tnstructional rescarch has increased. as has the facultys ability to inter-
previt Interacton among colleagues m the districts three colleges and adnin-
istrative headquarters has mereased. in some mstances dramatically. There s
alsomareased mteraction with the stafls of ncarby and not so nearby transfer
mstituttons and community colleges Most important 15 the experience ol
broad, honest wresthng with deas lving at the heart of what we do,wdeas tha
Qe often subordimated 1o the dathness ol e hing and admumistration. 1 he
adherents of “access” and the adherents of “standards’ now Took and teel fess
Like armed camips and more like people with differences that they know can
be resolved
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- This chapter describes an interventionist system implemented by a
large suburban community college to respond to underprepared
students. Rather than ignoring the problems of underprepared students
and relegating them to second-class status, the college worked at
connecting and supporting all students cqually to demonstrate that
intrusive and interventionist policies need not be punitive.

Structured Versus Laissez-Faire Open
Access: Implementation of a
Proactive Strategy

Richard Fonte

Many strategies have been attempted at community colleges to assist students
to achicve their educational objectives. However, with an increasing number
of entenng community college students underprepared for college-level acad-
emic work. developmental education has become a eritical element of most
approaches. Community colleges have developed student suceess systems for
an increasingly at-risk student body that combine student service retention
programs with developmental education.

A major variation among colleges 1s the degree to which cfforts are
mandatory and universally applied. Some differences may stem from resource
availability, but more frequently they derive from conflicting philosophical out-
looks. Any review of the issues that impact on policy for developmental edu-
cation must first begin, thercfore. with a discussion of the open access
enrollment principle intrmsic to the mission of community colleges.

The Open Access Debate

Community colleges that maintain that an “open door™ requires unlimited
access w all courses, and even aright o fail, oppose mandatory student suc-
cess strategies (Richardson, T988, p. 281 Roueche and Roueche, 1994, p. 6).
The viewpoint, which rejects restnctiions limiting couwrse-taking access, nught
well he called taissez-feare open access. Vntaally all developmental education
strategies under this orentation are voluntary and nondirective. lmplementa-
ton of programs atmed at enhancing student academic achievement m college,
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+4 EEFECTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

including developmental education, are dependent on the students accepting
advice {rom an empathetic counselor or professional.

The contrasting perspective, which relies on a caring but intrusive system of
facilitating student achievement (Lopez, Yanez, Clayton, and Thompson, 1988),
may be designated “structured open access.” Strategics under this view utilize
mandatory policies and proactive. intervenuonist practices for developmental edu-
cation and other student services. Student academic achievement and retention
in college are thought Lo be enhanced through consistent and universal applica-
tion of concepts that have demonstrated clear success at many other colleges.
Advocates argue that this position is the more effective approach to maximizing
student educational goal accomplishment (Roueche and Roueche, 1993, 1994).

Student success programs can be classified by both their characteristics
and their purposes. A four-category typology suggested by P. Beatty-Guenter
(199 has divided cfforts that connect. support, sort, or transform students.
A review of the tactics under cach of these classifications reveals that many can
be applied either under a structured or laissez-faire open access orientation.

Developmental education, obviously, falls under the transforming category.
and 1s usually delivered in an environment that includes other strategies for
helping students succeed in college. Connecting retention activities, such as orga-
nized student activities that help students get to know others on campus, are
clearly voluntary, although advising programs and new student orientation pro-
grams can be cither required or optional. Whereas most of the supporting reten-
tion strategies, such as child care, are nonintrusive. financial aid can involve
directive academic performance standards for continued student eligibility.

The strategies of sorting by an academic standard and transformation of
academic ability stimulate a great deal of ideological discussion. Serting, tac-
tics. meluding assessing students at entry. using prerequisites, and monitoring
academic progress, can be administered in an environment that leads to either
voluntary recommendations to students or compulsory requirements. Like-
wise, transforming approaches, including developmental education and tor-
ing. can be either voluntary or obligatory programs.

Mandatory sorting and transforming acuvities lead to differential treatment
of designated students based on academic criteria. These approaches, in partic-
ular. raise the question of student tracking and the class replication critique
advanced by Karabel (1972) and others. Are students who score lower on entry
assessment tracked into developmental cducation and then channeled into oceu-
pational rather than baccalaurcate programs? Is it the case that “counselors and
admumistrators enroll students in occupational courses that do not requure basic
skills proficiency™ (Kingan and Alfred, 1993, p. 797 Of course, such “cooling owt”™
advising could be undertaken within a voluntary or permissive context. but it
hecomes a very serious issue n a mandatory and structured environment

The Structured Open Access Model

The structured open aceess philosophy answers the class repheation enties by
applying its principles to all programs, both transter baccalaurcate and career
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occupational. Advocates of access with standards and structure, such as
Richardson (1988), Eaton (1988), and Cohen and Brawer (1987). maintain
that the defining charactenstic of college-level study at any community college
demands that the academic standard of college-level work be applied to both
transler and career students.

Research has demonstrated that the most effective student success plans
involve a blend of strategies (Beatty-Guenter, 1994). The philosophy of adding
structure while preserving access, labeled here structured open decess, suggests
the systematic use of academic standards Iinked with additional approaches to
assist students to reach their educational objectives. Supporters maintain that
designs combining mandatory sorting by academic criteria with dircctive,
interventionist tactics of transforming, supporting. or connecting students
actually mcrease rather than limit student achievement.

The structured open aceess perspective has been applied at many com-
munity colleges in varying degrees. In tact, the pure laissez-faire open aceess
institution may now be virtually nonexistent. Therefore. mest community col-
feges can probably be placed on a continuum between tiese two approaches
in their student success practices. Colleges that have few exemptions [roma
universal policy for all students would tend toward the structured open access
model. and schools with many exceptions or only limited application of
mandatory prescriptions would be more laissez-faire.

Implementation of the Structured Open Access Model

A college wishing to operate under structured open aceess principles must
adopt a set of intrusive and proactive policies. South Suburban College, acom-
munity college in Wlinois with a farge number ol underprepared students along
with a significant minority student population, adopted this model in the carly
19905 following a very thorough review of the literature of retention and stu-
dent suceess strategics. In fact, cach of the fourteen campus policies outhned
helow were adapted Trom approaches unlized at other colleges. They represent
avery comprehensive set of strategies that any other college secking to adopt
A structured open aceess philosophy may wish o review:

south Suburban College utilized mandatory strategies involving sorting
and transforming students and also mandatory connecting and supporting
approaches. The college depended onan empow ered counseling staft to make
decisions under a system of standards. Although departures from the policies
were possible with counsclor approval. the collegewide adoption of an mtru-
sive philosophy made such exeeptions to mandatory mterventions well delib-
crated and unusual.

Sorting and Transforming Policies. The placement testing and devel-
apmental education policies at the college were destgned o be mandatory, pre-
scriptive, and comprehensive. Previous procedures had had a imnted impact
on only w small segment ol the total student enrollment Under the compre-
hensive destgn, up-front assessment could not be avouded by certiheate and
degree seekers, whether full- or part-time. The stiategy was mplemented
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+6 EFFECTIVE POLICIES IN REMEDIAL AND DEVELOPMENTAL EDUCATION

through an effective computer system that supported mandatory course
sequencing. The key principle was that developmental coursework. especially
reading and writing, should occur as soon as the student begins college course-
wark. Moreover, the policy established the primary place of reading within the
developmental education sequence,

Policy L2 Mandatory placement testing is required for all degree-secking stu-
dents. The college required the ACT ASSET placement test of all certificate- or
degree-secking students prior Lo registration in any course at the college. Even
the self-identified group of students who indicated they were only taking a few
courses were required Lo take the placement test if they atempted to register
for a seventh hour. In effect. such students were presumed to have moved
toward a definitive educational objective and werc beyond an experimenting
stage. Moreover, because of the commitment o mandatory placement testing
prior to registration, Touch-tone telephone registration was restricted to those
not requiring a placement test or other counsclor intervention.

The registration applicaton (and also the phone registration script) used
for each registration required students to indicate their degree or certificate
intentions or “course-taking only” status. This datum directed the computer
to block enrollment for any student who had not taken the placement test.

The strategy of mandatory and universal test taking was aimed at having
students discover carly their own barriers to successful achievement of educa-
tional goals. The policy 1s based on the principle that students will be more
suceesstul in college if they address remediation on entry to the college. Many
other designs have failed to recognize that seme students without declared
degree intentions have nonetheless devised an informal plan by the time they
take their third course. If the college does not have automatic intervention pro-
cedures, such students could fall welt behind before a test-taking policy could
identify an educatonal problem.

Policy 2: A supplemental writing sumple testis required Jor students who score
within specifte *decision zones™ on the entrance writing test. A writing sample eval-
uated by English department faculty supplemented the ASSET English assess-
ment for students whose scores fell within the range between developmental
Cnglish and college-level English. A writing sample was also employed for
those individuals who scored at the Towest developmental level of reading but
who somewhat surprisingly. had placed into college Enghsh. The writing sam-
ple supplement strengthened the overall initial assessment. The use of a see-
ond evaluation for borderline students inereased reliability without excessively
ncreasing costs and numbers assessed. This addution protected the college
agamst the eriticism of using asingle standard when mandatory policies with
hugh consequences were being applied.

Policy 3+ High school transcrpts are requared of all degrec-secking students.
Proper placement, especially i math and Longhsh. was enhanced with enitieal
mformation provided through high school transeripts: The transenpt request
hecame part of the totab apphcation and admissions process. Walk-n registra-
ton enrollees were also asked 1o s a transeript request form as part of the
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registration process. Al available transeripts were used during the mandatory
orientation or course-planning session following placement testing. Transcript
analysis of all entering degree-seeking students was also necessary to deter-
mine whether they were to be admitted under full or provisional admissions
status under new Hlinois college admissions standards. Provisionally admitted
students were informed of their course deficiencies and were advised of appro-
priate class sclections needed o climinate provisional status. The usc of tran-
scripts represented an appraisal beyond standardized testing that strengthened
the case for mandatory decision making by providing supplemental informa-
tion for horderline situations. This information provided counselors with data
to make well-deliberated decisions and a basis for exceptions to the general
policy.

Policy 4: Developmental courses are mandatory beginning with the students
first semester: A developmental sequence was ¢stablished that required a stu-
dent to take at least one developmental course cach semester until the student
completed ariy required non-vollege-tevel developmental coursework. The stu-
dent was required 1o take reading before any other developmental coursework
and writing before math. Obviously. no coilege-level math or English course
could be taken until a student had completed developmental work in these
arcas. The registration system would not allow an enrollment transaction to be
completed unless a developmental course was part of the enrollment transac-
tion. Although counsclors were empowered to make exceptions. especially for
math in programs not heavily dependent on math competency. the overall
thrust was to move students through developmental coursework carly in their
college carecr.

Policy 5: Ewrly completion of the devclopmental reading sequence 15 mandated
and considered essential for future college suceess. 1f a student placed into devel-
opmental reading in cither of two groupings—level 1. or sixth- and seventh-
grade reading levels, and level 2, or eighth- and ninth-grade reading,
levels—the student had w take developmental reading during that furst semes-
ter. Students who tested below the sisth-grade reading level (the federal “abil-
ity to benelt” standard) were restnicted Lo taking an intensive reading course
offered through the college’s noneredit adult education division.

Reading classes offered at level 2 had a discipline emphasis (for example,
health and science readings). More difficult to develop and offer, specialized
level 2 reading courses provided a stronger link (o college-level coursework than
genene reading courses Moreover, because under the policy the developmen-
tal student had to complete the developmental reading sequence, the higher-
level readimg courses needed to demonstrate Iimkage to college coursew ork.

This pohicy endorsed the prnciple that an adequate reading level is the
Ontieal element 1 classroom st cess Because most college textbooks are writ-
ten at 4 i tenth-grade reading level, students reading below that fevel
expertence dificulty comprehendig entical material i any college course. In
a proactive environment, mandatory developmental reading courses have
hecome the lundamental bulding blocks of developmental programs.
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Policy 6: Developmental students with significant pre-collegiate coursework
requirements dare considered at-risk students and have both course and credit loud
restrictions. Any student who tesied both at the developmental reading and
developmental English level was limited wo taking ten credit hours, which had
to include developmental reading. Associate in arts or associate in science
degree transfer students were also req vired to take a one-credit college success
course. Any student placing in developmental reading at the first level (less
than cighth-grade reading) was further restricted in course selection to a short
list of non-reading-intensive classes and limited to ten credit hours. For those
students identificd at the very lowest levels of reading (helow the sixth grade),
dual enroliment in college credit and developmental classes was blocked by
the computer registration system. Full concurrent registration in credit classes
was permitied only for those authe highest tevel of developmental reading, The
college counselors were responsible for implementng this policy and working
closely with students who were most at risk.

This clear example of a proactive policy thoroughly rejected the right to
ail principle, which would have allowed at-risk. low-readimg-level students to
take heavy course loads or reading-intensive coursework.

Connecting and Supporting Policies. The carly-warning and acadenuce
progress information systems communicated with students both carly and fre-
guently throughout their acadenue carcers. College services were activated to
assist those expertencing acadenue dilficulty as carly as practical in their
carcers. The objective was to provide a comprehensive and mandatory set of
connecting and supportive retention and academic support programs for at-
risk students. The policies and programs aimed at tracking student academic
progress were front-loaded (that s, begun carly in a student’s college careerY and
have been especially significant for students enrolled m developmental course-
waork. The front-loading, principle was extended to recogmze that students
need feedback on academic progress during a semester as well as after a semes-
ters An additional connecting coneept Tocused on student intent and the
mandatory creation of a tormat educationad plan for all students at the begin-
mng ol ther college carcers. mcluding those requirning developmental educa-
ton

Policy 7 The academic alert and intens ention system must occur d the start of
cveny students deademic career (o equalize services to both full- and part-time stu-
dents. The colleges policy of acadenice warning, the lirst level of the academic
dertand intervention system, was changed so that it began at the seventh
credithowr The policy recognized that part-ime students, carrying substan-
tral loads had m the past not receved suthaent nstitanonal atention. This
mctuded many students who were enrolled 1 developmental classes. Under
past policiesswhich imtated efforts only alter twelve eredit hours, part-ume
students might not receve collepe retention services unul there thied on lourth
semester: The seventh-hour policy has tended 1o equalize services o pait-
timers, whoan the past may have been more hikely 1o drop out paor o receiv-
g antervention services Whereas full-uimers sull receved services at the same
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time as under previous policies, the part-timer carrying a foad of three courses
was now intercepted after the first semester. Because a part-timer frequently
has many other outside responsibilities, such as a full-time job, the earhier
mtervention strategy and mandatory counseling and advising services could
be critical to continued retention for such students.

This policy became pivotal as the college moved toward front-loaded poli-
cies on developmental education. The twelfth-hour trigger was a historical ves-
tige that assumed that students were predominately full-ume. The seventh-hour
trigger is realistic for community college students who often come underpre-
pared for college-level work and need 1o enroll carly in developmental course-
work.

Pulicy & Students on academic warning or probation status are required (o
develop an action plan to :mprove their academic standing. Students placed on
cither academic warning or academic probation were sent letters explaining
their status and requirements for registering for an additional semester. The
students were required 1o see acounselor prior to further registration and to
develop a co-signed (student and counselor) action plan aimed at returning
the student to good academic standing. Such students could not use Touch-
tone registration because of the required counselor intervention. ¢Counselors
were given the authority to require specific transforming actions as a condition
of continued registration, including tutoring. work study workshops, follow-
up counscling sessions, and specific developmental courses. The action plan
requirements were recorded in the computer system.

Thus policy, along with policy 6. depended onan empowered counseling
stafl. Rather than hmiting counselors, structured access policies required inter-
vention by counselors. enhanced their professionalism. and targeted student
ecess efforts. Counselors have found involvement rewarding because ol the
clearer systems of tracking at-nsk students and the feedback ol their prescrip-
tive recommendations.

Policv 9: Course-load credit howr Timits aie “presumptive reconimetidations”
within cach action plan. Load Timits were placed on stidents who were on aca-
demic warning or acadenme probaton The action plan prescriptions were con-
aidered maximums unless waived by a counselor The load limits varied, based
on the previous semesters GPA and the students academic standing. A student
i serous acadenue difieulty, however. could have his or her eredit foad Tim-
ed 1o as few a lour eredhits, or one course, as a condinon for continued enroll-
ment. The policy of a shding scale of load Timis was developed through
consultation with the counseling statf and an analysis of student data. The scale
parameters and strategy have been regularly reviewed and discussed by coun-
~eling faculty. Although this potey was not well received by some students,
mplementation of this procedure demonstrated that the college values reten-
ton and student success. rather than a revolving door

Hus pobey mpacts all students and would therefore attect developmen-
tal students, too, who had notheen mitadly subject to the at sk i based
on therr inttal assessment tesults However, the polic: should he considered
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ahrst hne of defense for a developmental student encountering difficulties after
the first semester.

Policy 10: The college provides cach student with a mid-term grade progress
repart. Mid-term grade reports provided students with their direct academic
standing for cach course in whicli they were cnrolled. Summaries of mid-term
reports for tracked, at-risk students’ cohorts (including developmental stu-
deints) were provided to counselors. Mid-term grade reports were used to trig-
ger a number of interventions.

Students whose mid-term projected GPA would place them at some level
ol academic warning or probation the next semester were required to see a
counselor to plan the next term. Such students could not access the carly reg-
stration system without counselor assistance. In addition, course load restric-
tions apphicable to a student based on the projected GPA were triggered in the
computer for carly registranon.

The college had always maintained a mid-term grading system. The new
pohicy used the data to improve tracking of at-risk students. both develop-
mentaland nondevelopmental. The linkage to the registration system allowed
proaciive intervention lor students who were experienicing difficulty in a cur-
rent semester Inthe pasi. such students would have registered carly without
Enkage o the student suceess policies.

Policy T1: Maers detailing academic progress are sent out (o all students at the
fowrth week of cach semester: Four-week mailers were generated in conjunetion
with a computenzed attendance report. Each faculty member selected from a
menu of ten messages ranging from praise for stadents doing well to notifica-
tons of satisfactory or unsatisfactary progress. The system provided coniputer-
generated letters o the homes of students early in the term, and faculty
participation was as casy as completing the Scantron lorm.

This policy, applicable to developmental as well as nondevelopmental stu-
dents should be considered an example of w connecting activity initiated by
faculty Although facuhy were not required to participate i the mailing sys-
teme o bugh pereentage participated because it was linked to the mandatory
state reimbursement attendanee veriheation report.

Policy 12 A degrec-audit systen details status und advising information to stu-
dents prion to cach subsequent registration. A computer-generated report that
advised students on course selecuon hased on their program or educational
objective was mailed to students prior to carly regsstration. The degree-audit
svstem also advised developmental stadents about the next required develop-
mental course. The degree-audit system was accessed through kiosks on cam-
pus The system data could be used by a student for scll-advising and by
counselors working dweetly with a student. For at-risk developmental stu-
dents, the degree-audit system was a proactive but connecting activity that
assisted students to elfectively plan therr schedules 1o achieve therr educatonal
abyectives

The degree-aadi system originally focused on specific career associate m
apphed saence degree program requirements and only very general transler
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degree program requirements, but it was adapted 1o provide specific transfer
information by specific universitics. Potential future enhancements wilt pro-
vide computer-generated information based on specific upper-division major
requirements. For developmental students with transfer ohjectives, the degree-
audit system provides essential advising information connecting the students
to their ultimate educational objectives.

Policy 13: Early identification of the student’s educational objective. including
the target university for transfer students, is required for all students. All students,
both developmental and nondevelopmental, must indicate at cach registration
their educational intention on the registration form. Student intention identi-
lication also became a mandatory clement of phone registration. Intention dec-
larations were updated at each registration. Students were reqguired to idenufy
the specific university to which they intended 1o transfer, and not just indicate
ageneric “transfer inte st”

Following placement testing, students were scheduled to attend a two and
one-hall hour orientation. which mcluded verification and explanation of edu-
cational objectives such as transter or immediate job preparation.

The educational intention declaration is considered a reinforcing and con-
necting student success strategy: A specific target imvolving a named university
or a speciic job can help motvate students who require developmental edu-
cation.

Palicy 14: All associate in arts or assodiate in scicnce transfer students or asso-
ctate in applicd science students indicating an intention o transfer are required to
develop a Transfer Master Academic Plan. All full-time students intending to
transfer, hoth developmental and nondevelopmental, were required to take a
one-credit student success course that developed a Master Academic Plan. The
Transler Master Acadenmie Plan detailed the transler course curricula a student
should follow that fulfilled both the colleges general education requirements
and those of the intended transler umversity. The student signed the plan,
which was the basis of the colleges transter guarantee. All part-time students
who mtended to transfer were also required to develop a Master Academic Plan
transfer strategy adter completing twelve hours.

Conclusion

The South Suburban College experience demonstrated that it was possible to
implement a structured open aceess system based on the proactive and inter-
ventionist philosophics suggested in the retention and student suceess litera-
ture. The system was appheable o all students, including those reguning
developmental education. Rather than creating second-class status for devel-
opmental and at-risk students. the policies were aimed at connecting, and sup-
porting all students equally n the pursut of their educational objectives. The
pulicies of sortmg and translorming students carried out within a supportive
and carmg environment demonstrated that mtrusive and interventionist pro-
cedures need not be punitive. On the contrary such student suceess strategies
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arc in the finest traditions of community colleges providing genuine access to
students and supporting students in a positive fashion to reach their individ-
wal educational goals.
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When Portland Community College was hit with a burgeoning
erroIment of non-native English speakers, college staff had to decide
whether to increase cowrse sections (o decommodate twice as many
students as they carrently served, or to curtuil cnrollment and better
serve those students who gained admission. This chapter discusses
issues involved in the quality/quantity dilemma of providing
remedial/developmental English-as-a-sccond-language programs.

Quality Versus Quantity in the

Delivery of Developmental Programs
for ESL Students

Reucel Kurzet

in the 1960s community colleges struggled 1o mect the needs of large num-
hers o underprepared, lirst-generauon college students. In successtully meet-
ing that challenge. community colleges carncd their reputation for providing
open-door aceess 10 postsecondary education for diverse. nontraditional stu-
dents. Over the years, the diversity of students has continued 1o merease. Com-
munity colleges are now the schools of choice for homemakers returmmg to
cchool. laid-oll workers retraining for a new career. senior high school students
gettmg a jump-start on college. vetirees pursuing feisure education, mid-carcer
workers upgrading their skills, and. increasingly, new immigrants and refugees
learning English 10 this fast group of students. those with linited Enghsh
JKills, that will hikely challenge community colleges most i the coming
decades. Taken together, students wath limited English skills provide greater
diversiy of student backgrounds. needs. and goals than any previous group
the commuty college has educated. Their numbers are growing steadidy Wall
conmunty colleges meet this new challenge?

The New Demand for English as a Second Language

fmnugration to the United States is approaching an atl-tmee high. Allenand
Furner (1088 (e hmmigration and Naturalization Serviee data showimng that
legal immigration averaged 570,000 people ayear during the 1980s—a rate
30 pereent hugher than the average for the 1670, Legislaton cnacted in 1980
will permt mmration to exceed seven hundred thousand annuatly through-
out the 19008 (Elhs, 1995 p 200 Although as percentages of the total U s
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population these numbers lack the impact of the peak immigration decade of
1900-1910, they are nonetheless substantial, According to the U.S. Census
Bureau, immigration during the decade of the 1980s accounted for one-
quarter to one-third of the nation’s population growth (Allen and Turner, 1988,
p- 23). "By the year 2000, more than 40 million Americans will be non-native
speakers of English . . |and] almost one-quarter of the new workers in the
U.S. labor force will be immigrants™ (Thomas, Bird, and Grover, 1992; in
Tichenor, 1994, p. 57). Many of these new immigrants will need English lan-
guage instruction, as well as postsecondary academic and vocational training,
to prepare them for productive work and active citizenship in our society. Are
community colleges aware of this growing challenge?

In many cases they are not. Because the relatively sudden increase in
immigration has caught community colleges by surprise, many have been slow
to update either their thinking about English-as-a-second-language (ESL)
instruction or their programs for providing it. Historically, ESL instruction was
provided by volunteers. often through churches and civie organizations, 1o
cnable immigrants 1o work and participate in community life. The volunteer
teachers were not professionally trained; indeed. there was no proflessional
English as a sccond language discipline. As non- and limited-English-
speaking students came to community colleges. programs were set up hastily
i various departments of the college, such as English, foreign language, and
adult basic education. The location of the TSL program within the college was
often determined by the most viable funding source available. rather than
through a strictly disciplinary rationale. Some colleges set up several different
EsL programs. with different goals. in different departments, The results were
as uneven as the programs. Until fairly recently, there were sufficient numbers
of low-skilled, family-wage jobs in the United States: those who lacked Eng-
hish proficiency and education could still support their familics.

Conditions have changed. of course. for hoth the immigrants and Amer-
lean business U.S. companies now believe that they need highly skilled work-
crs to compete in the global economy. Yet “corporate managers often find
themselves relying on functionally illiterate and innumerate workers” (Drinanc,
quoted in Tichenor, 1994, p. 57). Numerous national reports note thar US.
family-wage jobs will increasingly require oral tanguage proficiency. literacy,
and numeracy, as well as some postsecondary vocational-technica! training,

Most community colleges have yet to rethink how these changing nceds
will be addressed for their growing numbers of ESL students. Instead, as the
number of immigrants nises, community col' pes are concerned that the need
lor ESL instruction and other remediation will overwhelm their primary com-
mitment to lower-division collegiate and vocational-technical degree and cer-
tificate programs. Further, community colleges face pressure from dechning
state revenues and eroding public trast mall levels of education. According to
Gary Faton, president of Maricopa Community College in Mesa, Arizona, com-
munity colleges everywhere are expected to do more with less (personal com-
munication, Pecember 16, 1996) These pressures make it difficult for
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community college leaders to address ESL afresh. Meanwhile, “the delivery of
ESL instruction in community colleges is not neat, but slides around the cur-
ricutum from college to college and even within an institution” (1gnash, 1995,
p. 18). Many ESL students continue to be taught by nonprofessionals, even
through ESL has become a growing international professional discipline over
the past thirty years. Further, the frequent organizational isolation of ESL fac-
ulty and students from the mainstream of the college and its services acts as a
barrier to ESL students seeking to matriculate into the college credit and
vocational-technical programs they need.

Some community colleges are beginning to mect the challenge. As they
hecome aware of the new demographics and their economic, social, and polit-
ical implications, educational leaders are reconsidering the delivery of their
ESL programs. In cities with large immigrant populations, the chicf dilemma
is that of “quantity or quality.” Community colleges must decide whether to
serve increasing numbers of ESL students in traditional ESL programs—with
large classes taught by part-time instructors and volunteers, often isolated from
the rest of the college—or to locus instead on improving the quality of their
ESL programs and support services Lo encourage limited-English-speaking
students to complete their ESL study and matriculate into academic and
vocational-technical programs within the college. This single question, whether
to emphasize quantity or quality in ESL instruction. can bhe the basis of a thor-
ough review and restructuring of community college ESL instruction.

The Dilemma at Portland Community College:
Balancing Demand with Quality

Portland Community College. in Portland, Oregon, has been grappling with
that very question. As is often the case. a cnisis precipitated the programs
reevaluation. From 1986 to 1991, the increasing numbers ol ESL students in
the adult education ESL program were served m traditional fashion, with large
classes predominantly taught by part-time faculty. The school received gener-
ous funding under the amnesty provision of the federal immigration Reform
and Control Act of 1986, In the spring of 1991, however, Portland Commu-
nity College lost its amnesty funds.

The ESL department acquired its first department chair in June of that
vear. Her first major assignment was to cut the program from nearly sixty class
cections (o twenty-six and to lay off an equal number of part-time ESL instruc-
tors. Morale and funding were low, but the students were not so casily dis-
couraged. FSL class waiting lists swelled o over cight hundred students. The
college’s admimistravon continually received calls from English-speaking,
friends. relatives, and cmployers of former and hopeful ESL students.

At e, ittle was done to address the problem The department chair was
new and inexpenenced, as was the division dean admimnistrating, the program.
Eventually a temporary solution was implemented. ma desperate response to
the long waiting hsts of ESL student hopetuls. The college has a pohey ol
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designating surplus funds at the end of the fiscal year as rollover contingency
funds for the next fiscal year. A generous portion of these funds has been allo-
cated to the ESL department for each of the past two years to add more ESL
class scctions. These cfforts to address the quantity of ESL have had mixed
results. Students quickly have filled any extra class sections opened. The col-
lege has benefited from the increase in state reimbursements. Some of the stu-
dents learned a substantial amount of English during the three terms that
contingency dollars permitted them to study: Yet cach year, the funds ran out
before the next atfocation of contingency money could reinstate the classes.
The cycle of growth and decline wes difficult for everyone involved.

Until 1993, the ESL department had only three full-time faculty, one of
whom wus also the department chair. All three felt overburdened with the
demands of continuously recruiting, hiring. training, and then laying off part-
time instructors: linding, opening, and then closing class sites; and conduct-
ing other operational tasks related to the continual, budget-driven cycle of
expansion and contraction. Finally, the full-ume faculty decided to get nvolved
in program planning. Their division dean, although retaining the awthority to
make final decisions, agreed to delegate much of the program planning respon-
sibility to the department chair and full-time faculty: The full-time ESL faculty’s
mitial goal was to press for financial stability for the program. Gradually. they
became involved in additional efforts that addressed not only the level of fund-
g, or the quantity of ESL. but also quality concerns. Although faculty in the
ESL department would agree that much still needs to be done to improve hoth
the quantity and the quality of ESL instruction at the college, much progress
has been made in the past several vears.

The fluctuating program size and resulting instability led to low morale
and high turnover among the part-time faculty. The ESL department chair
sought to improve part-tine faculty morale and improve program quality while
reducing student and statl avrnion. Together wath other full- and part-time
ESL faculty:, the ESL department chair took a number ol steps to address these
ISSUCS.

Several part-time positions were created that provided valued support 1o
part-time instructors. An expertenced part-time instructor was paid to provide
orientation to all new part-tune faculty: That gave new part-time instructors an
mmediate hink with another part-time faculty member. The same part-time
mstructor was also paid to maintain and keep current an extensive collection
of caretully prepared and edited teacher-made classroom materials. These
materials filled fourteen file cabinets and were orgamzed systematically in rela-
ton to the ESL departments adwh education curricula.

Breause ESL classes were held at numerous on- and ofl-campus focations,
most without any full-time support, an experienced part-time instructor at
cach site was paid 1o be the site teader Sie feaders served as Sl department
hasons with the buldmg manager for their sie, the mam ESL oflices clencal
stalloand the ESE department chair to ensure that sulficient office and mstrue-
tonal supphes were provided and classrooms were clean and comfortable. The
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overall goal was to provide adequate instructional support, so that instructors
could focus on teaching,

Another important new position was that of level leader. Cach ol the four
instructional levels in the ESL program had a paid, experienced, part-time fac-
ulty level leader who provided course-specilic orientation for newly hired
instructors and for instructors new 1o teaching that level. At quarterly level
mectings, experienced mstructors shared materials and successful teaching
ideas with cach other and with new ins mctors of that level. This developed a
departmental faculty norm of sharing successful classroom ideas and materi-
als and of supporting rather than competing against one another.

ESL full-time and part-time faculty members considered themselves one
faculty. This was unusual. In many community college departments the full-
time faculty do not even know the names of all of the part-time faculty. The
ESL department held an annual holiday pot-luck for all faculty and their part-
ners. Some vears, a summer picnic was held as well. These imformat acuvities
encouraged USL facudty friendships and general collegiality:

The college had provided vorce mail boxes for the faculty for many years,
but the ESL department was the first to assign voice mail boxes to all of 1ts
part-time mstructors and o set up a distribution hist allowing any ESL instruc-
tor to leave a message Tor all ESL mstructors simulancously. This had obvious
value for routme admimstrative announcements Tt also enabled part-time fac-
ulty members to casily request a substitute instructor if they werenil, to share
mlormanon about ESL job openings in the metropolitan area, and to share
teaching tips and guertes. Additionally, about one-third of the part-time ESL
mstiuctors had an E-mail account at the college.

These were all small steps. but coliecctvely they had a positive mfluence
on the ES1 faculty Morale improved and atruon declined Part-time faculy
twrnover lor the past three years has been about ten percent per year. Most
iportantly, ESE students benefited from having a committed stafl of experi-
cnced ESLanstructors.

The other side of providing high-quality support to Estinstructors is to
expect that they will, i turn, provide high-quality instruction to FSLstudents.,
The Tull-ume ESL facudty worked with the human resourees departiment to
develop an equutable screenmg and hirmg, procedure that included a thorough
forty-minute mterview 1o assess cach applicants ability to apply hus or her pro-
fesstonal ESE tramng to the kinds of students served by our program. Once
hired. new mstruetors recerved the program, site, and course-fevel onentations
mentoned above New instructors recened hoth a sell-ohservation checkhst
and a copy ol the ESE department’s teacher observation form. The Tatter was
e same lorm it was tsed 10 assess mstructors” teaching effectiveness dur-
g Jasstoom ohservations 1 listed the enteriacfor assessnwent and thus pro-
vided new instructors with very spealic ESL programy espectabons

Fhe teacher observation form was developed by the three ongimal full-
nme FSE faculty members Without exception, every mstructorin the sl
department had the oppontunity to veto any proposed item that he or she
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thought inappropriate for assessing ESL instruction. As a result, the teacher
observation wstrument enjoyed full acceptance as a valid assessmeny instru-
ment of effective instruction within the ESL department. Care was taken 1o
specify research-supported criieria of effective ESL and adult education instruc-
tional practices without infringing on academic freedom.

To ensure that new instructors were covered by the new policies, they
were observed in the classroom by one of the four full-time instructors dur-
ing their first term working in the ESL department. I their teaching was sub-
stanuially below program standards, they were not rehired. Careful screening
and interviewing means that this outcome is rare. Teachers whose skills mar-
ginally mect program standards but who appear to have potential are assigned
to work with a tcaching mentor. The mentor helps the new instructor with
lesson plans, observes his or her class once every two weeks, and provides
formative evaluation feedback. One of the four full-time instructors returns
to observe the instructor again the following term. To be offered further teach-
ing assignments, the new instructor must fully meet program quality stan-
dards by the third term. This same mentoring program is available 1o
experienced instructors who are teaching a new course for the first time or
who are dealing with personal or family emergencies that negatively affect
their teaching. '

staff development money, provided by the state. has allowed both full-time
and part-time instructors to attend local and regional professional conferences.
such as ORTESOL. the Oregon affiliate of the international prolessional asso-
ciation, Teachers of English 1o Speakers of Other Languages. Stalf develop-
ment money has also been used to pay part-time instructors to participate in
peer observations as well as curriculum and materials development projects.
These activities support on-going faculty professional development but also
establish expectations for mstructors to participate professionally outside the
classroom.

In addivon to addressing the quality of ESL instruction, another major
eftort was undertaken 1o enhance the quality of services ESL students reccived
at the college. Historically. from the ESL programs inception. all new ESL stu-
dents were tested and registered by ESL instructors. At the heginning of cach
term, placement testing was conducted at cach site where classes were offered.
To reserve Timited funds for classroom mstruction, cach site had only two to
lour part-time instructors 1o test, place, advise, and erther register or tun away:
prospective students. As many as 260 students typically appeared on open test-
mg and registration days. Many students were placed into classes, but many
others were turmed away: Poor test security and inadequate student advising
were seriots problems. The faculty felt that drastic changes needed 1o be made.

The ESE department char initiated an effort to bring ISE students firmly
mto the mamstream of the college. That was a magor change for the mstitution
because ESE students had always been handled separately from regular college
procedures and services. It took a three-year elfort and an FSL-led cross-
luncuional team with representatives from testing, admissions, registration,
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management information systems, and administration to cffect the highly suc-
cessful change. Now all prospective ESL students make an appointment for
placement testing at the college testing office on any campus. Only twenty o
twenty-five students are tested at one time. Each student receives individual
advising from a part-time ESL faculty member and is given assistance, if nec-
essary. in filling out the college registration form. ESL students go through the
same registration procedure as all other college students. During the registra-
tion process, ESL students also receive college identification cards that cnable
them o usc the library, athletic, and other college facilities.

Another improvement in student services for ESL students is that now
cach student has a nencredit transcript generated that shows the student’s ESL
course history. Students find these noncredit transeripts useful in obtaining
employment or work promotions. Other efforts 1o improve college services to
ESL students are still in progress. They include improved counseling services,
access to college language and developmental education labs, better access and
improved assessment services from the Office for Students with Disabilitics.
and better aceess to classroom space for ESL on the campuses. These steps.
which begin to integrate ESL students into the college mainsiream, facilitate
students’ later entry into college credit academic and vocational-technical pro-
grams. The students appreciate that they are now heing recognized as “real”
students and take their studies seriously:

Documented results show that efforts 1o improve the quality of ESL
instruction are worthwhile. Retention in the noncredit ESL department for the
past two years, since the changes were initiated. has averaged over 87 pereent.
Two of Portland Community College’s three campuses that have advanced ESL
programs, called ENL. reported that two-thirds ol their new students are for-
mer ESL students. The third campus reported that hall of its new ENL students
were from ESL. (That campus also had many younger students entering ENL
dircctly from high school) Strong student enrollment and retention in ESL
courses has also benefited the college financially by providing mereased reim-
bursable FTE (ull-tme student equivalent funding).

The Future: Policy Recommendations for Continuing
Quality Concerns

In spite of these important quality improvements in Porttand Comnunity Col-
leges ESE program, the struggle for stable funding o serve the growing num-
ber of prospective ESL students continues. The states voters recently passed a
propenty tax linutation that will reduce the colleges operating budget by nearly
10 percent over the nest two vears. With even the hest of ntentions, it will be
dillicult for the admimstration to maintain the FSL department’s curtent level
ol fTunding, much less to merease funds. Fornow, the EsL department provides
2 smooth tegistration process, expanded student services, and improved qual-
ity of struction for those who suceesstully gam entry mto the program. Con-
tmgency tunds have allowed the progran toinerease its course seetions by
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nearly 25 percent over the past two years. Those funds will run out in two
terms. The struggle to improve both the quality and quanuty of ESL will go
on.

Although the problem of providing high-quality ESL instruction to grow-
g numbers of limited-English speakers in our society is not amenable 10 an
casy solution. it is an issue that community college leaders everywhere need
to revisit. I projections are correct and current trends continue, there will be
noe majority culture or race in the United States by the middle of the twenty-
first century (Riche, cited in Ellis 1995, p. 26). The new community college
stident may soon be a non-native speaker of English. Declining enrollments
ol traditional students mean that community colleges will benefit from encour-
aging non-natve speakers to complete ESL and enter the transler and voca-
tional-technical programs they need for future carcers.

Addressing the need to improve and expand ESL offerings in community
colleges will not be casy. Three major impediments are a lack of understand-
ing of who ESL students are and what they need, outdated assumptions about
ESLmstruction and student services, and scarce public funding for education.

Asignificant impediment to improving the quality of ESL instruction is
the widespread misconception by those who make decisions about commu-
nity cotlege ESL programs of who ESL students are. Current management lit-
crature lor education emphasizes that knowing ones students and their needs
is essential to providing gqualty education (Marchese 1991, p. 4. Who are ESI

students? What is their backgrownd? What do they need and want from com-
munity colleges?

Olten ESL students are defined by the community college’s placement of
its ESL instruction. For example, the provision of ESL through an adult edu-
cation program may lead to the assumption that the ESL students are Hiterate
or marginally lierate adult education students. That detinition describes some
of the students in the program, but t fails to recognize that the prior educa-
ton of ESL students ranges from primary schooling through umiversity and
professional school. Students have widehy varying needs and goals. Programs
setup on the adult basic education model, for example, poorly meet the needs
ol hughly educated professionals who simply do not speak English. Assuming
that the placement of the ESE department aceurately describes the population
served s sertons errors usuadly 1t is the funding source for the ESI program
that deternumes its ocanon within o community college. To serve students
wellland especially to track them into appropriate acadenie and vocational-
techimeal traning, programs, 1t is essential 1o know who the indwidual students
are and what they need and want.

Another mpediment to quality 1s the common practice of luring, instruce-
tors quahfied to teach v adudt basic education fiteracy programs. usually any-
oncwith acollege degree, as TSI mstructors Tus error also stems from the
nisconception obwho ESEstudents are: ESLinstiactors need sohid prepara-
ton m Enghsh Tingustios, second language acquistion, iterculiural commu-
tcation.and eflecuve Tanguage weaching methods This preparation can be
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found in graduates of professional teaching English as a second language
(TESL)Y programs or applied linguistics programs, or graduates of related pro-
grams, such as English or foreign languages, who have supplemented their
programs with TESL training,

Having appropriatcly trained. professional instructors. including at least
some full-time professional stalf, makes a measurable difference in program
quality and student outcomes. The National Evaluation of Adult Education
Programs. an extensive study funded by the U.S. Department of Education,
found that having some professional full-time staff. at least one administrator,
and at least one full-time professional instructor was an important predictor of
student persistence in ESL. Yet only 73 (36 pereent) of the 131 programs stud-
ied met this minimum requirement for professional. full-time staff (Young,
Flieshman, and Fitzgerald, 1992, p. 45).

An impediment to expanding ESL programs to mect the growing necd is
that community college decision makers may not be completely aware of the
funding stream and the costs and benefits of their ESL programs. Money may
be available to increase both quantity and quality of ESL mstruction—and the
ESL program may be providing it. For example, Portland Community College’s
adult education ESL program makes a substantial profit from its state-
reimbursable enrollment, but this 1s not widely known within the college.
States vary in their provision of potential funding for ESL. Some provide fund-
ing through the federal Adult Education Act. Others count reimbursable FTE
(dull-ume enrollment) for ESL in the same way as enrollment in transfer pro-
grams. Many community colleges would benefit from advocating for increased
ESL funding to serve their growing immigrant populations. Funds also may be
available through the new federal welfare reform programs as well as through
partnerships with businesses.

Instead of fearing that the demand for ESL will take over the mission to
provide transter and vocational-technical education, community colleges can
learn 1o enhance and facilitate ESL students’ rapid acquisiion of English and
matriculation into college transfer and vocational-technical programs. Com-
munity colleges should provide ESL students with aceess to regular student
services: appropriate language skills assessment., class placement, and advis-
ing. Student learning should be measured and their progress tracked and dog-
umented. Links must be established between ESL and other programs within
the college. ESE programs must provide professtonally trained instructors,
increase the number of full-ume stalf, and ensure that their ESL curnculum
and mstruction are designed to meet students” needs and goals.

Community colleges everyw here need o step up to the chatlenge of fully
meorporating ESL students into therr collepes. Commuiity colleges need ESL
audents. Our inereasigly multicuitural workforee certamly needs their skills.
I not enough for community colleges o continue tooffer alew over-
crowded ESE cotrses tanght by poorly supported and inadequately tramed
part-tme faculty. ESL students need the kinds o quality programs and sup-
port services that will encoutage them not only 1o persist m their Enghish
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studies but also 1o carn the associate degree or vocational-technical certificate
they will need to be productive citizens and workers in our multicultural,
global economy.
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This chapter describes a suceessful collaboration petwecen high school
and commumty college fuculty to reduce the need for remediation in
the writing of entering community college students. After participating
in Ohios Early English Composition Assessment Progrant. which
addresses aceess and preparation of students for college. the authors
deseribe the model they used thut led to three years of successful
collaboration, owdine future ¢fforts. and nidke recommenduations.

Community College/High School
Feedback and Collaboration:

Preventive Measures

Deborah K. Richey, Jeanette Mathern, Carol S. O'Shea,
Shelby J. Pieice

- Apnlof 1981 the Advisory Commussion en Articulation Between Secondary
Education and Ohio Colleges. appointed jointly by the Ohio Board of Regents
and the State Board of Education, published a report on the status of graduat-
g high school studenis” math and writing skills. Among the conclusions
reached by this commission were that graduating high school students lacked
haste math and writing skills necessary for them to be lully suceessful in col-
lege entry-level courses and that these students also were deticient in critical
tunking, amalytical. and problem-solving skalls. One reason proposed for these
deticienetes was that the high school curricutum wis not adequate in prepar-
mg students for college-level work: however. the consudtants to the commis-
aon noted that simply tinkerng with the high ~chool curnculum would not
solve the problem Intrying to propose recommendations. the comnssion
postulated that the problem was a result of confuston an the part of the high
~hools in deading the natare and fevel of college cntry-level skills students
chould master. ndeed, “With notable and praseworthy exceptions, o formal.
sysleAte conmunication network extsts 1o ensure that educational institu-
tons at all Tevels commucate the expectations lor incoming, stidents” (Ohio
Board of Regents, T8 p 0V As aresult. one of the crght recommendations
of the commuittee was lor “colleges and schools [to] establish formal laculty
Connnunteation hnks with one another for artculation purposes " One ol the
outptow ths of that recommendation by he commisston was the farhy Loghish
Composttion \ssessment Program AP mtated m 1084 by the Ofno
Board of Regents under the ausprees of the ¢ e General Assembhy
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The Communications/Humanities Department at Owens Community Col-
lepe has heen actively involved in EECAP since 1988, The worthwhile prajects
undertaken during this time period resulted in positive communication among,
hugh school and college faculty alike. However, ™ vas the Owens Commuuity
College/Findlay High Schaool project implemented in 1994, more ambitious in
scape than the other projects, that resulted in the most successful partnership.
The project design fostered a strong positive rapport among the faculty mem-
rers, a mutual understanding of high school English writing requirements and
college-tevel writing requirements and expectations, and a laison that strength-
ened comunication. According to the Ohio Board of Regents (1988), EECAP
has two purpases: to identify high school students writing strengths and weak-
nesses 0 order that the high schools may intervene prior to student enrollment
m college, and o facilitate strong liaisons between high school and college fac-
ulty s that a communication bridge is constructed. It was the hope of the ini-
tal commssien and of the Ohio Board of Regents that if these goals were met,
(B students” strengths would be enhanced and their weaknesses remediated
e thar fater high school years, lessening the need for remediation at the col-
lewe leveland €2 the positive relanonships formed among facultics would
resuit i continual communication of standards and expectations.

Keeping the above purposes and goals in nund. in 1994, Dr. Caral O'Shea,
i collaboranon with Findlay High School faculty. designed a proposal for an
FHCAR grant. This proposal incorporated elements of direct collaboration
Petween vollege and hagh schoal taculty, writing process theory, and portfolio
cvaluation 'heory: The overall goal of the project was 1o improve the writing
conpetenaces of Findlay High School students in order to better prepare them
or coliegiate witing, The Owens and Findlay tcam helieved, however, that with
the mcorporation of process techniav s the development of “final display”
porttehes, students would not only see their w riting mprove bt also be bet-
ter wirters who would understand the nature of writing as a process. They
would feart to cmpley process technigues cllectively in their writing, whether
1t be for college or for career A second hut equally important goal of this proj-
et as advocated by the Olio Board of Regents. was 1o foster collaboration
between high schoel and college faculties and administratios, Congenial rela-
tonships between high scheal and college laculty facithtate he process of col-
Liboratmg about evaluation and assessment 1ssues that affect stadents progress
hom the tugh school covironmen o college or the world of work. The | ind-
Lev/Owens eam valued this goal and worked to bimg it to fruiton. The fol-
lowing pages descnibe the natre of this successiul collaboration. Specifically
addressed are project design. po-tlolio assessment, and collaboration results and
tecommendations from the migh school teachers perspectives.

The Collaborative Process and Design of the Project
Aswcensequence of the open-endedness of the reauest for proposals, Early
Fuchish Composition Assessment Program projects vary markedly across the
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state. Projects planners are given the freedom to design EECAP activities that
not only are theoretically valid but also have been customized 1o meet both
short- and long-term practical needs of specific institutions and their students.
Some projects may be simple, such as jointly developing a grading rubric,
whereas others may be quite complex. However, the necessary first ingredient
when designing a purposcful and successful project is rich collaboration
hetween the secondary and postsecondary institutions involved. In fact, it
could he said that collaborative conversation across the secondary and post-
secondary boundary is the main point of EECAR with growth in student writ-
ing abilities being the desired consequence of collaboration.

Thus. when Findlay High School and Owens Community College faculty
agrecd to work together on an EECAP proposal, everyone approached the first
planning mecting with an open mind. The first objective of each of the two
facultics was to fearn about the programs, students, and student writing abil-
ities at the other nstitution. Like so many institutions participating in new
EECAP projects. we soon realized that we knew much less than we thought
we knew about one anothers methods, expectations, and challenges. Through
these frank conversations. the disparate views of different faculty members
began o gel. We soon recognized a shared value—both institutions preferred
that the project take a comprehensive and systemic approach, whatever that
might be. rather than isolate a single class level or program feature (such as a
rubnc). Acknowledging the energy and dedication a complex project would

entail. participaung faculty and administrators at Findlay High School and
Owens Community College hegan to design their project through a series ol
meetings.

“hough EECAP primarily ntends its projects to involve students in their
jumor vear of hugh school. Findlay High Schoob and Owens Community Col-
lege participants agreed that involving students all four grade levels would
Ulow rdenutication of need carlier in the student’s high school career and
increase the number of apportuntties for mntervention. We also recognized the
potential beneit 1o participating wachers. Th rough a facubty development com-
ponent. the project could help participating writing teachers become more
knowledgeable about levels they did rot normally teach, giving them a fuller
cenae of the skills needed at diflerent academie levels treshman, sophomore,
juntor senior, collegeY so that students advancing from onc giade to another
could expenience a seamless progression through high school and on te col-
feae With alt this in mind. we planned owr project to melude several key com-
poncits.

One Collaboratively Developed Full-Process Writing Assignment for
Each High School Grade Level. Complete with a suggested lesson plan and
Al regued materials such as supplemental readings. an assignment would be
completed by all stuccnts magrade levelat rouchly the same point i thew
academic vear Becatse ol the scope ol plannimg needed for this component.
we adopted atwosvear cvcde for the project. We developed matenals for the
lreshman and junion year assignments i the brst vear of our oy cle. and for the
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sophomore and senior levels in the second year of our eycle. In the third and
subsequent years, all four levels were fully active. These assignments were
designed to be appropriate for their grade level and anticipatory of the skills
needed in futwre grade levels. Committed to a process approach to writing, the
planners agreed that several class sessions would be dedicated to working
through the process of cach assignment. with the students discussing and
preparing in small groups and with their class as a whole. Writing for the
assignment was o take place both in and out of class.

Personal Expericnce Essay (Freshmen). Freshmen were assigned to write a
personal experience essay that advised current eighth graders about the skills
needed to succeed at Findlay High School. Thesis, basic organizational pat-
terns, simple transitions, development through illustration and example, and
strategies for simple introductions and conclusions were stressed in this
assignment. To make this activity clearly purposeful. the high school pubhshed
sample responses in a magazine distributed to current cighth graders,

Process Essay (Sophomores). Sephomotes were asked to desceribe a process
i detail. Chronological order. temporal indicators and transitions. and antic-
ipation of an audiencee’s needs and expectations were among the points stressed
m this assignment,

Compuarison/Contrast Essav with Informal Citation Juniors), Juniors were
taught techniques lor organizing purposelul comparison or contrast CSSAVS,
including alternatng and divided patterns and more sophisticated coherence

techniques. Crincal thinking skills were stressed. as were analysis, audience

awareness, and higher-level strategics for special-purpose paragraphs. Students
were required to informally integrate and cite at least one source,

Syithesis Argument with Formal Documentation (Semors). Seniors were
required to analyze several sowrce documents and respond 1o a given topic
with a position paper (three to e typewnitien pages) that clectvelv and lor-
malhy integraied material from their readings. Again, erneal thinking was
emphasized. as were many argument strategies toncession. gualilication, com-
mon ground. fogical fallacy. and so on).

A Collaboratively Developed Holistic Writing Assessment Tool.
Although individual teachers were free to use the assignment however they
preferred i grading therr courses. for the purposes of the project a shared
holistic assessment ool was developed The tool provided desenptors for five
cillerent fevels of overall performance. ranked from zero 1o lour.

A Collaboratively Developed Training Module for Participating Fac-
ulty. o prepare teachers foreaching the assignments and 1o prepare readers
forassessing siadent responses o the assignments, planners worked together
to-create a tramng pachet for cach grade level that explamed the asstanment
and provided explanations of assessments and samples lor reader practice and
nornnng Readers chindlay High school Enghsh teachers and Owens ¢ om-
mumty Cotlege particpatig lacihy and admmistaiorsy gathered for amng,
prio to readimg and through practice and disctssion reached mipressively con-
SN consensts onassesstment standards and deaisions
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A Collaborative Assessment System. Each picce of student writing was
holistically read and scored by at least two readers. who compared their assess-
ments after scoring. 1f they agreed in thar assessment, the score was recorded
Il they disagreed. they discussed their thinking and attempted to reach agree-
ment. In rare instances when agreement was not {orthcoming, a third reader
may have been invited o read the piece. After assessment decisions were
reached. feedback was recorded for the student author’s benelit. Combined
traning and assessment sessions usually took six o eight hours, given the
number of students enrolled.

A Portfolio Component. To ensure that teachers and students had access
to longitudinal information about cach writers skill development. the planning
tcam designed a portfolio component. The portfolio. which could contain
other samples of writing in addition to the ECCAP assignments, was main-
Lained at the school throughout the students high schoal career, casily acces-
aible to instructors and individual student authors for periodic review and
discussion. The portfolios were given to their student authors at the end of
their semor year for college placement or other purposcs.

(1 would be inaccurate to imply that our design sprang from our discus-
gions Tull-formed and fawless. Every component of the project was revised and
adjusted in an evolving effort. Perhaps nowhere was this more true than in the
portiolio component. A more detaled examination of that component follows.

Portfolio Assessment Collaboration

The Findlay High School/Owens Community College ELCAP portfolio pro-
ject 1 still s infancy. Every phase ol the portloho project hegan with a
research team of EECAP participants from Owens Commuinity College and
Findlay thgh School who gathered information to share with the entire
EECAP team. Iitally, the 1994-95 sessions concentrated en current portfo-
Io methoadalogy, rubric models, portiolio logistics, and ways to intraduee the
portlohos to the students Inthe two subsequent years, the Qwens Commea-
mny College/-indlay High Sehool team discussed the contents of the portolio,
retined the logistics process. and evaluated aportion of the studes ¢ portfolios
I the last year of the project, 199798, the team will focus on assessing the
sentor pottfolies.

First-Year Portfolio Activities. Porttolio methodology rescarch imvolved
~everal Findlay High school and “wo Owens faculty members. The rescarch
team met between the scheduled FECAP sesstons to compaie iformation,
determine what sull needed to beresearched, and destan the agenda lor the
neat four FECADR sesstons. The group mvestigated the literature on porttohios
il ~elected @ delimiton of the portiotio based on the work ol Susan € ramer.
In vt the Assessment Al with Paitlehos  Cramer descnhes the
portfohe as macollection of audent work that documents the process of fearn-
g and mdinadual growth  (Cramer, 199 3op. 720 The need o show process
and document growth was necessany fot | mdlay Thgh School facubiy o have
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a history of all students in order to address individual writing problems from
the start.

Elizabeth Metzger and Lizbeth Bryant (1993) believe that the portfolio
provides the students the “opportunity to beconie real experienced” writers.
Real writers have many opportunities to revise. . . . Real world writers also
interact with others to develop their ideas and their texts” (p. 285). The EECAP
team especially liked what Metzger and Bryant had 1o say because an impor-
tant component of the writing assignments was to provide as real an audience
as possible to motivate the students. The portfolio not only provided us with
the opportunity to learn about students’ writing but also provided students
with an opportunity to learn about themselves as writers. Pat Belanoff and Mar-
cia Dickson (1991 note that “portfolios are particularly appropriate vehicles
lor metacognitive awarcness. Both students and teachers can see a term's work
and can hardly resist reflecting on what has happened over a period of weeks™
(p. xxHD. A major purpose of the EECAP assignments and portfolios was 1o
provide motvaton for all students, but especially for those students who did
not see college as an option, whether because of lack of self-esteem. parental
or teacher encouragement. or abihity. Hopefully: students would he able to see
growth throughout cach school vear as well as the cumulative four years of
high school. providing incentive for lurther education or at least inereased self-
esteen.

The group then designed a rubnic for the portfolio that evaluated growth
and idenuhied weaknesses in wnting, The rubric also needed to he casy for the
MSITUCtors to use. Group members presented many writing assessment rubrics,
A rubric that Elbow (1993 uses as an example n "Ranking, Evaluating, and
Likimg™ provided a good starting pomnt. The group designed a rubric that con-
tamned three columns labeled Strong, OK. and Weak. (No failing grades are
given on portfolios) The rubric also incuded a section for faculty comments,
The porttolio provided the student with a guide for mprovement. and the next
vears teacher with an mmediate history of the student’s work,

Nt the group discussed the Togistics of handiing the portlolios. A Find-
Ly Fhigh School faculty member presented a plan for handling the portfolios
the first vear, knowing that storage cquipment would be needed the following,
vear

Toantreduce the portlolios to students, teams of group members pre-
sented various lesson plans and used the best components from cach of the
ditferent presentations For instance. one exemplary fesson plan used portlo-
hos m different ant hields, with examples of the student’s attempts with difler-
et median hest works and works m progress. When the portfolios were
muroduced to the stadents. the following items were addiessed: a defimtion
and model ol aporttoho, student benetits of asing portiolios, a brimg:share-
reflect assignment. the coneepts of ownership and student sell-evaluation. and
the types of assignments that could be placed i the pottloho

the st year ended swath asample evatuanion ol some of the Treshman
and por student porttohos A teview of students prewriting sugeested that
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they attempted innovative approaches to the EECAP assignments., but these
idens never surfaced in the final drafis. What did appear was not original. but
perfunctory. Some students also did not revisc as much as their teachers had
suggested. These examples provided necessary feedback for the Findlay High
school faculty.

Second-Year Portfolio Activities. In the second year, the group deter-
mined the content of the portfolio. The Findlay High School faculty and stu-
dents had considerable flexibility in choosing assignments for the portfolio.
although the portfolios had to contain self-reflection questions and a letter
from the student to the following vear’s teacher discussing the portfolio. The
aroup also refined the logistics process. adding a working portfolio. which con-
wained everything the student did throughout the vear. and a showcase port-
folio. which contained only what was to be evaluated. At the end of the second
year, the team evaluated a portion of the student portfolios as a group as a
norming activity. The Findlay High School facuhty evaluated their own portfo-
lios and consulted another Findlay High School reader if necessary.

Third- and Fourth-Year Portfolio Activities. At the end ol project year
199697 . some Findlay High School faculty members shared their portfohos
and how they evaluated them, using the portfolio rubric. At the end of the
fourth year. the group will concentrate solely on the senior portfolios to assess
the progress of the students as wrters, evaluate the portfolio process isell. and
revise the rubrc to make 1t more user-fmendly f warranted.

The portfolio project at this pomt has excited the Findlay High School fac-
ulty. Other Findlay High School faculty not on the EECAP team have provided
valuable feedback concerning asstgnments and student comments throughout
the project. Workig together has engendered a feeling of community hetween
the two schools Laculties The knowledge the two groups have shared con-
cornme the teaching and assessment of witing has proven mvaluable.

The High School Teachers’ Perspective

Although the mission was 4 noble one. the project was not casy for the high
school English department. The results have heen worthwhide, however even
though the process was messy e Lcudty are just begmning to see the bene-
fts of the ERCADR project o students

A magor reason lor the success of the project has heen the diplomacy and
genumeness of the Owens Commumity ollege Laculty The communiy col-
lege Taculiy were senous, well prepared. and sincerely mterested m helping
Frndlay Theh schoolbteachers Never did they appear condescendimg Avmeet-
s, hoth responsibniny andmpuat were SJhared and deastons were democera-
tealh made There was no sense that 2 Inghar level facuby had come to
wrarghten ou lower level™ weachers

Anaother concal compoenent lor sticeess has been the walhingniess ol the
Meh «Chool Lacuhy o aceept suggestions for hange  They wetre largelv open
tonew sdedas and caget oty even the more dithiealtc claborate ~chemesat they

BEST COPY AVAILABLE i




70 Erf e TIvE POLICIFS 1N REMEDIAL AND DEVELOPMENTAL EDUCATION

held the promise of long-term benefits to students. The high school faculty
members were also sccure enough in their subject-area knowledge and pro-
[essional integrity not to be threatened by suggestions from the community
college faculty. Respect and appreciation was present from the onset. and
through the process faculty have become friends and colleagues. '

The difficulty, from a high school teacher’s perspective, had more to do
with the logistics of such a project. It began with the full schedule of mectings.
For the first two years. the commitiee of six met with the Owens Community
College Communications faculty for twelve half-day sessions a year. Each
spring, the entire department of seventeen also met for two full-day grading
sessions. In addition, each committee member had homework assignments
and subcommitice mectings before cach half-day session to create lesson plans
and collect rescarch. The time commitment for the committee members was
almost overwhelming in the first two design years

The high school teachers also had o sell the idea to their students., 1n the
wake of state high school proliciency standards that sometimes do not have a
bearing on passing a grade jevel or graduating from high school, high school
students have become eynical and suspicious of any kind of systemwide writ-
mg sample and do nothesitate o ask for explanations. Teachers spent con-
stderable time responding o students’ demands for explanations hefore they
aceepted the project. An additional challenge was to work the essays into the
existing syllabus as naturally as possible.

The following fall. the high schoo! faculty realized how difficult the port-
folios were to manage. New file cabinets were needed in most rooms, and find-
ing sunds for them was difficult. An even more difficult sk, however, was the
end-ol-the-vear chore of sorting the portfoiios for the next years teachers. High
school participants in the EECAP project [requently spent addiional hours
alter school w perform EECAP-related chores.

Even with all the difficulties, however, benefits have been real. The high
~chool Tnghish d partment has gained consisteney in tewwhmg and evaluat-
mg student writing, Inaddiion, 1 has rased the Tevel of mstruction m writ-
g for the so-called gencral student by virtue of comparing all students of
a grade fevel on the same 0=4 scale 1 the spring ol cach year Although
teachers of non-college-bound stadents resisted the “unfam, <" ol this
compareson m oearhy aneetmgs, they later agreed to the new standards
becatse, m the fong run, students are better prepared for college-bound
WHUNg, Lasks, '

Recening the previons vears portfelios in the fall has also arded new
teachers nnassessing dinadual student w ntng needs. By a quack glanee
the cover sheet on the portolio a teacher can see Sepiember that sonve-
onc needs depth ol content or proohicading help Months e not los
assessingestudents proficienay Tevel and what he or she needs FECAP has
lorcedta kimd of pragmane record-keepimg that the high ~chool faculiy have
Awavs wanted hut did not have the mechaniam (o develop orimplemeit on
their own
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For the student. having the portfolio means that weachers know and care
what they can write and what they have written, They sce the thread that con-
nects writing instruction across the four years. They themselves can be
reminded in September of the arcas that still need work. Also, evaluating and
selecting the portfolio picces are valuable exercises in themselves.

Conclusions and Recommendations

This collaboration worked because of the dedication of both the community
college and the high school team members to their profession, the warm inter-
personal relationships that developed. and the willingness of team members
to prepare for sesstons and o work hard. Similar collaborative projects should
consider the following recommendations:

Start on o small scale. Begin by achieving administraiive support, but bring
the actual pardcipants together soon and nvolve them in the planning of the
project.

Divolve as many people from the departments as possible. The collaborative
workshop clement of th - project was the key to fostertng a cooperative rela-
tonship. The program was a shared elfor—not one group dictaung o another.
in addution. for the project to be successful, everyone must [eel that he or she
can provide leedback that will be heard.

Keep communication lines open with those not duectly involved wuh the proy-

ot The problems that did arise in this project resulted from participants lor-
petting o prompuly and clearly communmeate with or request input from
faculty and adnumstrative personnet from both institwions who were not part
of the EECAP project group

Expect ootk hard: As paracipants in this project, the lugh school faculty
mereased ther workload by adding new writing assignments and a portfolio
assessment clement to therr currculum. They also spent time owside the nor-
mal school day preparmg for the workshops and assessment davs.

Evaliate the project every year, asking for input from all mvelved-—including
the students Many exeellent suggestions resulted from those evaluations.

Mhe clfort mvolved 1 such a collaboranon s daunumg, and the commit-
ment of tnte and resowrees s formidable. Tistory and expericnee have
revealed that without the high fevel of admmistratinve and facudty commiiment
and coope o that were inevidenee at Qwenes Community College and
Findhay Theh school, progeams hike this can Languish. 1 programs ke FECAP
ae caeludh planned. objecves clearly set umelines zealonshy adhered o and
cooperatien jomnth nourished, steeess s mevitable Withowt mmmuizing what
the L tlies and admumstintors e e from such cooperative yentures, stu-
dents e the prmapal benelactors They cars tahe away msights o the wit
me process, obvioush, and lessons abowt college witing expeatations and
evaltions Mote importantly. they begine approach ther writimg with more
conlidence and comaction. and with @ preater sense that wiitimg can help
detme who they are and what they want i hie
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How do we know if a college’s remedial/developmental programs are
cffective in remediating students? Evaluation should go bevond simply
determining whether courses are effective and should examine the
placement of students, the timing of remediation, and the cventual
student envollment in college-level courses as measures of ¢ffectivencss.

Using Research to Evaluate
Developmental Education
Programs and Policies

Julie Weissman, Carole Bulakowski, Marci K. Jumisko

The United States has long been proud of s egalitanian traditions, mfused also
into its system of higher education. Concerns about access have been the dri-
ving force behind many of the higher education pohcies developed at federal.
state, and local levels. Educators admitting students at Harvard n the 1600s
faced the challenge of providing access Lo those college students who needed
additional help to meet academic standards (Keimuig, 1983), That challenge
has continued for three hundred years and still poses a dilemma for cducators
who face increasing demands from parents, employers. and taxpaycers who per-
cerve that the quahity of higher education 1s decliming, Colleges have responded
to this challenge by developing multiple types of courses and academic sup-
port systems for underprepared students to help them succeed in pursuing,
therr academic goals

A recent document from the Natonal Center for Education Statistics,
Remediad Education at Higher Education Institutions in Fall 19935 (USDE, 1996,
reports that 78 pereent of higher education institutions that enrolled freshmen
offered at least one developmental education course in fall 1995, Of the com-
mumty colleges surveved for the study. 100 pereent olfered developmental
cducation courses. 99 percent oltermg courses v all thiee skill areas treading,
writmg, and math). According to the report, +1 percent of hrst-time freshmen
A commumty colleges enralled i at least one developmental education read-
g wrtng. or math course n fall 1995 Given the extent ol communty col-
lege mvolvement e developmental education, the guestion remams, are these
programs cliecuve?
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A well-designed developmental education program must include a strong
evaluation component. Demands for accountability, especially those directed
toward publicly funded community colieges, suggest that program evaluation
should be a routine activity of institutions offering developmental education
courses and activities. Yet a study of 116 two- and four-year institutions
revealed that only a small percentage conducted any systematic evaluation of
their developmental education programs (Boylan, Bonham., and Bliss, 1994).
After further analysis, the authors of this study concluded. “the presence of a
regular and systematic evaluation component characterizes the more success-
ful developmental programs™ (p. 6).

Evaluation of a developmental education program is critical because it will
reveal if the program is accomplishing its purpose, if the students are suc-
ceeding. and il the policies the mstitwtion has put in place are facilitating stu-
dent success Without evaluation, it is impossible to tell which components of
a program are working and what needs to be changed. Evaluation should go
hevond determining it the courses are effective. It should also examine the poli-
cics the college has established to govern the developmental education pro-
gram. including placement. the tming of remediation, and envollment in
college-level courses,

Decsion making about the elfectiveness ol a program and the policies
voverning the program should be grounded in rescarch. Collaboration among
developmental educatton faculty and stall and the colleges istitutional
rescarch stalt will result in stronger programs and policies that integrate the-
oryand practice wath research.

Assessing Effectiveness

The purpose of developmental education s to enable students o gam the skills
necessary to complete college-level courses and academic programs success-
fully. To assess the effecuveness of a program., several outcomes should be
examined (1Y Do students complete developmental education successtully?
(2 Do students move from developmental education to college-level courses?
(3 Are students who have taken remedialZdevelopmental courses completng
college-level courses successtully? ¢ Are students persisting in purswung therr
acadenue goals? Common measures of evaluation include persistence from
term to termy, the ratio of credit hours carned to those attempted. and grade
pot average. Fhe academie progiess of underprepared students should be
compared to that of students who are college-ready: [f possible, underprepared
stidents who complete a program of developmental educanon should atso be
compaed 1o those who do it

he st measure used to assess the elfectinveness of des clnpmvnl.il cdu-
caton programs is the developmental education course complenon rate,
Hacuser (1993 defined a course completion suceess rate at Anne Arundel
Comnuniy College m Aaryland as the pereentage of students who cauned
passing grades of C o higher Developmental cducation course completion
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success rates from fall 1990 were compared to overall divisional success rates.
Seventy-three percent of students enrolled in developmental English success-
fully completed their coursework, whereas the overall success rate for the Eng-
lish division was 71 percent. The course completion success rate for students
enrolled in developmental math was 53 percent, and the overall success rate
for the math division was 38 percent. Over half of the students enrolled in
developmental education courses. therefore. success(ully completed their
developmental education coursework.

The effectiveness of developmental education programs is also assessed in
terms of stident movement from developmental education to college-level
courses Faculty and staff who work with underprepared students believe that
success in developmental education courses improves student motivation and
enhances sell-confidence so that students are likely to enrollin college-level
courses. Sevhert and Soltz (1992) examined the course-taking patterns of stu-
dents who enrolled in at least one developmental education course at Johnson
County Community College in Kansas, The developmental education stuclents
included 1n the study completed an average of twenty eredit hours at the col-
lege. More than 70 pereent of the students enrolled for at least one semester
alter complenng a developmental education course. The authors concluded.
“A large majonty of students in developmental courses cnroll in additienal
coursework at the college. much of itat college level™ (p. 33).

The third measure used to assess the elfectiveness of developmental edu-
cation programs is the successful completion ol college-level coursework.
Schoenecker. Bollman, and Evens (1996) examined developmental education
outcomes for twenty-one communiy colleges m Minnesota. Performance mea-
wures. including the ratio of credits carned to credits attempted and grade point
average, were exanined in the content areas cf reading. wting, and math. At
a majority of the colleges., students who completed developmental education
programs had symificantly higher ratios of credits earned 1o credits attempred
than underprepared students who chose not to enroll developmental edu-
caton. The study also revealed that students who completed developmental
cducation programs carned signihicantly higher GPAs than undcrprepared
students who opted not to enroll in developmental education courses. At a
majority of colleges. students who completed developmental programs also
performed as well as or better than college-ready students. This study, there-
lore, stggests that students who suceesstully complete a developmental edu-
cation program succeed m callege-level coursework as well

The fnal measure used i assess the effectiveness of developmental edu-
catian programs 1 student persistence. Fhe Ofhee of Institutional Plannimg and
Researchat siclan Commumity College m Ohio analyzed the progress o
developmentat education students over athreeyear penod esmelar Commu-
nity College, 1995 Persistence was meastired by an oy crall Fetention rae the
study revealed that 51 pereent ol students who completed alt of thew devel-
opmental cducation courses were sull cnrolled at the college after three years
The overall retentien rate for college-ready students was 43 pereent. whereas
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underprepared students who took some developmental education courses had
a retention rate of 36 pereent and underprepared students who chose not o
enroll in a developmental education program had a rate of 31 percent. Thus,
completion of a developmental education program was positively related to
student persistence in this study.

The research studies described above provide important information on
ways to measure effectiveness. However, assessing student progress and out-
comes is just the beginning of evaluation. Each college must then determine
acceptable and appropriate standards to indicate effectiveness. After gathering
and analyzing data. a college will usually find that not all underprepared stu-
dents are succeeding. It must then decide if changes can be made 10 increase
the number of students completing developmental education courses and o
raise the level of performance and the persistence rates of students who move
on to college-level courses. Expanding rescarch to include policy issues will
provide further information for decision making.

Evaluating Policies

The nussion of the community college is directly linked 1o providing access to
all students who can benelit and o enhancing opportunities lor students o
accomplish their academic and career goals. Policies governing developmen-
tal education programs must achieve a balance between mamtairing academic
standards and ensuning access. These policies must be designed to facilitate
student success without low ering the quality of the academie programs and
without limiting access 1o students who can benefit from the educational offer-
mgs of the college. Coninuous examination and monitoring of such policies
results in more effective programs. Pelicics to be examined include placement.
the timing of remediation, and enrollment in college-level courses. In addition,
community colleges should look at varying policies according to the extent of
deficiency (readmg, writing, and math deficiencey).

The survey of colleges and universities by the National Center for Educa-
tion Statistics reported that “about three-quarters of the institutions indicated
that remedial courses were requured for students needing remediavon. Public
2-year institutions required students to enroll in remedial courses Iess often
than dici public or private 4-year institutions™ (USDEL 1996, p. 18). Yet the
community college research Iiterature conhirms that mandatory placement in
developmental courses 1s related to some measure of student success. In a
study of developmental education at colleges and universities, Boylan, Bliss,
and Bonhanm (1997 found that students enrolled in developmental educanion
courses at two-year colleges where placement was mandatory were more likely
10 pass those courses than students entolled e suular courses where place-
ment was voluntary

Astudy at the College of Fake County, a comprehensive community col-
leze i the northern suburbs of Chicagoe. found more strtkimg resudts (Werss-
man. Sk and Bulakowske, 19973 For the study, 1,220 college-ready students
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were compared to 239 underprepared students who had remediated and to
179 underprepared students who had not. After tracking the students for two
years, [rom the fall semester of 1992 through the fall semester of 1994, the
researchers found that the college-level students had earned an average GPA
of 2.44. the students who had remediated earned an average GPA of 2.17, and
the underprepared students who had not remediated earned an average GPA
of 1.52. These grades were for college-level courses only, and the differences
were found to be statistically significant. Although the average GPA for stu-
dents who had remediated was not as high as that of college-ready students,
the study did reveal that the students who had remediated performed at above
a C average in their college-level courses. The students who had remediated
also persisted at rates similar to those of college-ready students and completed
their courses at rates simitar to those of college-ready students. Underprepared
students who did not remediate had low persistence rates and completed only
32 percent of the courses that they atempted. These results support a policy
of mandatory placement.

The timing of remediation is another policy question to be addressed in
evaluating the elfectivencess of a developmental education program. Washte-
naw Community College in Michigan conducted a study ol 2.028 college-
ready students and 1,254 underprepared students who entered the college in
the Tall of 1991 and the fall of 1992 (Campbell and Blakey. 1996). The
researchers reported that completing developmental education courses during
the first year of enrollment increased persistence. especially for those students
least prepared for college-level courses.

The College of Lake County study (Weissman, Silk. and Bulakowski,
1997) reported somewhat ditferent results. Initially, underprepared students
who remediated in their first or second term of enrollment persisted at higher
rates than students who remediated after their first year ol enroltrent. How-
ever, within a vear alter imtial enrollment. the students in the study were
exhibiting patteins of stopping out and returning to college. Although the
resulls were not statstically sigmlicant. the students in the College of iake
County study who remediated within the hirst two academic terms of enroll-
ment on average attempted more credit hours, carned more credit hours, and
had huigher GPAs than the underprepared students who remediated after ther
second term. The study also found that students who took developmental edu-
cation courses durmg therr hirst term o enroliment remediated at a much
higher rate than students who did notattempt any developmenial education
courses dwring therr firstsemester. The fndings of these studhies support a pol-
iy ol requirmg underprepared students 1o begn then developmental educa-
ton courses on mitial enrofhnent

Colleges vary m their pohaes about students taking college-fevel courses
while they are enrofled - developmental education courses. | he National
Center or Fducation Statistics survey found that “about two-thirds of msti-
tttons placed some testrictions on the regubar acadenmic courses that students
could take while they were envolled mremedial coursess about one-thired of
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mstitutions did not place any restrictions on regular academic courses. Only
2 percent ol insututions did not allow students to take any regular academic
courses whle they were king remedial courses™ (USDE, 1996, p. 20). Given
communty colleges” commument to open-door admissions, it is essential for
mstitntions to - tormulate clear policies concerning course enrollment for
underprepared students. These policies should be grounded in research ‘and
should promote successful student outcomes.

Astudy by Castator and Tollefson examined the grades that cight thousand
students at a Midwestern community college carned 1n college-level classcs.
Four groups of students were included in the analysis: college-ready students.
underprepared students, underprepared students who had remediated prior to
enrotlment i college-leved classes, and underprepared students who were con-
currently enrolled 1 developmental education and coliege-level classes. The
rescarchers discovered that underprepared students did not perform as well as
stadents i the other groups. Underprepared students who had remediated or
were concurrently enrolied in developmental education and college-tevel
clisses carned grades comparable o those of college-ready students. The
authors concluded. “These lindings strongly support the formulation of intru-
sive pohaies that require underprepared students to complete theiv develop-
mental course work prior to or coneurrently with enrollment in college-level
courses” (Castator and Tolletson, 1996, p. 179),

Areview of the research literature thus far suggests that the following poli-

cies dead o hgher levels of performance and persistence for underprepared
students,

* Underprepared students should be required o enroll in a program of devel-
opmental education,
Underprepared students should be reguired o hegin their developmental
cducation program on mimal enroliment.
Underprepared students shovld be allowed o enrollin college-level courses
helore completing their developmental education programs as long as they
are stmudtancously working on remediation

he queston remams. should these polictes vary according w the extent of
dehicienay? should students swho are deficient m only one arca be required to
lollow the same policies as those who are underprepared in reading, writing,
and man? Iwo rescarch studies shed some light on these policy questions.
The College of Lake County study (Weissman, Silk, and Bulakowski, 1997)
tound wsigmbieant relationship beoween the extent of student deficiency and
the vate obiemedianon Students underprepared m math only had the highest
e of temediation followed by students who were Tanguage dehcient creading
and/or wning) - Inple defiaent students treading, writing, and math) were the
least successtul e remediatmg, Inaddition. students who were math deficient
only had achigher average rauo of eredi hours carned to credit hours attempted
andahigieraverqge GPA than stadents who were language deficient and tple
U
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deficient. Students who were triple deficient remediated at the lowest rate and
had the lowest rate ot persistence. These results were echoed by the Castator
and Tollefson study (1996, This study found that students underprepared in
reading and witing did not perform as well in college-level classes as students
underprevared in math. These results pomt to the formulation of the following
policy.

e Students underprepared in reading and wriung and students underprepared
in reading, writing, and math should he reguired to focus on their develop-
mental education program before beginning college-level courses.

Conclusion

Community colleges are continually challenged about their mission of pro-
viding access o educational opportunities to all who can benefit. External
forces demand accountability and results. The performance-based funding ini-
Hatve sweeping the United States means that community colleges must be pre-
pared to prove that the programs and policies they have established improve
students” chances 1o succeed and achieve their acadenue goals.

Developmental education has fong beena part of the community college
mussion and will continue to be an essenual component of the offerings as lang
as commumty colleges pursue an open-door policy. However, admitting stu-
dents to colleges does not mean that they should he allowed to sink or swim
on their own. Colleges have a responsibility to institute programs and policies
ihat promote student success. These programs and policies must achieve a bal-
ance between quality and access. They must be designed to help students
achicve their goals without lowering the quality of the acadenue programs and
without hmiting access to educational otferings.

Continual monitoring and evaluation of developmental cducation pro-
grams are crtical. Without evaluation. it 1s impossible to tell what s working,
and what 15 not Evaluaton must lead to deaision making about changes that
can be made o raise levels of student performance Expanding assessment to
include policy issues will provide further information for deciston making, An
evaluation process should address two questions. Are students succeeding?
What policies contribute to student suceess?

Phe results from this review of the research literature support the follow -
mg policies for community college developmental educanon programs

e Underprepared students should be required to caroll ina program ol devel-
opmental education,

o Underprepared students should be required o beain therr developmentd
cducation program on mitial enroliment.

e Underprepared students should be allowed to enrollin college-level courses
betore completing thew developmental education programs ds long as they
are simultancously working on remediation
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Students underprepared in reading and writing and students underprepared
in reading. writing, and math should be required 1o focus on their develop-
mental education program before beginning college-level courses.

These policies are recommended 10 achieve maximum effectiveness, enhance
student siceess, and balance aceess and quatiiy.
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This chapter discusses the requirements and limuations imposed by

Jederal legislation that affects louns, grants, and work opportunitics us

they apply to students who need remedial/developmental coursework.
Special note is mude o financial aid considerations regarding students
studving English as a > ond language and disabled students who need
remediation.

Financial Aid and the Developmental
Student

Michael B. Goldstein

Discussions Ahout how best w serve the remedial or developmental student
usually. and guite properly. center on the students cducational needs. Provid-
ing the right kind of learning opportunity in the right setung is, of course.
cssental to student suceess, Butit a student cannot alford aceess o the appro-
priate fearning, services, the most carclully crafted program will be of no ben-
efit. The federal government. through the student asststance programs
catablished under the Hhigher Education Act of 1965 wthe HEAY and its suc-
cemeor laws, has created a financial support system that 1 ntended to ensure
that no individual 15 deated aceess o a postsecondary education These pro-
grams. commonly referred to as the Trle IV programs for the portion of the
HEA in which they are found. provide loans. grants. and wotk opportunitics
0 a4 substantial majority of college students 120 US.C Sees. 1070-1009),
Aleo involved 1s the Americans with Disabilities Act (the ADAY which
regires “reasonable accommadation” to the spectal needs of the disabled to
allow thent o fully participate ina schools program. The ADA essentially par-
el secion 304 of the Rebabiitation Act of 1973, which provides that "no
otherwise quahified indiidual - witha disability . shalllsolely by reason
of his or her disability, be excluded from the participation in. be dented the
benelits o, or be subjected o disermmnation under any program or actvity
recenving tederal tmanaal assistanee.” In this chapter, ADA will be wsed to
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denote the requirements of both laws. Also to be discussed is the Civil Rights
Act of 1963, which affects the participation of developmental students in ways
quite different from those of the ADA.

This chapter is intended neither to provide campus counsel with a treatise
on the legal issues inherent in the conflict hetween federal laws. nor to offer an
experienced student aid administrator specific guidance in the management of
Title 1V programs. (For the former. the reader is urged to examine Barber,
1996.) Financial aid administrators are commended to take advantage of the
professional education programs offered by the Nationa' Association of Student
Financial Aid Administrators and state and regional financia! aid administrator
organizations. in which these issues are increasingly being raiscd and discussed.

“Regular” Remedial/Developmental Instruction, Special
Conditions, and Relevant Laws

A number of potential problems make the financial aid picture for the devel-
opmentai student a complex one. A student may need remediation before
being wole to handle the coursework of 2 degree program; a disabled studemnt
may not be able to enroll in enough courses at a single time to maintain half-
time enreliment: a student with a learning disability might not keep up with
the standard of academic progress estabhished by the institwion: or a student
may need ESL instruction in order to benefit from regular college-level course-

work. All of these are common enough situations, but in each case accommon-
dating to the students needs may also result in denying that student access to
the financial assistance 10 which he or she would otherwise be entitled. Can a
student who is afforded access but denied the resources 1o take advantage of
that access be truly considered “reasonably accommodated?” Current law at
times seems to compel such an owtcome. Only with the combined effort of sev-
cral parts of an institution can this conundrurm be resolved in a way that is
both fair to the student and consistent with the requirements of law.

To participate in the Title TV programs, a student must be regularly admit-
ted into a program of study leading 10 a recognized degree or certificate (34 C.ER.
Sec. 668.32 (1996)); must he able 1o complete the academic program within
one and onc-half times its expected length o time (34 C.ER. Sec. 668,16
(19961 and must he making satisfactory academic progress toward the creden-
ti (see generally 34 C.ER. Part 668, 1f the student needs a loan to meet his
or her college costs and expenses, he or she has (o be attending on at least a
half-time basis (34 C ER. Sec. 668.32 (1996)),

Conditions and Limitations of Financial Aid for
Remedial Coursework

Generally, for purposes of federal financial aid, remedial courses count toward
enroliment hours whether they are officially credit bearing, reduced crediy, or
noncredit courses toward the degree within the school (34 C.ER. See. 668,20
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(1996Y). Further, students who are accepted contingent on completing reme-
dial coursework are cligible for a full year of Federal Family Education Loan
Program (FFEL) or Direct Loan funding before 1aking regular degree classes
(34 C.FR. 668.32 (1996)). Linuts on funding remedial coursework exist where
the proposed courses will still not adequately prepare the student to enter reg-
ular degree classes after one year. or where the classes are determined (by the
state, regional acerediting organization, or institution) to he below the sec-
ondary fevel, although an exception is made for English as a second language
(ESL) courses. discussed later in this chapter (34 C.ER. Sec. 668.20).

Although the inclusion of remedial courses for financial aid enrollment pur-
poses may allow a student Lo receive a more appropriate level of immediate. short-
term aud, it may also cause the student Lo reach the aggregate cap on aid before
compleung all degree requirements. For example. under the federal Perkins loan
guidelines, at a scknol participating in the Expanded Lending Option program,
full-time students may borrow $+4,000 annually. but arc capped at a total
aggregate amount of 38,000 until they have completed two years of a program
leading 10 a bachelors degree (34 CER. Sec. 6747 (19960, Thus, if students necd
(o 1ake a few remedial courses during their first two years, they may not complete
two vears of degree credit within two academic years and, borrowing at the
maximum amouvnt. witl have reached the cap prematarely: But once they com-
plete the two years of degree credit, their aggregate cap nercases o $20,000.

The restrictions on remedial coursework were enacted to limat the amount
of federal funds appropriated for the support of postsccondary cducation from
heing used for instruction at less than that level. In other words, Title 1V sup-
port should he for college-level work. not tor support lor the high school (or
carlier) education that a student may have failed to receive or was denied.

To receive Title IV program assistance. the HEA requires that a student
demonstrate that he or she is “mamtaimng satisfactory progress in the course
of study the student is pursuing” in accordance with the specihic requiements
of the statute (20 1LS.C. See. 1091@Y2M. The HEA goes on to define satis-
factory academic progress as “a cumulative C average. ovits cquivakent. or aca-
demic stanching consistent with the requiremients for graduation. as determined
by the institution, at the end of the second such academic vear™ (20 US.C Sec
O T{OCIUBY,

The Departracnt of Education has promulgated extensive regulations gov-
erning the definition of satisfactory academic progress. These regulations are
designed to prevent stitutions from keeping students enrolled just 1 collect
therr tuition, where 1t is clear that the student is not actually progressing
toward a degree or certilicate. From a general pubhic policy perspective. that
1s not an unreasonable position.

The Disabled Student

The student who requires remediation may or may not have a disability that
would enttle lum or her to accommodation under the ADAL A student who

oy
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has learning disabilities that require special education services is clearly within
the scope of the ADA (see C.ER.Sec. 104.3() 4 2)i1)). But for those who need
such support because of an inadequate K-12 experience. the ADA does not
come into play, and the obligation of the institution te admit and support the
student is essentially a function of state law. That is, if an institutien is required
to be an "open access” institution. then a necessary clement of that public pol-
icy is the need to provide academic support to students who arrive without
adequate preparation. But if the institution fails to give adequate remediation,
und the student is not disabled. there is no ADA violauon. Students are granted
special rights under the ADA when the need for remediation is the result of a
disability: students whose remediation reed is caused by a lack of secondary
school preparation have no such rights. This has led to an uncomfortably high
number of cases in which a student “discovers™ a disability after having diffi-
culty with his or her education. Although this 1s a topic unto itself. for the pur-
poses of this chapter we are assuming that claimed disab:lities are real and
provable.

Remediation and Discrimination

This is not to say that the student who requires remediation but is not disabled
is without rights. If a student requiring reniediation can demonstrate that the
falure to provide such service falls unevenly on particular racial or ethnic

groups. there may be a violation of the Civil Rights Act (42 U.5.C. Sec 2000d)
and the regulatons of the Department of Education lorbidding discrimination
on the hasis of race or ethnicity (34 C.FR. See. 100.3()). This is a serious alle-
gaton.and one that can prompt an investigation by tie Department of Edu-
cations Office for Civil Rights. Once a student alleges a civil rights violation,
the Office for Civil Rights takes over the nvestigation: the complaining stu-
dent has no further obligation, and does not even have o hire a private attor-
ney: Office for €vil Rights investigauens are usually thorough and often quite
lengthy. The penalty for a serious violation by an institution can be the loss of
cligibility to participate in any federal assistance programs. including the Title
IV programs (34 CER. Sece. T00.8Y. Since such an owtcome would be disas-
trous for virtually any institwtion. Offic- for Civil Rights investigations are taken
very seriously Fortunately. this s now farly well-established territory. and
where unntended racial discrimination 1s found. the outcome is untformly
remedial rather than punitve.

ntentionally discriminatng agamst students on the basis of race or cth-
nicy s, of course, a far more scrious matter. For the purposes ol this chapter,
1t is assumed that such intentional discrimination 1s not accurring. However,
the cowrts have become incrcasingly concerned over what has come to he
termed “reverse discrimimanon,” in which students in one racial or ethnic
group are given advantages over others i the name of making redress lor prior
discrmmnation agaimst the former group. Although this is not divectly at issue
m dealing with developmental students, 1t 1s certainly possible o cralt an insti-
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tuttonal financial assistance program or administer the Title [V programs in
such a way as to create the inference of such discrimination. A line of court
cascs has now cmerged that requires an institution to show that financial assis-
tance policics favoring one racial er ethnic group over another are narrowly
designed 1o eliminate the effects of presently existing discrimination, rather than
to redress the lingering shadows of prior discrimination. even if those “shad-
ows” have had the effect of depressing minority enrollment at the institution.

For example. in Padbercsky v Kirwan, 38 E3d 147 (#th Cir. 1994, the
U.S. Court of Appeals struck down a university scholarship program designed
to support Alrican American students on the basis that the university had failed
to demonstrate that the program was designed to climinate the cffects of
presently existing discrimination. The Supreme Court declined to hear an
appeal of the case. In cralting financial assistance lor developmental students.
an institution must be extremely careful to focus the program on the develop-
mental needs of the students independently of race or ethiucity: If a program so
crafted happens to henefit more students of one cthnic or racial group than
another, that is a side effect that is independent of the students’ race or eth-
mcity, But if race or ethnicity are among the bases for chgibility for the addi-
tonal financial assistance, the strict tests established under recent case law
come o play.

ESL Students and Financia! Aid

Financial aid for ESL studerts is a special issue that requires campus adminis-
trators o distnguish hetween “remedial” and “stand alone” ESL programs, as
aated in section 401LAO2Y of the HEA: "Nothing in thic section shall exclude
from chgibility courses of study which are non-credit or remedial in nature
tincluding courses in English language instruction) which are determuined by
the nstitution Lo be necessary to help the student be prepared for the pursuit
ol a first undergraduate baccalaurcate degree or certificate or,in the case of
courses in Enghish language mstruction, to be necessary 10 enable the student
to utihize already existing knowledge. training, or skills™ (Goldstein and Black-
munm, 1995, p 1Y

This recent addition o the HEA allows students who take ESL courses to
receve federal mancial ard n two quate different situations. The hrst sitwation
constders TSL courses to he “remedial™ in the sense that they are not college-
level coursewerk but are a componeni of a degree, certificate, or diploma pro-
aram in which the student s enrolled at the college. In this instance, the
college must document that the student already meets regular adnmission stan-
dards and needs the remediation to improve Enghsh language skills: The ESL
cotrses may be noncredit or veduced eredie. They must also he counted m
determming the stagents enrollment status, and the student must be held wo
the acadenie progress standards of the mstitation. The second situation allows
atudents to be ehgible o receve Pell grants il they enrollin “stand-alone™ BSL
programs that provide the Enghsh language mstruction necessary to “take tise
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of ‘already existing knowledge. training, or skills' * (Goldstein and Blackmum,
1995, p. 2). A limitation on this second situation is that only Pell grants are
available to students in stand-alone ESL programs, unlike federal financial aidt
available 1o students in ESL programs that are considered remedial. A stand-
alone ESL program can consist solely of ESL instruction. Preparation for
employment need not be a goal of the stand-alone ESL program in order for
the student to be cligible for Pell grants. And if an ESL program centains a sub-
stantial employment training component along with ESL instruction, then it is
considered remedial ESL. Campus administrators need to be aware of the dis-
tinctions between these two types of ESL instruction and the resulting differ-
ences in the way federal siudent aid funds may be used. 1f questions
concerning the purpose and structure of the ESL program and student admis-
sion and enrollment in degree or certificate programs are not carefully con-
sidered and docuwinented. “the institution may find itself subject to significant
potential lability for the financial aid disbursed to students enrolled in its SL
programs” (Goldstein and Blackmum, 1993, p. 2.

Concluding Thoughis

The obligation to accommodate the needs of the developmental student is a
matier of fundamentat fairiess as well as good public policy. It s also an area
that is nfe with a variety of federal laws that seck to protect the rights of indi-
viduals and the integnty of federal funds. At times. these interests come inio
conflict, as they do most clearly in secking to accommodate to the financial
assistance needs of stdents with disahilities. This conflict does not mean that
the needs of such stidents cannot be met. It does mean that in meeting those
needs the current state of the Law has to be carefully considered. That, in wurn,
means that in craftng and adininistering such programs there must be close
communtcation and collaboration between the responsible academic ofiicers,
the institwtion’s finaicial aid administrator. and campus counsel. With that
mteraction. the issues discussed above are manageable, and the problems

Es e

explored avasdable. Withoat that, there is the veal potentiol for disaster
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This chapter provides an annotated bibliography of materials from the
ERIC svstem that kighlight major pelicy issues in providing
remedial/developmental education within higher education as well as
stuchies that have measured the cffectiveness of different policies.

Sources and Information About
Remedial/Developmental
Education Programs

Kristen J. McKinney

The following ERIC publications provide information on major policy issues
mvolved in delivering remedial/dleveiopmental education and highlight some
of the major controversics in providing remedial/developmental cducation
at community colleges, including questions of the role and mission of the
community college, the testing and placement of students who need reme-
diation. the role remechation plays in providing access o higher education
by underrepresented groups. and the need for institutions to be accountable
for the remedial/developmental education they provide. The publications
also present several state and local studies that have measured the effective-
ness of those policies and in several cases compare the success of students
who take remedial/developmental classes with students who do not require
remediation.

Most ERIC documents {publications with ED numbers) can be viewed on
microfiche at over nine hundred librarics worldwide. In addition, most may
be ordered on microfiche or on paper from the ERIC Document Reproduction
Service (EDRS) by calling (R00) 443-ERIC. Journal articles are not available
from EDRS, but they can be acquired through regular library channels or pur-
chased frot one of the {ollowing article reproduction services: Carl Uncover:
Ihttp ZAavwwcarl org/uncover/l, <uncover@carl org>, (800) 787-7979: UM
corder-@nfostore coms. (800 248-9360; or 1SI: <tga@isinet.com>, (ROO
3231850
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Policies on Remedial/Developmental Education

These documents provide information about how remedial programs are insti-
tuted inavariety of seutings. discuss the policy issues involved in mplemen-
tation. and address how changes in developmental education policy in one
sector can affect other sectors of higher education.

Marvland Higher Education Commission. A Study of Remedial Education at
Murvlund Public Campuses. Annapolis: Maryland Higher Education Commnis-
slon. 1996,

This report outlines the results from a statewide survey of remedual edu-
caton programs at Maryland public higher education institutions. The study
examined the number and type of students who require remediation: the poh-
cies, instruments, and standards that are used to determine student placement
in and completion of remedial courses: the kinds of remedial courses and activ-
ities offered: the success of remedial students and the evaluation of remedial
programs: stathing lor remedial courses: the cost of remedial education: and
the sources from which it s funded. The majority of the results are presented
for cach college i the system. In addition. analyses by student gender. cth-
mity, and age categories. as well as higher edncation sector ttwo- or four-year)
are also included. The report concludes wath a discussion of the policy ques-
tions that anse from the findings. The fortv-five-page report includes twenty-
three tables and a copy of the survey instrument.

Patricia N Hacuser. Public Accountabibins and Developmentul Education. Amold.
Md L Anne Arundel Community College. Oltice of Planning and Research.
F993 (ED 356 00 3)

Despite ther vital role in open-access, twa-vear colleges. remedial educa-
tion cfforis have increasinghy come under attack by legislators and the public.
who view such programs as duplicating the appropriate tunction ol high
schools and who believe that Timuted state resources should be devoted 1o more
prestigious programs. For a college to effecus 2y defend such a program. it 1s
cructal that it be Tinked to the institution’s russion In addinon, a colleges
accouniabihity analysis ol s remedial progranis should tocus 'on the program
population. rather than on a desenption of the program. At Anne Arundel
Community College i Arnold, Marvland. @ companson of remedial students
with the general student population revealed that nunority students, transler-
onented students, and full-umers were all overrepresented among remedial
stidents: These data can help the college convinee a skeptical public that s
remedial programs are improving retention rates for nunonty students and full-
tmc. transter-oriented students: both populations the programs were miended

to hielp Appropoate owome s assessments are also vital i demonstraing a
programs importance. ACAEne vrundel Commumine College. outcomes mea-
sttes have shown that ¢ over hait ol remedial students successtulle complete
developmental courses () Iiest-tme remedial students have higher fall-to-
spring retention rates than irst-nme students as aowhole, and ©3Y most reme-
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dial English students suceesstully compleie subsequent college-level courses.
Finally, cost analyses can help demonstrate a programs value. At Anne Arun-
del Community College, such analyses have shown that developmental courses
have Tower costs per student than the average general education coursc.

C.dvfornia Community Colleges. Scope. Implications, and Impact: The Academic
Senate for California Community Colleges” Response to the Proposed CSU' Palicy to
Eliminate Remedial Education for Entering Undergrududte Students. Sacramento:
Academic Senate for California Community Colleges. 1995, (ED 395 627)

in November 1994 the California State University (CSUY system developed
a proposal to climinate remedial education for entering undergraduate students,
offering this proposal as a solution to raise the systens standards. However. the
CSU system presented no research showing evidence of the problem that the
proposal is intended to solve. Further. while the CSU presamably holds K-12
and community colleges accountable for the availability of students pre pared
to enter college-tevel Enghish and math, the system has not held itself respon-
sible for accurately determining the status of enrolled students. Placement tests
used by the CSU system to determine students in need of remediation do not
rerlect state standards set for English and mathematics curncula, with only
approximately one-third of the students taking the English and approximately
one-lourth of the stedents taking the mathemates placement test in 1993 per-
forming at college-ready levels. Its uncertam whether the system has the
authority to untlaterally make such 4 programming deciston. and the process
was undertaken withowt coordination with other segments of pubhe education
m California. Finally, implementation of the proposal would have a consider-
able eltect on the number of students secking remedhal coursework at the com-
munity colleges, placmg further strain on resources at the colleges and possibly
Alfectmg diversity at CSU campuses. Recommendations for addressing these

i ssues are mcluded. The report 1s sixteen pages long,

At Colby and Ron Qpp. Controversies Surrounding Developmental Education
m the Commumay College. FRIC Digest Los Angeles ERIC Cleannghouse for
Jumoer Colleges, T9R7 (D 286350

In this ERIC Prigest. the authors present ihe following common critici-ms
about Laree-scale commumty college imvolvement developmental educaton
and counter cach of them: (1Y Commuty colleges are the wrong places to pro-
vide developriental education. v2) Develepmental education should b the
responsibthiny ol aseparate mistructional diviston, not the responsib aty ol
metrutors 1 the collegate carmeulas VY Comunity college feaulny members
do not know how to teach hiteracy, ¢4 There s msuthicient artieulanion between
commuty colleges and secondary schools 03 Placement and diagrostic tests
for ~tudents m developmental education are notvalid - The authers condlude
that the arguments aganst the provision o dey clopmental education m the
cormumty colleges are hased onalack of understanding of the nature and
rouls of developmental programs and that developmental vducation s at the
heatt of the open door phidosophn
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Abraham A. Ansley. "They Came to College? A Remedial/Developmental Pro-
file of First-Time Freshmen in SREB States.” Issucs in Higher Education, 1991,
25.(ED 333 783)

This paper reports the results of a survey of remedial programs at pub-
lic and private colleges and universities in the southern region of the United
States and highlights remedial education patterns by state, race, and gen-
der. Responses were received from 606 of the 826 institutions surveyed (73
percent). Among the reports findings are the following: (1) Remedial enroll-
ment at private institutions in the region (32 percent) is only slightly lower
than the rate at public institutions (36 percent). (2) States that have manda-
tory testing and placement policies tend to have higher percentages of fresh-
men in remedial courses. (3) Remedial enrollment rates for Blacks and
Hispanics are consistently one and one-half 1o two times that of White stu-
dents. (9 Thirty-nine percent of entering [reshmen need remedial assistance
in mathematics. () Reracdial enrollment at most public and private insti-
tutions has increased since 1984 two-year colleges had the largest increasc,
and doctoral institutions the least. but an average of 25 pereent of freshinen
at doctoral institwnons needed at least one remedial course. The report
explores implications of high levels of underpreparatton present among
Black and Hispamie students. as well as ethical questions raised by college-
ievel remedial programs. 1uis suggested that colleges and universities closcly
examine their expectations for remedial students and the institwions will-
ingness o mvest m the quality of program necessary to get students ready
for full-time college work.

LA Morante. “Selecting Tests and Placig Students.” Journal of Developmental
Education, 1989 13(2), 24 &

Mz article advocates the testing and placement of mcoming college stu-
dents. arguing that students need aceess to mlormation on thewr personal
attrtbutes and msttauonal optons. The author wdentifies enteria to be con-
sidered moselecting placement tests and making placement decisions Included
are suggestions for creating, a systematic placement process.

R Hughes and €. H Nelsons “Placemient Scores and Placement Pracuces:
An Empnical Analysis.™ Community College Review. 1991, 19 (1Y, 4240,

This analysis assesses the accwracy ol Riverside Community College's
cuttv-level assessment and placement practice. correlaung readmg and lan-
giage assessment scores with grades m freshman composition and student
demographics The authors conclude that ASSET (Assessment of Student Skills
tor Entry iransfen test scores alone were not sttong predictors ol student sue-
coss and that other data owrces showdd be conadered as well.

Michigan State Board ol Education A Survey of Student Assessment and Devel-
opmental Fducation m Michigan® Public Commuanty Colleges. Excauive Summary:
Second State Survey Tansing: Michipan state Board of Education, 1990 (8D
320 624
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In 1989 a study was conducted of the status of student assessment and
developmental education in Michigan’s twenty-nine public community col-
leges and three public four-year colleges that scrve in a community college
capacity. The study sought o determune (1) the number of community college
students in need of and actually enrolled in developmental services in reading,
writing, math computation, algebra, and other arcas; (2) policies on develop-
mental education and course credit: (3 the types of students who are assessed,
the tests used, policies related to mandatory testing and placement. and cut-
off scores for placement in remedial courses; (4 the developmental popula-
tions colleges are prepared w accommodate; (3) courses in the developmental
curriculum and skill areas addressed: (6) types of support services provided:
(7) class times and locations; (8) the job titles, experience. and turnover rates
of developmental faculty; (9 the existence of professional development pro-
grams to prepare staff to work with underprepared stadents; (10) information
on cooperative programs with elementary and sccondary schools, community
organizations. and business and industry: (1) the scope of evaluation efforts:
and (12) strengths and weaknesses in developmental efforts. Bascd on study
findings, a series of recommendations were developed for implementation by
the board of education, the governor. and the state legislature. The survey
instrument 1s ncluded.

Effectiveness of Developmental Programs

These documents focus on the effectiveness of developmental programs and
how they can he evaluated.

Julie Weissman and others. Assessing, Developmental Cducation Through Student
Trackmg. AIR Annual Forum Paper Tallahasseer Association for Insututional
Rescarch, 1995, (FED 386 983)

The effectiveness of developmental education pohicies ata comprehensive
community college was vestigated using 2 new student tracking system. A sam-
ple of 1.6+ students was tracked from fall 1992 until the end of the fall 1994
semester. 1.226 ol whom evidenced basic skills and were eligible for college-level
courses, and 418 ol whom were classified as skill-deficient. After the fall 1994
cemester. 179 skill-deficient students had not remediated and 239 had remedi-
ated The coltepe-level and skall-deficient students were compared on persisience
and perlonmance. Also examined were inks between skill-deficient students”aca-
demme performance and thewr enrollment patterns in developmental education
courses exclusively, college-level courses and remedial courses, and college-level
courses only: Additonal concerns were rates of remediation and types of prob-
lems tmath only, language only, or both,and reading or writing deficieney. o
hath) Results support the following recommendations skill-dehaent students
should be required to remediate onmitial enrollment, and these students
Jrould be allowed 10 take college-level courses along with remedhal studies,
but language delicient and tple dehaent students should be encouraged to
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finish remediation before beginning college-level courses. In conclusion, the
results point to guidelines for designing or revising policies governing devel-
opmental education programs. The paper centains eleven references.

P. Hopper. R. Taylor, and P Wolford. Success Rate of Developmental vs. Nonde-
velopmental Studer's in Freshman College Level English. Morristown, Tenn.: Wal-
ters State Community College. 1996.

This study compared the pass rates of developmental and nondevelop-
mental students in freshman English classes at Walters State Community Col-
lege Using chi-square analysis, the percentage of former developmental
students who passed freshman English was compared to that of nondevelop-
mental students. Based on a review of student records, 817 students were cat-
egorized as either developmental or nondevelopmental, and the percentage
who passed was calculated for each group. The passing rates for nondevelop-
mental students were significantly higher when all grades were evaluated.
However, when course withdrawals and incompletes were excluded from con-
sideration. there were no significant differences between the two groups. This
nincteen-page report includes six references, two appendices, and three tables.

J. AL Pitts and W, G. White. The Impuct of Underprepared Students on Regular
College Faculty. Paper presented at the 2nd National Conference on Rescarch
in Developmental Education, Charlotte, N.C.. Oct. 1996.

This document reports the results of a qualiative rescarch study con-
ducted at two open-admission universities in the South. Fourteen faculty
members were interviewed to assess their experiences with underprepared stu-
dents. Three major themes are presented: (1) basic problems and dilemmas
associated with academic underpreparedness, (2) responses and coping strate-
gics employed to deal with problems and dilemmas, and (3) opinions. values,
and feelings relevant to salient issues. Among the fundamental problems and
dilemmas are students lack of basic knowledge and skill levels, as well as their
lack of motivation and poor attitudes toward academic study: In addition, lack
ol resources and adequate administrative support were found to be problem-
atic, Instructors” responses to these problems included changes in teaching
behaviors. course content. and evaluaton. The issues found to he most salient
(o instructors teaching underprepared students were the philosophy of open
admissions and the role of developmental education, the instructors” own per-
conal dilemmas. including feelings of role ambiguity and value conflicts, and
discussion of preseriptive measures that should be taken to improve the qual-
ity of education. Thrs twenty-cight-page paper includes fourteen references.

Lowse M Tomlinson  Postsscondary Developmental Programs: A fraditional
Agende with New Imperatives, ASHE-ERIC Higher Education Report 3. Wash-
mgton, . ERIC Cleanghouse on Higher Education, 1989 (ED 310 076)

This report examines postsccondary developmental education for students
denred regular admission to the mshitution. Addressed are such concerns as
the evolution of developmental programs, the clfect of developmental pro-
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grams on the integrity of the academic institutions, and the future of postsec-
ondary developmental programs. The report’s seven sections discuss the fol-
lowing topics and subtopics: (1) the historical perspective of postsecondary
developmental education (the evolution of developmental programs in the
United States and the purpose, function, nature, definition, and ambiguities of
such programs); (2) the rationale for developmental programs (new target pop-
ulation, projections, arguments on role and responsibility, learning deficien-
cles. experientiai deficiencies, and standardized placement trends, such as
those relying on SAT averages): (3) cha: acteristics of postsecondary develop-
mental programs (alternative structures, types of interventions, delivery modes,
operational models, and the role of junior and senior colleges and universi-
ties): (4) exemplars and problems in the delivery of developmental services
(profiles of two successful programs, factors of success), personnel, program
design, general criticisms, and pioblems; (5) program evaluation (assessment
of program cvaluation, focus and findings, and evaluation designs and impli-
cations); (6) changes in education and the challenge to developmental cur-
riculum (including a comparison of Sternberg on training intelligence,
Feurstein on instrumental enrichment, and Lipman on philosephy in the class-
room); and (7) policy and possibilities for future developmental programs {the
role of the state in policy. training administrators and faculty. the prospective
developmental student population, the general prosperity of programs. and
developmental rescarch).

KRis1IN | McKINNFY is a doctoral student i the Division of Higher Education, Uni-
versity of California at Los Angeles, ana outreac h coordinator for the ERIC Clear-
inghouse for Community Colleges.
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FROM THE EDITOR

In 1894, 40 percent of college freshmen enrolled in pre-collegiate pro-
grams to prepare for regular college coursework. In fall 1995, 29 percent
of entering freshmen enrolled in at least one remedial course. The
debate over the need for and appropriateness of remedial/developmental
education at the postsecondary level has spanned a century. The upcom-
ing 1998 reauthorization of the Higher Education Act is adding fuel to
the debate. Legislators, educators, and the general public are asking
questions and raising accountability issues. Who needs remedial/devel-
opmental education? Why does the need for it appear to be increasing?
How much does it cost? Who should pay for it? Are remedial/develop-
mental programs effective? Who should provide it? Legislators and the
public are upset over the perception that they are paying twice for the
same education—once in high school and once again in college.
Educators are concerned about the potential devaluation of higher edu-
cation through the provision of large amounts of remedial/developmen-
wal education. And students, too, are unhappy with the time and
expense necessary to develo; English and math skills that they should
have learned in high school. Each chapter of this volume addresses a
specific policy question involved in the debate over remedial/develop-
mental education and uses national and state data, as well as informa-
tion from case studies of individual institutions. to provide insights into
effective approaches to remedial/developmental education.
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