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Abstract

Felix A. Linfante

Students’ Success in College Level English Qomp_@ition after Completing
Developmental English in an Urban Community College

The admission of under prepared students to collegiate level institutions
each year has been a continuing problem for higher education as demands for
education have resulted in the enrollment of those who lack adequate skills for
academic success. Developmental education and its relationships to equity are
often perceived to be in conflict with the desire to maintain high standards and
cost efficiency. There has been minimal research on the effectiveness of
remediation in Higher Education despite its existence dating back to 1849 at the
University of Wisconsin.

The purpose of this study is to determine if students whose skill level
requires them to enroll in remedial English coursés can eventually succeed in
English composition and if certain variables have an effect on their success. It
provides information concerning programs considered essential to a post-
secondary institution’s mission and simultaneously unpopular with the public.

In this study, statistical analyses were conducted to analyze the

relationships between success in English 101 as measured by grade and the



independent variables including student status, sex, age, ethnicity, education,

initial placement test score and remediation prom.

A hierarchical multiple regression approach was used to develop an
equation that demonstrates the best prediction of the outcome variable from more
than one continuous or dichotomous independent variables. In the first step, the
demographic variables were entered including student status, sex, age, ethnicity,
test score and education. This step statistically accounts for variance in English
101 grades that is related to the demographic variables. The next step included the
addition of the remediation programs (no remediation, 1 level of remediation, 2
levels of remediation, ESL). The F test for change was examined when the second
step was entered to determine if the entry of the program step resulted in a
significant increase in the multiple correlation.

The results from this study point to four conclusions in reference to the
research and subsidiary questions. First, remediation does not result in a level of
English 101 performance equal to those subjects not requiring remediation.
Second, the demographic variables account for more variance in Engliéh 101
grades than does remediation program differences. This includes significant
relationships found with age, sex, status and ethnicity. Third, ESL programs have
a lesser percentage of subjects receiving a passing grade than other programs. |
Finally, remedial students who score low in pre-test score categories receive lower

grades in E101.



The findings from this study are designed to assist officials in making more
informed and knowledgeable designs in providingbdevelopmental programs to
students who are not prepared for college-level work. Implications include a
review of policy in respect to open door admissions, alternatives to current
remediation as it reiatcs to instructional delivery and cost, and preparation of
students in the K-12 public school system. Research replication of the research in
the future should include the study of additional years, similar institutions and

additional vanables.
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Chapter I
INTRODUCTION

Problem Statement
America is having to make hard choices about distributing finite resources
in areas such as welfare and healthcare. In the same way it is being forced to
~decide whether what passes for a college education today is. wc-)rth the price, and
whether séx:iety can afford to give degrees to all who want or think they need one.
The crunch is coming, especially for public univeréities because states are
.putting the brakes on higher education spending just as children of bai:y boomers
are projected to swell enrollment by 2 million, to 16.4 million, by the year 2006
(Arenson, 1997).
Colleges, from the City University of New York, with 200,000 students, to the
University of California with 165,000,. now debate én who should go to college
and why, the quality of what is offered, and academic productivity (Arenson,
1997). “For a century, this has been a growth industry,” said Arthur Levine (as
cited in Arenson, 1997) president of Columbia Teachers College.I “Now
government is saying, we have lots of priorities, like health care and prisons, and
we can’t afford to put another nickel into higher education, and we’re going to ask

lots of questions™ (p.8).



Admissions of Underprepared Students

The admission of underprepared students has been a continuing problem for
American higher cﬂugation as dcﬁlands for education have resulted in the
admission of thousands of Highly motivatggl high school graduates, high-school
dropouts, adults, or recent immigrants, who lack adequate skills for academic
suc_ce'ss, being admitted to collegiate level institutions each year. The consensus is
colleges should provide courses in basic skills, but this does not suggest that
college credit should be allowed for remedial work nor that developmental
studcpts should enroll in 'coursea;. in which they have little chance for success,
thereby diluting academic standards. By providing opporfunitics for success
against all odds, while maintaining academic integrity, developmental programs
can assist students with limited educational skills to overcome their deficiencies.
Developmental education and its relationship to equity are often perceived to be in
conflict with the desire to maintain high standards and cost efficiency.
Developmental Programs and Models

bevelopmental education, alternately called remedial, compensatory, or
basic skills, refers to programs and courses that prepare sfudents to perform at
college level (Haeuser, 1993). At least four types of program models are currently
used: college campus tutorial/remedial, college outreach programs, campus
assistance centers, and off-campus instruction (Tomlinson, 1987). Programs vary
from the inclusion of basic skills classes iﬁ core areas, primarily reading, writing,

and mathematics, to holistic models such as the Developmental Education



Program of Tritibn College, which employs specialiy selected faculty, counselors

and tutors, and includes a large Learning Assistance Center (LAC), available to
non-developmental as well as developmental students, and a Special Needs
Assistance Program (SNAP) to serve the m_eeds of disabled students (Chand,
1985). Typical program components include: identification of unprepal;ad
students, advisement, placement, courses, and academic support for remediation
and retcntioﬁ (Weissman, Silk, & Bulakowski, 1997).

Today many 4-year institutions, such as the City University of New York
(CUNY), seek to reduce their remedial course offerings by raising admission
standards and reﬁuiring students needing assistance to complete remedial work at
a 2-year college (Arenson, 1998b). However, the number of 4-year ix;stitutions
offering some form of remedial education is 5ctually higher than studies suggest.
Although Ivy League universities acknowledge no official remedial programs,
Harvard and Yale, for example, offer peer tutors and a writing center. The
University of Chicago directs a number of students each year to “essential
mathemgtics,” a course cornparable to the remedial courses at CUNY and other
public institutions, While some colleges deny they offer remedial courses, their
catalogues list courses in algebra, grammar, and other ba;ic subjects routinely
| offered .in high school (Arenson, 1998a).

Stau'sti_cs on College Developmental Programs
In 1995, 78% of American colleges offered developmental courses, up from

73% in 1988 (Arenson, 1998a). Seventy-two percent of all four-year colleges and



virtually all public community colleges offer remedial courses. According to U.S

Department of Education figures (as cited in Lazaﬁck, 1997) approximately
612,000 first-time freshman at post-éecondary institutions enroll in developmental
courses; of these, 63% attend public; 2 year colleges. In a recent survey, 55% of
- public community coileges reported the number of developmental courses wﬁs

increasing, with only 5% reporting a decline. Philip Day, Jr., (as cited in Lazarick,
1997) president of Daytona Bcéch Community College, Florida, views
developmental education as a process of “getting those students from where they
are to where they want to go”(p. 12). To ]jay (as citod in Lazarick, 1997)
“Remediation is what makes the open door work. ... We look at ourselves as the
educational safety net for our community” (p. 12). Yet, in current academic,
legislative, and public forms, the question of whether remediation or
developmental education should be offered at the college level is debated widely
and vigorously.
Controversial Trends in Education

Divergent trends in education and the political environment influence
discussions about developmental education programs. On one side, colleges must
respond to accreditation agencies which require colleges to provide programs
commensurate with responsible admission policies. Almost all of the nation’s
1,100 Z-yeér institutions, which aimost universally endorse an @cn—dmr
admission policy, offer developmental programs to make post-secondary

education accessible to all segments of the community. Also, many 4-year



colleges have adopted open admissions policies changing enrollment patterns of

entering freshman. This remedial effort has generﬁted considerable controversy
for the community college movement (Quinley, 1990). On the one hand,

communities served by 2-year colleges’ clearly need this type of compensatory

education. Surveys of business and industry generally reve;l that one of their
_greatest education/training needs is for improvement in employees’ basic reading,
writing, and math skills. In addition, community c;.olleges generally have long
histories of providing thése services. Yet, the public and politicians often question
the need for these programs, asserting that they duplicate the appropriate function
of lugh schools.

In fact, the number of institutions offering some form of remediation may
be difficult to assess because of the stigma associated with the remedial label.
Psychometrician Robert Hashway (as cited in Murray, 1997) of Grambling State
University, Louisiana, observes that students who have taken several remedial
classes have lower self-esteem than their counterparts in regular college level
courses. Hashway recommends that courses should simply be labeled “algebra” or
“fundamentals of writing” in accordance with their curriculum content.

Financing Developmental Programs

Since World War I, a major aim of public policy has been to make higher
education more available, and it has succeeded remarkably. But while educating
the elite few was cheap, education has grown from $2.4 billion, less than 1% of

the economy 50 years ago, into a $180 billion industry, comprising nearly 3 % of



the economy. However, as tax revenue fell in the early 1990’s, legislators felt the

pressure to cut higher education spending. From i990 to 1994, it declined from 14
% of state budgets to 12.5 %, according to a study in 1996 conducted by fhc
Center for the Study of the States at the Ropkefellcr Institute in Albany. To make
up the difference, tuition climbed.

The current controversy over remedial college programs has a paradoxical
bent: an increasing number of Americans view a college education as a necessity
and a right; however, people are divided over the public cost. In a 1997 survey,
(cited in Arenson, 1997) 75% of the 1,307 re-spondents agreed that college is
needed to get ahead in life, compared with 49% in 1978. In addition, 86% said
that “every capable person has a right to receive a college education, even if he or
she cannot afford it” (Arenéon, 1997, p.19). At the same time, 48% said the
federal government was responsible for ensuring that all qualified persons receive
a college education, while 47% disagreed. Similarly, 47% thought the costof a
colieg’e education is justified by what people get out of it, while 40% did not.
Presently, 6 out of 10 high school students enter a 2 or 4 year college upon
graduation from high school, a trend that has been accelerating since the early
1980s (Baker & Smith, 1997). Nearly 80% of these students enter public
institutions (Arenson, 1997). As with health care, the growing belief that the
ﬁrivatc sector should take on more responsibility and the government less,

accountability and cost-cutting are major issues.



Data in Support of Remediation

Former President Clinton envisioned a soci;aty in which 2 years of college
would bé universal (Arenson, 1997). An Institute for Higher Education Policy
report, (Baker & Smith, 1997) concurs, citing research showing that 80% of highef
salaried jobs require some education beyond high school; furthermore, better-
educated workers contribute to higher tax revenues, higher productivity, and lower
crime ratcé. The report also concluded that remedial courses in English and
Mathematics are a core function of higher education, as well as a positive
investment for society (Arenson, 1998b). In addition to its practical response to a
* technologically demanding workplace, Clinton’s vision for universal access to
higher education reflects the attitude toward education that has characterized
American society for the past century.

Despite evidence that remedial education improves the academic
performance of at risk students and increases their chances for graduation
(e.g.,Arenson, 1998b; Campbell & Blakey, 1996; Morante, 1985; Platt, 1986),
post-sepondary institutions remain under criticism. For example, data from thé
U.S. Departmen* of Education ( as cited in Murray, 1997) suggest that up to 10%
of public college students remain in remedial education for more than a year, and
30% of students who take remedial mathematics courses never pass those courses
{Murray, 1997). Along with New York, California has proposed to cut back on
remedial courses, and legislatures in New Jersey, Florida, Washington, West

Virginia, and Montana have reconsidered paying for them (Lazarick, 1997,



Murray, 1997). In response to reports that nearly half of all students who take

remedial courses fail to finish them, Texas has insﬁmted a policy limiting the
number of remedial hours for which the state will pay, up to 18 hours at 4 year
colleges and 27 hours at 2 year colleges (Murray, 1997).
Purpose of the Study
The purpoée of this study is to determine if students whose skill level
requires them to enroll in remedial English courses can eventually succeed in
college-level English Composition and if certain variables have an effect on their
.succcss. It provides information conccming programs considered essential to a
post-secondary institution’s mission and simultaneoﬁsly unpopular with the
public. Its twofold purpose is to (a) use the literature to develop an explanatory
model of academic success in introductory college-level English relating
developmental performance in conjunction with other variables to academic
success and (b) examine the relationship between student academic performance
in an exit-level, developmental English course and subsequent academic
performance in a coliege-level English couﬁe over a two semester period at a
representative community college.
Research Questions
Do significant differences exist in the effectiveness of remediation on
student success in English 101 after accounﬁng for student background

characteristics and academic preparation?



Subsidiary Questions

1. Are the variables of age, sex, stams, ’etlmicity, education type,
 related to success in English 1017
2. Hﬁw effective are ESL courses in preparing students to succeed in
E101?
3. | How effective was remediation in determining students grades in
English 1017

Definition of Terms

Developmental, remedial or basic skills education. Any type of college
instruction to improve basic skills deficiencies by teaching students more effective
techniques, habits, skills, and approaches to college level work.

Placement test. A criterion referenced test administered to incoming
students entering public and private colleges in New Jersey to determine
placement level in mathematics, English, and reading.

College level English composition. An expositor writing course required

by all students obtaining a degree.

Open door admissions policy. A policy shared by the vast majority of
American public 2-year community aﬁd Jjunior colleges that allows any individual
(generally 18 years of age or older or a high school or GEb gradﬁate) to enroll in
credit courses if certain conditions are met (e.g., completion of an application for
‘admission and, in most cases ‘completion of an entry level assessment/placement

test), including ability to benefit from instruction.
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Underprepared students. Students who after entry-level achievement tests,
are categorized as low ability students and underaohievets needing of
supplemental support before engaging in college level courses.

Junior college. Two year institutions of higher education granting associate
degrees, with an open door admissions policy.

M Students achieving a grade of A, B, or C in developmental
English or English College Composition.

| Significance of the Study

There has been minimal research on the effectiveness of remediation in
higher education despite its _ckistcnce even before the first formal college
preparatory program. A report by the Institute for Higher Education Policy in
Washington (as cited by Arenson, 1998b) confirmed that such a stigma is attached
to remediation that many institutions do not find in their interest to acknowledge
that they enroll students who require remediatioo. The report stated that research
on remediation is complicated by the lack of common definition over who should
be included (for example, the status of immigrants learning English as a second
language) and exactly what constifutes remediation. Despite ihe complexities, the
report concluded that it is in the best interest of colleges to offer remedial course
work, as it helps retain students and a substantial proportion of students who
complete remedial courses go on to graduate.

Aside from studies by Porter (1988), Slark (1989), and Seybert and Soltz

(1992), all of who assessed students’ success in English Composition who had
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previously been enrolled in remediation, most other studies measure retention and
graduation rates of students whom completed remédia’tion. This researcher’s
choice of English Composition was determined because the course is universal to
all degree programé. Success in English Composition provides support that the
student has obtained skills ﬁecessary for college level courses. It is anticipated
that the study will determine if a rclatioﬁship exists between success in |
remediation and colln‘:gc level English Composition and if any variables have an -
effect on this success.

Major issues presently discussed by the New Jersey Department of
Education officials and State Legislator’s center around the funding of remedial
education courses to institutes of higher education. Research on the progress of
students in remediation would provide necessary data to assist in the decision
making progress.

Limitations of the Study

The study assumes that the professors are cc;mpetent to.teach English, that
reference tests are valid placement instruments, and that course outlines in
remedial English and College English Composition are equivalent in the chosen
community college’s various sections. It also assume that the students taking part
in the research have no leaming disabilities. The study makes no attempt to
account for the specific causes of basic skills deficiency of the college student. It
recognizes the fact that such deficiencies exist and will assume the fact of

causation. The causal factors of the basic skills disability, however, often reach so
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far back into the life history of the individual, and are so complex in their nature,
as to place them entirely outside the scope of this étudy. The study does not
attermnpt to determine success of a student completing a college degree.

Ncifher does this study attempt to evaluate any one program, or type of
programs, against any other. The study is not designed to champion any one
school of thought or point of view with regard to the teaching of basic skills at the
college level.

| Organization of the Study

This study will be presented in five chapters. Chapter [ will state the
introduction, statement of the problem, purpose of the stﬁdy, deﬁnition of terms,
significance of the study, limitations of the study, and organization of the study.
Chapter II will review the related research and literature. Chapter III will describe
the subjects, data retriéved, and the procedures that will be employed to solve the
problem. Chapter IV will consist of the presentation of the data through statistical
analysis of each phase of the study. The conclusions and recommendation for

further research will be discussed in Chapter V.
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Chapter II
REVIEW OF LITERA"fURE
Categorization of Research

'fhc literature is categorized into three areas: historical perspective, current
rationale and studies in remedial programs. The related literature dealing directly
or collaterally with the problem is extensive. It includes not only research in
developmental studies, but it also includes those documents and studies in several
other areas of higher education germane in establishing certain relationships and
the understanding of certain facts important to the central problem of the study.

Historical Perspective

“Developmental studies™ programs have been in existence in the United _
States for well over 100 years. Despité the variety of more recent iabels, programs
dubbed as “college prcparatory” have existed since the mid-1800’s with many of
the same goals as today’s programs. Historically, college developmental programs
date back to 1849, when the University of Wisconsin implemented a College
Preparatory Program designed to provide basic academic skills for .students who
required assistance to perform successfully in more advanced college courses
(Tedrow & Rust, 1994). The University of Michigan implemented a sin;ilflir
program in 1852, and a decade later, lowa State College established a remedial
program in reading, writing, and mathematics (Mickler & Chapel, 1989). By
1889, 80% of post-secondary institutions in the U.S. offered some form of college

preparatory program (Tedrow & Rust, 1994), The need for supplementary
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education was acknowledged by Yale, Harvard, Princeton, and Columbia
universities by the turn of the century, when more than one half of their students
failed to meet entrance requirements (Micklet & Chapel, 1989; Platt,, 1986). In
1915, 350 colleges reported to the U.S. Cm_nmissioner of Educaﬁon that there was
a gap between high school preparation and the expectation of colleges (Platt,
1986) |

During the 1920’s, scholarly research supported the need for post-
secondary learning assistance programs (Albright, 1927; Book, 1927; Remmers,
1928). The first instrument to measure college reading achievement was published
(Haggerty & Eurich, 1929} and the first survey of remedial assistance programs
was conducted (Parr, 1930).
Change in Student Population

Remedial and deéelopmcntal programs were intensified during the late
1950°s and early 1960’s, because of an increased understanding of the nature and
scope of the post World War II college enrollment expansion, due in part to the
flood of veterans entering college after the war. Retrospective documentation of
reading and study skills instruction is available in comprehensive research reports
of the period that trace the development of materials, programs and other relevant
research and reports from 1890’s to the late 1950’s (Blake, 1953; Leedy, 1958).
Personal, demographic, and academic apalyses illustrate the diverse dimensions of
the new student populations. More attention was directed to psychological and

socio-cultural factors of academic achievement, and remedial and developmental
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prog;rams were considered essential to reduce the educational differences among
students. The results of achievement tests and othér measures enabled college to
distinguish between “low-ability” students and “underachievers”.

In the carly 20™ century, the USs, gr;at]y expanded the public school
system in response to the influx of immigrants and by mid-century, an extensive
secondary school system had develpped. Today, 85% of Americans aged 25 to 64
have a high school diploma or GED, probably the highest proportion in the world
(Baker & Smith, 1997). The expansion of schooling has transformed American
education at. every level. Since World War I, a major objective of public policy
has been to increase the availability of higher education (Arenson, 1997). tl"his
vision began to take shape in t.he 1960°s and 1970’s with a significant increase in
college enrollment by students from ethnic and economic groups traditionally
underrepresented in higher education (Mickler & Chapel, 1989). Tlﬁs trend was
accompanied by a proliferation of remedial programs. Three decades later,
advocates of developmental education, such as William Collins, head of the
Comprehensive Studies Center at the University of Michigan, assert that providing
opportunities for motivated minority and low income students is an essential role
of education that it helps to fulfill the higher education philosophy of preparing a
capable, competent and diverse group of people for the workplace of tomorrow

(Murray, 1997).
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Significant Changes During the 1960’s

Two conjoining trends during thé 1960°s had a significant impact on
developmental cducatiox;: a decline in literacy rates among high school graduates
and the adopiion of an open door policy by most community colleges (Johnson,
1996). The consequence was the hasty development of remedial programs, that
were often poorly planned, poorly designed, and poorly implemented (Mickler &
Chapel, 1989; Roueche & Roueche, 1993). The programs were typically taught
by adjunct or inexperienced faculty members and were rarely subjected to formal
evaluation. As many as 90% of all students ﬁdvised into or assign_ed to femedial
courses never completed them. Reasons cited for the failure included questionable
placement practices, oversized classes, inadequately trained teachers, outdated and
superficial course outlines, lack of inappropriate instructional ma;terials, confusion
about proper methodologies, lack of knowledge about students reading and writing
abilities and insufficient experimentation (Rounds & Anderson, 1985).

During the 1970’s, many programs were redesigned by subject-matter
specialists and specially trained faculty members were assigned to developmental
instruction. At the same time, innovative methods such as individualized, self-
paced, mastery-oriented, and programmed learning came into populgr use, along
with new technologies which were employed to enhance program effectiveness
(Mickler & Chapel, 1989; Rounds & Anderson, 1985). In the 1980’s, as the
climate became more conservative, the attitude that students had the “right to fail”, -

gave way to policies that required pre-enrollment assessment and mandatory
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placement of at risk students. Students assigned to remedial courses are required
‘to complete them before they progress to college lévél COUTSES.
Changes Due to Legal Maﬁdates

The laissez-faire approach of the 1960’s changcd Colieges in Florida, for
examplc were legally mandated to administer adn'ussmns tests and to provide
counseling for all entering freshman. Additionally, the law specified that
students may be expected to perform successfully (Mickler & Chapel, 1989). The
California Post-secondary Education Commission recommended that an
“academic floor” be established whereby all students scoring below the success
level woﬁld be denied admission to state post-secondary institutions and directed
to adult education programs. New Jersey administrators tried a different approach.
They established a Basic Skills Council with the legal mandate to test all entering
students’ basic skills and to require remedial course work for all who were
deficient. A priority mission of the council was to work with the high schools to
intensify their focus on basic skills instruction.

Iliinois and Nevada responded to the challenge of unprepared students in
post-secondary institutions by mandating that college preparatory courses be
offered in high schools (Mickler & Chapel, 1989), a practice subsequently adopted
by other states. Ohio impleﬁlentcd a statewide program “Minimum Standards for
Elementary and Secondary Schools,” mandating that all schools offer academic
programs preparing students for entry into state public coileges. Asa rgsult, the

number of students needing remediation in college declined (Bandy, 1985). Many
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educators saw this approach as the most positive solution to remediation.
However, Boylan (as cited in Lazarick, 1997) notés that whﬂe approximately 43%
of students take college preparatory courses in high school, 62% eventually go on
to college. Boylan states categorically, “It’s unrealistic to expect public schools to
take a diverse population and bring all of them up to college level” (p. 12). And
the Institute for Higher Edupation,(Arenson,l998) inspired by the decision of
CUNY to cut back remediation by raising admission standards (Arenson, 1998b),
declared that the economic and social costs of not providing remediation are
ultimately much higher than the financial cost of remedial education, which
actually falls bélow the cost of other course work. National estimates place the
cost of remedial education at roughly $1 billion out of a total higher education
-budgct of $115 billion (Arenson, 1998). In fact, the study concluded that even if*
the cost were double, that is a relatively modest amount to Be spent. The study.
recommends a systematic approach at the state level instead of “stopgap -
solutions,” and calls for the strengthening of primary and secondary education,
better teacher preparation, more individualized instruction, and better advisement
to ensure that students are taking the academically rigorous courses needed for
college success.
. Attitude of Educators
The attitude toward remcdiatioﬁ also has changed since the early 1960°s.

Then, it was not all uncommon to find faculty and administrators who sincerely

believed that students had the “right to fail” and, as adults, were given the option
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~ of enrolling in remedial courses or regular courses. Mandatory remediation was
uncommon until the 1980’s. Now, a growing nulﬁbei' of institutions require pre-
enrollment assessment and mandatory placement of students to avoid the pitfalls
of failure. If students are assigned to remedial courses, they are required to
complete them successfully before being allowed to enroll in college level courses.
Many contemporary educators supported Remmers (1929) individualized
approach to remedial instruction proposing that “the effect of remedial measures
can be measured by the criterion of écholastic achievements” -(p. 25). Remmers
(1928) emphasized the importance of reliable and objective evaluation methods, as
well as the influence of personal and environmental variables in a student’s
adjustment to college requirements and subsequent academic achievement. This
approach is echoed by Hunter Boylan, director of the National Center for
Developmental Education at Appalachian State University in North Carolina, and
a rc;;ognized expert and consultant in the field. Boylan (as cited in Lazarick,
1997) views developmental education as a continuum of supportive services
provided for students. Bﬁylan (1986) emphasizes the need for individualized
instruction with respect for students’ learning styles, along with clear objectives, a
~ mastery orientation, and supportive feedback and guidance to empower students to

become successful learners.



. Studies in Remedial Programs

According to Tomlinson (1987):

The evolution of academic assistance programs can be characterized as a

progression from service for a small segment of the total population

through the use of limited techniques and limited funds to service for a

broad span of the nation's poptﬂation by means of a more cohesive and

comprehensive effort and the support of regularty budgeted programs.

)]
Retention Rates of Students in Developmental Programs

Haeuser (1993) foun& that the majority of students who arrive unprepared
for college level course work at Anne Arundel Community College in Amold,
Maryland succeeded when they took developmental courses. First-time freshmah
who had taken developmental courses had higher retention rates than the college
average. In contrast to Weissman et al. (1997) who found lower success rates
among language-deficient students, most of the developmental English students in
Haeuser’s study (1993) successfully completed college level courses. Haeuser
recommended the use of cost analysis to demonstrate the value of a developmental
program.

Developmental programs frequently fail to track student retention
(McDonald, 1988; Oklahoma State Regents, 1993). Morante (1985) conducted a
stud.y with the New Jersey B_asic Skills Assessment program, which mandated the

basic skiils testing of all freshman entering public colleges and the evaluation of
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thé remedial programs at each institution. Of the community college students who
completed remediation, 90% of the 1983 cohort w.as retained after one semester
compared to 87% for 1982; these figures are comparable to those for non-
remedial/developmental students. Overall, the study provided strong evidence that |
the remedial/developmental program improved the retention and academic
performance of skills-deficient entering college freshman. In addition, the 2 year
follow-up of the 1982 entering class demonstrates that the gains persisted over
time.

Tedrow and Rust (1994) conducted a study of freshman at Middle
Tennessee State University to determine the retention and graduation rates of
developmental reading students. Students enrolled in remedial reading (n = 86)
had a reading level of between 10™ and 12™ grade. A lower ACT 16/17 group was
used as a comparison group because their ACT scores were similar to the |
remedial/developmental students although they did not complete the reading
courses (z =95). The higher ACT group comprised the rest of the freshman

population {n =653).

Of the students studied by Tedrow and Rust (1994), only 29% of the total
cohort attained degrees in 6 years. The findings were consistent with previous
national research which indicates that 28.4% of developmental students who
complete remediation graduate or remain enrolled after 6 years. However, the

figure is low compared to the national graduation rate of 45% reported by the U.S.
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Office of Education in 1983 and the 56% reported by the National Collegiate
Athletic Association (1985). The basic/dcvelopméntal reading students in the
study stayed in college as long as, and earned grades comparable to, their lower
ACT peers. These findings are similar to tl_wse reported by the New J erséy Basic
Skills Council (1994), the Tennessee Board of Regents (1994) and the Texas
Higher Education Coordinating Committee (1994). Overall results indicate that
remedial and developmental reading classes do assist low-achieving students;
however results are not as encouraging as they might be, with definite room for
improvement.
Academic Progress of Students in Developmental Programs

Slark {1989) conducted a follow-up study to analyze and evaluate the
academic progress of students who had been the subjects of the fall 1987 Learning
Assessment Retention Consortium (LARC) student outcome studies. The sample
included 2,012 students who had completed a remedial writing course at 1 of 10
participating Cali-fomia community colleges in fall 1986, and 1,581 students who
had completed a remedial course in fall 1987. Findings from this study were quite
promising. A total of 45% of the remedial students had completed freshman
composition by the end of spring 1988, a satisfactory figure for a large sample of
formerly remedial students. From a writing course designed for students
performing three levels below freshman composition, 40% subsequently

completed freshman composition. Students who successfully completed the
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remedial course were twice as likely to complete freshman composition than those
who were not successful (50% compared to 21%);

Of the students in the remedial reading course, roughly half consistently
had GPA’s between 2.0 and 2.9, and more than one-quarter had GPA’s above 2.9.
Nearly three quarters of the sample stated in interviews that they were reading, and
enjoying reading more, as a result of the class (Slark, 1989). This finding concurs
with Valeri-Gold (1995), whose students reported far more reading activity and
pleasure after being introduced to Uninterrupted Sustained Silent Reading
strategy.

Porter (1988) conducted an assessment of the remedial program provided
by Mercer County Community College in New Jersey. Rigorous English
placement standards initially resulted in a drop in enrollment. Over a 7 year
period, however, the annual iaassing rate in English composition improved
dramatically, along with the college’s improvement in evaluation techniques and
the enrollment of students in need of remediation. The researcher states that,
“Although it would be difﬁcu_lt to demonstrate direct causality...the relationship
between serious application of placement standards and the improved success rate
in college-level English is indisputable” (p.8). Younger students returned at a
significantly higher rate than older students, and although no significant gender
differences were found, distinctions uniformly favored youngér students and
females. In contrast to some research that reports lower mathematics performance

by females (Stage & Kloesterman, 1995), algebra-remediated female students
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consistently outperformed males. Porter’s findings show that male students
identified as needing remediation in math are at gfeater risk for failure than was
previously believed.

Poﬁcr (198 8) describes the passing rate for writing-remediated students as
“impressive.” Since the initiation of stringent standards fdr English Coﬁ:position
along with improved placement procedures, passing rates overall have been high.
Students who complete remedial courses are competitive with those who enter _
| college level courses in English. The grades of remediated students tend to be
lower, buf are nonetheless satisfactory. The passing rate of 77% for remediated
students compares favorably to the 85% 4 year average of students who entered
college level English directly.

Sinclair Community College (Porter, 1988) in Ohio examined the impact of
developmental/remedial course participation on student retention. and academic
performance a.fmng first-time freshmen who enrolled by spring 1993. The highest
retention rate was among students who took all of the recommended remedial or
developmental courses. Similarly, students who took all of the recommended
courses had a higher fatio of attempted credit hours and were more likely to
succeed in English and math. These students performed at a satisfactory level in
regular college level classes, although not better than those with higher placement
scores. |

In 1989, the Connecticut Board of Trustees for Community-Technical

Colleges mandated that students entering community colleges be placed using the
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New Jersey College Basic Skills Placement Test for a system wide pilot study
(Sturtz & McCarroll, 1993). A subsequent study e;t South Central Community
College (Sturtz & McCaroll, 1993) to determine whether students who followed
placement recomunendations had highér outcdmes than those who enrolled n
college level courses and the impact on the students’ academic performance in
regular college courses found that only 3.4% of those students who took the test
placed in college level math, 71.1% placed in Basic Math I and 25.5% placed in
Basic Math II.  Of the students who took the English test, 45.5% placed in Basic
English and 54.5% placed in English Composition. The majority of students who
placed in basic courses successfully completed the courses: 63% in Basic Math I,
79.3% in Basic Math II, and 72.2% in basic English (Sturtz & McCarroll, 1993).
Many students were able to successfully work at a higher level, as indicated by the
| fact that 60% of those recommended for Basic Math I did not take Basic Math II,
67% of those who took Basic Math Il but who took College Math, and 68% of
those recommended for Basic English but who took English Composition.
Findings from this study support the premise of Wambach and Brothen (1990) that
plabement tests are not nccessarilly acc.:urate predicators of remedial needs and that
a substantial proportion of students recommended for placement can succeed
without intervention.

Eanes (1992) explored potential differences in freshman level course grades
between freshmen labeled “at risk” and placed in a linked-course developmental

program (n = 71) and freshmen who had no dcvelopincntal placement (n = 286) at
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St. Edwards University in Teicas. According to their SAT and ACT scores, the
students in the developmental .group were presumed to be at a distinct
'disadvantage compared to their peers. Howeire_r, no significant differences were
found in the final grades for both groups. The developmental program, consisting
of developmental English and reading courses linked to the regular Humanities
program, appeared to have a significant imjaact on the at-risk students’ oppormﬂiey
for academic suceess. Although some disﬁnctions remained in the grades forthe
developmental students, a smal! pereentage scored lower than a C. Eanes
concludes that “with adequate and appropriate supj:-oﬁ,” students entering college
with “maeginal” potential are able to succeed academically. The researchers
propese this finding as positive news for institutions faced with the ethical
dilemma of accepting marginally prepared students.

- Seybert and Soltz (1992) examined the effectiveness of the de\_relopmental
reading, English and mathematics courses offered by Johnson County Community
College in Overland Park, Kansas. Findings revealed that 69.7% of the students
enrolled in developmental English successfully passed the course, witﬁ an average
course grade in the C range. Students who made higher grades in the basic course
also tended to do well in the freshmen course. In fact, success in the basic course
emerged as a predictor of suecess in freshmen composition, suggesting the course
did a good job of preparing students for college level course. Students enrolled ie
developmental mathematics had a more difficult time making the transition to

college level work in math-related courses. Completion rates were especially low
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for chemistry, economics, and business math although students who succeeded in
developmental math were able to do well in physiéal sciencé, biology, and college
algebra. Overall, the students achieved passiﬁg. grades in college level courses
related to their developmental course; howgvcr, both grades and successful
completion rates for these courses were lower than the overall college averages,
findings corresponding to Porter (1988).

The San Diego Community College District (1994) undertook a study to |
' cbmpare the success of students entering community colleges at college and basic
English levels to evaluate the success of English developmental programs.
Minimal difference emerged between students in basic skills (two levels below
college) and college level entrants; the two groups had a successful completion
rate of 41.4% and 47.2%, respectively. The highest successful completion rate
was for students in composition and reading study skills (one level below college),
- who had a completion rate of 54.7%. Tracking the students’ cummulative GPA’s
over four semesters, the researchers found minimal difference between the
students in the two basic skills levels; however, there was a significant difference
between the two developmental groups and the college level group for all four
semesters existed. Regardless of term, college level entrants averaged a
cummulative GPA of 2.75 as opposed to 2.5 for the developmental students.

With respect to ethnicity, the researchers noted that the non-completion rate
for African American students enrolled in the developmeﬁtal courses was

relatively high. Asian students had somewhat more successful grades at the
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developmental lével, while Hispanic students had diSpropdrtionately high numbers
of non-completers at the college level. However, tﬁe study did not address the
bilingual status of the Asian or Hispanic students.
| With respect to age, students age 20 or under tended to have lower

noncompletion rates, although their grades were often low. In the basic skills
group, divergent results were found for the adult learners. Entrants age 36 to 45
had.the highest success rates and the lowest rates of unsuccessful grades, whereas
those 26 to 30 had the lowest successful grades and the highest noﬁcompletion
rate. In the basic composition/reading study group, students over age 45 were
most successful, although this group comprised only a small number of students (n
=35). At this level, the youngest students, those of traditional college age were the
most successful; however, tﬁey had a relatively lower rate of success at the college
level. The highest performing students at the college level were adults between 26
and 45. These findings give some support to those of Johnson (1996) and Tedrow
and Rust (1994), who found that adult lcamel_'s outperformed ﬁ'adjﬁonal age
‘students, and fo Culross (1996) and Lazarick (1887) who view adult students as a
motivated group who may simply need developmental classes. to compensate for
their absence from formal education.

Moraine Valley Community College (1996) in Iilinois conducted a study of
patterns of course-taking, course completion, and retention for students who
successfully completed one of eight remedial classes. Successful completion rates

for the course ranged between 52% and 76%. Patterns of success for reading and



writing corresponded to the students’ level upon entry; the group at the lowest

reading level 'had the lowest completion rate whilé the highest reading group had
the highest completion rate. A similar effect was found for writing. For
mathematics, h_o_wever, success was inversely correlated to level at entry; the
highest level developmental group in mathematics had the lowest completion rate.
For students who persisted, higher level skills at entry ténded to be
correlated with higher academic performance on college level courses for reading,
writing, and mathematics. The developmental writing students fared best: those
who began. at the lower levels did well, and those who began at the lower levels
performed at better than average (Moraine, 1996). The lower level reading cohort
performed slightly better than a;reragc in college level English composition, while
the higher level reading cohert, like the writing group, were very successful in
Engiish composition. Mathematics remained a ﬁrcak point. Very few students in
the lowest math cohort enrolled in any college level math classes and the
percentage of students entering and completing college level math increased with
the level at which students entered the developfnental program. For all math
cohorts, students who completed fheir first course were very successful in the néx_t
sequential course. Overall, the first term and first year retention rates for all eight
developmental groups were highgr than for all students.
Assessment of Local Developmental Programs

A Jocal model was developed to assess the freshman basic skills program at



30

Jersey City College (Lyons, 1994). Higher education researchers also believe
local models are useful that reflect the student poﬁulation and the programs
offered at individual institutions. Ewell (1985) has noted that outcomes
assessment programs need to be carefully tailored to their institutional and
curricular settings. Further, Pace (1990) has stated that each college should
clarify the clientele it is prepared to serve, and the achievements it expects of the
students admits. The Jersey C_ity State College undergraduate population was
comprised of many adult, minority, financially and educationally disadvantaged
students whose employment and college attendance patterns reflected the life
situations of adults who live in urban areas, With respect to English, findings
concluded that passing rates in Fundamentals of Communication I, the freshman-
level writing course, were greater for full-time students who initially enrolled in
and passed the remedial level course (98%) than for freshmen who did not need
remediation in writing (69%). Roueche and Roueche (1993), who have done
extensive study in the field of developmental education, state:

Qur data support the contention that, with the adequate time

and resources for development, at-risk students can be prepared

to perform college level work. We have learned that it is not enough to

help students recbgnizc their problems; rather it is critical to guide them

into attitudes and behaviors that will make solutions to their problems

possible. (p.21)

Some studies sﬁggest that mature students enrolied in developmental programs are
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more likely to succeed than those younger than age 21 (Johnson, 1996; Tedrow &
Rust, 1994). Culross (1996) states “Rémedial education is expensive, but so |

is loét productivity. Moreover, our nation can scarcely afford to ignore the
educational needs of its adult workers...” (p.52) This is supported byl the recent
report of the Institute for Higﬁer Education Policy (Arenson, 1998b).

A Colorado study (as cited in Lazarick, 1997) found that the majority of
community college students enrolled in developmental programs had either not
graduated from high school or were adults returning to college after a long
absence from formal education. Similarly, an Oklahoma study found that students
admitted under the adult admission poliéy had the highest rate of remediation at
both 2 year (42%) and 4 year (55%) institutions.

Neither Lazarick (1997) nor Culross (1996) appear to share the pessimistic.
viewpoint of Roueche and Roueche (1993) regarding the profile of adult
community college students; however, both sources concede that adults entering
college often require assistance before they can keep up with college level course
work, and stress that college insistance that basic skills are the domain of primary,
and secondary institutions will do little to serve this population. Some studies
suggest that mature students enrolled in developmental programs are more likely
to succeed than those younger than 21 (Johnson, .1996; Tedrow & Rust, 1994),
Culross (1996) states, "Remedial education is expensive, but so is lost

productivity. Moreover, our nation can scarcely afford to ignore the educational
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needs of its adult workers..." (p. 52). This is supported by the recent report of the
Institute for Higher Education Policy (Arenson, 1§98b)_.
Program Design and Evaluation

The services offered by colleges fall aldng a broad continuum in their
efforts to address the needs and expectations of at-risk students (Roueche &
Roueche, 1993). Although the design of developmental programs has improved
tremendously since the haphazard efforts of the 1.960’s, program evalué.tion is still
largely inadequate. The idea of evaluatic;n often has a negative connotation,
particularly with progressive educators; however, as the authors note, "painful as
the process--and the resulting discoveries--may be, thoughtful evaluation is the
only reasonable plan by which inappropriate directions, decisions, or activities,
can be corrected” (p. 22). This approach is supported by Weissman et al. (1997),
who state that once an institution decides to implement a developmental program,
the program must be designed to ensure that it serves the needs of the target
population and the school environment. To address this need, Weissman and
colleagues at the College of Lake County, a community college in the northern
Chicago suburbs, developed a student tracking system in order to conduct
systematic in-depth analyses of the policies goveﬁling the developmental program.
Academic Performance and Assessment

Seventy years ago, Remmers (1928) acivocated using academic
performance as the criterion for developmental program success. However, this

policy has yet to be routinely adopted. As Roueche and Roueche (1993) observe,
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some colleges define success as the number of students who complete remedial
courses rather than the number who complete the r'nore important college level
course. They caution that the skill levels.that'developmental courses are designed
to achieve may not accurately meet the levels required for subsequent courses.
Only through national initiatives based on the demand for accountability have
evaluation practices become more commonplace, and more sophisticated.
The first stage in the developmental education process is the assessment
and placement of students. Approximately 70% of community colleges and 50%
| of 4 year institutions use placement tests to establish the need for remediation
(Lazarick, 1997). One issue which emerges in the debate over developmental
education is the suitability of unprepared students for college, regardless of
additional preparation. Patrick Swygert, (as cited in Arenson, 1998a) president of
Howard University in Washington, believes that some individuals do lack either
the intellectual skills or the initiative to complete the hard work required in
college. However, Swygert states, "The great tragedy is that by removing |
remedial classes, that is not who is being screened out. The numbers suggest that,
once students navigate tﬁc remedial classes, many go on to successful college |
careers” (p. 10).
In contrast, W#mbach and Brothen (1990) assert that current placement
proc;dures do not make an adequate distinction between groups of low-achieving
students with different needs. They propose that a supportive content curriculum

is more likely to serve all groups effectively than a stand-alone skills curriculum.
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The authors diﬁde students designated for placément into three groups: false
negatives, or students who can succeed without infervcntion (SWI}; unprepared .
students, or those who require skill development (RSD); and true negatives, those
who are unable to succeed even with inter\rfention (UTS). Developmental
programs typically operate under the assumption that all unprepared students
belong to the second group. By comparing students in open enrollment facilities,
where unprepared students generally Expcrience a variety of educational
intgrvéntions, with unprepared students in selective facilities who were not
exposed to academic assistance, Wambach and Bfothcn estimated the number of
RSD students. They contend that only 30% of developmental students belong to
this group, with an additional 30% in the SW1 group and 40% in the UTS group.

Wambach and Blfothcn (1990) stress that their purpose in categorizing
students, including those who are UTS, is not to eliminate developmental
programs, but to design holistic models that serve the needs of a large proportion
of students. They note that success in the classroom depends not only the
student’s skill levels, but on the amount of time and effort the student is willing to
spend and how well the student can compensate for deficiencies of one type with
strengths of anpther. This approach is actually similar to Boylan's (1986), who
emphasizes on understanding the individual needs of diverse leamers.
Effect of Motivation and Positive Self-Image

Boylan (1986) largely supports # behavioral model that involves clear

objectives, carefully designed sequencing of the presentation of materials, mastery
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of small content units before moving on to the next, immediate feedback, and
emphasis on learning material as a key stimulus tﬁ learning, as opposed to
emphasis on the role of instructors. Although Boylan values humanist theories, he
believes that few developmental students, gspecia[ly younger ones, are prepared to
accept responsibility for their own learning. He agrees, however, that the
development of self-discipline and self-monitoring is a major goal of
developmental education, Ironically, Valeri-Gold (1995) found Uninterrupted
Sustained Sileﬁt Reading (USSR), routinely used in primary and secondary
education although rarely in colleges, helped students to develop reading skills and
to radically imprm(e their reading habits. By participat;ing in a classroom
environment where reading was valued, the students developed the self-discipline,
self-monitoring, and motivation to become successful readers and to transfer their
reading skills to other curriculum courses.

Boylan (1986} is aware that academic skills do not develop apart from
social and intellectual experiences. Students often come to developmental
education with a negative academic self-image. To counteract this, developmental
educators need to design tasks that are both challehging and manageable, and
accompanied by supportive feedback and guidance. This approach supports the
contention of Mickler and Chapel (1989): “Well-designed programs that are
challenging and motivating but not overwhelming produce positive results far

beyond the expectations of the instructors. Students who complete these programs
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acquire the skills, the background, and the motivation to pursue college level
work, and many do successfully” (p. 3). |
Performance of Students in Remedial Math

One area in which students frequently have a poor academic self-image is
mathematics. Students take remedial courses in math more than in any other
subjects, States Robert Barr (as cited in Lazarick, 1997), director of institutional
research and planning at Palomar College in California, "Everybody has the ability
to- do math, but they tell themselves they are not going to do well. One of the
biggest problems is breaking them from their self-limiting ideas" (p. 12).

Despite the prevalence of remedial mathematics courses, few studies exist
of factors thaf relate to success in remedial math. Fewer than half the students
who take th_ese courses are successful on their first attempt, and a disproportionate
numbser of those who fail are women and minorities (Stage & Kloosterman, 1995).
Previous research in mathematics suggests that females are often socialized to
believe they will not do well in math. Culross (1996) suggests this attitude may be
- especially prevalent among adult learners who attended high school in previous
decades.

Employing the premise that beliefs have a sighiﬁcant impact oﬁ the
behavior of students, Stage and Kloosterman (1995) examined the relationships
between gender, beliefs, and achievement in remedial college-level mathematics.
They found that beliefs were more important influences on achievement in

mathematics for females than males. Belief in one's ability to do difficult
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problems was correlated with self-confidence, which in turn, predicted academic
success.. Furthermore, women who viewed math ﬁroblems holistibally rather than
as a series of steps were the highest achievers in the class. At the same tjme, the
majority of both female and male students believed math could be reduced to a
series of steps; however, little in the remedial course suggested that understanding
procedures was necessary or that understanding word problems was important.
This runs counter to the current pcdagogical trend in the teaching of mathematics.

One significant finding was that exposure to high school mathematics was

- not rclated to beliefs or achievement for females and was not related to beliefs for
' males. Stage and K‘loostermaﬁ (1995) note that most educators expect that greater
exposure to high school mathematics leads to greater understanding of
mathematics as a discipline. This has a positive implication for developmental
educators: it suggesting that a weak high school background in math can be
overcome by remedial college courses. The most important ﬁndipg, however, was
that "students’ beliefs about themselves and the ﬁaturc of mathematics should not
be ignored in efforts to explain success in those classes” (p. 307).

Boylan (1986) believes that fostering positive social interaction is an
important element of developmental education.. Cooperative leamning is gaining
popularity at all levels of education, hailed for its ability to promote leaming of
subject matter as well as positive attitudes of students toward one another. Dees
(1991) applied this concept to the deve}f)pmcnt of prob]crﬁ-solving ability in a

remedial mathematics course. Prior research indicates that the greatest benefit of
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cooperative learning may be derived in the accomplishment of complex tasks,
such as concept learning and problem solving. Dées's study was especially
concerned with the higher cognitive skills involved in problem solving. The
subjects were students (roughly 100) enrolled in a remediai course in algebra and
geometry. About half the students were recent high school graduates, the others
mature students; thus the average age was about 28. Four laboratory groups were
divided into experimental groups and controls. Students in the experimental
groups performed as well or better than the control group on every outcome
~ measure, Most noteworthy is the fact that the experimental groups out-performed
the control groups on measures testing higher cognitive skills. The students in the
. cooperative learning groups were satisfied with the intervention, reflecting that
explaining a concept to another student forced them to restate it in their head.
(Dees, 1991). Students felt they helped themselves while they helped other
students, which may promote motivation, self-efficacy, and appreciation for
diversity, as well as cognitive skills, |
Johnson {1996) found that performahce in developmental math courses was
a significant and positive predictor of acadcfnic success in entry-level college
mathematics. This effect held true regardless of age, gender, ethnicity, or other
vaﬁablcs related to work and family status. Maturity was positively correlated
with mathematics success. The study found that the length of time between
exiting the developmental course and enrollment in the college level course had a

significant impact; in effect, the longer a student waits to continue the
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mathematics sequence, the greater the risk of failure. In addition, poor
performance in exit-level developmental ma&@ﬁcs greatly increased the risk of
failure or attritic;n for students who progressed to entry level college mathematics.

Ina survéy of procedures used in developmental mathematics courses,
McDonald (1988) found that developmental courses frequently fail to keep data on
students, thus making it difficult to track students in subsequent mathematics
courses or in their overall progress. Interestingly, the use of math in authcﬁtic
situations and in solving word problems, which w;:rc minimized in the program
studied by Stage and Kloosterman (1995), wefe found to be more common at 2-
year institutions than 4-year institutions. Indeed, the three strengths most
frequently cited by two-year colleges as important to success in their
developmental programs are: a) concern for studeats, b} self—pacing, and c) small
class size (tied with peer tutoring). McDonald concludes that the best progfams
have a written philosophy, well-defined goals, and top-down administrative
support, all crucizal elements in establishing an effective program for student
success.
Training Reguirements of Dei’elopmen tal Educators

Valeri-Gold (1995) found it unusual that a strategy as effective as USSR for
facilitating positive reading and study skills should be employed at virtually all
grade levels other than college. Similarly, Stahl, Simpson, and Hayes (1992) note
that while there are rigorous training requirements for teaching reading in primary

and secondary grades, few formal university programs focus on the training of



college reading specialists. The number of students enrolled in developmental

reading makes it essential that there are specializeﬂ educators who can best serve
their needs. McDonald (1988) advocates professional development for teachers of
developmental mathematics; similarly, Stahl ét al. (1992) advocate formal
professional development programs for educators in developmental reading and

_ learning. |

Stahl et al. (1992) emphasize the need for students to learn to transfer
specific strategies to the particular Hteracy demands of each course, in addition to
knowing how to develop and when to employ the strategies. The authors propose
that simulations be used to-provide developmental students with the experiences
they will be facing when they enter regular cdllage level courses. They stress the
importance of a mastery-oriented model for promoting the bgliefs as well as the
skills students need to become efficient and independent learners.

Stahl et al. (1992) recommend that developmental students be provided
with a ﬂ'aﬁety of reading materials to promote the creative use of reading.
Schumm, Haager, and Leavell (1991) emphasize that students need to bé versed in
interpreting "inconsiderate” as well as "considerate” text. Considerate text
"possesses text-based features, such as elements of text organization, explication
of ideas, control of cc;nccptual dcnsity, use of metadiscourse, and incorporation of
instructional devices, which facilitate information gathering" (p. 42).
Inconsiderate texts do not have these features. Surveying an array of college texts,

the study found that college courses, including developmental courses, typically
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have both considerate and inconsiderate texts. Therefore, developmental students
must be provided with strategies that will enable them to read and interpret both
types of texts. Developmental students are likely to ignore features such as |
footnetes or introductions and require assistance in selecting relevant facts and
ideas.

Chandler; Munday, Tunneli, and Windham (1993) explored the use of
diverse reading strategies for developmental students. The focus of their study
was the Ottori-Gillingham eiethod. “In this study, conducted on the Campus of
Community College in Northeast Texas, 18 students used the Orton-Gillingham
methed while 27 developmental students were taught by conventional reading
~ techniques and methods. Contrary to expectations, the conventional group
signiﬁcantly out-performed the Orton-Gillingham group, although both groups
improved their reading skills. The authors recemmend that several different
methodologies be used to improve students’ reading skills, with an emphasis on
strategies that address unique reading deﬁciencies and meet individual needs.
Open Door Policy and Academic Standards

Roueche and Roueche (1993) observe that colleges that have adopted
innovative, holistic approaches to serving at-risk students provide evidence that
colleges can maintain an open door policy without compromising academic
standards. The most successful programs are those that acknowledge students'
personal needs as well as their academic needs. Triton College in River Grove,

Illinois, has implemented a comprehensive, holistic model that serves the needs of
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all students. A goal of the progress is ongoing improvement of teaching and
learning across campus (Chand, 1985). Concurrcﬁt with the establishment of the
program, the college revised and reinforced its placement policies and procedures
to include speciﬂcations for all English and mathcmatic-:s. courses and for certain
other courses. All faculty were informed of leamning center services and
encouraged to use them. Both government and institutional resources were used
to develop the program.

All developmental classes include tutorial assistance, and students and
faculty are encouraged to use learning center resources. Concurring with Johnson
(1996), program assessment showed that students' grades in developmental
courses closely predict their future grade point averages in college level courses
(Chand, 1985). Initially, the mathematics courses comprised the least successful
component; only 50% of students successfully completed the course. In response,
the course format was changed to include tcam-teachiﬁg supported by an LAC
tutor. Word problems were included on all tests, and passing grades rose to §0%.
A counseling component was also included. With the new approach, the success
rate rose above 70%. Overall program statistics show that approximately 90% of
students successful in one or more deveiopmental courses return to take college
courses at Triton. Inspired by the program success, the developmentat educators
have dedicated themselves to reaffirming the comprehensive ﬁature of the program

within the mainstream of the institution, and continue to restructure and redesign
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curriculum, incotporating new research, learning technologies, methods, and
materials into the program. |

Weissman et al. (1997) analyzed the developmental program at Lake -
County College, which was implemente.d in 1985 when the college instituted a
new admissions policy and embarked on a program to provide cémprehensive
academic support to all ski]l—deﬁcignt students. The program had four
components: assessment, advising, course work, and academicl support services.
The sample seiected for study was the fall 1992 cohort of students, including only
students who had no prior higher education. The study confirmed that unprepared
students who remediated were far more successful and persisted longer than
unprepared students whe did not rerﬁediate. ‘The academic performance and
persistence rates of developmental students compared favorably with their college
level peers. Based on their findings, the authors’ state that skill-deficient students
are required to remediate.

In addition, Weissman et al. (1997) found that students who began
developmental education in their first term of enrollment remediated at a much
highier rate than students who took only college level classes their first term. Skill-
deficient students who focused exclusively on developmental education courses
their first semester had the highest average earned/attempted ratio and GPA of the
remedial students. When students who took both college level and developmental
courses their first semester were compared to those who took only college level

courses the first semester, findings clearly indicated that students who took both



types of courses remediated at a higher rate and attempted and eamed more

credits, The authors suggest that students rcferredl to developmental education
should be allowed to take college level courses their first term, providing they are
- simultaneously working on remediation. |

With respect to specific areas of deficiency, students who were only
deficient in mathematics remediated at a higher rate and were more successful
than 6thcr skill deficient students. Language deficient sfudents did not do as well,
and students who were deficient in the three areas of reading, rhath, and wntmg
had the lowest rate of remediation and the lowest rate of persistence. Weissman et
al. (1997) concluded that students who are triple deficient should be strongly
advised to focus on remediation before beginning college-level courses.
In addition, the two-year 'follow-up of the 1982 entering class demonstrates that
the gains persist over time.

Current Rationale

Despite higher grade point averages in high school, students’ skills and
competencies have dropped to extremely low levels. According to the National
Center for Education Statistics, (as cited in Roueche & Roueche, 1993)more than |
one-third of students tested on mathematical progress perfonned at levels below
the lowest identified level, and more than 80% are estimated to be functioning
below.their appropriate grade level in mathematics. A substantial disparity exists

in the functioning level of white and minority students, attributed to the high
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correlation among under education, poverty, and minority status. Roueche &
Roueche state: It is commonly agreed that thé overwhelming majority
of high school students are not presently required to
demonstrate a.lcceptablp- skill levels; there is little, if any
reading, writing, and problem solving in our schools. Thus,
many students are not aware that they have poor skills and |
that they will be in real difficulty in college-level courses.
(p.20)
Need for Remedial Programs
The unfortunate paradox is that skill levels decline as a growing proportion
of students are expected to enter college upon high school completion. Baker and
Smith (1997) note that teachers and guidance counselors were twice as likely to
advise high school sophomores to attend coliege in 1990 as in 1980. In 1990,
more than half of thc. lowest performing students (those in the lowest quartile of |
reading and mathematics achievement) were advised to go on to college.
Increases in parental encouragement for college education parallel those of school
personnel.
Several significant developments have resulted from this trend. The first is
the growth of 2 year institutions; by the early 1990s, 45% of first-time under-
_graduates were attending 2 year colleges (Baker & Smith, 1997). Baker and Smith
note that the increase in college enrollment impacts on the organization of higher

education by increasing the number of students who require remediation. In 1995,
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3 out of 10 freshmen were enrolled in remedial reading, writing, or mathematics
courses. The rate for remedial enrollment was 41% at public 2 year colleges, 22%
at public 4 year colleges, and 13% in private 4 year institutions. Although
remedial course work increases the amount of time students are likely to spend in
college, 2 growing number of studies indicate it increases the likelihood of
graduation and/or transfer from 2 year to 4 year colleges (Jones & Lee, 1992;
Tedrow &Rust, 1994; Weissman et all., 1997).

Findings from a 1991 Southern Regional Education Board surirey on
remedial education illustrate that most higher learning institutions require some
form of remedial program if the majority of American students. are to receive a
college cdﬁcation (Oklahoma State Regents, 1993). Among its findings, the board
reported more than one-third of all first-time freshmen are not fully prepared for
college course work and had to take at least one remedial course in reading,
writing, or math Remedial needs for minority students were consistently higher,
although more white than black students take remedial courses. Most public and
private institutions reported some increase in the number of remedial students
since 1984, with the highest proportion at 2-year college.

Inadequate college preparation has real consequence for students entering
college directly from high school. However, as Philip Day (as cited in Lazarick,
1997) nofes, “The recent high school graduate is only about 25% of the pie” in
developmental education (p. 12). The profile of higher education has changed

dramatically in recent years. Today 45% of all college students are age 25 or over.
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Only about 22% of college students are full-time and under 22 years of age
(Culross, 1996). The common distinctions bctwcén traditional and non-traditional
students are diminishing. Some mature students may have been honor students in
high school; ho{vever, upon entering college years later, they often require some
degree of remediation (Lazarick, 1997), Other adults attended high school at a
time before universities instituted admission requifements or were not motivated
to take college prepa:atorsr courses when in high school (Culross, 1996). Many
‘are foreign-bom and may have limited English and most have family and financial
responsibilities. With the inclusion of adult learners, Roueche and Roueche
(1993) state. succinctly, “More than one-third to one-half of all newly enrolling
students entering college each year fit the standard definition of the at-risk
student” (p. 20).
Effectiveness of Developmental Programs

Unfortunafcly, few developmental programs have been able to adequately
document their effectiveness in preparing students for college-level work. A
review of the few investigations of developmental program evaluation conducted
over the past 15 years shows clearly that little improvement in documenting
program effectiveness has taken place over that time. Despite the fact that
numerous authors; Roueche & Roueche, 1993 have strongly recommended that
institutions collect and analyze developmental program completion rates and
perform follow-up studies of grades in subsequént coutses, the data provided by

these studies show that a distufbing by large number of institutions simply do not
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know if their developmental programs are effective in preparing stﬁdcnts for
success in later coursework. |

In spite of these recommendations, course retention figures and the
proportion of successful cours.e complction_s constitute the most commonly used |
evidence of a successful program (Rbueche, Baker & Roueche, 1985). Because of
this, the largest study of developmental programs undertaken to date had little
choice but to use retention figures as the primary determining factor for
classification as a successful program (Roueche, Baker, & Roueche, 1985),
Nonetheless, the study caﬁcd for community colleges touse a more systematic
" approach in defining and analyzing program success, including techniques such as
analyzing course completion rates, comparing performance of developmental
students and mainstreaming students in core courses, and -track'ing studies in which
developmental students’ performance was followed beyond the bﬁsic skills
courses into subsequent college level courses.

CUNY has recently been in the headlines Because of its policy of
decreasing remedial education by raising admission standards. In the carlj(
1980’s, in keeping with the school’s traditional policy of providing an education
for academically and economically disadvantaged students, CUNY officials
surveyed post-secondary educators to assess the extent of the problem ﬁf

educating unprepared students (Lederman, Ribaudo, & Ryzewic, 1985). A
| representative sample of 1,269 colleges and universities across the nation

responded to the survey questionnaire. The researchers found that 85% of the
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institutions perceived poor academic preparation among entering ﬁeshman asa
more or less serious problem. This was true of 96% of community colleges, 45%
of the private universities, and 62% of the 4-year selective collcgés. Only 3% of

- respondents overall reported no problem with under prepared students. A
substantigl proportion of all entering freshman were viewed as requiring assistance
in basic skills area: 28% in reading, 31% in writing, and 32% in basic
mafhcmatics. Thé institutions that perceived ﬁ greater need were more likely to
make thé coﬁrscs mandatory.

In addition to courses, the institutiohs reported a variety of strategies, to
prepare students for academic success. These included tutoring, counseling,
summer programs, computer-assisted learning, and laboratories. Most strategies
appeared to emplqy a combination of services. Besides providing basic skills
courses, tutoring an& counseling were the most common mcthoas used (Lcdcram
etal., 1985). Two basic evaluation methods were used to determine when students
demonstrated adequate skills improvement: teacher judgement or more
standardized criteria. The researchers noted that institutions that perceived greater
problems with poor academic preparation were more likely to favor uniformity for
evaluation.

The conclusion of Lederman et al. (1985) is somewhat ironic. The
researchers envisioned an educational direction for education in ﬁhich students at

all grade levels were given learning opportunities and challenges, new
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methodologies and techniques were employed, and “skills redefined and taugﬁt in
a curriculum both rigorous and stimuiating (p.25).;’ Then:
...when this study is replicated a decade hence, we may look forward to
results based on larger numbers of students entering higher education who
possess the range of skills and interests they will need to carry them
successfully through education and life in the twenty-first century. (p. 13) |
Despite the use of new technologies and the systematic school reform
efforts, the optimistic prediction of Lederman et al. (1985) has not come to pass.
Conversely, the proportion of post-secondary institutions oﬁ'éring remedial
courses has risen steadily. According to a Department of Eﬂucation spokesman,
(as cited in Arenson, 1998a) nearly half of all college students take at least one
class to prepare them for college level course work. An Ohio study (Bandy, 1985)
a decade ago disclosed a number of reasons for inadequate college preparation,
including lack of motivation, poor study skills, misunderstanding of college
requirements, and late decisions to enter college. Ohio implemented a rigorous
. statewide program for addressing these problems; however, the poor college
preparation persists nationwide. Studies confirm that students are leaving high
school no better prepared than they were in the 1960s, when fewer students went
onto college (Roueche & Roueche, 1993). Education is concerned with whether
or not community colleges actually provide access to bachelor’s degrees. The
University of California, for example, has a cooperative transfer plan with the

California community colleges. Successful transfer students include many aduit
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and minor‘iﬁ students and many who began their academic careers in
develoPmental programs (Jones & Lee, 1992). Nﬁtionwide, however, only one-
fifth of freshman who begin in 2 year colleges éctually transfer to 4 year colleges;
and 2 year studénts who begin college with the goal of attaining a bachelor’s
degree are less likely to do so than their peers who enter 4 year colleges (Baker &
Smith, 1997). Indeed, 5 years after beginni'ng a 2 year college, 63% have achieved
an associate’s degree, vocational certificate, or bachelor’s degree. This is partly
due to “stopping out” as well as dropping out, and to frequent part;time enrollment
due to financial demands (Cﬁlross, 1996). Overall, most students at 2 year
colleges.enroll for a substantial period of time. In contrast, 72% of students who
begin at 4 year colleges have either carned a bachelor’s degree in 5 1/2 years or
are stilllworking on one (Baker & Smith, 1997). However, a significant gap exists
between enrolling college and completing college; roughly half freshman
enrollments complete Bachelor’s degrees.
Role of Community Colleges in Developmental Programs

Community colleges typically attract a large proportioﬁ of adult learners.
According to Roueche and Roueche (1993), this population includes “a new
generation of adult Iearn_cré who are characterized by economic, social, personal,
and academic insecurities that threaten their chances for success almo'st anywhere,
and especially in college” (p. 20). Much research has also been conducted to
assess performance levels of the national. urban students comprised of mainly

adult, minority, financiatly and educationally disadvantaged students whose
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employment and college attendance patterns reflect an “urban™ life situation. This
unique set of characteristics is evident at the natioﬁal level.

Many higher education researchers have described the challenges
confronted by urban students in their academic transition to college (Terenzini,
1993, Tinto, 1987). These challenges often have a negative impact on initial -
academic performance and course completion rates. Particularly in view of these
trends, local course outcomes may be viewed as favorable, and the quality
indicator levels attained by the majority of freshmen, may be viewed as
accepiable.

Proponents of the idea that developmental programs are best suited to the
“junior” college are, no doubt, inclined to see a definite link between the mission
of the 2 year school and the purpose of developmental course work. The 2-yeaf
institution emeréed in the early 1900s with an open door policy and the purpdse of
providing the disadvantaged high school graduate and the minority student an
opportunity to improve their socioeconomic status by improving their skills,
thereby gaining access to meaningful career opportunities (Bass, 1982). Many of
the courses taught in the junior college were &&signed to create equity in higher
education, promote its popularity, and make education available to the public.

Summary

The body of literature reviewed for this project supports the premise that

appropriate remedial assistance for marginal or poorly prepared students can have

a significant impact on the students' subsequent academic success, The most
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successful programs would appear to be holistic models such as the model
program at Triton College (Chand, 1985). Howevér, several of the programs
reviewed described onlj' remedial or developmental courses and did not describe
the support services offered. These were nonetheless successful in bringing at-risk
students up to college level and increasing course completion, retention, and/or
graduation rates. The program described by Eanes (1 592), in which
de?elopmeﬁtal coursés were linked to regular Humanities courses, was especially
successful in raising the academic performance of devetopmental students to equal
or surpass the performance of nondevelopmental students. Most studies concede
that once developmental students are integrafed into the regular college
curriculum, the)} still show lower academic performance than their non-
developmental counterparts, although they show comparable retention and
graduation rates.

A particularly significant finding is the increasing number of adult students,
cspecially in 2 year colleges. Although adult students require remedial courses in
disproportion to younger students, it may be due, in part, to their lengthy absence
from formal education and differences in high school preparation in past decades.
Findings are somewhat inconsistent on the influence of age on academic
performance; howe?er research suggests that with developmental support, adult
students may actually outperform their younger counterparts. This finding is
significant, because predictions are that 75% of the existing workforce will need

retraining over the next decade (Culross, 1996). The distinctions between
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traditional and nontraditional students are blurred, only 20% of full-time students
are under age 22. |

A ﬁndiﬁg with critical implications is ihe number of students who require |
remediation in mathemaﬁcs. Although some sources find mathematics deficient
students tend to fare better than language deficient students, overall, students
deficient in math have the lowest completion rate. The stﬁdy of Stage and
Kloosterman (1995), in which beliefs about mathematics played a role in succcslsl,
especially for female students, has important implications for support services,
such as counseling and for the respect for individual learning that is considered a
keynote of developmental education.

Of all the studies reviewed, perhaps the most important, with far-reaching
implications for policy makers is the recent report of the Institute for Higher
Education Policy (as cited in Arenson, 1998b) which after extensive research
concluded that the economic and social costs of not providing remedial education
are far higher than the financial cost of remedial programs which, in fact, is only a
tiny fraction of the total education budget. The study concluded that even if the
cost of remedial education were double its present $1 billion that is a relatively
modest amount to be spent (Arenson, 1998b).

With respect to adult learners, the Institute for Higher Education (Murray,
1997) study reported that in a Florida study, 80% of remedial or developmental
students were not recent high school graduates. To work toward diminishing the

need for remedial education among recent high school graduates, several sources
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recommended strong linkages between primary, secondary, and postsecondary
institutions, as well as community and business oréanizations. For students
entering college, a model program is the Summer Bridge program of the
Univcrsity of Michjgaﬁ, which, in addition to language, mathematics, and
computer literacy works to build the academic confidence of promising but
unprepared students. Michigan's William Collins (as cited in Murray, 1997)
summarizes the viewpoint of proponents of developmental education.
Developmental educatidn, "helps to fulfill the higher education philosophy of
preparing a capable, competent, and diverse group of people for the workforce of
tomorrow" (p. 49). This viewpoint is largely supported by the literature in this

study.
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Chapter II1
RESEARCH DESIGN ANDI METHOD

This chapter presents the data sources used in this study. The measurement
and variable coding is explained and finally the methods for interpreting the
results from the statistical analyses are reviewed.

Overview

Because of the reliance on previously collected, historical data, the research
design was necessarily ex post facto. Despite their limitations, ex pos? facto
analyses are often the only design choice #vailable for the study of student
outcomes; experimental, or even quasi-experimental, designs are nbt possible, in
most cases, for studies using historicai data. The advantages of such a de_sign are
primarily related to convenience; the data are already collected and available.
Beyond convenience, however, the use of historical data in this study allowed for
the longitudinal approach necessary to control for the “stopping-out” phenomenon
comnmon to students in developmental programs. Even successful developmental
students often allow several semesters to pass before continuing on to the next
course in the sequence, an occurrence that'is paniculaﬂy common in English.

This study will employ a correlational research and multivariate approach
in an attempt to distinguish a relationship. According to Cohen and Manion
(1994), the correlational research method allows the researcher to discover
-rclationships among phenomena to ultimately predict and, in some situations,

control their occurrence. “Correlational techniques are generally intended to
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answer three questions about variables or two sets of data. First, ‘Is there a
relationship between the two or more variables (or- set of data)?’ If the answer is
yes, then, ‘What is the direction of the relationship?’ and ‘What is the magnitude?’
(Cohen & Manion, 1994). This method assists the researcher to understand the
complexity of the phenomena in the relationship. It is also helps to verify hunches
the researcher may have regarding a relationship between characteristics or
variables. Once a correlation 1s established; the infonnation can assist in predicting
future behavior.
Data Sources

Data sets analyzed in this study were retrieved from the Community
College’s administrative computer system. Students were grouped into cohorts
dividgd by level of remediation. The selection of 1 academic year (1999-2600)
allowed for 1951 students to be included. Descriptive factors for this group reflect
representation of all students available in gender, age, ethnicity, enrollment status,
and educational higtory. Once this information was retrieved for the fall 1999 and
spring 2000 semesters, descriptive statistics were employed. The use of these
statistics assists in answering the research question and subsidiary questions.
Selection of an Urban Community College

Junior colleges have decades of experience in providing developmental or
re;,mediai education for under prepared students. A community college has been
chosen bccﬁusc research has shown that almost all public community colleges

offer developmental courses and that 63% of all first time freshman enrolled in
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developmental courses attend 2 year colleges (Lazarick, 1997). Also, community
colleges have open door policies (Johnson, 1996).‘ Finally, the profile of higher
education has changed dramatically in recent years. Today 45% of all college
students are ége 25 or over, only 22% of college students are full-time, many are
foreign born and have limited English. An urban community college in New
Jersey was chosen because of similarities in its college’s mission, its. student
make-up, and its designation as an urban community college. The school was
established in the late 1960’s under New Jersey law as an open-door public
community college for residents of that county. It is committed to provide quality
educational programs to people of all backgrounds and offers a program of
remedial and developmental courses to enable students deficient in basic skills to
apquire the necessary tools to engage in college-level study.

The choice to study remediation in a community college was influenced by
the researcher’s position as a director of academic programs in 8 community
college setting. This has placed the researcher in a position to have knowledge,
experience and a vested interest in this data.

Selection of English Composition

English Composition was selected as the subject area of study due to the
requirement of this course in almost every 2 or 4 year degree pro-gmm. It is also
part of the first semester courses taken by incoming freshman if not placed in
remediation. Students also cannot continue studies without successful completion

in English Composition.
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Written permission has been granted to conduct this study by tﬁe President
of the Community College. Students will not be iﬁvolvcd in the research
procedures to protect thetr privacy.

Description of the Institution

An urban community college established in 1966 under New Jersey law as
an open-door public community college for the residents of that county. Itis
committed to providing quality educational programs and life-long leaming
activities at an affordable cost. It encourages people of ail backgrounds to enroll
in its academic and continuing education progfams. The College seeks to provide
an environment that will accommodate the needs of the individual for self-
enrichment and self-realization and the demands of society for well-educated, well
| informed, pmperly trained and self-sufficient citizens. Since the individual is the
focal point of the learning process and since individuals differ in the ways they
learn, the College recognizes that it must strive to be as comprehensive as possible
within the limits of its resources. To achieve these ends, the College has as its
mission the education of the individual as a whole. Hence, an integral and
complementary part of its educational mission is an active program of counseling,
academic support services, and cultural and recreational activities which promote
a positive self-image and which facilitate the intellectual, social, emotional and
physical development of students. There is an abiding commitment at the College
to innovation, experimentation and evaluation in order to improve learning and the

efficiency of the learning process. Consistent with its Philosophy, one of the



missions of the college is directed toward offering a program of remedial and

developmental courses to enable
students dcﬁgicnt in the basic skills of reading, writing and arithmetic to
acquire the necessary tools to engage in col_lcge-level study.

The college’s enrollment exceeds 8,000 students in its degree programs and
another 12,000 in its continuing education {credit and non-credit), youth, and
company and customized training programs. The College also offers multiple
resources for academic and career growth at an affordable cost. The curriculum
features more thar\L 400 courses and a wide range of transfer and career programs.
Students can earn Associate in Arts and Associate in Science degrees for transfer
to 4 year colleges, or they can pursue Associate in Applied Science degrees and 1
year certificate options to prepare for employment in career and technical fields.
Description of the Population

All students who enrolled in English Composition 101 at the Community
College during the Fall 1999 and Spring 2000 semester’s constituted the
population of interest. During this time 1951 students were enrolled in this course.
Student variables, including age, race, enrollment status, gender, and educational
history and grade in English 101, were assembled into a comprehensive set of data
using the college's mainfx‘ame computer and file management system (Banner).
Those students with transfer credits were also identified and transcripts reviewed.
Those students with remedial courses at other institutions were placed in the

proper Cohort group. A detailed examination of the data in terms of demographic
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characteristics showed them to be compareble to the general population of
students at the College and to U.S. urban community colleges.
Cohort Groups

The entire population of students enmlled in English 101 was divided into
four cohort groups. Students were grouped according to the following criteria.
The first cohort group represents any student who did not require any remediation
based on their placement test scores and could enroll in English 101. The second
cohort group represented students who required oﬁe level of remediation based on
placement test scores before being able to enroll in English 101. This placed the
student in English 096/97 at some time in their educational history. The third
cohort group represents any student who required two levels of English
remediation based on placement test scores before being able to enroll in English
101. This placed the student in English 086/087. The fourth group represents any
student who tested on the level requiring English as a Second Language
remediation before enrolling in English 101.
Description of levels of English Composition

English 086/87 is the lowest level of remediation or two semesters below
English Composition 101. This course consists of two sections entitled Basic
Writing and College language studies. Students are placed in this level when their
essay score on the placement test falls between 1 and 5. As a writing course
designed for the pre-college level student, there is a strong emphasis on Standard

English usage and paragraph development as a basis for communicating
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effectively in writing. The study skills portion of the course provides ﬁ foundation
for the development of effective study skills and ﬁabits, emphasizing note-taking,
concentrating, short answer and essay test-taking, following directions, and
understanding textbooks. Special emphasis is placed upon helping students tﬁ
overcome anxiety associated with testing, writing, and studying.

The next level of remediation is English 096/097, one semester below
English Compaosition, called English Founciations I and English Foundations II.
Students receiving an essay score between 6 and 8 on the placement test are placed
in this course, which is designed to bring the student’s level of organized writing
beyond the basic level to one commensurate with the standards of college
composition. The technique of putting an essay together is taught through a
variety of methods from pre-writing, through the critical analysis of compositioﬁs
by others, to a stmsé on editing one’s own drafts for grammar, style, organization,
and content. Thus, students are taught fluent and intelligible writing that
culminates in a number of five-paragraph essays. The focus of the second part of
the course is English grammar, usage, and mechanics with attention to commbn
errors stressed in the processes of editing, revision, and rewriting.

English 101, or College Composition I, is the first college-level English
course. Students must receive a 9 or above on the essay portion of -thel placement
test in order to place into this course. Expository writing is taught through the

principle of rhetoric, mechanics and style. Critical thinking is developed through
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analysis and discussion of selected essays and introductory library pr&cedums are
also taught. |

The English as a Second Language Program (ESL) is designed to expose
non-native speakers vf English to the foundations of the English language.
Students are placed in ESL courses through a departmental writing exam and an
oral interview conducted by an academic advisor in the Bilingual Education
Department. Emphasis is initially placed on listening and comprehension,
vocabulary expansion, and grammar. As students become more accustomed to the
language, emphasis shifis to the prodt.llction of clear and grammatically accurate
writing and paraphrasing in anticipation of further college-level work. The
transition to college-level reading comprehension is fostered by focusing students
on reading for main ideas and details, a skill which students are required to
demonstrate through oral and written assignments. After completing the ESL

courses, students are prepared to move on to college-level courses.



ENG 101
College Comp. I

_?

ENG 096/97
English Foundations I & II
4.5 credits

t

ENG 086/87
Basic Writing and College
Language Studies

Figure 1.English Course Sequence

ENGLISH 101
- College Composition I

ENGLISH 096/97
English Foundations I & I1

I

ESL Writing & Communication IIT
ESL Reading & Communication ITI

Figure 2. English as a second language (ESL) Course Sequence
Placement Test
A placement test is administered to each matriculated student attending the
County College. The placement test was developed by the College Board with
assistance from college faculty, to assess the student’s lev_el of skill
accomplishment in reading, writing, and mathematics. The tests determine the

English and mathematics courses most appropriate for the student.
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The reading comprehension portion of the test uses multiple-choice questions to

measure questions the students understanding of what they read. The reading

section contains 35 questions to be completed in 45 minutes.

Input

Age

Gender

Enroliment Status
Educational History
Ethnicity

Placement Test Score

Outcome

Performance
o Success in English 101

Remediation

¢ Control Group
No Remediation

¢ Program Level
One Level/Remediation
Two Levels/Remediation
ESL

Figure 3. Research Design Framework
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Measurement and Variable Coding

The outcome variable in this study is success in English 101 as defined by the
subjects’ class grade. The following were used as coding schemes for this
vaﬁablc: a=4, b=3, ¢=2, f=1(withdrew studg:nts withheld from analysis).
The independent variables wel.;e as _folloWs: (a) student status (full=1, p=0), (b) sex
(males=1, females=0), (¢) age (continuous variable measured as years of age), (d)
education (high school diploma=1 , GED=0), (¢) Score (continuous variable on
initial E101 placement examination), (f) remediation Program (no remediation=3,
1 level of remediation=2, 2 levels=1, ESL=0), - dummy coded for inclusion in

multiple regression analysis.

DI D2 D3
No Remediation 0 0 0
1 Level 1 0 0
2 Levels 0 1 0
ESL 0 0 1

(a) Ethnicity for demographic and univariate analyses (White=1, African

American =2, Hispanic=3, other=4), (b) ethnicity - dummy coded for inclusion in

multiple regression analysis.

: DI D2 D3
White 0 0 0

African American i 0 0

Hispanic 0 1 0

Other 0 0 1
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Statistical Analyses

Statistical analyses were conducted to analy;ze the relationships between
success in English 101 as measured by grade and the independent variables -
including student status, sex, age, ethnicity,l education, initial placement test score,
and remediation program.

Descriptive statistical analyses were used to examine the general
characteristics of the sample. Frequency distributions are presénted for each
variable for all subjecl;s and by remediation program. Next, bivariate relationships |
are examined using Chi2 analysis and analysis of variance to examine the
relationships between English 101 grades and student status, sex, ethnicity,
education, and remediation program.

Multiple regression analysis was used to examine multivariate
relationships. Mulitiple regression anatysis allows an assessment of the
relationship between English 101 grades and several independent variables
including student status, sex, age, ethnicity, education, and remediation program.

- The result of multiple regression is the dévelopment_ of an equation that
demonstrates the best prediction of the outcome variab.lc from more than 1
continuous or dichotomous independent variables (Tabachnick & Fidell, 1989, p.
123). The regression model is presented as follows: Y’=A+B1X1+B2X2+

B3X3+....BkXk where Y’ is the predicted value of the outcome variable;
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A is the intercept, the value of Y when all values of X are 0; X1, X2, X3...Xk are
the various independent variables; B are the regreésion coefficients developed for
each independent variable.

A hierarchical multiple regression approach was used. In the first step, the
demographic variables were entered including student status, sex, age, ethnicity,
test score and education. This step statisticallyl accounts for variance in English
101 grades that is related to the demographic variables. The next step included the
remediation programs (no remediation, 1 level of remediation, 2 levels of
remediation, ESL) dummy coded. The F test for change was examined when the
second step was entered to determine if the entry of the program step resulted in a

significant increase in the multiple correlation.
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Chapter IV
RESULTS

This chapter presents the results of the-statistical analyses conducted to
analyze the data collected in this study. 'I;he chapter begins with a presentation of
descriptive statistics on all variables includéd in this study. Next, Chi2 analyses |
and analysis of variance are presented to provide basic information on the
univariate relationships that exist in the data set. Finally, multiple regression
analyses are presented to present information on the multivariate relationships

with English 101 scores.
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Frequency data on the variables subcategorized by group are presented in

Table 1.

Table 1

. Frequencies on Demographic and Outcome Variables

No
Variable Remediation | 1 Level 2 Levels ESL Total
Education
Type
HSD 523 (89.2%) | 841 (86.6%) | 204 (88.3%) |154(94.5%) |1722(88.3%)
GED 63 (10.8%) |[130(13.4%) |27 (11.7%) |9 (5.5%) 229 (11.7%)
Ethnicity _
White 125 (21.3%) | 128 (13.2%) |20 (8.7%) 13 (8.0%) 286 (14.7%)
AA 295 (50.3%) | 553 (57.0%) | 131 (56.7%) | 34(20.9%) 1013 (51.9%)
Hisp 68 (11.6%) | 155(16.0%) |43 (18.6%) | 79(48.5%) 345 (17.7%)
Other 98 (16.7%) | 135(13.9%) |37 (16.0%) |[37(22.7%) 307 (15.7%)
Grade
A 78 (13.3%) |73 (7.5%) 4 (1.7%) 2 (1.2%) 157 (8.0%)
B 153 (26.1%) | 231 (23.8%) |33 (14.3%) 21 (12.9%) 438 (22.5%)
C 134 (22.9%) | 299 (30.8%) | 92 (39.8%) 59 (36.2%) 584 (29.9%)
F 127 (21.7%) | 223 (23.0%) | 55(23.8%) 43 (26.4%) 448 (23.0%)
W 94 (16.0%) | 145 (14.9%) |47 (20.3%) 38 (23.3%) 324 (16.6%)
Grade
Mean 237 2.19 1.92 1.86 2.19
SD 1.03 93 75 75 95
Sex
Male 219(37.4%) |348(35.8%) |90 (39.0%) |63 (38.7%) |720 (36.9%)
Female 365 (62.3%) | 620(63.9%) | 140(60.6%) | 100(61.3%) | 1225 (62.8%)
Missing 2(.3%) 3(.3%) 1 (.4%) 6 (.3%)
Age X=25.70 X=25.20 X=26.92 X=27.69 X=25.76
SD=8.01 SD=7.43 SD==7.39 SD=7.37 SD=7.63
Status
Full Time | 464 (79.2%) | 928 (95.6%) | 206(89.2%) | 145(89.0%) | 1743(39.3%)
Part Time | 122 (20.8%) | 43 (4.4%) 25 (10.8%) |18 (11.0%) {208 (10.7%)

The frequency data presented in Table 1 presents the number and percent of

subjects for each variable category or level subcategoriied by remediation




program, and the means and standard deviations on age subcategorized by

remediation program.
Univariate Relationshipé

Subsidiary Question 1. Are the variables of age, sex, status, ethnicity,
education type, related to success in E101?

Chi2 analyses were conducted to examine the uniirariate relationships
between the variables and programs for education type, ethnicity, E101 grade, sex,

| and status. An analysis of variance was conducted to compare the programs on
age. The results of these analyses are in table below.

Education Type. A 2 X 4 Chi2 analysis was conducted to determine if a
relationship exists between education type, either high school diploma or GED,
and program defined as no remediation, 1 level of remediation, 2 levels of |
remediation, or ESL. The resulfs are presented in Table 2. A significant Chi2 was
found (X2=9.18, df=3, p=.02)

Table 2

Chi2 Analysis on Education Type by Program

Variable ESL _ 2 levels 1 level No
Remediation
GED Observed | 9 27 130 63
Expected | 19.1 27.1 114.0 68.8
HSD Observed | 154 204 841 523
Expected | 143.9 203.9 857.0 517.2

Note: X*=9.15, df=3, p=.02
These results show that more than expected subjects in the no remediation

program had high schoo! diplomas, and more than expected subjects in the ESL



program had high school diplomas. Also, more than expected subjects in the 1

level of remediation program had GEDs.

Ethnicity. The Chi2 results for ethnicity by program are presented in Table
3. A significant Chi2 was found (X2=175.00, 4f=9, p=.001).
Table 3:

Chi2Analysis on Ethnicity by Program

Variable ESL | 2 levels 1 level Ready
White

Observed 13 20 128 125
Expected 23.9 339 142.3 85.9
Afr Am

Observed 34 131 553 295
Expected 84.6 119.9 504.2 304.3
Hispanic

Observed 79 43 155 68
expected 28.8 40.8 171.7 130.6
Other '

Observed 37 37 135 98
Expected 25.6 36.3 152.8 92.2

Note: X2=175.00, df=9, p=.001

For the White subjects, more than expected were in the no remediation program.
The African American subjects indicated more than expected in the 1 and 2 levels
of remediation programs, and less than expected in the ESL program. The
Hispanic subjects had more than expected in the ESL program, and less than
expected in 1 level of remediation and no remediation programs. The other
subjects indicated more than expected subjects in the ESL program and less than

expected in the 1 level of remediation program.
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Gender. A Chi2 analysis on gender by remediation program is presented in
Table 4. A non-significant Chi2 was found, which indicates that no relationship

exists between gender and program.

Table 4

Chi2 Analysis of Gender by Program

Variable ESL | 2 levels 1 level No remediation
Male

Observed 63 90 348 219

Expected 60.3 85.1 358.3 216.2

Female

Observed 100 140 620 365

Expected 102.7 144.9 609.7 367.8

Note: X2=1.15, df=3.9, p=.76
Status. Table 5 presents the Chi2 analysis on status by program. A
significant Chi2 was found (X2=103.11, 4f=3, p=.001).
Table 5

Chi2 Analysis of Status by Program

Variable ESL 2 levels 1 level No remediation
Full Time

Observed 145 206 928 464

Expected 145.6 206.4 867.5 5235

Part Time _ -

Observed 18 25 43 122

Expected 17.4 24.6 103.5 62.5

Note: X2=103.11, 4f=3, p=.001

These results indicate that more than expected full time students were in the 1
level of remediation program and less than expected were in the no remediation
program. For part time students, less than expected were in the 1 level of

remediation program and more than expected were in the no remediation program.
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Age. A one way analysis of variance was conducted to compare the
programs on mean age. The results are presented in Table 6.
Table 6

Analysis of Variance on Age

Source of | Sumof |df Mean F Sig.
Variation | Squares Square :
Between | 122598 |3 408.66

Groups

Within 112351.2 | 1947 57.70 7.08 001
Groups

Total 113577.2 | 1950

These results show that significant mean differences were found between the
programs on age [F(3,1947)=7.08, p=.001]. Scheffe post hoc comparisons were
conducted to identify actual program differences, which indicated that the mean
| age of 27.69 for the ESL program was significantly higher than the mean age of
26.92 for the 1 level program and 25.70 for the no remediaton program. Alsc, the
mean of 26.92 for the 2 levels program was significantly higher than the mean of
25.20 for the 1 level program.
Student Grades

Subsidiary Questions 2 and 3. How effective are ESL courses in preparing

students to succeed in £101? How effective was remediation in determining

student grades in English 1017
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Analysis of Pretest score vs. Englishk 101 Grade.
Table 7

Chi2 Analysis on Pre Test Score by English 101 Grade

Variable A B C F Withdrew
Oto2 O}

Observed 3 35 73 47 51
Expected 16.8 46.9 62.6 43.0 346
3-4

Observed 3 19 64 45 28
Expected 12.8 35.7 47.6 36.5 26.3
5-6

Observed 44 154 232 151 113
Expected 55.9 155.9 207.8 159.4 115.0
7-8

Observed - | 56 131 133 134 71
Expected 42.3 117.9 157.2 120.6 87.0
9-10

Observed 51 - 99 82 7 60
Expected 29.2 81.5 108.7 83.4 60.1

Note: (X2=95.20, d~16, p=.001)
The Chi2 results on pre test score by English 101 grades are presented in Table 7.
These results show fewer than expected subj écts who scored in the low pre test
score categories received grades A and B in English 101, and more than expected
subjects who scored in the high pre test cﬁtegori&s received grades A and B.
Grade by Program. The Chi2 results on grade by program are provided in

Table 7. These results show that a significant Chi2 was found (¥2=88.30, df=12,

p=.001).
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Chi2 Analysis of Grade by Program

Variable ESL 2 levels 1 level No remediation
Withdrew :

Observed |38 47 145 94
Expected 27.1 38.4 1613 97.3

F

Observed 43 55 223 127
Expected 37.4 53.0 223.0 134.6 .
= . :

Observ 59 82 299 134
Expected 48.8 69.1 290.7 175.4
B .

Observed 21 33 231 153
Expected 36.6 51.9 218.0 131.6
A

Observed 2 4 73 78
Expected 13.1 18.6 78.1 47.2

Note: X2=88.3, df<12, p=.001
For subjects who withdrew, more than expected were in the ESL program and the
2 levels of remediation program, less than expected were in the 1 level of
remediation program and the no remediation program. Subjects, who received an
F, more than expected were in the ESL program and less than expected were in the
no remediation program. For subjects who received a C, more than expected were
in the ESL program and the 1 and 2 levels of remediation program. Less than
expected were in the no remediation program. For subjects who received a B, less
than expected were in the ESL program and the 2 levels of remediation program.
More than expected were in the 1 level of remediation program and the no

remediation program. For subjects who received an A, more than expected were
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in the no remediation program and less than expected were in the ESL, and 1 and
2 levels of remediation programs. |

Effectiveness of ESL Program. In terms of the effectiveness of ESL
programs in preparing students for E101, Table 7 demonstrates that more than
expected ESL students withdrew and achieved grades Cs and Fs, and fewer than
expected received Bs and As. Similalv' results were found for the 2 levels of
remediation program. The ESL program had a lesser percentage of subjects
(50.3%) receiving a passing grade (A, B, C) than the 2 level program (55.8%), the
1 level program (62.1%) and the no remediation program (62.2%).

Multivariate Analysis of programs and Grades

Research Question. Do significant differences exist in success in English
101 based on iritial levels of readiness?
Multiple Regression Analysis

Multiple regression analysis was used to determine if differences in E101
grades exist between the no remediation programs and remediation programs.
Given the significant relationships described above between programs and
education type (diploma or GED), ethnicity, age, and status (full time, part time),
the variance in grades associated with these variables and pre test score was
identified before differences between programs were examined. A hierarchical
regression analysis strategy was used with educatioﬁ type, ethnicity, age, status,

gender and pre-test score entered as the first step to extract variance in E101
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grades associated with these variables before comparing program differences
(ready, 1 level, 2 levels, and ESL).
Analysis- Reference Program/No Remediation

The multiple regression analysis rcsglts \#ith the no remediation program as
the reference program is presented in Table 9.
Table 9
Multiple Regression Analysis Results On E101 Grades-

No Remediation Program as Reference Program

Step 1 Step 2
Variable |Unstandardized |SE |Sign | Unstandardized | SE |Sign.
Beta . |Beta

Constant | 1.25 15 1.001 [1.63 .19 1.001
Age .02 00 |.001) .02 .00 1.001
Educ. -.08 08 1.32 | -09 08 1.30
Score .05 .00 [.001] .02 .01 |.09
Sex 16 04 1.001] .16 .04 |.001
Status -.21 .08 {.008] -.25 08 [.002
Ethnicl | -.11 .06 1.10 | -.09 .1.06 |.15
Ethnic2 | -.21 .08 }.009 | -.19 08 |.01
Ethnic3 | .02 08 [.72 | .03 08 [.68
Prgm ! -.16 05 |.005
Prgm 2 -.37 09 1.001
Prem 3 -36 11 [.01

Note: Rzﬁ.z'?, Rz =29

The multiple regression analysis with the no remediation program as the
reference program is presented above. The relationships with E101 grades at step
1 indicates that age, pre test score, sex, status, and ethnicity (White vs, Hispanic)
resulted in significant Beta coefficients in ¥h3 model. Education type, and

ethnicity (White vs. African American and White vs. other) did not result in
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significant Betas. The regression model was significant [F(8,1535)=15.43,
p=.001], and the multiple correlation between these demographic variables and pre
test scores with E101 grades was .27, A significant multivariate relationship was
found between these variables and grades. |

When the program comparisons with the no remediation program as the
reference program was included with step 2, the regression model remained
significant [F(11,1532)=12.75, p=.001]. The beta cocfficients for the program
comparisons were significant, indicating that a significant difference was found
between the mean grades of the no remediation program and all other remediation
programs after accounting for variance associated with the demographic variables
and pre test scores. However, although the multiple correlation increased
significantly [F(3,1532)=5.25, p=.001] indicating differences between the
programs in grades accounted for unique variance in grades that was not already
explained by variance in the demographics and pre test score, the increase was
only .02 to .29. As a result, we can conclude that although statistically significant
differences exist between the no remediation and remediation programs,
remediation resulted in no practical difference in E101 scores.
Analysis-Reference Program/1 Level of Remediation
The multiple regression analysis results with the 1 leve] of remediation program as

the reference program are in Table 10.



Table 10

Multiple Regression Analysis Resulits On E101 Grades-

1 Level of Remediation Program as Reference Program

Step 1 Step 2
Variable |Unstandardized [SE | Sign. | Unstandardized | SE | Sign.
Beta Beta

Constant |1.25 A5 [.001 [1.46 17 {.001
Age .02 00 ].001 | .02 .00 |.001
Educ -.08 08 132 |-.09 08 ].30
Score 05 00 ].001 | .02 01 1.09
Sex 16 04 1.001 | .16 .04 1.001
Status -21 08 ].008 |-.25 .08 |.002
Ethnicl | -.11 06 |.10 |-09 06 |.15
Ethnic2 | -.21 08 1.009 | -.19 08 .01
Ethnic3 02 08 |.72 03 08 |[.68
Prgm 1 16 05 |.005
[ Prgm 2 -21 08 1.01
Prgm 3 -19 12 |12

Note: R,=27, R, =29

The multiple regression analysis results with 1 level of remediation as the
reference program is presented above. When the program comparisons with 1

level of remediation was included with step 2, the regression model remained
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significant [F(11,1532)=12.75, p=.001], and the beta coefficients for the reference

program compared to the no remediation and 2 levels of remediation were
significant. However, the reference program (1 level of remediation) was not
significantly different from the ESL program. And although the multiple
correlation increased significantly from .27 to .29 [F(3,1532)=5.25, p=.001]
indicating that these programs differences accounted for variance in grades that

was not already explained by variance in grades related to the demographics and



pre-test score, the increase was only .02 from .27 to .29. Although statistically

significant differences exist between the 1 level of remediation program and the
ready and 2 levels of remediation programs, these results are not practically
significant. Also, no statistical or practical significance was found betweenl level

of remediation and ESL in E101 scores.

Analysis-Reference Program/2 Levels of Remediation

The multiple regression analysis results with 2 levels of remediation as the

reference program is presented in Table 11 below.

Table 11

Multiple Regression Analysis Results On E101 Grades-

2 Levels of Remediation Program as Reference Program

Step 1 Step 2
Variable |Unstandardized |SE |Sign. | Unstandardized |SE |Sign.
Beta Beta
Constant | 1.25 15 1.001 j1.25 17 1.001
Age .02 .001.001 | .02 00 1.001
Educ -.08 08132 |-09 .08 {.30
Score 05 00].001 | .02 .01 [.09
Sex 16 041.001 | .16 .04 {.001
Status -.21 .08 1.008 | -.25 .08 [.002
Ethnicl | -.11 0610 | -.09 06 |.15
Ethnic2 | -.21 08 [.009 | -.19 .08 [.01
Ethnic3 | .02 08 |.72 03 08 |.68
 Prgm 1 37 09 |.001
Prgm 2 21 08 |.01
| Prgm 3 01 .12 1.90

Note: R;=.27, Ry =29

The multiple regression analysis results with 2 levels of remediation as the

reference program is presented above. When the program comparisons with 2 levels




of remediation was included with step 2, the regression model remained

significant [F(11,1532)=12.75, p=.001], and the beta coefficients for the reference
program comparcd to the no remediation program and 1 level of remediation were
significant. However, the reference program (2 levels of remediation} was not
significantly different from the ESL program. And although the multiple
correlation increased significantly from .27 to .29 [F(3,1532)=5.25, p=.001]
indicating that these program differences accounted for variance in grades that was
not already explained by variance in grades related to the Momphics and pre-
test score, the increase was only .02 from .27 to .29. As a result, we can conclude
that although statistically significant differences exist between the 2 levels of
remediation program and the no remediation program and 1 leve! of remediation.
program, these results are not practically significant. Also, no statistical or
practical significance was found between 2 levels of remediation program and the

ESL program on E101 scores.
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Interpretations

The overall purpose of this study was to exa.amine the relationship between
remediation and success/performance in English 101, First, the relationships
between the remediation groups and the demographic variables were evaluated
including education type (high school diploma/GED), ethnicity, sex, age, and
status (ft/pt). Next, the relationship between the demographic variables and Eldl
scores were evaluated. Finally, the impact of remediation was evaluated after
controlling for the effects of the demographic variables.

Demographics Variables

The findings for the demographics variables and the groups are as follows:

. Education Type (high school diploma or GED) — The no remediation and
ESL subjects had high school diplomas at a higher frequency than the level
of remediation subjects.

¢  Ethnicity- More than expected white subjects were in the no remediation
group, more than expected African American sui)jects were in the 1 and 2
levels of remediation groups, and more than expected Hispanic subjects were
in the ESL group.

o  Status (full-time/part-time) more than expected no remediation students were
part time, and more than expected in the 1 level of remediation group were
full time.

e  Sex- No significant relationship was found between the groups and sex.
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Age- significant mean differences were found between the remediation
groups on age. The ESL subjects were significantly older than the 1 level of
remediation and no remediation groups. And the 2 levels of remediation

group was significantly older than the 1 level group.

Other significant findings are as follows:

E101 grades were significantly related to program. More than expected ESL
and 2 levels of remediation subjects withdrew or received C’s and F’s. More
than expected no remediation subjects received grades of A and B.

E101 grades were related to pre-test scores. High pre-test scores were
associated with high E101 grades, and low pre-test scores were associated
with low grades or withdrawing from E101.

The ESL program had a lesser percentage of subjects (50.3%) receiving a
passing grade (A,B,C) than the 2 level program (55.8%) the 1 level program
(62.1%) and the no remediation program (62.2%).

The mean grade also decreased from program to program. The no
remediation (2.37), one level (2.19), two levels (1.92), and ESL (1.86)
program mean grade indicated that students needing extensive remediation
did not perform as well. In addition those students who did not require
remediation had a higher percentage of students recciving A’s (13.3%) than
any other remediation level; one level (7.5%), two levels (1.7%), ESL

(1.2%).
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When the relationship between success in English 101 and the demographic

| variables was examined, the following was found:

«  For the demographic variables and E101 grades, significant relationships
were found with age (older students aghieving higher E101grades), sex (male
students achieving higher E101grades), status (part time students achieving
higher E101 grades), and ethnicity (whites achieving higher E101 grades than
Hispanics).

- Effects of Remediation

When the effects of remediation were examined after controiling for the

relationship betwéen E101scores and the demographic variables, the following

results were found:

¢ The mean E10] grades for the no remediation program were significantly
higher than the grades for the remediation programs. However, although
group mean differences were statistically significant, the demographic
variables accouﬁted for more variance in E101 scores than did remediation
program differences.

o Significant difference in E101 scores were found between the 1 and 2 levels
of remediation programé. The one level of remediation program had
significantly higher E101 grades than the 2 levels program. However, like the
results indicated above, the demographic variables accounted for more

variance in E101 scores than did the remediation program differences. No
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significant differences were found between the 1 level of remediation group
and the ESL group.
s No significant differences in E101 scores were found between the 2 levels of
remediation program and the ESL ptog_ram.
These results indicate that older, white male, part time students in the no
remediation program achieved significantly higher E101 grades than the other
subjects. And while remediation did help students achieve a passing grade in
E101, remediation did not result in a level of E101 performance equal to the no
remediation group.

Although the percentage of the no remediation student receiving passing
grades in E101 were greater than any of the remedial levels, indicating that
remediation did not have an equal or positive effect, the analysis still indicates that
those students in remedial programs that did succeed would not have without
remediation. It is logical to assume that the remediated groups will not do as well
as the college ready group in English 101. The no remediation group may have
incoming skills above the college level.. Therefore, though remedial programs
may successfully get students up to college level, it may still leave a skills
differential that might or might not be statistically significant but a differential
nonetheless. This could account for the findings that college ready students do
better than students who have been remediated. The conclusion is that there are
other factors that cannot be substantiated. These include the fact that most

remedial courses in English are taught by adjunct faculty, who may not be as well
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prepared or committed as full-time faculty. Looking at all remedial students as a
group obscures vast differences within the group. ISome students in the
remediation groups are reading and writing at the ninth or tenth grade levels;
others may be reading and writing at the second grade level. One would expect
vast differences in achievement in any such grouping of remedial students. If such
data consistently show that the least prepared has little chance of success,
considerable policy implications may be determined. Also, students who are
required to enroll in remediation carry self-imposed stigmas by virtue of having
been remedial students. Based on this outcome, an evaluation of the remedial
program is required to possible concerns m the program such as grade inflation,

curriculum, self motivation and instructional staff and methods.



Chapter V

SUMMARY OF THE INVESTIGATION AND RESEARCH
The purpose of this study is to determine if students whose skill level
requires them to enroll in remedial English courses can eventually succeed in
English Composition and if certain variables have an effect on their success. It
provides information concerning programs considered essential to a post-
secondary institution’s mission and simultaneously unpopular with the public,

There has been minimal research on the eﬂ'gctivcness of remediation in_
higher education despite its existence in 1849 at the University of Wisconsin.
Despite the complexities, most studies concluded that it is in the best interest of
colleges to offer remedial course work, as it helps retain students and a proportion
of students who complete remedial courses go on to graduate.

Aside from studies by Porter (1988) Slark (1989) and Seybert and Soltz,
(1992) who specifically assessed a student’s success in English composition who
had been enrolled in remediation, most other studies measure retention and

- graduation rates of students who completed remediation. This researcher’s choice
of English Composition was determined because the course is universal to all
degree programs. Success in English Composition provides support that the
student has obtained skills necessary for college level courses. It was anticipated
that the study will determine if a relationship exists between success in
remediation and college level English Composition and if any variables have an

effect on this success.
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Major issues presently discussed by the New Jersey Department of
Education officials and State Legislators center around the funding of remedial
education courses to institutions of higher edticatioﬁ. Research on the progress of
students in remediation would provide necessary data to assist in the decision
making progress.

In this study, statistical analyses were conducted to analyze the
relationships between success in English 101 as measured by grade and the
independent variables including student status, sex, age, ethnicity, education,
initial placement test score and remediation program.

A hierarchical multiple regression appi'oach was used to develop an
equation that demonstrates the best pfcdiction of the outcome variable from more
than 1 continuous or dichotomous independent variables.

In the first sfep, the demographic variables were entered including student
status, sex, age, ethnicity, test score and education. This step statistically accounts
for variance in English 101 grades that is related to the demographic variables.
The next step included the remediation programs {no remediation, 1 level of
remediation, 2 levels of remediation, ESL) dummy coded. The F test for change
was examined when the second step was entered to determine if the entry of the
program step resulted in a significant increase in the multiple correlation.

In Chapter I, the researcher furnished the reader with background material
requisite to an understanding of the study’s objectives and working methods. A

statement of the problem outlined the historical context of remediation including
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controversial trends in remedial education and financing developmental programs.
It was followed by the definition of key terms emﬁloyed in the study. The chapter
then delincated the significance of the study, its limitations, and organization.

An extensive Chapter II surveyed empirical research related to study
inquiry. The chapter was comprised of four sections. The first section of Chapter
11 was dedicated to the historical perspective. In the second part of Chapter I1, the
researcher presented major finding from studies in remedial ﬁrograms. 'I*he third
section of this chapter focused upon program designs and evaluation and the
fourth and final section focused on current rationale.

Chapter III detailed the study’s methodology, and included information
about study subjects, the basic data-gathering instruments employed, and the
procedures followed in analyzing the data in relation to the study’s hypotheses.

Chapter I'V consisted of an analysis of the data. It included, results
concerning the demographic background characteristics of the study subjects,
findings generated through statistical tests of the research and subsidiary
questions, and an interpretation of the data conducted by the researcher.l

Conclusions

The results from this study point to four conclusions in reference to the
research and subsidiary questions. First, remediation does not result in a level of
English 101 performance equal to those subjects not requiring remediation.
Second, the demographic variables account for more variance in English 101

grades than does remediation program differences. This includes significant
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relationships found with age, sex, status and ethnicity. Third, ESL programs have
a lesser percentage of subjects receiving a passing 'grade than other programs.
Finally, remediat students who score low in pre-test score categories receive lower
grades in E101.

Implications of the Research, Policy and Practices

It was anticipated that policy recommendations could be made if some
relationship between success in college level composition and remedial program
had been demonstrated. Since the results imply that remediation does not have a
posiﬁve or equal effect on success in English Composition, policy,
recommendations are substantive. Developmental programs assist many who
would never have been given the opportunity if it weren’t for remediation opening
the door. Howc?cr, as cost for a public college education increases, people are
divided over accessibility to all.

The question still exists “Should higher education institutiqns provide
instruction to students who are not prepared for college-level work?” This
question will be asked and eventually answered in a variety of ways by and for
different states and types of institutions. The study revealed that institutions are
subject to far too many variable conditions and circumstances, both political and
educational, to arrive at a single answer or plan that is acceptable to all. The task
of researchers is to arm educators, elected officials, and the public with
infonnatioq that identifies and characterizes the problem. The challenge is for

these officials to mesh the history and tradition of their higher
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education/institutions with current needs and conditions and future educational
goals. Facts such as those presented in this report are designed to assist officials in
making more infonnéd and knowledgeable decisions.

First, colleges must review their own open door admissions policy to
determine if everyone who thinks they should have a college education should be
provided an opportunity. If data consistently shows that the least prepared group
has little chance of success then policy implications are considerable. Second,
alternatives to the current remediation program must be explored since the results
suggest the absence of a need for remedial courses as a solution to the problem of
pootly prepared entry level students. A more effective use of funding may be
applicable. Third, colleges need to review the student support services other than
academics offered to students in remedial programs. Students in these programs
may carry self-imposed stigmas by virtue of having to be remedial students. Also,
many may be first generation college students, poor socio-economic upbringings,
apd other factors. Proper holistic student support is required. Although not a
college policy implication, underprepared students entering college directly from
high school raises questions concerning preparation provided by K-12 education.

The problem of students entering college who are academically unprepared
will not disappear. It is obvious that higher education can no longer afford to fall
further behind in responding to this problem. It seems that the question that really
needs to be addressed is not should but rather how can states’ educational systems

function to achieve program quality. Systematic provisions must be made so that
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inadequately prepared college-bound high school graduates have the opportunity
to acquire the skills and knowledge necessary for success in college.
Instit_utions of ‘higher education need to review policy to ensure that they:

. Recoénize remedial/developmental education as an essential element
of the mission of public institutions of higher education that admit
students who are not ready to begin college-level work.

» Initiate and maintain effective remedial/developmental programs
that uphold institutional integrity and standards for quality
undergraduate education.

¢ Funding for remedial/developmental programs should reflect the fact
that it can require comparatively greater efforts and costs to develop
instruction and programs for teaching students who are academically
deficient.

* Provide annual reviews and evaluation of remedial/developmental
programs to ensure academic integrity and that students who
complete those courses have competencies that are equivalent to

~ entrance requirements for “regular” college-level courses.
Recommendation for Future Research
Although the design of developmental programs has improved
tremendously since the haphazard efforts of the 1960°s, program evaluation is stilt
largely inadequate. The idea of evaluation often has a negative connotation,

particularly with progressive educators; however, as painful as the process--and
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the resulting discoveries--may be, thoughtful evaluation is the only reasonable
plan by thch inappropriate directions, decisions, or activities, can be corrected.
This approach is supported by Weissman etal. (1997), who state that once an
institution decides to implement a devcloptpental program, the program must be
designed to ensure that it serves the needs of the target population and the school
environment. Given its results, the researcher would recommend the replication
of thi§ study.

Fufurc researchers may also attempt to compare either additional years at
the same coilege or comparison to similar community colleges or may want to
consider replicating the study by including withdrawals as failures since students
receiving grades and student withdrawing from a course fail to succeed.

At the same time, major modifications in study design might permit other
researchers to investigate the possible relatibnship between student success and
instructional delivery by a full-time or adjunct professor. The addition of other
independent variables such as socio-economic status should also be considered.
Another major modification could include the dependent variables of student high
school district factor groupings and per pupil cost of the receiving high school
district.

Also, future studies may want to look at student success by placement test
scores. Examining all remedial students as a group obscures vast differences

. within the group.
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