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A Brief Introduction

Welcome to Constructing A Framework for Success: A Holistic Approach to Basic Skills, a handbook for
faculty, student services personnel and administrators working with students that have basic skills
needs. Because research in California tells us that 70-85% of our entering students assess into basic
skills courses in one or more areas, we know that helping them to achieve collegiate level is a task
for everyone. Each of us are contributors to the college framework that houses those students’
academic dreams. This handbook is for those of you with construction tools in your hands, the ones
who are actively working to help these particular students succeed. You are the important folks
striving to provide students with the skills needed to reach the penthouse suite of their academic
goals. Some of you may be teaching specific basic skills courses or teaching transfer courses that
include students with basic skills needs, staffing tutoring labs, providing student services, helping to
develop Basic Skills Action Plans or acting as a Basic Skills Coordinator. Our goal is to honor your
hard work and to excite you with new building techniques to try.

Why This Handbook?
In The State of Basic Skills Instruction in California Community Colleges
Grubb and Associates, in a national study based on observations of community college
classes, found the best and the worst teaching in this arena. Instruction ranged from “the
most inspired student- and learning-centered approaches and the most deadly drill-and-kill
classes” (Grubb, p. 174). They cited the need for citizens and legislators to recognize the
difference between the popular notion that institutions have “dumbed down” courses to
match lowered student and instructor expectations and a carefully designed and rigorous
course of remediation. They conclude, “we can see that developmental [i.e., basic skills]
education is one of the most difficult teaching challenges and needs to be rescued from its
second-hand status. (as cited in ASCCC, 2000, p.4)
Instead, pre-collegiate assessment and basic skills education acts like those regular building
inspections during construction, examining weaknesses and then rebuilding foundational skills for a
longer lasting more successful college career.
The California Community College Chancellor’s Office Report on the System’s Current Programs in
English as a Second Language (ESL) and Basic Skills captured what is happening here in California. It
stated,
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Assisting underprepared students to be successful in college-level work is essential to the mission of
the California Community Colleges. Research indicates that our colleges have many successes which
are laudable. More than any other postsecondary segment in California, the community colleges
exemplify the spirit of the California Education Code Section 66201 which affords each able
Californian an unparalleled educational opportunity:

“It is the intent of the Legislature that each resident of California who has the capacity to benefit
from higher education should have the opportunity to enroll in an institution of higher education.
Once enrolled, each individual should have the opportunity to continue as long and as far as his or
her capacity and motivation, as indicated by academic performance and commitment to educational
advancement, will lead him or her to meet academic standards and institutional requirements.”
(Board of Governors, 2008, p. 32)
California is unique in that we are obligated by the Education Code to provide basic skills
instruction. The Legislature has recognized that mission and its vital importance by funding the
Basic Skills Initiative (BSI), a multi-year effort to improve curriculum, instruction, student services,
assessment, program practices and campus culture in the areas of ESL and basic skills across the
state.
This handbook is part of that BSI effort. It is packed with the kinds of specific strategies that Grubb
and Associates lauded in their study; think of it as a tool kit. Many practices are designed for you to
use immediately, while others, such as successful programs, will give you ideas for more long-term
approaches for student success. Every strategy listed in the workbook has a track record of proven
success at a California community college or is brand new, created by a statewide team of expert
teachers, waiting for you to test. Each of these is accompanied by an assessment that you can use to
see if the strategy will work in your particular wing of the building (look for the measuring man
symbol

).

Since every college and indeed, each course section is unique and different, built from the
construction materials that arise from the needs of your particular students, it’s important for you to
critically determine whether a specific technique or program works for your students, by assessing
the outcomes. Yes, this is the same kind of assessment we do to meet accreditation standards and
educational best practices. These assessment results can act as an advocate, improving student
learning and helping you build evidence to advocate for funding the good work you’re doing with
your students. (There is more about assessment in Chapter 15 and assessment samples in each
discipline specific chapter.)

Some Pertinent Definitions
Before diving into the building process, we need to clarify some definitions.
Just what exactly do we mean by basic skills?
For the purposes of this handbook, we are using the definition of basic skills proposed in Basic Skills
as a Foundation for Success in California Community Colleges “Basic Skills are those foundation skills in
reading, writing, mathematics, and English as a Second Language, as well as learning skills and study
2
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skills, which are necessary for students to succeed in college-level work” (Center for Student
Success, 2007, p.13).
What are we referring to when we use the term “student success?”
For the purposes of this handbook, we do not define student success as the grade of C or better in a
course. We mean it in a much broader context. What have students learned in a class, from an entire
program or an encounter in student support services or the library? What do students need in order
to successfully complete their academic dreams? Think beyond grades. “Success” includes attitudes
toward learning, specific skills such as time management or organization, social abilities and content
knowledge. Student success occurs inside the classroom and out. Everyone working on a campus
contributes to student success, either directly or indirectly, in one way or the other.
What about the term “Effective Practice”?
Basic Skills as a Foundation for Success in California Community Colleges (sometimes called “The Poppy
Copy” in reference to its orange cover) defined effective practices as “organizational, administrative,
instructional or support activities engaged in by highly successful programs, as validated by research
and literature sources relating to developmental education” (Center for Student Success, 2007, p.
13). The Poppy Copy divided those practices into four major areas and listed specific examples of
each, taken from colleges across the state. In this handbook, an effective practice may include those
specific strategies already listed in the Poppy Copy but also refers to practices that have developed
since it was published. An effective practice is a teaching and learning or student support services
strategy that has been successful for students with basic skills needs. An emerging practice is a
good idea, a strategy that is just now being explored, without data to demonstrate its effectiveness.

Finally, what do we mean by assessment, accompanied by the graphic
of the
measuring man?
The word “assessment” does not refer to the important act of placing a student in the right English
or mathematics class when he or she enters a college. Placement assessment, while impacting
students with basic skills needs in a major way at the beginning of their college career, is not the
emphasis here. Rather, we mean assessment as an activity used to gauge how well students are doing
at the end of a specific class session, the end of a course or program or even at the end of an entire
college experience. Assessment answers these kinds of questions: What have students learned?
What needs and issues have been revealed by their performance? Most importantly, what can you do
to help them improve? Assessment is an on-going process aimed at improving student learning. It
asks that faculty and student service providers make their learning expectations explicit and public,
measure whether students have met them and then make changes to the teaching-learning process
based on the results. The three steps compose what is sometimes called “closing the assessment
loop.”
Before you drop this handbook and run screaming from the room, let us remind
you that this is what good academic practitioners always do. How many times, at
the end of a class meeting, a counseling session or a college governance meeting,
have you run over the experience in your mind, evaluating what went well and
what you’d do differently next time? Assessment simply formalizes that process,
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asking you to think about what you’re doing in the classroom, your department or college in a more
systematic way. And here’s the good news: for basic skills faculty and staff, assessment can also act
as a very effective advocate. We know that the work you do is often undervalued or misunderstood.
Assessment results, when shared with those in charge of college planning or allocating resources, not
to mention the public or even state legislators, can be a powerful persuader for more funding, better
equipment or the creation of innovative programs. We know of an English department that received
funding to bring in a national expert on integrating the teaching of reading and writing when
assessment results revealed that students, both basic skills and transfer, weren’t thinking critically
because they couldn’t read well. Another college conducted an assessment to see how many students
were unable to see a counselor to get help with registration. The numbers were huge. As a result, the
college put the time and resources into developing an online process to provide “just in time”
counseling. The online process now serves as many students as in-person counseling, and
enrollments at the college have increased. Assessment can be your best friend.
But wait, you say. Isn’t assessment just another educational fad or worse, a political imposition from
folks who don’t have any idea of what we do? Isn’t this “No Child Left Behind" (No Child Left
Behind (NCLB) Act of 2001) in another guise? The answer is no. Across California, community
college faculty have been defining assessment as a proactive, faculty driven process to explore our
work in greater depth, to dialogue together about what we do and to help us improve. When done
effectively, assessment is a tool that can enrich our colleges. As faculty have defined it, assessment
includes:

Examining pedagogy and curriculum– Am I teaching the right content in the best way? Is
the educational experience full of accurate and current material, correctly targeting the student
populations I teach?

Measuring student study skills and commitment – How committed are my students to
learning? Are they aware of the ingredients necessary to be successful in college?

Gauging faculty awareness of student needs and effective teaching strategies -- What kinds
of attitudes do other faculty hold about students? What do they know about effective practices that
have been shown to help them? What do they see as their own responsibility in helping students
achieve their academic dreams?

Evaluating student abilities at the beginning of an academic endeavor and then looking at
them again after it is finished -- What do my students know when they begin my class or program?
How can I get a sense of the varying levels of student knowledge, skills and values before they tackle
new material? What have they learned and what can they do as a result of this educational
experience?

4

Introduction

Assessment is NOT:
! An end in itself or busy work that has no relation to teaching and learning.
! A means to evaluate individual faculty or staff.
! A way to impinge on academic freedom.
! A solution to every problem on campus or an answer to all questions about students
and learning.
Here is an example of how assessment can work in your favor. At a recent Carnegie meeting
discussing the importance of assessment data and student information, Myra Snell, mathematics
instructor at Los Medanos College, reported “This information [data on the relative success rates in
elementary algebra of students who had different levels of preparation] was instrumental in several
changes: We established a prerequisite for elementary algebra, changed scheduling patterns in the
math department, and are now experimenting with different modes of instruction for basic skills
curriculum” (Hutchinson &Shulman,2007,¶4).
A great deal has been written about the assessment of student learning outcomes. We will attempt to
cover some of the basics in this handbook in Chapters 15 and 16, using examples from basic skills
courses and programs, but this is only a beginning. You will probably want to know more. Two
user-friendly resources on the web are Assessing Student Learning in Higher Education by Dr. Janet
Fulks at online.bakersfieldcollege.edu/courseassessment/default.htm and Cabrillo College’s Student
Learning Outcomes website at pro.cabrillo.edu/slos/index/html. An additional website with
examples of evidence-based practices throughout California community colleges may provide useful
models for specific disciplines or services http://css.rpgroup.org/index.php.

How to Use This Handbook
This workbook is like a building plan, organized into different areas, floors and wings. If you are
brand new to teaching basic skills courses or a transfer instructor whose classes are increasingly filled
with students with basic skills needs, you may want to start from the beginning and work through
each chapter in chronological order. If you are an experienced builder but new to the idea of
assessing your “constructions” or practices, you might want to start with the either Chapters 4 and 6
(for student service providers and faculty) or Chapter 5 (for discipline faculty) and then move on to
the effective practices for your discipline Chapters 7 through14. Administrators may find Chapters
2, 3 , 6 and 19 the most helpful while Basic Skills Coordinators may want to start with Chapters 2, 3,
6 and 18 and then move on to other relevant chapters.

More Information
We are only at the beginning of gathering the effective practices and assessments that are listed in
this handbook. Think of this as a builder’s guide-in-progress. We are collecting effective practices
and will host them on a website at Basic Skills Initiative http://www.cccbsi.org. In addition, you can
help us continue to build this builder’s guide by listing the effective programs and practices at your
college on the new ASCCC BSI survey. The Basic Skills Initiative, funded by a grant from the
California Community Colleges Chancellor’s Office, is developing a web-based resource to
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showcase successful programs, strategies and projects that increase success rates of basic skills level
students, and professional development programs.
While there are a number of projects demonstrating student success across the United States, a
repository containing data-driven effective practices accessible to all does not exist. Many times
educators search different websites to gather useful research. It is anticipated that this database will
provide educators with this important resource at one location.
One of our goals is to include at least one program, strategy, and/or project from each California
community college that is data driven and supported, as well as other successful programs from
across the United States. However, we need your assistance in collecting the information. As many
of us know, there is a lot of good work happening in developmental education. We can all learn by
sharing.
The survey link is: http://bsi.cccco.edu/
In order to catch up on the history of the Basic Skills Initiative and associated issues, you will find
additional information at the website or in the papers listed in the references section:
Basic Skills Initiative http://www.cccbsi.org.
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Chapter 1

Who are the Students with Basic Skills Needs?
If we asked you to define the basic skills student in California, what would you say? Stop for a moment
and imagine a typical developmental level student, perhaps one with whom you’ve worked or taught.
What does he or she look like? What are his or her academic needs? Use the chart below to complete
your portrait.

Student Portrait

Place a check in all the boxes that apply to your image of a typical basic skills student in California.
New student; recently graduated high school seniors
Adult student from the workforce
Immigrant student
First generation college student
Particular cultural or ethnic group
Student with learning disabilities
Student scoring at a basic skills level on placement tests
Student who uniformly require help in all basic skills areas
Remedial student from the California State University (CSU) and the
University of California (UC)
Student who may require discrete or focused help in a single area
(English as a Second Language (ESL), reading, writing, mathematics,
study skills) while having adequate collegiate or advanced skills on
another area
All of the above
Now, picture the moment this student stepped on to your campus. What dreams have impelled him or
her to come? What courage might it take to face the bewildering maze of registration and assessment
procedures for the very first time?
Take the image one step further. Imagine the moment this student hears that he
or she has assessed into basic skills.
Now, his or her college education has taken a turn. As you probably know from
direct experience, assessing into basic skills may be confusing or carry a stigma
for many students. Certainly, their dreams may require adjustment because now
2
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they cannot take the college classes they’d intended to register for because they do not fulfill the prerequisites. They may require many more classes, a longer period of time to complete their degree and
more tuition fees than they had originally planned. For adult learners, this may mean that they cannot
advance in employment as soon as they had hoped. Some immigrants, regardless of their skills,
capabilities or educational preparation in their home country, may not be able to succeed at work or
school here because their pronunciation is not clear or their writing needs focused attention.
But what will acquiring these basic skills mean? Flash forward many
semesters and imagine the student you first pictured at graduation.
Perhaps he or she has hugged you after receiving a certificate or diploma
or written you a little note to let you know about successes that occurred
after leaving your college. Though the rigor of our work sometimes
makes us forget, we all know students who are proof positive that
mastering basic skills unlocks the door to all higher education, creating a
ladder toward jobs that will sustain life above the poverty line. Perhaps
you are one of those stories yourself, which is why you are so committed
to working with this population. You know that acquiring basic skills
provides entry or promotion in occupations that will also provide financial
security. On a larger scale, these skills also create an educated citizenry, so
crucial in our bewildering and fast-changing world. Finally, mastering basic
skills have also been shown to create a pathway to success for the children
of these students. No wonder the Board of Governors recently commented,
“More than any other postsecondary segment in California, the community colleges exemplify
the spirit of the California Education Code Section 66201 which affords each able Californian
an unparalleled educational opportunity:
‘It is the intent of the Legislature that each resident of California who has the capacity to benefit
from higher education should have the opportunity to enroll in an institution of higher education.
Once enrolled, each individual should have the opportunity to continue as long and as far as his or
her capacity and motivation, as indicated by academic performance and commitment to educational
advancement, will lead him or her to meet academic standards and institutional requirements.’
To this end, it is imperative that the community colleges continue to move forward with efforts
underway to make improvements in ESL and basic skills. The Management Information System (MIS)
data reveal that for the 2006-07 academic year, close to 70% of the students enrolled in credit and
noncredit ESL and basic skills courses were Hispanic/Latina/o, Asian/Filipino/Pacific Islander and
African-American. Leading basic skills and ESL students to succeed in
college is critical to the achievement of educational equity and to the
state’s long-term social and economic health” (Board of Governors,
2008, p.6).
If you forget occasionally that what you are doing is important work,
this is a reminder. The student you pictured at the opening of this
chapter is depending on you and your college to make a life of meaning
and security. The building that we create to house his or her academic
dreams will impact not only the individual student, his or her children
but also you and me, our community, our state and even our nation.
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In order to plan that structure or shore up the one we have already built, we need to closely examine
who the students with basic skills needs are across the entire state. We must get a firmer handle on
how well we’re doing addressing their needs.
We’re now going to throw a bunch of numbers at you. If you begin to feel bewildered,
your head swimming as you try to make sense of these figures, go back to picturing
students with basic skills needs you actually know. Remember their stories, their
challenges and triumphs. See their individual faces. Let’s take a look at who we are all
working so hard to serve.

Demographics
One of the first things we know about students with basic skills needs is that there are no standard
descriptors. According to the data we have, the correct answer to the quiz at the beginning of this
chapter would be to check every box in quiz or
All of the above. Even this does not capture the
diversity among our students with basic skills needs! The students enrolling in the basic skills courses
are predominantly Hispanic/Latina/o, Asian/Filipino/Pacific Islander and African-American.
Consideration of basic skills students’ needs and success is an essential component of providing equity
for all Californians.
The unduplicated headcount for California Community Colleges 2006-2007 academic year was
2,621,445 students. We are the largest higher education system in the world! Like colleges all across
the country, the California Community Colleges assess 70% to 85% of our students into a precollegiate level in one or more of the basic skills areas.
Typical First Year California Community College
Student Populations

Basic Skills
Non-Basic Skills

Remember, we are defining basic skills as “those foundation skills in reading, writing, mathematics, and
English as a Second Language, as well as learning skills and study skills, which are necessary for
students to succeed in college-level work” (Center for Student Success, 2007, p.4).
Loosely translated, this could mean, that unless those basic skills needs are completely addressed in the
first year, approximately 1.82 to 2.08 million students in the California Community College System may
have basic skills needs. Is it possible that in any class on campus, during daily interactions in
counseling, at any given moment in the library or bookstore, that you are interacting with students that
have basic skills needs? Yes! The overwhelming percentage of students requiring training in one or
4

Chapter 1

more basic skills dictates that 70-80% of every function on a college campus involves a student with
basic skills needs. And yet in the academic year 2006-2007, only 719,482 students (27.44%) were
enrolled in at least one credit or noncredit basic skills and/or ESL course; 326,478 enrolled in credit
courses and 393,004 enrolled in noncredit course. (Board of Governors, 2008, p. 7)
Where were the rest of those students with basic skills needs? They were attending non-basic skills
courses!
How diverse are students with basic skills needs?
The chart on the following page provides data about the students enrolled in credit and noncredit basic
skills courses. These data tells us that registering for classes are not equally represented by ethnicity and
do not always approximate the total percentage represented in the system.
!

Compared to the 7.49% African-American students system-wide, 11.24% are enrolled in credit
basic skills and far fewer in non-credit basic skills.

!

Asian/Filipino/Pacific Islanders enroll in basic skills classes at a higher rate than their
percentage in the general population, and they tend to enroll in the noncredit basic skills
courses at a slightly higher percentage than in credit basic skills.

!

Hispanic/Latina/o students enroll in both credit and noncredit basic skills at much higher rates
than the system-wide percentages.

!

Whites enroll at much lower rates in basic skills classes whether credit or noncredit.

Significantly, the percentage of students enrolled in noncredit seems to be an essential starting point
for Asian/Filipino/Pacific Islanders and Hispanic/Latina/o students with basic skills needs.
Adequately supporting, funding and assessing this noncredit coursework is an important legislated
responsibility in providing opportunity for all individuals to higher education (Education Code Section
66201).
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Table 1
California Community College Academic Year 2006-2007
Headcount of Students System-wide as Compared to
Students Enrolled in Credit and Non-credit by Ethnicity

ETHNICITY

AFRICANAMERICAN
ASIAN/FILIPINO/
PAC ISLANDER
HISPANIC/
LATINA/O
NATIVE
AMERICAN

% OF TOTAL
HEADCOUNT
(Total Unduplicated
headcount)

% OF TOTAL
ENROLLMENT
in Credit Basic Skills
& ESL
(total headcount)

% OF ENROLLMENT
in Non-credit Basic
Skills & ESL
(total headcount)

7.49%

11.24%

6.23%

(196,449)

(36,688)

(24,470)

16.40%

17.00%

19.39%

(429, 897)

(55,529)

(76,208)

28.79%

41.40%

43.72%

(754,708)

(135,156)

(171,821)

0.86%

0.92%

0.54%

(22,433)

(2,987)

(2,115)

OTHER,
NON-WHITE

1.98%

1.99%

1.89%

(51,999)

(6,485)

(7,420)

WHITE

35.40%

22.57%

18.69%

(928,056)

(73,702)

(73,459)

9.08%

4.88%

9.54%

(237,903)

(15,931)

(37,511)

100%

100%

100%

(2,621,445)

(326,478)

(393,004)

UNKNOWN
TOTAL

Source: Modified from the Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills.
Board of Governors of the California Community Colleges, Academic Affairs Division of the System Office,
January 2008 found on pages 5-7.

What about gender?
The overall percentage of female students (54.8%) is greater than male students in our system as a
whole. This same pattern in credit and noncredit classes exists with just a slightly higher percentage of
females (57.33%). See the chart in Appendix 1 that displays state-wide data. Students with basic skills
needs are not typified by sex.
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How many are citizens?
The Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills (2008)
provides information about the citizenry of the students in basic skills. Approximately 55.3% are
citizens, 17.89% are non-citizens, 12. 34% are other, and 14.47% are of unknown citizenry. Appendix 1
shows detail about the number and percentage of citizen and non-citizen students enrolled in basic
skills and ESL credit and noncredit courses. It is important to note that the over-representation of
Hispanic/Latina/o students and of non-U.S. citizens in basic skills can be attributed to the inclusion of
ESL courses in the definition of “basic skills.” Students with basic skills needs cannot be typified by
citizenry.
How about age?
Finally, in terms of age, basic skills student represent the spectrum, with about one quarter in the
recently graduated high school age group and another large group represented by all those over 26
years of age. Overall, students 21 and younger represent 44.49% of the students with basic skills
needs, while 26 years of age and over are 40.57% of the students with basic skills needs. Appendix 1
indicates detail on specific age groups. Students with basic skills needs cannot be typified by age.

So, how well are we doing in addressing the needs of these diverse Students with
basic skills needs?
One way to determine how well our present strategies are working is to look at the success rate of
students enrolled in basic skills and ESL. basic skills student success data over the last six years have
not changed significantly. The table on the next page provides success rates reported by the California
Community College System Office for all ESL, English, mathematics, and all courses coded as basic
skills over the last six years. By success, we mean receiving a C or better or a pass in a course.
The success rate fluctuates slightly, but overall the classes show a success rate averaging
around 61.34% in the combined basic skills area.
In 2006-07, the highest success rate was in the area of ESL, slightly over 70.6%. And, though the
changes are small, the total success rate has gone down overall. Half a percentage point represents a
large number of students. Appendix 2 contains a summary of success in all basic skills, non-basic skills
and pre-collegiate courses by disciplines. However, the following table provides the trends in success
for the last six years in basic skills courses. Table 2 summarizes the success rates over the last five years
in the basic skills areas.
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Table 2
California Community Colleges Academic Year 2001-02 to 2006-07
Student Success Rates in Basic Skills and ESL
Academic Year

ESL Success
Rate

English Success
Rate

Math Success
Rate

Total Basic
Skills Success
Rate

01-02

68.7%

59.5%

53.7%

61.2%

02-03

69.8%

60.7%

56.2%

62.7%

03-04

69.8%

60.5%

55.1%

62.2%

04-05

69.7%

59.4%

53.7%

61.3%

05-06

69.9%

58.8%

52.5%

60.6%

06-07

70.6%

59.3%

52.2%

60.5%

Source: Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills. Board of Governors of
the California Community Colleges, Academic Affairs Division of the System Office, January 2008. p. 35.

Let’s look at that number again. Only an average of 61.34 % of students with basic skills needs receive
a C or better in a course. Is that a success? There is great debate on the issue. What do you think?
Record your thoughts in the box below:

What if you discovered that when you looked at these success rates certain groups of students were
failing at higher rates? Data for populations suggest that we need to alter our strategies to help some
students in different ways. These data do not suggest that we “lower the standards so more can
succeed.” However, we know that different learning styles test differently. To help our students
succeed, to improve the health in California’s economy, we must look at these success rates and adapt
different teaching methods.
Successful Completion Rates
Another way to look at success is to determine how many students who started in basic skills in a
specified year (called a cohort) successfully completed specific outcomes years later. If we define those
outcomes as completion of a degree, a certificate or transferring we get a picture of their success over
time. Let’s look at students who were enrolled in basic skills classes in 2001-2002 and track their
successful outcomes for five years.
8
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Table 3 shows these cumulative outcomes by ethnicity. It is evident that ethnic groups achieve these
outcomes at different rates. For example, 43.1% of Filipino students who originally began in basic
skills eventually earned a degree, certificate or transferred, while only 20.17% of Latina/os did. Truly
examining these differences can help us to meet the differing needs of our diverse students.
And it’s imperative that we do so. Satisfaction with the successful outcomes of some students, without
looking at those who are not succeeding, has the potential to disenfranchise populations that require
different types of support and opportunities. Our legislated mandate and the best practices required in
accreditation all speak to meeting the needs of all our diverse populations while maintaining high
standards.

Table 3
Student Progress to AA/AS Degree, Vocational Education Certificate, or
Transfer to A Four-Year College or University,
Fiscal Year 2001-02 to Fiscal Year 2006-07
Enrolled in
Basic Skills

Ethnicity

AFRICANAMERICAN
ASIAN
FILIPINO
HISPANIC
NATIVE
AMERICAN
OTHER,
NONWHITE
PACIFIC
ISLANDER
WHITE
UNKNOWN

2001-02

% of total
originally
enrolled in
Basic Skills

% of total
originally
enrolled in
Basic Skills in
2001-2002 that
earned an
AA/AS by
2006-2007

% of total
originally
enrolled in
Basic Skills
in 2001-2002
that earned a
vocational
certificate by
2006-2007

% of total
originally
enrolled in
Basic Skills in
2001-2002 that
transfer to a
four year
college by
2006-2007

% of total
originally
enrolled
achieving any
of these
outcome

60,673

7.75%

12.90%

3.56%

13.37%

29.82%

114,296
21,698
311,148

14.61%
2.77%
39.76%

13.68%
18.30%
9.26%

3.64%
4.88%
2.40%

20.10%
4.02%
24.59%

36.27%
43.12%
20.17%

6,010

0.77%

13.89%

3.68%

0.71%

30.28%

14,158

1.81%

14.37%

2.97%

2.68%

37.72%

4,255

0.54%

14.52%

3.20%

0.75%

36.59%

194,440
55,847

24.85%
7.14%

16.25%
7.94%

3.72%
1.69%

34.40%
5.23%

39.03%
19.73%

12.24%

3.04%

5.23%

29.04%

782,525

Original data source: Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills. Board of
Governors of the California Community Colleges, Academic Affairs Division of the System Office, January 2008. p. 2. All
of the students were enrolled in at least one basic skills course in 01-02. The transfer students earned at least 12
transferable units at a community college.
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Appendix 2 shows a detailed list of success for course completion by discipline (TOP—Taxonomy of
Programs—Code) for students assessed with basic skills needs compared to students assessed at
college level. This table has a lot of variability; one biology course may have a prerequisite of college
level reading while another may not, ultimately affecting the outcome. As we stated in the beginning of
this chapter, most of our classes, regardless of discipline probably contain a number of students with
basic skills needs trying to be successful in college-level courses without all the necessary skills.
What do you think about these different rates? Are there things we can do to support the students’
success in completing these benchmarks? Of course, we all know that there are complex factors that
contribute to a student’s success, many outside of school and far beyond our control, but each of these
attainments relates directly to the future earning power of these students and the health of California.
Take a moment to write down your ideas in the box below. Picture the students that you know.
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Why MUST we improve these numbers?
One factor that may influence our success rates has to do with the dynamic effect of demographic and
population changes. In California, the largest growing population of students with basic skills needs are
Latina/os, in both community colleges and K-12. If we follow this population of students from high
school through college, we find some shocking and very important statistics to consider if we are going
to improve student success and our California economic health. In a publication by the Hispanic
Dropout Project (1998) we begin to discover the magnitude of this problem.
Nearly one in five of our nation’s Hispanics, between the ages of 16-24 who ever enrolled in a
United States school left school without either a high school diploma or an alternative
certificate such as a GED (General Educational Development), according to the most recently
available data from the United States Census Bureau. If we consider all of our nation’s
Hispanics, including immigrants who never enrolled in U.S. schools, the Hispanic dropout rate
reaches a staggering 30%. While accounting for just 56% of all U.S. immigrants, Hispanics
account for nearly 90% of all immigrant dropouts.
While the dropout rate for other school-aged populations has declined, more or less steadily,
over the last 25 years, the overall Hispanic dropout rate started higher and has remained
between 30 and 35% during the same time period. As a result, today’s dropout rate for
Hispanics is 2.5 times the rates for African Americans and 3.5 times the rate for white nonHispanics. (Secada, 1998, p.5)
First our strategies must focus on retaining Hispanic students. Even after variables such as economic
status, social backgrounds, immigration status and language proficiency are controlled or equalized, the
studies show that Hispanic students are more likely to drop out of education. This lack of education
condemns Hispanics and their families to a lifetime of poverty and effectively prevents them from
participation in our democracy. Data from the United States Census Bureau and research from the
Hispanic Dropout Project make it clear that without adequate education, “the country’s soon-to-be
largest minority group will be underprepared for employment, for making personal choices, and for
engagement in civic life as is required for this democracy to grow and adapt as the founders intended it
to” (Secada, p.7).

Secondly, our strategies must focus on helping these students to succeed in acquiring the basic skills
necessary for high education. These responsibilities will fall heavily upon the California Community
Colleges and particularly in the noncredit and basic skills courses. Lastly, we must create pathways to
help students navigate the system, identifying educational goals, acquiring the necessary skills and
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completing courses of study, whether it is a GED, Career Technical certificate or degree, or transfer to
four year schools.
Yet another vital factor is the data about those students that are retained. The following information
and graphs visualize the reality of the student success. As you examine this information, continue to
ask yourself if these data are acceptable and what the continued trend will produce in our society.
Latina/o Students’ Share of California Enrollments

From Martha A. Rivas, Jeanette Peréz, Crystal R. Alvarez, and Daniel G. Solorzano, An Examination of
Latina/o Transfer Students in California’s Postsecondary Institutions, CSRC Latina/o Policy and Issues Brief No. 16
(Los Angeles: UCLA Chicano Studies Research Center Press, 2007). Reproduced with permission.

If we examine the success of Latina/o students, we see an interesting impact on community college
student demographics. In their study of the importance of the transfer process for Latina/o
community college students, Martha A. Rivas, Jeanette Peréz, Crystal R. Alvarez, and Daniel G.
Solorzano report that 75% of college-going Latina/o students will go to a community college (see
figure 2). (Rivas, Peréz, Alvarez& Solorzano, 2007)
But here is the shocking news. Figure 2 reveals that of the 75 at community colleges, only about 7 on
average will transfer — 6 to California State University and 1 to a University of California campus (see
figure on next page).

12

Chapter 1

In Table 3 we learned that Hispanic students represent the largest number of basic skills student
(39.76%), yet they have lowest success rate (20.17%) If we simply continue to do what we have always
done, our success rates will decline. We must address our lack of success! And we must address it as it
applies to our fastest growing population of students in order to ensure a healthy California.

From Martha A. Rivas, Jeanette Peréz, Crystal R. Alvarez, and Daniel G. Solorzano, An Examination of Latina/o
Transfer Students in California’s Postsecondary Institutions, CSRC Latina/o Policy and Issues Brief No. 16 (Los Angeles:
UCLA Chicano Studies Research Center Press, 2007). Reproduced with permission.

A community college professor remarked, “As a Hispanic female, I’m very aware of where my
classmates are. I was the only female who finished college out of my small graduating class. When I
look at the statistics, I see that Latina/os work the most and get paid the least. At the very bottom are
females. These things get to me. In the decade since the U.S. Secretary of Education declared an
emergency in Latina/o education, there hasn’t been any improvement.”
The Board of Governors of the California Community College System agrees that improvement is
needed. After looking at these success rates, they have concluded that, “While many colleges offer
quality programs in ESL and basic skills, there is a need to enhance these programs in order to increase
student success in the ESL and basic skills courses, which do serve as the pathway to program and
degree completion, transfer, and entrance in the workforce for a large number of entering students…A
number of strategies might be considered as colleges take steps to improve ESL and basic skills”
(Board of Governors, 2008, p. 33).
It is important to visualize what these numbers really mean. Look in the Appendix 3 of this chapter for
a simple interactive visualization of these numbers.
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What happens if we don’t meet these needs?
Before we go on to Chapter 2: An Overview, which asks you to look at the statistics and equity plans
for your individual college and the later chapters which detail effective strategies for working with
students with basic skills needs, let’s take a moment to imagine what California might look like if we
don’t meet the needs of these students.
“In the early part of the twentieth century, education focused on the acquisition of literacy
skills: simple reading, writing, and calculating. It was not the general rule for educational
systems to train people to think and read critically, to express themselves clearly and
persuasively, to solve complex problems in science and mathematics. Now, at the end of the
century, these aspects of high literacy are required of almost everyone in order to successfully
negotiate the complexities of contemporary life. The skill demands for work have increased
dramatically, as has the need for organizations and workers to change in response to
competitive workplace pressures. Thoughtful participation in the democratic process has also
become increasingly complicated as the locus of attention has shifted from local to national and
global concerns.” (Bransford et.al, 1999, p.4)
Students requiring attention to these basic skills now represent the majority of the students that we see
at our colleges. As you know, in our state, funding for noncredit and basic skills courses has always
been significantly lower than for credit courses. Some citizens and legislators believe that providing
funding for community college students who are under-prepared for college is like paying twice, the
perception being “that the state may be paying again for what it has already paid for in high school”
(ASCCC, 2000, p.4).
This concern about paying twice for these students falls far short of reality. Without the education,
California’s economic health will decline and we will see a widening gap and classification among our
citizens. According to America’s Perfect Storm (Kirsch, Braun, & Yamamoto, 2007, p.13), we have three
major storm fronts washing over California and the nation:
1. A burgeoning population that does not have basic skills in literacy and mathematics.
2. An economy that increasingly favors employment of workers with high technical skills.
3. A tsunami-sized demographic shift with the highest immigration rates in the last 100 years.
These factors are supported by data that show that a growing proportion of our population have low
literacy skills. In fact, America’s Perfect Storm provides data that establish that “half of America’s
population lack literacy skills needed for the 21st century” (Kirsch, Braun, & Yamamoto, 2007, p.14).
California needs more skilled workers to remain global economic leaders. Statistics show that the once
competitive global economy of California is falling behind competitors. The authors of America’s Perfect
Storm conclude that this is magnified by the large demographic shifts in ethnic populations, the low and
inadequate literacy and numeracy skills of many American youth and a declining rate of young people
earning degrees. The younger working Californians are less educated than the older working
Californians. This trend is significantly reversed in other states and countries. According to It Can
Happen: Unleashing the Potential of California’s Community Colleges to Help Students Succeed and California Thrive
(2008), in order to have a competitive California economy we need to produce 50% more graduates. In
other words for every two 2 students that graduate or earn a degree or certificate, we need to have 3
instead or for every 100 graduates just to keep up, we need 150. (Shulock, Moore, Offenstein, & Kirlin,
2008)
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California Community Colleges have an incredible potential to reverse this decline in California. The
community colleges educate the vast majority of post-secondary Latino/a students, the fastest growing
population in California. We educate the majority of nurses, fireman and policeman in California. And
we have the only system that actively targets retraining of adults. What we need to do better is address
the lack of basic skills in order to make that wide open door a door to the future instead of a door to
failure.
We know what do to help these students succeed, but we often fail to do what is necessary. Two
programs in California Community Colleges have shown evidence of enormous success in helping
students identified as “at risk” by various criteria. These programs are EOPS programs (Extended
Opportunity Programs and Services) and DSPS (State-wide Disabled Students Programs & Services).
The essential ingredients that facilitate success of EOPS and DSPS students can and should be
modeled for more students, particularly students with basic skills needs, if we are truly looking for
student success. However, these successful programs each benefit only a very small number of our
students (only 3-4% of the total California Community College students are served by each program)
as shown in Appendix 4. Because of these programs and the research cited in Basic Skills as a
Foundation for Student Success in California Community Colleges we know the best practices to
create an organizational and administrative focus on meeting basic needs (Center for Student Success,
2007). They are:
! Effective programs
! Adequate staff development
! Innovative instructional practices.
Is your head spinning from all these statistics and the prognosis of doom and gloom? We are in a dire
situation, there’s no doubt. But the Basic Skills Initiative provides us (Shulock, Moore, & Offenstein,
2008) with a wonderful opportunity to begin to turn all of this around. And it can be used to show the
legislators and citizens who don’t want to fund basic skills that they are mistaken.
Let’s go back to the student you pictured at the beginning of this chapter. Picture him once again at
graduation, receiving a degree. See her working in the field of her choice, earning a good living.
What does succeeding at college mean? The California Dropout Research Project published in August
of 2007 reported that California sustains $6.4 billion in total economic losses from each cohort of
120,000 20-year-olds who do not complete high school. An “average” high school graduate earns
$290,000 more over a lifetime than does a high school dropout, and pays $100,000 more in federal,
state, and local taxes. The project also found that high school graduation reduces crime: by 20% for
murder, rape, and other violent crimes, by 12 for drug-related offenses, and by 11% for property crime.
A high school graduate compared to a dropout is 68% less likely to be on any welfare program.
(Belfield & Levin, 2007) These latest statistics in the graph below show how education is a strong
predictor of both unemployment and weekly earnings nationwide.
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Education pays in higher earnings and lower unemployment rates.

[Chart data—TXT found at http://www.bls.gov/emp/edupay.txt Note: Data are 2007 annual averages for persons age 25
and over. Earnings are for full-time wage and salary workers. Bureau of Labor Statistics, Current Population Survey. BLS
has some data on the employment status of the civilian non institutional population 25 years and over by educational
attainment, sex, race, and Hispanic origin online. The Bureau of the Census also has some data on the educational
attainment online” (United States Bureau of Labor Statistics, 2007).

For specific wage information for California and our students please look at the data in Appendix 5.
These data from the Accountability Reporting for the Community Colleges (ARCC report) show that
attending community college and earning a degree or certificate has helped students increase their
earnings, approximating the California median income. We make a huge difference for many
Californians and their families, serving those that would otherwise be marginalized. The California
Community Colleges offer an open door to citizens and an opportunity to invest in the economic and
social health of California, like no other system of education. And now the challenge is that we have
large percentages of students with basic skills need which must be met before they can succeed. By
using this handbook, you can do something right now to improve student’s chances for success. We
have provided it so you can invest time and resources in exploring the effective practices it contains.
Once you’ve chosen a few effective practices to explore, we encourage you to develop a means to
assess them or use some of the assessment examples where they are included. This important step
provides the data to validate the efficacy of basic skills instruction. It’s time to roll up your sleeves and
get to work constructing a better building that can house our students’ academic dreams.
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Appendix 1
Demographic Information about Students with basic skills needs
A. Gender
California Community Colleges Academic Year 2006-07
Comparing All Courses with Credit and Noncredit Basic Skills/ESL Enrollment by Gender
GENDER

STATE-WIDE
% OF
BASIC SKILLS
% OF
UNDUPPLICATED ENROLLMENT
&ESL
ENROLLMENT
HEADCOUNT
STATE-WIDE ENROLLMENT
IN BASIC
ALL COURSES
SKILLS ESL
FEMALE
1,440,925
54.8%
412,487
57.33%
MALE
1,159,913
44.1%
296,468
41.21%
UNKNOWN
30,059
1.1%
10,527
1.46%
TOTAL
2,630,897
100%
719,482
100%
Source Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills. Board of Governors of the
California Community Colleges, Academic Affairs Division of the System Office, January 2008 combined with data from
the Data Mart retrieved March 1 and found at
http://misweb.cccco.edu/mis/onlinestat/studdemo_annual_college_rpt.cfm?RequestTimeout=1000

B. Citizenry
California Community Colleges Academic Year 2006-07
Enrollment in Credit and Noncredit Basic Skills and ESL by Citizenship
STATUS
U.S. CITIZENS
NON-U.S.
CITIZENS
OTHER
UNKNOWN
TOTAL

246,595

% OF
ENROLLMENT
75.53%

65,095
11,336
3,452
326,478

CREDIT

217,339

% OF
ENROLLMENT
55.30%

19.94%

70,291

17.89%

3.47%
1.06%
100%

48,478
56,896
393,004

12.34%
14.47%
100%

NONCREDIT

Source Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills. Board of Governors of the
California Community Colleges, Academic Affairs Division of the System Office, January 2008. p. 7

C. Age
California Community Colleges Academic Year 2006-07
Credit and Noncredit Basic Skills/ESL Enrollment by Age
AGE
< 18
18-19
20-21
22-23
24-25
OVER 26
UNKNOWN
TOTAL

BS-ESL ENROLLMENT
46,310
175,118
98,630
60,807
45,119
291,908
1,590
719,482

% OF ENROLLMENT
6.44%
24.34%
13.71%
8.45%
6.27%
40.57%
0.22%
100%

Source: Report on the System’s Current Programs in English as a Second Language (ESL) and Basic Skills. Board of Governors of the
California Community Colleges, Academic Affairs Division of the System Office, January 2008. p. 8
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Appendix 2
State-wide Student Success in Basic Skills and Non-Basic Skills Courses
The following data table is from the California Community College Chancellor’s Office
http://www.cccco.edu/SystemOffice/Divisions/TechResearchInfo/MIS/DataMartandReports/tabid
/282/Default.aspx. This table reports the student success of all discipline courses by basic skills versus
non-basic skills courses by TOP code allowing a comparison of success between basic skills and nonbasic skills
State-wide Success Rate Spring 2007 All Disciplines
Note: The State-wide figures represent 112 reported out of total of 117 reporting entities state-wide

Program Type

Basic Skills
Status

Total
Enrollments Succeeded

Success
Rate (%)

Agriculture and Natural
Resources (01)

Non-Basic-skills

26,514

20,649

77.88%

Architecture and Related
Technologies (02)
Biological Sciences (04)
Biological Sciences (04)

Non-Basic-skills
Basic Skills
Non-Basic-skills

8,159
364
127,661

5,908
317
83,659

72.41%
87.09%
65.53

Business and Management
(05)

Basic Skills

1,510

579

38.34%

Business and Management
(05)
Commercial Services (30)
Commercial Services (30)
Education (08)
Education (08)

Non-Basic-skills
Non-Basic-skills
Basic Skills
Basic Skills
Non-Basic-skills

232,185
14,145
1
1620
325,413

149,364
11,289
0
971
238,497

64.33%
79.81%
0
59.94%
73.29%

Engineering and Industrial
Technologies (09)

Basic Skills

165

85

51.52%

Engineering and Industrial
Technologies (09)

Non-Basic-skills

135,738

107,238

79.00%

Environmental Sciences
and Technologies (03)

Non-Basic-skills

5,888

4,324

73.44%

Family and Consumer
Sciences (13)

Basic Skills

52

32

61.54%

Family and Consumer
Sciences (13)
Fine and Applied Arts (10)
Fine and Applied Arts (10)
Foreign Language (11)
Foreign Language (11)

Non-Basic-skills
Basic Skills
Non-Basic-skills
Basic Skills
Non-Basic-skills

152,710
232
311,417
242
97,539

108,737
114
219,782
9
65,324

71.20%
49.14%
70.57%
45.00%
66.97%
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State-wide Success Rate Spring 2007 All Disciplines
Note: The State-wide figures represent 112 reported out of total of 117 reporting entities state-wide

Program Type
Health (12)
Health (12)
Humanities (Letters) (15)
Humanities (Letters) (15)
Information Technology
(07)
Information Technology
(07)

Basic Skills
Status
Basic Skills
Non-Basic-skills
Basic Skills
Non-Basic-skills

Success
Rate (%)
74.72%
83.07%
55.28%
65.33

159

115

72.33%

Non-Basic-skills

94,116

58,355

62.00%

Interdisciplinary Studies
(49)

Basic Skills

167,346

97,386

58.19%

Interdisciplinary Studies
(49)
Law (14)
Library Science (16)
Library Science (16)
Mathematics (17)
Mathematics (17)

Non-Basic-skills
Non-Basic-skills
Basic Skills
Non-Basic-skills
Basic Skills
Non-Basic-skills

129,738
10,358
21
6,087
37,166
264,573

87,586
7,492
18
3,854
17,690
140,180

67.51%
72.33%
85.71%
63.32%
47.60%
52.98%

Media and
Communications (06)
Military Studies (18)
Physical Sciences (19)
Physical Sciences (19)
Psychology (20)
Psychology (20)

Non-Basic-skills
Non-Basic-skills
Basic Skills
Non-Basic-skills
Basic Skills
Non-Basic-skills

54,404
116
47
134,047
8
136,278

37,852
67
27
89,865
8
86,197

69.58%
57.76%
57.45%
67.04%
100.00%
63.25%

Public and Protective
Services (21)

Basic Skills

785

777

98.98%

196,771
14
437,291
3,691,448
3,436,797
246,243

159,115
6
274,886
2,469,622
2,331,051
138,440

80.86%
42.86
62.86
66.9
67.83%
56.22%

Public and Protective
Services (21)
Social Sciences (22)
Social Sciences (22)
Grand Total
Total non-Basic Skills
Total Basic Skills

Basic Skills

Total
Enrollments Succeeded
633
473
117,841
97,885
35,878
19,833
417,808
272,946

Non-Basic-skills
Basic Skills
Non-Basic-skills

Representing the latest state-wide data for duplicated head count retrieved March 1, 2008.
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Appendix 3
The Stand Up Exercise – Visualizing our Student Success
By Joan Córdova

Typical First Year California Community College
Student Populations

Basic Skills
Non-Basic Skills

Question: How many students with basic skills needs are there?
Answer: Only 15% or fewer incoming students in the community college system
do not have Basic Skills needs.
This exercise is a good way to create a visual of the number of students with basic skills needs in the
community college system. It works best with large groups and has been used at the BSI Regional
trainings and August Teaching Institute. Based on information in Chapter 1 (pages 3-8) in the Basic
Skills handbook, it is best done in a large room with tiered seating so that everyone can see those who
are standing and those who are seated. The exercise requires a leader who is good with numbers,
someone who can quickly count and divide the total number of folks present into groups based on
percentages listed below. The numbers used in the exercise are for the entire community college
system. You may want to find out the specific percentages for your individual college to make this
exercise even more meaningful.
Preparation
Count the number of folks present in the room. Prepare to divide them into the groups listed in each
step below. Plan on asking those in front to sit first so that everyone else can see the entire group
more easily.
Step 1
To get an image of how few of the CCC students do not have basic skills needs, ask everybody in the
room to stand representing the entire CCC student body 2.6 million students. In a group of 100, each
individual standing represents 26,000 Community College Students.
Step 2
Ask 85% of the group to sit, using the front rows or those who are left standing for visibility. Explain
that these represent the only students who are ready for college work. (Of 100 people, this would be 15
people, leaving 80-85 others still sitting) Those sitting represent students with basic skills needs. In addition,
point out that in a group of 100, each individual sitting represents 26,000 students who will not meet
the demand for highly skilled workers for the workplace.
Chapter 1
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Step 3
Now have everyone stand again. Have those who do not have basic skills (the 15% who stood before,
to sit down.) Those standing, this is 80-85% of community college students all need attention
concerning basic skills. Ask the group if there is any moment on campus, any class, any interaction in
the cafeteria, bookstore or library where a student with basic skills needs is not involved.
Step 4
What happens to these basic skills students as they go through the system? Who will succeed in the
basic skills courses they take?
Of the people still standing, ask that 40% - 50% sit down. Explain that these represent the students
who will not pass the basic skills courses they enroll in (If you started with 100 people, you should ask 32-40
to sit, leaving 35 to 51 standing)
Remind the audience that each person who sits down represents the 26,000 students who do not
succeed. These students are under-prepared for employment, removing personal choices and closing
pathways. These are students who have low and/or inadequate literacy and numeracy skills.
Step 5
Of the students who succeed in a basic skills class, how many will go on to the next level?
Those who remain standing represent those who stayed enrolled in a basic skills course. Ask that 50%
of those still standing to sit down. (If you started with 100 people, of the 48-50 still standing have 50% sit down,
leaving only 24-25 standing)
Explain that those standing represent the only students who will be successful in the next level class.
This is called progression or basic skills improvement. If you started with 100 people, remind the
group that each person who just sat down represents 26,000 individuals whose lack of education
creates a lifetime of poverty, not only for them but for their children.
Step 6
How many of our CCC basic skills students will complete our CCC mission?
Point out that at this point only about 20% of the original group are still standing. Explain that this is
the good news. If you started with 100 people, each of the standing individuals also represent 26,000
students. Ask the group if this success rate is satisfactory.
Calculate the number of folks who need to sit down so that only 12% of the original number are still
standing. (If you started with 100 people, ask 12 -13 people to sit so that only 12 people are still standing).
The standing individuals represent the students who complete an AA/AS. Point out that this is one of
our success rates. This is the report the public and the legislature gets on our success at accomplishing
our mission in the Accountability Report of the Community Colleges (or ARCC) data.
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Step 7
Ask more people to sit so that only 5% of the original group are still standing (If you started with 100
people, ask 7 people to sit so 5 are still standing).
Point out that those still standing represent the number
of students with basic skills needs who transfer. Remind folks that again, this is one of our success
rates, reported to the public and the legislature in the ARCC data.
Step 8
Ask half of the remaining standing folks to sit. Point out that those still standing represent the 3%
of students with basic skills needs who complete a certificate. It may be interesting to the group that
more students get transfer than complete a certificate. Again, each person standing represents 26,000
students if you started with a group of 100. Ask the group to look at these folks. They represent
another success rate as reported to the public and the legislature in the ARCC data.
After the Exercise
There are many ways to take the exercise further. You may want to involve the audience in addressing
any of the following questions:
1. What are the numbers for our specific institution?
2. Are these success rates satisfactory?
3. What has been shown to improve them? (examples of specific programs and approaches that with
data to show that they work)
4. What can we do at our school to improve the success of students with basic skills needs?
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Appendix 4
Students in DSPS and EOPS
EOPS - Extended Opportunity Programs and Services
The last table represents the students identified and served by the EOPS, a very successful
program for a group of highly defined students at risk but represents only 3.8% of the students
in the 2007-2008 academic year.
State-wide
Extended Opportunity Programs and Services(EOPS)
For 2006-2007
EOPS Status

Headcount

EOPS and CARE participant

9,593

EOPS participant

92,675

Not an EOPS participant

2,528,629

Grand Total

2,630,897

Source: California Community Colleges MIS Datamart. Retrieved September 23, 2008, from
http://misweb.cccco.edu/mis/onlinestat/Programs_rpt.cfm?RequestTimeout=500

DSPS - State-wide Disabled Students Programs & Services

These data represent the students in the system for the Academic Year 2007-2007 that were identified
and served by DSPS. Notice that 3.37% of the overall students are served by the DSPS
State-wide Disabled Students Programs & Services(DSPS)
For 2006-2007
Primary Disability

Headcount

Acquired Brain Injury

4,414

Developmentally Delayed Learner

8,887

Hearing Impaired

3,501

Learning Disabled

21,071

Mobility Impaired

12,306

Not Disabled

2,542,252

Other Disability

23,521

Psychological Disability

11,982

Speech/Language Impaired
Visually Impaired

Grand Total

542
2,421

2,630,897

Source: California Community Colleges MIS Datamart. Retrieved September 23, 2008, from
http://misweb.cccco.edu/mis/onlinestat/Programs_rpt.cfm?RequestTimeout=500
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Appendix 5 – Accountability Report for California Community Colleges

Source: (California Community Colleges State Chancellor’s Office, 2008, p19)
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Chapter Two

Planning for Success and Developing a Culture of Inquiry
Effectively addressing basic skills will not work if your college simply directs its attention to the
latest pedagogical fad or scrambles to meet the minimum requirements of another new initiative.
The greatest problem with developmental education for many colleges is the lack of a coordinated,
focused, and systematic effort. A review of the literature on basic skills (Center for Student Success,
2007) makes it clear that truly improving student success throughout the entire institution requires
cooperation; budget resourcing and planning that genuinely arises from the college mission.
Programs with clearly specified goals and objectives driven by an overarching philosophy for basic
skills are the most effective (Center for Student Success, p. 14-16). In a similar effort, recent studies
regarding student learning outcomes and assessment have shown that college efforts are more
effective when coordinated and directed by a faculty member, such as a Student Learning Outcomes
(SLO) Coordinator (ASCCC, 2007). This creates a faculty driven effort, rather than something
imposed from the top down. It stands to reason that this would apply to basic skills as well. As a
result, many colleges have used basic skills funding to identify a basic skills coordinator that reaches
across student services and instruction to implement and prioritize college-wide basic skills success
strategies. You can read more about this in Chapter 18 of this handbook.
The State of Basic Skills Instruction in California Community Colleges related how Los Medanos College
conducted extensive research into effective approaches to basic skills instruction and concluded that
the college had to rethink its methodology, moving away from “identifying students as underprepared,” and suggested
“that it is the institution which is under-prepared to address the many individual needs of the
wide variety of students over the course of their entire college career. Such a comprehensive
approach essentially leads to a restructuring of the entire college to provide greater
integration of student services and instruction. And, it posits the entire curriculum as in need
of linkage with developmental courses.” (ASCCC, 2000, p. 16)
As an individual faculty member, student services provider or administrator, you might be saying,
“But what does this have to do with me? I’m only one individual. I don’t run the college.” But you
are an important member of the college community with direct experience serving students with
basic skills needs. Your input and perspective are badly needed as your school embarks on plans for
building a structure to serve students with basic skills needs and to help them achieve their academic
dreams. It is important to show the architectural plans for the entire structure so that you have an
overview of all that goes into the blueprints to construct a framework for success. Though you may
2
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be holding a hammer in your hand, concerned with the construction of your particular room or wing
of the building, it’s important to gain a sense of the whole. The entire college team must contribute
to and understand the general plans. The key is integration of the nuts and bolts, with all stake
holders working to erect the same structure. Creating a culture of inquiry, where the entire campus is
interested in answering questions about student learning and success and then making
improvements based on what is discovered is another key element of the blueprint. This is a
paradigm shift – all aimed toward building a better building to serve students with basic skills needs.
So what does that construction require and what can you do?

Let’s Start with a Short Quiz
1. What kind of data do individual colleges have that can help them improve basic skills success
rates?
a. Student Success Data at the California Community College Chancellor’s website, such as
the Accountability Report for Community Colleges (ARCC).
b. Student Equity data, at the California Community College Chancellor’s MIS datamart
website and in their local Student Equity Plans (SEP).
c. Data included in the previous three years’ Basic Skills Action Plans
d. Local institutional research data on course and program success, including data reported
for Extended Opportunity Programs and Services (EOPS) and Disabled Students
Programs and Services (DSPS).
e. All of the above.

2. How should a college examine this data to produce institutional change?
a. This data should be examined and used in faculty, staff and administrators evaluations.
b. The data should be restricted to the departments or programs that generated the data.
c. Faculty should refrain from examining the data with administrators in the same room.
d. Only the institutional researcher should analyze and distribute the data.
e. The college should assume a posture of institutional learning, using the data to examine
practices and improve areas that are mutually identified.

3. What are the characteristics of a college that is an organizational learner?
a. Maintains a scholarly approach to questions and problems, not personal.
b. Approaches campus challenges as learners, not experts.
c. Develops a culture of evidence-based decision making.
d. Makes connections across and throughout the college, recognizing and rewarding
learners.
e. All of the above.
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4. Closing the achievement gap for students with basic skills needs cited in Chapter 1 of this
handbook requires
a. Changing our curriculum.
b. Creating stricter entrance requirements for community colleges.
c. Developing a culture of inquiry with evidence-based analysis of appropriate
interventions.
d. Applying prerequisites to all courses.
e. Counseling and other matriculation services for all students.
5. In reality, can colleges use student equity data, ARCC data, and
institutional research to make improvements in their basic skills
education?
a. You can not use these data to improve basic skills
education.
b. Many colleges are presently using these data and at
different stages of providing evidence of improvement.
c. No college successfully used data to improve yet.
d. Some colleges are in the process of examining data to
provide evidence of improvement.
e. The only reason colleges even look at the data is because it
is part of the equity plan and ARCC data.
(*For answers to the quiz read on through the chapter and then check
out the key in Appendix 1)

Creating a Culture of Learning and Inquiry on Your
Campus

At first glance, the information, strategies and techniques presented in
this handbook and especially this chapter may seem daunting, but don’t
let that stop you from taking on the challenge of creating measurable
change in the lives of our students. And fear not! Managing information
overload is part of the learning process.
You are probably asking yourself many questions. How do I reach
students with basic skills needs? How do I make sure that I am
presenting the course material in a manner that meets the varied and culturally diverse needs of our
students? How do I know whether the students are learning? How do I change to become a better
instructor? These are all valid questions and are good to pose at the beginning stages of
implementing the Basic Skills Initiative (BSI) planning at your particular college in response to the
needs of your student population and your unique campus culture.
Over the past decade, the way in which community colleges examine and measure student success
has shifted dramatically. Specifically, the focus has moved away from examining methods of
“teaching” and towards exploring the process of student “learning”.
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Powered in part by the changes in the Accrediting Commission for Community and Junior Colleges
(ACCJC) Accreditation Standards that now make the identification and assessment of student
learning outcomes a priority, California community colleges are taking measurable steps to establish
learning outcomes at the course, program and general education levels. Moreover, we are developing
wide-ranging methods to assess learning and are examining the results and making changes to
improve further learning. We are “closing the loop” as they say. What are the student learning
outcomes for your basic skills program and courses? How are the outcomes leading you to improve
the course success and final outcomes of the basic skills program? If you need a little guidance on
student learning outcomes and assessment, take a look at Chapter 15. However, most of the
chapters in this handbook provide specific examples of SLO assessment that can be used in courses
and some also include examples of overall program SLO assessment.
The important aspect of the SLO assessment cycle is using the assessment data to learn and improve
the courses and programs. It places faculty, administrators and staff in a learning mind-set. But what
about a community college as a whole? Does a community college as a body “learn” or is it only the
individuals within the college who learn? And if a community college learns, what does the learning
look like and how do we convert this learning into change - change that positively impacts our
students? Can we affect change that can improve the basic skills success rates we saw in Chapter 1
of this handbook and address societal needs for an educated workforce?
These questions are all part of creating a “culture of inquiry,” a culture of asking questions. The
questions we ask are sometimes more important than the answers we reach.

Organizational Learning
Community colleges do learn, and as learners, the institutions gather information, take steps, make
mistakes, change their behaviors and start the process all over again. Experts in the field call the
process by which a college learns “organizational learning” (Kezar, 2005, Chapter 1). A learning
organization is a community that fosters a culture of learning for all its members and ensures that
the learning of the individuals within the group contributes to the learning of the institution as a
whole (Huber, 1991, p.88-115). Organizational learning takes place when the community college
begins to ask questions, gather evidence, examine the data and then uses this information to make
changes to improve its outcomes.
Researchers have found some critical features of learning organizations (Lieberman, 2005, pp. 8798). In particular, a college as an effective organizational learner:
!
!
!
!
!
!

Maintains a scholarly approach to the questions and problems that
the institution faces;
Approaches the campus problems as learners and not as experts;
Develops a culture of evidence that drives decision-making;
Links the organizational learning to the college’s mission;
Makes connections throughout the college and not just as
individual units (e. g. , faculty, administration); and
Recognizes and rewards the college’s efforts to become a
“learner.”
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Organizational learning at the college level is advanced at a campus when three conditions exist
(Bauman, 2005, pp. 23-56). First, colleges must be willing to gather new knowledge about an issue.
New knowledge about a problem generates new ideas and new possibilities for addressing the
problem. This handbook provides a variety of novel pedagogies and teaching methods and strategies
that can raise the awareness of how students with basic skills needs learn and develop. Keep an eye
out for additional statewide or regional BSI presentations and workshops to help raise awareness
and discuss the issues facing basic skills instruction.
Second, colleges must be willing to question and examine existing ways of doing things at the
campus. On-going campus practices, structures and norms are all fair game for re-evaluation. The
process of self-examination and self-questioning is not easy. It is more comfortable to do things as
they have always been done. However, when we stay in our comfort zones, we do not learn. Indeed,
this condition might be the hardest to meet when designing a culture of inquiry at your sites, but be
assured it is also very rewarding as it initiates productive professional dialogue that will motivate
everyone to do more.
Finally, colleges must be willing to create teams to share and disseminate the new knowledge that is
gained by asking questions, testing hypotheses and analyzing the results. The challenge of serving
students with basic skills needs is not a marathon event (although it may seem like it at times).
Tackling the problems that face students with basic skills needs is a team sport. We cannot do it
alone.

We Teach by Modeling
Fostering a love of learning is the principle job of the community
college. So, we should also challenge ourselves as individuals and as
institutions to continually learn and to use that learning to benefit
the public (Bauman, 2005, pp. 23-36). By doing so, we model for
our students and for the community at large what real learning looks
like. We must be unafraid to set outcomes, assess our progress and
analyze the results. When we are on target, we should strive to
further advance and share our successes with other colleges. When
we miss our mark, we should ask questions, change what we are
doing, try something new (based on an examination of the facts),
and then assess our progress again. When we change our behaviors,
create new ways of thinking or position ourselves to improve the
way we do our job, we learn.

Creating Inquiry Teams

Establishing effective leadership is critical to
creating a culture of inquiry on your campus. All too
often, this job falls squarely on the shoulders of the
institutional researcher to design the questions,
gather the evidence and analyze the data. Indeed,
many larger, well-staffed institutional research
offices can handle the augmented demand for data.
However, a growing number of community colleges,
particularly small and rural institutions lack the
6

Chapter 2

resources and personnel to make proactive, data-driven decisions to improve student learning or
conduct meaningful institutional self-assessment (Pacheco, 2008). However, institutional research
offices are managers of the knowledge that a college learns. The entire college is responsible to learn
with each unit and division playing a role in the final product.
Most importantly, good leadership is not hierarchical in
structure. Effective leaders have the courage and
commitment to value the college learning process (Milam,
2005, pp. 61-74). Effective leaders find the other leaders
on campus and put them to work. There is a fine line
between managers and leaders. Managers are based on job
descriptions and placement in the collegiate bureaucracy.
Leaders are found at all levels of the college.
Finally, leaders build teams to value the input of all of the
stakeholders regardless of their position at the institution.
Moreover, leaders engage the participants by modeling
learning within their own responsibilities at the college.
Colleges with effective learning leadership value mistakes
and make self-evaluation the end result of their inquiry, not
a means to reach an end. (Kezar, 2005, Chapter 4).

Organizational Learning and Equity
As noted in the first part of this chapter, closing the
achievement gap has been a particularly difficult
endeavor for community colleges. There still remains a
significant inequality in educational outcomes for
underrepresented groups. This problem is keenly felt at
the community college level as it remains the primary
pathway to postsecondary education for many
disadvantaged minorities and nontraditional learners.
Organizational learning can be a viable way that
community colleges can address the hurdles and
barriers that prevent equitable outcomes for all of our
students. (Bensimon, 2005, pp. 99-112) As learning
institutions, community colleges can ask the questions
and set the stage to take affirmative steps to close the
achievement gap. Preliminarily, colleges must uncover the unique social and cultural make-up of our
individual campuses. What works at one college may not necessarily work at other colleges. We must
constantly probe into the particular problems that our students face and re-examine the ways in
which we intervene on their behalf. Finally, we must examine the assumptions that we make about
students with basic skills needs, the expectations that we set and the attributions that we make for
the reasons why the outcomes exist. Basic skills faculty, counselors and administrators are change
agents who are closest to the problem and are best positioned to set into motion the changes that
can be made to close the gaps. Yet, this can only come, if we ask the questions at the outset.
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Organizational Learning and the BSI
In 2004, California enacted the Accountability
Reporting for Community Colleges (ARCC) to
establish accountability measures for district
performance (AB 1417, 2004). Under the law, the
Board of Governors of the California Community
Colleges is required to: 1) determine a set of
educational priorities; 2) create a workable framework
of accountability; and 3) identify relevant indicators to
measure performance (California Education Code
§84754. 5). The ARCC establishes two levels of
“performance” indicators; statewide and individual
college outcomes. The ARCC is a form of “valueadded” model of accountability which tries to monitor
progress of a college over time while establishing peer
groups to make comparisons among colleges fair.
While the state has identified six performance
indicators, two metrics are of particular interest to
faculty and administrators who are working with the
BSI: 1) the basic skills course completion rate and 2) the basic skills course improvement rate.
The basic skills course completion rate is the percentage of students who obtain a grade of A, B, C,
or CR in a pre-collegiate or other basic skills course (see the box below). The rates are calculated
annually based on data that is provided by the individual college’s MIS (Management Information
System) department and includes courses in all basic skills disciplines. This is often referred to as the
Basic Skills Success Rate and was discussed in some detail in Chapter 1 of this handbook. Accurate
coding to provide clean data to the Chancellor’s Office is critical.

Basic Skills Course Completion Rate

Source: Focus on Results: Accountability Reporting for the Community Colleges (2008, p.753)
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The basic skills course improvement rate, on the other hand, measures the subsequent success of
students in English and mathematics after taking and completing a pre-collegiate or other basic skills
course over a three-year period in the same discipline (CCCCO, 2008, p.754). In essence, the basic
skills improvement rate tracks the vertical movement of students through the basic skills curriculum.
It is important to note how the systems office has defined each of these indicators. These data are
reported annually to the California Legislature and to each local Board of Trustees.

Basic Skills Improvement Rate

Source: Focus on Results: Accountability Reporting for the Community Colleges (2008, p.754)
Researchers refer to this process as “operationalizing” the variables. The way we define the
indicators of success should drive our decisions to effect change. You may need to ask if these
ARCC variables are giving us the information we need. A good place to start when looking for data
that may define success better (or at least variables that may be closely linked to learning success
from a broader perspective) is page 102 of Basic Skills as a Foundation for Student Success in California
Community Colleges (Center for Student Success, 2007). You need not collect data on all the variables
included here, but it gives you a good brainstorming list.
Each year, your college’s ARCC results are published and presented in a report from the
Chancellor’s Office. The information is reported to the college and to the district Board of Trustees
as well. The information is available on the Chancellor’s Office website. Simply follow the links to
the ARCC Report (www.cccco.edu). Do not download the entire report; it is about 800 pages long.
Go to the next link and select your college report. Copies of your local college’s data should also be
available at your institutional research office. Discussion about the data should drive program review
and planning.
In order to facilitate the discussion, we have created a short list of important terms that may help
you understand these requirements and a sample case study that can be shared on your campus to
assist colleagues to explore institutional data. It is framed as a mystery in an effort to model and
entice them into the organizational learning paradigm.
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Summary of a Few Useful Definitions
Aggregated data – Data that are combined as a large group as an overall number
regardless of differences within the population. This is in contrast to
disaggregated data where data are examined based on different variables
such as ethnicity or day students versus night students or first-time
students versus continuing students.
ARCC data or the Accountability Reporting for the Community Colleges -The system-wide data reporting mandated by Assembly Bill 1417 and
made public by the Chancellor’s Office every year. These data look at
specific statistical outcomes for each of the 110 campuses, such as success
and retention, transfer rate, number of degrees and certificates, success in
basic skills and progression, etc.
Longitudinal data – These data are long-term data that track student outcomes
over time comparing semesters or years with succeeding semesters or
years.
Peer grouping – The Chancellor’s Office has created peer groups with similar
characteristics for each measurement at your college. The peer groupings
are listed in the ARCC appendix. The measurements include the average of
the peers, the minimum and maximum, and your college’s scores.
Progression – These data report what percent of students progress to the next
level, or take transfer level courses after they successfully complete basic
skills sequence courses.
Retention rate – Students are considered retained if they complete a course
without withdrawing, even if they fail the course or have an unsuccessful
outcome.
Success rate – A successful outcome of A, B, C, or Credit in a course.
Student Equity Plan (SEP) -- This report was required by the Chancellor’s
Office, in 1998 and again in January 2005. The Student Equity Plan
measures many indicators of student success, disaggregated by
race/ethnicity, gender and disability. The report also includes transfer
rates, certificates and degrees, and college staffing.
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We All Love a Mystery
Let’s be honest. We all love a good mystery. Our favorite detectives may differ, but we love how the
sleuth relentlessly pursues the solving of the crime. There are many dead ends, red herrings and
misdirections; however the detective never gives up until the crime is solved. It may be the logic of
Sherlock Holmes, the slyness of Ms. Marple, the coolness of Sam Spade, the idiosyncrasies of
Columbo, or the edginess of CSI: Miami, but we all love a good who dunnit.
The culture of inquiry is the culture of solving a mystery. It involves the gathering of evidence, the
examination of the details, and the putting together of all
the pieces. So, embrace the culture of inquiry. Do not
avoid it. Find others who share the same passion you
have for learning and build learning teams at your
colleges. Your endeavors will inspire others to connect
and begin inquiries of their own. In this way, your college
will “learn.” The mystery of how to engage, inspire and
stimulate our students with basic skills needs awaits you.
And the process of solving the mystery creates the team
necessary to construct a holistic framework for
improving basic skills success

Solve the Mystery – Basic Skills Case Study
As a way to initiate the learning process, please go to
Appendix 2 of this section that includes an activity
involving a wholly fictional California community college
by Bob Pacheco called Solve the Mystery – Basic Skills Case
Study on Developing a Culture of Inquiry. The scenario
provides the background information, equity data and
basic skills action plan of the college. The information is
manageable for a single on-campus professional development event. A copy of a PowerPoint
presentation that highlights the concept of a mystery and that you can adapt for your own needs is
located at http://www.cccbsi.org/bsi-regional-meeting-resources. Once the college members are
familiar with the process of inquiry by examining the fictional college, expose them to the actual data
and documents of your individual college at a subsequent session.
First the investigator needs define the problem and then get clues. Each institution has its own
unique sets of problems and considerations to investigate. And these mysteries lay at the heart of
solving our student’s difficulties with success and our community college system’s historically low
rate of success in basic skills. Remember, there is a lot at stake here, from our institutional success
and funding, to our students’ future, to the economic and social health of our state. On the next
page is a list of the first pieces of evidence you must collect and investigate at your college.
Discussions around this information will enable you to define, diagnose and move forward in your
efforts to help students succeed. But this evidence is only a start. It will stimulate more important
questions about learning and programs and services that only you, as discipline experts on the
ground with the students, can investigate and change.
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What About Your College’s Initial Evidence

Existing Data and Plans - A good place to start is by examining existing
college information:
Basic Skills Action Plan
Review your Basic Skills Action Plan submitted to the Chancellor’s Office
January 2008. The action plan template is in Appendix 3 and can be
downloaded at
http://www.cccco.edu/Portals/4/AA/Basic%20Skills%20&%20ESL/bs_forminstr
uctions_actionexpenditure_plan_200708.doc
ARCC Data – Accountability Report for the Community Colleges
Analyze college specific data about your college’s students with basic skills needs,
(such as success, retention and progression) in the Accountability Report for
Community Colleges (ARCC). See the ARCC appendix for a description of the
report. Data about your institution is available at
http://www.cccco.edu/SystemOffice/Divisions/TechResearchInfo/ResearchandPla
nning/ARCC/tabid/292/Default.aspx
Student Equity Plan (SEP)
Incorporate the campus student equity plan (SEP) by paying attention to particularly
successful strategies that work with diverse student populations. See the ACCJC
accreditation statement on diversity in the appendix of the ACCJC 2002 Standards.
Look
at
data
which
speak
to
the
success
disparities.
(http://www.accjc.org/pdf/ACCJC_NEW_STANDARDS.pdf)/

Other College-wide data on student success, retention, SLOs and
assessment:
Investigate course and program outcomes assessment strategies and results to assure
that they address students with basic skills needs. Remember, students with basic
skills needs represent 70% - 80% of our student body, so most assessment data will
include them. Colleges need to examine data carefully (i.e., disaggregating student
data by assessment scores) in order to adequately address basic skills student needs
and to help them to be successful.
Look at other institutional data on your college website such as grade distribution,
success rates, etc.
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Here’s a diagram of how the individual elements can come together to house true success for
students with basic skills needs. This chapter provides examples of this overlap and the appendix
includes sample of action plans from other colleges.

Figure 1: Important Components to Basic Skills Success

Basic
Skills
Initiative
Action
and
Planning
Success

Each element of the campus must unite and find areas that overlap in order to house true change
for students with basic skills needs. This does not mean that individuals using this handbook cannot
improve their own particular area of expertise, but eventually, the entire campus needs to work
together to create successful long range strategies and plans.

Chapter 2

13

Solving the Mystery: A Campus Organization that Centralizes and
Coordinates
As these plans are being developed, research shows that it will work best if the efforts
are centralized and highly coordinated by the faculty who are primarily responsible for
the student services, curriculum and program development (Center for Student
Success, 2007, pp. 14 -16). Because California community college faculty are endowed
with the responsibility for curriculum and programs in AB 1725 it is important that faculty members
are at the forefront in coordinating the many campus efforts, courses, services, and activities serving
underprepared students. This process can be done top down, from an administrative platform, but
only within certain campus cultures. In the best of both worlds, an administrator with financial and
organizational resources would work cooperatively with a faculty coordinator to create a centralized
and highly coordinated effort. We have identified this position as a Basic Skills Coordinator that
crosses instructional and student service areas, much like the Student Learning Outcomes
Coordinator mentioned in the introduction of this chapter. This Basic Skills Coordinator must
possess a vision beyond developmental education efforts, integrating strategies and educating faculty
in all disciplines and vocational courses and services. Chapter 18 of this handbook is devoted to the
latest research and findings on this coordinator position, but since the job has been found to be such
a vital component to effective basic skills strategies, we wanted to mention it here.
The investment that a college makes in hiring a good architect/coordinator and working together to
carefully draw up comprehensive building plans will pay off in the long run. The kinds of strategies
that promote success for students with basic skills needs have been shown to be effective with ALL
students. Since 70%-85% of all students enter our colleges with needs in at least one area of basic
skills and only 27% are enrolled in a credit or noncredit basic skills class, we know that these
students are taking courses throughout the institution. Applying basic skills effective practices
throughout the college will promote success for everyone. In other words, the basic skills effort, by
addressing developmental needs in English, reading, mathematics, ESL, study skills or learning skills,
benefits nearly all of the students on our California community colleges.

So who has successfully coordinated these efforts, the data, and a culture of
inquiry?

Do we have some gems of examples for you! Below are summaries of two colleges who integrated
the Student Equity Plan, Basic Skills Initiative and the Student Learning Outcomes Assessment
processes on their campuses. If you have some good examples please let us know by submitting
them to http://www.cccbsi.org/. The survey questions are found in Appendix 4. In addition,
Chapter 18 and 19 of this handbook include a summary of 103 Basic Skills Action plans and the
effective practices colleges have identified to fund with BSI monies. Many colleges have requested
sample Basic Skills action plans that they could review as models. After a review, the Chancellor’s
Office sent the action plan for Butte College. We have permission to include it as a sample in
Appendix 5 of this chapter. In addition, we have included Cerro Coso College’s Action Plan and
Student Equity Plan in Appendix 6 and samples of this integration at Skyline and Santa Monica
College below. Notice that each college approaches this differently because of its unique student
populations and college culture.
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Skyline College
As an outcome of the Skyline College's BSI self-assessment, a research agenda was created to help
coordinate and shape Basic Skills plans and activities. This Research Agenda incorporates and
responds to the Basic Skills research needs as well as Student Equity, First Year Experience and
SLOAC (Student Learning Outcomes Assessment Cycle). It is intended to provide baseline and
trend data that may be used for course, program and services planning and decision-making. One of
the primary pieces of research that has been conducted as part of the Research Agenda is a study of
the English, mathematics, and ESL Basic Skills gateway students and their subsequent enrollment
and success into a transfer-level course in the coordinating subject. The information from this
research has been used to identify intervention strategies (e. g., Basic Skills learning communities,
supplemental instruction and an Early Alert system). Please go to Appendix 6 and examine the
research agenda and data on persistence, success, mathematics and English ESL. Also take a look at
Skyline’s outstanding BSI website http://www. skylinecollege. edu/collegesuccess/
Information submitted by Karen Wong, SLOAC coordinator, and Cathy Hasson, Ed.D. Past
Director, Planning, Research & Institutional Effectiveness, Skyline College, 3300 College Drive, San
Bruno, CA, 94066-1698, (650)738-4454

Santa Monica College
Santa Monica College has established Student Success as a priority for the institution. Following
examination of student success data for the 2005 Student Equity Plans (SEP) that was disaggregated
by ethnicity, a transformation began. Through its curriculum, programs, and services, Santa Monica
College is actively involved in providing an educational environment in which each person can fully
develop to his or her potential. The initial Student Equity Plan report reviewed six student equity
indicators:
1.
Access
2.
Course Completion (Retention)
3.
ESL/Basic Skills Course Completion
4.
Degree/Certificate Completion
5.
Transfer Rate
6.
Equal Employment Opportunity
The Student Equity Committee reviewed relevant data to identify problem areas and developed
activities and strategies to address these barriers. As the Committee developed the Student Equity
Plan, members agreed that allowing flexibility for developing activities and measurable goals was
better left to be addressed by the entire college community for integration of diversity and equity
into everyday practices. Once the Student Equity Plan was completed, it was incorporated into the
goals of all departments, programs and services. Commitment to this goal grew out of serious
collegial analysis of student success data which serves as a baseline now for the Basic Skills Initiative.
After reviewing the data, the low success rates and educational outcomes of African-American and
Latina/o students proportional to their representation on campus stood out. These inequities
became the purpose behind establishing goals to have all students equally succeed in all
courses. Excerpts of that data and brief analysis are below. The Student Equity plan is available
online at http://www.smc.edu/research/Student%20Equity/St.%20Equity%20Final%20Report.doc. Please
continue to the next page to see how Santa Monica College (SMC) began to accumulate their clues.
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Basic Skills Student Success at Santa Monica College by Ethnicity

Conclusions: ESL/Basic Skills Course Completion: Success Rates
1992=62. 4%
1997=56. 5%
20002=55. 7%.

In a ten year period overall success rates have decreased by 6. 7%.
Gender: No significant difference in success rates by gender

Ethnicity: Latina/o student success is lower than the average and African-American student
success is significantly lower than average
Students w/Disabilities: No significant difference in success rates from average
Recommendation: Investigate factors that might have led to decrease in success rates and have
departments address ways in which student success can be improved. Departments were to develop
strategies to improve student success.
However, data from the vocational courses displayed a different pattern.
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Vocational Course Student Success at Santa Monica College by Ethnicity
Success Rates in Vocational Education Courses by All Student Populations 1992-2003

100
80
60
Percent
40
20
0

Asian

White

Latino

AfriAmer NatAmer

Filipino

Other

Unknown

1992-1993

71.92

68.23

65.14

60.63

65.63

54

73.08

60.63

1997-1998

70.37

67.94

61.54

53.88

60

64.97

58.33

63.92

2002-2003

86.36

77.7

74.14

69.09

61.67

69.29

78.23

73.19

Conclusions: Vocational Course Completion: Success Rates
1992=66. 8%
1997=64. 9%
2002=77. 3%.
In ten-year period, overall student success has improved by an average of 10. 5%.
Gender: No significant difference in success rates by gender but female success rates
slightly higher.
Ethnicity: Latina/o student success is slightly lower than average but for AfricanAmerican students is significantly lower than average
Students w/Disabilities: Significant difference in student success in 2002 of 69. 2%
compared to average of 77. 3%.
Recommendation: Investigate factors that may be influencing higher success rates in vocational
courses

Why did these success rates differ? What other questions does Santa Monica
need to ask? How will they incorporate this information into their Basic Skills
Action Plan?
Below is a sample Basic Skills Action Plan for ESL to address the issues identified using the BSI
funding at Santa Monica College. It is used with their permission.
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Appendix 1
Answers to the Quiz
Quiz answers are highlighted
1. What kind of data do individual colleges have that can help them improve basic skills success rates?
a.

b.
c.
d.
e.

Student Success Data at the California Community College Chancellor’s website; such as the
Accountability Report for community colleges (ARCC).
Student Equity data, at the California Community College Chancellor’s MIS datamart website
and in their local Student Equity Plans (SEP).
Data included in the previous three years’ Basic Skills Action Plans
Local institutional research data on course and program success, including data reported for
EOPS and DSPS.
All of the above. Correct answer

2. How should a college examine this data to produce institutional change?

a. This data should be examined and used in faculty, staff and administrators evaluations. NEVER
b. The data should be restricted to the departments or programs that generated the data.
POSSIBLY SOMEWHAT, but sharing data at levels that are not personal information is
important to institutional understanding
c. Faculty should refrain from examining the data with administrators in the same room. NO
d. Only the institutional researcher should analyze and distribute the data. NO
e. The college should assume a posture of institutional learning, using the data to examine practices
and improve areas that are mutually identified. Yes, it provides rich information to explore
3. What are the characteristics of a college that is an organizational learner?
a. Maintains a scholarly approach to questions and problems, not personal.
b. Approaches campus challenges as learners, not experts.
c. Develops a culture of evidence-based decision making.
d. Makes connections across and throughout the college, recognizing and rewarding learners.
e. All of the above.

4. Closing the achievement gap for students with basic skills needs cited in Chapter 1 requires
a.
b.
c.
d.
e.

Changing our curriculum.
Creating stricter entrance requirements for community colleges.
A culture of inquiry with evidence-based analysis of appropriate interventions.
Applying prerequisites to all courses.
Counseling and other matriculation services for all students.

5. Has college been able to use the student equity data, ARCC data, and institutional research to make

improvements in their basic skills education?
a. You cannot use these data to improve basic skills education.
b. Many colleges are presently using these data and at difference stages of providing evidence of
improvement. Just look at the data from Skyline and Santa Monica, these are only a few
c. No college has been successful yet.
d. Some colleges are in the process of examining data to provide evidence of improvement.
e. The only reason colleges even look at the data is because it is part of the equity plan and ARCC
data
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Appendix 2
Solve the Mystery – Basic Skills Case Study on Developing a Culture of Inquiry
Using the data from fictional college, Scenic Valley Community College Examine the data
from the ARCC report, Student Equity Plan, and other research and answer the following
questions. Then consider their Basic Skills Action plan and comment on strategies they
have identified.
What factors may result in a change in the performance indicators? What equity issues do
you notice in the area of basic skills? What institutional, student support, instructional or
other level changes could be implemented to improve student success
Executive Summary of
Scenic Valley Community College
Scenic Valley Community College (SVCC) i serves 6,500 students. SVCC was established
over 75 years ago by the citizens of Scenic County, California and provides higher education to its
500,000 residents. Due to the college's location, SVCC is for many the only affordable option for
postsecondary education in the region.
The school's motto is: "Where the Future is … for everyone.”
The college-wide institutional goals at SVCC were established by the Administration and
Board of Trustees in 2000 and are implemented through the college's Master Plan. Specifically, the
college outcomes identified under the current plan are: 1) Effective Communication; 2) Critical
Thinking; 3) Personal Development; and 4) Global Consciousness. To reach these college-wide
goals, course level student learning outcomes (SLOs) have been created for 75% of the courses, five
of the 100 programs have program level SLOs.
Under Accountability Reporting for Community Colleges (ARCC), SVCC found itself in the
lower third among peer group schools in two key areas:
1) Student progress and achievement rate, and
2) The student persistence rate;
3) Basic Skills Course Completion Rate: 62. 6%
4) Basic Skills Improvement Rate 47. 8%
The college was slightly below the peer group average in basic skills and vocational
completion and improvement rates. In light of the disappointing results on the ARCC, the SVCC
Board of Trustees directed the college president to institute a program to dramatically increase
student achievement for all.
As a result, the college task-force carried out extensive data collection and conducted an
environmental scan of the community. Some critical information:
1. Over one-half of the new students at SVCC enroll without a clear educational goal in
mind and unaware of the steps necessary to reach the goal (Source: Student Survey).
2. Sixty-one percent of SVCC students are the first in their family to attend college.
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3. Over fifty-two percent of the students at SVCC work at least 25 hours per week part-time
while going to school; 24% are fully-employed.
4. Forty-seven percent of the basic skills courses are taught by part-time faculty, 42% of all
courses are taught by adjuncts.
5. One third of the students are either in the military or dependents of service personnel.
6. Twenty-eight percent of the first time enrolled students do not have a high school
diploma.
7. Eighty-seven percent of the students receive BOG Waivers; 75 percent receive financial
aid.
8. Twelve percent of the students are in EOP&S.
9. The college has two learning communities on campus; both in CTE (Cosmetology and
Nursing).
10. Sixty-four percent of the faculty has tenure with the average length of teaching in the
profession of 8 years.
11. Orientation and assessment are mandatory, but due to recent difficulties in the
assessment process, students are allowed to self-place and challenge a basic skills placement
with high school transcript verification of course completion.
12. College staff development is conducted via flex day scheduling and mandatory faculty
best practices twice per semester.
13. The college implemented an exit survey for students who either formally drop the course
or simply stop attending class.
ARCC Data
Table 2 - Peer Group Results under the Accountability Reporting for Community Colleges
Indicator
SVCC
Peer Average Peer Low
Peer High
Student Progress and Achievement
Rate

37. 0%

46. 7%

32. 0%

54. 2%

Percent of Students Who Earned at
Least 30 Units

38. 0%

47. 1%

34. 0%

55. 1%

Persistence Rate

39. 6%

46. 4%

36. 1%

54. 1%

Annual Successful Course
Completion Rate for Credit
Vocational Courses

55. 5%

55. 0%

46. 0%

61. 0%

Annual Successful Course
Completion Rate for Credit Basic
Skills Courses

62. 6%

53. 8%

47. 0%

64. 7%

Improvement Rate for Credit Basic
Skills Courses

41. 9%

48. 2%

40. 1%

68. 4%
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Equity Plan and Data
Student equity is a critical goal of the college. The college mission statement itself the college states
“SVCC students are our focus and all staff members are committed to providing an educational
experience to our diverse community in an environment that fosters student learning and success.”
Two of the more specific committees on campus that focus on issues of student equity, diversity,
and access are the College Learning Task Force (CLTF) and the Matriculation Advisory Committee
(MAC). One of the overriding themes within the discussions and activities of the MAC is to ensure
our campus maintains equity and diversity while providing educational and support services to all of
our students and community. Each of these committees is comprised of a cross-section of the
constituency groups across campus with a Vice-President or Dean as Chair.
Table 1 - Ethnicity
SVCC
Community
Faculty

White
48. 1
38. 6
64. 9

Hispanic/Latino
32. 7
41. 7
20. 7

African-American
8. 4
11. 7
6. 4

Asian
7. 9
5. 0
6. 0

Other
2. 9
3. 0
2. 0

Table 3. Equity Break Down
Student Progress and Achievement Rate
White
Hispanic
African-American
M
F
M F
M
F
58% 71%
27% 35%
18% 28%

Asian
M
F
82% 91%

Other
M F
10% 8%

Percent of Students Who Earned at Least 30 Units Persistence Rate
White
Hispanic
African-American
Asian
Other
M
F
M F
M
F
M
F
M F
54% 70%
28% 34%
19% 32%
80% 81%
5% 7%
Annual Successful Course Completion Rate for Credit Vocational Courses
White
Hispanic
African-American
Asian
Other
M
F
M F
M
F
M F
M F
48% 81%
25% 55%
11% 38%
78% 85%
4% 8%
Annual Successful Course Completion Rate for Credit Basic Skills
White
Hispanic
African-American
Asian
Other
M
F
M
F
M
F
M
F
M
F
54% 61%
22% 31%
15% 27%
95% 96%
65% 8%
Courses Improvement Rate for Credit Basic Skills Courses
White
Hispanic
African-American
Asian
M
F
M F
M
F
M
F
48% 61% 20% 39%
22% 29%
81% 90%

Other
M F
9% 8%

***Data is a purely fictional and information has been created for educational purposes

24

Chapter 2

Chapter 2

Please state your college’s Long-Term Goals (5 yrs. ) for Section A (Organizational and Administrative Practices) and
develop a related Action Plan for the next year (1 yr. ) Include planned actions that require new funds and those that
will not rely on new funds; also, reference the related effective practice(s), identify targeted completion dates, and
identify persons responsible for each activity.

Long-Term Goals (5 yrs. ) for Section A:
To Become the prime resource for students in Scenic Valley to meet their educational goals. To raise
awareness and assure equity in educational outcomes. To develop our Basic Skills program and Career and
Technical Education (CTE) Programs.
Action Plan for Section A-D:
Academic Year 08-09____ (please specify year)

Sections A through D.

Section

Planned Action
Review of the mission, goals and objectives of
developmental education, with a projected
calendar starting date in this academic year.

Increase instructional and counseling faculty
meetings to address educational needs and
integrate support services for students enrolled
in developmental writing courses.
Send a faculty team to the statewide regional
events for BSI.

Improve academic support center program
design to include recommended software in
reading and to facilitate active learning, study
groups, and workshops.

District: Scenic Valley Community College
College: SVCC
Target Date for
Completion

Responsible Person(s)/
Department(s)

A. 2. 3 Developmental education mission,
philosophy, goals and objectives are reviewed and
updated on a regular basis.

November 30, 2008

Chief Executive Officer,
Chief Instructional
Officer, Chief Student
Services Officer

B. 3. 2 Counseling and instruction are integrated
into the developmental education program.

February 28, 2010

Chair of Counseling and
Matriculation
Departments,
Writing Program Chair

C. 2. 1 Developmental education faculty is
involved in the design, planning, and
implementation of staff development activities
related to developmental education.

March 30, 2010

Chief Instructional
Officer, Chair of Credit
and Noncredit ESL and
Basic Skills

D. 10. 7 An academic support center provides
diverse and active learning experiences such as
workshops, study groups, self-paced instruction via
video or software, and experiential learning.

May 30, 2010

Reading Program Chair,
Learning Center Director

Effective Practice and Strategy
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Using the worksheet below, list factors in the box relevant to the components identified in the circles that may influence the data above.
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Appendix 3
ACTION PLAN AND EXPENDITURE PLAN INFORMATION
Please find attached updated templates for the Action Plan and Expenditure Plan due at
the Chancellor’s Office on October 15, 2008. Based on college-wide discussions and
evaluation of 2007-08 Action Plans submitted to the Chancellor’s Office last May 1,
2008, each college must complete a 2008-09 Action Plan. On the Action Plan template
the college will need to provide several five-year long-term goals for ESL/basic skills.
The college will then specify 2008-09 planned actions and respective effective practices
that will be implemented to reach the long-term goals. The college should include
planned actions that require 2008-09 basic skills funds as well as those that are
supported by the general fund and activities that will not require additional funds.
The Action Plan that the college completes will drive completion of the Expenditure
Plan.
On page one (1) of the Expenditure Plan, the college must indicate the planned
expenditures per category A-G. The total amount must equal the college’s 2008-09
allocation. See attached proposed district/college allocation based on $31,500,000. A
separate template is provided for each of the categories (A through G). We ask that you
use the respective templates for your expenditure detail information. Categories
specified on the expenditure plan templates are those designated pursuant to Chapter
489 of the Statues of 2007-08 and as required by proposed 2008-09 State Budget
Senate Bill 1067 language.
College allocations were based on 2007-08 (July 15), “Annual” ESL/Basic Skills FTES
and, with the current emphasis on addressing the needs of recent high school
graduates, ESL/Basic Skills FTES generated by students 24 years old or younger, with
$100,000 minimum allocation per college. As, indicated above, if the total allocation
changes and the amount to be allocated to each college is revised, we will inform you
immediately. The minimum amount of $100,000 per college will remain the same.
CONTACT: If you have any questions or concerns regarding program expenditures,
please contact Juan G. Cruz at (916) 327-2987 or jcruz@cccco. edu
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ACTION PLAN TEMPLATE
Long-Term Goals (5 yrs. ) for ESL/Basic Skills
28

ESL/Basic Skills (Due on October 15, 2008)
Action Plan for 2008-09

D
Instructional
Practices

C
Faculty and
Staff
Development

B
Program
Components

A
Organizational/
Administrative
Practices

Section

Planned Action
Example:
Conduct institutional review of the mission,
goals and objectives for developmental education
and update as needed.

District:
College:
Effective Practice and Strategy
A. 2. 3 Developmental education mission,
philosophy, goals and objectives are reviewed and
updated on a regular basis.

Target Date for
Completion
November 30, 2008

Responsible Person(s)/
Department(s)
Chief Executive Officer,
Chief Instructional
Officer, Chief Student
Services Officer

Example:
Conduct instructional and counseling faculty
meetings to address educational needs and
integrate support services for students enrolled in
developmental writing courses.

B. 3. 2 Counseling and instruction are integrated
into the developmental education program.

February 28, 2009

Chair of Counseling and
Matriculation
Departments,
Writing Program Chair

Example:
Participate in statewide regional events
conducted through $1. 6 million grant and
arrange for follow-up workshops on campus.

C. 2. 1 Developmental education faculty is
involved in the design, planning, and
implementation of staff development activities
related to developmental education.

June 30, 2009

Chief Instructional
Officer, Chair of Credit
and Noncredit ESL and
Basic Skills

Example:
Improve and increase the effectiveness of the
academic support center by including
recommended software and other materials in
reading and facilitating active learning, study
groups, and workshops.

D. 10. 7 An academic support center provides
diverse and active learning experiences such as
workshops, study groups, self-paced instruction
via video or software, and experiential learning.

June 30, 2009

Reading Program Chair,
Learning Center
Director
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______________________________
Signature, Chief Executive Officer

___________
Date

________________________________
___________
Signature, Academic Senate President
Date

Section A – Organizational/Administrative Practices
Chapter 2

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date
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Section B – Program Components
30

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date
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Section C – Faculty and Staff Development
Chapter 2

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date
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Section D – Instructional Practices
32

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date
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EXPENDITURE PLAN TEMPLATE
Page 1 of 2 (A-G)
ESL/BASIC SKILLS EXPENDITURE PLAN
(Due on October 15, 2008)
District:
College:

CATEGORY
A. Program and Curriculum
Planning and Development
B. Student Assessment

C. Advisement and
Counseling Services
D. Supplemental Instruction
and Tutoring
E. Articulation
F. Instructional Materials
and Equipment
G. Other purpose directly
related to the enhancement of
basic skills, ESL instruction,
and related student programs.

TOTAL

____________________________
Signature, Chief Executive Officer
Date: __________

Chapter 2

2008-09 ESL/BASIC
SKILLS EXPENDITURES
OF ALLOCATION
$
$
$
$
$
$
$

$

_______________________________
Signature, Academic Senate President
Date: __________
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Page 2 (A-G)
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
For each of the expenditure “Categories” on page one (1) in which the college has included an amount for
planned expenditures, identify the specific item(s) under that category and indicate for the item(s) the
respective effective practice(s) from the 26 effective practices listed in the Basic Skills as a Foundation for
Student Success in California Community Colleges publication, or another effective practice(s) for which
student success has been documented.
Note: A template is provided for each expenditure category (pages 2A through 2G). The college
is not required to have planned expenditures in all categories; therefore, colleges do not need to
complete all of the forms that follow. Colleges may duplicate the page for any category (pages 2A
through 2G) if additional space is needed.

Example:
EXPENDITURE CATEGORY: A. Program and Curriculum Planning and Development.

EXPENDITURE ITEM(S)

EFFECTIVE PRACTICE(S)

Example:

A. 3 The developmental education program is
centralized or highly coordinated.

One new full-time faculty position in reading to provide
instruction and coordination of the developmental
education program with student services support.
Six additional developmental reading, writing and math
course sections.

Example:
Participation of 6 – 8 reading, writing, and math faculty in
state/national conferences and in professional
development activities conducted through the $1. 6 million
grant to enhance curriculum planning and development
efforts.

A. 6 Faculty who are both knowledgeable and
enthusiastic about developmental education are
recruited and hired to teach in the program.
A. 5 A comprehensive system of support services
exists and is characterized by a high degree of
integration among academic and student support
services.
C. 1. Administrators support and encourage
faculty development in basic skills, and the
improvement of teaching and learning is
connected to the institutional mission.

John Doe_______________

Jane Doe__________________

Signature, Chief Executive Officer
Date: __________

Signature, Academic Senate President
Date: __________
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Page 2A
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: A. Program and Curriculum Planning and Development.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________

Chapter 2

EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2B
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: B. Student Assessment.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2C
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: C. Advisement and Counseling Services.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________

Chapter 2

EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________

37

Page 2D
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: D. Supplemental Instruction and Tutoring

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2E
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: E. Articulation

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________

Chapter 2

EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2F
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditure in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: F. Instructional Materials and Equipment

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2G
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: G. Other Purposes directly related to the enhancement of basic skills,
ESL instruction, and related student programs.

EXPENDITURE ITEM(S)

EFFECTIVE PRACTICE(S)

______________________________
Signature, Chief Executive Officer
Date: __________

__________________________________
Signature, Academic Senate President
Date: __________

ACCOUNTABILITY

Chapter 2
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The $31,500,000 allocated pursuant to the above referenced legislation shall be
accounted for as restricted in the General Fund. This revenue shall be expended only
for those items defined herein. The allocated funds shall augment, and not supplant,
current expenditures by districts/colleges on basic skills, ESL and student services
programs. The revenue shall be recorded as Restricted State General Fund Revenue,
appropriated for Community College Districts. The expenditure of this money shall be
recorded in accordance with the California Community College's Budget and Accounting
Manual.
EXPENDITURE REPORTS
Each college will be required to provide a Mid-Year and an End-of-Year expenditure
report on forms developed by the System Office. Mid-Year reports are due on January
31, 2009 showing expenditures to date. The End-of-Year expenditure report will show
all expenditures in 2008-09 and the items purchased/funded that were specified in the
Expenditure Plan Detail Sheets. This report will be due on July 31, 2009.
CONTACT: If you have any questions or concerns regarding program expenditures,
please contact Juan G. Cruz at (916) 327-2987 or jcruz@cccco. edu
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Appendix 4

Basic Skills Strategy, Program or Staff Development Survey
We would like your assistance by completing this survey to create a searchable database of Basic
Skills program, strategies and projects. The quality of that searchability depends upon you identifying
key words that relate to your submission in the following questions. This survey should only take
you approximately 5 minutes to complete.
NOTE: This paper version is only a guide to you to assist in preparation before completing the online survey.
1)

Please provide your contact information.
Name:
College/Organization:
Address:
City/Town:
Zip/Postal Code:
Email Address:
Phone Number:

2)

Provide a snapshot description of the program, strategy or project (400 words or less)

3)

Which program, strategy or project? (select one)
Student Success Program (continue on to question 4)
Staff Development Program (skip to questions 9)

4)

Does your program, strategy or project try to better assist at risk students?
Yes (continue on to question 5)
No (skip to question 6)

5)

Select the at risk student populations you are to better assist. (Mark all that apply)
First time college goer
Single parents
Low socioeconomic status
Working students (students working more than 20 hours per week)
DSPS
EOPS
English as a second language speakers

6)

Does your program, strategy or project assist minority students?
Yes (continue on to question 6)
No (skip to question 7)
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7)

Select the minority student populations you are trying to better assist. Research has shown
that looking at these individual populations provide better information to create successful
strategies. (Mark all that apply)
African American
African – Recent Immigrants
Caribbean – Recent Immigrants
Hispanic/Latino
Hispanic/Latino - Generation 1. 5 (born in the United States)
Hispanic/Latino - Recent immigrants to the United States
Hispanic/Latino - Other
Asian Pacific Islander
Asian Pacific Islander - Filipino
Asian Pacific Islander - Polynesian
Asian
Eastern Asians (India, Thailand, Nepal, Vietnam, Cambodia, Laos, Thailand, etc. )
Eastern Asians - Generation 1. 5 (born in the US)
Eastern Asians - Recent immigrants to the US
Far Eastern Asians (Korea, Japan, China)
Far Eastern Asians - Generation 1. 5 (born in the US)
Far Eastern Asians - Recent immigrants to the US
Arab nations (Saudi Arabia, Persia, Iran, Iraq, Dubai, etc. )
Arab nations - Generation 1. 5 (born in the US)
Arab nations - Recent immigrants to the US
Native American
All of the above
Other (please specify)

8)

Does your student development program, strategy or project assist any of these other
populations? (Mark all that apply then skip to question 10)
Full student population
Students with basic skills needs (identified through assessment)
Other (please specify)

9)

Does your staff development program, strategy or project target any of these populations?
(Mark all that apply then continue on to question 10)
Full Time Faculty
Adjunct or Part-time Faculty
Library Faculty
Counseling Faculty
Other Student Services Faculty
Administrators
Staff
Tutors
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10)

Below is a list of the 26 Effective Practices, found "Basic Skills as a Foundation for Student
Success in California Community Colleges" (the Poppy Copy). Check the practices your
program, strategy or project addresses. (Mark all that apply)
A1 – Development education is a clearly stated institutional priority
A2 – A clearly articulated mission based on a shared, overarching philosophy drives
the developmental education program. Clearly specified goals and objectives are
established for developmental courses and programs.
A3 – The developmental education program is centralized or is highly coordinated.
A4 – Institutional policies facilitate student completion of necessary developmental
coursework as early as possible in the education sequence.
A5 – A comprehensive system of support services exists, and is characterized by a
high degree to integration among academic and student support services.
A6 – Faculty who are both knowledgeable and enthusiastic about developmental
education are recruited and hired to teach in the program.
A7 – Institutions manage faculty and student expec5tations regarding developmental
education.
B1 – Orientation, assessment, and placement are mandatory for all new students.
B2 – Regular program evaluations are conducted, results are disseminated widely,
and data are used to improve practice.
B3 – Counseling support provided is substantial, accessible, are integrated with
academic courses/programs.
B4 – Financial aid is disseminated to support developmental students. Mechanisms
exist to ensure that developmental students are aware of such opportunities, and
are provided with assistance to apply for and acquire financial aid.
C1 – Administrators support and encourage faculty development in basic skills, and
the improvement of teaching and learning is connected to the institutional
mission.
C2 – The faculty play a primary role in needs assessment, planning, and
implementation of staff development programs and activities in support of basic
skills programs.
C3 – Staff development programs are structured and appropriately supported to
sustain them as ongoing efforts related to institutional goals for the
improvement of teaching and learning.
C4 – Staff development opportunities are flexible, varied, and responsive to
developmental needs of individual faculty, diverse student populations, and
coordinated programs/services.
C5 – Faculty development is clearly connected to intrinsic and extrinsic faculty
reward structures.
D1 – Sound principles of learning theory are applied in the design and delivery of
courses in the developmental program.
D2 – Curricula and practices that have proven to be effective within specific
disciplines are employed.
D3 – The developmental education program addresses holistic development of all
aspects of the student. Attention is paid to the social and emotional
development of the students as well as to their cognitive growth.
D4 – Culturally Responsive Teaching theory and practices are applied to all aspects
of the developmental instructional programs and services.
D5 – A high degree of structure is provided in developmental education courses.
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D6 – Developmental education faculty employ a variety of instructional methods to
accommodate student diversity.
D7 – Programs align entry/exit skills among levels and link course content to
college-level performance requirements.
D8 – Developmental education faculty routinely share instructional strategies.
D9 – Faculty and advisors closely monitor student performance.
D10 – Programs provide comprehensive academic support mechanisms, including
the use of trained tutors.
11)

Do any of the Student Groups listed below describe target student groups in your program,
strategy or project. (Mark all that apply)
Non-credit
Credit
Vocational
Pre-collegiate basic skills (assessed as such by assessment testing)
Unassessed student populations

12)

Does your program, strategy or project address any of the following Curriculum issues?
(Mark all that apply)
Course alignment
Program alignment
Co-requisites
Pre-requisites
Standards

13)

Does your program, strategy or project address any of the following Assessment
Techniques? (Mark all that apply)
Student artifacts
Portfolio
Capstone
Performance assessment
Service learning
Internships
Standards
Criteria
Rubrics
Assessment software
Standardized testing
Product assessment
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14)

Does your program, strategy or project related to any of the following Pedagogical or
Androgogical techniques? (Mark all that apply)
Active learning
Evaluation techniques
Classroom assessment techniques
Learning labs
Tutoring
Study groups
Learning communities
Skills
Tutors

15)

Does your program, strategy or project address any of the following specific Discipline
areas? (Mark all that apply)
Mathematics
English
Writing
ESL
Career technical education
Other (a specific transfer discipline area – e. g. Biology)

16)

Does your program, strategy or project address any of the following Student Learning
Outcomes or Objectives? (Mark all that apply)
Retention
Transfer
Course success
Program success
Assessment techniques
Basic Skills improvement
Persistence
Institutional success
General Education outcomes (GE outcomes)

17)

Does your program, strategy or project address any of the following student services areas?
(Mark all that apply)
Counseling
Library
Financial aid
Admissions and records
Other (please specify)

18)

Does your program, strategy or project address or involve any of the following: (Mark all
that apply)
Student Learning Outcomes Coordinator
Basic Skills Coordinator
Program review
Sustainability
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19)

Level of Impact (check all that apply)
Course
Program
Institution
Learning lab (writing labs, tutoring labs, etc. )
General education program

20)

Assessment Evidence of Impact or Data for "proof" of increased success (check all that
apply)
Quantitative with numerical evidence of increased success
Qualitative indicating in a narrative or non-statistical format or an explanation of
experimental versus control or narrative data from interviews and focus groups

21)

Student participation (number served per year)

22)

Resource requirements (Mark all that apply)
Financial
Facilities
Staffing - Faculty
Staffing - Counselors
Staffing - Student Services
Staffing - Tutors
Supplies
Travel
Other (please specify)

23)

Length of program in existence

24)

Other information

25)

Provide the program URL/web site address
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Appendix 5
Sample Basic Skills Action Plan from Butte College for 2007-2008
*Note the format of the action plan has changed for the upcoming year 2008-2009

Butte College 2007-2008 Action Plan
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Appendix 6
Sample Basic Skills Action Plan and Student Equity Plan Summary from Cerro College
for 2007-2008
*Note the format of the action plan has changed for the upcoming year 2008-2009
Goal #1: Augment advising and learning support services to sufficient levels
The first goal of the 2008-2009 academic year is to get vitally important services in place in the areas of counseling
and learning support services. These services will permit the college to begin working toward implementing some of
the best practices discussed in the literature, practices that are currently occurring in neither a comprehensive or
coordinated way.
The first step is the hiring of an adjunct counselor who can lead the efforts of the department in the development
of basic skills best practices in student services. Currently, outside of the Special Services Program, all counseling
staff participate in the advising and counseling of and support for basic skills students without benefit of training
specific to meeting the needs of this population of students. But the literature is insistent that counseling
professionals who work with developmental students should be knowledgeable, experienced and motivated (A.6)
and specifically trained (B.3.3).
The additional faculty counselor would provide the needed human resources to help the director of counseling
develop best practices in the areas listed below and to work with counseling staff college-wide to implement these
practices in a thorough, uniform, and consistent manner:
! instruction in student success course(s) linked with selected basic skills courses (A.5.2, A.7.5)
! expanded pre-enrollment activities (B.1.4)
! preventative and proactive monitoring and advising processes (B.3.1)
! strategies for integrating counseling with instruction (B.3.2)
! training for counseling staff in the area of developmental education (B.3.3, C.2)
This person would also work with teaching faculty and other staff to design processes for
! early communications of expectations for student in terms of behaviors/performance (A.7.6)
! initiating early interventions with students to address non-academic obstacles (D.3.3, D.9)
! enhancing student motivation, engagement in learning, social integration, and identification with the college
environment (D.3.4, D.3.5)
! establishing a campus-wide climate for promoting active learning strategies (D.6.2)
The second step is the continued “making whole” of LACs college-wide, including the hiring of additional learning
support staff, particularly supplemental instructors and tutors. This carries on the initiative begun a year ago, to (1)
create uniformity and consistency in the LACs, (2) shore up tutoring services, the second level of best practices for
supporting developmental education, and (2) to engage supplemental instruction, the third level, (A.6). As for
supplemental instruction, in May 2008, faculty members from Math and Communications will attend an SI
conference at the University of Missouri at Kansas City, and they will bring back recommendations for
increasing our effectiveness in this area as we expand this service from two courses in Spring 2008 to five or
six courses in Fall 2008 to eight or nine courses in Spring 2009.
Completion Date: August 25, 2008
Responsible Party: Vice President, Academic Affairs, and Vice President, Student Services
Goal #2: Articulate an overarching institutional philosophy regarding fundamental components of a basic
skills program at Cerro Coso
Our current basic skills program reflects no overarching design. We currently operate within a home-grown
structure that has developed over many years to accommodate separate decisions at separate times by separate
managers and departments working toward no unified goal.
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This has resulted in a current organization that is decentralized but not highly coordinated. No dedicated
administrator or faculty member exists to direct the program as a whole. Organization-ally, it exists in
pieces—part residing in counseling, part in instruction, part within departments—with budget and staffing
decisions following those pieces. Different disciplines have traditionally approached basic skills differently,
the Communications department employing a basic skills expert for writing but a generalist for reading and
the Math department staffing their courses primarily with adjuncts supported by the occasional generalist. For
many years, LACs were not at any site except IWV, and even now there is very limited learning support for
online students. Different campuses run (or do not run) developmental courses in different patterns having
little to do with student demand.
What’s clear is that there is no across-the-board institutionally held philosophy about basic skills instruction at Cerro
Coso. And this must be our second objective, to determine and get consensus agreement on some of the large-scale
organizational and administrative components of our program, including mission, goals, and a definition of
“successful developmental education.” Doing so will provide a solid foundation for all that comes after and
will get instruction, advising, learning support services, and management all on the same page to permit a high
degree of coordination to follow.
Actions to be accomplished:
! Review the Basic Skills mission statement (A.2.1, A.2.2, A.2.3)
! Develop an institution-wide definition of “successful developmental education” (A.7)
! Establish a standing pedagogy subcommittee of BSI (A.3.4)
! Define roles/develop mission statements for
o Learning Assistance Centers (A.5.3)
o The Basic Skills Initiative Committee (A.3)
o Pedagogy subcommittee (A.3)
! Make decisions or recommendations regarding
o formal adoption of a centralized or decentralized model (A.3)
o the nature and scope of effective directorship (A.3)
o a “basic skills first” or “simultaneous enrollment” model for facilitating student completion of
coursework (A.4)
o minimum levels of learning support services at all sites (A.5)
o a set of faculty, staff, and student expectations of basic skills instruction (A.7)
Completion Date: October 30, 2008
Responsible Party: BSI Committee
Goal #3: Identify and recommend a set of best practices for basic skills instruction
One undeniable outcome of the literature about developmental education is that basic skills instruction can be made
more successful by following a set of best practices. While many of these effective practices are specific to
disciplines, there are enough basic pedagogical similarities that a general list can be set down to provide a
philosophy of practice for the program as a whole.
This must be our third objective, to begin identifying best practices in the instructional arena, both across and
within disciplines. In order to accomplish this goal, it is recommended that a pedagogical sub-committee of BSI be
created to make recommendations to the larger group as well as to departments about effective developmental
teaching methodologies and how the college might produce efficiencies in this area through interdepartmental
concurrence, collaboration, and resource sharing.
Such a list of best practices will by necessity flow from the philosophical decisions made in Goal #2 and will further
drive program components such as the activities and resources provided by the LACs and the design of short- and
long-term professional development activities, Goal #5. The list should therefore include recommendations
regarding
! enrollment caps (A.6)
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how counseling and instruction are integrated with academic courses/programs (B.3)
strategies for self-directed learning, problem-solving/critical thinking, and metacognitive development (D.1)
common effective strategies (such as required labs) across disciplines (D.2)
a clear, unambiguous, consistent strategy or set of strategies for addressing the social and emotional
development of students as well as their cognitive growth (D.3)
adoption of Culturally Responsive Teaching or other strategy or set of strategies for effectively engaging a
student’s ethnic, socioeconomic, or educational background (D.4)
a high degree of structure in classroom instruction (D.5)
a variety of instructional approaches used consciously and effectively (D.6)
formal processes for facilitating and promoting the exchange of effective instructional strategies among
faculty within developmental disciplines, across developmental disciplines, and between developmental
disciplines and the general education program at large. (D.8)
frequent testing, especially early in a semester (D.9)
mandatory use of Early Alert (D.9)
guidelines and processes for tutoring referral (D.10)
use of supplemental instruction (D.10)

The rights and responsibilities for delivery of course content belong to individual instructors and departments.
So this goal requires establishing an effective balance between curriculum and practice, prescribed strategies and
faculty “academic freedom,” and student need and faculty judgment.
Completion Date: December 2008
Responsible Party: BSI Pedagogy Sub-Committee Recommending to BSI
Goal #4: Develop a plan to implement an online basic skills program, Fall 2009
What began as a temporary experiment several years ago has made no advancement beyond its initial phase. Since
Spring 2004, the online basic skills program at Cerro Coso has been carried on without any overall plan or design.
This has resulted in an inconsistency of approach, a deficiency in effective learning support services, and an absence
of vitally important training for faculty and staff.
Currently, there is no clear philosophy of what or how much basic skills to offer students online. Writing courses
are offered to level 3 minimum proficiency, for example, while reading courses are offered to level 2 and math
courses to level 4. Each semester, reading offers no non-degree applicable basic skills courses online, math offers
two, and writing offers one although it had been up to three at one point. In any event, these numbers drastically
under-address the need.
Moreover, these courses have never been supported by effective learning support services or faculty training and
professional development opportunities. At one time, SMARTHINKING was an option for tutoring, but it went
away in a budget crunch; at other times, Breeze was used, but it was unwieldy and unsupported. Currently, tutoring
needs of online students are being addressed by CCCConfer, which is also unsupported, and the numbers are very
limited. No faculty training has taken place at any formal level, except what individual instructors have gotten on
their own initiative. In many cases, faculty are simply running online versions of their onsite classes, with little
change for or accommodation of the different learning strategies required for basic skills students. This has resulted
in success and retention numbers for online classes that are unacceptably low—on average 15% lower in English
40, for example, when compared to onsite English 40 classes during the six semesters prior to Fall 2007. The
numbers for math are similar.
The one bright spot in the online program is our college’s online advising services, which are available to online
students in the same range they are available to onsite students. Orientation, assessment, and placement take place
online, as do advising and academic monitoring.
So the fourth goal for 2008-2009 is for Cerro Coso to embrace an effective and comprehensive online basic skills
program. “Embrace” here means more than just agree to—it means develop a plan for. It is important that we avoid
another Interactive Television debacle by implementing a strategy that is driven by an overarching philosophy and by
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best practices of instruction, consistent within and across departments, sustainable semester after semester, supported by
a robust and accessible online LAC, and strengthened by ongoing professional development and training activities for
faculty and staff.
The fact is that without an effective online program, we continue to disenfranchise hundreds of underprepared
online students every year who require basic skills courses. We currently do not provide the courses at all, or not in
sufficient quantities, or not in any quality way based on sound learning theories systematically applied and
supported.
Completion Date: December 2008
Responsible Party: BSI Pedagogy Sub-Committee Recommending to BSI
Goal #5: Define and begin implementing short- and long-term professional development needs
There is no question that professional development is the greatest weakness of our basic skills program. While staff
development is a weak spot of the college overall, its virtual nonexistence in the basic skills area is particularly
hurtful since continual training and retraining is a key factor of every “best practices” program nationwide.
Of the four sections of the self-assessment document—organizational and administrative practices, program
components, staff development, and instructional practices—staff development scored highest in “Does Not
Occur” answers. Whereas the other sections rated between 35% and 50%, staff development rated over 80%. The
fact is that Cerro Coso has not had, and currently does not have, any provision for regular, ongoing professional
developmental activities for development staff or developmental faculty. It is not a part of our culture.
Recent administration has tried to address this problem. The focus on underprepared students as a college strategic
goal, the formation of the BSI committee, and the recent charge to complete the self-assessment are all serving to
move the program forward. And the presence of Basic Skills Initiative money from the state further provides the
resources to address this crucial area.
But professional development does not just happen. Even though a funding source now exists, staff development
must move forward in a carefully planned way that is linked to larger department, program, and institutional goals
(C.3). It is for this reason that this Goal #5 must follow Goals #2 and #3. Only by first articulating an overarching
philosophy of fundamental components of the basic skills program and by recommending a set of instructional best
practices can the BSI Committee readily move forward to plan professional development activities to support that
philosophy and those practices.
In addressing this outcome, the committee must design a process by which developmental faculty and staff can be
the prime movers of their own professional development needs (C.2). The activities should address both
educational theory and practice (C.2). They should promote interactions among instructors from different
disciplines and should include adjuncts (C.2). They should be comprehensive and ongoing, not “one-shot”
workshops (C.3). They should be linked to intrinsic as well as extrinsic rewards (C.4). And they should be regularly
evaluated by participants and data collected are used for continuous improvement (C.2).
Regarding this last point, the lack of a genuine research function here at Cerro Coso seriously hampers any attempt
to move forward in this area. While professional development activities can seem valuable to staff at the time, the
college must do more than guess whether they are ultimately valuable for students. In the cycle of faculty (1)
learning “what works” in their fields, (2) trying it out and gathering data, and (3) using the data to loop back to
make improvements, the research component plays a crucially important role.
Completion Date: May 2009
Responsible Party: BSI Committee
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Goal #6: Complete a basic skills program review
Currently, a program review for basic skills is not even on the map at Cerro Coso. Literally. It is not on any list of
programs at the college which are required to undergo a program review. The idea may have been that basic skills
courses would be looked at during the General Education Program Review, but given the already large scope of that
review, it seems unlikely that much time or attention could be paid to what are, essentially, the prerequisite skills:
minimum proficiencies in writing, reading, and math. But even these get at only a small portion of what constitutes
an entire basic skills program in its administrative, advising, and learning support functions.
So one of the first things the Basic Skills Initiative Committee must do upon returning to school in Fall 2008 is call
for a separate program review for basic skills and see it put on the schedule with a completion date of May 2009. It
must then be a high priority goal to get this review undertaken and completed on schedule.
This goal, however, comes with a caveat. There is no way to get it accomplished without a full-time research
function available. A researcher must help guide the data design necessary to generate all the information needed to
be used for future planning and continuous improvement (D.2).
Clearly, there is an inherent challenge in evaluating a decentralized program that covers many sites and cuts cross
many college entities. Additionally basic skills program depend on many activities that are not course-related SLO’s
but that have a bearing on success and deserve to be tracked: matriculation, advising, professional development,
tutoring, supplemental instruction, noncredit instruction, specific instructional strategies to address students’
cognitive growth, specific student support services to address students holistic growth, etc. The standard course
measures of success, retention, and course productivity on ODS are inadequate to get at these activities in any
meaningful way.
Surveys need to be designed. Statistics need to be gathered. Student Learning Outcomes need to be defined and
tracked, not just for course outcomes but for all of the support aspects of the program as well. A data plan must be
developed using multiple indices to track these outcomes. And finally a process must be created to ensure that the
results are soundly analyzed and reported so that they may be looped around to engender continuous improvement.
None of that is possible without an institutional researcher—or at least a committed research function—to help
advise and guide the committee.
The Basic Skills Initiative Committee is dedicated to the idea of making decisions based on solid research, not
anecdotal evidence. We’ve done enough of that over the years. With this information driving a comprehensive
program review, college stakeholders can have informed discussions about the efficacy of our program, especially in
respect to the challenges of our decentralized model among distributed campuses.
Completion Date: May 2009
Responsible Party: BSI Committee
Five-Year Goals:
#1: Data Collection. Data Collection. Data Collection. Data Collection. (Ongoing, with 100% of program
review data being systematically collected by Fall 2012)
It’s a no-brainer that if we hope to refine and improve services to students, we must gather meaningful data and use
it.
! Cerro Coso Strategic Goal #2: Improve service to under-prepared students and increase their success rates
! Cerro Coso Strategic Goal #4: Build upon our culture of accountability, responsibility, and civility amongst
all stakeholders
! KCCD Strategic Initiative #2: Respond more effectively to the needs of underprepared students
#2: Implement a comprehensive online basic skills program and establish a high degree of consistency in
the quality of learning and learning support services at all sites, including online. (Fall 2009 and ongoing).
This falls under the five-year plan goals since the program would not go into effect until Fall 2009. But there is also
a consolidation effort to consider. The college must seek to refine online basic skills into a quality program, as it
must do for all students at all sites. Given our distributed nature at Cerro Coso, uniformity and consistency must
become by-words for the program. This requires a working cycle of data collection and feedback.
! Cerro Coso Strategic Goal #2: Improve service to under-prepared students and increase their success rates
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!

KCCD Strategic Initiative #2: Respond more effectively to the needs of underprepared students

#3: Address Ongoing Professional Development Needs
Cerro Coso has serious ground to make up in this area. The 2008-2009 goal of identifying short- and long-term
professional development needs is only the first step. These professional development activities must be carried out
and evaluated—and give rise to new goals and new activities. An ongoing cycle must be created in which staff
development is driven by strategic goals/program philosophies and in turn drives a new iteration of goals and
philosophies. We will need continued training in integration of instruction and student services, teaching strategies
and methods of instructional delivery, instructional technologies, and effective strategies for helping students
successfully transition from high school.
! Cerro Coso Strategic Goal #2: Improve service to under-prepared students and increase their success rates
! Cerro Coso Strategic Goal #6: Recruit, retain, and develop employees who uphold the Cerro Coso culture
of excellence
! KCCD Strategic Initiative #2: Respond more effectively to the needs of underprepared students
! KCCD Strategic Initiative #6: Recruit and retain an effective work force
#4: Investigate a noncredit program integrated into the philosophy and objectives of the college’s
developmental program (No later than Fall 2010, as early as Fall 2009)
At many colleges, a noncredit program is used to buttress and support the credit program. At the very least,
noncredit courses are offered to address the needs of underprepared students. But noncredit is something we do at
Cerro Coso very sparingly. Once we get our developmental philosophies in place, we will be in position to research
and consider various models for enhancing and improving noncredit instruction. This does not mean that
departments should not plan for and/or deliver noncredit classes in the meantime--particularly if there are unmet
needs in their areas. But once the other dominoes have fallen in consolidating our credit program, the BSI
committee can consider advancing our noncredit offerings, up to recommending the creation of a separate
centralized, integrated noncredit program.
! Cerro Coso Strategic Goal #2: Improve service to under-prepared students and increase their success rates
! KCCD Strategic Initiative #2: Respond more effectively to the needs of underprepared students
#5: Begin offering noncredit courses online with the same rigor, effectiveness, and support as online credit
courses (No later than Fall 2011, as early as Fall 2010)
Once an effective online basic skills program is started, we can consider offering noncredit courses in the online
environment. Anecdotally, the demand for such courses is high. But given the support needs of underprepared
students, especially those toward which a noncredit program is pitched, a great deal of learning assistance must be
available. To support these noncredit students in a holistic manner, we must apply lessons from our implementation
of the online credit program. This goal may also benefit from the results of goal #4, investigating a noncredit
program, and any integrations, group efforts, and resource sharing that come out of that.
! Cerro Coso Strategic Goal #2: Improve service to under-prepared students and increase their success rates
! KCCD Strategic Initiative #2: Respond more effectively to the needs of underprepared students
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Cerro Coso Planning Matrix for Section A - Organizational and Administrative Practices
Please state your college’s Long-Term Goals (5 yrs.) for Section A (Organizational and Administrative Practices) and
develop a related Action Plan for the next year (1 yr.) Include planned actions that require new funds and those that will
not rely on new funds; also, reference the related effective practice(s), identify targeted completion dates, and identify
persons responsible for each activity.

Long-Term Goals (5 yrs.) for Section A:
1. Articulate an overarching institutional philosophy regarding fundamental components of a basic skills program at Cerro Coso
2. Augment advising and learning support services to minimum levels
3. Data Collection. Data Collection. Data Collection. Data Collection.
District: Kern Community College District
College: Cerro Coso Community College
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Target Date for
Completion
June 30, 2008

Responsible Person(s)/
Department(s)
Vice President, Student
Services
Director of Counseling

A.5.1 Course-related learning assistance exists

August 25, 2008

Lead Communications
Faculty
Lead Math Faculty
Vice President, Academic
Affairs

A.2.1 A detailed statement of the mission for
developmental education is clearly articulated
A.2.3 Developmental education mission,
philosophy, goals, and objectives are reviewed and
updated on a regular basis
A.7.1 A clearly defined and widely shared
definition of ‘successful developmental education’
exists.

October 30, 2008

Basic Skills Initiative
Committee

October 30, 2008

Basic Skills Initiative
Committee

Section

Planned Action
Identify a faculty counselor to be the lead faculty for basic
skills best practices in student services

Effective Practice and Strategy
A.6.1 Recruitment and hiring processes for
faculty/staff in basic skills programs emphasize
expertise and/or experience in developmental
education

Section A
Organizational/
Administrative Practices

Action Plan for Section A:
Academic Year 2008-2009

Increase supplemental instruction in basic writing and math
courses from two courses to five (Fall 2008) and nine
(Spring 2009), implement best practices based on attendance
at SI Workshop at UM-KC in May, and create a process for
advertising and scheduling SI sessions in advance for
advising purposes
Develop a basic skills mission statement and initiate a
process for annual institutional review of the mission, goals
and objectives of developmental education.
Develop an institution-wide definition of “successful
developmental education” and initiate a process for annual
institutional review of this definition.
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Create a pedagogical subcommittee of the larger Basic Skills
Initiative committee
Develop a mission statement for the Learning Assistance
Centers and a charge/mission for the Basic Skills Initiative
Committee and pedagogy subcommittee
Formally adopt a centralized or decentralized model

Recommend a structure for sustainable, ongoing
directorship

Formally adopt a “basic skills first” or “mainstreaming
model” for developmental education
Review minimum levels of course-related learning assistance
to be offered at all sites, including online, and initiate a
process for annual review of these minimum levels
Recommend a standard for minimum required training for
faculty teaching in the basic skills program
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Based upon the definition of “successful developmental
education,” develop a list of expectations for students, staff,
and faculty regarding student behavior/performance in
developmental courses and programs and initiate a
mechanism to communicate these expectations to students
in developmental courses and programs
Update course outlines of record for all basic skills courses
in reading, writing, math, counseling, personal development,
and interdisciplinary studies and with course content and
student learning outcomes shaped by definition of
“successful developmental education”

____________________________
Signature, Chief Executive Officer

A.3.4 Formal mechanisms exist to facilitate
communication/coordination between faculty and
staff in different developmental disciplines as well
as with student services
A.3.4 Formal mechanisms exist to facilitate
communication/coordination between faculty and
staff in different developmental disciplines as well
as with student services
A.3.1 A clear institutional decision exists
regarding the structure of developmental
education

October 30, 2008

Basic Skills Initiative
Committee

October 30, 2008

Basic Skills Initiative
Committee

October 30, 2008

Basic Skills Initiative
Committee

A.3.2 Based upon the institutional structure, a
dedicated administrator or lead faculty is/are
clearly identified and accorded responsibility for
college-wide coordination of basic skills
program(s).
A.4.2 Students are advised and encouraged to
enroll in college-level courses consistent with their
basic skills preparation.

October 30, 2008

Basic Skills Initiative
Committee

October 30, 2008

Basic Skills Initiative
Committee

A.5.1 Course-related learning assistance exists
A.5.3 A comprehensive learning assistance center
provides support to developmental education
students
A.6.2 Specific training in developmental education
instructional strategies is provided to faculty
teaching developmental education courses

October 30, 2008

Basic Skills Initiative
Committee

December 15, 2008

Pedagogy subcommittee
recommending to Basic Skills
Initiative Committee

A.7.4 Formal mechanisms exist to facilitate
accurate communication of institutional values
and expectations for developmental students
A.7.5 Faculty/Staff communicate clear
expectations for student behaviors/performance
in developmental courses and programs
A.7.1 A clearly defined and widely shared
definition of “successful developmental
education” exists

May 15, 2009

Basic Skills Initiative
Committee

May 15, 2009

Communications Department
Math Department
Counseling Department
Humanities Department
Social Sciences Department

__________
Date

________________________________
Signature, Academic Senate President

__________
Date
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Cerro Coso Planning Matrix for Section B - Program Components
Please state your college’s Long-Term Goals (5 yrs.) for Section B (Program Components) and develop a related Action
Plan for the next year (1 yr.) Include planned actions that require new funds and those that will not rely on new funds; also,
reference the related effective practice(s), identify targeted completion dates, and identify persons responsible for each
activity.

Long-Term Goals (5 yrs.) for Section B:
1. Augment advising and learning support services to minimum levels
2. Develop a plan to implement an online basic skills program, Fall 2009
3. Complete a basic skills program review
4. Data Collection. Data Collection. Data Collection. Data Collection.
5. Implement a comprehensive online basic skills program and establish a high degree of consistency in the quality of learning
and learning support services at all sites, including online.
6. Begin a noncredit program integrated into the philosophy and objectives of the college’s developmental program
7. Begin offering noncredit courses online with the same rigor, effectiveness, and support as online credit courses

Action Plan for Section B
Academic Year 2008-2009

Section B
Program
Components

Section

District: Kern Community College District
College: Cerro Coso Community College

Planned Action
Identify training needs for counseling staff in the area of
developmental education and conduct the first of an
ongoing series of trainings

Effective Practice and Strategy
B.3.3 Counseling staff are specifically trained to
address the academic, social, and emotional needs of
developmental education students

Design expanded pre-enrollment activities for
developmental education students both onsite and online
(pilot Fall 2009)

B.1.4 Expanded pre-enrollment activities exist for
students placed into developmental education
courses

Target Date for
Completion
February 28, 2009

Responsible Person(s)/
Department(s)
Lead Counseling Faculty

May 15, 2009

Lead Counseling Faculty
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Design proactive and preventative monitoring and advising
process specific to developmental education students both
onsite and online (pilot onsite Spring 2009, online Fall 2009)
Research/receive training in best practices regarding
integrating counseling and instruction both onsite and
online (pilot Fall 2009)
Complete a basic skills program review

Update course outlines of record for all basic skills courses
in reading, writing, math, counseling, personal development,
and interdisciplinary studies and with course content and
student learning outcomes shaped by definition of
“successful developmental education”
Identify non-course related student learning outcomes in the
developmental education program in the areas of advising,
counseling, and learning support services and create a data
plan to gather information on these outcomes.

____________________________
Signature, Chief Executive Officer

B.3.1 A proactive counseling/advising structure that
includes intensive monitoring and advising serves
students placed into developmental education
courses
B.3.2 Counseling and instruction are integrated into
the developmental education program

May 15, 2009

Lead Counseling Faculty

May 15, 2009

B.2.2 Formative program evaluation activities occur
on a regular basis
B.2.3 Summative program evaluation activities occur
on a regular basis
B.2.4 Multiple indices exist to evaluate the efficacy
of developmental education courses and programs
B.2.5 Data obtained from course/program
evaluation are disseminated and used for future
planning and continuous improvement
B.2.1 Developmental education course content and
entry/exit skills are regularly reviewed and revised as
needed

May 15, 2009

Lead Counseling Faculty
Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee
Basic Skills Initiative
Committee

B.2.4 Multiple indices exist to evaluate the efficacy
of developmental education courses and programs
B.2.5 Data obtained from course/program
evaluation are disseminated and used for future
planning and continuous improvement

May 15, 2009

__________
Date

May 15, 2009

________________________________
Signature, Academic Senate President

Communications
Department
Math Department
Counseling Department
Humanities Department
Social Sciences
Department
LAC Director
Director of Counseling

__________
Date

Cerro Coso Planning Matrix for Section C - Faculty and Staff Development
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Please state your college’s Long-Term Goals (5 yrs.) for Section C (Faculty and Staff Development) and develop a related
Action Plan for the next year (1 yr.) Include planned actions that require new funds and those that will not rely on new

Chapter 2

funds; also, reference the related effective practice(s), identify targeted completion dates, and identify persons responsible
for each activity.

Long-Term Goals (5 yrs.) for Section C:
1. Define and begin implementing short- and long-term professional development needs
2. Data Collection. Data Collection. Data Collection. Data Collection.
3. Address ongoing professional development needs

Action Plan for Section C
Academic Year 2008-2009

Section C
Faculty and Staff Development

Section

District: Kern Community College District
College: Cerro Coso Community College
Target Date for
Completion
December 15, 2008

Responsible Person(s)/
Department(s)
Basic Skills Initiative
Committee

C.3.1 Developmental education staff development
activities are clearly linked to department, program,
and/or institutional goals.

January 30, 2009

Basic Skills Initiative
Committee

C.3.2 Developmental education staff development
activities are not based around “one-shot”
workshops; rather, staff development activities are
comprehensive and ongoing
C.3.1 Developmental education staff development
activities are clearly linked to department, program,
and/or institutional goals.

February 28, 2009

Vice President, Academic
Affairs
Vice President, Student
Services
Basic Skills Initiative
Committee

C.2.4 The staff development program for
developmental educators is regularly evaluated by
participants, and data collected are used for
continuous improvement

May 15, 2009

Planned Action
Design a process by which developmental faculty and staff
can be the prime movers of their own professional
development needs

Effective Practice and Strategy
C.2.1 Developmental education faculty are involved
in the design, planning, and implementation of staff
development activities related to developmental
education

Identify and prioritize short-term professional development
needs in the areas of instruction, counseling, and learning
support services related to the mission, philosophies, and
goals of developmental education departments and
programs
Conduct the first of a series of comprehensive and ongoing
planned professional development opportunities
Identify and prioritize long-term professional development
needs in the areas of instruction, counseling, and learning
support services related to the mission, philosophies, and
goals of developmental education departments and
programs
Establish a process for regularly evaluating the staff
development program, collecting data, and looping the data
back to make improvements

May 15, 2009

Basic Skills Initiative
Committee
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____________________________
Signature, Chief Executive Officer

__________
Date

________________________________
Signature, Academic Senate President

__________
Date

Planning Matrix for Section D - Instructional Practices
Please state your college’s Long-Term Goals (5 yrs.) for Section D (Instructional Practices) and develop a related Action
Plan for the next year (1 yr.) Include planned actions that require new funds and those that will not rely on new funds; also,
reference the related effective practice(s), identify targeted completion dates, and identify persons responsible for each
activity.

Long-Term Goals (5 yrs.) for Section D:
1. Augment advising and learning support services to minimum levels
2. Identify and recommend a set of best practices for basic skills instruction
3. Develop a plan to implement an online basic skills program, Fall 2009
4. Data Collection. Data Collection. Data Collection. Data Collection.
5. Implement a comprehensive online basic skills program and establish a high degree of consistency in the quality of learning
and learning support services at all sites, including online.
6. Begin a noncredit program integrated into the philosophy and objectives of the college’s developmental program
7. Begin offering noncredit courses online with the same rigor, effectiveness, and support as online credit courses

Action Plan for Section D
Academic Year 2008-2009
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Section D
Instructional
Practices

Section

Planned Action
Increase supplemental instruction in basic writing and math
courses from two courses to five (Fall 2008) and nine
(Spring 2009), implement best practices based on attendance
at SI Workshop at UM-KC in May, and create a process for
advertising and scheduling SI sessions in advance for
advising purposes

District: Kern Community College District
College: Cerro Coso Community College

Effective Practice and Strategy
D.10.3 Various learning support services provide
active learning experiences

Target Date for
Completion
August 25, 2008

Responsible Person(s)/
Department(s)
Lead Communications
Faculty
Lead Mathematics
Faculty
Vice President, Academic
Affairs

Chapter 2

Determine an institutional philosophy regarding selfdirected learning in developmental courses, including those
online

D.1.1 Developmental education focuses on selfdirected learning, with students engaged in actively
assessing and monitoring their own motivation and
learning.

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

Determine an institutional philosophy regarding problem
solving/critical thinking in developmental courses, including
those online

D.1.2 Problem-solving and critical-thinking skills are
integrated into developmental education curriculum.

December 15, 2008

Determine an institutional philosophy regarding required
labs in developmental courses, including those online

D.2.1 Developmental courses/programs implement
effective curricula and practices for English
D.2.2 Developmental courses/programs implement
effective curricula and practices for mathematics
D.2.3 Developmental courses/programs implement
effective curricula for ESL
D.2.4 Developmental courses/programs implement
effective curricula for development of study skills
D.3.1 In classroom teaching/learning, attention is
paid to students’ attitudes and emotions
D.3.3 Timely interventions occur with students to
address emotional, social, or non-academic obstacles
that arise, and to prevent student attrition resulting
from such circumstances
D.3.4 Formal mechanisms in developmental courses
and programs enhance student motivation and
engagement to promote learning
D.4.1 Instructional content and pedagogy capitalize
on perspectives and life experiences of students
from diverse backgrounds
D.4.2 Developmental instruction communicates
high expectations, engages students in critical
dialogue regarding cultural conflicts, and establishes
compatible sociocultural contexts for group learning
D.4.3 Developmental instruction reflects cultural
sensitivity and culturally mediated instruction
D.5.3 Individual courses engage students in highly
structured learning experiences designed to
progressively build their skills and knowledge

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee
Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

Determine an institutional philosophy regarding strategies
for addressing the social and emotional development of
students in developmental courses, including those online

Determine an institutional philosophy regarding adoption of
Culturally Responsive Teaching or other strategy for
effectively engaging a student’s ethnic, socioeconomic, or
academic background in developmental courses, including
those online

Determine an institutional philosophy regarding a high
degree of structure in developmental courses, including
those online

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee
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Determine an institutional philosophy regarding a variety of
instructional approaches used consciously and effectively in
developmental courses, including those online

D.6.1 Instructors in developmental education
courses assess, employ, and incorporate a variety of
active learning strategies
D.6.2 Developmental education promotes
individualized student learning, focusing on learnercenteredness rather than teacher-centeredness
D.9.1 Mechanisms exist to frequently and
consistently provide course performance feedback
to students

December 15, 2008

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

December 15, 2008

Determine an institutional philosophy regarding
supplemental instruction in developmental courses,
including those online

D.10.3 Various learning support services provide
active learning experiences

December 15, 2008

Update course outlines of record for all basic skills courses
in reading, writing, math, counseling, personal development,
and interdisciplinary studies and with course content and
student learning outcomes shaped by definition of
“successful developmental education”

D.7.1 Developmental education course entry/exit
standards are regularly reviewed and revised as
needed

May 15, 2009

Create formal processes for facilitating and promoting the
exchange of effective instructional strategies among faculty
within developmental disciplines, across developmental
disciplines, and between developmental disciplines and the
general education program at large.

D.8.1 Formal process exist that facilitate and
promote the exchange of effective instructional
strategies among faculty across disciplines
D.8.2 Formal process exist that facilitate and
promote the exchange of effective instructional
strategies among faculty across disciplines
D.8.3 Formal processes exist that facilitate and
promote the exchange of effective instructional
strategies between faculty in general and
developmental education programs
D.10 A formal referral system exists between
academic and student support services

May 15, 2009

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee
Pedagogy subcommittee
recommending to the
Basic Skills Initiative
Committee
Communications
Department
Math Department
Counseling Department
Humanities Department
Social Sciences
Department
Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

Determine an institutional philosophy regarding frequent
and early feedback in developmental courses, including
those online

Revise guidelines and processes for formal tutor referral in
developmental courses, including those online
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____________________________
Signature, Chief Executive Officer

__________
Date

May 15, 2009

________________________________
Signature, Academic Senate President

Pedagogy subcommittee
recommending to Basic
Skills Initiative
Committee

__________
Date
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Cerro Coso College Student Equity Plan Summary 2005
In 2005 all California Community Colleges were required to submit updated Student Equity Plans first adopted by the Board of
Governors in 1992. The plans were created to ensure that each college reflects the ethnic diversity of the area it serves and outline
strategies to increase success rates for underserved populations.
The five categories are addressed are, Access, Course Completion, Basic Skills and ESL, Degree and Certificate Completion, and
Transfer. This summary only reflects information obtained from Objective #3 Basic Skills and ESL.
Objective #3 ESL and Basic Skills Completion measures the “ratio of the number of students by population group who complete a
degree-applicable course after having completed the final ESL or basic skills course to the number of those students who complete
such a final course.”
Data Provided
Ethnicity

Asian/Pacific
Filipino
African
Native
Hispanic
White
Islander
American
American
Basic Skills Course Completion Rates
57.69%
37.5%
43.9%
39.13%
56.74%
55.15%
These values represent the percentage of students in each ethnic group that successfully completed a Basic Skills English or Math
course.

Goals
Increase the percentage of students that succeed at the next course level
Identify why students do not proceed to the next level

Activities
A. Improve baseline data, reporting, collection, analysis (pilot study, computer programs,
tracking, etc.)
N. Conduct a needs assessment to determine if course offerings are adequate; ID barriers
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Reference Table of Identified Activities for All Colleges
A. Improve baseline data, reporting, collection, analysis
(pilot study, computer programs, tracking, etc.)
B. Training/advertising on college resources
C. Faculty to develop support mechanisms early in BS (early
alert systems)
D. Develop/enhance a follow up system ensuring next level
success
E. Broaden BS classes/workshops (Sat, evenings, Flex, size
etc.)
F. Increase/improve faculty & staff diversity
G. Intercultural underrepresented populations
communications training
H. Collaborate/enhance distance-learning opportunities
I. Develop/expand program to link other academic classes
J. Research course success strategies at home and in CA

N. Conduct a needs assessment to determine if course
offerings are adequate; ID barriers
O. Develop/revise additional curriculum
P. Enhance/advertise/change tutoring services,
availability, learning/language labs
Q. Add staff position to underrepresented student
program
R. Expand/enhance study groups
S. Establish/support student support services for
BS/ESL (mentoring, one on one, Learning
Communities, etc.)
T. Improve/create bilingual resources
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U. Target/identify specific underrepresented students
and provide them with counseling, intervention,
resources, etc.
V. Seek funding for BS/ESL specific activities
W. Increase/expand organizational capacity to address
BS/ESL student needs
X. Provide better link and communication to adjunct
faculty
Y. Create or enhance a college-wide support system for
academic improvement
Z. Provide office hours for part-time BS instructors

K. Develop/change/enhance orientation session and prep
L. Visit high schools/events to present info on College and
BS/ESL classes
M. Revise/expand/change assessment
process/application/procedure
AA. Create a speaker series, recruiting successful leaders from community
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Appendix 7
Skyline Basic Skills Research Agenda
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Skyline College Success by Ethnicity in Basic Skills Math
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Skyline College Success by Ethnicity in English\ESL
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Starting Points: Digging the Foundation
Where are you now?
Many of the people we know who work with basic skills students are incredibly hard-working and
passionate about building structures that serve this special population. Sometimes they are also
underappreciated by their college community, who is bewildered by the increasing numbers of basic
skills students in their classes or programs and want to know why basic skills courses, programs and
the people who staff them haven’t “fixed” the problem. In addition to laboring under this burden,
data show that many basic skills faculty are adjuncts. According to research listed in Basic Skills as a
Foundation for Student Success in California Community Colleges , 67% of the faculty teaching basic skills
nationwide are part time (Center for Student Success, 2007, p. 21).
The dedicated adjuncts in California often fly down the freeway to teach at more than one school,
doing excellent work with their students but without the time to participate in college governance
and departmental discussions about basic skills teaching and assessment. Finally, as in all academic
endeavors, the faculty, student service providers and administrators working with basic skills
students approach the work with a plethora of methods and attitudes.
Most of the methods used to meet the needs of basic skills students embrace the fact that teaching
students today requires more than just content preparation. This is a secret that faculty unfamiliar
with basic skills students may not know. “Based on their preparation, college and university faculty
may believe they can communicate the information in their subject fields because they have acquired
extensive knowledge about the content.” (Travis, 1995, p. 3) However, it is clear that content
mastery by faculty, as extensive and important as that may be, does not translate into functional
student services or teaching effectiveness. Just as a thorough knowledge of the building plan in any
structure is important, ultimately knowledge alone will not guarantee a perfectly constructed high
rise. It is essential that faculty diagnose difficulties students are having with content and mastering
skills essential to academic endeavors and then adapt the learning environment and teaching
strategies. This is the scholarship of teaching and learning.
“Imagine a different way of thinking about institutional research as a capacity to work closely
with faculty to explore questions about what students are actually learning. Such a shift
would mean asking much tougher, more central questions: What do our students know, and
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what can they do? What do they understand deeply? What kinds of human beings are they
becoming — intellectually, morally, in terms of civic responsibility? How does our teaching
shape their experience as learners, and how might it do so more effectively? At Los Medanos
College, for example, getting better information to guide improvement has been part of a
shift of focus from ‘the underprepared student’ to the prepared institution.” (Hutchings and
Shulman, 2008, p. 1)
As a place to begin, we’d like you to take the short self-assessment quiz on the following page. This
quiz will give faculty, staff and administrators an opportunity to test their knowledge about basic
skills students in California Community Colleges. The goal is to appraise your knowledge, attitudes
and practices in relation to a focus on student learning. Because our roles in serving students are so
diverse, some of the self-assessment questions are more meaningful to instruction, but from a
student learning perspective, every interaction with students can become a learning opportunity.
This includes counseling sessions, registration interactions and classroom activities. Following the
quiz are two rubrics with specific considerations, the first for student services settings and the
second for instructional settings.
So, let’s start with a quiz!
What kind of builder are you?
This test will be most helpful if you answer the questions honestly, describing how
you truly are, not how you’d like to be.
Then we want to encourage you to take this quiz again after you have done some reading or training
to see if you have changed or expanded your repertoire of building strategies as a result of the
information included here.

Self-Assessment Quiz
General Knowledge about California Community Colleges, Basic Skills Students and Yourself.
A note about answering these questions:
! This is anonymous. Answer honestly; no one is looking.
! This is self-assessment.
! For each question, please select the best answer.
1. Approximately what percent of California community colleges (CCC) students assess into one
or more basic skills course in reading, writing, ESL or mathematics?
a. 0%
b. 25%
c. 35%
d. 50%
e. Over 70%
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2. What percent of the students in your class probably require additional pre-collegiate training
in order to be successful in college-level course work?
a. 10%
b. 20%
c. 40%
d. 60%
e. Over 70%
3. The definition of basic skills is: Those foundation skills necessary for students to succeed in
college-level work in
a. Reading
b. Writing
c. Mathematics
d. English as a Second Language (ESL)
e. Any of the disciplines above as well as learning and study skills
4. How many students who start three or more levels below college level actually make it to a
college-level course?
a. Less than 10%
b. 15% - 30%
c. Approximately 40%
d. Over 60%
e. 80% or more
5. What is the AVERAGE number of hours our CCC students work per week? (as reported by
the CCC Chancellor’s Office)
a. 8 hours/week
b. 16 hours per week
c. 24 hours per week
d. 28 hours per week
e. 32 hours per week
6. Which of the following is true of students with basic skills needs in California community
colleges?
a. They generally assess uniformly low on placement tests in all areas; reading, writing,
mathematics, and ESL.
b. They may assess low on placement tests in one discipline while testing at college level
in other areas (i.e. a college-level writer but require additional work in mathematics).
c. They are easily identifiable in our classes by sex, age or ethnicity.
d. They usually have learning and study skills necessary to succeed in college-level work.
e. They are found only in the community colleges and are only rarely found at the
University of California (UC) and California State University (CSU) campuses.
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7. Which of the following is true about student success in basic skills courses?
a. The success rate in basic skill classes is the same as other college class success rates.
b. Ethnic diversity has no effect on student success in basic skills.
c. There are obvious and very different success patterns in basic skills courses based on
ethnicity.
d. Students that take basic skills classes always do better in the college-level classes.
e. The majority of basic skills students complete the entire basic skills class sequence.
8. Latina/o students represent the fastest growing population of community college students
(averaging 27% of CCC students statewide but up to 85% at some individual colleges).
Approximately what percent of Latina/o students and parents were unable to name even
ONE source of financial aid funding?
a. 5% -15%
b. 16% -30%
c. 31% -45%
d. 46% -50%
e. 51% -65%
Self-assessment
! Answer these questions realistically with regards to your present work.
! Select the answer that most closely represents your belief and practice.
9. In the courses I teach and/or in the work that I do with students (e.g. , as a counselor,
librarian) I consider student learning styles:
a. Irrelevant with no conclusive research.
b. Possibly significant, but I don’t know much about them.
c. Valid, but the students should adapt learning styles to teaching styles.
d. Important, but I don’t know how to incorporate them into my class or work with
students.
e. Essential, I include students learning style analysis opportunities for students and I
adapt my work in consideration of various learning styles.
10. I inform students about expectations by:
a. Referring students to the student expectations in the catalog or student handbook.
b. Informally discussing my overall expectations with the students.
c. Providing clearly documented expectations specific to the situation (e.g., instructions,
process handout, syllabus, or rubric).
d. Describing a wide range of expected student behaviors associated with academic
achievement, intellectual and psychosocial development, and personal
responsibilities.
e. All of the above.
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11. Concerning the design of your course or the way you interact with students in student
services, which is most true? (Select the single answer that best represents your practice.)
a. I have worked hard to create the course organization or student interaction dynamics
as it is now and I am satisfied with my work.
b. I have worked on my interactions with students/course design and attempt to assess
its effectiveness, but have been unable to incorporate assessments or any changes.
c. I regularly reassess my interactions with students/course design, content, and
strategies.
d. I regularly reassess my course content, design and teaching strategies then document
and share those changes and the data that led me to make them with my colleagues.
e. I adopted my course design or student interaction style from a senior faculty member
and it has served me well.
12. On a regular basis, in my work with students, I require them to
I. Work collaboratively or join a learning
community
II. Review and analyze their work
III. Create projects or products involving
multiple components of high-level application
IV. Turn in written work
V. Examine complex problems or case studies
a.
b.
c.
d.
e.

VI. Communicate with me via e-mail or office
visit
VII. Give oral presentations
VIII. Participate in field trips or observations of
current relevant applications
IX. Attend at least one office hour
X. Become involved in campus or community
activities (service learning)

None of the above are required
One of the above is required
A few of the above are required
I require at least 5 of the above
I require all of the above in my work with students

13. In my work with students I
a. Do not have planned assessments.
b. Occasionally assess students.
c. Limit assessments to final summative assessments such as exams or final report.
d. Assess students frequently, including formative and summative assessment.
e. Assess students frequently in a variety of different ways (projects, labs, quizzes, case
studies), taking into account various learning styles, simulating real world tasks that
relate to my course material.
f.
14. The feedback I provide students is
a. Oral only.
b. Written only.
c. Either oral or written depending on the situation.
d. Either oral or written feedback and within hours or a couple of days at most.
e. Some form of oral or written feedback as quickly as possible and based upon criteria
or a rubric with diagnostic and specific information.
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15. I consult with colleagues on my work with students
a. Very infrequently or Never.
b. Occasionally.
c. In department meetings.
d. When accreditation or program review requires dialogue.
e. On a regular and scheduled basis to improve practice
16. I believe that student interactions and classroom instruction should:
a. Allow students the opportunity to express what they know.
b. Respect diverse talents and ways of learning including potential cultural differences
or perspectives.
c. Emulate real world experiences, not those unique to academic environments.
d. Consider first what the student needs to learn and be able to do, then second what
information or content is essential.
e. All of the above.
17. With regards to professional development dedicated to student success and basic skills:
a. I do not participate usually
b. There are very few options on our campus, but I would participate
c. I participate in some faculty development opportunities on my campus
d. I participate in faculty development opportunities in venues outside of my campus
e. I participate in faculty development opportunities on my campus and in other venues
(such as statewide, national, online or other professional meetings).
18. Which of the following would be most beneficial to increasing student success in your area of
work?
a. Principles of learning theory.
b. Specific pedagogical and student service practices.
c. Holistic student development.
d. Culturally responsive teaching theory and practices.
e. Curricular and program alignment strategies.
(A matrix linking these self-assessment questions to the Effective Practices in Basic Skills as a Foundation
for Student Success in California Community Colleges and other seminal literature is found in the appendix).
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Examining our Practices
The following exercises use a series of rubrics to stimulate self evaluation with
regard to effective practices. There are three rubrics and you should complete the
rubric or rubrics consistent with the type of student involvement you have.
Rubric 1: Student Services
The first rubric addresses student service interactions such as counseling, library, financial
aid, student clubs and student government, etc.
Rubric 2: Instructional Services
The second rubric addresses instructional interactions in the classroom, tutoring lab, library,
or counseling, etc.
Rubric 3: Administrative Services
The third rubric addresses administrative duties that direct and support our services and
instruction to students. This rubric is in the experimental stages as we try to define the
effective practices that enhance and build a foundation for meeting those basic skills needs
addressed in the Basic Skills Initiative.
The rubrics below provide another opportunity for self-assessment of our practice based
upon important principles of good undergraduate education and principles of good practice
for student affairs. Both The Principles of Good Practice in Undergraduate Education p. 1-2) and The
Principles of Good Practice for Student Affairs have been supported by research on teaching and
learning over the last 50 years (a summary is available in the appendix). These rubrics were
developed to educate and diagnose areas of potential improvement. These rubrics are not
evaluation tools or used to justify what you are doing, but rather to stimulate us all to keep
learning by identifying a few key areas.
The first rubric addresses work in student services, the second rubric addresses instructional
work. Some people will need to complete both rubrics to cover the expanse of their work.
Please circle the boxes that truly represent your practice, then place a star in the boxes that
represent ways you would like to change your practice.
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Student Services Practitioner Self-Assessment Rubric
Engaged Practitioner

Mentor Practitioner

1. Core Function

I see the core function of my role to serve
students.

I see my core function to serve and educate students.

I see my core function to serve and educate students, but also to focus on
student learning outcomes.

2. Active Learning

I see my role in student services as providing
necessary information and advice for a
student to be successful.

I see my role in student services as providing information,
advice, and leading the student to make a good decision.

I see my role in student services as providing learning opportunities so that
the student can discover information, know when and where to seek advice,
and think critically about decisions.

3. Values and Ethical
Standards

I do not feel I should participate in ethics and
value discussions; this is the purview of the
dean of students.

B) I feel the ethics and values discussions are covered well
in the student handbook and I address them if a student
asks.

I emphasize that college is a learning community with values and ethics
meaningful for all of life and I model these for students.

4.Expectations for
Student Learning

I want students to be aware of campus
learning expectations.

I regularly communicate the high expectations our campus
has described in the student handbook or catalogue and
mission statement.

5. Perception about
Learning Styles

I have heard about learning styles, but am
unclear how to incorporate them into my
student interactions.

I understand that students learn differently and have various
talents. I want to know more and have spoken with
colleagues about strategies

6. Systematic Inquiry
to Improve

I get evaluated regularly and know how well I
do my job.

My work is indirectly assessed through the student
satisfaction survey we do periodically.

I regularly assess my work, including student input, and then dialogue with
colleagues about results in order to improve.

7. Student Interactions

When talking with students I listen carefully
and answer their questions.

In addition to listening carefully and answering questions, I
also refer students to the appropriate academic support
services.

I listening carefully, answer questions, and refer students to academic
support services, while helping students consider learning, academic, and
personal goals.

8. Achieving the
Institutional Mission
and Outcomes

I am very concerned with students but I am
not how larger institutional goals are reflected
in my work.

I have read the institutional mission and found it interesting
or helpful. I am concerned about helping students meet the
institutional learning outcomes.

I try to translate policy, such as our institutional mission, into a reality in
student lives. I stay current on research and effective practices in human
development and learning theory to help my students meet learning
outcomes.

9. Interaction with
other Student
Services and
Instructional Faculty

I don’t see the advantage of discussing my
work with others.

I meet with colleagues occasionally to discuss my work
activities and inform other departments about pertinent
information.

I regularly share things I am learning and new strategies or learning research
with colleagues. I make an effort to forge educational partnerships with
colleagues across the campus

10. Faculty Perception
of Multicultural
Students

I understand that many of my students are
from diverse backgrounds with different ways
of understanding the material.

I understand that I may need to alter my style to
communicate effectively with students from different cultural
backgrounds.

I have identified some of the different cultural backgrounds and perspectives
among our students. I try to create an inclusive and appreciative learning
environment with this in mind.

11. Building
Community

I identify myself with the department in which I
work.

I have created a few connections with people from other
departments, when it has served the student’s needs.

I cultivate supportive communities that connect faculty, students and student
services colleagues.

12.Commitment to
staff development

I occasionally attend professional
development activities and conferences.

I attend professional development activities and conferences
and bring information back to share with fellow faculty.

I present ideas and research at conferences and campus professional
development activities.

13. Faculty
commitment to staff
development

I occasionally attend professional
development activities and conferences.

I attend professional development activities and conferences
and bring information back to share with fellow faculty

I presents ideas and research at conferences and campus professional
development activities
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Sage Practitioner

I communicate and hold students to high learning expectations by checking in
with them and discussing not only our college expectations, but also the
student’s own personal expectations.
I understand that people learn in different ways and have various talents they
use to succeed in college. I believe students need diverse opportunities to
show what they have learned and should continue to grow in the way they
learn.
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Sage Teacher

Engaged Teacher

Mentor Teacher

1. Faculty Perception
about Learners

I have heard about learning styles, but am
unclear how to incorporate them into my
teaching.

I understand that students learn differently and have
various talents. I want to know more and have
spoken with colleagues about teaching strategies

2. Course Design and
Documented Student
Expectations
3. Course
Organization

I provide statements of course expectations in my
syllabus and other course documents and review
them the first week of class.

I provide statements of course expectations in my
syllabus and other course documents and I attempt
to clarify and make them attainable to the students.

I understand that people learn in different ways and have various talents they
use to succeed in college. I believe students need diverse opportunities to
show what they have learned and should continue to grow in the way they
learn.
I have communicated and documented high expectations for every student in
my courses. I try to ensure that the students understand and can meet them.

I have worked very hard to get my courses
organized and I am satisfied with the way they
are.
I provide feedback to the students, but the
demands of my course content prohibit in depth
discussion.
I provide three or fewer assessments AND these
assessments are of one variety (only exams, for
example).
My assessments are not aligned with the course
outcomes.

I assess my own teaching, but have difficulty
changing my course organization.

I constantly assess my own teaching and make frequent changes to my
course organization to reflect student needs.

I offer relevant and instructive feedback, but it is
difficult to provide it and help students to make
appropriate adjustments.
I provide three or fewer assessments OR these
assessments are of one variety (only exams, for
example).
My assessments are aligned with the course
outcomes, but results are not used to make
adjustments to my teaching or course design.
In addition to listening carefully and answering
questions about course subjects and materials, I also
refer students to academic support services.

I provide concise, timely and instructive feedback that affords students
opportunities to make appropriate adjustments.

4. Faculty Feedback
5. Faculty Assessment
Practices
6.Assessment
Alignment

I assess students frequently and in a variety of ways (projects, labs, quizzes,
case studies, Classroom Assessment Techniques (CATs), exams, etc.).
I follow a clear cycle in the classroom of teaching, and assessing, then
dialoguing about results with colleagues, to make adjustments to the course
design and delivery.
I listen carefully, answer course subject questions, and refer students to
academic support services, as well as, consider learning needs, academic
goals, and personal goals.
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7. Student Interactions
Outside of Class

When talking with my students during office
hours, I listen carefully and answer their
questions about course subjects and materials.

8. Faculty Interaction
with other faculty
9. Student Metacognition (Thinking
about Learning)

I don’t see the advantage of discussing
assessment techniques or results with
colleagues. And I am too busy to examine outside
learning research material.
I believe this is the responsibility of other
departments (first-year experience courses,
academic development, counseling, etc.).

10. Faculty Perception
of Multicultural
Students

I understand that many of my students are from
diverse backgrounds with different ways of
understanding the material.

11. Linkage to the
Institution

I am very concerned with my own students but I
am not sure what resources are available and
how to connect them with campuses services,
events, and activities.

12.Connection and
Integration with
Student Services
13. Faculty
commitment to staff
development

I can name the services available to help
students at my college.

I know the student services available for students
and often send them for help to specific services
(tutoring, supplemental education, etc).

I have regular communication with faculty and staff in student services and
instruction. I see the important connection between instruction and student
services and actively facilitate student use of available services.

I occasionally attend professional development
activities and conferences.

I attend professional development activities and
conferences and bring information back to share with
fellow faculty

I present ideas and research at conferences and campus professional
development activities

I meet with colleagues occasionally to discuss
classroom activities. I read learning research that is
sent directly to me.

I regularly share assessment results and new teaching strategies with
colleagues. I make an effort to stay current on new learning research.

My students take assessments to become aware of
their learning.

I regularly challenge my student to think about their own learning and provide
assessment and guidance to help them understand some of the new learning
theories.

I understand that I may need to create new
assignments or methods of teaching my course
material in order to communicate effectively with
students from different cultural backgrounds.
I sometimes mention services, events or activities on
campus that students might find interesting or
helpful.

I have identified some of the different cultural backgrounds and perspectives
in my classes and ask students to provide input on their diverse viewpoints. I
try to use this information to improve my teaching material and strategies.
I actively send students to campus services, events and activities and/or
create opportunities through class projects or activities.

Administrator's Self-Assessment Rubric
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Sage Administrator

Engaged Administrator

Mentor Administrator

1. Basic Skills
Initiative an
Institutional Priority

I support my institution serving the
underprepared student.

I can articulate the goals of the Basic Skills
Initiative and I see my role in making the Basic
Skills Initiative an institutional priority.

I work with colleagues, faculty, and staff to teach them about the
Basic Skills Initiative and to incorporate serving underprepared
students as an institutional priority.

2. Shared Philosophy
of Basic Skills

I support the philosophy of basic skills.

I can articulate a basic skills philosophy and see
my role in building a shared basic skills
philosophy in the areas I supervise.

I work with colleagues to help them develop a shared philosophy for
basic skills within my own institution and with colleagues across the
state at their own institutions.

3. Basic Skills
Program Organization

I understand the concept of centralized or
highly coordinated basic skills programs.

I can envision and I advocate for a centralized or
coordinated the Basic Skills Program at my
college.

I am working with colleagues to develop and implement the
structure and budgeting necessary for a highly coordinated Basic
Skills Program.

4.Early Basic Skills
Student Involvement

I recognize the value of early student
involvement in basic skills.

I can identify early student involvement strategies
that are effective for students with basic skills
needs.

I work with faculty and staff colleagues to share and implement
effective practices for early student involvement in basic skills.

5. Integration of
Instruction and
Student Services

I understand the value of integrating
instruction and student services to better
serve students with basic skills needs.

I work to identify and implement ways to integrate
instruction and student services to better serve
students with basic skills needs.

I work with faculty and staff colleagues to share effective practices
and implement integrated instruction and student services strategies
aimed at holistically serving underprepared students.

6. Faculty and Staff
Supportive of Basic
Skills

I recognize the importance of having faculty
and staff who are supportive of the basic
skills.

I work with others to ensure that we recruit and
hire faculty and staff that are knowledgeable and
enthusiastic about basic skills.

I work with colleagues to ensure effective practices in recruitment
and to hire faculty and staff who are knowledgeable and
enthusiastic about serving the underprepared student.

7. Professional
Development

I understand the importance of providing
professional development for the basic skills
initiative.

I work to ensure that on-going professional
development regarding the needs of the basic
skills student is provided and available.

I work with colleagues to utilize effective practices in professional
development for faculty and staff in meeting the needs of the basic
skills student.

I am learning about the factors that influence
basic skills student success and retention.

I can describe some strategies that foster success
for all students in all aspects of their chosen
academic goals.

I work with colleagues to ensure effective practices for managing
faculty and staff expectations for the success of underprepared
students.

I am aware that underprepared students
need to understand what they need to be
successful in college.

I work to create and implement solid programs
that clearly define for underprepared students
what they must do to be successful in college.

I work with colleagues to utilize effective practices for programs that
clearly prepare underprepared students for success in college.

I have collected and read the CCC system-wide
information about basic skills initiatives.

I work with colleagues to disseminate information about statewide
and national strategies and initiatives to help underprepared
students succeed. I understand the importance of an integrated
statewide initiative involving K-12, Career and Technical Education
and transfer institutions to improve the success of underprepared
students.

8. Faculty and Staff
Expectation
Regarding Basic
Skills
9. Student
Expectations
Regarding Basic
Skills Needs

Chapter 3

10. Information
Dissemination

I know that there are basic skills efforts being
undertaken.

The Student Services Practitioner Self-Assessment Rubric (p. 8) was designed based upon the
Principles of Good Practice for Student Affairs (1996) jointly created by the National Association of
Student Personnel Administrators (NASPA) and the American College Personnel Association
(ACPA) with additional principles from the American Association for Higher Education (AAHE),
Nine Principles of Good Practice for Assessing Student Learning (AAHE, 1998). The Principles of Good Practice
for Student Affairs are available online with inventories relating to each practice at
http://www.acpa.nche.edu/pgp/principle.htm.
The Instructional Faculty Self-Assessment Rubric (p. 9) was designed based upon the Seven Principles
for Good Practice in Undergraduate Education developed through “50 years of research on how teachers
teach and students learn” (Chickering and Gamson, 1987 p.4) and on the American Association for
Higher Education (AAHE) Nine Principles of Good Practice for Assessing Student Learning (AAHE, 1998).
Both can be found in the appendix in further detail.
The Administrator’s Self-Assessment Rubric (p.10) was designed by Dr. Jane Harmon (author of
Chapter 19 of this handbook), a developmental educator and administrator, based upon the
references above and directed towards good administrative principles.
A word about the rubric titles:
As higher education faculty, we have been trained as content experts. Sage teachers deeply embrace
this fact, understanding and contributing to their field and believing that this is essential to all
disciplines. Sage faculty and practitioners are skilled in their area of expertise, generally focusing
on content and organizing their course and student interactions around that material. Though
probably interested in active learning, they feel rushed to cover the content in their courses and
don’t know how to incorporate the techniques; similar to having an improved architectural designs,
but leaving them on the shelf because there is never enough time to incorporate the changes. Most
of us have been overly concerned about delivering content which may or may not be adequately
absorbed and digested by our students. Just walk into almost any class the week before finals as we
attempt to cover everything left!
Engaged faculty and practitioners are those faculty who incorporate active learning with their
content delivery. A good metaphor for their teaching is like a television building show,
demonstrating measurements, ways to approach a project and explaining about the best quality
materials. Obviously, this will impact the amount of content covered. A teacher can only “show” so
many how-to projects, but viewers may be more likely to reproduce them on their own.
Finally, the Mentor faculty and practitioners represent faculty who coach other faculty in
research-validated effective practices. This includes handing over the building plan and materials so
new faculty can learn and contribute. In the classroom and student services, mentors have passed on
the architectural drawings, demonstrated important things, but the lesson is not over until the faculty
member or student service practitioner can see what the student is actually able to do.
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Whether sage, engaged, or mentor faculty, administrators or practitioners - we are good at what we
do but have different strengths and values. It’s important to know where you are now, as you set off
to learn about what methods and approaches are most effective for basic skills students and where
you might grow. No matter where you are on the rubric, this handbook is full of strategies that will
help you to do this work.

Handbook Goals
Now that you’ve taken these two assessments, take a few minutes to think about your
goals for using this workbook. What are your strengths in working with basic skills
students? How would you like to grow? Jot down any of your thoughts here concerning things you
would like to work on or examine more carefully in the coming chapters, the appendix and resource
pages. Self evaluation is only useful if you consider how you will respond and act on your analysis.
You will be asked to respond to many things in this handbook.

Where is your College?
A good builder needs to know what’s in the architectural plans the basic plans layout, and the use
for the structure. Each of California’s 110 community colleges was asked to prepare a Basic Skills
Action Plan, describing how they were going to use funds received from the Chancellor’s Office to
further the basic skills programs on their campus. What is your college planning to do? How will
you fit in with those plans? You can find your plan by contacting the Basic Skills Coordinator on
your campus (if you have one) or your Vice President of Instruction. These plans were developed
following college-wide discussions based on a self-assessment of practices used to serve ESL/Basic
Skills students. Each college was asked to conduct this self-assessment and dialogue about it in order
to assist in planning how to use additional funding provided by the state legislature.
If it’s useful to you, use the chart below to chart the Action Plan’s highlights and what role you will
or might play in helping these efforts to be accomplished. Action plans were turned into the
Chancellor’s Office May 2008 and were made available at the BSI Phase III Regional Trainings. Ask
your Vice President of Instruction or Chief Instructional Officer if you cannot find it. We have also
included information for funding information in Chapter 19 of this handbook.
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Notes from Your Institutional Basic Skills Action Plan
Planned Action

Effective Practice and Strategy

Your potential role

D
C
Instructional Practices Faculty and Staff
Development

B
Program
Components

A
Organizational/
Administrative
Practices

Section

Many innate variables affect student success beyond simpler college preparedness: cultural
differences, socioeconomic differences, familial value of education and a student’s family and job
responsibilities. As was made clear in Chapter 1 of this handbook, it is very important to look at the
demographics of basic skills students. Each college’s will be different. And, as Chapter 2 stressed,
helping to build success for these students means examining some already created campus plans and
seeing where they overlap. If you feel it will be helpful, the table below asks you to examine your
college’s demographics data and your college’s Equity Plan, looking for where you might play a role.
Take some time to fill it out and to brainstorm how you fit in with these plans to better help the
students at your college.
Information on your student demographics can be accessed at
http://misweb.cccco.edu/mis/onlinestat/studdemo_annual_college.cfm.
Your campus Student Equity Plan (SEP) is probably housed with your Vice President; however, the
administrative summary can be found at the Chancellor’s Website at
http://www.cccco.edu/SystemOffice/Divisions/StudentServices/StudentEquity/tabid/617/Defaul
t.aspx
Chapter 3
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Notes from Your Institutional Student Equity Plan (SEP) and MIS data
Information
The Data
Is there an
Your potential
role
Indicates What?
Institutional
Plan?
Student Demographics

BSI Success for Ethnic
Populations

Strategies that were
proposed

After working with the Basic Skills Action Plan and your campus Equity Plan, do you want to revise
your goals for using this handbook? If so, jot down your thoughts below.

This is a handbook, a building guide of sorts. So we have asked you to start with an analysis of your
own practices and your institution’s previous work. We have asked you to set goals for yourself, as
you ask your students to set goals for their work. The rest of the handbook is directed toward
specific aspects of basic skills work. The handbook addresses a variety of issues and specific topics
with practical, hands-on examples that you can modify and implement in your practice. The
appendices contain a lot of valuable materials, look through them for foundational research,
teaching and student service examples, and resources to improve your practice and our students’
success. So we encourage you to open this tool box, get involved in the construction and make a
difference!
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Appendix 1
Principles of Good Practice for Student Affairs
1.
2.
3.
4.
5.
6.
7.

Engages students in active learning.
Helps students develop coherent values and ethical standards.
Sets and communicates high expectations for student learning.
Uses systematic inquiry to improve student and institutional performance.
Uses resources effectively to achieve institutional missions and goals.
Forges educational partnerships that advance student learning.
Builds supportive and inclusive communities.

“Principles of Good Practice”
1. Good practice in student affairs engages students in active learning.
Active learning invites students to bring their life experiences into the learning process,
reflect on their own and others' perspectives as they expand their viewpoints, and apply new
understandings to their own lives. Good student affairs practice provides students with
opportunities for experimentation through programs focused on engaging students in
various learning experiences. These opportunities include experiential learning such as
student government; collective decision making on educational issues; field-based learning
such as internships; peer instruction; and structured group experiences such as community
service, international study, and resident advising.
2. Good practice in student affairs helps students develop coherent values and ethical standards.
Good student affairs practice provides opportunities for students, faculty, staff, and student
affairs educators to demonstrate the values that define a learning community. Effective
learning communities are committed to justice, honesty, equality, civility, freedom, dignity,
and responsible citizenship. Such communities challenge students to develop meaningful
values for a life of learning. Standards espoused by student affairs divisions should reflect the
values that bind the campus community to its educational mission.
3. Good practice in student affairs sets and communicates high expectations for learning.
Student learning is enhanced when expectations for student performance inside and outside
the classroom are high, appropriate to students' abilities and aspirations, and consistent with
the institution's mission and philosophy. Expectations should address the wide range of
student behaviors associated with academic achievement, intellectual and psychosocial
development, and individual and community responsibility. Good student affairs divisions
systematically describe desired levels of performance to students as well as to practitioners
and regularly assess whether their performances are consistent with institutional
expectations.

4. Good practice in student affairs uses systematic inquiry to improve student and institutional

performance.

Good practice in student affairs occurs when student affairs educators ask, "What are
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students learning from our programs and services, and how can their learning be enhanced?"
Knowledge of and ability to analyze research about students and their learning are critical
components of good student affairs practice. Student affairs educators who are skilled in
using assessment methods acquire high-quality information; effective application of this
information to practice results in programs and change strategies which improve institutional
and student achievement.
5. Good practice in student affairs uses resources effectively to achieve institutional missions and

goals.

Effective student affairs divisions are responsible stewards of their institutions' financial and
human resources. They use principles of organizational planning to create and improve
learning environments throughout the campus that emphasize institutions' desired
educational outcomes for students. Because the most important resources for learning are
human resources, good student affairs divisions involve professionals who can translate into
practice guiding theories and research from areas such as human development, learning and
cognition, communication, leadership, and program design and implementation.
6. Good practice in student affairs forges educational partnerships that advance student learning.
Good student affairs practice initiates educational partnerships and develops structures that
support collaboration. Partners for learning include students, faculty, academic
administrators, staff, and others inside and outside the institution. Collaboration involves all
aspects of the community in the development and implementation of institutional goals and
reminds participants of their common commitment to students and their learning.
Relationships forged across departments and divisions demonstrate a healthy institutional
approach to learning by fostering inclusiveness, bringing multiple perspectives to bear on
problems, and affirming shared educational values.
7. Good practice in student affairs builds supportive and inclusive communities.
Student learning occurs best in communities that value diversity, promote social
responsibility, encourage discussion and debate, recognize accomplishments, and foster a
sense of belonging among their members. Good student affairs practice cultivates supportive
environments by encouraging connections between students, faculty, and student affairs
practitioners. This interweaving of students' academic, interpersonal, and developmental
experiences is a critical institutional role for student affairs.”
A joint association effort from the American College Personnel Association (ACPA), and the
National Association of Student Personnel Administrators (NASPA), initiated to draft Principles of
Good Practice for Student Affairs. Retrieved from http://www.acpa.nche.edu/pgp/principle.htm
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Appendix 2
Seven Principles for Good Practice in Undergraduate Education
By Arthur W. Chickering and Zelda F. Gamson
The following is a brief summary of the Seven Principles for Good Practice in Undergraduate
Education as compiled in a study supported by the American Association of Higher Education, the
Education Commission of the States, and The Johnson Foundation.
1. Good Practice Encourages Student-Faculty Contact
Frequent student-faculty contact in and out of classes is the most important factor in student
motivation and involvement. Faculty concern helps students get through rough times and keep on
working. Knowing a few faculty members well enhances students' intellectual commitment and
encourages them to think about their own values and future plans.
2. Good Practice Encourages Cooperation Among Students
Learning is enhanced when it is more like a team effort than a solo race. Good learning, like good
work, is collaborative and social, not competitive and isolated. Working with others often increases
involvement in learning. Sharing one's own ideas and responding to others' reactions improves
thinking and deepens understanding.
3. Good Practice Encourages Active Learning
Learning is not a spectator sport. Students do not learn much just sitting in classes listening to
teachers, memorizing pre-packaged assignments, and spitting out answers. They must talk about
what they are learning, write about it, relate it to past experiences, and apply it to their daily lives.
They must make what they learn part of themselves.
4. Good Practice Gives Prompt Feedback
Knowing what you know and don't know focuses learning. Students need appropriate feedback on
performance to benefit from courses. In getting started, students need help in assessing existing
knowledge and competence. In classes, students need frequent opportunities to perform and receive
suggestions for improvement. At various points during college, and at the end, students need
chances to reflect on what they have learned, what they still need to know, and how to assess
themselves.
5. Good Practice Emphasizes Time on Task
Time plus energy equals learning. There is no substitute for time on task. Learning to use one's time
well is critical for students and professionals alike. Students need help in learning effective time
management. Allocating realistic amounts of time means effective learning for students and effective
teaching for faculty. How an institution defines time expectations for students, faculty,
administrators, and other professional staff can establish the basis for high performance for all.
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6. Good Practice Communicates High Expectations
Expect more and you will get it. High expectations are important for everyone - for the poorly
prepared, for those unwilling to exert themselves, and for the bright and well-motivated. Expecting
students to perform well becomes a self-fulfilling prophecy when teachers and institutions hold high
expectations of themselves and make extra efforts.
7. Good Practice Respects Diverse Talents and Ways of Learning
There are many roads to learning. People bring different talents and styles of learning to college.
Brilliant students in the seminar room may be all thumbs in the lab or art studio. Students rich in
hands-on experience may not do so well with theory. Students need the opportunity to show their
talents and learn in ways that work for them. Then they can be pushed to learning in new ways that
do not come so easily.
Retrieved at www1.umn.edu/ohr/teachlearn/resources/guides/seven.html
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Appendix 3
AAHE Nine Principles of Good Practice for Assessing Student Learning
1. The assessment of student learning begins with educational values.
Assessment is not an end in itself but a vehicle for educational improvement. Its effective practice, then,
begins with and enacts a vision of the kinds of learning we most value for students and strive to help
them achieve. Educational values should drive not only what we choose to assess but also how we do so.
Where questions about educational mission and values are skipped over, assessment threatens to be an
exercise in measuring what's easy, rather than a process of improving what we really care about.

2. Assessment is most effective when it reflects an understanding of learning as multidimensional,
integrated, and revealed in performance over time.
Learning is a complex process. It entails not only what students know but what they can do with what
they know; it involves not only knowledge and abilities but values, attitudes, and habits of mind that
affect both academic success and performance beyond the classroom. Assessment should reflect these
understandings by employing a diverse array of methods, including those that call for actual performance,
using them over time so as to reveal change, growth, and increasing degrees of integration. Such an
approach aims for a more complete and accurate picture of learning, and therefore firmer bases for
improving our students' educational experience.

3. Assessment works best when the programs it seeks to improve have clear, explicitly stated

purposes.

Assessment is a goal-oriented process. It entails comparing educational performance with educational
purposes and expectations -- those derived from the institution's mission, from faculty intentions in
program and course design, and from knowledge of students' own goals. Where program purposes lack
specificity or agreement, assessment as a process pushes a campus toward clarity about where to aim and
what standards to apply; assessment also prompts attention to where and how program goals will be
taught and learned. Clear, shared, implementable goals are the cornerstone for assessment that is focused
and useful.

4. Assessment requires attention to outcomes but also and equally to the experiences that lead to
those outcomes.
Information about outcomes is of high importance; where students "end up" matters greatly. But to
improve outcomes, we need to know about student experience along the way -- about the curricula,
teaching, and kind of student effort that lead to particular outcomes. Assessment can help us understand
which students learn best under what conditions; with such knowledge comes the capacity to improve the
whole of their learning.

5. Assessment works best when it is ongoing not episodic.
Assessment is a process whose power is cumulative. Though isolated, "one-shot" assessment can be
better than none, improvement is best fostered when assessment entails a linked series of activities
undertaken over time. This may mean tracking the process of individual students, or of cohorts of
students; it may mean collecting the same examples of student performance or using the same instrument
semester after semester. The point is to monitor progress toward intended goals in a spirit of continuous
improvement. Along the way, the assessment process itself should be evaluated and refined in light of
emerging insights.
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6. Assessment fosters wider improvement when representatives from across the educational
community are involved.

Student learning is a campus-wide responsibility, and assessment is a way of enacting that responsibility.
Thus, while assessment efforts may start small, the aim over time is to involve people from across the
educational community. Faculty play an especially important role, but assessment's questions can't be
fully addressed without participation by student-affairs educators, librarians, administrators, and students.
Assessment may also involve individuals from beyond the campus (alumni/ae, trustees, employers)
whose experience can enrich the sense of appropriate aims and standards for learning. Thus understood,
assessment is not a task for small groups of experts but a collaborative activity; its aim is wider, betterinformed attention to student learning by all parties with a stake in its improvement.

7. Assessment makes a difference when it begins with issues of use and illuminates questions
that people really care about.

Assessment recognizes the value of information in the process of improvement. But to be useful,
information must be connected to issues or questions that people really care about. This implies
assessment approaches that produce evidence that relevant parties will find credible, suggestive, and
applicable to decisions that need to be made. It means thinking in advance about how the information
will be used, and by whom. The point of assessment is not to gather data and return "results"; it is a
process that starts with the questions of decision-makers, that involves them in the gathering and
interpreting of data, and that informs and helps guide continuous improvement.

8. Assessment is most likely to lead to improvement when it is part of a larger set of conditions
that promote change.
Assessment alone changes little. Its greatest contribution comes on campuses where the quality of
teaching and learning is visibly valued and worked at. On such campuses, the push to improve
educational performance is a visible and primary goal of leadership; improving the quality of
undergraduate education is central to the institution's planning, budgeting, and personnel decisions. On
such campuses, information about learning outcomes is seen as an integral part of decision making, and
avidly sought.

9. Through assessment, educators meet responsibilities to students and to the public.
There is a compelling public stake in education. As educators, we have a responsibility to the publics that
support or depend on us to provide information about the ways in which our students meet goals and
expectations. But that responsibility goes beyond the reporting of such information; our deeper
obligation -- to ourselves, our students, and society -- is to improve. Those to whom educators are
accountable have a corresponding obligation to support such attempts at improvement.

Authors: Alexander W. Astin; Trudy W. Banta; K. Patricia Cross; Elaine El-Khawas; Peter T. Ewell;
Pat Hutchings; Theodore J. Marchese; Kay M. McClenney; Marcia Mentkowski; Margaret A. Miller;
E. Thomas Moran; Barbara D. Wright
This document was developed under the auspices of the AAHE Assessment Forum with support
from the Fund for the Improvement of Postsecondary Education with additional support for
publication and dissemination from the Exxon Education Foundation. Copies may be made without
restriction.
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Appendix 4
Matrix Linking Questions and Rubric Components to Source Data
answers
1. e
2. varies
3. e
4. a

5. e
6. b
7.c
8. d
9. e

10. e

11.d
12. e
13. e
14. e
15. e
16. e
17. e
18. any
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Source
CCC Chancellor’s Office Document nation-wide the average is the same
Thought question which may vary in some courses with multiple prerequisites, but probably
reflects the same percentages of first year students unless basic skills are addressed
Basic Skills as a Foundation for Student Success in California Community Colleges (p 13)
If you take the percent success in a single course and multiply it by those that progress to
the next course and then by those that succeed in the subsequent course – the result in
CCCs is less than 10% this is supported by data from NADE and national organizations on
developmental education
CCC Chancellor’s Office report see Patrick Perry in the Management Information System
division
Varies at institutions; some may be uniformly low most are in one area or another; the key
here is not to assume someone is uniformly low. Sometimes students have scored low in
English or mathematics but were at college level in the other assessments
Accountability Report for Community Colleges data analysis, Student Equity Plans and Basic
Skills as a Foundation for Student Success in California Community Colleges (p 102)
From Green and Red Tape by The Institute for College Access and Success (p 23)
http://www.ticas.org/files/pub/Green_Lights_Red_Tape.pdf
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning and Basic Skills as a Foundation for Student
Success in California Community Colleges (D.1, D.9 and p. 71-75)
and Accrediting Commission for Community and Junior Colleges (ACCJC) Accreditation
Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning and Basic Skills as a Foundation for Student
Success in California Community Colleges (D.1, D.9 and p. 71-75 ) and ACCJC Accreditation
Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning and Basic Skills as a Foundation for Student
Success in California Community Colleges (D.1, D.9 and p. 71-75)
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs
and ACCJC Accreditation Standards and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of
Good Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs
ACCJC Accreditation Standards
Depends upon person’s own desire and needs all are beneficial according to Basic Skills as a
Foundation for Student Success in California Community Colleges
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AAHE American Association for Higher Education. (1998). Nine Principles of Good Practice for
Assessing Student Learning. American Association for Higher Education Assessment Forum.
Retrieved March 12, 2008 from http://www.aahe.org/assessment/principl.htm.
ACCJC-WASC. Accreditation Standards. (2002). Accrediting Commission for Community and
Junior Colleges Western Association of Schools and Colleges
http://www.accjc.org/pdf/ACCJC_NEW_STANDARDS.pdf
Center for Student Success. (2007). Basic Skills as a Foundation for Success in California
Community Colleges. Sacramento, CA: California Community Colleges Chancellor's
Office. Retrieved January 12, 2009, from
http://www.cccbsi.org/Websites/basicskills/Images/Lit_Review_Student_Success.pdf
Chickering, A.W., & Gamson, Z.F. (1987). Principles for good practice in undergraduate education [Special
insert to The Wingspread Journal, June 1987]. Racine, WI: Johnson Foundation Retrieved
March 23, 2008 from
http://www.fctel.uncc.edu/pedagogy/enhancinglearning/SevenPrinciples.html
Hutchings, P.& Shulman, L.S. (2007) Perspectives. Learning about Student Learning from Community
Colleges. The Carnegie Foundation for the Advancement of Teaching retrieved February 16,
2008, from
http://www.carnegiefoundation.org/perspectives/sub.asp?key=245&subkey=1096.
National Association of Student Personnel Administrators [NASPA]. ( 1996) Principles of Good Practice
for Student Affairs. Retrieved August 19, 2008, from
http://www.naspa.org/resources/principles.cfm
Travis, J.E. (1995). Models for Improving College Teaching: A Faculty Resource. ASHE-ERIC
Higher Education Report No. 6. Washington D.C.: The George Washington University,
Graduate School of Education and Human Development.
Additional Online Resources
Information on your student demographics can be accessed at
http://misweb.cccco.edu/mis/onlinestat/studdemo_annual_college.cfm.
Your campus Student Equity Plan (SEP) is probably housed with your Vice President; however, the
administrative summary can be found at the Chancellor’s Website at
http://www.cccco.edu/SystemOffice/Divisions/StudentServices/StudentEquity/tabid/617/Defaul
t.aspx.
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Student Services: Redesigning the Structure with a New Philosophy
“Access without support is not opportunity.”
-Vincent Tinto
Student Learning and Engagement – A Holistic Approach by the
Entire Institution
Any serious discussion about the success of students with basic skills needs begins with the
understanding that it takes an entire institution to promote a culture of student learning and
engagement. Nationwide, community colleges lose about half of their students prior to the second
year of college, with the highest percentage dropping out before the second term. Drop-outs are
disproportionately populated by students in high-risk groups – part-time students, students of
color, and first generation students. (CCSSE, 2007a, p. 3) These trends are a clear indication that
current structures are not working effectively. Combine these statistics with the low pass rates for
students with basic skills needs and the dropout rate is even more challenging. Emerging research
points to the importance of developing new effective approaches to engage students from their
earliest encounters on campus, within the first three weeks, and then sustaining that engagement
both in and out of the classroom. “Current research indicates that helping students succeed
through the equivalent of the first semester (12-15 credit hours) can dramatically improve
subsequent success rates.” (CCSSE, 2007a, p. 3) Chapter 6 of this handbook discusses important
programs, such as first year experience and Puente, and processes that contribute to student
success, allowing students with basic skills needs to reach milestones which are stair steps to
degrees, certificates and transfer to a baccalaureate degree granting institution. It is clear that we
need to re-structure how we engage and service basic skills needs students in order for them to
reach their educational and career goals.
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This chapter is divided into four major sections.
! A look at the importance and status of student services from a national perspective,
including a review of the nationally developed effective practices in student affairs.
! Student Comments. A chapter on student services without student comment would have
little validity, so the next section summarizes student input from national surveys. It
includes comments from
California community college students and students in
community colleges across the United States.
! Models of student service programs that are making positive philosophical and structural
changes in student success. Included in this discussion are methods of program evaluation
as suggested by researchers in basic skills and student services.
! A set of draft Student Learning Outcomes (SLOs) for student services, developed by
Angela Caballero de Cordero of Allan Hancock College, based upon the effective practices
described in Basic Skills as a Foundation for Student Success in California Community Colleges
(Center for Student Success, 2007). This may assist college student services area with their
SLO assessment process. Additional examples of SLOs and assessments in a variety of
student service areas are also included.

The Importance of Student Services: A National Perspective on Good
Practices
Engagement, Communication of Expectations and
Student Success
A new student’s first encounters with a college campus
communicate key expectations that will be required of a student in
order for him/her to be successful. These early encounters play a
crucial role in his/her potential success. He/she learn not only
about what courses and requirements are necessary to complete a program or degree, but he/she
also come to understand what will be expected of him/her in the classroom as well as what
learning experiences he/she will have outside of class. Most often, these initial exchanges occur
before the student ever sees the inside of a classroom. For students with basic skills needs, many of
whom are first generation college students who arrive under-prepared for the challenges of college,
these initial encounters will also communicate to them who they can turn to for advice, guidance
and support. The student support services professional staff are most frequently the ones who
convey these expectations to students.
Transitioning from high school to college is a daunting task and college personnel can help
students make the transition more easily by communicating to them the importance of
choosing responsibly in the areas of scheduling, attending class every day, studying, and
balancing responsibilities and setting priorities. Explaining the difference between high
school and college expectations and grading systems is essential for students to grasp how
much will be required of them. Communicating clearly that there are many resources
available on campus to help them with this transition may mean the difference between
success or failure. (Appendix 1, College Readiness, Understanding the Difference Between
High School and College, Sierra College).
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In Beyond the Open Door: Increasing Success in California Community Colleges, Shulock and Moore cite the
research that confirms the value of effective student support services.
Students who more frequently utilize student support services are better adjusted to college
life, more likely to be committed to the goal of a college degree, and more likely to persist
toward earning that degree (Grant-Vallone, Reid, Umalli, & Pohlert, 2004; Chaney,
Muraskin, Cahalan, & Goodwin, 1998). Shulock & Moore, 2007, p 20
Furthermore, they state,
Students themselves seem to confirm the importance of good support services since
dissatisfaction with student services and counseling is often cited as a reason for leaving
community college (Adelman 2005; Metzner 1989 as cited in Purnell & Blank 2004).
Shulock and Moore, 2007, p 21
So how have we designed our institutions to meet and engage entering students? How do we
evaluate our programs and use those results to improve our efforts? (CCSSE, 2007a, p. 2) Does our
open door, easy access policy include strategies to enable diverse students, the majority of whom
are students with basic skills needs and enter our world with numerous challenges, to be successful?

Quiz 1: Student Engagement
Before we delve into the vital role that student services plays in helping students with
basic skills needs, let’s see how much you already know. Please take the short quiz
below. Mark which answer best satisfies the question in your opinion.
1. Nationwide, how many community college students drop out before the second year of
college?
A. less than 25%
B. approximately 35%
C. approximately 50%
D. approximately 65%
E. more than 75%
2. Percentage wise, are there more part-time faculty or part-time students on community
college campuses nation-wide?
A. There are more part-time students, percentage wise.
B. There are more part-time faculty, percentage wise.
C. There are about the same percentage of part-time faculty and part-time students.
D. Full-time students vastly outnumber both groups, percentage wise.
E. Neither group represents a significant constituency on a college campus.
3. What are some benefits of promoting student engagement?
A. Increased retention and persistence.
B. Higher levels of student achievement and success.
C. A more involved, engaged faculty.
D. A stimulating, vibrant campus climate where students feel supported in their learning.
E. All of the above.
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4. When comparing levels of engagement, who are more engaged on a community college
campus, low-risk students or high-risk students?
A. Low-risk students are more engaged.
B. High-risk students are on the whole more engaged.
C. Neither group is very engaged at all.
D. It depends on the activity.
E. Engagement is not that big a deal when it comes to student achievement. Talent is the
only thing that matters.
5. Where did entering students most frequently go for advice about academic matters?
A. Faculty in a non-advising role.
B. Their friends, family, or peers.
C. Faculty advisors or counselors.
D. They looked things up on their own, using college publications or the web.
E. They usually guessed.
6. What did entering students overwhelmingly identify as the one element that made the most
difference for them as they entered their institution?
A. The orientation program.
B. The college website and online services.
C. The college catalog.
D. The relationships that they made.
E. Their devotion to the college mascot.
7. What is NOT considered an example of an intrusive intervention strategy?
A. Online orientation.
B. Early alert programs.
C. Compulsory or required counseling.
D. Student mid-semester progress reports.
E. Advisors who contact students when they miss consecutive classes.
Please look for the quiz answers in Appendix 2.

What Do We Mean by Student Engagement? What Does it Mean
for Student Services?
Student engagement is one of the key building blocks for construction of student’s
academic dreams, and is, perhaps our most effective tool in constructing success. The task
is the responsibility of the institution as a whole, but the crucial moments are those initial
encounters. This section will focus on how to build successful engagement and promising
practices in student services that furthers student success.
“.. colleges have opportunities to engage students – or lose them – with each and every interaction”
(CCSSE, 2007a, p. 5)
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Student engagement can be defined in a variety of ways,
and observed in innumerable contexts at a community
college. The key idea is that students become actively
involved in the intellectual and social life of the college,
in ways that support their educational and personal goals
and contribute positively to their overall college learning
experience. Involvement contributes to student learning,
retention and success. The connections students make -through learning encounters in class as well as out of
class, with peers and instructors, with counselors and
staff, in forming relationships with people they come to
care about and trust – all contribute to persistence,
satisfaction, and eventually success (Shulock & Moore,
2007, p 21).
Student services personnel play a vital role in engaging students, and most often are the first contact
that students have with the campus. As we stated earlier, these first interactions shape the
perceptions and expectations that students form about the institution. Student services personnel are
much more than providers of services – they guide and teach, support and encourage, and most
importantly, convey a welcome message that the institution genuinely cares about students, their
learning and their success. Student service units that redefine their mission and role as learning
facilitators create more effective relationships with their students, are human-centered, caring, and
focused on continually improving the way they help students learn what is necessary for them to
succeed. “Student engagement--what students do during college—generally matters more than what
they learn and whether they persist to graduation than who they are or even where they go to
college” (Whitt, 2005, p.1). The major concepts about this philosophical shift in student services
have been documented by two leading professional groups, the National Association of Student
Personnel Administrators (NASPA) and American College Personnel Association (ACPA). Their
principles of practice are summarized below with their permission and more fully in Appendix 4. In
addition, nationwide data supports these concepts and their effectiveness.

Quiz 2: Student Services Good Practices
So let’s try another quiz. What do you already know about effective practices in student
services?

(Answer true or false for each of the following questions; answers are found in Appendix 3 and
explanations in Appendix 4).
1. Student service interactions should serve students by finding answers for them, limiting
experimentation concerning their own perspectives and philosophy of learning.
2. Student affairs practices should demonstrate the values that define a learning community by
developing and promoting a value for a life of learning.
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3. Student services have a valuable role in setting high expectation for learning, including
clearly communicating describing the levels of performance expected (such as in Student
Learning Outcomes).
4. Good practices in student affairs/services include systematic inquiry and evaluation to
improve both student, faculty, staff and institutional performance.
5. Good practices in student affairs/services avoid examination of research data and
development of assessments as this is better covered by the Institutional Research
department.
6. Student affairs areas should not venture into each other’s areas or instructional departments.
7. Good practices in student affairs/services are inclusive, promoting the value of diversity,
social responsibility, intellectual debate and a sense of belonging.
8. Check any of the following that are activities or responsibilities of student affairs/services
! Student government
! Crises resolution
! Faculty senate
! Active learning strategies
! Peer instruction
! Addressing basic skills needs
! Student clubs
! Academic probation
! Community responsibility & service
! Information competency
! Program review
! Ethical use of intellectual property
! Human development
! Supporting and contributing to the
! Study skills
institutional mission
! Affirming shared educational values
! Personal goal setting and planning
! Field-based learning, e.g. internships
! Learning community identity of the
! Communicating learning standards
institution
! Guiding student on appropriate
! Weaving of student academic,
learning pathways through student
interpersonal and developmental
educational plans (SEPs)
experiences

Principles of Good Practice for Student Services
In Principles of Good Practice for Student Affairs (1998) the National Association of Student Personnel
Administrators (NASPA) and American College Personnel Association (ACPA) articulated a new
charge for college campuses:
Today’s context for higher education presents student affairs with many challenges. Among
these are new technologies, changing student demographics, demands for greater
accountability, concern about (the) increasing cost of higher education and criticism of the
moral and ethical climate on campuses. Institutions of higher learning are also influenced by
social and political issues, including multiculturalism, personal responsibility and equal
opportunity. Our response to these challenges will shape our role in higher education. The
choice of student affairs educators is simple: We can pursue a course that engages us in the
central mission of our institutions or retreat to the margins in the hope that we will avoid the
inconvenience of change. (p. 1)
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NASPA and ACPA worked collaboratively to develop a set of defining Principles for Good Practice
in Student Affairs. The major concepts are summarized below and expanded upon in Appendix 4.
For more detailed information, go to http://www.acpa.nche.edu /pgp/principle.htm which includes
student services inventories that colleges can customize for their own use.

Principles of Good Practice for Student Affairs
1.
2.
3.
4.
5.
6.
7.

Engages students in active learning.
Helps students develop coherent values and ethical standards.
Sets and communicates high expectations for student learning.
Uses systematic inquiry to improve student and institutional performance.
Uses resources effectively to achieve institutional missions and goals.
Forges educational partnerships that advance student learning.
Builds supportive and inclusive communities.
NASPA and ACPA Collaborative

In The Student Learning Imperative: Implications for Student Affairs (1996), the ACPA made a bold
statement calling for a paradigm shift in student affairs, stating:
Higher education is in the throes of a major transformation. Forcing the transformation are
economic conditions, eroding public confidence, accountability demands, and demographic
shifts resulting in increased numbers of people from historically underrepresented groups
going to college. More people are participating in higher education than ever before, yet the
resources supporting the enterprise are not keeping pace with the demand. Because of these
and other factors, legislators, parents, governing boards, and students want colleges and
universities to reemphasize student learning and personal development as the primary goals
of undergraduate education. In short, people want to know that higher education is
preparing students to lead productive lives after college including the ability to deal
effectively with such major societal challenges as poverty, illiteracy, crime, and environmental
exploitation. (p. 1)
This paper, The Student Learning Imperative: Implications for Student Affairs (1996), was developed to
stimulate philosophical discussion and structural change in student support services. These
educators identified and discredited the dichotomy on many campuses between student
services and instruction (referred to as “silos of practice” in California community
colleges. See Chapter 6 of this handbook for a more in-depth discussion of these silos)
The concepts of "learning," "personal development," and "student
development" are inextricably intertwined and inseparable. Higher education traditionally has
8
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organized its activities into "academic affairs" (learning, curriculum, classrooms, cognitive
development) and "student affairs" (co-curriculum, student activities, residential life,
affective or personal development). However, this dichotomy has little relevance to postcollege life, where the quality of one's job performance, family life, and community activities
are all highly dependent on cognitive and affective skills. Indeed, it is difficult to classify
many important adult skills (e.g., leadership, creativity, citizenship, ethical behavior, selfunderstanding, teaching, mentoring) as either cognitive or affective. (ACPA, 1996, p. 2)
California community college student services programs are perfectly poised to positively respond to
these challenges with a focus on effective student-centered learning. As open access, low-cost
institutions of higher learning we must create interactive curriculum for our programs, courses,
workshops and individual sessions in student services that match not only the needs of our changing
student body but focus our attention on how students learn best.

Student Voices about Student Services
The good practices and observations documented by the ACPA and
NASPA are consistently supported by findings in the national Community
College Survey of Student Engagement (CCSSE). These surveys provide
indirect data about perspectives on student services and self-reported
information on student usage of services. Results from this survey have
indicated that student services are an important piece of heavy equipment
necessary to build a structure for student success. What role do they suggest
for student services professionals to enhance student success?
1) Communicate about available services and expectations.
2) Integrate those services into the life of the institution and the student.
3) Provide a focal point for looking at data regarding students, why they leave, why they succeed.
4) Engage the faculty and staff in a college-wide discussion about those data. Because these data are
limited when viewed from an instructional perspective only, the focal point for data review and
discussion should be stimulated by student services areas. (CCSSE, 2007a, pp. 1-15).
The holistic view of the student in our institutions is heavily rooted in student services. In other
words, the creation of a student learning oriented institution, committed to continued
improvement, begins in student services.
What does a learning oriented student services look like? Imagine a new building,
one in which instruction and all student support services are housed together,
rather than the previous model of various silos scattered across a campus.
Perhaps the shift can be thought of as moving from a farm, with various
outbuildings, into a modern high rise where everything a student needs is
contained in one sleek structure.
The paradigm shift is to no longer focus on what services do we provide students, but rather, what
did students learn from our programs and services to promote their success in college, their careers
and their lives?
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According to the ACPA (1996), in The Student Learning Imperative: Implications for Student Affairs (pp. 16), there are several characteristics that commonly provide evidence of a student-learning orientation
and several good self assessment questions (in bold) that can help student support professionals
build a new, more effective structure.
1. Mission or Goal: Student Service departments’ goal should be to facilitate student
learning and personal development. Student learning outcomes will exist for every unit
or department within student services areas as they are in instruction; in fact, SLOs are
now required for both as part of the Accrediting Commission for Community and Junior
Colleges (ACCJC, 2002) Accreditation standards.
2. Faculty or Staff Goal: Faculty and staff should know their particular role with relation
to student learning and personal development. For some, this is a huge shift from the
service mentality where things are done FOR students. Now each interaction should be
viewed as a learning opportunity. For example, in this new high rise, you wouldn’t show
students where the courses are in the schedule; instead, you would teach them to read
the schedule so they can do this on their own. Faculty and staff should ask themselves,
“How can student affairs professionals be more intentional about promoting student
learning while continuing to provide needed services to students and the institution?”
(ACPA, 1996, p 4).
3. Resources: The third characteristic is that resources are allocated and rewards
accumulated as a result of contributions to student learning and personal development.
The staff and faculty in this new building of student support services model the focus on
learning and development that they expect from students. Adequate staffing and
resources to support the student learning process are an important aspect of the program
review process. Faculty and staff create learning opportunities within the student support
service departments and seek out learning opportunities.
4. Collaboration: The fourth characteristic involves collaboration with other parts of the
institution. Rather than individualized units with independent functions, student support
services departments actively seek partnerships with other services and instructional
components of the college. These partnerships enhance the student pathway through the
institution and model the importance of working together to accomplish
transformational change. “Student affairs professionals attempt to make "seamless" what
are often perceived by students to be disjointed, unconnected experiences by bridging
organizational boundaries and forging collaborative partnerships with faculty and others
to enhance student learning. Examples of this collaboration includes learning
communities where student services faculty and instructional faculty team up to provide
both content and effective study skills and where student services staff make career
presentations when a faculty member is absent. Additionally, campus agencies that are
potential fruitful links include instructional design centers, academic enrichment
programs, and faculty and staff development initiatives. Off-campus agencies that
provide community service opportunities for students offer excellent off-campus
learning and students should be systematically encouraged to think about how their
studies apply in those settings and vice versa.” (CCSSE, 2007c, p. 20) See Chapter 6 of
this handbook for examples of many effective collaborations that are occurring at
colleges across California and are resulting in positive success for basic skills students.
10
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5. Staying Informed: The fifth characteristic is that student support services professionals
are very well-informed about the students at their college and can access important data
from the institutional researcher. They have seen the data and understand the latest
research on the various student populations that they serve. The student support services
faculty and staff are current on state, federal and local college district policy changes and
make it a habit to actively and effectively inform students about these changes and how
they may impact learning.
6. Assessment: Lastly, student services faculty and staff implement new strategies that
enhance learning and assess these to determine whether changes have actually increased
student success. Does the student support services faculty and staff participate in
institution-wide assessment and in their own departmental assessment? Do they discuss
the results of the assessments with one another and collaborate to improve processes?
“Student affairs professionals must seize the present moment by affirming student learning and
personal development as the primary goals of undergraduate education” (ACPA, 1997, p 6).

Academic Advising
As we stated at the opening of this chapter, student support services make
the first impression and are the first contact new students have at the
institution. The policies and procedures in student support services should
be developed from good research and assessed regularly in order to stay
learner-focused. Unfortunately, according to Survey of Entering Student
Engagement (SENSE) too few students pursue academic advising during
those first formative weeks of college. The diagram below provides the
evidence from the 2007 survey (CCSSE, 2007a, p 8).

Online
registration or
counseling
7%

Other college
materials Academic Advisor
4%
not faculty
6%

Friends Family or
other students
47%

Academic Advisor
faculty
36%

Entering Students Most Common
Sources of Academic Advising
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This evidence shows that most students get “advising” from friends, family or other students rather
than from academic advising faculty. Why aren’t they seeking advice from those trained to do it?
Most students say when they first come to campus that they intend to complete a degree or
certificate (CCSSE, 2007a, p 7). But our data from the state Chancellor’s Office proves that the
students’ original goals are often not met. Could it be because they did not receive the most
appropriate advice from the start?
How do we capture students right at the beginning and provide them with not only the guidance to
complete their academic goals but the learning opportunities to prepare them for the rigors of
college? This is a particular challenge and the impetus for the Basic Skills Initiative. We know the
vast majority of our students (75-90%) enter college needing some form of remediation. In addition,
they need to become sophisticated and independent learners making choices that improve their
chances of success in college, careers and their lives. An effective method to help students at this
early juncture is to help them identify the differences between high school and college. This
Appendix and Chapter 5 of this handbook contain materials that can be incorporated into student
services instruction and orientations.
Research has shown that orientation and student success courses are vitally important within the
first three weeks of the first semester (CCSSE, 2007a, p 10). In order to accomplish this, and to
learn how best to embrace the characteristics of learning-centered student services, it may be helpful
to look at the results of the national Community College Survey of Student Engagement.

The Community College Survey of Student Engagement (CCSSE):
The CCSSE is the largest scale, continuous research initiative engaged in assessing what students
gain from their community colleges nationwide. The growing body of data collected from the
CCSSE provides valuable insight to the best practices and approaches to improving student learning
at community colleges. In 2007, CCSSE published a monograph that reflects on lessons learned
through its first five years of research. It is suggested that these lessons be incorporated into
Community college student services curriculum, whether that curriculum is in the classroom, a new
student orientation, a workshop setting or an individual advising session. Remember, it is important
that we constantly and consistently assess our group and individual programs to see if in fact they
are effective in promoting student learning and success. If not, we use the data to make changes.
1. Be intentional about the ways in which students are engaged in learning on campus.
Community college students balance a variety of commitments on and off campus that
compete for their energy and attention (work, family, and school). They spend less time on
campus than do their counterparts at four-year colleges, particularly if they are attending
part-time. “Community Colleges, therefore must be deliberate and aggressively create
opportunities to involve students so that engagement becomes central to every student’s
experience” (CCSSE, 2007 a, p 5).
2. Engagement matters for all students, but it matters more for some than for others.
CCSSE data reveals that there are consistent gaps between performance outcomes for highrisk students and their peers. The data also shows that when comparing levels of engagement
between high-risk students and low-risk, the high-risk students were often more engaged in
their college experience than their peers. However, these more-engaged, high-risk students
often struggled with lower aspirations for themselves, were less prepared for college than
12
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their peers, and encountered lower expectations of their success in college than did their
low-risk peers. CCSSE observed that high-risk students were working harder but achieving
lower results. They suggest that community colleges should maximize the opportunities to
engage in activities both in and out of the classroom to help them reach levels of outcomes
that their low-risk peers reached with less effort.
3. Part-time students and part-time faculty are a reality of the community college. This
is often cited as one of the most daunting challenges for improvement efforts at the
community college. Nationally, as many as two-thirds of community college students and
two-thirds of faculty are part-timers. For both students and faculty, being part-time simply
means fewer opportunities for faculty-student contact and engagement both in and out of
class. This emphasizes the need for colleges to develop intentional and well-considered
approaches about how to engage students in meaningful opportunities for interaction and
learning. This is vital when one considers that part-time faculty often teach the lion-share of
evening courses, when many part-time students are on campus.
4. Being data-driven is becoming a necessity. Improving student learning, particularly for
high-risk students with basic skills needs, requires that community colleges establish
practices for collecting, discussing, and using evidence to document student performance,
monitor progress, and make needed changes to improve student learning both in and out of
class.
5. Numbers tell only part of the story. Survey data can produce abundant quantitative data
that can tell community colleges what is happening with student engagement and learning,
but not why it’s happening. CCSSE urges colleges to look behind the numbers to seek
explanations for why particular kinds of services or interventions are working or not
working. CCSSE has made extensive use of focus groups consisting of students, student
services personnel, faculty and other stakeholders to seek greater understanding of what
works best for student engagement and success.

Survey of Entering Student Engagement (SENSE) – What
Matters Most to Community College Students as they Enter the
Institution?
In its executive summary of the 2007 survey, CCSSE focused on student
engagement in the first four weeks of their college experience seeking to better
understand that critical time. This increased “focus on the front door” came about because of the
fact that community colleges lose large numbers of their students in the first term and existing
CCSSE methodology focuses on students in their second semester, which are college “survivors” by
that point in time.
To accomplish this, CCSSE partnered with the MetLife Foundation to develop the Survey of
Entering Student Engagement (SENSE), which was piloted in the Fall 2007 semester. The pilot
included a representative sample of 22 community colleges from around the country, surveying
13,500 respondents, over half of whom were entering students, and followed the survey with focus
groups of entering students enrolled in developmental and gatekeeper courses at four of the
institutions.
Chapter 4
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The initial findings of pilot SENSE surveys and focus groups revealed a portrait of the range of
issues, needs and characteristics of entering students:
Feeling Welcome: Entering students surveyed were asked whether they felt welcomed the very
first time they arrived on campus. 20% strongly agreed, 1% strongly disagreed, and roughly one
third (32%) were neutral.
Accessing needed information/services: 32% of students strongly agreed with the statement
that they were able to access the information they needed to complete the enrollment process.
2% strongly disagreed.
Academic Advising: When students reported where they got their primary source of academic
advising (information such as advising, course recommendations, graduation requirements, etc),
they stated the following:
5% Academic Advisor (non faculty)
31% Faculty Academic Advisor (e.g. counselor)
40% Friends, family or other students.
6% Online registration/other computerized degree advisor system,
3% Other college materials.
As we said earlier, one significant finding was that more students seek out peers, friends and
family as primary sources of advice than counselors and faculty. One third reported that they
participated in academic planning with a counselor and 41% of entering students reported that
they never used advising or planning services.
Financial Aid Advising: Two-thirds of entering students were told they could apply for
financial aid, but fewer than one-third received help with analyzing their financial aid need.
While fewer than half of all entering students (44%) sought financial aid advising at least once,
53% say they have never used financial aid advising. This is regarded as a significant area of the
SENSE survey, as lack of finances is among the top reasons students report that they may leave
college.
Student Orientation/Student Success Courses: Thirty eight percent of entering students
report that they attended an on-campus orientation prior to the start of class, with 11%
completing orientation online. Seventeen percent enrolled in an orientation course as part of
their schedule in the first semester of college. However, 20% of the students surveyed report
they were not aware of the existence of an orientation program or course at their campus.
Just over one-third of respondents (36%) participated in a student success course, with just
under half (46%) of those enrollees reporting that the course helped them very much in gaining
knowledge or skills important to their success. For those who also took a developmental course
concurrently with a success course, 48% reported that the success course helped them very
much compared with 38% of academically prepared students. The Community College Research
Center (CCRC) found that Florida community college students who enroll in a student success
course are 8% more likely to graduate with a degree or certificate than those who do not take
such a course.
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Relationships are What Matter Most
The SENSE focus groups addressed a variety of topics, but when
students were asked to cite the most important reason for their
staying in college, their responses were overwhelmingly about the
relationships that they forged early in their experiences. Students
often identified the person who made a difference by name, whether
it was an advisor, a counselor, a mentor, or administrative support, and they explained how
he/she inspired them to stay and persist. These findings indicate that the most effective
engagement that occurs involves the human connections that students make, from their
earliest encounters on campus.
Similarly, while focus group cohorts recognize the importance of human connections on
campus, they also were clear to point out when those interpersonal encounters can negatively
impact students. The SENSE report cites one focus group members’ observation:
need to remember that they hold this person’s future in their hand . . . and with one wrong
action or one wrong word you can totally turn them off and they’ll turn around and walk out
the door and never come back. (CCSSE, 2007a, p 10)
The understanding that positive and supportive human connections matter has far-reaching
implications for student services. Much of what is well-documented through CCSSE and
SENSE data is that students seek out those people who are knowledgeable, resourceful, but
particularly non-threatening and who they believe genuinely care about them. This explains the
preference for many students to use their peers, family members and those close to them for
academic advice and educational planning. It may also provide a means of understanding why
critical services, such as financial aid advising, academic tutoring/support and career guidance,
are under-utilized by students who are high risk. Community colleges would be well served to
explore how to reach out to students and their families and provide services in ways that are
welcoming, supportive, effective and non-threatening.

Strategies that Work and their Implications for Student Services
All right, so you’ve read the background and theory, but how does this work in reality? What
strategies can you use at your college to better serve and engage your students? Check out the list
below of strategies that work, most of which derive from the CCSSE findings.
Setting High Expectations and Clear Goals:
When considering the CCSSE findings, the implications for California community
colleges as a whole and for student services in particular, are many. Commitment
to promoting the success of students with basic skills needs, as indicated earlier,
requires the commitment of the entire institution, but what does this actually look
like? CCSSE recommends that it begins with a culture that sets high expectations
and clear goals for student performance and success, and these expectations must pervade the entire
fabric of the institution:
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Even a casual visitor can walk onto a college campus and know, almost instantly, whether
the college community believes that all students can learn. Do they look at their students in
terms of attributes or deficits? Do they talk about difficult subjects or difficult students?
The students’ ability to learn or the students’ right to fail? Institutions that expect students to
perform well use language that communicates students’ value and potential. (CCSSE, 2007a,
p. 14)
How we speak to students affects how they feel about their ability to succeed. Students believe in
themselves and their ability to achieve when they are surrounded by those who believe in them.
Student services departments and units play a critical role in conveying this message to students.
Each interaction with a student, no matter how brief or seemingly trivial, conveys key expectations,
and become opportunities to engage students in authentic genuine learning. Student service
personnel must shift their perspective to embrace the role they play in supporting, encouraging and
enhancing student engagement in the learning process.
Focusing on the Front Door:
Helping students succeed through the equivalent of the first semester (12-15 credit
hours) can dramatically improve retention (CCSSE, 2007a, p. 2). Colleges must
invest in efforts to connect with students from their first encounters on campus,
and provide abundant opportunities for students to feel engaged in meaningful
ways, particularly high risk students such as students with basic skills needs. Early
academic advising, orientation and connecting with student success classes can provide high-risk
students with the support services, opportunities to connect with peers, as well as encouragement to
seek out opportunities to get involved with the social and intellectual life of the college, all of which
enhance and encourage student learning. A promising program is the Santa Monica College’s
(SMC)Welcome Center. Open for five years, this center services the needs of new students and since
its opening overall new student retention has increased. Outcomes of the center also include
increased communication between college divisions and increased freshman enrollment in the
Student Success seminar making this course the second most popular course on campus with 66
scheduled sections. SMC also offers a VIP Welcome Day for new students and their parents and in
2008 over 2,500 students and their families attended (see Appendix 5, Big Ideas Inspiration and
Advice for Counselors and Career Centers).
Developmental Education:
As you know from reading this handbook, close to three-quarters of all entering
community college students nationwide assess into pre-collegiate courses in either
mathematics, English or reading, and there are locations where the numbers are
much higher. This fact alone underscores the reality that community colleges must
come to terms with – developmental education is now a core function and an
integral part of their existence. Preparing students for collegiate level coursework as well as lives as
productive citizens has become an important part of the community college mission. The CCSSE
survey data observed that students who successfully complete a developmental education course –
any developmental education course – were more likely to persist and succeed than other student
groups, including students who did not need any developmental education. (CCSSE, 2007c, p. 15)
It is especially important that training of all academic advisors and counselors focus on how to
communicate to students who have just left high school that they need remediation courses in
mathematics, English and reading in order to be successful in college-level courses. Sensitivity to a
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student’s sense of self-worth and developing language that encourages rather than diminishes
students is paramount.
Make Engagement Inescapable!
Community colleges who commit to improving student learning can create
abundant opportunities for students to get involved so that engagement becomes
inescapable. This does not happen by accident – institutions commit considerable
time and resource planning in designing how these opportunities for students to
engage in purposeful learning will take place on their campus. Two such
approaches highlighted in the CCSSE data are the construction of learning communities and
intrusive intervention strategies.
Learning communities:
Learning communities are rapidly becoming
commonplace on campuses, as they create involved, collaborative and intensive
learning environments by linking courses, faculty and in some cases, advising and
learning support resources. Students in learning communities form peer cohorts,
spending considerable class time together and forming supportive relationships
with each other and with the faculty who work as a team. See Chapter 6 of this
handbook for a longer discussion about how learning communities help students with basic skills
needs and examples of particularly effective programs.
Intrusive interventions: Intrusive intervention strategies (sometimes called
intrusive counseling) are designed to target high-risk students and provide them
with intensive and timely support services, in an effort to prevent student failure
or attrition from college. These strategies can take a variety of forms, but typically
the approach is to intervene before students find themselves in academic difficulty.
Examples include early alert programs, mandatory counseling sessions,
developmental and success workshops, periodic academic progress reports, supplemental instruction
and tutoring. These and other measures may become compulsory for students, such as those on
academic probation. CCSSE cites a growing number of institutions that are re-introducing policies
for mandatory course attendance, where students are called by advisors or faculty if students miss
more than two classes. “Faculty and staff at educationally-effective institutions know, and behave as
though, educating students is everyone’s business, and all must work together to make sure students
do not fall through the cracks” (Whitt, 2005, p.2).
Integration: The Most Important Strategy
Despite the critical nature of the role that student services plays in supporting
basic skills students, their contributions and efforts often occur in isolation from
the instructional units on campus. Historically, student services and academic
affairs have been concurrent but separate functions and each operates with
differing and often conflicting ideas of what should be expected of students. This “silo effect” is a
common phenomenon on campus where communication and coordination among departments
does not occur or is inadequate to meet the needs of students.
Eliminating silos on campus and restructuring and promoting the collaboration of student services
and instruction is a vitally important goal for creating the conditions that allow basic skills students
Chapter 4
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to flourish. “High performing organizations are marked by partnerships, cross-functional
collaborations, and responsive units. Effective partnerships among those who have the most
contact with students—faculty and student affairs professionals – fuel the collaborative spirit and
positive attitude characterizing these campuses” (Whitt, 2005, p. 2).

The Big Picture: Transforming Student Services to be EngagementDriven and Learning-Centered
Community colleges will be continually challenged to transform their practices to
improve learning in an environment where funding cycles will always be inadequate,
and where the student landscape will continue to be in flux. Students with basic skills
needs will always be the majority of students on campus, and they are counting on
the community college system to provide them with essential tools to help them
succeed at the collegiate level and beyond. Student services professionals understand
the increasing challenge, as they often have their finger on the pulse of the student
body and are aware of the issues that students bring with them to college. Improving student
services and transforming the institution to become engagement-driven and learning centered will
require collaboration across institutional boundaries, the elimination of siloed-thinking, and a
sustained commitment to transforming the culture of the institution. We need to repeatedly ask
ourselves in student services “What are students learning in our programs and how do we know and
how can we improve?”
CCSSE (2007c) identifies the following attributes that are essential building blocks to the creation of
a new and more effective philosophy and structure for student services (p 20):

18

!

A student-centered vision: Being student-centered is a common buzzword at institutions,
but those who are truly committed to being student centered have a belief in their students’
ability to succeed, set high expectations and goals for student performance and communicate
them clearly, and provide students the resources and support to reach those goals. Student
services programs that are committed toward this end assess their programs and services, use
this evidence to change and improve their programs and services. This requires that student
services personnel have a restless energy to continually improve their practice so that more
students succeed.

!

Leadership: Effective leaders are a necessary component as they articulate a clear vision for
success, and inspire others to action. True leaders understand that not all stakeholders may
buy into the vision, but will build support among those who do, and move the agenda
forward. A good leader will set a collaborative tone, establish clear priorities, and goals for
improving student success. They meet frequently with their departments to discuss about
their effectiveness, identify and solve problems, and look for ways to improve what they do.

!

Congruence of values and purpose across the college: Students can easily determine
when services, departments or college personnel are “not on the same page”, but they will
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quickly identify which services or departments on campus are the friendliest and most
helpful. The most effective institutions have a shared vision and belief of student success,
and are passionate about helping students become effective and successful.
!

Being data-driven, using both quantitative and qualitative data for improvement.
“Data” is not a dirty word. As a matter of fact, data can prevent a department from falling
into the common trap of relying on anecdotal information, which over time can become
fossilized and reinforce operational assumptions and mental models that may inhibit
improvement. In contrast, departments and programs that continuously assess their services,
student needs, and monitor progress are rigorously examining their services to continuously
improve what they do. They frequently and routinely seek input from students –
incorporating the best suggestions. Quantitative data, such as survey data, can present a
broad view of what student needs are being met or not met, where qualitative measures,
such as in-depth interviews or focus groups, can shed light on how to best improve from the
student’s perspective.

Promising Practices in California Community Colleges’ Student Services
So how are California community colleges making the information in the CCSSE a reality? The next
section of this chapter describes promising practices in specific areas of student services, ones that
embody the characteristics that CCSSE cites will enhance student engagement. This collection of
practices will continue to grow over time, as more institutions contribute their innovative ideas to
this effort.

Promising Practices in Financial Aid

Financial aid provides critical resources that can mean the difference between
going to college and not going to college for many California students with
basic skills needs. However, many students and their families are not aware
of the financial aid resources and options that are available to them.
Quiz 3: What Do You Know about Financial Aid?
Let’s begin with a short quiz.
1. Nationwide, how many students community college students apply for financial aid?
A. less than 25%
B. approximately 35%
C. approximately 45%
D. approximately 55%
E. more than 75%
2. How many CCC students apply for financial aid?
A. less than 25%
B. approximately 35%
C. approximately 45%
D. approximately 55%
E. more than 75%
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3. What are important aspects to financial aid?
A. Providing information about financial aid
B. Informing students about fee waiver options
C. College culture about financial aid
D. Staffing and funding resources available to the financial aid office
E. A balance between providing information and assistance to student and meeting
administrative demands
4. What percent of CCC student college expense is the result of fees?
A. 0%
B. 5%
C. 10%
D. 20%
E. 30%
5. Latina/o students represent the fastest growing population of community college students
(averaging 27% of CCC students statewide but up to 85% at some individual colleges).
Approximately what percent of Latina/o students and parents were unable to name even
ONE source of financial aid funding?
A. 5-15%
B. 15-30%
C. 30-45%
D. 45-50%
E. 50-65%
The answers to this quiz are in Appendix 6
Think about the implications of the above questions in relation to your community college
student population and access. What are some important issues on your college campus?

Recent studies have provided further evidence on the pivotal role of financial aid.
Michael MacCullum from Long Beach City College examined the effect of
financial aid processing policies on student enrollment, retention and success. Data
from a comprehensive survey of California community college financial aid offices
provide insight into how policies and procedures affect enrollment, retention and
success. Implications and strategies for action at the local and state level to improve
student success and retention are examined. This study is available at
http://www.nasfaa.org/Annualpubs/Journal/Vol37N2/index37n2.html
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The Institute for College Access and Success (TICAS) strives to make college accessible and
affordable for all people from all backgrounds. In a recent publication about California community
college admissions and financial aid processes called Green Lights and Red Tape: Improving Access to
Financial Aid at California’s Community Colleges, TICAS identifies key strategies that need to be
addressed in California community colleges to improve access, retention and success for our
students. The report states that colleges can “green light” student applications by:
1. Translating information into all the languages used by students
2. Developing communication strategies that recognize cultural differences
3. Collaborate with faculty to get the word out
4. Tell part-time students about the benefits of becoming full time
5. Put experienced staff up-front to work with students
6. Open offices during the evenings
7. Disburse aid early or provide bookstore credit so students have money for books early in the
semester
8. Only verify as many aid applications as are required by state and federal law
9. Create institutional aid programs that can provide emergency loans
TICAS article can be downloaded at http://www.ticas.org/files/pub/Green_Lights_Red_Tape.pdf
The report also offers models of no or low-cost practices which can affect success. Some of the
most promising include financial aid outreach intervention approaches designed to increase access
and awareness. For example, at San Bernardino Valley College, during the hottest days of summer,
the financial aid office distributes free water bottles and cardboard fans that direct students to their
location and list office hours.
Appendix 7 provides an example of the outreach done by Santa Barbara City
College (SBCC) Financial aid department describing the terms of financial aid.
This example is shared by permission and helps to provide good ideas based upon
the practices suggested above for improving services. SBCC plans to have student
focus groups to evaluate the usefulness of the pamphlet. When you consider the
data provided by TICAS about the lack of information Hispanic students have on
financial aid, any strategy that places clear information into students hands should
become a model for other colleges to adapt to their own purposes.
Additional recommendations to improve access to financial aid services listed in the TICAS article
include the following:
1. Assess existing policies and procedures to identify barriers for students.
2. Collaborate with other colleges and the Chancellor’s Office to communicate financial aid
options and encourage student applications.
3. Continuously solicit student feedback about financial aid services, using quantitative and
qualitative data, and use what is learned from these efforts to improve existing practices.

Promising Practices in Library Services: Increasing Student
Success through Library Usage at Pasadena City College

Librarians and libraries are essential components of the educational process
because they support curriculum, teach information literacy and foster
critical thinking skills. Libraries are essential partners in a learning
community because they provide learning opportunities for all students and
provide them with the technical skills needed in today’s information age.
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In Fall 2007, the Pasadena City College Library assessed library usage, success and retention rates for
basic skills students as well as non-basic skills students, using the following approach: .
Step 1: Collect the student identification numbers of any students who checked anything out of the
library last year (either media, books, periodicals or a computer) for the last five years.
Checking resources out from the library was an indicator of library usage.
Step 2: Check those identification numbers with the numbers of any students enrolled in basic skills
classes and those enrolled in non-basic skills.
Step 3: Determine the success and retention rate of those basic skills students and non-basic skills
students that used the library versus those students who did not use the library.

Table 1. Success Rates of Basic Skills and Non-Basic Skills Students by
Usage of Library Resources
Non -Basic Skills Students
Year
02-03
03-04
04-05
05-06
06-07

Non-Library
Users
63.59
63.31
62.55
62.53
60.76

Library Users
74.78
74.96
73.76
73.06
73.00

Basic Skills Students
Non-Library
Users
59.49
61.36
57.04
54.54
52.82

Library Users
68.81
67.64
68.00
65.99
66.27

Table 2. Retention Rates of Basic Skills and Non-Basic Skills Students by
Usage of Library Resources
Year
02-03
03-04
04-05
05-06
06-07

Non -Basic Skills Students
Non-Library Users
Library Users
80.63
87.67
80.56
87.31
80.29
87.04
80.17
86.49
79.39
86.70

Basic Skills Students
Non-Library Users
Library Users
83.24
88.80
83.83
88.94
80.65
88.35
80.48
88.48
79.93
88.41

These data reveal that for both basic skills students and non-basic skills students, students who use
the library showed an increase in both retention and success – as high as 14% greater than students
who never checked a resource out of the library.
While faculty and other stakeholders continue to dialog about other factors that may impact these
findings (such as high achieving students and their inclination to take advantage of services available
to them), this finding does indicate that connecting students, particularly those who are taking basic
skills courses, to library services in their first semester can positively impact their chances for success
in courses as well as overall retention. (Contributed by Mary Ann Luan, Pasadena City College,
Dean)
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Incorporating Library Services and Information Competency into Basic Skills
Plans at San Francisco City College
Bonnie Gratch-Lindauer, of City College of San Francisco, analyzed Basic Skills as a Foundation for
Student Success in California Community Colleges (Center for Student Success, 2007) and, as a result,
developed recommendations on the importance of having librarians participate in college-wide Basic
Skills or Student Success Committees. As the information experts on campus, their contributions
and collaboration with instructional faculty are invaluable. As Bonnie explains, “it's not too late to
try and have each community college address library/ian contributions and roles specifically at these
places in Basic Skills as a Foundation for Student Success in California Community Colleges (Center for
Student Success, 2007). Below are her suggested additions:

Basic Skills and the Library
Recommendations for Incorporating the Library into Basic Skills as a Foundation for Student Success
in California Community Colleges (2007). Please refer to the specific portions of the literature review
found at http://www.cccbsi.org/literature-review as indicated below:
Part II: Assessment Tool for Effective Practices in Basic Skills
1. In all the four sections on the first page of each section that lists who should be involved in
discussions, we should add "Library and Learning Resources" either after the bullet for
"Counseling" (this is an indented list under "Lead faculty members in Developmental Education
programs") OR within the bullet that is called "Other college-level faculty who do not teach
English or mathematics".
In addition, in these same four locations after the bullet "College Success/Study Skills" should be
added "Basic Information Competency Skills."
For example: p. 105 (Poppy Copy). In section A, Organizational & Administrative Practices:
*Lead faculty members in Developmental Education programs, including the following:
Add to the list by *College Success/Study Skills AND BASIC INFORMATION
COMPETENCY SKILLS."
2. A. 5. “A comprehensive system of support services exists and is characterized by a high degree
of integration among academic and student support services." The library's contributions to
effective practice A.5.1. and A.5.2 are important and are made by such things as research skills
workshops, course-related supplementary research skills instruction; information competency
tutorials, etc.
I would recommend a fifth effective practice be assessed and documented at each college:
A.5.5. Library and information resources are acquired in direct support of developmental
education courses and appropriate reading and listening-level materials are provided.
2. Section C.4 “Staff development opportunities are flexible, varied, and responsive to
developmental needs of individual faculty, diverse student populations, and coordinated
programs/services.”
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Under C.4.7 Academic Alliances where is listed "Other (specify activity)", should be added:
C.4.7. Academic Alliances -- Librarian partnerships with developmental education faculty.
3. D.1 Sound principles of learning theory are applied in the design and delivery of courses in the
developmental program.
In D.1.2. Colleges preparing the self-assessment to this effective practice should be also
considering how information competency relates to this practice. A possible rewording of D.1.2.
might be:
Problem-solving and critical-thinking skills, INCLUDING EVALUATING INFORMATION
SOURCES, ARE INTEGRATED INTO DEVELOPMENTAL EDUCATION
CURRICULUM
4. D.5 A high degree of structure is provided in developmental education courses.
Section D.5.2. "Well-planned, sequential courses possess a corresponding proactive academic
support component."
Colleges preparing the self-assessment should explicitly think of Library and Learning Resources
as they respond to this effective practice.
5. D. 10 Programs provide comprehensive academic support mechanisms, including the use of
trained tutors.
Along with A.5. This is the effective practice that most clearly relates to library
services/resources. College self- assessments and responses to D. 10.1 -10.3. and D. 10.7 should
definitely include library/ian services and resources.

Bakersfield College Librarians Develop Website Evaluation Tools to Address
College Level Information Competency Expectations
Bakersfield College English faculty developed a student learning outcome (SLO) for English 1A
which states that students will “demonstrate the legitimate use of scholarly sources by using library
and online reference materials; summarizing and paraphrasing sources; synthesizing multiple
sources; and avoiding plagiarism. In response, the Bakersfield College library faculty, in conjunction
with area high schools, developed a tool to assist students in evaluating web information. The ability
to evaluate sources is an essential part of an effective education and the foundation of critical
thinking courses.
Evaluating Web Information
The more questions you can answer, the more reliable the web site.
WHO is the author of the information? WHO is the host or sponsor of the web site?
! What information do they provide about themselves?
! Can you contact them? Is there an e-mail address? Do they list a street address?
! If you can't tell who is behind it…don't use it!
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WHY was the site created? Does it have a specific purpose?
! Does it state a purpose or mission? What is it? To sell? To inform? To persuade? Other? (Look for an
“About Us” link.)
! What type of site is it? .com = commercial .gov = government .edu = educational
.org = non-profit organization
.net = network
~(tilde) = personal web page
WHAT is the point of view?
! Is there any bias or slant? Or, is it neutral?
! Are there links to other viewpoints? Or, does it present both sides of the issue?
HOW credible is the source?
! Does the author or organization have expertise on the topic? What education, degrees, or work experience
does the author have?
! Who is the intended audience? College students? Consumers? Children?
! Is it scholarly—that is, written by a researcher or expert for a college or academic audience?
! Are the sources credited with a bibliography, works cited list, or references?
! Are there any obvious errors or misinformation? Is it a collaborative site such as Wikipedia to which anyone
can post or edit information?
WHEN it was it last updated?
! Is the information current? When was it last revised? What is the copyright date?
! Are there many broken links?
WHERE can I find more information?
! What can you find out about the author or site using other Internet sources or library reference materials?
Some suggestions are Librarians’ Internet Index (www.lii.org), Contemporary Authors, Gale Literature
Resource Center, Encyclopedia of Associations, and Magazines for Libraries.

Promising Practices in Extended Opportunity Programs and Services (EOPS)
and Cooperative Agencies Resources for Education (CARE)
EOPS and CARE are among the most successful educational programs that we have for student
success. The programs target “at risk students” who have both personal and academic barriers to
educational success, including low income, educationally disadvantaged, typically underserved ethnic
populations and those students with basic skills needs. The guidelines for the program follow ideal
educational models employing all the effective practices recognized across the nation in student
engagement, developmental education and student success. The programs are funded through
categorical funding from the state, and annual reports to the legislature on student success are
required. These programs “provide a comprehensive and coordinated foundation of support
services that includes counseling, advisement, tutoring, advocacy and peer networking, as well as
grants and non-cash-based assistance that addresses the unique educational and personal needs of
EOPS and CARE students. The heart of these programs is the helping hand and personal
encouragement that leads to student achievement and success.” (CCCCO, 2006, p. 2)
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These programs have essentially produced student success results that include certificate and degree
completion, greater retention, and higher grades, comparable to non-EOPS students. While on the
surface, this may not seem like a leap in success, but one must only consider that the majority of
these students would have, according to our data, dropped out or failed at a rate two or three times
that of the non-EOPS student. Consider the requirements to be part of the program, and you will
identify the fragile nature of this population and the great success these programs exhibit.

(CCCCO, 2006, p. 5)
It is interesting that EOPS and CARE serve only 3-5% of our students each year. It is essential to
increase the funding for these programs because we know more than 3-5% of our students meet
these requirements.
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Because of the effective advising they receive and their engagement in college, these students have
college goals that equal or exceed those of the general student population, and they tend to enroll in
basic skills courses at almost double the rate of the general student population. These two factors
indicate both goal orientation and planned academic pathways. Table 1 indicates the outcome of
these programs which approximate the outcomes of non-EOPS students and Table 2 describes the
transfer readiness that far exceeds the general population (CCCCO, 2006, p. 13)
.

Table 3

Table 4

Students need more than academic advisement to succeed. So let’s take a look at the promising
practice of assessing and responding to the whole student by addressing both academic and personal
needs.
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Crafton Hills EOPS: Developing Student Learning Outcomes for Student
Services that Focus on the WHOLE Student – Focusing on Affective
Outcomes
Crafton Hills College uses a commercial survey that examines eight affective SLOs based upon the
College Success Factors Index (CCSFI) developed by Dr. Halberg of California State University of
Los Angeles. They began using the survey with their EOPS student population. Early review of
student success rates convinced them to implement the survey for all students enrolled in learning
communities as well as EOPS students.
Crafton Hills administers the survey at the beginning of the semester for new EOPS students. The
survey asks a variety of questions that are then analyzed and indicate the students score in relation to
the eight factors listed below. When a student’s results from the survey indicated cause for concern,
the appropriate counselor, financial aid officer or other student services professional received an email indicating the need to make an appointment with the student. Students were then contacted and
issues were discussed proactively, some people refer to this as intrusive counseling. The factors
examined in the survey are:
Responsibility/Control: Students understand that they are responsible for their own success in
college. They are in control of their education, make decisions and take positive action to maintain a
high academic standing. In short, they take ownership over their educational and personal future.
Competition: Students are motivated to perform at their highest level possible, and demonstrate a
commitment to success in college. They can articulate the reasons for wanting to succeed and
perform well. Students display a sense of self-confidence that is reflected in their expectation of
success. They are accomplishment-driven and challenge-motivated.
Task Precision: Students are task-oriented and strive to complete assignments and tasks with a
high degree of precision. They break larger projects and expectations into smaller, more manageable
tasks. They meet deadlines and commitments, and make a point to confirm and clarify details when
needed. They communicate with precision.
Expectations: Students set high expectations for themselves, through challenging goals that are
meaningful to them. They seek out learning opportunities, new experiences and take risks. They
articulate a strong desire for success in their chosen field or major. They persist through obstacles
and articulate a high degree of commitment to their academic success.
Wellness: Students practice sound habits in personal health, nutrition, exercise and stress
management practices. They seek balance in their lives, their relationships and the various roles they
assume in addition to being a student. They understand what they need to perform at their best.
Time Management: Students practice sound skills in planning, calendaring and prioritizing their
tasks, commitments and responsibilities. They exert control over the events in their lives, and can
manage interruptions without losing sight of what is most important to them. They use a planning
system that helps them keep track of their assignments, tests, papers, projects and deadlines.
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College Involvement: Students seek meaningful connections with the college, through formal as
well as informal means. They develop a circle of support on campus that can assist them through
times of challenge. They articulate a sense of satisfaction with their college experience.
Family Involvement: Students have a circle of support that includes the people who are most
important to them. Their circle of support provides advice and encouragement, and has a positive
involvement in their lives that enables them to succeed in college.
More information is available at http://www.csfi-wadsworth.com/ad_factormenu.htm

Promising Practices in Disabled Support Programs and Services (DSPS)
Another population of “at risk students” include those that have disabilities. These departments
excel in their connection and service to students. We wanted to provide two examples of great work
being done in DSPS that exemplifies the aspect of collecting and analyzing data in order to improve
services. The first sample from Bakersfield College describes student learning outcomes, assessment
and analysis of data at the course level. The second example shows San Diego Mesa College’s DSPS
program-level SLOs and assessment methods.
Promising Practices in DSPS at Bakersfield College (Course level outcomes and
assessment)
The following information was provided by Joyce Kirst, an Learning Disabilities (LD) Specialist at
Bakersfield College. This information describes the evaluations she employs in her Disabilities
Management course in order to assess and improve her student’s performance and her own
teaching. Note that she incorporates student metacognitive assessment (thinking about their own
learning; see Chapter 5 of this handbook), student survey information (indirect perception data), and
student performance portfolios (direct student learning data).
First, Joyce provides her students with SLOs for the course and documents the ways in which they
will be assessed in her syllabus. Please see the information on the next page.
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Next, Joyce shares the Final Disability Management Portfolio assignment that she requires of her
students. This creates an excellent summative and comprehensive review of the SLOs targeted for
this course.

Special Studies B48
Disability Management Portfolio
The purpose of a course portfolio is to:
Review the main areas of a course by selecting a few samples of your past work that represent your
best efforts or a pattern of improvement,
" To correct or enhance earlier assignments, and
" To carefully reflect on your personal growth regarding the subject. It is a way to pull together
the various tasks and concepts from the course and creatively make them your own.
Your disability management portfolio is worth 60 total points. Students who earn the highest value
will not only address the following topics factually, they will consider them from a personal
perspective and use an original presentation style.
1. Legal issues & resolving disputes
2. Functional limitations
3. Mitigating measures
4. Academic accommodations
5. Job/community accommodations
6. Support and resources
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At the end of the course Joyce surveys students for feedback concerning the effectiveness of the
course.

SPST B48: Disability Management Evaluation – Fall 2007
“Student Learning Outcomes” are the main ideas of a class or things most students should know
after taking the course. List the main concepts you learned in this course. You may use your course
syllabus and sequence guide for help.
Underline the 2 or 3 items above that would most contribute to developing disability management
skills.
How did the course affect you personally?
What improvements would you suggest for this course?
Would you recommend this course to your friends? Why or why not?
Make any comments you wish.
Joyce uses the information she receives from these evaluations to alter the way she teaches the
course in the future.
Appendix 8 of this handbook includes the outcomes survey and sample data analysis of a different
course that Joyce teaches is called Introduction to Word Processing for Students with Disabilities. Joyce uses a
simple free survey tool, available on the web that requires her students use their computing skills by
responding on the computer. Please note the analysis of the results to the last question which
provides an excellent example of integrating library services with her course.
What does this look like when you go from course outcomes and assessment to program outcomes?
San Diego Mesa College provides an example of their program outcomes and assessment methods
in the next section.
San Diego Mesa DSPS Program Student Learning Outcomes Assessment
Appendix 9 contains a detailed example from Mesa College’s DSPS Program Student Learning
Outcomes Assessment (SLO). Note the organizational structure. The college’s SLOs for the AA
degree are listed first. DSPS outcomes are articulated in another column, showing how they are
mapped to the SLOs for the AA degree. Finally, the activities and assessments for each of the
program SLOs are listed as well. Many of these assessments are direct and quantitative.
With programs, it is essential to map outcomes across the courses included in the program as an
important step in the institutional assessment and improvement process. This model clearly links
department and program outcomes with college wide goals, and it provides student services a
tremendous opportunity to articulate to the entire campus community the vital contributions that
student services plays in engaging students in the learning process. Writing program SLOs and
developing assessments provide an ideal opportunity for everyone in the department to work
together to articulate and prove exactly how the department contributes to student learning. And
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more importantly, the assessment results allow us to know what is working effectively in our courses
and programs and what needs to be changed to meet student learning needs.
In this next section we present work done in student services and ask you to consider outcomes
statements (SLOs) and then think about ways to assess these outcomes.

Innovation and Improvement through Assessing Student
Services SLOs
The best way to ensure the success of any promising innovative practice
is to assess it to see how it is working. With the 2002 changes to
accreditation standards, student services programs have been given the opportunity to articulate the
ways in which they contribute to the student educational experience through developing student
learning outcomes. The assessment of student learning in co-curricular contexts reaffirms the
educational mission of student services by documenting the ways in which students learn, and offers
a means of continuous improvement of those ways of learning. This represents an important shift –
where previously student services were often seen as providing a service, they are now seen as
offering learning opportunities where students gain valuable skills and abilities that enable them to
become self-directed and autonomous learners.
Angela Caballero de Cordero of Allan Hancock College created sample student services SLOs based
upon the effective practices in Basic Skills as a Foundation for Student Success in California Community
College (Center for Student Success, 2007).
BASIC SKILLS INITIATIVE:
RESEARCH SUPPORTED STUDENT SERVICES and SOME POSSIBLE SLOs
Angela Caballero de Cordero, Allan Hancock College
Counseling Major Competencies and Student Learning Outcomes:
1. Students will be able to identify the coursework necessary to reach their educational and/or
personal enrichment goals
1.1 Students will be able to select courses based on their English and mathematics
placement.
1.2 Students will develop a plan that identifies the coursework necessary to achieve their
educational goals.
1.3 Students will be able to successfully complete the coursework necessary to reach their
educational and/or personal enrichment goals.
2. Students will be able to navigate the educational and student support services systems to
enhance their success.
2.1 Students will be able to list at least three student support services and three instructional
support services.
2.2 Students will be able to decode community education college publications.
2.3 Students will be able to use campus resources.
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2.4 Students will be able to complete the registration process.
2.5 Students will be able to utilize on-line resources.
3. Students will be proactive in the decision-making process and accept final responsibility for
their decisions.
3.1 Students will be able to identify barriers to their academic success.
3.2 Students will be able to identify strategies to overcome barriers to achieving academic
success.
Financial Aid Major Competencies and Student Learning Outcomes:
1. Students will use critical thinking to inquire about financial aid resources available.
1.1. Students will comprehend financial aid application instructions
1.2. Students will identify deadlines and meet the March 2nd and Nov 12th deadline dates
2. Students will be independent and complete the required financial aid applications and
various forms
2.1. Students will be aware of financial aid resources
2.2. Students will be able to access financial aid resources online
2.3. Students will be able to fill out verification form and explanation of no/low income
form
Orientations
1.1 Students will be able to use placement recommendations to select appropriate English
and mathematics classes.
1.2 Students will be able to identify and describe at least three instructional support
services.
1.3 Students will be able to identify and describe at least three student support services.
1.4 Students will be able to decode and use college publications.
1.5 Students will be able to differentiate between a certificate, degree, and transfer option.
1.6 Students will be able to identify where the counseling department is located.
1.7 Students will be able to identify where the financial aid office is located.
1.8 Students will be able to complete the course add and drop process
A student service outcome is like any other SLO (see Chapter 15 of this handbook for a detailed
description of course SLOs and assessment). An SLO describes the:
knowledge
skills
abilities
attitudes
beliefs
opinions
values
that students have attained by the end of a learning experience. The emphasis is on what students
are able to DO as a result of the learning that has taken place, and the assessment provides the
!
!
!
!
!
!
!
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evidence that students have indeed acquired the desired knowledge, skills and abilities. The
assessment of SLO varies with the specific outcome and the department that is doing the
assessment. There is no one right way to do this, and colleges are developing various methods that
meet their own unique needs.
Here are some examples of student services SLOs and some ways that you might be able to assess
them. It is suggested that you use these examples to think about how you might incorporate
appropriate SLOs and assessment in your college.

Department Specific SLO Examples from California Community Colleges
El Camino College:
Admissions and Records: Students will be able to utilize web technology to accurately and
successfully apply and register on-line.
The college could assess this outcome by gathering data on how many students register
successfully on the web, compared with those who register over the phone or through
walk-up registration. This would be a direct, quantitative assessment.
Student Development: By participating in student government, students will be able to facilitate a
group meeting using parliamentary procedure.
This could be assessed by through observation with the use of a rubric (see the Chapter
15 of this handbook for definitions, examples and directions for how to write a rubric).
This is also a direct measure.
Counseling: By completing a series of career assessments, undecided students will be able to choose
a major.
This could be assessed by identifying cohorts of undeclared students who then declare a
major within a certain period of time after completing the career assessments. This is a
direct, quantitative measure.
Santiago Canyon College
After using student services at Santiago Canyon College, students will be able to acknowledge a personal problem,
identify sources of assistance, and obtain assistance.
The Santiago Canyon example is an outcome that might benefit from qualitative measures: focus
groups, interviews, surveys, or a student self-assessment. While a quantitative measure might tell you
precisely how many students used a college service to obtain assistance, those numbers would not
enable you to evaluate the student’s ability to acknowledge the problem or correctly identify sources
of assistance that are effective. However, it would provide an important baseline to determine
whether the service was being used by students.
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Student Educational Planning SLO’s
Research clearly shows that students who declare an educational goal are more likely to succeed than
students who are undefined and undeclared. Counseling departments are developing learning
outcomes that focus on a students’ ability to develop effective educational plans (or “Ed Plans” as
they are commonly known), such as the following example.

Students will develop a plan that identifies coursework necessary to achieve their
educational goal.
Or

Students will formulate an educational plan that supports academic goals and career
and vocational interests.
Using educational plans as learning evidence is similar to course embedded assessment methods that
instructional faculty use to assess course SLOs (see Chapter 15 of this handbook). As students
clarify their career and personal aspirations, identify new opportunities, and perhaps change their
major, the ability to revise and update their educational plan becomes an important skill to master.
If you considered using student educational plans - good idea! But think about the interactions
between the student and the counselor when writing an Ed plan. Who does the work? Also
consider looking at a variety of Ed plans using a rubric to learn what is consistent and inconsistent in
your student population in order to learn what you can do as an institution to help your students
more. California State University at Long Beach has data to show that students change their major
an average of five times within the first two years. Students will not have counselors there to help
them for each of these changes, so students must learn how to revise, rethink and recreate their Ed
plan on their own.
Perhaps you might want to think about the steps in the counseling process: orientation workshops,
first-time student appointments or workshops, and educational planning. What are your programs
for first-time students, re-entry students, basic skills students, honor students and probationary
students to name a few? Each of these groups has different needs and learning styles and the
approaches to orienting, advising and teaching them differ. What specific learning does your
counseling department expect students to know after these sessions or workshops? How do you
know that you are being effective? Focused dialog among the members of your department to
answer these questions is invaluable and will lead to discussions of what you expect students to be
able to do after you interact with them. Also, how will you prove that students can do what you say
they can? That leads to the writing of student learning outcomes and appropriate assessments.
Remember, that while this is a requirement of the 2002 accreditation standards, it is exciting to get
student feedback and use that information to improve what you are doing.
This process may seem foreign or cumbersome at first. But, keep thinking. Many of the outcomes
you value may seem invisible at first, but we have found that with careful thought and dialog, they
are usually visible. Along these lines, counselors at Cerritos College wanted students to feel
connected to the counselors. At first the faculty considered ending counseling appointments and
having counselors report whether they thought the students were engaged or not. Of course 100%
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of the counselors reported that the students were connected. After some thorough thinking, they
realized that students have cues they give when they feel connected. Some of these cues included:
! Offering personal information the counselor did not ask them about, such as failing a
course.
! Exclaiming that the session was helpful without a prompt from the counselor.
! Telling the counselor that they intended to come back again for a follow up visit.
Handing students a quick survey of the counseling session could provide for both quantitative and
qualitative data. And so with assessment, some of the most seemingly immeasurable outcomes are
actually observable and reportable in a way that helps us to consider and improve our services.

Closing the Loop
The ultimate goal for developing and assessing student services SLOs is to improve student learning.
Once data is collected, is it important to provide opportunities for the department to examine and
discuss the evidence to determine the degree to which students demonstrated the expected learning.
This dialogue should involve the entire department, and all members should be encouraged to
participate and offer their ideas about what is working in the department, what could work better,
and what improvement strategies could be pursued in order to improve student learning. (Please
check out Chapter 12 of this handbook if you need more information.)

Does Your Student Services Structure Need Redesigning?
Hopefully, you are convinced that student services departments and programs are vital and essential
components of today’s student learning centered colleges, and that your philosophy and mission
statements will reflect this. At the beginning of this chapter we described how vital student services
are when creating a holistic approach to students with basic skills needs. This holistic view has, at its
heart, a learning-centered student services program. So consider these questions (and comments to
motivate responses) in order to determine if you should redesign any of your current structures. The
comments are taken from a 2004 Academic Senate paper titled Issues in Basic Skills Assessment and
Placement in the California Community Colleges and include information on a survey that informed the
paper’s recommendations and comments.
Do you mandate enough assessment (pre-collegiate assessment) of students in order to
provide the best guidance for class placement?
While 75% of respondents to the survey indicate that their assessment processes adequately
place students into basic skills courses, 25% indicate that their processes do not do so. Based
on data from the Chancellor’s Office Matriculation Services website, this translates to
approximately 337,000 students of the over 2.4 million students enrolled in 2002-2003 who
may have been potentially misdirected in terms of the courses they need to develop their
writing, reading, and computation skills in preparation for college-level work. (ASCCC, 2004,
pp.2-3)
Is your orientation mandated?
Orientation, however, is effective only if students are required to attend. According to
Matriculation Services data obtained from the Chancellor’s Office website, of the
approximately 2.4 million credit students enrolled in the system in 2002-2003 (unduplicated
headcount), 1.5 million were directed to orientation under matriculation guidelines and the
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remainder exempted. Of the 1.5 million required to undergo orientation, only one million
received it. Of the 393,322 noncredit students enrolled, 44,776 were directed to orientation,
but only 26,380 received it. (ASCCC, 2004, p.9)
Do you have adequate student services personnel available for students?
Counselors are another vital component in the orientation process, providing individualized
assistance with educational planning, especially for that first critical semester. In addition,
counselors are well-placed to explain to students the importance of the need to take basic
skills and ESL courses. However, the number of counselors available at community
colleges to assist students is woefully inadequate. According to information compiled for
the Consultation Council Task Force on Counseling, the ideal ratio of counselor to students
is between 1:300 (Carnegie Report) and 1:900 (Program-based Funding Standards) (p.10).
The Community College Chancellor’s Office Real Cost Project: Preliminary Report
recommended a ratio of 1:370. Fall 2000 data provided by the Chancellor’s Office shows,
however, a current ratio of 1:1,918. (ASCCC, 2004, pp.9-10)
Are students taking advantage of your matriculation services in order to become engaged
and informed at the earliest possible moment?
Equally disturbing is counseling data from the Matriculation Services web page of the
Chancellor’s Office website. Of the 2.4 million students enrolled in 2002-2003, over 1.5
million were directed to counseling services at some point. However, only 555,000 actually
received counseling services, leaving almost two-thirds of students so directed underserved.
(ASCCC, 2004, p.10)
How are you evaluating the services you provide?
Data is not a dirty word. As a matter of fact, it can prevent a department from falling into
the common trap of relying on anecdotal information, which over time can become
fossilized and reinforce operational assumptions and mental models that may inhibit
improvement. In contrast, departments and programs that continuously assess their services,
student needs, and monitor progress are rigorously examining their services to continuously
improve what they do. They frequently and routinely seek input from students –
incorporating the best suggestions. Quantitative data, such as survey data, can present a
broad view of what student needs are being met or not met, where qualitative measures,
such as in-depth interviews or focus groups, can shed light on how to best improve.
(CCSSE, 2007c, p.20)
What dialogue is taking place to develop partnerships with instruction?
Good student affairs practice initiates educational partnerships and develops structures that
support collaboration. Partners for learning include students, faculty, academic administrators,
staff, and others inside and outside the institution. Collaboration involves all aspects of the
community in the development and implementation of institutional goals and reminds
participants of their common commitment to students and their learning. Relationships forged
across departments and divisions demonstrate a healthy institutional approach to learning by
fostering inclusiveness, bringing multiple perspectives to bear on problems, and affirming shared
educational values. (AHPA & NASPA, 1996, p.4)
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These are tall orders, but the challenge before us is huge. Review Chapter 1 of this handbook as a
reminder of what will happen if we do not rise to this challenge. We believe this will be a huge shift
in the operation of colleges. We need to look at the heart of these holistic strategies and support
student services as they reach out to the students with basic skills needs, who are in essence, the vast
majority of our students.
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Appendix 2
Quiz 1 Answers: Student Engagement
Quiz Answers:
Most of these data are from a well established nationwide survey called the Community College
Survey of Student Engagement or CCSSE. This survey has proven reliability and validity and
represents a very large database. An Additional survey SENSE focuses on the first 3 weeks of
college experience for entering students.
1. C. Approximately half of all entering community college students do not return for the second
year of college. Many drop out before their first semester is complete. According to CCSSE
and SENSE Data
2. C. Nationwide, approximately two-thirds of all community college students attend part-time.
Similarly, part-time faculty comprise roughly two-thirds of the faculty that teach on a
community college campus. Both groups are a significant constituency on campus, yet often
their needs often go unaddressed, and they are frequently not included in any institutional
change initiative. Again this is from the Community College Survey of Student Engagement
(CCSSE)
3. E. The research on the benefits of student engagement is well-established. Promoting student
engagement is the most effective means of improving student learning, increasing student
success, and creating a vibrant and involving campus culture.
4. B. CCSSE data reports that when levels of engagement are compared among low-risk and highrisk students, high-risk students are more engaged in the sense that they seek out academic
support services such as advising, tutoring and other intervention measures. However, despite
their higher levels of engagement, high-risk students achieve lower levels of outcomes, than
low-risk students who can achieve higher outcomes with less effort.
5. B. According to the SENSE survey, 40% of entering students reported seeking advice from
family members, friends and peers, compared with 30% of students who met with a college
counselor or advisor. 41% of respondents report that they did not use advising services of any
kind.
6. D. Overwhelmingly, students spoke about the connections made with counselors, faculty,
advisors, mentors and peers as having made the greatest impact on them in their initial
experiences at the institution. Focus group participants in the SENSE pilot most often
mentioned individuals by name when asked who made a difference for them.
7. A. Intrusive intervention strategies are initiated by the college with the intention of identifying
high-risk students and providing timely support services before students encounter difficulty.
In comparison, Online orientation is an example of a student-directed intervention, initiated at
the option of the student.
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Appendix 3
Quiz 2 Answers: Student Services Good Practices
1. Student service interactions should serve students by finding answers for them, clearly
placing all responsibility on the student and limiting experimentation concerning their own
perspectives and philosophy of learning.
False
2. Student affairs practices should demonstrate the values that define a learning community by
developing and promoting a value for a life of learning.
True
3. Student services have a valuable role in setting high expectation for learning, including
clearly communicating describing the levels of performance expected (such as in Student
Learning Outcomes).
True
4. Good practices in student affairs/services includes systematic inquiry and evaluation to
improve both student and institutional performance.
True
5. Good practices in student affairs/services avoid examination research data and development
of assessments as this is better covered by the Institutional Research department.
False
6. Student affairs areas should not venture into each other’s areas or instructional departments.
False
7. Good practices in student affairs/services are inclusive, promoting the value of diversity,
social responsibility, intellectual debate and a sense of belonging.
True
8. Check any of the following that are activities or responsibilities of student services: ALL
! Student government
! Crises resolution
! Faculty senate
! Active learning strategies
! Peer instruction
! Addressing basic skills needs
! Student clubs
! Academic probation
! Community responsibility & service
! Information competency
! Program review
! Ethical use of intellectual property
! Human development
! Supporting and contributing to the
! Study skills
institutional mission
! Affirming shared educational values
! Personal goal setting and planning
! Field-based learning, e.g. internships
! Learning community identity of the
! Communicating learning standards
institution
! Guiding student on appropriate
! Weaving of student academic,
learning pathways through student
interpersonal and developmental
educational plans (SEPs)
experiences
Please see the next appendix for a full explanation.
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Appendix 4
Principles of Good Practice for Student Affairs
1.
2.
3.
4.
5.
6.
7.

Engages students in active learning.
Helps students develop coherent values and ethical standards.
Sets and communicates high expectations for student learning.
Uses systematic inquiry to improve student and institutional performance.
Uses resources effectively to achieve institutional missions and goals.
Forges educational partnerships that advance student learning.
Builds supportive and inclusive communities.

“Principles of Good Practice”
1. Good practice in student affairs engages students in active learning.
Active learning invites students to bring their life experiences into the learning process,
reflect on their own and others' perspectives as they expand their viewpoints, and apply new
understandings to their own lives. Good student affairs practice provides students with
opportunities for experimentation through programs focused on engaging students in
various learning experiences. These opportunities include experiential learning such as
student government; collective decision making on educational issues; field-based learning
such as internships; peer instruction; and structured group experiences such as community
service, international study, and resident advising.
2. Good practice in student affairs helps students develop coherent values and ethical
standards.
Good student affairs practice provides opportunities for students, faculty, staff, and student
affairs educators to demonstrate the values that define a learning community. Effective
learning communities are committed to justice, honesty, equality, civility, freedom, dignity,
and responsible citizenship. Such communities challenge students to develop meaningful
values for a life of learning. Standards espoused by student affairs divisions should reflect the
values that bind the campus community to its educational mission.
3. Good practice in student affairs sets and communicates high expectations for learning.
Student learning is enhanced when expectations for student performance inside and outside
the classroom are high, appropriate to students' abilities and aspirations, and consistent with
the institution's mission and philosophy. Expectations should address the wide range of
student behaviors associated with academic achievement, intellectual and psychosocial
development, and individual and community responsibility. Good student affairs divisions
systematically describe desired levels of performance to students as well as to practitioners
and regularly assess whether their performances are consistent with institutional
expectations.
4. Good practice in student affairs uses systematic inquiry to improve student and institutional
performance.
Good practice in student affairs occurs when student affairs educators ask, "What are
students learning from our programs and services, and how can their learning be enhanced?"
Knowledge of and ability to analyze research about students and their learning are critical
components of good student affairs practice. Student affairs educators who are skilled in
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using assessment methods acquire high-quality information; effective application of this
information to practice results in programs and change strategies which improve institutional
and student achievement.
5. Good practice in student affairs uses resources effectively to achieve institutional missions
and
goals.
Effective student affairs divisions are responsible stewards of their institutions' financial and
human resources. They use principles of organizational planning to create and improve
learning environments throughout the campus that emphasize institutions' desired
educational outcomes for students. Because the most important resources for learning are
human resources, good student affairs divisions involve professionals who can translate into
practice guiding theories and research from areas such as human development, learning and
cognition, communication, leadership, and program design and implementation.
6. Good practice in student affairs forges educational partnerships that advance student
learning.
Good student affairs practice initiates educational partnerships and develops structures that
support collaboration. Partners for learning include students, faculty, academic
administrators, staff, and others inside and outside the institution. Collaboration involves all
aspects of the community in the development and implementation of institutional goals and
reminds participants of their common commitment to students and their learning.
Relationships forged across departments and divisions demonstrate a healthy institutional
approach to learning by fostering inclusiveness, bringing multiple perspectives to bear on
problems, and affirming shared educational values.
7. Good practice in student affairs builds supportive and inclusive communities.
Student learning occurs best in communities that value diversity, promote social
responsibility, encourage discussion and debate, recognize accomplishments, and foster a
sense of belonging among their members. Good student affairs practice cultivates supportive
environments by encouraging connections between students, faculty, and student affairs
practitioners. This interweaving of students' academic, interpersonal, and developmental
experiences is a critical institutional role for student affairs.”
A joint association effort from the American College Personnel Association (ACPA), and the
National Association of Student Personnel Administrators (NASPA), initiated to draft Principles of
Good Practice for Student Affairs. Retrieved from http://www.acpa.nche.edu/pgp/principle.htm
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Appendix 5

Did You Know? The first semester in community college is a pivotal point in students' academic careers. Students whose first experience in college is
positive and successful are more likely to remain in school and transfer to a four-year college. If we can find ways to support successful
transitions for our incoming students by providing more guidance and academic support, we can increase the odds that they will stay in
school and complete degrees.
A Welcome Center
Many of California's Community Colleges have implemented a variety of innovative and
successful programs to provide incoming students the additional support they need to
be successful. One of the most celebrated is Santa Monica College's (SMC) Welcome
Center, where last year some 16,425 students found the help they needed behind the
doors of their one-stop shop. SMC Welcome Center caters to the unique needs of firstyear students and is funded out of 3 sources -- A Title V (First Year Experience) grant,
matriculation, and district funds.
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Getting Started
Spread over some 39 acres, SMC serves a student population of 33,000 students, and has its student services located in some 29 different
offices. Seeking ways to better serve their growing student body, SMC implemented an online orientation and registration system. While
their returning students embraced this system, new students needed and wanted to make face-to-face connections to get their questions
answered and to plan their course of studies. Five years ago, Santa Monica College opened their Welcome Center to serve their new
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student population. They expected to keep the center open only during peak enrollment weeks. However, the center had such a positive
impact on the college's students, staff, and faculty, it quickly became a part of the culture, and the center has remained open ever since.
Outcomes
Undoubtedly, new students are getting the help they need as they enroll in SMC for the first time. Student retention has increased. In
addition, there have unexpected outcomes, and here are a couple of examples.
!

!

Increased Communication between Divisions: Since most new students receive individual counseling from a counselor in the
Welcome Center (following assessment and completion of an online orientation), Welcome Center staff routinely call Academic
Affairs to make them aware of scheduling issues or adjustments that need to be made -- for example, the need to add an additional
section of a basic skills English course.
Increased Enrollment in Student Success Seminar: The Welcome Center also plays a large role with regard to retention efforts and
overall philosophy to be proactive and "front load" student services. It is also largely responsible for the popularity of Couns 20, a 3
unit, UC transferable, Student Success seminar. As of fall 08, this course has become the 2nd most popular course at SMC with 66
scheduled sections offered during this one semester alone and they are running another 28 sections this spring -- and once again all
seats are filled.

VIP Welcome Day
In addition to their Welcome Center, Santa Monica invites new students and their families to a special day where they offer student and
parent workshops, opportunities to sign up for academic counseling, and access to financial aid information. Last year over 2,500 students
and their families attended this popular event.
Thanks to Brenda Benson, Dean, Counseling and Retention Santa Monica College, for taking the time to share the story behind the Welcome Center ...
another Great Idea from California's Community College Counselors.
Big Ideas is brought to you by the California Community College Chancellor's Office Statewide Advisory Committee for Career
Development.
Please contact Rita Jones (rjones@occ.cccd.edu), Chair of the statewide Career Development Advisory Committee with any questions.
If you would like to subscribe, unsubscribe, or have problems with links, please email the webmaster at lchae@occ.cccd.edu
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Quiz 3 Answers: Financial Aid
1. Nationwide, how many students community college students apply for financial aid?
A. less than 25%
B. approximately 35%
C. approximately 45%
D. approximately 55%
E. more than 75%
2. How many CCC students apply for financial aid?
A. less than 25%
B. approximately 35%
C. approximately 45%
D. approximately 55%
E. more than 75%
3. What are important aspects to financial aid?
A. Providing information about financial aid
B. Informing students about fee waiver options
C. College culture about financial aid
D. Staffing and Funding resources available to the financial aid office
E. A balance between providing information and assistance to student and meeting
administrative demands
4. What percent of CCC student college expense is the result of fees?
A. 0%
B. 5%
C. 10%
D. 20%
E. 30%
5. Latino students represent the fastest growing population of community college students and
represent an average of 27% of statewide CCC students (but up to 85% of some individual college
student body). Approximately what percent of Latina/o students and parents were unable to name
even ONE source of financial aid funding?
A. 5-15%
B. 15-30%
C. 30-45%
D. 45-50%
E. 50-65%
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Appendix 7: Sample Financial Aid Brochure Santa Barbara Community College
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Question 1 Pre and Post Class Data and Graphs

Pre-Class Survey

Post Class Survey

We also included the amazing improvement in the response to the final question asking about the
library. This represents great integration of additional student services into the heart of the
instructional process and look at the results.
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Question 16 Pre and Post Class Data and Graphs

Post Class Survey
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Appendix 9: San Diego Mesa College DSPS
Program Student Learning Outcomes

SLO – Associate
Degree

SLO FOR DSPS

DSPS ACTIVITY

EVALUATION/
ASSESSMENT

Critical Thinking
Ability to analyze problems,
conceptualize theses, develop
arguments, weigh evidence,
and derive conclusions

Identifies educational barriers and
functional limitations that are unique
to him/her as a result of his/her
disability.
Develops a Student Ed Contract
w/counselor & understands how to
use it to achieve educational goals

Completes DSPS on-line
orientation
Attends initial intake appt. with
DSPS counselor

Communication
Ability to articulate the critical
thinking outcomes in writing
and/or speaking or by other
modes of communication

Discusses his/her educational
limitations and appropriate
accommodations with the instructor.
Utilizes “self-advocacy” skills to
speak with instructors

Self-Awareness &
Interpersonal Skills
(Personal Dev/Social Inter)
Ability to analyze one’s own
actions, to see the perspective
of other persons, and to work
effectively with others in
groups

Identifies appropriate
accommodation options with
assistance of DSPS counselor

Meets with counselor to
discuss options for
communicating with
instructors
Initiates initial communication
with instructor
Meets with instructor to
discuss accommodation needs
Utilizes academic
accommodations effectively in
a specific environment

# of New students completing
DSPS application for services
process
#of students completing
educational limitation form with
counselor
# of students enrolling on priority
registration date
# of contacts made by counselors
to instructors at student request
(campus liaison)
# of contacts made by counselors
to instructors at student request
(campus liaison
#of DSPS services utilized by
students
# of problems with service
utilization
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SLO – Associate Degree

SLO FOR DSPS

DSPS ACTIVITY

EVALUATION/ASSESSMENT

Personal Action & Civic
Responsibility
(Responsibility/Initiative)
Ability to understand one’s role
in society, take responsibility
for one’s own actions, make
ethical decisions in complex
situations, and participate
actively in a diverse democracy
Global Awareness
Ability to articulate similarities
and contrasts among cultures
and times, demonstrating
knowledge of and sensitivity to
cultural pluralist values and
awareness of global issues
Technological Awareness
Ability to understand the
applications and implications of
technology and to use
technology in ways appropriate
to the situation

Requests appropriate
academic accommodations in
a timely manner.

Makes and attends
appointments to meet with
counselor.
Meets deadlines to schedule
classes using priority
registration.

# of students enrolling on priority
registration date

Participates in diverse
activities, DSPS programs
and can access campus
resources

Participates in college-wide
activities and services

DSPS student distributed widely in all
college classes
DSPS student referral to Student Services
DSPS student participation in
Scholarship, graduation, and student
clubs

Ability to apply and adapt
technology and access
options

Enrolls in classes utilizing
computers and requesting
appropriate software and
hardware accommodations

# of students enrolling in DSPS 21
classes
#of students requesting alternative media
#of liaisons with campus-wide computer
labs and classes
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Effective Practices Common to All Disciplines:
Common Building Materials
Those of us who are privileged to work with students with basic skills needs know a bevy of success
stories, students who came to us facing many challenges and who eventually overcame them. Think
of one of those students now. Perhaps it’s a student who had an advanced degree in his or her
country of origin, but had to start all over in this one, and now has a well-paying job. Maybe the
student is a single mother of three fleeing a battering husband who never completed high school but
went on to earn her LVN (Licensed Vocational Nurse) and is now studying to be an RN (Registered
Nurse). Possibly it’s a student with undiagnosed learning disabilities who learned how to work with
them and is now at a four-year college. Recall your first interactions with that student. Would you
have been able to speed up her or his success if you had some tools to address basic frameworks for
studying and learning in your particular class? In this chapter, we’re excited to share some effective
strategies that cut across all disciplines, ones that have the potential to accelerate the construction of
the building that houses each student’s particular academic dream.
One of the key findings in the research about students is that many enter our colleges without
knowing how to be successful students. (Bransford, Brown & Cocking, 1999) Some arrive with a
long history of academic struggle in high school. Others turn up without much education, whether
in their home countries or this one. And still others come to us with learning disabilities. A common
and confounding feature of California community college students is their complex lives with
commitments to jobs, families and other obligations that must be balanced with schoolwork. Some
have very unrealistic expectations about the amount of time they must devote to academics in order
to succeed, never mind the other obligations that they shoulder. Most students are unaware of the
meaning of a Carnegie unit and the number of hours outside of the class that must be committed to
college work. The National Center for Public Policy and Higher Education reported that of the
California community college students reporting that they work, the AVERAGE hours per week are
32 (Zumeta, W. & Frankie, D., 2007, p. viii). Factor this average work commitment in with other
responsibilities and we find a very different situation from most of our experiences in college. When
do today’s students take the time required to think about learning and to focus on becoming a deep
learner? Today, cognitive researchers are discovering that this may be the most important aspect of
learning for all students. Teaching developmental learners how to be students, to assume a “learner
identity,” as discussed in detail in Chapter 6 of this handbook, is a job for all of us who serve this
population. The strategies in this chapter, which move from student self-assessment and study
preparedness to learning styles, are the weight bearing beams and two-by-fours used for building the
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skeleton of any structure. Without them, everything else – sheet rock and plumbing, wiring and paint
– will be askew. With them, the building will be supported and structurally sound.

A Little Background: Neuroscience and Learning Theory
Until quite recently, understanding the mind—and the thinking and learning that the mind
makes possible—has remained an elusive quest, in part because of a lack of powerful
research tools. Today, the world is in the midst of an extraordinary outpouring of scientific
work on the mind and brain, on the processes of thinking and learning, on the neural
processes that occur during thought and learning, and on the development of
competence. The revolution in the study of the mind that has occurred in the last three or
four decades has important implications for education…a new theory of learning is coming
into focus that leads to very different approaches to the design of curriculum, teaching, and
assessment than those found in schools today. Equally important, the growth of
interdisciplinary inquiries and new kinds of scientific collaborations have begun to make the
path from basic research to educational practice somewhat more visible. (Bransford, Brown,
& Cocking, 1999, p.3)
Isn’t it amazing that for the very first time, we know what works to help students learn based upon
brain science and research studies in neuroscience and learning theory? Combining information
from a score of fields, educators are coming to better understand the mysteries of the learning
process in order to help all students acquire knowledge quickly and in more depth. Their research
into the SCIENCE of learning, its neurological and behavioral aspects, has opened new doors for
student success. If you are having a skeptical moment, wondering if this isn’t the same old stuff in a
new guise, coated in edu-babble common among only a limited group of educators trying to make
things more complicated and important than they are, we ask for your indulgence and exploration.
This chapter deals primarily with cognition (knowledge) and metacognition (thinking about how one
thinks or learns something). This information is based on well-founded research and is supported by
the many resources noted in the references at the end of this chapter. So dive in and learn about
learning. The National Research Council believes it may be one of the MOST important aspects for
learning any discipline knowledge.
Two key components of learning are deep learning and self-regulated
learning (SRL). The first, deep learning, relates to the organization and
linking of knowledge so that it can be retrieved and used lifelong. The
second SRL involves students thinking about their own learning in a
way that allows them to transform and adapt their own learning
processes. SRL is a necessary component for students to create and
meet educational goals. It is the link or interface between personally developed
learning strategies, cognitive content and application of that knowledge, skill or value
into real world circumstances (Zimmerman, 2008, pp. 166-183). Perhaps the best news of
all is that deep and self-regulated learning can be taught in any class, in context with the
course work, and it will result in improved success for all students in most of their academic
endeavors.
More has been written about this than we have time to discuss here, so we will only touch on key
findings. For more information, explore the materials cited at the end of the chapter in Appendix 1;
honestly, it is fascinating!
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In the latter part of the 20th century, study of the human mind generated considerable
insight into one of the most powerful questions of science: How do people think and learn?
Evidence from a variety of disciplines— cognitive psychology, developmental psychology,
computer science, anthropology, linguistics, and neuroscience, in particular—has advanced
our understanding of such matters as how knowledge is organized in the mind; how children
develop conceptual understanding; how people acquire expertise in specific subjects and
domains of work; how participation in various forms of practice and community shapes
understanding; and what happens in the physical structures of the brain during the processes
of learning, storing, and retrieving information. (Pelligrino, Chudowsky, & Glaser, 2003, p. 59)

A Quiz on Key Findings on Learning Research
How will all of this information about neuroscience affect your classroom and your
teaching or service to students? Let’s check out your own knowledge first with a true or
false test based on the latest research. Mark each answer with either a T or F.
1. Students’ pre-conceptions can be easily reshaped and replaced with new and correct content
information.
2. The facts and knowledge in most textbooks and course materials, when memorized, translate
into useful understanding and long-term learning.
3. Active learning when compared with typical passive learning, results in statistically significant
learning increases.
4. Deep learning requires a deep knowledge from repetition and drilling.
5. Assessments are actually a learning tool, but provide a way to visualize that learning.
6. Students must be conscious and attentive to their own learning strategies.
7. Addressing self-regulated learning is the primary responsibility of the Academic
Development and Counseling departments.
8. Learning strategies that include working in competitive learning teams, is more effective than

working in non-competitive teams.

(See the answers to the quiz in Appendix 2 and the explanations within the text of the chapter)
The following information follows the major points made in the quiz. As each quiz answer is
discussed, we have included references to research and innovative pedagogical techniques that you
can employ in your interactions with students in order to support learning for all students in all
disciplines.
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Student Preconceptions and Misconceptions
(Quiz Question 1. Students’ pre-conceptions can be easily reshaped and replaced with new and correct content
information and long-term learning. False. )
Students come to colleges with pre-conceptions that must be engaged, or they will fail to grasp new
concepts. “For the scientific understanding to replace the naïve understanding, students must reveal
the latter (pre-conception) and have the opportunity to see where it falls short” (Bransford, Brown,
& Cocking, 1999, p.16). This implies that faculty should reconsider interactions with students.
Typically we consider our role as adding value to the student’s college experience, but research has
shown that students will learn new information for a test, only to revert to preconceptions shortly
thereafter. In a now-famous research study at Harvard called A Private Universe, students and faculty
were asked a simple question about the earth’s seasons. In a truly inexplicable series of responses, it
becomes apparent that students, graduate students and faculty have the same misconception about a
rather simple scientific theory. In this assessment and analysis, the power of pre-conceptions to
dislodge factual teaching is revealed. This 20-minute video will challenge your thinking about how
people really learn. It is available for free at http://www.learner.org/resources/series28.html
(Harvard Smithsonian Center for Astrophysics, Science Education Department, 1987).
When a student enters a counseling session, attempts to use the library, or attends a class, what
preconceptions and misconceptions is he or she operating under? We now know that some of the
information students need to learn, in order to succeed, will not be deeply learned. One example
that affects both student services and instruction is the misconception that males perform better
than females in mathematics and science. This may influence a student’s academic goals and
coursework. He or she may have had this concept drilled home in his/her previous educational
experiences. Yet the data from meta-analyses show that males and females perform nearly equally in
many measures of science and mathematics (i.e. number of degrees, scores on standardized testing,
and grades) (as cited in Handelsman, Miller & Pfund, 2007, p. 599). Another misconception has to
do with the amount of work associated with a Carnegie unit outside of class. Ask your students how
many hours they should expect to work outside of class for each hour of class some time. Surely you
know that your expectations and theirs sometimes differ. Do they realize that they must work two
hours for every hour in class per week?
How can you combat misconceptions? In Scientific Teaching (2007), the authors suggested that
brainstorming is an excellent means of active teaching and learning that allows you to uncover
misconceptions (p.33). The use of Clickers or Electronic Audience Response Devices (EARDS)
with carefully crafted questions is also effective means of revealing misconceptions and correcting
them in a non-threatening manner. What misconceptions do students in your field have?
Discuss this with your colleagues and you may find there are more misconceptions than
you originally thought.
Discipline misconceptions have always affected the sciences, and many professional
organizations have begun to study the source and extent of some very common
misconceptions. But consider misconceptions that students have about writing. We
sometimes wonder why they can take English courses every year through high school and
yet arrive in our classes still unable to write. Perhaps they are operating on misconceptions.
Behavioral misconceptions also contribute to student inability to succeed. Appendix 3 has a list of
some of these misconceptions and websites dedicated to identifying them and informing teachers
about them. Finally, please do not hesitate to consider what misconceptions may be underlying our
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interaction with students that we have not analyzed thoroughly. Appendix 3 contains a link to
misconceptions about multicultural teaching and English as Second Language (ESL) students. Can
you list a few misconceptions you may have about students with basic skills needs? See Chapter 1 of
this handbook (Who Are Students with Basic Skills Needs) for some common misconceptions
about this student group and the truth about them.

Mastery of Content Specific Information
(Quiz Question 2: The facts and knowledge in most textbooks and course materials, when memorized, translate into
useful understanding. False. )
Textbooks, exams, and many courses are organized around facts. This is also known as a contentcentered course. It has been found that even when high-level concepts are covered, if the emphasis
is on the facts alone, and memorization instead of understanding, it will not last long or be
retrievable in the real world. Knowledge needs to be organized around concepts in order to be
useful and transferred into real-life applications. Have you ever been surprised that students cannot
add up the points in their classes and determine their own grades? The simple mathematics seems to
elude them. This may be a case where fact-based knowledge is present, but the ability to know when
to use it is absent when trying to solve a real problem. This is referred to as the “transferability of
knowledge.” We find this is very common in science students who cannot determine simple
proportions or ratios but have sailed through calculus. Unfortunately, most textbooks and tests
concentrate on independent facts even though they are relevant to a particular discipline. Making
facts stick requires conceptualizing them or putting them in context. Mathematics instructors refer
to this concept as contextualized mathematics, in other words, applying mathematics to real world
situations. Chapter 9 of this handbook discusses this in more detail and Appendix 4 has a sample
Earth Day Math Quiz which can serve as an example of contextualized mathematics built upon
concepts.
Here are a few important aspects that contribute to transfer of learning (Bransford, Brown, &
Cocking, 1999, p 235-236):
1. A certain critical mass of information must be achieved. So while facts alone are insufficient
to produce learning, learning cannot be transferred without a factual foundation. However, it
is important that faculty consider that knowledge is expanding like never before in history.
No matter how long a course lasted, we could never cover all of the content of certain
disciplines. The implication for deep learning is to carefully consider which facts are
necessary, then reduce the breadth of coverage and concentrate on depth.
2. Opportunities to use the facts, reflect upon them, and apply them to problems or case
studies provide practice and expertise.
3. Students need to be given opportunities to use their knowledge in flexible situations.
Sometimes the answers need to not be well-known and often times there should be multiple
perspectives or answers.
4. Transferring knowledge is an active process, not a passive one.
6
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The way students study and learn creates actual chemical,
physiologic and physical changes in the brain (Zull, 2003, p 112).
“One of the most compelling findings is a correlation between how
students study and physical changes in their brains. Specifically, the
intensity and duration of experience in a complex environment
corresponds with the degree of structural change to the brain”
(Handelsman, Miller, & Pfund, 2007, p.5). These deep learning
experiences equate to active learning.

Active Learning
(Quiz Question 3. Active learning when compared with typical passive learning, results in statistically significant
learning increases. True. )
“New developments in the science of learning also emphasize the importance of helping people take
control of their own learning. Since understanding is viewed as so important, people must learn to
recognize when they understand and when they need more information” (Bransford, Brown, &
Cocking, 1999, p. 12). Students learn as they carry out their activities or answer simple formative
assessments or work in groups. In Art of Changing the Brain: Enriching the Practice of Teaching by Exploring
the Biology of Learning by Zull (2003, p. 62), he hypothesized that success toward a learning goal
becomes palpable in active learning, stimulating the pleasure senses of the brain and stimulating
deeper learning. He sees the active learning process as an opportunity to hypothesize, reflect and
experiment with new knowledge.
Many faculty have heard that students retain information longer and learn it better when there are
interactive learning activities involved. But then why do most faculty continue lecturing and valuing
lecture over laboratory settings where students participate in constructing their understanding?
When students are active in their own learning, they are able to organize information and retrieve it.
The National Training Laboratory of Bethel, Massachusetts, produced a learning pyramid that
described learning retention (Wood, 2004, ¶4). There is no data associated with this pyramid, and
the percentages are too simplistic to represent research-based data, but the concepts are a good tool
to gauge the pay back on the time spent in class. Each portion of the pyramid represents increasingly
active and engaging learning experiences.
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National Training Laboratories Learning Pyramid Relating Learning
Activities to Learning Retention

Why then do we concentrate so often on the top of the pyramid? Why do we spend so much time
lecturing? Where can we use more active and engaging methods?

Deep Learning

(Quiz Question 4. Deep learning requires a deep knowledge from repetition and drilling. False. )
The simple act of drilling or repetition may create memory, but unless that knowledge is linked to a
scaffold of previous knowledge, it will not create analytical sources that can be retrieved in a variety
of complex situations. Rather, it is more likely that it will be regurgitated on command, but lack
usefulness in real world applications. “Extensive research shows that the ways students represent the
information given in a mathematics or science problem or in a text that they read depends on the
organization of their existing knowledge” (Pelligrino, Chudowsky, & Glaser, 2003, p.71).
Students develop competence in an area when they have:
(a) A basis of deep factual knowledge,
(b) Coupled with understanding about the facts within a conceptual framework, and
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c) Ultimately organized in a way that they can retrieve and appropriately relate the knowledge to a
specific situation. This scaffolding of information is essential to a person being able to use
knowledge (Bransford, Brown, and Cocking, 1999, p.16).
This mirrors Kolb’s learning cycle where a concrete learning
experience is reflected upon, and then used to form an abstract
hypothesis within the learner’s mind, that is then actively tested or
experimented with in order to become useful learning
Dr. James Zull, a neuroscientist, hypothesized in the Art of
Changing the Brain: Enriching the Practice of Teaching by Exploring the
Biology of Learning that Kolb’s learning cycle actually follows a
neurological pathway through the physical anatomy of the brain (pp. 16-18). In essence, he links the
whole process like this:
Hearing or seeing words = Kolb’s concrete learning experience which occurs in the sensory cortex
of the brain.
Remembering, studying, reviewing = Kolb’s reflection activity which occurs in the back or posterior
integrative cortex.
Generating a new idea or hypothesizing how to use the knowledge = Kolb’s abstraction portion of
the learning cycle, and this occurs in the anterior or frontal integrative cortex.
Trying out the knowledge or skill based on that hypothesis = Kolb’s active testing, and this would
involve the motor cortex of the brain.
Using technology, these physical locations can actually be mapped in the brain. So the question to
faculty is: “Are you only stimulating the sensory portion of the brain in your interactions with
students? Do you actively consider and engage the other activities of the brain by asking students
about their hypotheses and giving them an opportunity to experiment with the new knowledge?”

Concrete

Active Testing
Reflective Observation

Abstract Hypothesis

Kolb’s Learning Cycle Mirrors the Physical Structure of the Brain through the Brain
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Assessment and Learning
(Quiz Question 5: Assessments are actually a learning tool, but provide a way to visualize that learning. True)
An important role for assessment is timely, informative feedback to facilitate practice and acquisition
of proficiency of skills and deep learning. Assessment represents the active testing that completes
Kolb’s learning cycle. Assessment should reveal the development of knowledge and skills to allow
formative improvement, not just summative judgment, if it is to improve teaching and learning. If
these terms confuse you, see Chapter 15 for definitions and examples. Assessment is the way that we
determine what people have learned. Some people refer to this as making learning visible. Faculty
have traditionally used assessments to assign a grade. External organizations may use assessments
(usually high stake multiple choice tests) for categorizing and comparing. For more information on
this topic from the research see Knowing What Students Know: The Science and Design of Educational
Assessment (2003). Regardless of the purpose of the assessment, one thing is evident, the test material
communicates to students what you, or the test giver, values. In What You Measure Is What You Get
(1994) by John H. Hummel and William G. Huitt explained that:
Typically, students' achievement and critical thinking skills are assessed using a forced-choice
format. Unfortunately, most items used in these assessments address levels of knowing and
thinking not typically associated with critical thinking. Many researchers (e.g., Carter, 1984;
Gage and Berliner, 1992; Woolfolk, 1993) agree that the objective test items used at all levels
of education overwhelmingly tap the lower (i.e., knowledge and comprehension) levels of the
Bloom et al. (1956) taxonomy. Other researchers who developed alternative taxonomies
have drawn a similar conclusion (e.g., Stiggins, Rubel & Quellmalz, 1988).
These problems are crucial in that the types of assessments used in education affects how
students learn and how teachers teach (Fredericksen, 1984). This conclusion is so central to
teaching and assessment practices at all levels of education that in our preservice and
inservice teacher education classes we use the acronym WYMIWYG to emphasize its
importance. WYMIWYG specifies a concept we believe ought to be a guiding principle for
all educators: What You Measure Is What You Get. If educators develop assessments aimed
at higher-levels thinking skills, (a) they will be more likely to teach content at those levels,
and (b) students, according to Redfield and Rousseau (1982), will master-and-perform at
those levels. Students not only need to know an enormous amount of facts, concepts, and
principles, they also must be able to effectively think about this knowledge in a variety of
increasingly complex ways. (p.1)
This concept of viewing the content and delivery of the assessment as a teaching tool in and of itself
is very compelling. If the assessment asks for rote memory, you train students to memorize and
regurgitate. If the assessment relies heavily on a single learning style, you create an environment that
communicates only that learning style is valued in the discipline. What are you teaching with your
assessment model?
Grant Wiggins described another important aspect of assessment and learning, he calls it authentic
assessment. (Wiggins, 1990) Appendix 5 has a short article by Wiggins summarizing the importance
of assessing students in real-world circumstances with “worthy intellectual” challenges. (This is a
short but powerful challenge to the typical assessment methods we rely on.
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Metacognition
(Quiz Questions 6and 7. Students must be conscious and attentive to their own learning strategies. True. Question 7.
Addressing self-regulated learning is the primary responsibility of the Academic Development and Counseling
departments. False )
Students who take control of their own learning, by monitoring their own goals and progress
through a metacognitive approach, achieve deep and permanent learning.
a) Students must examine how they, as individuals, think and learn.
b) Simple online self-examinations for learning styles are a good introduction.
Recent learning research has re-emphasized the significance of students taking responsibility for
their own learning, because self-monitored learning prompts and improves student metacognition.
Zull (2003) advocated that students’ knowledge about their own learning was the most significant
force in improving learning (pp. 239-240). The National Resource Council (NRC) described
metacognition as one of the top three strategies that produce usable in-depth learning. The NRC
emphasizes the importance of incorporating self-learning skills into the curriculum in order to
actively target student metacognition and profoundly influence learning outcomes. (as cited by
Pelligrino, Chudowsky & Glaser, 2003, p 4). Activities on student metacognition are most effective
when used in the context of discipline classes. While Academic Development departments may
address particular strategies, student metacognition is so important to success for all students in all
courses or activities, it should be addressed in every venue to increase knowledge transfer
(Bransford, Brown, & Cocking, 2000, p. 18–19).
In summary, metacognitive activities embedded in courses lead to:
!

improved learning,

!

increased ability to transfer knowledge to real life situations, and

!

self-dependence necessary for establishing habits essential to lifelong learning.

In otherwords, metacognition is the important characteristic that is demonstrated in successful
students.

Student Self-assessment: A Metacognitive Strategy
Self-assessment is a method that allows -indeed forces-- students to take stock of and
analyze their own learning. As such, it can be not only an evaluative tool but an educational
process in its own right. (Wright, 2000, p.10)
Research describes student self-assessment as one of the most pro-active and effective techniques to
improve student learning. It provides an entryway into looking at and mastering key foundational
skills. The most shocking finding of all is that if students aren’t aware of these skills and have not
found ways to master them, they cannot learn discipline content. (Bransford, Brown, & Cocking,
1999, pp.18-19).
Chapter 5
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In addition, beyond thinking about their own learning, students must become SRL. SRL involves
students thinking about their own learning in a way that allows them to transform and adapt their
own learning processes. SRL is a proactive strategic approach to the learning tasks at hand and
educational goals in the future (Zimmerman, 2008). In many cases, this ability to regulate one’s own
learning is visible by specific behaviors we have all identified in students.
You know from your own experience what can happen to students who lack college readiness.
Often it is not a lack of a discipline specific ability that derails student success, but a general
deficiency in the knowledge of how to be a student. The January-February 2008 Academe article,
College Student Character Dysfunction, by Angela Walmsley and Jeffrey McManemy, described
fundamental social deficiencies characteristic of today’s students that ultimately cause them to be
unsuccessful in college and the workplace (pp. 51–53). These “dysfunctions,” as the authors of the
article call them, are not character flaws, but simply behaviors that students haven’t yet learned; it is
our job to teach them. The chart below, taken from this article, identifies evidence of dysfunction
and, more importantly, some strategies you can use to help them develop other behaviors.
Features of Character Dysfunction
1. Poor boundary control
2. Lack of emotional control
3. Inability to set limits
4. “Hiding behind” technology
5. Inadequate social skills and
function
6. Inability to communicate in
global society
7. Excessive use of defense
mechanisms (“it’s not my
fault”)

Strategies to Improve Character Development
1. Be firm and realistic about expectations for
classroom behavior
2. Clearly communicate expectations with
students and allow for feedback
3. Use technology appropriately
4. Be approachable and professional and set
appropriate boundaries
5. Use campus referral systems and student
support services
6. Exercise consistency and fairness as guiding
principles
7. Be a good role model and demonstrate
professional communication and interaction

In addition to these strategies, which depend on you, another way to approach the development of
college readiness is to use a student self-assessment. The interactive nature of the self-assessment,
and its requirement that students reflect on and judge their own behaviors, makes it a more
efficacious approach than simply telling students how you expect them to behave in your class or
office. Best of all, it only takes five to ten minutes to complete. You can use the self-assessment
shown below on the first day of class while you are taking roll. It can set expectations beyond those
in your syllabus in an interactive manner. Have the students self-assess and then take a few minutes
to discuss which of these are difficult for them or important to you.
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Student Success Checklist
Survival level skills
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

I meet the class deadlines.
I frequently look at the class syllabus and schedule to know what I need to do.
I turn off my cell phone when I go to class.
I am attentive in class.
I listen to answers given in class by both teachers and students.
I underline or highlight the key points in my text.
I look up words I do not understand.
I do the homework.
I actively participate in class discussion.
I ask my teacher questions.
I know how to type and use a computer, including e-mailing with attachments.
I know how to get access to a computer if I don’t have one.
I can say what I think.
I don’t judge people simply because they are different from me.
I understand my learning style.
I know my overall grade in the class.

Success Level Skills
!
!
!
!
!
!
!
!
!
!
!

I listen and simultaneously take notes.
Every time I read something or listen to lecture, I try to pick out the main ideas.
I review my text and lecture notes to synthesize the key points.
To study I put my notes and textbook information in a form that will help me review and
learn (flash cards, flowcharts, rewritten notes, mind maps, charts, tables).
I form study groups with other students that meet outside of class.
I try to explain information, in my own words, I learn in class to my friends and family.
I recognize that college level writing exceeds the kind of writing I use for text messaging
and e-mail and my class work.
I know how to use and cite research appropriately.
I can say what I think and why I think that way.
I know that in college many people see things different from me because of their culture,
and I try not to let people make judgments based on differences.
I know my learning style and effective ways of studying specific to that style.

Advanced Scholarly Behavior
!
!
!

I don’t expect the teacher to have all the answers, so I seek answers myself.
I review my text, summarize lecture, and synthesize outside materials relevant to the
course.
I understand what plagiarism is and I do not take credit for thoughts that aren’t mine,
material I didn’t create, or work I didn’t do.
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!
!
!

I can state my own opinion, compare it with others’ opinions and explain the differences
between them.
I understand and appreciate opinion and perspectives from cultures unlike mine.
I understand my learning style; know how to study effectively for that style and to
continue learning when teaching styles don’t match my preferred learning style.

You can turn this survey into an assessment measure of student learning outcomes
by giving it on the first and last day of class. Use it as a pre- and post-test and note
the differences. Have your students grown or changed over the course of the
semester? Close the loop by planning how you might do anything differently to be
more effective and improve teaching and learning. If any of the terms used in the
description above are unclear to you, see Chapter 18 of this handbook
(Assessment Basics for detailed definitions and explanations).

More Metacognitive Techniques for College Readiness
Some institutions have created very useful brochures to help guide students through the process of
becoming scholars. In Appendix 6, a brochure from Sierra College clearly communicates the
difference between college and high school expectations. This brochure has received excellent
responses from students and faculty alike. The College Readiness brochure was an idea brought back
to Sierra by a faculty member who attended the national College Reading and Learning Association
(CRLA) Conference. Originally designed and created by the Minnesota Association for
Developmental Education, the brochure has been adapted (through permission) for the specific use
of Sierra College faculty and staff.
Sierra uses the brochure in several ways. First, it is heavily used by outreach specialists as a way of
helping high school students see the dramatic differences between high school and college study. In
hopes of giving high school students a “leg-up” on college preparation, outreach specialists use the
brochure during high school presentations and college nights. The brochure is often included in
information packets that are shared with high school students because it serves as a springboard for
more in-depth discussion about differences that students will see at the college level, the great range
of support services available to help students, and the overall personal responsibility that is involved
in making the transition to college-level study.
Outreach specialists assess the use of this brochure by giving a short pre-quiz about the
differences between high school and college study before their presentation of the
brochure, and then give it again at the end. They then compare the results to see if the
students have gained any increased knowledge.
Second, the brochure is also put into packets and shared with parents during Parent Information
Nights. Discussing the brochure helps parents gain perspective on how they might help their sons
and daughters smoothly transition into college. It is also a tremendous help to parents who have not
attended college themselves and thus have no framework from which to discuss differences between
high school and college.
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Third, the brochure has served as a curriculum stimulus to some instructors who use the brochure
indirectly in their developmental classrooms by teaching a number of the skills that are contained in
the “success in college” column. Strategies such as test taking, memory skills, and text reading are
incorporated into their classes because of the excellent way this information is outlined in the
brochure.
Last but not least, instructors also use the brochure directly in their courses. Computer Information
Systems (CIS) 30, Fundamental Computer Concepts and Applications, is a course included in the
developmental education program at Sierra College. Melissa Prinzing, an instructor of this course,
has created the following activity for her students based upon the College Readiness brochure.

E-mail about College Success

In this activity, you will read the “College Readiness” brochure and send an e-mail response to your
instructor and classmates.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.
13.

Start Internet Explorer. Locate your e-mail website and log into your e-mail account.
Start a new e-mail message. Address the message to your instructor and to at least 3 classmates.
(Instructor’s e-mail address in syllabus.)
CC: yourself. You will be printing the copy you receive and turning it in.
In the message Subject, type: Lesson #3 College Success your first & last name. Substitute your
own first and last name.
In the Body of the message type Lesson #3, Prinzing, CIS30, your name , class day and
time … Substitute your own first and last name and your class day and time.
Continuing in the message body, press the Enter key to leave a blank line and then type the
title: College Success again press enter to leave a blank line or two.
Read the brochure provided by your instructor about understanding the difference between
high school and college.
In your e-mail type a paragraph about the parts you found most surprising or least true in your
own experience.
Leave a blank line and then type a second paragraph about parts that most ring true to you that most closely match your experience or expectations.
Finally type a third paragraph. After reading this article, what changes will you make in your
expectations or behaviors this semester in order to increase your success?
Check spelling and proofread for neatness, spacing, proper punctuation and capitalization.
Keep a copy of your message in your sent folder. Send the message. Watch for your CC’d copy
to come to your inbox.
Print your copy of the message.
Dr. Prinzing assesses the effectiveness of this strategy by carefully checking the
assignment for completeness and accuracy on each point in the directions, including
subject line, addresses, inclusion of three paragraphs on topic, spelling and proofreading
for neatness, spacing, proper punctuation, and capitalization. This type of course-
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embedded assessment (see Chapter 15 of this handbook for more details about this) is used for the
students’ own grade but also provides her with valuable information about teaching and learning and
the students’ needs.
Please feel free to re-type the brochure for your own school’s use and make any changes you desire.
On your final copy, we ask only that you provide attribution to the Minnesota Association for
Developmental Education, whose generosity in presenting the brochure allows us to share this
material with you. Additional examples of self-assessment materials are available in Appendix 7.

Student Learning Styles
In Knowing What Students Know: The Science and Design of Educational Assessment, the National Research
Academy explained that “Metacognition is crucial to effective thinking and problem solving and is
one of the hallmarks of expertise in specific areas of knowledge and skill. One way to develop
healthy thinking about one’s own thinking is to consider learning styles” (Pelligrino, J.W., Chudowsky,
N, & Glaser, R, 2001, p. 4).
Most people recognize that individuals have various learning styles. Research has demonstrated that
students who think about how they learn best and about what learning strategies are suited to their
style perform far better. This is beneficial regardless of student majors or academic sophistication.
The existence of diverse learning styles is not in question, however, the definition of the styles and
the terminology varies. It is the act of considering how students best learn that makes examination
of the various research documents and resources available on learning styles a useful exercise. The
key thing is for students to recognize that they learn more easily using certain learning channels. In
fact, knowledge of learning styles can, at times, be the key that unlocks learning potential in our
students.
There are numerous ways of determining our students’ learning styles, but one of the most common
is through the use of learning style inventories. The VARK and the Diablo Valley College Learning
Styles Survey are two of the most frequently used.
There are several free and readily accessible sites:
VARK - http://www.vark-learn.com/english/index.asp
Solomon and Felder Learning Style Index
http://www.engr.ncsu.edu/learningstyles/ilsweb.html
Marsha Conner’s Learning Style Assessment
http://agelesslearner.com/assess/learningstyle.html
Mencke and Hartman – Learning Style Assessment
http://www.ulc.arizona.edu/learn_styl_ass.html
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Brookhaven Learning Styles Assessment Links to several varieties of learning
assessments
http://www.brookhavencollege.edu/learningstyle/learning_style_assessments.htm
Learning style inventories can be used in a variety of different ways and with a variety of different
courses and support services. In the two methods shared on the next page from Sierra College, both
learning center and learning disability specialists use learning style inventories to help increase the
success rate of their students.
Learning Styles and Tutoring
During her tutor training class, Janet Riswold, Learning Center Specialist, has student
tutors take both the VARK http://www.vark-learn.com/english/index.asp and the DVC
Learning Styles Survey http://www.metamath.com/lsweb/dvclearn.html. She asks tutors to
compare and contrast the two and to consider which one they would use with a tutee. Next, the
student-tutors bring their test results and the associated help sheets from VARK to class. Janet then
divides the class into groups based on their VARK results. They meet and discuss the following
questions: 1) Which strategies (if any) given on the help sheet have you successfully used, as a
student, in the past? 2) Are there any strategies that have worked for you that are NOT listed on the
help sheet? Each group then presents their findings to the rest of the class.
What is interesting is that each groups’ presentation reflects their own learning preference. For
example, in a recent class, the Read/Write group posted a written list with many written details,
while the Visual group used graphics rather than a list, and the Kinesthetic group actively drew on
the white board during the presentation. The class responded to this activity with enthusiasm when
they saw how differently each group responded to the same instructions.
Most of the student tutors indicate that they intend to discuss learning preferences with their tutees
and will have the tutees take one of the inventories when appropriate. After this exercise, they also
indicate that they feel well-equipped to use a variety of learning strategies in their tutoring sessions.
Learning Styles and Learning Disabilities
Martine Shelley, Learning Disabilities Specialist, explains that as part of the Learning
Disabilities assessment process, students complete an online learning styles survey. They
are given a handout with very explicit instructions to link to the following website:
www.metamath.com/lsweb/dvclearn.htm (Diablo Valley College). This website has a short learning
style survey and gives specific strategies for a student’s own learning style. Sometimes, as a backup,
students are directed to the VARK survey ( www.vark-learn.com/english/index.asp).
During students’ final results appointments Learning Disabilities Specialists go over students’
learning styles, integrating their learning style with the results of their psycho-educational testing,
encouraging the use of accommodations that work best for their specific style. For example, it
would be very important for auditory learners to work with tutors so they are able to talk and hear
things explained in different ways. Auditory learners also benefit from peer study groups,
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instructor’s office hours, and text to speech aids, like Kursweil or textbooks on CD, e-text. Also they
may benefit from using a speech-to-text program like Dragon Naturally Speaking.
Many students with learning disabilities (as well as developmental education students) are kinesthetic
learners. They have to find ways of integrating movement and activity into their studying. For
example, some kinesthetic learners benefit from studying outside and walking as they read. This
activates movement sensors in their brain. As they walk outside, they should pay attention to what
they feel or where they are as they study each fact. During exams, they can recall where they were
when they studied particular facts and what it felt like (cold, hot). This often triggers their memory
to bring up the information.
Another strategy that works for kinesthetic learners is to write vocabulary or spelling words in huge
letters on a white board. This activates their large muscles and access to different parts of their brain.
Also, writing their words with their finger on a table helps. As they feel their finger and forearm
move across the tabletop, they receive tactile feedback that helps them remember better.
When students come to me struggling with their courses, I often refer back to their learning style to
recommend strategies that will help them succeed. They have to try different strategies, and some
will work better than others. It is like having a bunch of keys to unlock a door; they just have to
keep trying different keys until they find one that unlocks that door. I tell students that they have to
become students of themselves, and to pay attention to when something is working and to keep
using that strategy.
Sometimes students feel frustrated because they don’t seem to be learning, or feel they cannot learn.
Often, they have not received the learning experience that matches their learning style. I encourage
students to try to choose instructors whose teaching style matches their learning style. Knowing
about their learning style and applying that knowledge empowers students because it respects their
individuality and their learning ability.
Please look at Appendix 8 for “Tailoring Assessment to Student Learning Styles,” an article about
the importance of considering different learning styles and the related abilities to perform on
assessments, tests, etc.

Group Work to Enhance Active Learning and Multicultural Experiences
(Quiz Question 8. Learning strategies that include working in competitive learning teams, is more effective than
working in non-competitive teams. False )
One way to incorporate a variety of learning styles, allow diverse expressions and create an
infrastructure requiring critical thinking and self-regulated learning is through teamwork or group
work. Most employment classified ads require applicants to be team players or work well with
colleagues, a great life skill. Yet, many faculty refrain from teamwork for a variety of reasons.
Can you list those reasons in the box on the next page
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Reasons for not having team work in classes.

The Potential Problems with Teamwork
Some of the problems involve ethical considerations. Will the students cheat from one another?
Will there be some students who do not work while others work very hard? A simple perusal of the
news over the last several years reveals that professionals in all disciplines (business, journalism,
politics, stem cell research, literature) see to be having a problem with either plagiarism or self
concocted evidence for claims. Why should our students be any different?
Then there are questions of grading. How do you provide adequate criteria to provide grades to
everyone based on clear criteria? Do you grade everyone on one project with the same grade? If you
give different grades within a team, how do you document those grades? Another source of concern
is the problem when team members do not get along for any number of reasons. Sometimes groups
can get so dysfunctional, they appear to need a psychotherapist at times. However, life is working
together, and learning to deal with social dynamics is an important part of academia where we tout
collegiality!

Reasons to Look Beyond the Teamwork Problems
The very cause for potential problems makes this learning experience an essential one in higher
education. And yet, we must deal up front and openly with the unacceptable problems that may
occur. We must have clear standards to create precedence for our students in later teamwork
situations.
Teamwork allows the use of very complex, real world driven problems and projects. Good
teamwork assignments demand multiple levels of thinking and analysis. Teamwork allows the
students to contextualize their learning not only within their own culture and understanding, but to
expand their learning to cover the culture and understanding of their team mates.
One structural problem with teamwork is that it is often based upon the good old American value of
competition. The additional motivations driven by competition result in some of the problems
indicated above. In Scientific Teaching (2007) the authors describe the importance of cooperative
versus competitive teamwork assignments. The power of learning in a team where the dynamics of
the team are free to perform without intra or extra team competition is important. This is especially
important in classes with multiple cultures represented. Some Asian cultures value saving face over
competing, and other cultures see competition as a negative value. “In cooperative groups goals can
be achieved by most or all members; in competitive groups, goals can be achieved by some
members, but not all” (p.28).
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Research has shown greater success in cooperative groups in the areas of “obligation to participate,
diversity of contributions, subdivision of labor, understanding communication, pressure to achieve,
productivity per unit time, quality of product and orderliness in the cooperative group”
(Handelsman, Miller, & Pfund, 2007, p. 28). In addition, research has shown that although faculty
have concerns about high achieving students being penalized when they must work with less able
students, this is not true. “Rewey and her colleagues (Rewey et al. 1992) showed that cooperative
learning can heighten learning among low-ability undergraduate students without diminishing the
performance of high-ability students. Physicist Robert Beichner showed in a national study of
physics classrooms at three universities that all students benefited from cooperative active classroom
compared to traditional lecture, but high achieving students benefitted most (as cited by
Handelsman, Miller, & Pfund, 2007, p. 29).
Now can you list reasons to have teamwork embedded in your class? Don’t be afraid to use
teamwork for real evaluation or course assessment. See Appendix 9 for a simple sign off sheet that
you can use with students in teams to guarantee each student gets the grade they deserve.

Reasons for having team work in classes.

To Summarize
Consider the courses you are teaching. Which of the following would you like to explore more indepth to use in your class?
!
!
!
!
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Identification of preconceptions and misconceptions
Active learning strategies
Deep and mastery learning
Assessment for learning
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! Student metacognition
! Learning styles
! Group work
You can strengthen the building that houses a student’s academic dreams by applying these methods
to your classroom. Use the materials in the Appendix to learn more about any of these techniques
and incorporate them into your courses. If you do, research shows that students with basic skills
needs will have more success. You have the potential to make a major difference in their lives just by
experimenting with any of these strategies. Many faculty also report that it strengthens their
classrooms and adds value to their of teaching. “And,” some have whispered to us at conferences or
trainings, “it makes the class more fun too.”
Remember learning is a chemical process that involves an actual physical pathway through the brain.
This pathway is different for each person. We know this when we observe people’s brain activity as
they solve problems. We have embarked on a new time period where research provides great
insights into effective teaching strategies. Think about which will be most effective in your work and
share it with colleagues. Employ the learning cycle as you reconstruct your interactions with
students!
Concrete

Active Testing
Reflective Observation

Abstract Hypothesis

Kolb’s Learning Cycle Mirrors the Neural Pathways through the
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Appendix 1
Excellent Resources on Neuroscience and Metacognition
Annenberg Media. A Private Universe, Harvard-Smithsonian Center for Astrophysics, Science
Education Department, Science Media Group, Annenberg Media,
http://www.learner.org/resources/series28.html
National Research Council. How people learn: brain, mind, experience, and school. (1999). John D.
Bransford…[et al.], editors; Committee on Developments in the Science of Learning and Committee
on Learning Research and Educational Practice, Commission on Behavioral and Social Sciences and
Education, Washington, D.C.
National Research Council , Knowing What Students Know: The Science and Design of Educational Assessment
National Resource Council (NRC) 2001 National Academy of Sciences
Wright, B. D. (1999). Evaluating learning in individual courses. Retrieved June 10, 2003 from the
California Assessment Institute Website. http://www.ca-assessmentinst.org/Resources/Wright2.doc
Zimmerman, B. Investigating Self-Regulation and Motivation: Historical Background,
Methodological Developments, and Future Prospects. (March 2008). American Educational
Research Journal (Volume 45, No. 1, pp. 166-183).
Zull, J. E. (2003). The Art of Changing the Brain: Enriching the Practice of Teaching by Exploring
the Biology of Learning. Sterling, VA: Stylus.
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Appendix 2
Quiz Results
Answers to the Quiz

1.
2.
3.
4.
5.
6.
7.
8.
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False
False
True
False
True
True
False
False
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Appendix 3
Websites Identifying Misconceptions
Botany - http://www.actionbioscience.org/education/hershey.html
Misconceptions about LEP (ESL) students http://www.ncrel.org/sdrs/areas/issues/methods/technlgy/common_misconceptions.pdf
Misconceptions on Multicultural Education - http://www.acei.org/misconceptions.htm
Student Misconceptions in Math and Science http://eric.ed.gov/ERICWebPortal/custom/portlets/recordDetails/detailmini.jsp?_nfpb=true&_&
ERICExtSearch_SearchValue_0=ED293685&ERICExtSearch_SearchType_0=no&accno=ED2936
85
Physics Misconceptions - http://www.physics.montana.edu/physed/misconceptions/index.html
Student Misconceptions induced by Teachers and Textbooks http://www.lhup.edu/~dsimanek/scenario/miscon.htm
Science – Minds of Our Own a video with Annenberg Media
http://www.learner.org/resources/series26.html
Writing - http://www.utsc.utoronto.ca/~tlsweb/TWC/writeguides/myths.htm
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Appendix 4
Earth Day Quiz – Contextual Mathematics
Here's a math quiz developed by Kerin Keys and Anna Werner of City College of San Francisco
kkeys@ccsf.edu
Earth Day Quiz 2008

Directions: On the answer sheet at the bottom of the page, write the letter of the best answer
for each question below. Tear off the answer sheet, complete the information requested, and
turn it in at the Quiz Table, on Ram Plaza, on Earth Day - Tuesday April 22.
When you turn in your answer slip, you will be automatically entered in a raffle to WIN
PRIZES!
1. The average American uses 159 gallons of water per day. The average person in half of the
rest of the world uses 25 gallons per day. What percent more does the average American
use?
a. 636%
b. 5.36%
c. 536%
d. 6.36%
2. Fill in the blank with the correct symbol: Energy used by the U.S. _____ Energy used by all
developing countries combined.
a. =
b. >
c. <
3. To produce each week's Sunday newspapers, approximately 500,000 trees must be cut down.
Considering that a high density forest has 250 trees per acre, how many acres of forest is that
per year?
a. 26,000,000
b. 104,000
c. 2,000
d. 24,000
4. The following environmentally related job uses math every day:
a. solar power engineer
b. environmental attorney
c. environmental policy analyst
d. all of the above
5. The EPA estimates that you can save 12% on your utility bills if you use energy efficient
appliances and insulate your house or apartment. If an average household pays $150 a month
during half of the year (summer and winter months) and $75 a month during the other half,
how much savings is that in a year?
a. $27
b. $118
c. $162
d. $81
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6. The average American generates 52 tons of garbage by the time they are age 75.
Approximately how many pounds of garbage is this per day?
a. 0.002 pounds per day
b. 0.694 pounds per day
c. 2 pounds per day
d. 3.8 pounds per day
7. Recycling just 1 ton of aluminum cans rather than throwing them away conserves the
equivalent of 1655 gallons of gasoline. In 2006, the US generated 3.26 millions of tons of
aluminum waste and 21.2% of it was recycled. How many gallons of gasoline did that save?
a. 1,143,803,600
b. 114,380
c. 41,760
d. 11,438,036
8. Since 1960 the EPA has collected data on the generation and disposal of waste. The
municipal solid waste in millions of tons are in the table below:
1960 1970 1980 1990 1995 2000 2006
88.1 121.1 151.6 205.2 214.3 238.3 251.3
What is the approximate percent increase between the years of 1960 and 2006?
a. 285%

b. 85%

c. 185%

d. 35%

9. If the best fitting linear model for the data in the previous example is where x is the year,
and y is the solid waste in millions of tons, calculate what predicted amount of solid waste will be generated 15 years from now.
a. 311.43
b. 7122.8
c. 55.6
d. 318.84
10. Every ton of mixed paper recycled can save the energy equivalent of 185 gallons of gas. In
2006, in the US, of the 251.3 million of tons of solid waste 33.9% was mixed paper, and we
recycled 51.6% of the total mixed paper waste. How many gallons of gas did we save?
a. 94,372.2
b. 94,372,181,500
c. 8,132,304,222
d. 8,132.3
11. The annual amount of waste the Red Bluff landfill in California accepts is 60,000 tons and its
capacity is 2.9 million tons. Currently it has 1.5 million tons in it. At this rate, when will the
landfill close?
a. 2033
b. 2013
c. 2012
d. 2031
12. Some hybrid cars average 41 miles per gallon. If in 10 years you drive one an average of 15,000
miles per year, how many gallons of gas will you use less than if you were driving a car which
averages 25 miles per gallon?
a. 3659
b. 146
c. 3634
d. 2341
13. The circumference of the earth is approximately 24,900 miles at the equator. If we lay sheets of
paper 11 inches long end to end, how many pieces of paper will it take to go around the earth?
a.
131,472,000
b. 143,424,000
c. 1,577,664,000
d. 191,232,000
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14. Based on your answer above, if Americans use a total of 4.3 billion sheets of paper per day,
approximately how many times would that circle the earth (every day!)?
a. 5 times
b. 25 times
c. 30 times
d. 40 times
15. I can personally protect the environment as a math student by:
a. using both sides of notebook paper and the clean side of used printer paper
b. using a refillable lead pencil
c. re-using folders from one semester to the next
d. all of the above.
---------------------------------------------------------------------------------------------------------Answer Slip: Complete, tear off, and turn in at Sust. Across Curric. Table, Ram Plaza, 4/22
1.___ 2.___ 3.___ 4. ___ 5.___ 6.___ 7.___ 8.___ 9.___ 10.___ 11.___ 12.___ 13.___ 14.___ 15.___
Name: ________________ Contact tel. or e-mail: _________________
Department: _______________ PRIZES will be awarded (must get 10 correct).
Thanks for your quiz participation and for supporting Mother Earth
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Appendix 5
The Case for Authentic Assessment
Grant Wiggins - This article is based on materials that he prepared for the California Assessment
Program.
WHAT IS AUTHENTIC ASSESSMENT?
Assessment is authentic when we directly examine student performance on worthy intellectual tasks.
Traditional assessment, by contract, relies on indirect or proxy 'items'--efficient, simplistic substitutes
from which we think valid inferences can be made about the student's performance at those valued
challenges.
Do we want to evaluate student problem-posing and problem-solving in mathematics? experimental
research in science? speaking, listening, and facilitating a discussion? doing document-based
historical inquiry? thoroughly revising a piece of imaginative writing until it "works" for the reader?
Then let our assessment be built out of such exemplary intellectual challenges.
Further comparisons with traditional standardized tests will help to clarify what "authenticity" means
when considering assessment design and use:
* Authentic assessments require students to be effective performers with acquired knowledge.
Traditional tests tend to reveal only whether the student can recognize, recall or "plug in" what was
learned out of context. This may be as problematic as inferring driving or teaching ability from
written tests alone. (Note, therefore, that the debate is not "either-or": there may well be virtue in an
array of local and state assessment instruments as befits the purpose of the measurement.)
* Authentic assessments present the student with the full array of tasks that mirror the priorities and
challenges found in the best instructional activities: conducting research; writing, revising and
discussing papers; providing an engaging oral analysis of a recent political event; collaborating with
others on a debate, etc. Conventional tests are usually limited to paper-and-pencil, one- answer
questions.
* Authentic assessments attend to whether the student can craft polished, thorough and justifiable
answers, performances or products. Conventional tests typically only ask the student to select or
write correct responses--irrespective of reasons. (There is rarely an adequate opportunity to plan,
revise and substantiate responses on typical tests, even when there are open-ended questions). As a
result,
* Authentic assessment achieves validity and reliability by emphasizing and standardizing the
appropriate criteria for scoring such (varied) products; traditional testing standardizes objective
"items" and, hence, the (one) right answer for each.
* "Test validity" should depend in part upon whether the test simulates real-world "tests" of ability.
Validity on most multiple-choice tests is determined merely by matching items to the curriculum
content (or through sophisticated correlations with other test results).
* Authentic tasks involve "ill-structured" challenges and roles that help students rehearse for the
complex ambiguities of the "game" of adult and professional life. Traditional tests are more like
drills, assessing static and too-often arbitrarily discrete or simplistic elements of those activities.
Wiggins, Grant (1990). The case for authentic assessment. Practical Assessment, Research & Evaluation, 2(2). Retrieved
February 16, 2004 from http://PAREonline.net/getvn.asp?v=2&n=2 .
Copyright 1990, PAREonline.net. Permission is granted to distribute this article for nonprofit, educational purposes if it
is copied in its entirety and the journal is credited. Please notify the editor if an article is to be used in a newsletter
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Appendix 6
Sierra College Brochure
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Appendix 7
Other Examples of Assessments that Target Student Metacognition
Many of the Classroom Assessment Techniques described in Chapter 15 of this
handbook are directed at student self-assessment within specific disciplines.
Student journals or log books can be a form of self evaluation about their
own thinking and learning.
Another student checklist based on self-regulated learning (SRL) that could be used in
class as an interactive exercise is below. You could have the students decide in groups
which of the following strategies were most helpful, least helpful, easiest or hardest to do
and have a class discussion. Alternatively you could use this as a discussion after the first
exam to address student responsibility and growth.
Steps to College Success
Successful Students Know Their Responsibilities—
! Create an organization system
! Attend class regularly
! Complete assignments and test on time
! Get help early
! Learn how to study
! Know what services are available and where they are
! Learn effective note taking and how to review notes
! Create effective study guides
! Learn how to become an active learner
! Learn library and internet research skills
! Take responsibility for your own learning
! Monitor your own performance and set improvement goals
! Study 2 to 3 hours for each one hour of class time
! Learn accepted college classroom behavior (be on time, no extraneous talking, no
headphones, cell phones, etc.)
! Use campus study areas
! Use study groups
! Ensure a quiet place to study
! Learn time management
! Create an educational plan to reach your goals
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Successful Students Understand How College Works—
! You are responsible for information in assigned readings whether or not teachers discuss it
in class
! You are responsible for class content or activities even if you’re absent
! There is no such thing as an excused absence
! Classes may be large
! You are responsible for closing gaps in your background knowledge and skills
! Ask questions
Successful Students Access Resources and Support—
! Seek help from instructors by appointment or in office hours
! Get special help and accommodations if you have special needs
! Seek out peer tutoring support
! Create an on-campus support system
! Regularly seek counseling and advising
! Access financial aid support and services
! Get involved in campus activities
Successful Students Understand College-Level Work Expectations
! Ability to independently organize and interpret assignments
! Ability to conduct research independently
! Ability to complete exams that require analysis, application, and synthesis of ideas and
theories in multiple choice and essay format
! Teachers give fewer tests and don’t have to allow make-ups and re-tests
! Grades reflect the quality of the work produced in adherence with college-level thinking and
writing—not just effort and attendance
! Teachers may not offer extra credit
! Do their own work
! Understand what plagiarism is and how to appropriately cite sources to avoid it
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Crafton Hills College Holistic Student Self-assessment
Another student self-assessment is shown below. Developed by Gary Williams from Crafton
Hills College, it is used in conjunction with a student success factors survey given to EOPS and
Learning Community students. This rubric helps key students into holistic factors that ensure
college success. Information about the holistic survey and diagnostic use of the information is
provided in Chapter 4.
Responsibility
Wellness
! I realize that ultimately, I am
! I practice sound habits to take care of my
responsible for my own success in
health, nutrition, exercise and stress
college.
management.
! I make decisions and take timely action
! I get enough sleep, and I take time to relax
to advance my own educational goals.
every day
! When I make mistakes or bad choices, I
! I ask for help when I find my life is
take time to learn from these
becoming too stressful.
experiences.
Motivation
Time Management
! I am determined to graduate from
! I carry a calendar with me, and I write my
college and be successful. I have
commitments and important tasks in it each
personally important reasons to
day.
succeed.
! I make a “to-do” list, and I take time to
! I am motivated to do my best in classes,
decide what tasks are most important to get
and I have strategies that work for me.
done each day.
! My desire to be successful helps me to
! I balance all the important parts of my life in
overcome any obstacles I encounter.
a way that allows me to get all the most
important things done.
Task Precision
College Involvement
! I am able to break down big projects
! I seek opportunities to get involved in the
and assignments into specific tasks.
life of the college.
! I strive to complete tasks and
! I have made a lot of friends on campus, and
assignments with a high degree of
I know faculty and staff who I can turn to
precision.
when I have questions.
! I strive to be concise and specific when
! I want my college experience to be enjoyable
I speak and write in my classes.
and valuable.
Expectations
Personal Support Structure
! I have goals in college that are
! The most important people in my life
challenging and meaningful to me.
understand my educational goals and life
ambitions, and support me in my efforts.
! I know that I must work hard in order
! I share my successes and challenges with the
to be successful.
people who are important to me, and they
! I seek opportunities to try new ideas
feel connected to my college experience.
and experiences, even when my peers
might not go along with me.
! I encourage and support others in their
desire to pursue college, and I am willing to
share what I know about college with others.
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Exam Post-Mortem-Another Self-assessment technique is to have the students assess
their performance on an exam using the sample exam postmortem below.

Exam Post Mortem
For Exam number _______________
Percent on Previous Exams _____

_____

1. How would you compare your preparation for other exams to your preparation for this exam?

2. Which part of the exam evaluates what you know and understand best? Circle an answer or
answers and explain why.
Multiple-choice

Matching

Fill in the Blank

Short Answer

Lab practical type questions

True/False questions

Skills tests

Case Study questions

Essay questions

Why?
3. Circle any strategies you feel that worked best to prepare you for the test.
Group study sessions

Reviewing class notes

Online study activities

Highlighting in text

Flash cards

Rewriting text & class notes

Practice quizzes

Rereading chapters

Reviewing the labs

Studying the course objectives

Flow charting on a whiteboard

Other:__________________

Why?

4. The final exam will be comprehensive. Which strategies will help you with deep or long-term
learning now for the final exam? Put an asterisk by the strategies above and explain why in the
space below.
5. Did you use the strategies you determined to use after the last post mortem?
6. How will you change your studying for the next exam?
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Any of these techniques will give students with basic skills needs a means to accelerate their learning.
If you have other methods of metacognitive assessment that you have used successfully in your
courses or departments, don’t forget to complete the new Academic Senate BSI survey. As was
explained in the Introduction to this handbook, the Basic Skills Initiative, funded by a grant from
the California Community Colleges Chancellor’s Office, is developing a web-based resource to
showcase successful programs, strategies, and projects that increase success rates of basic skills level
students, and professional development programs. In order to list your strategy, you must describe it
as part of the BSI survey. The survey link is: http://bsi.cccco.edu/
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Appendix 8
Tailoring Assessment to Student Learning Styles
A Model for Diverse Populations
By James Anderson

What are learning styles? "Learning style" refers to the preferred manner in which an individual or
group assimilates, organizes, and uses information to make sense of the world, including a classroom
or job environment.
Learning styles can be characterized by how we prefer to learn, specifically our preferences for:
!
!
!
!
!

The type of information we receive (sensory vs. intuitive);
How we perceive information (visual vs. verbal);
How we organize information (inductive vs. deductive);
How we process information (actively vs. reflectively); and
How we understand information (sequentially vs. globally).

There are many dimensions of learning styles, including:
!
!
!
!
!
!
!
!

Reflective vs. Impulsive
Non-affective vs. Affective
Elaborative vs. Shallow (repetitive) processing
Scanning (visual) vs. Focusing
Field-independent vs. Field-sensitive
Analytical vs. Relational
Independent vs. Dependent
Participant vs. Avoidant

Learning Styles as Continuums
I may have given the impression that learning styles fall into bipolar distributions — either students
are visual learners or they're not, affective learners or they're not. In reality, learning styles are on
continuums. We all have a learning style on each continuum, just in different places along the line.
And there are instruments that allow us to identify where students are on these continuums.
Which learning styles are most effective? We have determined from research that students who are
reflective, non-affective, elaborative-processing, scanning, field-independent, analytical learners are
highly successful in both two-year and four-year colleges. They are our dream students. If they also
come with a 1450 SAT and several Advanced Placement courses, their instructor can walk in every
day and say anything, and they're going to get it. But in the real world, we want all of our students to
succeed, not just those primed for success.
An Evolving Discussion
The discussion of learning styles has not moved with the same impetus that many other discussions
in higher education have. The discussion of learning communities, for example, has moved from a
conceptual model to an implementation model; discussions of teaching have moved to discussions
of the scholarship of teaching. We have moved at warp speed in developing models for classroom
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assessment, but, again, we have not followed suit in developing assessment models that
accommodate learning styles.
Why has the evolution of our ideas about learning styles moved at such a slow pace? I offer four
reasons.
The first is that our conceptual models of learning styles have become locked into the places where
they originated as research topics: cognitive psychology, visual perception, etc. Because they are
locked in as research topics, they have not yet been applied significantly to teaching and learning at a
practical, performance-based student level.
The second reason that our conceptual models of learning styles have not evolved is because we
haven't connected them to classroom performance, writing, thinking, student success indicators,
retention models, and so on. These connections do show up in the literature, but they're not an
integral part of our dialogue.
The third reason is because many campuses are not yet student-centered. If a campus is lax in merely
thinking about what good teaching is, and if it lacks a student-centered approach to teaching and
learning, why would it want to examine student learning preferences, learning strategies, and learning
styles?
The final reason I offer (and mine is not an exhaustive list) is because to discuss learning styles in
earnest is ultimately to discuss differential performance of certain groups and the relationship
between traditional teaching styles and the learning styles of diverse populations. Now we've moved
from a research discussion to a political discussion. And if faculty don't want to address studentcentered teaching, why would they want to address the politics of teaching and its connection to
different groups?
Advancing the Conversation on the Needs of Diverse Learners
We all accept the notion that when we teach or engage in any type of academic support, not all of
our students have the same needs. All students have diverse needs that we want to meet. We want
them to be better thinkers, better writers, better problem solvers, and so on.
Then there are particular groups of students who have unique needs that we also want to meet.
Consider a returning adult who is less skilled, raising a family and working full time. If, because of
poor advising, this student gets a full load of tough courses with abstract course content, he has a
100 percent chance of getting a D or F in almost every one of those courses.
So why haven't we looked out for the unique needs of certain diverse learners? One reason that
diversity is not considered in many campus discussions of teaching, learning, assessment,
scholarship, and research is that we ignore its natural fit with these endeavors. To see how easily
diversity can be incorporated into discussions of learning style, recall how visual learners learn best:
by drawing on personal, social, and cultural experiences to make the learning experience more
holistic. By noting this, we have introduced diversity into the conversation on learning styles.
Cultural Differences in Learning Styles
When I began to study learning styles, the first thing I discovered was that there was no literature on
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group differences, with the exception of some work on differences in such things as visual
perception, field independence, and field sensitivity. There were also some comparisons of
Eurocentric groups with other groups — for example, Scottish children with Zambian children —
but nothing connected to classroom performance, higher-order skills, etc.
But today we know a lot more. Do certain racial, ethnic, or cultural groups lean more toward some
ends of the continuums than others do? Yes. Differences in learning styles are so pronounced that
we can make clear distinctions among cultural groups, racial groups, gender groups, age groups, and
so on. Students from certain groups tend to be disproportionately relational, affective learners. In
the late 1980s, I leaned toward thinking there was something called a "Black Learning Style" or
"Women's Learning Style."
But I've changed since then. If I could select two factors that probably have the most impact on
students' learning styles and group differences, it would be class and prior educational experiences,
be they in the family or in school. If you map the learning styles of whites in Appalachia and blacks
in Mississippi, they'll look exactly alike. If you map the learning styles of students of color at Reed
College in Oregon and at Harvard, again they'll map in similar ways . . . that is, bright, analytical
students, regardless of race, will show up that way.
Some researchers are beginning to focus on a broader approach that identifies other dimensions of
learning styles. Madge Willis, in her February 1989 article "Learning Styles of African-American
Children: A Review of the Literature and Interventions" in the Journal of Black Psychology, for example,
talks about learning styles of African-American children:
!
!

!
!

Social/Affective: They tend to be people-oriented and emphasize the affective domain.
Social interaction is crucial, and social learning is common.
Harmonious: They tend to respect and encourage the interdependence and
harmonic/communal aspects of people and environment. They seek knowledge for
practical, utilitarian, and relevant purposes. They seek synthesis and holistic approaches to
experiences.
Expressive Creativity: They tend to be creative, adaptive, variable, novel, stylistic, and
intuitive. They prefer simultaneous stimulation of multiple senses and oral expression.
Non-Verbal: Non-verbal communication (intonation, body language, movement, and
rhythm) are vital to helping these students learn.

Should We Encourage Students to Change Their Learning Style?
Students come to us with learning styles developed over many years, rooted in their culture, family
background, and prior educational experiences. Do we want to go as far as I've suggested in
studying group differences in learning styles? In doing so, are we suggesting that some groups are
deficient in learning style? Of course not. We don't make evaluative judgments about learning styles;
we affirm learning styles as a reflection of a student's heritage.
But should we nonetheless encourage some students to modify their learning style? Yes, because we
live in the real world. The students who will be most successful in college move from the affective
toward the analytical side. I look at the performance of affective students in tough courses, especially
when they are dragging their affect into the classroom when it doesn't need to be there — i.e., they
can express their affect anywhere else, but in that classroom they need to be very focused.
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It is not necessarily difficult to modify one's learning style. Most of us can move up and down these
continuums, and we know exactly when we should do so. When we're in a restaurant with friends,
for example, there's no need to have a highly analytical discussion about the caloric breakdown of
everything that's on our plate or about the class differences among the people sitting around us. But
if you're giving a conference presentation, you're going to move toward the analytical end of the
continuum because you're addressing high-end, well-heeled learners.
We all have the jobs we have because we're good at this higher education thing. If there's one thing
we can share with students to help them learn, it's how to move up and down these continuums.
What about students who are highly analytical and devoid of affect? Don't they need to move to the
affective side? Yes, they do at some point in life, but not necessarily while they're getting through
college courses.
The Importance of Framing Questions
What are the implications of all this for each of us? If you want to develop an assessment model that
addresses the needs of diverse populations, the most important thing that you can do is frame the
questions that you want answered. What do you want to know? Why?
Here are some examples of framing questions to ask yourself:
!
!
!

!
!

Do we seek only to identify students' attitudinal dispositions toward learning, without
connecting them to teaching?
Do we only want to know how students feel about learning and their learning preferences?
Does our faculty have an understanding of general learning styles? (If we're at an openadmissions institution, how can they not have an understanding, since every day in every
class there is such a wide range of learners sitting in front of them across different
dimensions, skill levels, learning styles, learning preferences, and motivational levels?)
Who impacts faculty perceptions of student learning styles?
Do we want to assess our students' learning styles? Whose responsibility is it to do

this and get the information to faculty so they understand their students' needs?
!
!

If we do collect such information, so what? What do we want to do with it?
For those whom we identify as being most at risk for success, based on valid,

objective information, what does it mean? What are we doing about it?
!

!
!

!
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How can we move less successful students incrementally through a process that allows them
to become more successful? How do we move students from being affective to being more
analytical?
Should we adapt instructional styles to accommodate learning styles? What does that mean
for faculty development? What does that mean for classroom assessment?
What cognitive, affective, and cultural assets do diverse students bring to learning
environments, and how do these assets facilitate or inhibit their performance? How can we
tap into those assets?
How do all aspects of diversity fit into assessing performance?
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To what degree do we want to assign students to sections according to styles and then match
them up with certain instructors? Why should students who are less-skilled and affective
learners be placed with a highly analytical instructor?
Should we use information about learning styles to help students decide what to emphasize
or de-emphasize in their studies? Students who take an entire semester online and who are
highly verbal and less visual in learning preference may experience difficulty. Can a student
who's a highly affective, relational learner succeed at a Research I institution, where most of
the faculty she encounters in mathematics, science, and technical areas will teach in an
analytical manner?
Should the relationship of learning style research to educational outcomes affect what we do
with faculty development?
What new assessment methods are needed?
Where's the next frontier to help us accurately evaluate and portray learning styles as they are
impacted by diversity?

Once we've considered these kinds of questions, we can begin to think about reasons for not only
doing more learning style assessment but also incorporating diversity. We may want to give students
a learning styles-preference survey simply to give self-assessment feedback to students, so they can
see themselves, maybe for the first time ever, as a learner.
We can go from there to doing cohort comparisons, looking at clusters of behaviors that we see in
groups. For example: What clusters of behaviors are associated with success or failure in beginning
science or math courses? What clusters of behaviors are associated with success or failure across
what groups in engineering?
Next Steps
We are slowly moving from a generic model of learning style to a more comprehensive model that
incorporates the diverse needs of all students and the unique needs of diverse groups, including their
learning styles.
There is currently no effective assessment of learning styles and diversity that will enlighten us in
significant ways about student performance, student success, student learning, etc. I'm working on
an instrument that has been pilot-tested for reliability and validity at five institutions, and we will
soon be pilot-testing it at five more. We're trying to develop an instrument that profiles generic
learning styles and also correlates that information with other critical dimensions, such as studentstudent interaction and student-instructor interaction.
Given limited resources, what steps can institutions take to better address the needs of diverse
learners? Begin by developing a strong teaching initiative around a more general area and then
incorporate attention to diverse learning styles into it. At North Carolina State, a group called the
Hewlett Fellows focuses on inquiry-guided teaching and promoting active learning. Faculty are very
enthused about it. But if we had first tried to develop a learning style initiative focusing on effective
teaching, I predict it wouldn't have been as successful.
Another possibility is to create cooperative clusters or learning communities, provided that they are
designed to accommodate diverse groups. Diversity is not as present as it should be in learning
community research. There's an inherent assumption that learning communities automatically
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account for diversity, but that's not true. For example, if you set up voluntary curricular learning
communities, diverse students will not necessarily sign up. They do not see the inherent value of
clustering across courses.
Cooperative clusters show promise, however. Sheila Tobias has studied cooperative clusters
associated with the success of women in science and mathematics. (See her books Revitalizing
Undergraduate Science: Why Some Things Work and Most Don't and They're Not Dumb. They're Different:
Stalking the Second Tier, both published by Research Corporation, Tucson, Arizona.) Uri Treisman has
done the same with underrepresented students and students of color, especially in mathematics. (See
his article "Studying Students Studying Calculus: A Look at the Lives of Minority Mathematics
Students in College" in the November 1992 College Mathematics Journal.)
But cooperative learning models don't attract everyone. A student who is introverted and less-skilled
and doesn't understand the culture of college is not going to be assertive in cooperative learning
approaches. That student will not participate actively in learning communities, and that student will
be silent in chat rooms.
It's a challenge to address the needs of diverse learners, because it's so difficult to reallocate
resources from things that aren't really significant and don't yield outcomes of consequence. But we
should do faculty development on this subject, and we should have something for students coming
into our institutions who historically have been identified as having the most problems. If we don't
do that, why keep bringing them in? They'll just continue having problems. These are two areas in
which we should all invest resources.

James Anderson is vice provost and dean of undergraduate affairs at North Carolina State University. Contact him
at james_anderson@ncsu.edu.
This article comes from the new American Association of Higher Education (AAHE) book
Assessment to Promote Deep Learning, edited by Linda Suskie, former director of AAHE's Assessment
Forum. The book is a compilation of the major presentations from AAHE's 1999 and 2000
Assessment Conferences.
This article is excerpted from James Anderson's session "Developing a Learning-Style/TeachingStyle Assessment Model for Diverse Populations," presented at the 2000 AAHE Assessment
Conference.
Assessment to Promote Deep Learning is available for $12 for members ($14 for non-members), plus
shipping, through AAHE's online publication catalog, or order by phone, (202) 293-6440, x780.
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Appendix 9
Grading Student Group work

Team Member
Name

Chapter 5

Teamwork Grading Sheet
Specify the work done and
Signatures of every
time involved
other team member
(e.g. research 2 hours, typing
4 hours, interviews 30
minutes, etc)
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Chapter 6
Integration of Instruction with Support Services and Learning
Assistance Programs: Functional Wiring

Introduction
In order to help students with basic skills needs realize their academic dreams, the elements of the
college that serve them, both instruction and student services, must be wired together. Current
research shows that the most effective programs for developmental learners are those which
integrate instruction and student support services (Center for Student Success, 2007, p.19-20). At its
core, education is about human development, the intertwining of learning and identity. Those of us
who provide instruction, academic and student support share in a common purpose: student
development, defined as “growth in students becoming progressively able to integrate and act on
many different experiences and influences.” (Evans, Forney, Guido-DiBrito, 1998, p. 6) Student
development focuses not only on intellectual growth, but on affective and behavioral changes as
well. Theories and research in student development “encourage the collaborative efforts of student
services professionals and faculty in enhancing student learning and maximizing student outcomes in
higher education settings.” (Evans, Forney, Guido-DiBrito, p. 7) This chapter focuses on explicit
strategies that wire together learning and identity, helping students to build structures that result in
improved educational outcomes. We will explore a variety of collaborative approaches that
holistically engage students with basic skills needs. In addition, effective practices in the use of
learning assistance programs, a bridge that spans the entire campus and another great resource for
helping developmental students succeed, will be detailed.

A Necessary Foundation: Learning about Developmental Learners
“Each of us has a story and our stories make up our backgrounds. To ask us to enter
the classroom and leave our stories behind is like asking us to give our selves up in order
to learn- and then learning doesn’t take place.”
Anonymous student, 2008
Think about the students with basic skills needs that you know: hard working, perhaps uncertain
about their abilities to succeed, but pushed by big plans and the many obstacles they must
overcome. These students know they need a college education to achieve their dreams. They want
better opportunities and jobs to provide for their families. They have high aspirations. They also
often have, however, little idea of what it takes to succeed in college or how to be a learner. They are
2
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“at risk” and function at the margins of the educational enterprise precisely because they lack a
“learner identity.” Most do not yet know what it means to be a college student.
If we are to improve the success of students with basic skills needs, we must attend to these issues,
ones that often are not considered in the rush to deliver academic content to students. How the
learner defines him or herself is intimately connected to the learner’s frame of mind, influencing his
or her outlook toward learning. What is learned and how it is learned is influenced by one’s identity.
If a student has yet to assume a learner identity, actively embracing and authoring their own learning,
and has not moved from the margins to the center of the learning enterprise, he or she is not likely
to be predisposed or inclined toward learning. Fortunately, identity is malleable and develops over
time.

A Little Quiz
What do you believe influences a student’s identity? Check all that apply.
_____ family background
_____ ethnicity
_____ socioeconomic status
_____ educational history/background
_____ gender
_____ religion
_____ peers
_____ personality factors
_____ occupation
The answers to the quiz lie in this chart. Identity, or how we define ourselves, is a function of:
The way we experience ourselves through
participation with others and our environment, as
well as by the way we and others define ourselves
through symbols, i.e., a degree from Stanford comes
to equate to intelligence.
What is familiar and unfamiliar, comfortable and
uncomfortable, understood and not understood.

Our identity is formed by how we
experience ourselves as we participate with
others.

Our identity is formed by our membership
(and non-membership) in various
communities.
Where we have been and where we are going.
Our identity is formed by our learning
trajectory.
The ways we reconcile our various forms of
Our identity is formed by the nexus of our
membership into one identity.
community memberships.
Negotiating local ways of belonging to broader
Our identity is formed by how we, from our
constellations and of manifesting broader styles and local position, engage globally.
discourses.
Imagine a student with basic skills needs again. See him or her entering the classroom on the first
day of classes. Look around the room. How many of these students’ identities are impacted by their
lack of previous academic success? If a student does not yet see himself or herself as a learner, he or
she is less likely to value and integrate the skills and knowledge that college provides or recognize
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the value of behaviors that lead to learning. Many are more apt to be intent on memorizing material
or finding ways of "getting through" without being discovered than investing themselves in learning.
Yet, “we develop skills and acquire knowledge in service of identity. In the formation of one's
identity, learning can become a source of meaningfulness, generating social and personal energy”
(Wenger, 1998, p. 215). As educators, we know that learning is inherent in human nature. It is more
than memorizing, and entails making sense or meaning of novel material and experiences.
Intellectual development does not happen apart from social and emotional growth. How a student
makes sense of things directly relates to his or her identity: definitions of self, how and what is
perceived, and decisions about when and where to engage and participate. As the student at the
beginning of this section so eloquently stated, learning can’t take place when one is asked to give up
one’s self, to leave behind one’s stories. Students learn holistically; their identity affects how and
what is learned, while simultaneously (and paradoxically), learning affects their identity. What can
help this development to occur?

Traditional Silos of Practice
The answer to this question is not to do things as they have always been done. Traditional
organizational structures found on college campuses do not necessarily further the holistic
development of students, especially those in basic skills. Imagine the student you pictured above
coming to college for the first time, trying to navigate through the maze of instruction as we now
have it organized: carved up into divisions, each comprised of a set of “related” academic
departments. What class should he or she take first? How are the ones in different departments
related to each other?
Student services is likewise divided into discrete support areas ranging from orientation to financial
aid to job placement services. Perhaps through the blur of registration the student learns about what
is available. But although connected, individual departments operate with separate staff and often in
disparate locations throughout the campus. How will the student ever find what he or she needs?
Sometimes staff from one service area are unaware of services or staff from another area. If the staff
on our campuses can’t navigate the complex terrain of the college services and offices, how in the
world can we expect a student new to college to find his or her way? From the students’ point of
view, this can seem like the Winchester Mystery House, a maze of separate rooms filled with hidden
staircases and secret passages.
Beyond being confusing to newcomers, silos have operational drawbacks, as well. Sharing resources
is not traditionally considered. Several of the support services are funded by categorical means, and
this can be a detriment because, although the categorical programs garner much-needed funds, this
degree of autonomy can be counter-productive in perpetuating isolation. Not only do instruction,
student services and academic support services each represent its own silo, but within each area,
more sub-silos function relatively independently. Each silo can be characterized as having its own
physical location, staff, budget, record systems, reporting structures, schedules, etc. We have built a
structure of silos within silos. Now contrast this maze of separate silos, the Mystery House, with
models of integration.
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Transformational Learner Development: Integration of Instruction and
Support Services
“Learning transforms who we are and what we can do; it is an experience of identity. It
is not just an accumulation of skills and information, but a process of becoming…”
(Etienne Wenger, 1998, p. 215)
Research shows that when instruction and support services are intertwined in more holistic ways,
authentic and relevant learning experiences—transformative experiences—take hold. (Center for
Student Success, 2007, p. 19) To be effective, student services should not just be offered, but should
be fully integrated into the structure of remedial programs, with counselors working closely with
(instructional) faculty and being included in program planning and evaluation activities.(Boylan &
Saxon, 1999, p. 2) This will result in the rewiring we spoke of in the beginning of the chapter, and
the construction of a stronger structure to house students’ academic dreams.
Furthermore, by aligning the institution’s educational mission, students’ characteristics and effective
educational practices, we stand a better chance of promoting student success through relevant and
authentic learning. Kuh, Kinzie and Whitt (2005, p. 10) identify five clusters of effective practices to
transform student performance:
!
!
!
!
!

Academic challenge
Active and collaborative learning
Student–faculty interaction
Enriching education experiences
Supportive campus environment

The models presented below illustrate a range of integrated programs for enhancing positive student
learning outcomes. Each model described positively impacts the learner’s identity, which in turn
improves his or her learning potential. Integrated models that directly serve developmental students
are presented first, many of which were identified as exemplary models by the Statewide Academic
Senate, (ASCCC, 2009) followed by models that explicitly bring together faculty from instruction,
academic support and student support services to collaborate in understanding, assessing and
improving student learning.

Student Directed Programs
Early Alert: Early warning and feedback about student performance is critical to
developmental student success because these students often lack the mindfulness to successfully
monitor their own progress. Rather than waiting for midterm grades, we must actively notify
developmental students early on about concerns we may have about their academic performance.
Here is where instructional faculty, counselors, peer mentors and various other forms of academic
support can provide some of the most important assistance needed by developmental learners. The
sooner we take notice of students’ engaging in “risky” academic behavior, the sooner we can act
together to help them recognize the consequences of those behaviors on achieving their educational
goals. Early intervention to get students back on track, well before the midterm, can make the
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difference between salvaging or wasting an entire semester. Early alert gives professionals, working
together, an opportunity to mentor the at-risk student about college-readiness and the habits of
mind and body needed to succeed in college.
Coastline Community College has created an Early Alert program to provide timely feedback to
students about their academic progress as a way of assisting them in their college and vocational
goals. Students become more aware of services and resources the college has to offer using
individual instructor feedback. Early Alert gives instructors additional ways of communicating with
their students regarding their current standing in each class. Students can view the services available
to them online, and the faculty can automatically send Alerts by choosing from the menu. For more
information, see http://research.ccc.cccd.edu/ea/.

Learning Communities/First Year Experience/Freshman Year
Experience/Cohorts:

In higher education, “learning communities are classes that are linked or clustered
during an academic term, often around an interdisciplinary theme, and enroll a
common cohort of students. A variety of approaches are used to build these learning
communities, with all intended to restructure the students’ time, credit, and learning experiences to
build community among students, between students and their teachers, and among faculty members
and disciplines.” (Washington Center, 2008, p. 1) Integration between academic content and
student development courses taught with a learning community format is especially effective for
developmental students, particularly when students are enrolled in these learning communities early
on. Both students and faculty work closely together creating a supportive social safety net that serves
to bring students who previously functioned on the margins of the educational enterprise into the
center of activity, engaging more fully in their learning. Often, these communities serve as a bridge
from a previous poor experience with education to one full of hope because students are learning
how to learn and what it takes to be a college student.
Cabrillo College offers a cohort program called Digital Bridge Academy (DBA) that offers at-risk
students a chance to reclaim a positive learning experience through community building in an
integrated learning environment. The program begins with a two-week foundation course that
invests students in their learning and education. The course helps students form deep connections
with classmates to allay their fears about going to college. The two-week foundation course is then
followed by a one semester, intensive cohort experience where students examine their previous
experiences with education, communication styles, and other personal and interpersonal skills while
taking a total of six courses that prepare them for a variety of careers (i.e. Computer Information
Systems, Engineering, Business, Management, Allied Health majors, lab technician careers, Criminal
Justice, Teaching, and other high-wage or high-demand fields). Each class is completely integrated
with common learning objectives with assignments focused on a community-based social justice
primary research project. After the DBA semester, students are expected to take a full course load
working toward their major, and can opt to participate in further DBA seminars or internships, but
they are no longer required to stay together as a cohort. The program has shown a high degree of
success in working with disadvantaged students who are not ready for college work. The program is
thorough in its efforts to collect outcome data on persistence and completion rates, including
demographic components, and evaluations of the program from students, program staff, and an
external evaluator. Initial expectations anticipated a high attrition rate with DBA students; however,
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an external program evaluation found that on average 75% completed the Bridge Semester
successfully with a grade of C or better. In addition, this 75% completed the semester with 12+
units (fulltime). Among those who had taken some college courses before entering the Academy, the
mean grade point average improved from 1.61 prior to the Academy experience to 3.02 after.
Students reported strong increases in motivation and self-efficacy, and rated the program very
highly, in many cases calling it “life changing.”

Peer Tutoring and Mentoring: Peer Tutoring and Mentoring involves student-to-

student help and aid in areas of academic, emotional, and socio-cultural adjustment
college. Peer tutors/counselors/mentors are often assigned so that there is ongoing
contact with students on a daily basis. In addition to teaching students appropriate
classroom behavior, peer tutors/counselors/mentors are often placed in classrooms
for the purpose of understanding all class assignments so that academic assistance can be provided
in an informed and timely manner. Developmental students become “apprentices” as they learn how
to learn and navigate the college system. Regular feedback is provided to the instructor for
monitoring the students’ progress.
Faculty members participating in the Beacon Peer-Assisted Learning program at American River
College select students who have successfully completed the target class. “After receiving training in
group-tutoring techniques, these learning assistants work with students for two hours per week
outside of the classroom. Data gathered over seven semesters demonstrate a significant
improvement in achievement as Beacon students boast an 85% success rate compared to a 57%
success rate for their non-Beacon counterparts enrolled in the same class, and the withdrawal rate
for students in the program is 7% compared to 29% for other students. Anecdotal comments from
focus groups indicate that the program’s effect extends beyond the classroom, as students report
that participation builds self-confidence, teaches them to work more cooperatively, improves
problem-solving skills, and promotes the formation of friendships and a sense of community.”
(ASCCC, 2009)
At Los Angeles City College, the "Pi Shop" course, established in 1998, uses one-on-one peer
tutoring and mentoring for at-risk students to improve student enrollment, success rates, and
retention in math courses. “The Pi Shop course provides students with a user-friendly, nonthreatening environment in which they can get help with basic skills, address their math anxiety,
hone their test-taking strategies, and engage in informal counseling and advising for their majors.
Overall, Pi Shop students enjoy a much higher rate of success in their other math courses than do
their non-Pi Shop peers. Participating students in both preparatory and advanced math classes have
a success rate that exceeds that of their non-participating peers by nearly 30%. By offering an open,
attractive, learning-centered environment for students of all backgrounds and skill levels, this
program has humanized mathematics instruction and contributed to City College's mathematics
department being one of the most actively engaged in student learning on campus.” (ASCCC, 2009)

Extended Opportunity Programs and Services (EOPS) : EOPS is a state-funded

program designed to assist low income “at risk” students at the community college by
providing counseling and support services to enhance retention, graduation, transfer
and employment. EOPS offers educational planning; academic, career and personal
counseling; and academic progress monitoring. In addition to peer advising and
mentoring, students also receive priority registration, extensive orientation to college, and financial
aid advising and workshops. Both California State University and University of California offer
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transfer application fee waivers and transfer workshops. Often developmental mathematics and/or
English instructional and counseling faculty teach together in learning communities targeting EOPS
students to better integrate the educational experiences for the students.
The Grossmont College EOPS Student Success Plan “incorporates student success strategies for
retention of students who are identified as one of the most at-risk groups: those who are both
academically and educationally disadvantaged; and on academic probation. Through assessment and
counseling, an individual Student Success Plan is developed and co-signed by both the student and
the counselor. Follow up and intervention is provided throughout the semester with dramatic
results. The percentage of students who have succeeded has been impressive. Their rate of retention
is 67% as opposed to the usual 16% for this population. Students with a history of non-persistence
continue to take classes and have real hopes of transferring to a four-year institution.” (ASCCC,
2009)

Puente Program: Information from the official Puente website states that

“The Puente Project is an academic preparation program whose mission is to
increase the number of educationally disadvantaged students who enroll in
four-year colleges and universities, earn college degrees, and return to the
community as mentors and leaders of future generations. Staff development
and training programs prepare community college instructors and counselors with effective
methodologies for improving the academic achievement of underserved students, working
collaboratively across academic disciplines, and increasing community-based support for students
and community college staff. Puente provides three areas of service to students: teaching,
counseling, and mentoring. Instructional and student support services faculty work together, often
in each other’s classrooms, to mentor the student into becoming a successful college student,
graduate and future leader.” (Puente, 2008, p 2)
Puente was founded in 1981 at Chabot College. The program’s purpose was to improve the number
of underrepresented disadvantaged students seeking to transfer to four-year colleges and
universities. “Chabot’s Puente Program reports higher than average course completion and success
in basic skills and college level English; higher term-to-term persistence; higher graduation rates;
higher transfer rates; increased course completion and success in developmental and college-level
English; increased persistence, graduation, and transfer” (Center for Student Success, 2008, p. 3).
Puente represents an extremely successful learning community involving faculty, counselors and
tutors in a culturally appropriate environment. This program addresses the needs of our fasting
growing student population. Barbara Jaffe of El Camino College provided this snapshot of the
typical Puente student profile that illustrates their basic skills pre-Puente status

Puente Student Profile
! Latino students have the highest dropout rate in community colleges (94.1% of
Latinos in California won’t complete their AA Degree)
! They generally come from families with no college experience
! Financially they are from low-income areas
8
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!
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Students often have a record of low performance for participation in college-track classes
Most test at pre-transfer level English course skill level
These students are fluent English speakers
Many are second or third generation Mexican/Americans
These student generally avoid counselors and English classes
They are inexperienced writers
Their grade point averages are quite low
The students have unclear career goals
Few are likely to transfer to four-year colleges and universities

This profile makes it perfectly clear that a simple curricular change is not adequate. Helping these
students succeed requires a holistic approach. This is the philosophy and structure of Puente which
results in extraordinary outcomes in one of our most fragile student populations.
Puente Outcomes
! Only 7% of the first-time freshmen who enter California community colleges with the goal
of transferring actually do so.
!

Among Puente students who have transferred to the UC, 95.6% graduate within four years,
as compared with 73% for all transfer students and 62% for Chicano transfer students.

!

Nearly twice as many Puente community college students transfer to four-year colleges or
universities as do underrepresented students statewide.

!

Term-to-term retention rate of Puente students is 92%, compared with 60% for community
college students statewide.

!

Among students who have transferred, 91% believe that the Puente class prepared them for
college-level reading and writing and 83% believe their Puente counselor did a good job
preparing them for transfer.

According to the annual Puente Project 2003 internal evaluation findings report:
!

Nearly twice as many Puente community college students transfer to four-year colleges or
universities as do underrepresented students statewide; the rate is also significantly higher
than that of the general community college student population.

!

The term-to-term retention rate of Puente community college students is 92%, compared
with 60% for community college students statewide.

!

From 1996 to 2000, an average of 80% of Puente community college students completed the
pre transfer-level English course, compared to 51% of non-Puente students. During the
same period, 68% of the Puente students completed the transfer-level class, compared with
53% of non-Puente students.
(Puente, 2008, p. 5)
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Supplemental Instruction : Supplemental Instruction (SI) is “a student academic

assistance program that increases academic performance and retention through its
use of collaborative learning strategies. The SI program targets traditionally
difficulty academic courses--those that typically have 30% or higher rate of D or F
final course grades and/or withdrawals--and provides regularly scheduled, out-ofclass, peer-facilitated sessions that offer students an opportunity to discuss and
process course information.” (Martin et. al, 1977)
The Supplemental Instruction/Mentor Academy (SI/MA) program at Los Angeles City College was
“established in 2000 to assist students in high-risk general education courses. The program increases
students’ retention, persistence, and social involvements by establishing study groups, encouraging
students to become active learners, and increasing collaboration among students. These goals are
achieved with the aid of volunteer mentors, chosen from a pool of qualified full-time students who
have demonstrated a mastery of the course as well as strong communication and management skills.
The mentors’ responsibilities include the organization of study groups, the preparation of study
guides, and providing motivational support to students, as well as providing feedback to instructors.
The program offers 30 sections in 12 disciplines, and serves about 1,000 students per semester. The
responses of students surveyed about the effectiveness of the SI/MA program are overwhelmingly
positive, and objective data supports the students’ sentiments – the success and retention rates of
SI/MA participants are 61% and 81%, respectively, compared to just 44% and 63% for nonparticipating students.” (ASCCC, 2009)
The Gateway to Success at Santa Barbara City College is a “highly collaborative program to improve
student success in the large transfer classes by providing high-quality supplementary instruction to
selected students who, according to early assessment, may be at risk. Because they serve as gateways
to fulfilling degree, certificate and transfer requirements, success in these core courses is critical for
students in achieving their academic goals. The program provides a well-organized structure in
which students interact with tutors who, in consultation with the instructor, provide students with
highly focused supplemental tutoring. One instructor comments, ‘I am certain there are several
students in each class who have been able to complete the class or have received a passing grade
because of the assistance and guidance they received from the tutors.’ Program results clearly show
that the success rates of Gateway students have substantially surpassed the average college success
rate in every course every semester.” (ASCCC, 2009)
The Transfer Achievement Program (TAP) was created at Fullerton College “through a 1995 Title 3
Grant for Hispanic Serving Institutions, aiming to assist students who enter the college at the
developmental level. Students are eligible to participate in the program based on their placement in
math and English classes. Currently, TAP offers 16 courses in various physical and social sciences in
addition to English and math. Participating students enroll in special sections that include
involvement in additional supplemental instruction sections. Typically these are hour-long sessions
in which student volunteers or “facilitators” offer support in course-related material under the
supervision of the course instructor. The student facilitators, many of whom are previous graduates
of the TAP program, monitor the progress of participating students and provide feedback to
instructors. Regular evaluation of students’ progress enables timely response in cases where students
are apparently failing in their coursework. In addition to supplementary coursework, TAP offers a
Family Event and student orientation to motivate the students and their support network for the
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tasks ahead. Statistics show that, for courses in which TAP is offered, the success rates for TAP
participants is 78%, compared to just 58% for students who do not participate in this program.”
(ASCCC, 2009)

Service Learning : Service learning is a form of experiential education that

partners academic instruction with community service. Students learn through
participation in thoughtfully organized service activities that are course relevant
and meet actual community needs. Community placements allow students to
apply course theory in real world settings while making valuable community
contributions. As part of the service learning process, students reflect on service
activities. Students are encouraged to use critical thinking skills as they summarize and evaluate what
they have learned through their service learning experience. Through the process students: 1)
discover connections between what has been learned in the classroom and needs found in their
community; 2) examine possible career choices; 3) acquire work experience; 4) increase their chances
for transfer to a four-year college; and 5) apply what they’ve learned in the classroom to everyday
situations, resolving real problems. Service Learning has a profound impact on student learning and
identity. According to Astin, et. al., (2000, p. ii), “Service participation shows significant positive
effects on all 11 outcome measures: academic performance (GPA, writing skills, critical thinking
skills), values (commitment to activism and to promoting racial understanding), self-efficacy,
leadership (leadership activities, self-rated leadership ability, interpersonal skills), choice of a service
career, and plans to participate in service after college.” Orange Coast College and Newport-Mesa
Unified School District
Orange Coast College (OCC) and Newport-Mesa Unified School District have collaborated
extensively to develop a series of service learning projects that ensure that the college students learn
the subject material while providing meaningful community service.
At Family Science Nights, OCC students design and construct projects which illustrate what they are
studying in their class and then present these projects at local elementary schools at Family Science
Nights. All of the projects are aligned with the California Science Standards to help children learn
the basics of science. To date, they have put on 22 Family Science Nights. About 250 people attend
each event. In addition, each year the Service Learning Office hosts a Community Science Night for
local elementary schools. Over 3,000 children and family members attend the event and 70 projects
throughout the science, technology, and allied health labs were displayed. Over 300 service learning
students, 34 faculty members, 4 division deans, and 6 staff members participated in the event. At its
Teaching Scholars Partnership, 8-10 OCC students are placed in the school district’s classrooms to
help teach science topics required by the California Science Standards. In addition, the students are
required to enroll in a directed studies class in Education and attend weekly seminars with education
professors to learn the tools to be effective tutors in K-12 classrooms. And finally, for its TEACh3
Program, Education Majors enrolled in Education 200 are required to tutor for 40 hours in a k-12
school. The college places about 25 students in the district’s k-6 classrooms each semester. As a
component to a communications course, 12 OCC students serve as mentors to at-risk high school
sophomores in 3 local high schools, providing leadership and guidance to the high school students
through discussion groups and one-on-one conversations. Students from college leadership classes
help host a Senior Day at the college, where seniors from high schools in the district are invited to
come to the college and learn about opportunities at Orange Coast College. Each year, over 5,000
seniors attend the event. Each spring, the Dance Department at OCC develops a program
emphasizing Hispanic culture, the Fiesta Latina. This program is presented to Newport-Mesa
Unified School District’s K-12 schools and is performed by 20-30 OCC dance students. The
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collaboration between OCC and the Newport-Mesa Unified School District has greatly benefited
both students and the community and has lessened the divide between K-12 schools and the
community college.

Summer Bridge : Summer Bridge bridges the gap between high school and

college; it is a program allowing high students, usually juniors and seniors, to get
a head start on their college degree. Through Summer Bridge, high schools take
community college courses during the summer between high school and college,
and receive extensive support while doing it. The program often includes
enriching activities, both academic and social, to help give students an idea of
what to expect in college. Activities may include guest speakers, field trips,
campus tours to acquaint students with campus life, resources, and support personnel. Academic
workshops generally include a variety of topics, such as, How to Talk in Class; Discussion
Techniques and Strategies; Critical Thinking: Complex, Sophisticated Ideas; Essay Overview;
Writing about Literature and Non-Fiction. Socialization workshops include topics like College
Etiquette; The Culture of Academia; How to Co-Mingle with College Students; Building Good
Study Habits; Advocating for Oneself; and Negotiating a College Bureaucracy.
Santa Barbara City College’s (SBCC) Running Start program “began in 2001 when it recruited highrisk local high school students to participate in a summer bridge program, which participants in the
program were introduced to a college curriculum and through increased personalized attention and
came to know available student resources that enabled them to proceed with their education. In this
full-time, six-week program, these high-risk high school graduates enroll in a College Success course,
along with one other regular college course and peer tutorial meetings four times per week. Running
Start also offers its participants the critical incentives of a weekly stipend, book grants, and
transportation and meal vouchers, thereby eradicating the most commonly cited obstacles to
attending summer school. In the past five years, 281 disadvantaged students have taken part in
Running Start, 94.3% of whom were ethnically under-represented at SBCC; of these, 257 or 91.5%
have enrolled in a subsequent fall semester of college, demonstrating an extraordinary program
retention rate. Statistics show that a significant proportion of these students have continued to enroll
in ensuing semesters as well, and that they persistently maintain an average GPA over 2.0. Also
noteworthy is, according to the data already available, 22 of the 134 participants of Running Start’s
first three years have already earned degrees and/or certificates; and, although transfer statistics
cannot yet be cited, two former participants are known to have earned bachelor’s degrees in 2004.
Such numbers indicate the program’s commendable effectiveness in extending the benefits of an
advanced education to individuals who might otherwise never aspire to more than a high school
diploma” (ASCCC, 2009)
Faculty Directed Collaboration Activities
Engaging Content and Support Services Faculty in each other’s Classrooms: Inviting faculty
members from the Basic skills content areas to speak in Guidance courses, to
introduce themselves and discuss their performance expectations and to provide
some background on the subject area gives students a more realistic idea of what
is ahead in their academic journeys. Students gain insight into the instructors’
pedagogical styles and can engage with instructors in non-threatening environments. This practice
occurs regularly in Puente programs across the state. Cerritos College has implemented this practice
in some of its basic skills learning communities, as well. While there is no empirical data measuring
the effects of this practice, comments from students indicate they feel a greater sense of caring and
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engagement with faculty when they see them in each other’s classes. The students with basic skills
needs report a stronger relationship with faculty they see often.

Learning Assistance Programs: Shoring Up the Rebar
In addition to the strategies and practices listed on the previous pages, research shows that another
key element to improving the success of students with basic skills needs is learning assistance
programs. Basic Skills as a Foundation for Student Success in the Community Colleges cite a study by Noel,
Levitz and Kaufman that found that “remediation services alone were unable to ensure student
success” (Center for Student Success, 2007, p. 62). In other words, while classroom innovations,
learning communities and intrusive counseling have been shown to be effective practices for
students with basic skills needs, another crucial component to their success is some sort of learning
center, tutoring or supplemental instruction. Think of those services as rebar, reinforcing the
concrete and wiring used in students’ academic construction. The rebar must not only reinforce
what the student is specifically learning, but also the awareness of how he or she is learning.
“Effective assistance requires that the services are focused on the students’ specific learning needs as
well as the students’ metacognitive development (Center for Student Success, p. 63). For more
details on the vital role that metacognition plays in learning, see Chapter 5 of this handbook. This
chapter is designed to highlight innovative learning assistance programs across the state and to look
at how they are organized to best serve the students on those individual campuses.

But First, A Little Quiz on Learning Assistance Programs
How much do you know about learning assistance centers and the role they play in
student success? Answer True or False to the following statements
1. Most students with basic skills needs take advantage of tutoring and learning assistance.
True or False
2. Most learning centers are organized one way, based upon a universally effective model.
True or False
3. The majority of the work done is most learning assistance centers revolves around tutoring.
True or False
4. Tutoring is the most effective form of assistance because students can get the answers they
need from the tutors.
True or False
5. Some learning assistance centers offer critical skills courses addressing diagnostic basic skills
needs rather than obligating the students to take an entire semester length course.
True or False
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Answers: Each of these questions are elaborated upon in this portion of the chapter, so read on.
1. False, students often avoid learning assistance centers
2. False, learning assistance centers are organized in a variety of models centralized, decentralized,
around courses or directed learning activities, outcomes-based and non-outcomes-based.
3. False, learning assistance centers are not synonymous with tutoring centers.
4. False, tutoring is not as useful as collaborative learning groups which occur in many of the
learning assistance centers
5. True, when diagnostic assessments are used to uncover missing skills, students can address skills
versus retaking entire courses.

Getting Students in the Door
Sometimes developmental students are reluctant to seek tutoring or other
learning assistance help because of perceived stigmas or stereotypes. Students
sometimes think that their peers will see them as “dumb” or “nerdy” if they seek
tutoring help. One way to combat these stigmas is to let students know how
much learning assistance will help them succeed. While there is as yet little state
or national research evidence that points to large increases in success rates among
developmental students who receive tutoring help (Center for Student Success, 2007) there is
college-specific data to indicate that much success does occur.
At Sierra College, an average of data from 2002-2007 indicate that developmental students who
receive tutoring or other learning assistance help have an average success rate of 65%, while their
counterparts who do not receive help have an average success rate of 58% (Sierra College Research
and Resource Development Office, 2008). At Chaffey College, “Differences in success rates range
from ten to almost thirty percent among students who utilize the Center services.” (Hope, 2008)
These are substantial increases, ones that lift students beyond the statewide average for success in
basic skills classes. What is the rate on your campus? How many students know this figure? What
about your faculty and administrators?

Learning Assistance Organizational Strategies: Centralized
Structures
While raising success rates of developmental students is the ultimate goal,
learning centers strive to meet this goal in a variety of ways. Most centers are
organized with either a centralized or a decentralized structure. Antelope
Valley College has chosen a centralized academic support structure, with all
their services housed in one location. Dorothy Williams, Academic Skills
Learning Specialist, describes the multiplicity of important features her center offers, all in a
centralized location.
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Antelope Valley College (AVC) Learning Center
According to the Council for the Advancement of Standards in Higher Education, “The mission of
the Learning Center is to support classroom instruction by providing assistance to students with a
variety of services aimed to promote their success in college.” At Antelope Valley College, these
services include
" Instructor-led workshops and one-on-one sessions
" Individual and small group tutoring by trained peers
" Supplemental instruction
" Access to computers and online programs.

All of these services are designed to reinforce course content and to emphasize good study habits.
Learning Center instructors and staff members are committed to providing a friendly, nurturing, and
stimulating environment that encourages our diverse population of students to become independent,
lifelong learners.
AVC’s Learning Center is a part of the Instructional Resources and Extended Services Division
(along with the library and instructional multimedia center) under Academic Affairs. The program is
comprehensive and is comprised of seven program and service areas that provide a wide variety of
individual and group instructional activities for students—Academic Skills Center (Early Alert and
other programs), ESL Study Center, General Tutoring Center, Math Center, Textbook Reading and
Study Skills Center, Supplemental Instruction Center, and Writing Center. Other service areas in the
Learning Center are Computer/Media Check-Out and DSS High-Tech Center; the latter is not part
of the Instructional Resources and Extended Services Division but serves students in tandem with
Learning Center programs. Student referrals to Learning Center inter-related programs are central to
daily operations.
All Learning Center services are in one building devoted primarily to learning assistance and located
at the heart of the campus. The building was designed to provide both “high tech” and “high touch”
support to students. The floor plan is open and allows for a flow between and among services.
Assistive technology, like the Kirsweil 3000 and CCTV (closed caption television), is available for
students with disabilities and other students who could benefit from the technology.
One unique aspect of the AVC Learning Center is its staffing: in addition to four Tutorial Services
Specialists (for Math, Writing, Reading, and General Tutoring and Supplemental Instruction), a
computer technician, and a clerical, there are three full time and six adjunct faculty learning
specialists. The Tutorial Specialist is a paraprofessional position that requires expertise in tutorial
theory and training as well as in the skill or content area. All of the AVC Tutorial Specialists have
bachelors degrees and two have masters degrees. Tutorial Specialists are primarily responsible for
the recruiting, hiring, training and supervising of the peer tutors. They also conduct workshops,
assist in creating learning improvement plans, create handouts and other instructional materials,
monitor data collection, and analyze data results. The Tutorial Specialst and the Learning Specialist
work as a team in each area to develop and supervise the tutorial programs and services.
A Learning Specialist is a faculty member who uses formal and informal diagnostic tools to evaluate
the way a student learns best. For job descriptions, see the Learning Support Systems in Higher
Education (LSCHE) website: http://www.pvc.maricopa.edu/~lsche/. The primary function of the
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Learning Specialist is to work with students individually to improve their ability to learn; however,
each of the current Learning Specialists has additional responsibilities. They are the faculty
responsible for LAC 900, Supervised Tutoring, a positive attendance course through which AVC
students receive tutoring. They act as consultants to faculty and counselors about student needs and
also about instructional design and learning theory. They serve on the Student Success and Equity
Committee and the Basic Skills Committee and engage in many other student success projects like
Title V, Summer Bridge, etc. The Learning Specialists are also responsible for LAC 901, Supervised
Learning Assistance, working with students referred by the Early Alert system and students reaching
the basic skills coursework limit. They also teach workshops on a variety of topics. The full-time
Learning Specialists teach the tutor training courses, which meet the College Reading and Learning
Association’s international certification standards at all three levels – regular, advanced- and masteras well as other Learning Center courses like Writing Anxiety or Math Study Strategies.
The AVC Learning Center relies upon data to evaluate and improve its programs and services. In
addition to student evaluations, the AVC Learning Center collects both student success and student
learning outcome (SLO) measures. Student success measures include retention, persistence, and goal
attainment (usually successfully passing the course tutored). Student learning outcomes are defined
by the Accrediting Commission of Community and Junior Colleges as: “Knowledge, skills, abilities,
and attitudes that a student has attained at the end (or as a result) of his or her engagement in a
particular set of collegiate experiences.” Therefore, SLOs for learning assistance programs must be
linked directly to the mission of the program, be measurable and specific, focus on the essential
goals of the program; be clear and understandable; be realistic and concrete. The AVC Learning
Center based its SLOs upon the expectation that students using the Center will increase their ability
to study independently and improve their metacognitive abilities. Aspects of metacognition were
defined by Rich Sheets, current president of College Reading and Learning Association (CRLA), as
motivation, acquisition, retention, and performance. The Tutor reports for each tutorial session
evaluate tutees metacognitive behaviors as well as evidence of tutee independency on a Likert scale
using a rubric. The Tutee report is a learning log which focuses on study skills improvement.
Learning Center SLOs are evaluated using pre/post measures, assessment instruments, tutor reports
with space for observations and evaluation, SI session evaluations, and faculty observation. A
learning styles inventory is given to each tutee when the tutee applies for the program.
Other outcomes collected are success rates in courses, retention rates in courses and in the
institution, persistence rates, comparison of SI (Supplemental Instruction) and non SI students, and
student satisfaction surveys.

Study Strategies
Some centralized centers, such as City College of San Francisco’s Learning
Assistance Center, also offer study strategies courses. Nadine Rosenthal, Chair of the
Learning Assistance Department, shared the following information about a study
strategies class offered through the Learning Assistance Center, which relies heavily
on SLOs and assessments for monitoring and adjusting the course to be most
effective for student success. Nadine, along with colleagues in her department, is
working on a study to measure the effectiveness of specific SLOs and assessments
for this course in order to make it specifically meet the needs of students who take it. After all the
data is recorded and analyzed, the course will be adjusted to more effectively help increase student
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success. So far, however, Nadine has collected only one semester of data (Spring 2007), but the
study of SLOs and assessments used in this course will continue during subsequent semesters.
Specific details regarding the course, SLOs, and assessments follow below:
LERN 50 – College Success
The Learning Assistance Department’s LERN 50 – College Success is a comprehensive course that
integrates personal growth and values, academic study strategies, and critical and creative thinking
proficiency. This survey course focuses on the following topics: life management, learning styles,
personal and educational values, instructor-student relations, maintaining health, memory and
concentration, lecture note taking, textbook studying, subject-specific studying, test taking, using the
library, critical analysis, problem solving, and creative thinking, Emphasis is on the attainment of
life-long success in academic, professional and personal development.
During Fall 2006, the College Success faculty engaged in an extensive dialog to develop SLOs and
teaching “Best Practices” for the course. As a result, the LERN 50 course was redesigned with SLOs
in mind and a SLOs rubric was developed (appears on the following pages). This included redefining
SLOs, content, and assessment activities for the course.
In addition, during Spring 2007, a College Success Survey was developed and administered to
students who completed LERN 50 with an A, B, or C grade (Fall 2006), enrolled in a subsequent
term, and had an email in Banner (appears below). The purpose of the survey was to assess the
students’ application of SLOs in current classes. The survey also assessed the overall usefulness of
SLOs for the course. The data from this survey will be used to redesign the SLOs for LERN 50.
This survey will be administered during future spring semesters as well.
Thirty-nine of 192 students who met the above criteria responded to the College Success Survey.
Samplings of students’ qualitative responses follow:

" “I am applying the critical thinking skills, muscle reading, and test taking strategies in my classes. I
also use the library for my researches, and I’m going to start using tutoring.”

" “I am using test taking strategies and techniques to reduce test taking anxiety pretty much all the
time in school...”
" “I use SQ3R while reading the accounting textbook.”
" “I am using mostly memory strategies, flash cards, and a time planner….”
" “Participation in class, tutorial services, study cards, and more contact with teachers and
students.”
Conclusions: Spring 2007 data will be combined with Spring 2008 data, and then will be tabulated
onto a rubric. At that point we will have enough data to analyze results and determine the impact on
the LERN 50 College Success course.
We are also beginning to understand that SLOs for LERN 50 are being applied to other courses. We
are starting to understand which SLOs students apply more/less frequently. These data will assist in
the development of course curriculum for College Success and its faculty.
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City College of San Francisco
Learning Assistance Department
LERN 50 / IDST 50 – College Success
Student Learning Outcomes Rubric with Assessment
Mission Statement: Create positive learning experiences that support student learning
LEARNING
OUTCOMES
Construct and analyze
personal management
charts of time and
energy.

CONTENT
Life Management
1. Setting goals and priorities, making
decisions
2. Time and energy management
3. Motivation and procrastination
4. Taking responsibility and overcoming
fear
5. Self-esteem and self-awareness
6. Application of management skills to
current classes

Evaluate learning styles Learning Styles
and apply them to life- 1. Active and passive learning
long learning.
2. Brain dominance: left and right brain
learning
3. Learning styles
4. Self-directed and collaborative learning
5. Visual, auditory, kinesthetic, and tactile
learning modes
6. Application of learning styles theory to
current classes

CLASSROOM ASSESSMENT
Construct personal time and
energy management studies.
Develop to-do lists and
prioritization chart.
Construct “Procrastination Logs”
to discover personal patterns.
Analyze personal experiences:
objective and subjective
descriptions.
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Construct a chart differentiating
between left and right brain
dominance.
Identify and develop of study
and learning for all learning
styles.
Identify and create less
comfortable learning strategies.
Administer modality preference
inventory, multiple intelligence
assessments and personality
assessments.

ANALYSIS OF ONLINE
ASSESSMENT
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LEARNING
OUTCOMES
Examine personal and
educational values and
compare those values
to those of diverse
cultures.

CONTENT

Personal and Educational Values
1. Personal values, identity, and cultural
diversity
2. Taking responsibility for educational
goals
3. Educational and intellectual values
4. Life transitions
Assess wellness
Maintaining Health
concepts, including
1. Healthy, balanced lifestyle and the
stress, diet, sleep and mind / body interplay
exercise and develop a 2. Managing stress and relaxation
personal health
techniques
assessment and action 3. Dietary, sleep, and exercise
plan.
requirements
4. Drug and alcohol usage
Apply lecture note
taking technique to
lectures from the
current semester.

Strengthening Memory and Concentration
1. Principles of learning and forgetting
2. Short and long term memory
3. Recognition and recall techniques
4. Concentration techniques and selfdiscipline
5. Mnemonic devices
6. Application of memory, concentration
to current classes
7. Lecture Note taking
8. Active listening
9. 5R and other lecture note taking
technique
10. Signal words and summarizing
techniques
11. Class participation techniques

CLASSROOM ASSESSMENT
Draw a comparison chart
contrasting personal values to
those of diverse cultures.

Develop a plan to reduce stress.

"
"

Present a memory aide to
the class.
Construct effective
mnemonic devices.

ANALYSIS OF ONLINE
ASSESSMENT
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12. Application of lecture note taking to
current classes
LEARNING
OUTCOMES
Assess textbook
studying techniques
and employ them to
current textbooks.

CONTENT

CLASSROOM ASSESSMENT
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Textbook Study Systems
1. Survey of textbooks and chapters
2. SQ5R, SOAR and other textbook study
techniques
3. Textbook reading techniques:
topic sentences, main ideas,
summarizing
4. Textbook note taking techniques: lists,
cards,
mapping, outlining, summarizing
5. Textbook marking
6. Application of textbook study systems
to current classes

"

Compare and contrast
study techniques for
math, science, and
liberal arts courses.

Subject-Specific Study Techniques
Math
Science
Liberal arts
Application of subject-specific study
techniques
to current classes

"

Formulate test taking
strategies for both
objective and essay
exams and prepare
practice exams and
practice exam
questions.

Test taking
Text-taking anxiety: visualization and
relaxation
techniques
Test preparation and test-taking strategies
Objective exams
Essay exams

"

"

"

"
"

Develop a note taking
system for a textbook in
current use and apply the
system.
Utilize the Cornell
method of note taking in
one class.

Outline study techniques
for math, science, and
liberal arts assignments.
Use documentation to
annotate sample writing.

Use documentation to
annotate sample writing.
Combine text, notes, and
previous homework
assignments.
Write sample test
questions for an

ANALYSIS OF ONLINE
ASSESSMENT
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Application of test taking to current classes
"

upcoming exam.
Develop and implement
study groups to prepare
for tests.

"
LEARNING
OUTCOMES
Employ the use of
computers to library
research.

CONTENT
Using the Library
1. Research materials and techniques
2. Use of computers for library research
3. The Library’s two hour orientation is
highly
recommended
4. Documentation techniques
5. Plagiarism
6. Application of library usage to current

CLASSROOM ASSESSMENT
"
"

Complete library selfguided tour.
Use student ID card to
access library catalogs
and indexes off campus.

ANALYSIS OF ONLINE
ASSESSMENT
"

classes
Examine critical
analysis techniques and
demonstrate those
techniques using
problem solving and
decision making
models.

Critical Analysis and Problem Solving
1. Analytical, cognitive, vertical thinking
style
2. Problem solving and decision making
strategies
3. Data, information, bias, facts, opinion,
4. Assumptions, evidence, arguments,
judgments,
evaluation, explanation
5. Application of critical analysis and
problem skills
to academic classes

"

"

"

Solve problems using
analytical thinking and
problem-solving
techniques.
Utilize systematic
problem solving model to
solve case studies and
then in one’s own
academic, personal, and
profession lives.
Understand and utilize
effective debating skills.

"
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Decentralized Structures
Some colleges believe a decentralized model of
learning support is most effective for their students.
Laura Hope, Student Success Center Coordinator,
describes the process Chaffey College went through
in decentralizing their learning support and instead
creating several Student Success Centers. Laura
further describes the large gain in student success
achieved at Chaffey College through the
implementation and heavy use of these Centers.
Chaffey College’s Success Center Model
In 1999, Chaffey College embarked on an ambitious and wide-reaching endeavor to improve the
success and performance of students enrolled in basic skills courses. Increasingly, students enter the
community college under-prepared for college level study, and yet they aspire for advanced degrees
and technical certificates. The Basic Skills Transformation sought to help students bridge the gap
between their entering skills and their ultimate goals, emphasizing the moral imperative to assist
students find the path to their dreams. The Chaffey College Success Centers have been the key
component of that assistance.
The College presently supports seven Success Centers serving all students: the Math Success Center,
Writing Success Center, Language Success Center, Reading/Multidisciplinary Success Center as well
as Multidisciplinary Success Centers at campus locations in Chino, Fontana, and the California
Institution for Women in Chino.
The Success Centers feature full-time instructional leadership and a vast and diverse staff of welltrained educational assistants. All of the Success Centers provide students with learning
opportunities. Chaffey College has taken a unique approach to academic support, modifying the use
of traditional “lab” or tutoring settings and developing a new pedagogy for its Success Centers. The
Centers support all learners in every subject at the college and employ a shift from skills to strategies,
focusing on the process of learning rather than on repetition and practice. In this model, the Center
resembles the classroom environment and expectations, and students who participate are
significantly more likely to succeed in their courses.
Some students utilize the Center voluntarily; others from specific disciplines (English, reading,
languages, and ESL) have course requirements for supplemental learning, as defined by section
58050 of Title 5. Although the Centers still provide traditional practice and tutoring opportunities,
they focus more heavily on experiences that create an extension of the classroom: study groups,
workshops, and directed learning activities. All of these experiences are carefully designed by
classroom instructors and support specific learning outcomes. In addition, the staff must be carefully
trained and supported in order to implement the instructional design of the activities. Finally, these
activities must also address the scope of students’ needs. The Centers focus on multiple deliveries
and a variety of access points.
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Directed Learning Activities
Directed Learning Activities can be used with a variety of discipline-specific
content; however, at Chaffey, they are especially effective in the Mathematics
Success Center. When using a Directed Learning Activity (DLA), an instructor
decides on a mathematical activity tied to the course curriculum that may
o review a concept or skill before it is needed in class
o enhance a student learning skill
o build toward proficiency in a specific Student Learning Outcome (SLO)
The instructor constructs the DLA according to well-developed instructional design criteria,
provides the Center with the written material for the DLA, and then the Center, in conjunction with
the instructor, trains the tutors who will help the student assess their work on the DLA in the
Center.
The use of DLAs increases student use of the Mathematics Success Center beyond the DLAs,
provides funding for the Center, integrates supplemental instruction closely with courses, and can
provide a method for increasing student performance on the measurable course SLOs.
It is the combination of DLAs with many other activities that help the Centers to be so effective. In
fact, internal research tracking the success rates of students who participate with those who do not,
as well as data tracking specific activity patterns, indicates overwhelmingly that participation
promotes achievement. Differences in success rates range from 10 to almost 30% among students
who utilize the Center services. In addition, the College has taken a systemic approach and made a
commitment to serve all students who have a need. The Success Centers support approximately
10,000 students per term, and approximately 150,000 sessions of fifteen minutes or more. In this
way, the intervention is also cost effective, generating both immediate and “downstream” revenue.
Tutor Training
At the present time, there is not a great deal of evidence that supports one learning assistance
structure over another. However, there is solid evidence to support one aspect of learning assistance
programs. Central to raising student success is tutor training. Hunter Boylan, Leonard Bliss, and
Barbara Bonham report that
“students participating in tutoring programs featuring a training component were more likely
to have higher first-term GPAs at both 2-year and 4-year institutions. They were also more
likely to have higher cumulative GPAs and to be retained at 4-year institutions. Tutoring
programs featuring training components were associated with higher pass rates in
developmental English courses at both 2-year and 4-year institutions.”(Boylan, Bliss, &
Bonham, 1997)
CRLA Certification
It’s not just random training of tutors that achieves success either. The College Reading and
Learning Association (CRLA) model is probably most widely used by learning centers. (Center for
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Student Success, 2007, p. 63). CRLA publishes a Tutor Training Manual, which is available for
purchase online. The manual details effective methods for tutor training and provides specific
categories that trained tutors should know. More information about the training manual as well as
general information about CRLA can be found at the following Web site: http://www.crla.net.
The College Reading and Learning Association (CRLA) also provides certification of a college’s
tutor training program. Certification of the program requires colleges to submit specific details of
their tutor training practices and requires colleges to teach specific curriculum known to help
students be more effective tutors. At the present time, over 500 colleges and universities have
received CRLA certification. There are three levels of certification:
!
!
!

Regular
Advanced
Master

Each level requires an additional ten hours of tutor training and 25 hours of tutoring experience.
After meeting the requirements for an initial institutional certification for one year, CRLA offers a
three-year renewal certification, which can then be followed by a five-year recertification.
Tutors who have gone through the CRLA certified tutor training programs provide tutorial
assistance that emphasizes strategies and processes over simple content mastery. This training helps
tutors understand the need for tutees to be responsible for their own learning and begin to selfdevelop their own learning skills. Such certified tutorial training programs also help learning
assistance centers move toward greater collaboration with instructors.
Other Professional Organizations
ACTLA
One important California organization with which all learning assistance
personnel and administrators should be aware is the Association of Colleges for
Tutoring and Learning Assistance (ACTLA). ACTLA is dedicated to the
improvement of diverse college and university tutoring and learning assistance
services. An annual conference is held in various cities across California. For more
information about ACTLA, please visit their Web site at http://www.actla.info.
National Tutoring Association
The National Tutoring Association also provides tutor training and program certification and is
dedicated to fostering the advancement of professional and peer tutoring. You can visit their Web
site at http://www.ntatutor.org.
Learning Support Centers in Higher Education
Learning Support Centers in Higher Education provides helpful information online, sponsors the
Winter Institute for learning assistance professionals, and very importantly, provides a vehicle for
learning support specialists and developmental educators to converse with and gain ideas from one
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another via a helpful list serve. Called LRNASST-L, the list serve contains a membership of
approximately 1,200 learning assistance and developmental education professionals across the
nation. For more information about this list serve or Learning Support Centers in Higher Education
in general, please access their Web site:
http://www.pvc.maricopa.edu/~lsche/resources/lrnasst.htm
It is our hope that through presenting various professional organizations supporting learning
assistance, you will join your colleagues across California and across the nation in networking with
one another, in expanding your knowledge by attending conferences specifically geared toward
learning assistance and tutoring, and in edification through participating in conversations with other
learning assistance professionals.
Conclusion
This chapter serves as an extension or amplification of some of the student service concepts
discussed in Chapter 4 of this handbook. The learner identity must be developed across the college
in instruction and student services and should form a bridge across the silos of various disciplines as
well as between student services and instruction. From programs directed toward meeting student
needs in specialized target populations, such as EOPS or Puente, to programs that help jumpstart
students in the Summer Bridge or First Year Experience, we know that accountability and
engagement are key success factors. Combine these strategies with open access for students to elect
additional learning through Learning Assistance Centers and you have created a holistic approach to
our diverse student populations’ needs. The examples of different, yet exemplary, models for
learning assistance should help you to engage in robust discussions about what your students need
and how you can best meet those needs outside of the traditional class time. As noted in the
structural examples given in this chapter, some centers provide a wide-range of support services in
one easy-to-find location. Others provide convenience by decentralizing services into specific
disciplines easy for students to access. Regardless of which model you choose to use on your
campus, the important point to remember is that support services can help students to achieve
greater retention, success, and metacognition. They strengthen the interior structures and supports
for the building students are constructing to house their academic lives.
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Effective Practices in English: Specialty Supplies
Introduction
English teachers often struggle over the best way to teach writing to their composition students.
Writing, unlike some other disciplines, relies heavily upon the abstract and the subjective to give
form and function to thought. It is this abstract and subjective nature that can make writing a
difficult subject to teach. The reality of this concept is reflected in the long and arduous history of
teaching writing, and in the changes in pedagogy that have occurred in the last ten to fifteen years as
reported in “A Brief History of Rhetoric and Composition,” (The Bedford Bibliography for Teachers of
Writing, 2004, pp. 1-12). Imagine a building that holds all the highly debated methods of teaching
writing. You would see something constructed in several architectural styles – sleek modern rooms
combined with those decorated with an antique look while still others contain only the shell,
awaiting students to complete the design. Though the various pedagogies represented may not
combine to make for one cohesive building style, students learn to write well nevertheless. Perhaps
that’s why some composition teachers throw up their hands and call the teaching of writing an “art.”
If English composition instructors find writing difficult to teach and have argued long and hard
about how best to do it, what about the rest of the faculty outside of the discipline who demand
papers and other important writing assignments from their students? How in the world are they
supposed to help their students master this mysterious process? Yet, with approximately 75% of
incoming California community college students under-prepared for college-level English, and under
15% of those entering at the under-prepared level ever going on to complete a transfer-level course,
the instruction of writing is a matter for everyone (Legislative Analyst’s Office, 2007, p.8 ).
Remember, only approximately 28% of students with basic skills needs are actually enrolling in basic
skills courses (see Chapter 1: Who Are Students with Basic Skills Needs for more detailed statistics).
Where are the rest? Taking other courses where college-level writing is expected. As one
community college professor once remarked, after learning about the difficulties in English faced by
the under-prepared students flooding his campus, “So, what you’re telling me is that we all have to
teach writing.” Yes!
If you expect your students to write for you, understanding the strategies used by writing teachers
may change how you shape your assignments and enhance the work you receive from students in
your own courses. This chapter is written for basic skills writing instructors, eager for new strategies
2
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to try, for college-level instructors who demand writing of their students, and for anyone who has a
desire to help students be more successful in writing. We contribute to the construction of the
building that houses students’ achievements in writings.

Raising the Stakes: New Graduation Requirements

An added complexity to the current teaching of writing is the new graduation requirement in
English. In 2006, a faculty-sponsored decision was made to raise the mathematics and composition
requirements for students to graduate from community colleges with the Associate in Arts (AA)
degree. Beginning in Fall 2009, students must pass a freshman composition class in order to receive
an AA degree. This decision was based upon resolutions by the Academic Senate for California
Community Colleges and supported by the Intersegmental Committee of Academic Senates (ICAS)
in their report on Academic Literacy (ICAS, 2002). ICAS is comprised of the Academic Senates of
the University of California, the California State University, and the California Community Colleges.
In developing the Academic Literacy report, a faculty task force distributed surveys to faculty who
teach introductory or first year courses and gathered the results. Then the task force generated a
report that “combines our colleagues' views with research and our collective professional experience
to produce specific recommendations that will improve the level of literacy among first-year
students in all segments of higher education in our state.” (ICAS, 2002, p. 2)
With the advent of the new requirement (access them through the source in the appendix in the
reference section) many administrators and faculty alike are concerned about students’ ability to
achieve these standards. In order to help meet the new standards, colleges may want to consider
revising writing courses that are one-level below freshman composition in order to help students
smoothly and seamlessly transition from developmental course requirements to the more rigorous
requirements of the freshman composition course.
In an interview, Anne Fleischmann, English Department Chair at Sierra College, suggests that
“developmental English classes focus on the integration of reading and writing, on academic literacy,
and on teaching toward the college-level reading and writing skills of summary, analysis, critique,
synthesis and research that students will need for freshman composition and for their other collegelevel classes.”
Apart from course revision, colleges may wish to consider implementing additional programs or
services that can help support and provide enhanced opportunities for students to succeed in
meeting the higher standards of a freshman composition course. Some of these programs or services
might include expanding tutoring services; implementing Supplemental Instruction programs;
expanding advising, counseling, or mentoring services; and implementing programs that directly
serve the needs of underrepresented minority groups or of low socio-economically disadvantaged
students.

A Little Quiz
The new graduation requirements have made the teaching of writing even more
important for basic skills writing faculty and for everyone else across the disciplines.
Before we share some of the effective practices in this chapter, let’s explore what you
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already know about the mysteries of teaching writing. Please take a few minutes to answer the
questions below. The correct answers are found below the quiz and are explored in depth in the
later sections of this chapter.
1. Research shows that students with basic skills needs have the potential of becoming far
better writers if they have the opportunity to
A. Practice writing often and producing much work
B. Enjoy writing
C. Examine professional writing
D. Write about themselves
2. In addition, research has demonstrated that the successful teaching of writing includes
A. Understanding of the writing process
B. Pre-writing
C. Revision
D. All of the above
3. It is important for students to understand that the writing process is recursive because
A. It makes it easier and more fun
B. It makes students ask a lot of questions
C. It defines the actual process of back and forth that writers go through
D. It creates a linear function that writers go through
4. Contextualized learning is important to the teaching of writing because
A. It makes learning abstract for students
B. It allows students to learn in an individualized learning program
C. It has been shown to have the potential for achieving greater student learning and
success
D. All of the above
5. Instructors can help students learn how to revise by
A. Bringing in real student writing and examining it
B. Bringing in professional writing and examining it
C. Making up a fake essay and examining it
D. Looking at all the punctuation, grammar, and usage errors
6. Which of the following techniques have been shown to help students learn to edit their
essays?
A. Using symbols in the margins
B. Reading sentences out loud
C. Reading sentences out loud from the bottom up
D. All of the above
7. One way you can cut down on the amount of time it takes to grade essays is by ?
A. Marking every error you see
B. Marking commas errors one day and semicolon errors the next
C. Marking only a few errors
4
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D. Marking only content errors
8. Some research-backed practices that have proven to be effective in teaching writing are
A. Drill and practice
B. Teaching writing with no context
C. Active learning, guided discovery learning, group learning, contextualized learning,
learning communities, integrated reading and writing, reciprocal teaching, Reading
Apprenticeship, and the use of reading and writing centers
D. All of the above

Answers to Quiz
1. A

2. D

3. C

4. C

5. A

6. D

7. C

8. C.

A Little More Background
As we said earlier, the last decade has seen major changes in how best to teach writing. Where once
writing instruction revolved around a student’s ability to understand and write various rhetorical
forms (for example, comparison-contrast, argumentation, description and process essays), now
many writing instructors rely instead upon analysis of reading material and synthesis of ideas from
these analyses to formulate effective essays.
Not only has there been change in essay type over the years but also in the number of essays
produced by students in any given composition classroom. Previously, many instructors expected
composition students to turn in ten essays during a semester or quarter. Now, however, much more
emphasis is placed upon revision of essays, so students may write fewer essays in all, say five, for
example, yet heavily revise each of those essays. This process of revision is extremely important to
the teaching of writing. Contrary to what many students believe, the finished writing product is not
the first thing that is produced on the page when writing an essay. Author Fran Lehr reiterates the
importance of revision: “Revision…is the heart of the writing process--the means by which ideas
emerge and evolve and meanings are clarified.” (Lehr, 1995, p. 1)
When instructors place a heightened emphasis on revision, they also become much more interested
in the writing process itself because it becomes a concrete representation of what occurs when
thought is transferred from head to hand. The diagram on the next page illustrates the writing
process. If you are already familiar with the writing process and know its value in teaching students
how to write, you can skip this section and move on to the next one in this chapter. However, if you
are new to writing instruction or you are an instructor who wishes to teach the basics of writing to
your students in disciplines other than English, please continue on to learn how you can use the
writing process as an effective learning tool in your classroom.
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The Writing Process
Prewriting

The process of writing begins with some form of prewriting in order to generate ideas. This is one
of the most important steps in helping students learn to become effective writers. Many students say
that the most difficult part of writing is getting started. Prewriting is the “starting block” that allows
students to effectively get off to a racing start with their writing. It gives them an appropriate starting
place and helps them to generate supporting details for their entire essay.
After a topic is selected, sometimes students begin by making an outline. However, student aversion
to outlines has grown so much over the years that often students’ eyes glaze over and a loathing
murmur escapes as one collective groan anytime the word “outline” is mentioned in a writing
classroom. While the outline is still sometimes a necessary evil, for the emerging writer, it might be
best to begin with other forms of prewriting instead.

Prewrite

Draft

The Writing Process
Publish
or
Hand in

Revise

Edit

Some effective methods of prewriting are brainstorming, freewriting, mapping or clustering, and
using the journalist’s questions. When using brainstorming, students begin by taking 10 minutes or
so to write down everything that comes to mind about a specific topic. With brainstorming, students
make “lists” of items about a particular topic, but they do so without stopping. Even items that may
seem far-fetched or barely relevant to the topic should still be recorded. They may become helpful
later on as students begin to think about the supporting details they will use to develop their essays.
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Freewriting is often an effective strategy for generating ideas about a topic because it allows students
to write down absolutely everything that comes to mind about a topic. Freewriting differs from
brainstorming because it is a continual process of writing where students do not lift pen from paper.
They just continue to write one long sentence or a series of several sentences. They let their
thoughts flow over a topic and write down anything and everything about that topic that comes to
mind, no matter how silly or seemingly ridiculous the thought may be. Later students can go back
over their freewriting and pick out ideas that seem to go together or that seem to support one
general point. These ideas may later become supporting details for specific paragraphs in the essay.
Mapping or clustering is very helpful for students who are visual learners and need to see
information in a specific diagram. Generally, mapping occurs when the student draws a circle in the
center of the paper, writes the topic in that circle, and then generates other circles off the topic that
become sub-points of the topic that appears in the center. If students wish to do their mapping on a
computer, they can use Microsoft Word, click on “Insert,” “Diagram,” and then select the
appropriate symbol. This way, students can draw their mapping tool and fill in sub-topics via their
computers.
Another popular form of prewriting is the journalist’s
questions. Students simply ask the following questions
about their topic: Who, What, When, Where, How, and
Why. Answering these questions helps students to gather
specific information that they can use to later develop
points within their essay.

Brainstorm
Freewrite
Map or Cluster
!"#$%&'()*+),Questions

Using the Writing Process
As illustrated on the previous page, drafting, revising, editing, and handing in or publishing all follow
prewriting on the Writing Process diagram. However, it is important to note that the writing process
is not linear. It is actually “recursive,” which means that it does not start at one point, move to the
next, then the next, etc. Instead, when we write, we begin at one point, say prewriting, then move to
drafting and perhaps realize we need to brainstorm or research more information, so we move back
to prewriting again. This type of recursive process is especially helpful to developmental writers,
who may think that most published authors, including their writing instructors, are just “good” at
writing and thus move smoothly from one stage of the writing process to the next without ever
going back to the previous one. Diagramming the writing process for students, and demonstrating
this process with actual pieces of writing, helps students to become more comfortable with their
own writing. And it also helps them to realize that none of us, no matter how famous or good at
writing, ever completes the writing process in a linear fashion.
Enough cannot be said about the importance of reiterating the recursive nature of the writing
process. Equally important, however, is the use of real students’ writing examples, mentioned above,
in teaching your students how to become effective writers. In fact, research tells us that
contextualized learning, learning that occurs by making information directly relevant to students
through real-life experiences or examples, has the potential for achieving greater student learning
and success. Contextualized learning actually “makes the knowledge to be mastered visible and
presents it in a way that makes immediate sense to the learner.” (Center for Student Success, 2007,
p. 58)
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Drafting
When students reach the drafting process, many of
BBeeggiinnnniinngg .. .. ..
Introduction
them do not realize there is a simple formula for
writing essays. Many instructors may also not realize
M
Miiddddllee .. .. .. .. .. ..
Body
that using this with students can help them to
understand that all effective essays have three simple
EEnndd .. .. .. .. .. .. .. ..
Conclusion
parts: an introduction, including a thesis sentence, a
body, and a conclusion. To simplify even more, all effective essays must have a beginning, a middle,
and an end. While this may seem rather obvious, it is surprising just how many students do not
realize that all essay writing must include this simple formula.
When beginning an essay, students must first have a thesis sentence. We like to think of the thesis as
the “roadmap” of the essay. It gives the reader direction and tells where the essay will be going and
what the essay is about. Thesis sentences can be written in many ways, but the most important point
helpful to students is that thesis sentences cannot be mere statements of fact. Instead, they must
contain a point(s) that can be proven. For example, if we said that “Many people died in WWI,” this
is simply a statement of fact. If we used this as a thesis sentence, it would give the reader no
direction. It would not tell what the essay was going to be about. It would not point to more
explanation to come. The reader would have to guess what the essay might be about. A reader
seeing this type of thesis might ask if the essay is about “why” so people died, “how” so many
people died, the “number” of people who died, or even the way they died. A statement of fact used
as a thesis is a poor roadmap indeed.
On the other hand, a thesis that provides an opinion will be much easier for the reader to follow. It
has the potential for making an excellent roadmap for readers. For example, if the thesis stated,
“The combination of trench warfare and modern military weapons used in WWI became a catalyst
for death more powerful than the atomic bomb,” this is an opinion that can be supported with
specific details. It lets the reader know exactly what the essay is about. The reader seeing this thesis
will begin to look in the essay for specific examples and facts that demonstrate that the combination
mentioned is “a catalyst for death.”

Revising
Revise. Revise. Revise. Students cannot revise an essay too much. The more time students have for
revision, the better their essays will become. In fact, one technique that instructors can share with
students is “letting the essay sit.” With this method, students write the first draft of their essay and
let it sit overnight or for one or two additional days. Then the students come back to the essay again.
Incredibly, the essay almost seems as though someone else wrote it! You see, the process of revision
can oftentimes be extremely difficult for students. This is because writing is a deeply personal thing.
It is often seen by writers as an extension of their own being. So students frequently think that to
criticize the writing in any way is to criticize the person. Students often have difficulty criticizing
themselves, so they avoid revision for this reason. Asking students to let their essays sit for a few
hours or days allows them to return to the essay with new eyes. They have time to separate
themselves from their essays. This process of letting the essay sit creates just enough separation so
that students are much more objective about the paper and can look at it almost as if it were written
by someone else. This allows them to more easily and more readily provide effective revision to the
essay.
8
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Another problem that can result during the process of revision is that students often avoid it
because they simply do not know how to revise their essays. This is where contextualized learning is
once again extremely important. Instructors can help students learn to revise by bringing in real
student writing and as a whole class or in small groups asking students what makes good writing and
what makes bad writing. Asking students to give suggestions for how they would go about making
an essay better often leads to excellent ideas that can be written on the board and shared with the
entire class. Another excellent way of teaching students how to revise can be done by having the
instructor bring in a piece of his or her own writing. Then show students how to cross out
sentences, move sentences around, add more details, or even add a whole new paragraph.
One point that must be emphasized is that the process of revision revolves around the global issues
of the paper. Revision does not look at grammar, punctuation, or other issues of usage. These
concerns are reserved for the editing process. Revision, rather, centers on the larger issues of the
paper. When students revise, they should look for development, organization, and overall essay
structure. Revision centers on the much larger concerns of the paper and leaves the grammar and
conventions for the editing process.

Editing
Editing is the time for looking at errors involving grammar, punctuation, and other usage concerns.
During the editing process, it is oftentimes helpful to provide students with a handbook or
individual handout sheet that contains the symbols you may use in grading essays. This way, when
you read students’ rough drafts or student peers read rough drafts of one another and find errors,
you can all use your designated symbols in the margins of the essays. This will allow students to
recognize that there is an error in grammar or punctuation somewhere in the line of the paper next
to where the symbol is placed in the margin. But the students don’t know exactly where the error
occurs. They know only that it is in that particular line somewhere. This forces students to discover
the error themselves. They may have to look up information in their handbook or on handouts you
have given them in order to learn more about the error and to correct it effectively. Students will
learn so much more about punctuation and grammar usage when they must discover this
information themselves through working on their own papers and trying to make these papers
better.
Another effective technique for helping students in the editing process is to ask students to read
sentences in their essays out loud. Oftentimes when reading silently, students skip over the error or
the missed word. However, when they read the sentence out loud, they stumble over the place
where the error occurs. Telling students to stop and look carefully anytime they stumble in reading
their sentences out loud will often help them to find errors.
If students are still having trouble finding errors in their essays even when reading out loud, try
having students begin with the last sentence of the essay and read it out loud. Then move to the next
to the last sentence and read aloud. Then the sentence that occurs before that one, and so on. This
way, students are reading sentences individually and can more easily spot errors. Sometimes students
have difficulty seeing grammar and punctuation error or errors in word omission when they read
sentences in the context of the larger essay. So isolating those sentences by starting at the last
sentence and working backward often helps with finding errors. Both of these reading aloud
techniques also help students to learn about their own learning. Called “metacognition,” the process
of learning about one’s own learning is extremely important in helping emerging writers develop
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their own skills so that eventually they will be able to find many errors on their own without the help
of their instructor or their peers.

Writing Practice
As mentioned previously, approximately 75% of incoming California community college students
are not prepared for college-level writing. With this large number of students not writing well, fewer
and fewer instructors are requiring writing in their courses. This unfortunate occurrence sets up a
vicious cycle of ineffective writing and limited practice. Instead, students would have the potential of
becoming far better writers if they had the opportunity to practice writing often and much. If you
are an instructor who teaches a discipline other than writing, please consider how valuable the
practice of writing is to your students. And especially to developmental students, practicing writing is
key to improvement of their writing. Please consider adding additional writing assignments to your
coursework in order to give students much-needed writing practice, which is invaluable for building
writing skill.

Tips and Tricks
Probably one of the most valuable tips that instructors should consider, whether they are writing
and non-writing instructors, is to make assignments that are clearly understandable to students, and
that include clear parameters, such as specific deadlines, MLA or other documentation format, and
specifically who the intended audience is for the essay. Developmental students will often “give up”
on a writing assignment and believe themselves to be “bad at writing” when they cannot decipher an
assignment or when they do not understand the full parameters of the assignment. Sometimes when
we produce writing assignments, they may seem quite clear and easily understandable to us;
however, our students may ask, and “What the heck am I supposed to do?”
One of the of the primary ways we can ensure understanding of our assignments is to
give the assignment to students, go over the assignment, and then assess students’
understanding of it. In a “One Minute Paper,” ask students to briefly summarize the
assignment, including the parameters of that assignment. Or ask students to give the
“Muddiest Point” by writing down questions about something they did not understand with the
assignment. You can collect the muddiest points and clarify this information when your class meets
next time. There are many other types of assessment you can use to clarify if your students are
understanding their assignments or not. If you would like additional information about classroom
assessment, look at Chapter 15 of this handbook: Assessment Basics. Another source, a book that is
packed full of practical assessment techniques, is Angelo and Cross’s Classroom Assessment Techniques
(2nd ed.). San Francisco: Jossey-Bass. 1993.
Providing a rubric that clearly delineates what you expect in a writing assignment also
helps students to understand what is expected of them. Writing rubrics come in a
variety of forms and include a variety of different information, ranging from content of
an essay to forms of sentence usage.
For your convenience, a sample rubric is included at the end of this chapter. Uses the rubric as it is,
or feel free to change the rubric to clearly reflect your specific assignments. Regardless of how you
choose to use the rubric, the most important point to remember is that rubrics serve as roadmaps
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for students. They tell students what is expected in a writing assignment and what their paper must
contain in order to receive an A, B, C, etc. Or in the case of draft and revision, rubrics can tell
students what areas they need to improve in order to make their essay as effective as possible.

Grading Tips

One of the things that can be inordinately time-consuming when we give writing assignments is the
task of grading all of those assignments! Instructors constantly search for techniques that will help
them to manage the huge grading load that occurs with writing assignments. Following are a few
practical tips and techniques that may help to give you a little extra time away from the grading pen.
Much information has been written about not marking every error in student papers. However,
many English instructors feel a compelling sense of duty to mark those errors for their students in
the hopes that students will appreciate their vast efforts and learn much from this marking. While we
all wish this were true, it is probably not the reality for most students. Developmental students often
see the proverbial “bleeding” paper as a sign that they “just can’t write.” With dread and
embarrassment, they may try to hide their ink-soaked papers from their peers by quickly stuffing the
graded paper into the bottom of their backpacks.
This sets up a situation of extreme frustration on the part of the instructor who can’t understand
why all his or her grading efforts are not being appreciated by students. So a great deal of tension
can result on both the part of the student and the instructor where grading is concerned. Rather than
struggle with this tension, perhaps we might consider a different technique.
Think about the mechanical errors that really frustrate you—the ones that are
considered to be your greatest “pet-peeves.” Some of these errors may include
fragments, run-on sentences, using a comma between two complete sentences, etc.
You get the idea. Make a list of all these errors that you consider to be vitally
important to provide clarity to writing. Once you have made the list, look at it again.
Are there any errors that you believe are more important than others? If so, try prioritizing the
errors. Mark a 1, 2, 3, etc., by the errors you believe to be most important. When you are finished
with this prioritized list, strike off the bottom 5 or 6 errors. What you have left is a list of errors that
you believe to be vitally important to create clear prose.
Try an experiment with this list. For one writing assignment, give out this list of errors to
your students. Tell them you believe this list is vitally important to providing the clearest
essay writing possible. Then perhaps you might consider doing some learning activities
with your students that revolve around this list. Help them to understand how to avoid
these errors and why correcting these errors is essential to effective writing. Then perhaps you can
give some in-class writing assignments where students focus on avoiding these errors. Students
might even get into groups and go on “safari,” hunting for the ferocious errors that lurk around
each corner, just waiting to pounce on and destroy a good essay.
After working with students on your error list, try having them write an assignment and hand it in. It
is your task to grade these essays, marking only those usage errors that are on your list. At first it
may be difficult to avoid marking every error, but force yourself to make this change for this
assignment. When you hand back the essays, you can give students an assignment to try to find any
errors you marked that are not on the list. After they try to find these errors on their own papers,
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then perhaps you can have them work in groups and try to find errors on each other’s papers. In the
process of this teacher-error-hunting, encourage students to talk about the errors they see that are
on the list, too. In this way, you have turned a grading activity into a real-life learning experience,
and you have cut down on the amount of time it takes you to grade your essays as well. You can
even draw out this activity throughout the entire semester by referring again and again to your error
list.
This exercise focuses primarily on usage errors because these are often the most time-consuming
errors that instructors mark in papers. However, please do not forget the larger, more important
issues of the paper: the content and organization. For papers that lack development and specific
examples or facts, you can develop activities such as the one above that address these concerns as
well and help you to cut down on the time you spend in grading.
Another way to cut down on the amount of time you spend in grading essays includes having
students share first drafts with one another and find significant errors in both usage and global
concerns of the paper. This way, when you receive the draft yourself, you will not have to spend so
much time in marking all the errors that could easily be found by peers.
Finally, remember the advice given in the editing section of this chapter. You do not need to correct
every error. Correct it the first time it appears and, if you must, perhaps the second. After that use a
symbol of the error and place it in the general vicinity of where the error occurs. Give students the
responsibility to find and correct the error.
There is no one easy answer to shave off significant amounts of time in the time-consuming task of
grading. However, apart from these ideas, many texts that discuss methods for teaching writing also
include sections on how to lighten the grading load. Try doing a Google search to find some of
these texts or check with your textbook publishing company or your local bookstore to see what
books on this subject may be available.

Research Backed-Practices
So, while knowing the writing process and using the tips and tricks listed above, may help you when
assigning writing to your students, let’s look at what research has shown us about how best to teach
writing. Writing teachers, constantly on the lookout for effective pedagogy to help their students
learn, are now moving toward a greater awareness of research-backed strategies for classroom
instruction
Research tells us that there are several effective methods for helping to increase the success of
developmental writing students. Not comprehensive by any means, this list includes such practices
as integrated reading and writing, reciprocal teaching, Reading Apprenticeship, and the use of
reading and writing centers. (Center for Student Success, 2007, p. 41) The research data reveals that
these practices can help to increase the success, retention, and persistence of our developmental
writing students.
While in the past, drill and practice were frequent companions of the developmental writing
classroom, today, however, instructors now know that these practices are not very helpful in raising
the skill level or success rate of our developmental writing students. (Center for Student Success,
2007, p. 38) Instead, the practices listed above as well as active learning, guided discovery learning,
12
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group learning, contextualized learning, learning communities, and other innovative practices have,
through research data, proven to be much more effective. (Center for Student Success, pp. 41, 54,
57, 58) Following are a number of helpful strategies that are provided for your use in the classroom,
the department, or the institution. They are provided in hopes that you will use them as is or borrow
from them in order to build on or enhance the effective practices you may already include in your
classroom, department, or institution. In some cases, helpful faculty comments or stories have been
provided to serve as starting points for processes that you may wish to implement on your own
campus.

Writing Strategies
Guided Discovery Learning
The following exercise provides an example of one effective method, guided discovery learning. In
this exercise, designed for students in a writing course one-level below transfer, Andrea Neptune,
Sierra College, helps students learn to develop a specific, detailed body paragraph. Students verbally
respond to each of the following questions during an in-class writing exercise. They are guided into
“discovering” how to make a well-developed paragraph through their own responses to the
questions. Rather than tell students how to develop a paragraph, the instructor guides the students
to discover the process of paragraph development on their own. In order to reinforce the learning
that has occurred during this lesson, students take home a handout to use as a reference tool for
their learning.
Questions for Development
Topic Sentence:
1. CLARIFICATION:
2. EXPLANATION:
3. CAUSES:
4. EFFECTS:
5. EXAMPLE:
6. COMPARISON:
7. QUOTE:
8. STATISTICS:
9. CONCLUSION:

What do I mean?
Why do I say this? Why is this true?
Why or how did this start?
What are the results?
Can I show the reader?
What is he/she like?
Who says so?
How much?
How can I end?

Writing a Paragraph Using Questions for Development
Student Handout
Example: Below are examples of how you might answer the Questions for Development so
that you can then use your answers to write a well-developed paragraph.
TOPIC SENTENCE: My son Trevin is a mischievous child.
1. CLARIFICATION: What do I mean?
By mischievous, I mean that he is very curious and is always getting into things that he shouldn't.
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2. EXPLANATION: Why do I say this? Why is this true?
At the age of two, he is continuously climbing up furniture, spilling something over, or playing with something he
shouldn't.
3. CAUSES: Why or how did this start?
Since the day he was born, Trevin has been described as being "100% boy." He is very energetic, he loves play balls of
any kind, and he never cries when he falls down.
4. EFFECTS: What are the results?
On a daily basis, I have to clean up some mess that he made or scold him for something he did.
5. EXAMPLE: Can I show the reader?
For example, once Trevin took an entire saltshaker and dumped it out on the kitchen counter. He has also smeared
blue toothpaste all over our beige carpet. He even figured out how to open the "child proof' locks on our cabinets and
spilled over the garbage!
6. COMPARISON: What is he like?
He is just like an adorable puppy chewing on a new leather shoe and like Dennis from the cartoon "Dennis the
Menace"--cute and adorable, devilish and exasperating.
7. QUOTE: Who says so?
Whenever his father says, "Trevin, stop!" Trevin will pause, look at his father in the eye, and begin running in the
opposite direction. His grandmother says that he is just like his mother; as a child, I once poured her perfume down the
bathroom sink and dumped chocolate cake on the kitchen floor. Grandma eagerly calls to hear the "Trevin report" on
a daily basis.
8. STATISTICS: How much?
If Trevin is left alone for more than 5 minutes, he finds some kind of trouble to get into, and he probably gets told
"No!" at least a dozen times a day.
9. CONCLUSION: How can I end?
Although my hair may be completely gray by the time Trevin turns 18, at least I know that our lives will always be
interesting!
Example of a Paragraph that Has Been Put Together Using Answers to the Questions for
Development
My son Trevin is a mischievous child. By mischievous, I mean that he is very curious and is always getting into things
that he shouldn't. At the age of two, he is continuously climbing up furniture, spilling something over, or playing with
something he shouldn't. Since the day he was born, Trevin has been described as being "100% boy." He is very
energetic, he loves play balls of any kind, and he never cries when he falls down. On a daily basis, I have to clean up
some mess that he made or scold him for something he did. For example, once Trevin took an entire saltshaker and
dumped it out on the kitchen counter. He has also smeared blue toothpaste all over our beige carpet. He even figured
out how to open the "child proof” locks on our cabinets and spilled the garbage over the floor! He is just like an
adorable puppy chewing on a new leather shoe and like Dennis from the cartoon "Dennis the Menace" --cute and
adorable, devilish and exasperating. His grandmother says that he is just like his mother; as a child, I once poured her
perfume down the bathroom sink and dumped chocolate cake on the kitchen floor. Grandma eagerly calls to hear the
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"Trevin report" on a daily basis. Whenever his father says, "Trevin, stop!," Trevin will pause, look at his father in
the eye, and begin running in the opposite direction. If Trevin is left alone for more than 5 minutes, he finds some kind
of trouble to get into, and he probably gets told "No!" at least a dozen times a day. Although my hair may be
completely gray by the time Trevin turns 18, at least I know that our lives will always be interesting!
One way to assess this method is to give students a pre and post test, asking them to
write a paragraph in the beginning of the semester and then, after teaching them to use
this method, giving the same assignment at the end of the semester. Use a carefully
constructed rubric to score the paragraphs each time. After comparing the results, you
would be able to see if students have grown in their abilities.

Learning Communities
Learning communities have become increasingly popular because they can often provide students
with a sense of community that may be lacking in regular writing classrooms. This connection and
sense of community can often be the catalyst for providing increased student success and
persistence for developmental students participating in learning communities. (Center for Student
Success, 2007, pp. 58-59)
Geneffa Jonker, Cabrillo College, shares with us one model for a learning community that connects
both writing and reading. In this learning community, two teachers work together, a reading
instructor and a writing instructor, to teach a four-unit writing course and a three-unit reading
course, both courses two levels below transfer. The writing course incorporates what used to be a
separate one-unit writing lab component concentrating on grammar and usage conventions.
Realizing the importance of writing in context, Cabrillo writing instructors subsumed the lab within
the larger framework of the class where grammar and usage conventions are now taught in the
context of essay writing itself.
The reading component of this learning community, the three-unit reading course, provides the
majority of reading assignments within specific texts; however, the writing component provides
supplemental reading assignments, such as more extensive reading and research projects. Both
courses are taken as co-requisites so that the same student cohorts work closely together throughout
the semester.
The learning community centers upon a theme; the theme at the time of this writing revolves around
community building, both globally and locally. It is this sense of community building that becomes
vitally important within the learning community itself. Students have the opportunity to get to know
one another and to rely upon one another for help, support, and encouragement.
An example of the importance that community building plays on student success becomes quite
evident when Geneffa Jonker spends time working in the Writing Center. She notices that
developmental students who are involved in the learning community come more often to the
Writing Center to receive help. She also notices that these students do not come alone. They come
with a buddy from their learning community. It would seem that the connection students receive
from their learning community helps them to feel comfortable in receiving additional help from
support services. This is a fantastic and invaluable component of the learning community that
enhances and broadens the potential for even greater student success.
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Community building occurs even more in the learning community when students attend two or
three “community gatherings” which are held during the semester. These gatherings include joint
student presentations including such activities as poetry reading, short plays, or skits. Students
sometimes even use a specific novel as text and then project what they believe will happen with
characters or with the entire story line during the next ten years or so.
Another fantastic assignment that occurs in the learning community revolves around CNN News
anchor Anderson Cooper, who has reported on such life-changing events as Hurricane Katrina and
the horrific human suffering that occurred in New Orleans as a result of this catastrophe. During
class, students are given the opportunity to watch YouTube clips of Cooper’s newscasts, and then
one of their writing assignments revolves around writing letters to Cooper regarding some of his
news broadcasting. Assignments in this class are real-life, down-to-earth activities that allow students
the opportunity to see how the content of this class relates to their own personal lives. And the
assignments center on the all-important theme of community building.
Please see the Appendix 1 for a specific community building handout that Jonker uses with her
class.

Integrated Reading and Writing
Another effective method for helping to raise the success rate of students in developmental writing
classes is integrated reading and writing. So promising is this concept that information about various
types of integrated reading and writing is included in Basic Skills as a Foundation for Student Success in
California Community Colleges (Center for Student Success, 2007, pp. 41-44).
Linda Hein, adjunct English Instructor at Skyline College, uses Generation Me in her one-level below
transfer integrated reading and writing class. Generation Me is a book written by Jean Twenge, in
which she presents research data and draws conclusions about “Generation Me,” individuals born
between 1971 and the early 1990’s.

Generation Me
Hein begins by asking her students to read the book’s introduction as well as chapters 1, 2, 3, and 5
during the course of the semester. Each of the chapters are thoroughly discussed in class. However,
what makes this book unique is its direct applicability to the students’ own lives. In Generation Me,
Twenge looks at how perceptions of morality, behavior, social values, religion, etc., have shifted.
Twenge also examines the role of media, television, and self-esteem education (Hein defines this
education by using Woody Allen’s statement, “90% of success is just showing up.”)
Hein takes Twenge’s information and discusses it with her students. At first the students are
defensive and don’t appear to take criticism of their own generation very well (criticism hasn’t played
much of a role in their self-esteem education). They are also quick to judge the Baby Boomer
generation. However, as Hein helps her students dig deeper into aspects of their own generation,
they soon become more interested than defensive, and they begin to exhibit clear signs of critical
thinking.
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To help foster even more critical thinking, Hein asks students to consider such concepts as the
increase of profanity among their generation. Because students are reluctant to accept this concept,
Hein asks them to go to a shopping mall and observe young people from “Generation Me” to see
how much they use profanity. Hein’s students are often shocked at the prolific profanity they find.
Not only does this exercise help students to critically examine concepts, but it also helps them to
become more socially aware. When students come back to class and agree that Twenge’s findings
were right, Hein takes her students a step further by asking them to think about why this is
happening. Through this questioning, Hein teaches her students that they can argue with the
conclusions of the author but not with the actual research data itself. Thus they realize that they
themselves are stake holders in the information they learn. This is yet another positive ramification
of Hein’s teaching: helping students to think about research, accept some ownership in their own
learning of it, and ultimately turn this information learned into a solid research question of their
own.
During the course of the semester, Hein teaches four different units that all revolve around
Generation Me. (1) Hein uses information found in the introduction, and she asks her students to find
something in their generation that embodies or represents themselves. She asks them to write an
essay about how they define themselves. (2) Next she uses chapters 1 and 2 and asks students to
argue Twenge’s conclusions. Do they agree with her conclusions or disagree with them? Students
must select one and build a solid argument. (3) Hein asks students to look closely at the media. For
example, she asks them what kind of inferences they can draw about the passive/aggressive
behaviors of girls and boys by examining the qualities and characteristics of contemporary dolls
and/or action figures (4) Students are asked to complete a research project by selecting information
from chapter 4, 6, 7, or possibly 8, though she generally discourages the use of this chapter. These
are chapters that have not been directly discussed in class; however, students are to read one of these
chapters and come up with a research question, such as “What is the link between self-esteem and
teen pregnancy?” In order to help with this oftentimes difficult task, Hein spends approximately
two class periods in helping students come up with a suitable research question. In doing their
research, Hein encourages her students to use primarily journals, and journals that have been written
within the last 20 years. Hein also asks her students to use the appropriate MLA citations. The goal
of this project is to familiarize students with the research process so that when they move into
English 1A, they will have learned foundational concepts necessary to effective researching and
writing.
While Hein has only used Generation Me and its corresponding units for one year, she believes that
her students have produced much stronger writing as a result. Since the content is directly applicable
to students’ own lives, they become much more interested in it and generally engage more readily
and with more excitement and motivation. The assignment also helps them to build critical thinking
skills, to become more socially aware, and to recognize and accept ownership for their own actions.

Integrating Reading and Writing with Student-Athletes
Diane Oren, San Joaquin Delta College, after becoming motivated by a dissertation
proposal concerning multiple intelligences and transference of skills to the academic
environment, developed the following specific strategies for integrating reading and
writing in the classroom with student-athletes.

Chapter 7

17

In working with student-athletes, Diane Oren became fascinated by specific details that might
enhance the learning process for these students. So she did research and reading regarding
ergonomic issues and how the physical environment impacts students. Since many student-athletes
have larger body frames or muscle mass than average students (tall, large build, large hands, etc.),
Diane discovered that the desks used in most college classrooms actually cause student-athletes to sit
in ways that hamper lung capacity, thus decreasing oxygen flow to the body. When student-athletes
get sleepy in class or do not seem to learn information readily, perhaps it is because they are simply
not receiving enough oxygen! Diane compensates by building into her classes lots of two-minute
active learning activities. Students stand, work in small groups, go outside, come back inside, etc.
Diane also noticed a similar ergonomic issue with standard-size pencils
and pens. It is often difficult for student-athletes to grasp these writing
tools, so Diane solves this problem by providing large-size pencils and
pens that make the physical process of writing much easier for
students.
Another technique that Diane uses to enhance student learning is
working with students in small groups. She found this method to be
highly effective, so Diane now provides two additional hours of office
time so that student-athletes can work together. These small learning
communities, like the more structured ones at Cabrillo, also promote success by allowing students
the opportunity to create a sense of community. They get to know each other better and thus form a
support network. Diane assesses the types of strategies that would be best to use with each student,
and then she puts students into groups based upon individual learning needs and what will work
best for them and help them to be most successful.
Another strategy that is addressed is the oral-aural connection. Students often try to write in the
same way they talk, so to help students learn what is appropriate in writing and what is not, Diane
has students come to her office where she asks them to tell her out loud what they want to put into
their papers. Then she asks them to type their statements on the keyboard and read what they have
written on the computer screen. When students do this, they see that what they have written is not
correct, or that it does not read smoothly. It is this process of saying, writing, and seeing that
helps to reinforce the learning process. In fact, Diane reiterates that it takes ten exposures to
material in order for it to be converted into long-term memory. The activity described here provides
at least three of those exposures.
In Appendix 2 of this chapter, we have provided a lotus that Diane uses with students for planning
purposes. The lotus actually functions in a dual role. Students use it as a mapping exercise where
they write the topic in the center and then branch off the center square with sub-topics in the circles.
Diane also uses the lotus as a reading study skills tool. Students write the title of the chapter in the
middle and then write chapter subtitles in other areas branching off the center. The lotus actually
functions as a mind-map that helps students to visually map out what is happening in a textbook
chapter. This way, students can more easily comprehend what the chapter is about and understand
how details plug into that chapter. This, too, provides the exposure that was mentioned previously
so that it helps students convert information to long-term memory.
Other techniques Diane uses come from Reading Apprenticeship and Shared Inquiry. Reading
Apprenticeship provides a system of questioning that Diane teaches students to use. She also
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teaches them how to make annotations in the text. Students often fear writing in their textbooks
because it was taboo early on in their school years, and students also want to sell back their texts at
the end of the semester. However, Diane reiterates the importance of gaining meaning from the text
through annotation.
The second method of questioning that Diane uses is a technique she learned from “Great Books,”
which deals with the concept of Shared Inquiry. With Shared Inquiry, students are taught to wonder
about the text without being criticized. They question what they have read and bring out insights to
one another in a completely safe environment. This “safe” sharing builds confidence in students and
allows them to feel comfortable exploring the text through questioning. It also builds their critical
thinking skills and gives them the confidence to share their ideas with one another, which in turn
allows ideas to be built upon through the comments of other students in the classroom. Shared
Inquiry is a fantastic opportunity for building a variety of important academic skills in students and
definitely helps to promote student achievement and success.
Shared Inquiry also leads to student metacognition—students learning about their own learning.
Diane builds in lots of writing activities where students learn to write for different audiences and in
different settings. They begin to question how they are better writers after completing these
activities. This, too, builds their confidence and allows them to expand as learners and to effectively
connect their own personal learning with their classmates and with the world around them.
These methods can be assessed through looking closely at
student writing and scoring it with a well-developed rubric. Since
self-reflection is so crucial, a rubric that specifically addresses this
would be a useful way to assess how well students are able to selfreflect. It may be very intriguing to compare self-reflective writing
from the beginning of the semester to that produced at the end in
order to see what has changed.

Integrated Reading and Writing in a Puente Class
In her Puente integrated reading and writing class that is one-level
below freshman composition, Karen Wong, Skyline College, includes three units that particularly
appeal to students because the material frequently challenges students’ thinking and/or it applies
directly to their own lives.
The first unit deals with prejudice and discrimination. In this unit, Wong uses Vincent Parrillo’s
"Causes of Prejudice," Studs Terkel’s "CP Ellis," and Charlie LeDuff’s "At a Slaughterhouse, Some
Things Never Die." During the course of the unit, students first explain the key psychological and
sociological causes of prejudice and discrimination about which Parillo writes. To do so, students
apply reading strategies to foster their understanding, such as previewing the text and tapping into
schema, annotating the text, and writing an outline that highlights
each major cause.
Students then apply Parrillo’s theories to the two case studies,
Terkel’s oral history about a former KKK member and LeDuff’s
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article about racial tension in a slaughterhouse. They seek to understand the contributing causes to
the racism that are portrayed in both accounts. For instance, when students read "At a
Slaughterhouse, Some Things Never Die," they come to understand the racial hierarchy that exists
among slaughterhouse employees and how this hierarchy reflects the racial tension that exists in the
larger world. Students analyze the cause of this tension, drawing from Parrillo’s theories. The entire
unit, in fact, not only centers on raising students’ awareness of racial tension but also provides them
the opportunity to write an essay in which they demonstrate their ability to analyze and synthesize
the information found in all three texts.
Additional information regarding rationale for the unit, student learning outcomes, texts used,
reading and writing strategies, as well as a specific writing assignment can be found in Appendix 3.
The second unit incorporates real-life activities for students because it is focused on career. It also
offers instructors and counselors an opportunity to collaborate together. Students collaborate
directly with counselors and gain experience in researching career opportunities. Working with
counselors and staff from the Career Center, students take such assessments as Myers-Briggs and
the Student Interest Inventory (SII) in order to determine personality traits best suited for specific
careers as well as individual student interests. Because students work directly with counselors and
become more familiar with the role of counselors, one potential approach to the writing assignment
is for the teacher to pair up the students, with each student taking on the role of the counselor for
his/her partner and writing a paper from this perspective.
Often counselors will come into the classroom, or students will meet with a counselor one-on-one.
Counselors then help students to focus in on a career choice based on their assessments. Wong
explains that the more clear students are about their educational goals, the better their chances for
success. Students who do not know what they want to do with their education or who aimlessly take
classes are more apt to drop out of school than those who have clear and specific career goals.
Students are also asked to identify one or two potential careers, and then they research those careers.
Doing this research actually achieves a two-fold purpose. First, it gives students knowledge about
how to research career information. And second, it helps them find a career goal to work toward.
After students complete their research, they then write their findings as though they are counselors
who are offering advice and information to a student. Working in pairs, they interview one another
(see Intake Form) just as a counselor might do, and then their paper centers on how they might
advise their partner, just as a counselor might advise a student in career choices.
For more specific information on rationale for the unit, student learning outcomes, research sources,
reading and writing strategies, writing assignment, and Intake Form, please see Appendix 3.
The third unit reinforces reading strategies to comprehend a non-fiction text, and ways to prepare
for short essay questions that are typical of humanities and social sciences courses. To learn more
about the very diverse Latino experience, they read selected chapters from Himicle Novas’ Everything
You Need to Know about Latino History. They apply previewing strategies, annotate the text, and come
to recognize text patterns. They then use a writing strategy—a matrix—to accurately summarize the
text. And they also generate potential test questions from the text, particularly cause-effect and
compare-contrast, as a means to prepare for the open-note midterm on the book.
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For more specific information on rationale for the unit, student learning outcomes, reading and
writing strategies, and matrixes, please see Appendix 3.

A Twist on Integrated Reading and Writing
Katie Hearn, Chabot College, realized that her students were not always writing essays at the level
she desired, so in order to help her students become better writers, Katie decided to try a new
approach in her classroom. She moved from teaching a traditional developmental writing class to the
innovative practice of teaching students very little about writing itself and instead centering upon
reading. Through this practice, Katie discovered that her students produce much better essays, and
they are much more successful in their writing than they were when she taught them specific writing
principles. Following is Katie’s narrative as well as handouts she uses to help her students learn
about writing through reading. See Appendix 4 for Katie’s instructional material.
Engaging the Reading, Eliciting Stronger Writing
In 2006, Chabot College Instructor Sean McFarland worked with several of his students to create a
documentary video called Reading Between the Lives. Comprised of entirely student interviews, the
video details the intense emotions and insecurity tangled in their experience of reading, how students
often don’t complete assigned readings at all, how the fear of looking stupid keeps them from asking
questions, and how they get little reading help from teachers beyond the instruction to “read chapter
2.” (Video available at http://www.archive.org/details/ReadingBetweenTheLivesPart1.mp4)
After watching the video, I recognized that I had spent the first decade of my career calling myself a
“writing teacher” and making two assumptions about my students: 1) that they were doing the
reading, and 2) that they understood what they read. The video makes clear just how flawed those
assumptions had been.
In Spring 2007, I conducted an experiment in my developmental composition course two levels
below transfer. I decided to make reading the primary focus, with reasoning the next most
important, and writing a distant third. I didn’t spend class time teaching brainstorming techniques or
the general principles of paragraph writing, using transitions or writing topic sentences. I had a
hunch that if students were reading more effectively, they would produce stronger papers.
Instead of working on the form and techniques of essay writing, we spent almost every class period
discussing the books Fast Food Nation and The Wal-Mart Effect. I wasn’t teaching reading in the
traditional sense. Instead, I broke students into groups to answer questions about each chapter or
generate their own questions. I organized debates where they had to assume a particular role (e.g.
small business owner, McDonald’s executive) and then use the readings to make an argument from
that perspective. Sometimes our goal was simply comprehension – could they explain a key point
from the reading in their own words? Inevitably, though, comprehension evolved into higher order
discussions as students made inferences about the causes of a problem they’d read about, or
evaluated the merits of an author’s solution, applied the reading to their own lives, or made
connections between the two books. Overall, class time was about getting students to actively work
the reading.
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I also had students writing the whole time. They completed informal exercises in class, posts on
online discussion boards, short-answer tests every few chapters to assess their comprehension of the
readings, and several essays over the semester. I provided guidance and feedback on their writing by
discussing sample student work as a whole class, giving them detailed rubrics of assessment criteria,
and meeting with them one-on-one to discuss their drafts. But writing was an extension of our inclass discussions – a way to process and critically engage the reading -- rather than an end unto itself.
Writing was another way to work the reading.
Despite much less instruction in academic writing, by the end of the term, students were writing
stronger essays than they had in previous semesters. Most interestingly, I realized that a lot of what I
had considered writing problems were in fact reading problems. Their essays had strong transitions,
not because I had given them handouts and class activities about transitions, but because our
discussions of the books gave them a strong internal sense of how one idea related to the next. They
had clear thesis statements because they had a main point they wanted to make about the issues we’d
read about.
The biggest effect I saw was in how students used the readings in their writing. They weren’t as
likely to offer empty and unsupported generalities or stick disconnected quotes into paragraphs
where they didn’t fit. Instead, their comments were informed by, and layered with, relevant ideas and
information from the readings. Perhaps most telling, students were more likely to express these ideas
and information in their own clear language, rather than over-relying on long, undigested quotes,
something I now understand is a red flag for poor reading comprehension.
Using class time for sustained, deep engagement with the assigned reading helped students to break
down and process what they had read. I found that this is a critical step in understanding the
material, and an antidote to the experience students often have with reading, which they describe as
“going in one ear and out the other.” It also greatly improves the content of student essays because
it gives students something to say.
(Katie Hearn is in the process of creating a website which will include video footage, assignments,
classroom activities, assessment instruments and rubrics, and samples of student writing from her
developmental English classes at http://online.chabotcollege.edu/khern/)

Departmental Integrated Reading and Writing
Examples such as Katie Hearn’s tell us that integrated reading and writing certainly can be highly
effective at the classroom level; however, integrating reading and writing on a departmental level has
the potential to provide an even greater impact on student success. In fact, the Basic Skills as a
Foundation for Success in California Community Colleges literature review tells us that “the literature
strongly supports an ‘embedded curriculum’ model, where students are immersed in a learning
environment which strongly promotes simultaneous reading and writing development, using reading
to help students write and using writing to help students read.” (Center for Student Success, 2007, p.
41)
While research strongly supports a reading and writing connection, the process of implementing
such a structure on the departmental level may not always be easy. (Center for Student Success,
2007, p. 41) Integrating reading and writing on a large scale takes time, patience, and faculty who
believe in and are thoroughly committed to the process. Such a change also requires strong and
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dedicated departmental leaders who are willing to seek proactive solutions to challenges which may
arise when trying to integrate all reading and writing courses in a department. Fortunately, for those
wishing to make such a change, good examples exist of other community college departments who
have previously blazed the trail of integrated reading and writing.
Nancy Ybarra, Co-coordinator of Developmental Education at Los Medanos College, describes the
process of implementing integrated reading and writing in her department.

Integrated Reading and Writing at Los Medanos College (LMC)
In 1998, the English department of Los Medanos College began offering integrated reading and
writing courses in our developmental English sequence instead of stand-alone courses in reading and
composition. The department made this change based on low enrollments in the stand alone reading
courses despite an institutional research study that indicated that poor reading comprehension was
students’ number one academic concern. In addition, integrated reading and writing approaches
were receiving increased professional support as a more effective approach to academic literacy.
This research was extensively documented by two faculty members who attended the Kellogg
Institute for Developmental Educators at the National Center for Developmental Education at
Appalachian State University in the summer of 1997. The newly developed courses, each five units,
were written as their culminating project for that Institute, and were approved by the English
department in the fall of 1997; they completely replaced the stand alone reading and composition
courses the following fall semester. Student enrollment, success, and persistence in the
developmental course sequence are higher in the integrated courses than they were in the stand
alone courses.
The LMC English Department consisted of 12 full-time faculty in 1997; all were supportive of this
change. In submitting the course outlines of record to the college curriculum committee, we agreed
to list English and reading as the disciplines which would qualify a faculty member to teach these
courses; in other words, faculty could be qualified in one or the other of these disciplines. We did
have six full-time faculty who were qualified, or became qualified under the discipline of Reading
through formal course work.
Others, including adjuncts, took advantage of staff development opportunities such as the Reading
Apprenticeship training offered by the Strategic Literacy Initiative, or participated in teaching
communities that used the Reading Apprenticeship model.
Over time, a body of work including lesson plans, curricular materials, and assessments became
available and were systematically given to all new faculty, full- and part-time, during their orientation
to teaching in our department. This work was facilitated by a Title III grant at the college from 1999
– 2004 which initiated reassigned time for lead faculty in the department to do this work; this
structure has been institutionalized and is now on-going.
We also developed student learning outcomes for these courses and plans for assessing them at the
same time. The following are the outcomes as listed in the course outlines of record:
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English 70 (two levels below English 1 A) Student Learning Outcomes:
Students successfully completing this course will:
1. Demonstrate the behaviors of an engaged and organized college student.
2. Read actively and demonstrate comprehension of assigned readings through the ability to
summarize, question, and respond to text.
3. Make connections to and among texts, considering issues of personal, cultural and societal
importance.
4. Write, revise and edit paragraphs and essays that are clearly focused and comprehensible.
English 90 (one level below English 1A) Student Learning Outcomes:
Students successfully completing this course will:
1. Read actively and demonstrate critical thinking skills, through the ability to summarize,
analyze, evaluate and synthesize pre-college readings. Analyze how the social-culturalhistorical context of both the reader and the text influence the meaning-making process.
2. Write, edit and revise expository essays which integrate and synthesize course readings and
are clearly focused, fully developed, and logically organized. Compose essays with sentences
which display a developing syntactical maturity and whose meaning is not impaired by
excessive grammar, usage and proofreading errors.
3. Demonstrate awareness of their own reading, thinking and writing processes and monitor
their learning.

Institutional Integrated Reading and Writing
While the process of implementing reading and writing at the departmental level can be highly
effective in increasing student success, as was the case at Los Medanos College, this same process
may have the ability to create even greater success when implemented at the institutional level. In
fact, research suggests that integrating reading and writing has a positive affect on the development
of students’ metacognitive abilities. (Center for Student Success, 2007, p. 41) Perhaps increasing
students’ metacognitive abilities may help them to understand and adjust their own learning on a
cross-disciplinary level. (p. 41)
Even though the process of integrating reading and writing on an institutional level holds great
promise, it is also time consuming and requires campus-wide faculty commitment on a sustained
basis. Fortunately, we have a good example of institutional integration of reading and writing.
Jennifer McBride, Merced College, explains the time commitment and process of change that
occurred on her college campus while implementing concepts of Reading Apprenticeship on an
institutional level.
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Reading Apprenticeship at Merced College: Progression of Implementation

2005

Currently, the two teachers trained in the Reading Apprenticeship program have offered
informational and training workshops through the Teaching and Learning Academy (TLA).
Attendance at TLA workshops is required of all new first-year teachers. They have also presented
Reading Apprenticeship strategies to our Supplemental Instruction (SI) leaders for integration in
their sessions. A presentation was made to our administrators and during our fall flex day for the
general faculty campus-wide. These presentations were designed to affect class-room practice by
encouraging teachers (and SI leaders) to incorporate Reading Apprenticeship strategies into the
classroom.

2006

In October 2006, we held a faculty retreat to discuss academic literacy and Reading Apprenticeship
theories. Thirty-three teachers from the majority of our disciplines attended; we had representatives
from English, mathematics, sociology, philosophy, chemistry, music, vocational education, nursing,
biology, and history. During this retreat, we heard from a consultant from the Strategic Literacy
Initiative and discussed our current reading program, reading pedagogies, and ideas for change. This
retreat led to the development of a new cross-disciplined faculty inquiry group that meets monthly
to discuss all ideas concerning reading.

2007

Our involvement with the Strategic Literacy Initiative has deepened. In addition to training all firstyear full-time faculty members in Reading Apprenticeship techniques, we have moved into training
our SI leaders in these techniques. This seemed like a natural move on our part in that SI and
Reading Apprenticeship share common goals: collaborative learning, making learning visible, and
creating independent learners. In addition, SI relies heavily on the cognitive apprenticeship theory.
Since SI leaders have mastered a specific course’s curriculum, they, in turn, share their techniques for
success in that class with the novice students. Part of the leaders’ successful course completion was
due to their effective reading strategies. Training SI leaders in making reading visible has helped
combat our student population’s difficulties with literacy and critical thinking.
In Spring 2007, a team of researchers from the Strategic Literacy Initiative spent several weeks at
Merced College, interviewing teachers and students, observing classes and SI sessions, providing
professional development to both teachers and SI leaders, and filming all of these activities. Our
time spent with these researchers forced teachers, SI leaders and students to reflect upon Merced
College’s reading program and curriculum. The resulting footage is currently being used to analyze
the connections between SI and RA on our campus and in a broader context as well. Merced
College and the Strategic Literacy Initiative have presented this information at two conferences: The
Tillery Institute for Community College Leadership and Innovation at UC Berkeley and
Strengthening Student Success. Not only has SLI influenced curriculum design and SI training at
Merced College, our campus has provided SLI with valuable insight regarding adult literacy and
reading programs in the community colleges, an avenue which SLI wishes to explore.
For more information on various methods of integrated reading and writing, please refer to Chapter 10, Effective
Practices in Reading.
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Professional Organizations
No matter what methods or programs we choose for helping students learn to become effective
writers, we all want to maintain currency in those chosen methods, and we want to continue to
peruse the latest research in other effective methods for helping our students become successful
writers. The following professional organizations have excellent websites, publish journals, and
sponsor yearly national conferences where writing instructors and administrators can learn a wealth
of valuable information or strategies for the classroom and the department or institution.

!
!
!
!
!
!
!

NCTE (National Council of Teachers of English)
http://www.ncte.org
4 C’s (Conference on College Comp.& Communication)
http://www.ncte.org/cccc
TYCA (The Two-Year College English Association)
http://www.ncte.org/groups/tyca
CRLA (College Reading and Learning Association)
http://www.crla.net
NADE (National Association for Developmental Ed)
http://www.nade.net
Strengthening Student Success Conference
http://www.cal-pass.org/news.aspx
TIDE(Technology Institute for Dev. Educators) http://www.ci.txstate.edu/tide/tidehome.htm

Assessment
Not only do developmental writing instructors want to know and implement as many researchbacked strategies as possible for helping developmental students, we also want to assess the
strategies we have implemented in order to be sure that our students are actually learning those
writing principles we believe to be most important for college, career, and daily life.
Following are writing rubrics that writing instructors can use to assess student paragraphs and
essays. The rubrics can easily be edited, changed, or adapted to your own course level or to your
department or institutional needs. The first rubric is for your use in assessing your students’ writing.
The other is a student-friendly rubric that you can use directly with students to help them
understand the specific standards for writing in your classroom.
In an effort to make the process of assessment as practical and applicable
as possible, we have also included some types of examples of writing
assignments that could be used as assessments to measure student writing
growth with the first rubric:

! Portfolios (a collection of student writing, usually gathered
over the course of the class)
! Pre-essay/post-essay (this could be used at the beginning of the semester and at the end,
or it could be used every time an essay is assigned, with the “pre-essay” being a rough
draft the instructor or peers comment on, and the “post-essay” being the final copy.)
! Diagnostic essay at the beginning of the semester, and a final exam essay at the end
where all students are required to write an essay under the same time constraints and
criteria.

26

Chapter 7

Completing the Assessment Loop
Don’t forget that the assessment loop is not complete until you have assessed your student learning
outcomes and then made adjustments to your classroom material based upon the findings of your
assessments. For example, if your assessments indicate that your students are not meeting the SLOs
that your department has established for your course, you will likely want to meet with your
colleagues to discuss changes you may want to make to help your students be more successful
writers. For a more detailed discussion about this, see Chapter 15 of this handbook.
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Writing Rubric for Instructors
Masterful

Skilled

Able

Developing

Novice

Thesis
(Controlling Idea)

Thesis is clear, well stated
and pointed; demonstrates a
superior understanding of
the assignment.

Thesis represents sound and
adequate understanding of the
assigned topic.

Thesis is weak, but
demonstrates some
understanding of the
assignment.

Thesis contains unfocused
ideas with little or no sense
of purpose or direction for
the paper.

Thesis is essentially
missing.

Support &
Development
(Evidence)

Main points are well
supported with specific
evidence that show a depth
of ideas; the ideas work
together.

Ideas are supported with
logical facts and examples;
most are specific and many of
the ideas work together.

Support is mostly sufficient,
but some are not specific
and are only loosely
relevant to main points.

Primarily insufficient support
that is often non-specific,
and/or irrelevant.

Lack of support for main
points; frequent and illogical
generalizations without
support.

Organization &
Paragraph
Structure

Organization is appropriate
to assignment; paragraphs
are well developed and
appropriately divided; ideas
are linked with smooth and
logical transitions.

Organization is competent with
good paragraph development
and structure with few limited
or illogical transitions.

Paper is partially organized
around a thesis; some
paragraphs relate to it while
others are stand-alones with
weak or illogical transitions.

Paragraphs are simple and,
formulaic. There are few
evident transitions; some
are illogical.

Organization is confusing;
paragraph structure is weak;
transitions are missing,
inappropriate and/or
illogical.

Audience & Tone

Appropriately written to the
specific audience; tone
appropriate to the
assignment.

Effective and awareness of
general audience; tone
satisfactory.

Some sense of audience
related to assignment
purpose but not consistent;
tone varies.

Very inconsistent sense of
audience; wildly varying
tone for given assignment.

No sense of particular
audience for assignment;
tone inappropriate or
inconsistent.

Sentence
Structure &
Mechanics

Well-chosen variety of
sentence styles and length.
Very few punctuation,
spelling, capitalization
errors.

Varied sentences; Contains
only occasional punctuation,
spelling, and/or capitalization
errors.

Some repetition of sentence
patterns; shows some errors
in sentence construction.
Contains several (mostly
common) punctuation,
spelling and/or capitalization
errors.

Sentences show errors of
structure; little or no variety.
Contains many errors of
punctuation, spelling, and/or
capitalization that often
interfere with meaning.

Simple or incomplete
sentences used frequently;
frequent errors of sentence
structure. Contains many
and serious errors of
punctuation, spelling, and/or
capitalization; errors that
severely interfere with
meaning.

Masterful

Skilled

Able

Developing

Novice

Adapted from St. Mary’s College—School of Extended Education (Melanie Booth, Learning Resource Program)
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Writing Rubric for Students
Masterful

Skilled

Able

Developing

Novice

Thesis
(Controlling Idea)

Is my thesis clear, well
stated, and to the point?

Does my thesis represent
sound and adequate
understanding of the
assigned topic?

Is my thesis weak, but still
demonstrates some
understanding of the
assignment?

Does my thesis contain
unfocused ideas with little
or no sense of purpose or
direction for the paper?

Is my thesis essentially
missing?

Support &
Development
(Evidence)

Are my main points well
supported with specific
evidence? Does my
evidence show a depth of
ideas? Do the ideas work
well together?

Are my ideas supported with
logical facts and examples?
Are most of my ideas
specific and many of the
ideas work well together?

Is my support mostly
sufficient, but some is not
specific and is only loosely
relevant to the main points?

Do I primarily have
insufficient support that is
often non-specific, and/or
irrelevant?

Do I lack support for main
points? Do I have frequent and
illogical generalizations
without support?

Organization &
Paragraph
Structure

Is my organization
appropriate to the
assignment? Are my
paragraphs well developed
and appropriately divided?
Are my ideas linked with
smooth and logical
transitions?

Is my organization
competent with good
paragraph development and
structure with few limited or
illogical transitions?

Is my paper partially
organized around a thesis?
Do some paragraphs relate
to the thesis while others are
stand-alones with weak or
illogical transitions?

Are my paragraphs simple
and, formulaic? Are there
few transitions? Are some
transitions illogical?

Is my organization confusing?
Is my paragraph structure
weak? Are my transitions
missing? Are my transitions
inappropriate and/or illogical?

Audience & Tone

Is my paper appropriately
written to the specific
audience? Is the tone
appropriate to the
assignment?

Is my tone effective, with
awareness of my general
audience? Is my tone
satisfactory?

Does some sense of my
audience relate to the
assignment purpose but
doesn’t stay consistent?
Does my tone vary?

Do I have an inconsistent
sense of audience? Do I
wildly vary my tone for a
given assignment?

Do I have no sense of
particular audience for the
assignment? Is my tone
inappropriate or inconsistent?

Sentence
Structure &
Mechanics

Do I use well-chosen variety
of sentence styles and
length? Do I have very few
punctuation, spelling, and
capitalization errors?

Are my sentences varied?
Do my sentences contain
only occasional punctuation,
spelling, and/or
capitalization errors?

Do I have some repetition of
sentence patterns? Do I
show some errors in
sentence construction? Does
my paper contain several
(mostly common)
punctuation, spelling and/or
capitalization errors?

Do my sentences show
errors of structure? Little
or no variety? Does my
paper contain many errors
of punctuation, spelling,
and/or capitalization that
often interfere with
meaning?

Do I use simple or incomplete
sentences frequently? Do I
have frequent errors of
sentence structure? Does my
paper contain many and
serious errors of punctuation,
spelling, and/or capitalization?
Do my errors severely
interfere with meaning?

Masterful

Skilled

Able

Developing

Novice

Adapted from St. Mary’s College—School of Extended Education (Melanie Booth, Learning Resource Program)
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Appendix 1: Community Building Activities
Geneffa Jonker
English 255 / Reading 255

Cabrillo College
Sharing Our Gifts

Our next activity as a Learning Community will give us an opportunity to learn more about “things that
matter” to ourselves and each other. You have just read “The Gift” by Michelle Serros from Chicana
Falsa in your reading class. Now you will go on to write about a significant gift of your own that you
will bring in to share at our community gathering (see syllabus for date).
Think about the material things that you treasure. We often hear that it is foolish to covet material
things because they are just objects; nonetheless, some objects (like Serros’ desk) may be highly
significant because of the special meaning they have for us. Gifts, more than any other objects, whether
they are gifts from people we love or gifts that we give ourselves, can have deep sentimental value.
Think about a gift that holds a lot of meaning in your life. Try not to think about human gifts (like your
children), or abstract gifts (like education). Focus on an object that has symbolic meaning because it
represents more than just an object. It might remind you of the person who gave it to you or a loved
one who has since passed on. It might symbolize a particular triumph in your life—an obstacle you
overcame, or it could simply evoke pleasant memories. You will be asked to bring your gift (or a picture
of it) to our community gathering where we will each display and talk about our gift.
Write an essay about a gift that you received, or that you gave yourself, which holds special
meaning. You may use Michele Serros’ personal essay as a model for your own. You may want
to address the following questions in your essay.
1. What is the story behind how you acquired this gift? Who gave it to you?
2. Has your relationship to this gift changed over time? Does it mean more or less to you now
than when you first received it?
3. Is this gift a legacy? Do you plan to pass it down to your children or keep it in your family in
some way?
Your essay is due at our next community gathering. At that time, you will share your gift with the class
by displaying it (or a picture of it) and telling us about its significance to you. Do not plan to read from
your paper. Think of this presentation as a conversation among friends.
We look forward to seeing your gifts and learning your stories!
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Appendix 2

Lotus Planner Used by Diane Oren, San Joaquin Delta College
Read the chapter for a description of how to use this tool for brainstorming writing ideas
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Appendix 3

Appendix 3: Analyzing the Causes of Prejudice and Discrimination
Karen Wong
English 846

Skyline College

Rationale: Initiate the shift away from personal, narrative writing and instead to text-based writing
SLOs:
(1) Demonstrate a sophisticated understanding of the roots of prejudice and discrimination by
effectively applying Parrillo’s theories to two case studies.
(2) Use reading strategies to accurately summarize the three texts.
(3) Synthesize all three texts into an essay that demonstrates a sophisticated understanding of the roots
of prejudice and discrimination, organizing the information in a logical order, providing adequate
examples and explanations that support a clear thesis statement, citing sources properly, and
demonstrating competence in standard English grammar and usage.
Texts:
1. Vincent Parrillo’s “Causes of Prejudice”— in Gary Colombo, Robert Cullen, & Bonnie Lisle’s
Rereading America (7th ed.), Bedford St. Martin’s, 504-518
th
2. Studs Terkel’s “CP Ellis”—in Gary Colombo, Robert Cullen, & Bonnie Lisle’s Rereading America (7
ed.), Bedford St. Martin’s, 519-529
3. Charlie LeDuff’s “At a Slaughterhouse, Some Things Never Die” -http://www.nytimes.com/library/national/race/061600leduff-meat.html
Reading Strategies:
! Previewing the texts so as to tap into and expand their schema.
! Accurately outlining the Parillo chapter and/or excerpt, identifying the primary causes and their
definitions
! Annotating their texts: (a) Parillo—the primary causes and their definitions, and (b) other texts—
the primary contributing causes of racial conflict and/or racism
! Discussion Questions either on-line or in person, but with time to write before engaging in a group
discussion:
! “CP Ellis”-- What might account for why C.P. Ellis became a racist? How did Ellis battle the
racism he found in himself? What specific changes did he undergo, and how successful was he
in abandoning racist attitudes? Include at least one passage from the interview to illustrate your
points, quoting according to proper APA format.
! “At a Slaughterhouse, Some Things Never Die”-- What sources of conflict in the
slaughterhouse fan the flames of racism? Include in your response a supporting passage
according to APA format.
Writing Strategies:
! Structuring an expository essay
! Integrating quotes and creating a works cited page using the MLA format
! Continual practice combining sentences with coordinators and/or subordinators
Chapter 7
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English 846

Karen Wong

Skyline College

Essay Assignment: Understanding the Sources of Prejudice and Discrimination

Critical thinking involves a number of skills, one of them being the ability to apply a theory to
real life. For this essay, consider which of Vincent Parrillo's theories best account for C.P. Ellis' and the
slaughterhouse workers' racism. In short, how might Parrillo explain the conflicts that C.P. Ellis and the
slaughterhouse employees experience?
Unlike the last essay, you will certainly have to draw from all three texts to support your
assertions. Include at least five quotes in your analysis and explanations, using the MLA format. Attach
to your essay a separate works cited page that is appropriately labeled. Also, underline three sentences
that are joined by coordinators and/or subordinators.
When evaluating your essay, I will be taking into consideration these elements:
"
"
"
"
"
"
"
"
"
"

Sophistication and insight
A thesis that proposes an arguable assertion
Thorough development of the thesis
Logical Organization
Minimum of five quotes according to MLA format
Works Cited page according to MLA format
Minimum three underlined sentences that are joined by coordinators and/or subordinators
A snappy introduction
An original and creative title
Spelling, grammar, sentence variety, etc.

DUE DATE:

PAGE LENGTH: 4-5 pages
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Researching Careers
English 846

Karen Wong

Skyline College

Rationale: help students to establish a motive/purpose for being in school and plug them into an
excellent Student Services resource, the Career Center (and for teachers, this assignment is a superb
opportunity to work in partnership with Student Services)
SLOs:
(1) Tap into resources—especially counselors and staff—that will help you explore career options and
opportunities.
(2) Describe your classmate’s preferred behaviors, interests, and values based on her/his responses to
the Myers-Briggs and Strong Interest Inventory assessments.
(3) Based on the recommendations from the aforementioned assessments, demonstrate understanding
of what the recommended careers entail, anticipated job growth, required education and experience,
and whether your classmate is well suited for it.
(4) Use reading strategies to accurately summarize the information about potential careers.
(5) Synthesize all of your analysis into an essay, organizing the information in a logical order, providing
adequate examples and explanations that support a clear thesis statement, citing sources properly,
and demonstrating competence in standard English grammar and usage.
Research Sources:
1. Myers Briggs assessment that is provided by and interpreted by counselors in the Career Center
(See
http://www.smccd.edu/accounts/skycareer/student_services/web_based_career_assessment.html
for more information)
2. Student Interest Inventory that is provided by and interpreted by counselors in the Career Center
(See
http://www.smccd.edu/accounts/skycareer/student_services/web_based_career_assessment.html
for more information)
3. Occupational Outlook Handbook-- http://www.umsl.edu/services/govdocs/ooh20002001/1.htm
or the Eureka database offered through our Career Center
4. Various resources on our Career Center website:
http://www.smccd.edu/accounts/skycareer/resources.html
Reading Strategies:
! Conducting on-line searches on the OOH and/or Eureka to find information about different
careers
! Previewing the texts so as to tap into and expand their schema.
! Annotating their texts
Writing Strategies:
! Structuring an expository essay
! Integrating quotes and creating a works cited page using the MLA format
! Continual practice combining sentences with coordinators and/or subordinators
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Essay Assignment: Researching Careers
English 846

Karen Wong

Skyline College

Prepare a report on the job market to advise your classmate about her/his future employment
prospect(s). To do so, explain what s/he is suited for, drawing from your interview of your classmate,
the Strong Interest Inventory results, and perhaps even the Myers-Briggs results. Advise your classmate
as to how s/he can best pursue and prepare for these employment opportunities, making reference to
resources such as EUREKA and the Occupational Outlook Handbook. Certainly noting potential job
growth and educational background are pertinent to this section. Your classmate will get a copy of your essay
when you are done, so try to make suggestions that really will help this person. Your essay will be graded on the
following:
"
"
"
"
"
"
"
"
"
"

Sophistication and insight
A thesis that makes a clear recommendation
Thorough development of the thesis
Minimum of five relevant quotations
Logical organization
Reference page according to MLA format
Minimum three sentences that are joined by coordinators or subordinators and underlined
A snappy introduction
An original and creative title
Spelling, grammar, sentence variety, etc.

LENGTH: 3.5- 4.5 pages
DUE DATE:
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Researching Careers: Intake Form
English 846

Karen Wong

Skyline College

Directions: (Step 1) Answer the questions as they pertain to yourself so that you'll be prepared for the
interview on Monday. Draw from your SII results if you have them! (Step 2) Reverse roles, this time
interviewing your partner to gather information for the essay about her/his interests, experiences, and
aspirations. Do not feel as if you have to ask every one of these questions, nor limit your questions to
these ones. Also note that you may have to schedule a follow-up interview if your partner has yet to
secure her/his SII results.
PERSON BEING INTERVIEWED: _____________________________________
DESIRED CAREER OR TYPE OF CAREER: ____________________________
1)
2)
3)
4)

What qualities do you want in a job?
Which qualities do you absolutely need in a job?
What qualities do you possess that you're proud of?
Which of these qualities will come in handy in a work setting? In what kind of work setting? (i.e.,
solo vs. collaborative; active vs. sedentary; helping others vs. completing your part, etc.)
5) What are you interested in? (i.e., fields of study; hobbies; passions, etc.)
6) Which careers relate to your interests?
7) What careers have you considered, and why do they interest you?
8) Why are these careers important, either to you or to the larger society?
9) How do these careers tie in with your values, needs, and what is important to you?
10) What experiences have you had which would help you in these careers? (i.e., current job
experience, internships, or informal means of learning…)
11) Do you have "role models" in these fields? What have their experiences been like?
12) What educational background will you need to attain in order to secure these careers? Be specific in
terms of potential majors and degrees.
13) What experience will you need to gain in order to secure these careers?
14) How would you like to be able to look back on your life in these careers forty years from now?
15) Any additional comments you'd like to make?
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Himilce Novas: Everything You Need to Know about Latino History
English 846

Karen Wong

Skyline College

Rationale: foster a deeper understanding of text patterns to increase comprehension and retention and
anticipate short essay test questions
SLOs:
(1) Demonstrate a solid understanding of Latino history through responses to the test questions. (They
can refer to their matrixes and the book when they take the test.)
(2) Preview a chapter so as to generate questions related to the main topics and to predict what the
chapter will address.
(3) Annotate the book.
(4) Use a writing strategy—a matrix-- to accurately summarize information.
Reading Strategies:
! Previewing the texts so as to tap into and expand their schema, and generate questions from the
previewing to give them a clearer purpose for reading (namely, looking for answers to the questions
generated from their previewing).
! Annotating their texts.
! Using matrixes to organize information that follows a set pattern.
Writing Strategies:
! Anticipating cause-effect and compare-contrast questions
! Paraphrasing the ideas from the text to respond to such test questions.
! Continual practice combining sentences with coordinators, subordinators, and/or transitions that
indicate a cause-effect (i.e., Because, therefore, as a result, etc. or compare-contrast relationships
(but, yet, while, although, on the other hand, etc.)
! Test Questions Pertaining to the Matrixes:
1) (50 points) Compare and contrast the immigration patterns of two of the following countries:
El Salvador, Guatemala, or Nicaragua. Which period marked the highest number of immigrants
to the United States and why? How were their political and/or economic conditions similar or
different?
2) (25 points) Identify one immigration policy crafted by the United States government; describe

(a) who it targeted, (b) what it was intended to address and the rationale for its existence, and (c)
its primary benefits and drawbacks. Include in your response the page number references.
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Himilce Novas' Everything You Need to Know about Latino History , Chapter One: Immigration Legislation
IMMIGRATION LAW,
YEAR, p.#
Immigration Reform and
Control Act of 1986

California's Proposition 187 in
1994

Illegal Immigration Reform and
Immigrant Responsibility Act
(IIRAIRA) in 1996
Nicaraguan Adjustment and
Central American Relief Act of
1997, until 2000 (NACARA)

Temporary Protected Status for
Salvadorans in 2001

English 846/ Wong

BRIEF DESCRIPTION

EVALUATION (BENEFITS
AND DRAWBACKS)

PREDICTION ABOUT ITS
IMPACT
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MATRIX FOR NOVAS’ EVERYTHING YOU NEED TO KNOW ABOUT LATINO HISTORY: CENTRAL AMERICA
COUNTRY
El SALVADOR

GUATEMALA

NICARAGUA

English 846/Wong

POLITICAL
CONDITIONS

U.S. POLITICAL
INVOLVEMENT

ECONOMIC
CONDITIONS

IMMIGRATION
PATTERNS
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Appendix 4
Katie Hearn’s Instructional Materials
The following materials are from the spring 2007 developmental English class described by Katie
Hearn. They reflect the process I used to guide students in engaging the first three chapters of the book
Fast Food Nation:
1) Discussion Questions
Students posted responses to select questions on discussion boards on Blackboard (required
but un-graded). They also responded to these questions in small-group and whole-class
discussions during class.
2) Reading Comprehension Test
The tests encouraged students, first, to be accountable for doing the reading. Preparing for
and taking the test encouraged them to read more carefully and become more agile at
explaining and discussing its key ideas/issues. The test also gave students and me clear
feedback about parts of the reading they didn’t understand, so that these issues could be
clarified before students wrote their essays.
3) Synthesis Essay Assignment
While the earlier discussion questions covered smaller sections of the assigned text, essay
questions were broader in scope to engage students in the higher-order synthesis thinking
of essay writing. Students’ essays made clear the benefits of the kinds of discussions and
activities described above. Even in weaker essays, students made connections to earlier
discussions and test questions and integrated key ideas and information from the reading.
4) Assessment Rubric for Essay
Students used this rubric to give each other feedback during in-class peer reviews, and I
used it when evaluating their final drafts.
This process was repeated in four different units that semester, covering almost every chapter of Fast
Food Nation and several chapters of the book The Wal-Mart Effect.
Discussion Questions -- Fast Food Nation, Chapter 3 (Beginning to page 75)
1.) We’ve talked in class about how Schlosser uses his introductions to each chapter to paint a picture
that is relevant to the topic of the chapter. Sometimes, at the end of these sections, he also gives a sort
of thesis statement summing up the main point of the chapter.
However, in chapter 3, the relevance of the opening section is less direct that in chapter 2,
and Schlosser doesn't really give a thesis for the chapter. The photo and title for chapter 3 let you know
what the chapter will be about -- how the fast food industry treats its employees. Given that his focus
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in this chapter is on the treatment of employees, why does Schlosser begin with an extended description
of the city of Colorado Springs?
2.) Schlosser discusses several factors that led to the growth of Colorado Springs. What are they? What
role does he say that the fast food industry has played in the growth of this city?
3.) Why does Schlosser say that teenagers are “the perfect candidates” for fast food jobs (68)?
4.) Explain what Schlosser means by the term "throughput" (68-70).
5.) In your own words, explain what Schlosser means when he says, “the stance of the fast food
industry on issues involving employee training, the minimum wage, labor unions, and overtime pay
strongly suggests that its motives for hiring the young, the poor, and the handicapped are hardly
altruistic” (71).
6.) Why is Schlosser critical of the fast food industry's goal of designing the work so that it would
require "zero training” of employees (72)?
7.) Why does Schlosser include the information about the fast food industry accepting “hundreds of
millions of dollars in government subsidies for ‘training’ their workers” (72)?
8.) Schlosser writes that “Roughly 90 percent of the nation’s fast food workers are paid an hourly wage,
provided no benefits, and scheduled to work only as needed” (74). He also writes, “The fast food
industry pays the minimum wage to a higher proportion of its workers than any other American
industry” (73). If more and more jobs like this are being created, what consequences do you see for our
society?
9.) What is "stroking"? Schlosser is critical of this practice -- why?
Discussion Questions -- Fast Food Nation, Chapter 3 (Page 75 to end of chapter)
7.) Schlosser describes a number of tactics the fast food industry uses to make sure that their workers
don't form unions. Summarize these tactics so that someone not in our class could understand you.
8.) Write a one-paragraph summary of Schlosser's main point in the section “Protecting Youth.”
9.) Joseph Kinney, the president of the National Safe Workplace Institute, tells Schlosser that, “No
other American industry is robbed so frequently by its own employees” as the fast food industry (86).
Look over the rest of this section to see how Schlosser explains why there are so many “inside job”
robberies.
10.) What is Schlosser's attitude/tone toward the conference he describes in the section “making it
fun”?
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Reading Test #1

Fast Food Nation
Dr. Hearn

Chapters 1 & 2

English 101A Spring 2007

Name: ______________________________________________
Open Book, Open Notes, Closed Neighbor
If you need more room, continue your answers on the back

1) Author Eric Schlosser uses Carl Karcher’s story as a metaphor for the story of the fast food
industry – how it started and how it changed over time. Explain how Carl’s story is a
metaphor for this.

2) Explain how the McDonalds brothers revolutionized the restaurant industry. Be sure to
include specific details from Chapter 1 and don’t use exact quotes – I want to see you
explain it in your own words.

3) How were Ray Kroc and Walt Disney similar politically? In your answer, be sure to discuss
how Disney treated workers who wanted to join a union, and Ray Kroc’s effort to lower the
minimum wage for young workers (36-37).

4) Schlosser writes that Disney was one of the first business people to use a marketing strategy
called "synergy" (40). Imagine you are explaining synergy to someone not in our class – in
your own words, explain how McDonalds uses synergy and then, come up with your own
examples of synergy from the entertainment industry today.

5) Use details from chapter 2 to make one strong point supporting fast food and soda
marketing in public schools. Then, use details from chapter 2 to make one strong point
against allowing fast food and soda companies to market in public schools.

Chapter 7

43

Paper #1: Fast Food Nation, Chapters 1-3
Dr. Katie Hearn

Chabot College

English 101A

Spring 2007

The Big Picture: What I’m Looking For:
The main thing I want you to do in this essay is use important ideas and information from Fast Food
Nation to develop your own answer to a question below. The essay should be a balance of material
from the book and your own critical voice/commentary. It shouldn’t be only your opinion, and it
shouldn’t be only a bunch of facts and quotes from the book.
Questions:
Choose one, or combine more than one
1. Eric Schlosser says, “I’ve written this book out of a belief that people should know what lies
beneath the shiny, happy surface of every fast food transaction. They should know what really
lurks beneath those sesame-seed buns” (10).
Use specific ideas and information from the first three chapters to explore this idea. What does
“lurk” beneath the surface of the fast food industry? And do you agree with Schlosser that
people should know about these things? Why/Why not?
2. Schlosser writes that fast food is both something we buy and a “metaphor” for America today.
Use specific ideas and information from the first three chapters to explore this idea. What does
the growth of fast food symbolize/reveal about American culture?
3. Schlosser is critical of the kinds of marketing being directed at kids by fast food and other
companies. Do you agree that this marketing unfairly exploits children? Do you think the U.S.
should pass laws limiting it? Why/why not? (Make sure you include specific ideas and
information from chapter 2 in your discussion.)
4. Schlosser is critical of the ways the fast food industry treats its workers. Do you agree with his
criticism? Why/why not? (Make sure you include specific ideas and information from chapter 3
in your discussion.)
5. In Fast Food Nation, Ray Kroc describes the fast food business like this: “rat eat rat, dog eat
dog. I’ll kill ‘em, and I’m going to kill ‘em before they kill me. It’s survival of the fittest” (37).
Use specific ideas and information from the first three chapters to explore this idea. How do
you see this “dog eat dog” attitude in what you’ve learned so far about the fast food industry?
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The Details: What I’m Looking For
!

Deep and accurate understanding of the book
The paper should show me that you have carefully read and understood the book. I’m not
looking for an opinion you could have come up with before even taking this class, or for you to
plug in a couple quotes that make it look like you read the book. I want to see that Schlosser’s
ideas and information have made their way into your brain and informed your own thoughts on
the topic.

!

A clear and specific main idea
In your own voice, I want you to answer the question you chose. This should be the main idea,
or thesis, that ties together your whole essay, and you should give it somewhere in the first one
or two paragraphs.

!

A paper that someone NOT in our class could pick up and understand
When discussing something from the book, be sure to explain it fully and clearly enough that
someone who hasn’t read the book could follow you. Including specific details and well-chosen
quotes helps a lot.

!

A well-organized essay
(I’ll give you more details on what I mean by this…)

!

Proper use of quotes
If you include Schlosser’s exact words in your paper, you need to be careful to let your readers
know by placing those words inside “quotation marks.”

!

Sentences that are as clear and error-free as possible
Take the time to proofread your paper and polish it up. Readers take your ideas more seriously
when you do.

!

At least 3 complete pages, typed, 12 point font, double-spaced, with regular-sized margins (1.25
inch on each side).
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Dr. Hearn

Paper #1: Fast Food Nation, Chapters 1-3
English 101A
Chabot College

Writer’s Name: _________________

Spring 07

Reviewer’s Name: ________________

Check the box that you think is appropriate
Assignment Requirement

Not
Done

Needs
Work

Fair

Well
Done

Critical Thinking
The writer should…
Show a good understanding of key ideas/information from
book.
Use her/his own critical voice to comment on material from
book.
Offer her/his own answer to the assignment question(s).
Sum up the paper with a clear thesis statement in the first
couple paragraphs.
Provide specific examples, details, information, quotes.
Explain ideas/information fully enough for readers not in our
class to follow.
Organization
The writer should…
Present ideas in an order that makes sense to readers.
Open with an intro that engages readers and conveys overall
focus of paper
Make sure each paragraph has a clear central focus.
Make sure each paragraph is a reasonable length (usually 1/3
to 2/3 of a page).
Use clear transitions to connect ideas and make the paper
“flow.”
End with a conclusion that completes the discussion
Mechanics
The writer should…
Proofread carefully so that sentences are clear, concise, and
free of errors.
Use “quotation marks” when including an author’s exact
words.
Produce at least 3 full pages -- double-spaced, 12-point font,
1.25” margins,
no extra spaces between paragraphs.
Comments:
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Now write a note to the writer about your overall sense of the draft. Make sure you discuss
what you think is strong, as well as specific issues you think might be improved during
revision.
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Appendix 5
Resources for Chapter 7
Angelo, T. & Cross, P., (1993) Classroom Assessment Techniques (2nd ed.). San Francisco: Jossey-Bass.
Bizzell, P., Herzberg, B., & Reynolds, N. (2003). The Bedford Bibliography for Teachers of Writing. Retrieved
January 12, 2009, from http://www.bedfordstmartins.com/bb/history.html
Center for Student Success. (2007). Basic skills as a Foundation for Success in California Community
Colleges. Sacramento, CA: California Community Colleges Chancellor's Office. Retrieved
January 12, 2009, from
http://www.cccbsi.org/Websites/basicskills/Images/Lit_Review_Student_Success.pdf
Intersegmental Committee of Academic Senates (ICAS). (2002). Academic Literacy: A Statement of
Competencies Expected of Students Entering California's Public Colleges and Universities. Retrieved January
12, 2009, from
http://www.asccc.org/Publications/Papers/AcademicLiteracy/AcademicLiteracy.pdf
Legislative Analyst’s Office. (2007). Analysis of the 2007-2008 Budget Bill: Education. Retrieved December
20, 2008, from
http://www.lao.ca.gov/analysis_2007/education/ed_22_6870_anl07.aspx
Lehr, F. (June 1995). Revision in the writing process. ERIC Clearinghouse on Reading, English, and
Communication Digest. #100. Retrieved from
http://www.indiana.edu/~reading/ieo/digests/d100.html
Twenge, J. (2007). Generation Me. New York: Free Press.
Other links:
Reading Between the Lives
Video available at http://www.archive.org/details/ReadingBetweenTheLivesPart1.mp4
Katie Hearn’s resources at Chabot College
http://online.chabotcollege.edu/khern
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Chapter 8

Effective Practices in ESL: Specialty Supplies
Introduction
A basic skills student’s academic dreams cannot be constructed if they cannot speak or write
in the academic language of the country in which the building stands. Given the changing
demographics of our state, this is a situation affecting more and more of our students. All of
us, whether we work in Student Services, teach transfer level courses or instruct students
with basic skills needs, must have good grasp of the blue prints and knowledge of the
specialty building supplies that second language learners must use in order to achieve their
academic dreams. This chapter is written for the hardworking English as a Second Language
faculty who are looking for specific strategies and practices to better help their students. It is
also written for faculty in other disciplines who are searching for methods to assist ESL
students in their courses.

A Quiz on Pertinent Facts about English as Second Language
While we know that ESL instructors understand the basic ingredients when learning a
second language and will ace this quiz, we hope these questions may be useful in
helping non-ESL faculty colleagues understand this discipline.
1. Learning a new language involves which of the following? (Please select any answer(s) that
applies to this question.)
a. learning appropriate vocabulary
b. cultural aspects associated with the new language
c. discovering the nuances of the language within social contexts
d. reexamining how the student learns language as to compared memorizing other
discipline content
e. carefully examining activities, beyond usual academic models, to create
comprehension and fluency
2. How many years does it take to acquire academic proficiency in a second language?
a. One semester
b. 1-2 years
c. 3-4 years
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d. 5-6 years
e. 10 years
3. Which of the following factors promote acquisition of a second language? (Please select
any answer(s) that applies to this question.)
a. youth, the younger one is the easier language is acquired
b. ability and access to interact with others in the second language
c. a drive to be grammatically correct before speaking
d. exposure to situations with extensive feedback and correction of errors
e. literacy in their first language
4. “Generation 1.5 students” refers to
a. students that have just recently immigrated from English-speaking countries
b. students who are children of immigrants and have fair English language skills
c. students raised in the US, fluent in spoken English, but English is not spoken in
their home
d. students whose reading and writing skills are not as proficient as their spoken
English
e. both c and d
Quiz Answers:
1. a,b,c,d,e
2. e
3. a, b, d, e
4. e
Before we share effective strategies that work for ESL students, it may be helpful to review
the research on academic literacy and language acquisition. While this may be well-known to
ESL instructors, it provides the clear expectations and understanding for non-ESL
instructors reading this chapter to gain a greater understanding of the ESL students in their
courses.

What is Academic Literacy?
The expectations for college-level academic literacy are clearly defined in Academic Literacy: A
Statement on Competencies developed by the Intersegmental Committee of Academic Senates
(ICAS) representing the California community colleges, California State Universities and
University of California. While special considerations are made for second language learners
(L2) it begins with college level literacy expectations for all students.
Competencies for entering students cannot be reduced to a mere listing of skills.
True academic competence depends upon a set of perceptions and behaviors
acquired while preparing for more advanced academic work.…The inseparable skills
of critical reading, writing, listening and thinking depend upon students' ability to
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postpone judgment and tolerate ambiguity as they honor the dance between
passionate assertion and patient inquiry. (ICAS, 2002, p.12)
According to the ICAS document, faculty expect very specific affective qualities, habits of
mind and abilities that display college-level thinking, reading, writing, and speaking. The
ICAS literacy competencies identify the visible outcomes displayed in students such as the
ability to: “exhibit curiosity, experiment with new ideas, see others points of view, challenge
their own beliefs, engaging in intellectual discussions, ask provocative questions, generate
hypotheses, exhibit respect for others viewpoints, and read with awareness of self and others
(ICAS, 2000, p.13). As elsewhere in this handbook, the ICAS research confirmed that
specific academic habits such as asking clarifying questions, participating in class discussions
and arriving to class on time, prepared and attentive are essential behaviors for success
(ICAS, p 13). Consistent with these findings, the appendix of this chapter contains specific
assignments tailored to develop these habits.
The dispositions and habits of mind that enable students to enter the ongoing
conversations appropriate to college thinking, reading, writing, and speaking are
inter-related and multi-tiered. Students should be aware of the various logical,
emotional, and personal appeals used in argument; additionally, they need skills
enabling them to define, summarize, detail, explain, evaluate, compare/contrast, and
analyze. Students should also have a fundamental understanding of audience, tone,
language usage, and rhetorical strategies to navigate appropriately in various
disciplines. (ICAS, 2000, p.13)
Obviously these competencies for postsecondary literacy are complicated for English
speakers. In a second language context, the challenge becomes even greater.
Acquiring the kind of language required in academic settings is a far more
challenging task than learning a language for merely conversational purposes and
takes much longer. L2 learners are often at a disadvantage because they are faced
with the task of acquiring and using English at the same time they are trying to learn
academic subjects. Classroom lectures in, say biology or history are given in English,
a report for anthropology is written in English; and assignments in mathematics
courses often require both sophisticated reading and writing skills in English for the
student to offer a solution to a problem. This, in instances where their Englishspeaking peers have only to accomplish one task, L-2 learners have to confront two
types of learning tasks – one in acquiring a new language and the other in gaining
content mastery. (CATESOL, 2002, p. 19)

Acquiring a Second Language
Next we move to the complexity of the task that ESL students have undertaken as they learn
academic English. Begin by imagining how well you would perform and how people would
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assess your abilities if you were in a foreign country attempting academic work. What
dedication, what motivation and what help would you need to succeed?
The California Pathways: The Second Language Student in High Schools, Colleges and Universities
(2002) identifies several major points relevant to second language acquisition:
!
!
!
!
!
!
!

Not all L2 learners have the same needs
Learning a second language is a unique process
Educationally useful distinctions among learners can be made
It can easily take ten years to learn a second language well enough to succeed
academically
Conversational fluency in English often masks a lack of competency in reading and
writing English
To best assist L2 learners reach their educational goals as quickly as possible, it is
important to identify them right away
Measuring skill level in a second language is not the same as measures in the native
language. (CATESOL, 2002, pages vi-x)

The components involved in language acquisition include socio-cultural, linguistic, academic,
and cognitive processes. These processes are interdependent and complex. Research shows
that it takes approximately ten years to acquire academic proficiency in a second language.
This kind of proficiency enables the learner to process information at a higher level of
critical thinking, including finding relationships, making inferences, and drawing conclusions.
The chart below lists a few factors that ESL faculty have identified as important in
promoting English acquisition.
FACTORS PROMOTING ACQUISITION OF A SECOND LANGUAGE
! Young age (0-14 years)
! Opportunities for interaction in English
! Literacy in the first language
! Several years of education in the first language
! Language instruction in English
! Feedback and instruction on errors
! Content instruction that contributes to language development
! Employment in an English-speaking environment
! Willingness to experiment and take risks using English
(CATESOL, 2000, p.22)
Which of these factors can community college faculty reasonably expect to address in order
to help students acquire English? Some of these factors cannot be incorporated within our
classrooms, but some factors we can initiate within the learning environment.
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Take a moment to think about your classroom environment and activities. Use the box
below to describe some strategies that incorporate the factors above to help students acquire
academic language success. In addition, the appendices include numerous activities that
incorporate these factors.

In order to more effectively assist these students, it may help to have a clearer picture of
who L2 students are. This is relevant because greater and greater numbers of California
community colleges classrooms and student service situations mirror the populations within
ESL courses. It is essential that ESL instructors can articulate their work and collaborate to
help non-ESL instructors in an effort to help all students succeed.

Who Are ESL Students?
On the first day of class, an ESL faculty member knows that he or she will be stepping into a
classroom filled with students who speak different languages and who have different
learning needs. Some have advanced degrees acquired in other countries, but must start all
over again to learn the academic English of this nation. Others have been unable to receive
advanced education in either this country or their country of origin. Still others have lived in
the United States, but exhibit some of the characteristics of both first generation immigrants,
called Generation 1.0 and first and second generation immigrants, sometimes called
Generation 1.5. These students have grown up in the United States, speak fluent English,
and speak a different language at home, but are often far less proficient in reading and
writing English. These Generation 1.5 students are often unaware of their basic skills needs,
avoid ESL coursework and, as a result of their fluency in English, often baffle their non-ESL
faculty. More information about the various ESL student populations served in the
community colleges in California is provided in a report called Adult ESL and the Community
College (Crandall and Sheppard, 2004) http://www.caalusa.org/eslreport.pdf .

Generation 1.5
In the literature, a student is Generation 1.5 if he or she arrived in the U.S. as a pre-teen
school-age child (Oropesa & Landale, 1997, pp 429-455). This is a critical age in language
and academic development. In addition, these students have not acquired full literacy in their
own first language, which leads to special difficulties in acquiring English as their second
language. A particular problem for these students is that they have been exposed primarily to
conversational language (for basic communication), and that is the kind of language the
student, in turn, produces. For many of the ESL students, and Generation 1.5 students in
particular, entering community colleges, the greatest challenge is to process and produce
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language at a higher level of critical thinking which will allow them to succeed in
college-level work (Oropesa & Landale, 1997, pp 429-455). In addition,
An increasing number of U.S. high school graduates enter college while still in the
process of learning English. Referred to as generation 1.5 students because they
share characteristics of both first- and second-generation immigrants (Rumbaut &
Ima, 1988), they do not fit into any of the traditional categories of nonnative English
speakers enrolled in college writing courses, nor have they been the focus of much
research on students learning to write in English as a second language (Harklau,
Losey, & Siegal, 1999). Familiar with U.S. culture and schooling, generation 1.5
students have different learning needs from other English language learners, such as
immigrants with limited English proficiency and international students who travel to
the United States for the express purpose of earning an American college degree.
It takes many years for literacy in a second language to develop fully. To be
successful in college, generation 1.5 students may need to unlearn previous practices
and learn new ways of approaching writing. To do this, they need access to
instruction that recognizes that they are different from other English language
learners. This instruction needs to make room for their diverse backgrounds and
strengths and prepare them for life outside the classroom. (Harklau, 2003, p.1)

Important Facts about Generation 1.5 Language Learners
Language Acquisition

Acquired through informal interaction with friends, family,
classmates and coworkers, English dominant siblings and
radio and TV

Oral/aural dominant

May not notice grammatical features; may use incorrect
verb and word forms, confuse count and non count nouns,
plurals, articles and prepositions (e.g. don’t see the
difference between “confident” vs. “confidence”)

Use of Meta language

Generally lack language for grammatical terms to
understand grammar errors (when teachers talk about a
progressive verbs or gerunds, they look blank).

In Speech and Writing

Rely heavily on context – use body language, intonation,
facial expressions to make themselves understood.
Writing is difficult because they lack these clues. When
proofreading, can’t identify mistakes.

Communication Skills

Highly proficient, but face difficulty in academic writing
that demands a high level of grammatical accuracy.

As stated earlier, all faculty in the community colleges are dealing with Generation 1.0 and
Generation 1.5 students, plus other ESL students with more specific needs. How are they
doing in our courses? What progress are they making? The ICAS research on Academic
Literacy included a survey of community college, CSU and UC faculty and this is what they
found:
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The dominant perception among our faculty respondents is that many L2 students
are not prepared to meet college level academic demands. Sixty-four percent of the
respondents noted that ESL students experienced difficulties in reading or writing at
the college level. However, some faculty stated that while ESL learners lacked writing
competency and struggled with sentence structure, word choice and grammar in
writing tasks, native English speaking students often made similar errors.
Some evidence from the study shows that because faculty are concerned that all
students be able to succeed, faculty may be adversely altering both the instructional
delivery and the kinds and amounts of reading and writing assigned. As one CSU
respondent commented: "If I had more confidence that ESL students would get help
with their writing, I would include a variety of assignments." This need for additional
resources outside the classroom for "ESL students" was noted by other respondents
who cited increased numbers of English language learning students needing special
assistance.
One UC respondent commented that systemwide "ESL problems are seriously and
largely unacknowledged by college authorities." Such perceptions may reflect, in part,
the difficulty of differentiating among populations of L2 learners and hence finding
either instructional or institutional remedies. College faculty do not generally
differentiate between categories of language minority students; "ESL" is faculty
shorthand for many types of students regardless of their varying language problems
and backgrounds. (ICAS, 2000, p. 29)

Data on ESL Student Success
The data below from the Report on the System’s Current Programs in English as a Second Language
(ESL) and Basic Skills show overall student success in ESL courses for the last 5 years
(CCCCO, 2007, p.35). ESL success seems to have a consistently higher success rate.

California Community Colleges
Student Success Rates in Basic Skills and ESL
Fiscal Year 2001-02 to Fiscal Year 2006-07
Academic Year

ESL Success
Rate

English Success
Rate

M ath Success
Rate

Total Basic
Skills Success
Rate

01-02

68.7%

59.5%

53.7%

61.2%

02-03

69.8%

60.7%

56.2%

62.7%

03-04

69.8%

60.5%

55.1%

62.2%

04-05

69.7%

59.4%

53.7%

61.3%

05-06

69.9%

58.8%

52.5%

60.6%

06-07

70.6%

59.3%

52.2%

60.5%

These days numerous reports are focused on basic skills and ESL student success. The
Accountability Reporting for Community Colleges Report (ARCC), documents student
progress through ESL courses. This data is reported to the Legislature and the public
8
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concerning the student success and progress in ESL for all 110 California community
colleges. The ESL improvement rate in 2007-2008 was 60.5% (CCCCO, 2009, p. xii). To
examine this data for individual colleges, the reports are at
http://www.cccco.edu/Portals/4/TRIS/research/ARCC/arcc_2009_final.pdf
However, we discovered that some of the data did not reflect correctly the pathway of
students through ESL. More information about the specifics of this data conundrum are
described in Chapter 12 which discusses the coding (CB21) for basic skills as reported in the
ARCC report. Specific ESL data problems were the result of two things -- incorrect coding
in ESL and the fact that ESL is composed of three disciplines (reading, writing and fluency
as exhibited in listening and speaking), making the tracking of student success through the
ESL pathway more complex.
So what do we expect from students as they become more proficient in English as a second
language? How do we define the skills students accomplish at each level of their
coursework? A project undertaken by the CATESOL organization (California Teachers to
Speakers of Other Languages) and the California Community College Chancellor’s Office
(CCCCO) described this in a document called California Pathways.

California Pathways Standards: Defining ESL Curricular Outcomes
CATESOL has defined proficiency statements for reading, writing, speaking and listening
which are available at http://www.catesol.org/pathways.pdf. Associated with these
statements are rubrics clearly showing the levels of expertise and sample student artifacts and
rubrics for assessing ESL proficiency attached to suggested curriculum models. The
appendix of the CATESOL document includes a complete set of effective practices for the
students from outreach and admissions through classroom practices. These are must see
resources!

Intersegmental Committee of Academic Senates (ICAS): Describing
Literacy Competency Expectations California Higher Education
A faculty task force appointed by ICAS distributed surveys to faculty who teach introductory
or first year courses English courses and gathered the results. Then the task force generated
a report that “combines our colleagues' views with research and our collective professional
experience to produce specific recommendations that will improve the level of literacy
among first-year students in all segments of higher education in our state” (ICAS, 2000, p.
2). These competencies were defined for English literacy as well as for those where English
is their second language. To review these statements of competency go to
http://www.asccc.org/Publications/Papers/AcademicLiteracy/ExecSummary.htm

Effective Strategies
This section of the chapter provides strategies with worksheets that you can download and
use to help students achieve the expectations in the ICAS competency document. Many of
these strategies provided by community college faculty are helpful for all students, though
they have been shown to help ESL students achieve better success. These strategies include:
! Start Up Activities
! Metacognitive Activities
Chapter 8
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!
!
!

Useful Techniques in the teaching of writing and grammar
Useful techniques in the teaching of reading and vocabulary
Useful techniques in the teaching of listening and speaking

Start Up Activities to Engage and Assesses Student Context
Getting to Know Your Students
The multicultural classroom creates the challenge of providing effective strategies and
learning environments to meet the needs of all students. To best meet their needs, it is
important to have some knowledge of their academic and linguistic backgrounds. We cannot
assume their level of education based on English fluency or lack thereof.
Gathering this information early in the semester can make it much easier for teachers to
prepare and adjust lesson plans according to the students’ needs. The form, Getting to
Know Your Students, included in the Appendix 1 has been used to gather information
about students. The level of education in the primary language has proven to be the most
helpful guide for instructors regarding the academic needs of the student.
Preparing your ESL Students for College Success
Faculty at Cañada College have shared the three strategies below that can help your students
to achieve better success. The worksheets are in the appendices. Research and data collection
on these strategies is still in progress but faculty report the use of these worksheets has
facilitated a better learning environment. The theory behind the strategies below are
consistent with the important self-regulated learning (SRL) required in collegiate settings. See
Chapter 5 for further information on SRL.
Time Management and Weekly Study Schedule
Because students are juggling responsibilities at home and at work, and must make sure that
homework assignments are completed, it is important that they have a grasp on the level of
commitment required for a college-level class. Helping students to document and analyze
their responsibilities as a whole is an important basic skill promoting student success. Two
helpful worksheets to contribute to this responsible time management includes an overall
time management form and a weekly form in Appendices 2 and 3). Reminding students at
the beginning of the semester, when they have a high motivational level, encourages them to
adequately plan and schedule time to complete their homework.
Course Information Quiz (Appendix 4)
Even beyond good time and life management, students need to be aware of their
responsibilities as learners. For ESL students, as for other college students, the first week of
classes can be intimidating as well as exciting. One effective method to promote a clear
understanding of the instructor’s expectations is to stimulate student engagement with the
course syllabus. The course syllabus clearly documents the faculty member’s expectations
and the workload and timelines associated with the course. One way to do this is to offer a
quiz on the syllabus on the first or second day of class that requires open ended responses.
The response format allows faculty to get a general look at writing skills and reinforces the
10
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language needed to be successful. In essence, the quiz creates an authentic situation for
second language learners to produce language in context.

Midterm Grade Report (Appendix 5)

Creating a culture of personal assessment and reinforcing students’ learning awareness is
integral to the meta-cognition and meta-linguistic awareness that helps students to acquire a
second language and succeed in college. Following up the initial time management tool with
a mid-term awareness report keeps students on the track to success.
You can assess each of these methods by doing these activities more than once
during the semester and comparing the results. Have your students developed
better time management or a better understanding of the course requirements?
If not, what can you do to help them maintain this awareness throughout the
course of the semester?

Expectations and Useful Techniques in the teaching of Reading
Before beginning with reading activities, we wanted to review the outcomes expected in
reading at post-secondary levels as described by the ICAS academic literacy document.
“When higher education faculty were asked to consider what factors might contribute to
students' lack of success, faculty in all three segments indicated that the absence of
analytical skills in reading was a definite factor in their lack of success. The following
chart indicates the kinds of reading skills college and university faculty indicate are
important for academic success. Note particularly the importance of analytical reading
and use of research. (ICAS, 2000, p. 19)

Chapter Ten of this handbook details reading strategies, such as schema building, scaffolding
SQ3R and KWL. These, like other study skills strategies, are effective for all students
including ESL students. Appendix 6 and 7 describe reading assignments that can be used or
modified for use with your students. Vocabulary building is another way of teaching students
of varying academic backgrounds.
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Building Vocabulary
Because community college students come from a range of educational backgrounds, at
times lacking prior knowledge needed to succeed in college, vocabulary building is one way
to improve reading, writing and speaking skills.
! Students can create study cards listing a new word that they have
encountered and then write the different forms of the word helping them to
become familiar with the suffixes in English that are used in different parts
of speech. For example nouns ending in –ment, -tion, -ance and so on. By
studying one word and the words that relate to it, students are increasing
their vocabulary exponentially.
Attention (n)
Attend (v)
Attended (v)
Attendee (n)
Attendance (n)
!

Another effective way to get students to engage with the vocabulary in a text
is to ask them to work in a group and identify five to eight words that might
be new to them and then ask them to write a few sentences about these
words and maybe even draw pictures related to them after looking up the
words in a dictionary. Then, the groups present this information to the entire
class (or another group), explaining why they chose those specific words and
their pictorial and written responses.
Explaining academic vocabulary within the assignment also reinforces the
reading skill of guessing meaning from context rather than looking up each
word in the dictionary which, apart from being time consuming, can also be
misleading at times.

!
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The Second Language Reading Proficiency Descriptors adapted from the California
Pathways listed in the appendix are another way to help facilitate reading
progress for ESL students. Many colleges offer multi-level ESL reading
classes, and as the Basic Skills as a Foundation for Student Success in California
Community Colleges Report shows, student placement in the correct level leads
to student success in the class. If teachers are able to identify the reading
level of their students, providing assignments and rubrics appropriate to that
level helps students to transition from one level to the next.
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Expectations and Useful Techniques in the teaching of Writing
The ICAS academic literacy document research indicated the importance of preparing to
students to write papers that “critically analyze the ideas or arguments of others; summarize
ideas and/or information contained in a text; synthesize ideas from several sources; and
report facts or narrate events” (ICAS, 2000, p.22 ). In addition the ICAS document
indicates that the “following language conventions represent college-level writing
conventions using vocabulary appropriate to college-level work and the discipline; using
correct grammar and punctuation; spelling accurately (ICAS, 2000, p.22).”
Learning to write is similar to learning a foreign language. The process of acquiring the skills
needed to write effectively is similar to the process of acquiring a second language as an
adult. Unlike first language acquisition, both writing and a second language acquisition as an
adult require a metacognition. To help students in this process of metacognition and
assessing student writing can become more productive if the writing descriptors are clearly
stated and understood.
Similar to the Second Language Reading Proficiency Descriptors (Appendix 13), the Writing
Descriptors for ESL courses (Appendix 12) can help writing teachers to facilitate learning at the
appropriate level. These descriptors can be used to create rubrics that are one way of guiding
students through the writing and editing process. Such rubrics can also be used to assess
both the teaching as well as the learning of writing. Examples of rubrics can include detailed
descriptors as listed in the Personal Statement Self-Editing Form (Appendix 11).
The descriptors should be assessed regularly to ensure faculty expectations and
student performance are related. The assessment might be through student
journals, student teacher conferences or faculty discussions. Faculty read the
student work together and score it using a common rubric. The real value of
these assessment activities is that they require faculty to dialog with each other about
students’ needs and issues in their classes, looking at actual student artifacts, such as papers,
reports or journals. Faculty who have engaged in this process often rate it as a refreshing
change from department meetings where the budget crisis or the faulty copier are the main
topics of conversation. Instead, they have a meeting entirely focused on student work, on
learning and teaching. As an example, the ESL faculty at El Camino College, led by Jenny
Simon, engaged in such an assessment. Here the faculty not only assessed student writing,
but used the process as a way to revise the rubric, making it more useful and drawing the
faculty together to “be on the same page,” in how they rate student work.
1. Rubric should be expanded to include "voice".
2. Rubric should be expanded to include a larger scale (four or five).
3. More uniform instructions given to faculty running the assessment (prewriting discussion parameters; whether as a one-step or two-step process-summary first and then response or summary/response written in same
time period).
4. Scoring doesn't have to take place simultaneously but each scorer given a
scoring task to complete in a defined time frame and then meet to
discuss papers already scored.
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5. Better tracking of multiply scored papers. Each paper should be read
twice and scores averaged for each paper.

Expectations and Useful Techniques in the teaching of Listening and
Speaking
Fluency in English is an essential element in student success. As described in the ICAS
document, “full participation in intellectual discussions and debates depends upon clear
speech and use of the vocabulary of the discipline. Successful students must be able to do
the following:
!
!

!
!
!

attend to and understand directions for assignments
listen and simultaneously take notes
· identify key ideas
· identify subordinate ideas
· differentiate between illustrative comments, supporting evidence and evidence
which contradicts the thesis
retain information received through listening
fulfill a range of roles in small group discussions
participate in class discussions
· ask questions for clarification
· ask clearly framed and articulated questions
· ask how comments are related to the stream of ideas. (ICAS, 2000, pp. 27-28).

Providing a rubric to students and listing the expectations for each presentation allows the
students to focus on specific areas that they need to improve throughout the semester. The
Speaker Evaluation Form (Appendix 14) and other similarly scaffolded documents create a
guided checklist for students to evaluate the presentations of their peers and to focus on
their own speaking and presentation skills.
Scaffolding assignments help students to follow directions (see Appendix 8 for an example
of a scaffold assignment). When you give specific written and oral directions, you reinforce
the information and provide the academic language required in other college-level classes,
which might not be presented explicitly to students. Writing out the directions and giving
them an example models the kind of language production expected by the instructor.
Providing specific guidelines also gives the students the opportunity to assess their own
progress and become responsible for their own learning. Even starting at a beginningintermediate level of a listening/speaking class, students can be given a rubric to rate other
students’ presentations as shown in Appendix 9 and 14. These kinds of oral assignments that
require interactivity and opportunity to gain fluency contribute to those success factors in
gaining a second language.
Providing students with guidelines for their assignments promotes engaged and focused
learning, which can help them prepare to transition to more advanced college courses.
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Changing demographics make ESL instruction one of the most important aspects of basic
skills education. ESL students represent the majority of FTES in basic skills. And yet, while
those L2 learners are involved in other courses, non-ESL instructors should be cognizant of
both the standards that should be maintained and some simple tools to help their L2 and
Generation 1.5 learners where they can in their specific discipline.
Once again consider these factors that research has shown increase language acquisition.
They can be incorporated into many activities, classes and student service interactions. If we
purposefully include opportunities for language development where we can, we will all
contribute to student success.
FACTORS PROMOTING ACQUISITION OF A SECOND LANGUAGE
! Young age (0-14 years)
! Opportunities for interaction in English
! Literacy in the first language
! Several years of education in the first language
! Language instruction in English
! Feedback and instruction on errors
! Content instruction that contributes to language development
! Employment in an English-speaking environment
! Willingness to experiment and take risks using English
Source: (CATESOL, 2000, p.22)
The appendices are filled with many tools you can download and use today. Take a tour and
try some of them out.
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Chapter 8 Effective Practices in ESL: Specialty Supplies

Appendix 1: Getting to Know Your Students
Appendix 2: Time Management
Appendix 3: Weekly Schedule Template
Appendix 4: Course Information Quiz
Appendix 5: Midterm Grade Report
Appendix 6: Book Report Presentation
Appendix 7: Directions for the Book Report Form
Appendix 8: Scaffold Assignment
Appendix 9: Presentation Evaluation
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Appendix 11: Personal Statement Essay
Appendix 12: Writing Descriptors for ESL Courses
Appendix 13: Second Language Reading Proficiency Descriptors (Table
Format)
Appendix 14: Speaker Evaluation Forms
Appendix 15: Resources for Chapter 8
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1. Country of origin

Appendix 1
Getting to Know Your Students

Number of years in the U.S.

2. Number of years studying English in school
3. Language(s) spoken
4. Other courses being taken this semester
5. Are you planning to earn an AA/AS degree at Cañada?

Yes

No

Don’t know

6. Are you planning to transfer to a 4-year university?

Yes

No

Don’t know

7. Educational Background:
8. Primary and Secondary Education:
School Year
1st grade

Check (")
if
completed

Country

Language of Instruction

2nd grade
3rd grade
4th grade
5th grade
6th grade
7th grade
8th grade
9th grade
10th grade
11th grade
12th grade
9. College/University
Degree

College or University,
Country

Major

Language of
Instruction

Associate Degree (2 years)
Bachelor’s Degree (4 years)
Master’s (2 years graduate studies)
Ph.D. (5-7 years graduate studies)
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Appendix 2
Time Management
Intermediate Reading
Name
FILL IN THIS CHART. THEN ANSWER THE QUESTION BELOW.
1 hour in class = 2 hours of study out of class
COURSES YOU
ARE TAKING NOW

GRADES
YOU
WANT TO
EARN

NUMBER
OF UNITS

HOURS
YOU
NEED TO
STUDY
(units X 2)

WHERE IN
YOUR TIME
SCHEDULE

WHAT HAVE YOU LEARNED ABOUT YOUR TIME MANAGEMENT FROM
THIS EXERCISE? USE COMPLETE SENTENCES IN PARAGRAPH FORM.
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Appendix 3
Weekly Schedule Template
Sunday

Monday Tuesday Wednesday Thursday Friday

Saturday

6:00 7:00
7:00 –
8:00
8:00 –
9:00
9:00 –
10:00
10:00 –
11:00
11:00 –
12:00
12:00 –
1:00
1:00 –
2:00
2:00 –
3:00
3:00 –
4:00
4:00 –
5:00
5:00 –
6:00
6:00 –
7:00
7:00 –
8:00
8:00 –
9:00
9:00 –
10:00
10:00 –
11:00
11:00 –
12:00
12:00 –
1:00
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Appendix 4
Course Information Quiz
Beginning Speaking/Listening
Introduce yourself to a partner. Learn your partner’s name. Write your name and your partner’s name below.
__________________________________________________________________
__________________________________________________________________
Read the questions and find the answers together. Use the Course Information sheet to find the answers.
Write your answers below the questions.
1. What is the CRN# for this course?
2. How can you contact the instructor?
3. What is the name of the textbook for this class?
4. When is the Final Exam for this class?
5. If you are absent, what should you do?
6. If you are absent more than four times, what will happen?
7. Will there be homework in this class?
8. What will happen if you turn in the homework late?
9. What can you do in the Learning Center for this class?
10. When will there be tests in this class?
11. Can you make up a test if you are absent on the day of the test?
12. What is Academic Integrity?
13. What is your final grade based on?
20
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14. Can you use your cell phone in the classroom?
15. Can you read other materials during class time?
16. How many holidays do we have in the Spring semester?
17. When should you ask questions in this class?
18. What are three things that you can do to be successful in this class?
19. If you want more help, can you get a tutor to help you?
20. Do you think that you will like this class?
21. What questions do you have for the instructor?
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Appendix 5
Midterm Grade Report
Name:____________________________ _
Class:______________________________
Midterm Grade:_________________________________________ _
Comments
You are on Early Alert because you are not passing.____________________________
Your absences are affecting your grade._____________________________________
You should get a tutor.___________________________________________________
You are passing.________________________________________________________
Your assignments are listed on the back with all the points that you have earned so
far this semester. Check this information carefully and make sure that it is correct. If
you have any questions about the assignments or points, please ask me.

Response to Your Midterm Grade
In order to evaluate your progress, ask yourself the following questions:
! Do I attend every class?
! Do I arrive on time?
! Do I pay attention in class?
! Do I take notes?
! Do I turn in all assignments on time?
! Do I review the material after class?
! Do I prepare enough for the tests?
! Do I ask questions when I need to in class?
! Do I ask for help when I need it?
If you are satisfied, how are you going to maintain your progress and your grade?

If you are not satisfied, how are you going to improve your progress and your grade?
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Write a response to your Midterm Grade, and make a plan for the rest of the
semester.
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Appendix 6
Book Report Presentation
Beginning Speaking/Listening

Name__________________

Complete this form about the book you are reading for your Book Report
Presentation.
Title:_____________________________________
Author:___________________________________
Number of pages :__________________________
Fiction or Nonfiction :________________________
Summary: _______________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________

Response :_______________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
________________________________________________________________________
____________________________________
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Appendix 7
Directions for the Book Report Form
ESL 831 AA Beginning Speaking/Listening
If you are not sure about any of these parts of your Book Report, please ask me.
Title:
Write the title of the book you are reading. The first letter of each important word in a
book title is capitalized, and the titles of books must be underlined. Be sure that you write
the title correctly.

Author:

Write the name of the person who wrote the book. Sometimes there are two or more names.
Write all the names.

Number of pages :

Write the number of pages in the book.

Fiction or Nonfiction : Identify if the book is fiction or nonfiction. Fiction means books and stories
about imaginary people and events. Nonfiction means books and articles about real
people, facts, and events, not imagined ones.

Summary:

This summary is a paragraph about the main ideas of the book that you have read. You
cannot include all of the ideass, so you have to decide which ideas are the most important in
order to tell your classmates about the book. Be sure that you tell the main idea of the book
from the beginning to the middle to the end. Do not tell your classmates about only the
beginning. A summary includes the beginning, middle and end of the book, so you have to
finish the book before you can write the summary.

Response:

This response is a paragraph about your opinion about the book that you have read. What
did you like about the book? What didn’t you like about the book? Did you enjoy the
book? If you did, why did you enjoy it? If you didn’t enjoy the book, why didn’t you enjoy
it? Would you recommend this book to your classmates? Did you learn anything from
this book? If you did, what did you learn? Do you want to read another book about this
topic? If you do, why do you want to read another book about this topic? If you don’t,
why don’t you want to read another book about this topic?
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Beginning Intermediate Listening/Speaking
Presentation Evaluation
Name:
!
!
!

Your presentation will be graded for the following (15 points):
Is it interesting?
Do you speak clearly?
Have you created transitions from one point to the next?

For your own presentation, answer the following questions
1. What do you think you did really well in your presentation?

2. How can you improve on your presentation?

From the other presentations, choose one that you think is done well and explain why you
chose it.
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Appendix 8
Scaffolded Assignment
Essay #4 Assignment – Non-verbal Communication
Advanced Writing
Topic – What are some differences in non-verbal communication between the U.S. and your
culture? Organize the ideas according to types of non-verbal communication, give examples of
each and whenever possible, explain the cultural value(s) expressed through the non-verbal
language. In other words, do not simply list the differences but analyze the meaning and/or
reason behind them.
Step 1
Take a few days to observe Americans’ non-verbal communication by watching their interaction in
real life, on TV or in movies and take notes. Be sure to note their relationship, context, age and
gender. Also, remember that what you see in the media is usually a bit exaggerated than real life.
Then compare their non-verbal communication with that from your own culture. What are some of
the differences, and what may be the reasons (e.g. cultural values) underlying these differences?
Step 2
Using your notes from your observations as well as the discussion on “Where Do We Stand?”
and the class discussion, make an outline:
I. Introduction
A. Summary of the article “Where Do We Stand?” (main points)
B. Thesis Statement (must be a complete sentence)
II. Body
A. One type of non-verbal communication
1. U.S.
2. Your culture
B. Second type of non-verbal communication
1. U.S.
2. Your culture
C. Third type of non-verbal communication
1. U.S.
2. Your culture
III. Conclusion
A. Summary
B. Final Comment
Step 3
E-mail the outline to me (choilinda@deanza.edu) by 6:00pm Monday, March 3. Any outline sent
later will lose points. I will comment on your outline and e-mail it back to you by 5:00pm the next
day.
The outline may NOT CONTAIN ANY COMPLETE SENTENCES except for the thesis statement,
and it should not be longer than one page in order for you to be able to use it during the in-class
writing.
Step 4
Revise your outline as necessary.
Step 5
Bring a large BLUE BOOK to class on Wednesday, March 5. You will not be allowed to use
your own paper for the in-class essay.
Step 6 Write the essay in class on Monday, March 9.
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Presentation Evaluation
ESL ESSAY GRADING SHEET – NON-VERBAL COMMUNICATION
NAME____________________________________________

Total_________/25 = __________%

Grade_____________

Content________/10

___Main idea is clear and consistent throughout
the essay
___The reading is effectively summarized in the
introduction
___The differences in non-verbal communication
are logically and clearly explained
___Ideas are developed with specific, relevant
and sufficient details and examples
___Ideas demonstrate critical thinking

Organization________/5

Language__________/10

___Thesis clearly states the main idea in the

___Vocabulary/expressions are appropriate

introduction

___Vocabulary is academic and sophisticated

___Introduction effectively leads to the thesis

___Sentence structures are appropriate

___Main idea is restated in the conclusion

___Sentence structures are complex and varied

___Conclusion contains an insightful final

___Comparison/contrast words are correct and

comment

varied.

___Each topic sentence clearly states the

___Generally correct spelling

difference in non-verbal communication

___Generally correct punctuation

___Sentences are logically and clearly

___Generally correct grammar

connected
___Paragraphs are logically and clearly
connected
COMMENTS:

___word form (parts of speech)
___word choice (vocabulary)

This paper has noticeable problems with:

___fragments/comma splice/run-ons (punctuation)

___verb tense/form

___spelling

___s/v agreement

___other:__________________________

Chapter 7

___articles
___plural nouns
___prepositions

**************************************

Appendix 10
Personal Statement Self-Editing Form
Advanced Writing
Background Information/Introduction
______ My personal statement begins with some type of hook.
_____ I have identified where I started and where I am now in the English Institute.
_____ I have included some background information about myself.
Academic/Career Goals
_____ I have identified my academic goals specifically.
_____ I have given specific details about my academic goals.
_____ I have identified my career goals specifically.
_____ I have given specific details about my career goals.
Extracurricular Activities
_____ I have given specific details about my extracurricular activities.
Awards and Honors
_____ I have given specific details about my awards.
_____ I have given specific details about my honors.
Special Circumstances
_____ I have given specific details about my special circumstances.
Conclusion
_____ I have summarized the information in my personal statement.
_____ I have thanked the committee for reading my application.
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Appendix 11
Personal Statement Essay
Advanced Writing
Background Information/Introduction
_____ Identify what level you started in and where you are now in the English Institute.
_____ Put some background information about yourself.
Academic/Career Goals
_____ Identify your academic goals specifically.
_____ Give specific details about your academic goals.
_____ Identify your career goals specifically.
_____ Give specific details about your career goals.
Extracurricular Activities
_____ Give specific details about your extracurricular activities.
Awards and Honors
_____ Give specific details about your awards.
_____ Give specific details about your honors.
Special Circumstances
_____ Give specific details about your special circumstances.
Conclusion
_____ Summarize the information in your personal statement.
_____ Thank the committee for reading your application.
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Appendix 12
Writing Descriptors for ESL Courses
Students’ writing should reflect most of the criteria from the appropriate level.
Prep
Writing Samples:
1. I like to go in The park with. my family TogeTher., end I like play with my broTher end
sisTer. in The park is very nice because I see The planT end my broTher liTle. playing.
end Too see my faThers very joy. my oTher favoriTe place is in my work because I like
working. end Too speak wiTh my bos, for Lerned InglisH Thiese is my place favorite.
2. I have one broter, and He place foth-bol. soukers and my only see He. maybi nex
weeken I’m place to be He. My sister shi layketh place to be He and mi to.
Beginning
Content
1. Write sentences based on retelling a story, pictures, or videos, or narrate a personal
experience or an experience that they know about.
2. Write questions and answers based on a series of pictures, a video sequence, or a reading.
3. Write directions, such as how to prepare a food dish, how to get from one place to
another, how to change a flat tire, etc.
Organization
1. Write in a unified manner and in a logical way on one topic. Be able to hold to their
theme.
2. Limited use of transition words where appropriate, e.g. sequencing adverbs such as first,
second, then, after that, finally, etc.
3. Correct use of time and frequency expressions where appropriate, e.g. last week, every
Saturday morning, always, usually, never.
Language
1. Simple and compound sentences with and and but as well as complex sentences with
when, after, because, and if.
2. Transformation of the above sentence types into both yes-no and wh-questions and into
negative sentences.
3. Correct use of basic tenses, imperatives, and modals.
4. Reasonably correct spelling, capitalization, and punctuation, including some use of
commas and apostrophes with contractions and possessive nouns.
5. Appropriate use of basic vocabulary described in the course objectives.
6. Occasional use of directly translated language.
Writing Samples:
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1. My favorite place is the Beach. I like see the sea blue, the birds flaying in the sky, the sun
hoting my skin. The beach is a place very nice for me.
2. My name is Jose I came from Mexico last year I am Married my wife is Blanca. We have
two children we go some times at the bech. I like play baseball I play center filder. In
UEA no play baseball only soccer.
Intermediate
Content
1. Able to address the topic.
2. Most ideas are relevant to the main idea.
3. Sentences are well connected
Organization
1. Ideas are logically sequenced and flow together.
2. Use coordinating and subordinating signals.
Language
1. Write simple and compound sentences
2. Recognize subject-verb agreement.
3. Be familiar with basic rules of punctuation, such as indentation, commas, periods,
capitals and exclamation marks.
4. Use simple but appropriate vocabulary
Writing Sample:
My favorite place its to be with my famyly, went we go to vacations, I remember went we
went to cancum. Mexico we hve a lats of fun time, I went with my wife I wit my thaoter and
with my son. They told mi that they hafe a good time to. Of course I field very good. One
other favorite place for me is my jop becouse I work in trees, I clim smoll and toll trees, end
I like wen, be very hig, end I kan se the city, that set
Intermediate High
Content
1. Focus on a specific topic suitable for a paragraph.
2. Differentiate between relevant and irrelevant material for a paragraph.
3. Generate ideas by brainstorming, clustering, and freewriting.
Organization
1. Write a paragraph with a topic sentence, concluding sentence and at least three
supporting sentences with transitions, illustrations and examples.
2. Write a descriptive paragraph with spatial order, narrative and process paragraphs with
chronological order, and expository paragraph with appropriate transitions.
3. Write an outline for a paragraph.
4. Recognize parts of an essay: introduction, body and conclusion.
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Language
1.
2.
3.
4.

Write and recognize a complete sentence.
Write and recognize compound and complex sentences.
Recognize and use verb tenses appropriately.
Be familiar with basic rules of punctuation: period, comma, semicolon, question mark,
exclamation mark, quotation mark, capitalization
5. Knowledge of basic spelling rules.
6. Make subject-verb agreements.
Writing Sample:
In the first time I came to United States, was so surprise, because you know everything is
new for you. people, customs, food, etc. I was only 18 years the first city a knew was the
Angeles is so big like Mexico city many traffic, hard to get same places and drive. That city
have beatiful places to – visity: Disneyland, Hollywood Studios, many places. Also have next
city to this is San Diego. I like this city because has a big zoo. I walked all the place and knew
many animals: Bears, lions, elephants, girafes, etc. So the Angeles City is so big with many
places to knew. This city also – is very close to my cantry. when I lived their was so easy to
go. many peoples the differents countries in this city. The only thing I don’t like is very
danger for the violence, most – joung people is in drugs, I hope the government do some
thing for this beatiful city.
Level IV
Content
1. The writer addresses the topic appropriately.
2. The main idea is clear.
3. Most supporting ideas are relevant and well-developed with specific details, examples
and explanations. Few ideas are irrelevant or not fully developed.
Organization
1.
2.
3.
4.

The introduction presents general statements and a thesis statement.
The conclusion restates the main idea and may present a new insight.
Each body paragraph has a topic sentence with a controlling idea.
Sentences and paragraphs are generally logically sequenced with coordinators,
subordinators and transitional signals, though the use might be somewhat mechanical.

Language
1. The vocabulary, though not very sophisticated, is generally correct. Errors in word
choice do not impede comprehension.
2. There may be a few non-idiomatic expressions.
3. There is a combination of simple, compound and complex sentences.
4. There may be a few run-ons and comma splices.
5. There are minor errors in spelling, punctuation and grammar, such as articles, verb form,
word form, and prepositions, but the errors do not impede comprehension.
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Writing Sample:
Arteaga, Mich is a little town were I was born. Arteaga is about 2 hrs from the nearest city.
The town is very small, the weather is warm, the population is about 10,000 people an there
are a few schools only two high schools, two colleges and two universities that you can study
only to be a teacher. some students from other towns or citys study there. There is not to
many jobs that’s why the people leave the town and the immigrate to another country. I
think Arteaga is a peacefull town and the people is very nice they know and respet each
other. In the center of the town tere is a little Plaza where everybody have fun every Sunday,
they go to church and then they go to a nightclub call Baby “O” rock. During the week if
you don’t go to school there is nothing to do.
Level V (ESL 400)
Content
1.
2.
3.
4.
5.
6.

The topic is relevant to the assignment task.
There is a clear, thoughtful thesis statement.
There is substantive development of the topic within the body of the essay.
Ideas are clearly supported and relevant to the topic.
Generalizations are supported with specific details and examples.
The essay is of sufficient length to successfully present an academic topic.

Organization
1. The essay is well-organized with a clear introduction, body and conclusion.
2. The body paragraphs show effective topic sentences with adequate, relevant, concrete
support.
3. The body paragraphs are logically sequenced.
4. The essay is unified.
Language
1. There are effective complex instructions.
2. There is a good sentence variety.
3. There are few errors in agreement, tense, number, word order/function, articles,
pronouns, prepositions, fragments, run-ons, or parallel structure.
4. There is a sophisticated range of vocabulary.
5. There are few errors of word/idiom choice, usage, or form.
6. There are few errors of spelling, punctuation, capitalization, or paragraphing.
Writing Sample:
My favorite Place
My favorite Place is Great America, because it has a lot of different rides and you have to
pay just in the entrance to get on the rides and also has the greatest shows. Everyone can
have fun in there starting from childrens throug adult. They have a great place that childrend
can have a lot of fun because it has a lot of rides for them and they even have an all area that
they can get wet with the spingles, has a playgrown that they can climb, jump and swing,
places to eat and rides to go on and for adult has all different kind of rides that can get on.
And all people can watch the shows and have fun. That why I like to go to Great America all
summer long.
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Appendix 13: Second Language Reading Proficiency Descriptors (Table Format)
El Camino Community College

Novice-Low

Novice-Mid

Novice-High

Adapted from California Pathways
Vocabulary / Text
Literal
Rapidity / Reading
Complexity
Comprehension /
Strategy
Information
Competence
Is sometimes able to Limited
-read isolated words
comprehension of
and common phrases, simple texts
especially when they
are strongly
supported by visual
context
Comprehends
Understands simple
Sometimes
familiar words
sentences which
understands clearly
and/or phrases which contain familiar
related sentences
may appear in lists,
words and phrases
when context,
labels, signs, forms,
background
and directions
knowledge, or visual
information support
meaning
Can
sometimes
locate
! Understands many
! Usually reads
facts in short, simple
common words
slowly, word by
texts
and/or phrases
word
! Sometimes
! Sometimes
understands new
understands
words and/or
common sentence
phrases when the
connectors and
context supports
transitional devices

Cultural References

Inference

--

--

--

--

Demonstrates
limited
understanding of
common cultural
references

--
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IntermediateLow

IntermediateMid

Understands most
common words
and/or phrases

!
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Can often locate
facts in short,
simple texts
! Sometimes
understands new
information from
texts with familiar
language
! Occasionally
understands the
central meaning
and/or details of a
text when content
and language are
familiar
! Can often read
! Usually
simple texts on
distinguishes
familiar topics with
between main
some fluency and
and supporting
speed
ideas which are
accessible
! Sometimes
because of
understands the
familiar content
meaning of new

! Often understands
clearly related
sentences when
context,
background
knowledge, or
visual information
support meaning
Reads word by word
or in short phrases
Occasionally uses
textual cues such as
sentence connectors
and transitional
devices to
comprehend the
meaning and
structure of a text

Often uses textual
cues such as sentence
connectors and
transitional devices to
comprehend the
meaning and
structure of a text

Occasionally
understands common
cultural references

--

Sometimes
understands common
cultural references

--
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words from
context

!

!

IntermediateHigh

Advanced

! Reads simple texts
on a variety of
topics with some
fluency and speech
! Often understands
the meaning of new
words from context
! Often understands
texts that are
grammatically
complex or on
unfamiliar topics
! Understands most
new words given in
a clear context
! Can read a range of
personal,

and/or language
Often
understands new
information from
texts with familiar
language
Sometimes
understands texts
that are
grammatically
complex or on
unfamiliar topics

! Usually distinguishes
between main and
supporting ideas in
texts on a variety
of topics
! Often understands
new information
from texts with
unfamiliar language

Uses a variety of
textual cues such as
sentence connectors
and pronoun
reference to
comprehend the
meaning and structure
of a text

! Usually understands ! Can usually adjust
the author’s
rate according to
purpose, point of
text
view, and tone
! Is able to use a
!
wide range of

Often understands
common cultural
references

--

Usually understands
common cultural
references

! Usually makes
appropriate
inferences
! Sometimes
understands
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professional, and
academic texts
! Usually understands
texts that are either
conceptually or
linguistically
complex
! Usually understands
texts that are
conceptually and/or
linguistically
complex
! Can read a wide
range of personal,
professional, and
academic texts

Superior

--

Distinguished

--

complex textual
cues to
comprehend the
meaning and
structure of a text

figurative language

! Understands the
author’s purpose,
point of view, and
tone
! Understands
complex
hypotheses,
argumentation and
supported opinion

Reads most texts
fluently and rapidly,
adjusting reading rate
according to the text

Understands
common cultural
references

! Makes appropriate
inferences
! Often understands
figurative language

Understands complex
hypotheses,
argumentation and
supported opinion
--

Reads most texts
fluently and rapidly,
adjusting reading rate
according to the text
Reads virtually all
texts fluently and
rapidly, adjusting
reading rate
according to the text

Understands most
common and unusual
cultural references

Interprets figurative
language

Understands
common and unusual
cultural references

Easily interprets
figurative language
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Adapted from: California Teachers of English to Speakers of Other Languages.
(2000). California Pathways—The Second Language Student in
Public High Schools, Colleges, and Universities. Retrieved January7, 2008 from http://www.catesol.org/pathways.pdf

Appendix 14

Speaker Evaluation Form
Name________________
Beginning Listening/Speaking
Circle the number that shows your evaluation of the speaker in these areas.
1= Very good

2= Good

3= Needs improvement

Name of the speaker:_____________________________________________
1. Did the speaker speak slowly?

1

2

3

2. Did the speaker speak clearly?

1

2

3

3. Did the speaker make eye contact?

1

2

3

4. Did the speaker stand up straight?

1

2

3

5. Did the speaker talk (not read)?

1

2

3

2

3

6. Did the speaker smile and enjoy presenting?

1

Additional comments:_______________________________________________
________________________________________________________________
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Effective Practices in Mathematics: Specialty Supplies
Introduction to New Perspectives in Teaching Mathematics
Welcome to the Mathematic Builders Emporium! This chapter contains a selection of construction
materials that mathematics faculty from across the state have found to be effective in helping
students with basic skills needs build their house of academic dreams. The supplies range from
planking and sheetrock for active learning to the nuts and bolts of classroom assessment techniques.
Research has shown that when instructing adult learners, teachers must actively involve participants
in the learning process and serve as facilitators for them. Cognitively Guided Instruction, Authentic
Assessment, Classroom Assessment Techniques (CATS) or a variety of active learning strategies are
all effective means of delivering curriculum this way. In addition, an added bonus with these
techniques is that they enable the instructor to get immediate feedback as to whether the content is
being understood by the student or, to use our construction metaphor, whether the student is able
to use a hammer to actually build. A variety of building methods are presented here because
mathematics faculty have reached no consensus about one best approach; try several and see which
works best for you and your students. If we’ve neglected to profile a strategy that you’ve found to
be effective, submit it to: http://bsi.cccco.edu/. This will enable us to share the wealth and
supplies with faculty across the state!
At the Emporium, we’ve found that the most successful teachers combine effective practices with
self analysis or assessment to determine what pedagogical techniques work best. It’s best to analyze
how your materials work and the soundness of what they construct as you’re building. The Final
Report of the National Mathematics Advisory Panel concluded that,
Teachers who consistently produce significant gains in students’ mathematics
achievement can be identified using value-added analyses (analyses that
examine individual students’ achievement gains as a function of the teacher).
The impact on students’ mathematics learning is compounded if students
have a series of these more effective teachers. (U.S. Department of
Education, 2008, p. xx)
An analysis of classroom pedagogy, use of student learning outcomes assessments and active handson learning by Graves found that teaching mathematics in context is essential to student success
(Graves, 1998, p. 2). Grave’s analysis of hands-on, objective-based, contextual mathematics
concluded that 70% of the students in the developmental mathematics cohort reported that this type
of teaching helped them understand mathematics concepts better than any previous courses
(Graves, 1998, p. 22). In addition, Grave, using pre- and post-testing, reported a 26.2% increase in
2
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fundamental mathematics course performance and a 90% increase in algebra course performance
(Graves, 1998, p. 23). Because mathematics is often referred to as a gatekeeper course, potentially
creating a barrier to student post secondary success, examining effective practices in mathematics is
an essential element to overall basic skills success. If you are new to understanding and documenting
desired student learning outcomes and ongoing assessment to improve pedagogical strategies you
may want to skip to Chapter 15 of this handbook on Course Assessment Basics: Evaluating Your
Construction.
You’ll notice that there are several aisles in the Emporium devoted to contextual mathematics or
mathematics in context. These supplies bridge the gap between abstract mathematical concepts and
real-world applications. Helping students to succeed in any course relies on the students’ ability to
make connections with their world perspective and needs (Bransford, 1999, pp. 12-13; Graves, 1998,
p. 20). Connections are a key feature—connections among topics, connections to other disciplines,
and connections between mathematics and meaningful problems in the real world. Contextual
mathematics emphasizes the dynamic, active nature of mathematics and the way mathematics
enables students to make sense of their world. Students are encouraged to explore mathematical
relationships, to develop and explain their own reasoning and strategies for solving problems and to
use problem-solving tools appropriately. In Developmental Mathematics: A Curriculum Evaluation
research indicates that making those connections will increase student success.
The overall results of the evaluation indicated an increase in students’
academic performance in mathematics. Responses also indicated an
improvement in both students’ and instructors’ attitudes about learning
and teaching mathematics using real-life applications. This was
demonstrated by their increased confidence and decreased frustration.
(Graves, 1998, p.2)
Another important aspect of mathematics success involves student’s examining their
own attitudes and misconceptions in mathematics. An extensive discussion about
student misconceptions and metacognition (examining their own learning) is covered in
Chapter 5 of this handbook. If your students are operating under misconceptions about
mathematics or misconceptions about their ability to learn mathematics, they will not be
able to learn the correct information until they have dealt with these misconceptions
(National Council of Teachers of Mathematics, 2000, p. 73). Recently mathematics
faculty at a regional Basic Skills Initiative meeting created a list of typical misconceptions
in their students. Do any sound familiar?
Some Typical Misconceptions of Mathematics Students in California
Community Colleges
I’ll never use this in real life!
I can create my own math, it is new math.
When I am confused in math; you should read – I really don’t have to do this!
If I do a Career Technical pathway, I don’t need math.
I can’t act like math is interesting, it’s not cool.
I don’t need a sentence, that’s English class.
I did the problem in my head. I don’t need to show my work.
¼ + 2/3 = 3/7 or 3/x+3 = 0/X =X
or -2 2 vs (-2) 2
or X -1 = -x
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Let’s start with a Quiz
What do you already know about effective building supplies for students with basic skills
needs in mathematics? Mark the best answer to the questions below.
1. Students with basic skills needs are more likely to sign up for which of the following courses?
a. Pre-collegiate or basic skills English courses
b. Pre-collegiate or basic skills mathematics courses
c. Pre-collegiate or basic skills reading courses
d. Pre-collegiate or basic skills study skills courses
e. Pre-collegiate or basic skills science courses
2. The California community college success rate (meaning an A,B,C, or pass) for students in precollegiate or basic skills mathematics courses in Spring 2007 was approximately
a. 35 - 39 %
b. 40 - 44%
c. 45 – 49%
d. 50 – 54%
e. 55 – 60%
3. Select the equation that best represents the relationship of the success rates in the following
basic skills courses?
a. Success in basic skills mathematics courses > success in basic skills English courses >
success in basic skills ESL courses
b. Success in basic skills English courses > success in basic skills mathematics courses>
success in basic skills ESL courses
c. Success in basic skills ESL > courses success in basic skills English courses > success in
basic skills mathematics courses
d. Success in basic skills mathematics courses = success in basic skills English courses =
success in basic skills ESL courses
e. Success in basic skills ESL courses > success in basic skills mathematics courses =
success in basic skills English courses
4. Which of the following strategies have been shown by research to contribute to success in basic
skills mathematics courses?
a. contextualizing the mathematics to real world applications
b. smaller class size associated with feedback and interaction
c. active learning strategies where students must facilitate their own learning
d. high expectations for student responsibility
e. all of the above
5. The ICAS (Intersegmental Committee of Academic Senates) mathematics competencies
a. represent standardized education like No Child Left Behind
b. are the skills that students must routinely exercise without hesitation in order to be
prepared for college work as agreed upon by the community colleges, California State
Universities (CSU) and University of California (UC) faculty
c. are the learning outcomes for high school level mathematics
d. include competencies for all grade level mathematics courses
e. all of the above
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6. What percent of students who assess into basic skills mathematics three levels below college ever
make it to college level mathematics?
a. Less than 10%
b. Less than 25%
c. Less than 40%
d. Less than 50%
e. Greater than 50%
7. Which of the following have occurred where student learning outcomes have been created for
mathematics classes?
a. Faculty, both full-time and part-time, are focused on the same outcomes but are free to
use their own techniques to help student gain mathematics skills
b. Courses have been aligned within a mathematics sequence
c. Mathematics pre-requisites can be more easily validated for non-mathematics courses
requiring pre-requisite mathematics knowledge
d. Program review and program level assessments have been simplified
e. All of the above
8. Research has shown that students’ ability in mathematics is often
a. independent of reading and study skills
b. directly related to whether the student is a male or female
c. is impossible for dyslexic students
d. very dependent upon students’ literacy or reading skills
e. all of the above
9. Which of the following are true of rubrics?
a. Rubrics are only used in writing and oral student work
b. Rubrics are used only by K-12 teachers
c. Rubrics are only used to grade student work
d. Creating a rubric defines the expectations and criteria for student work in any discipline
e. Rubrics define criteria and expectations for student work allowing the student to
evaluate his or her own work and the faculty member to grade more uniformly
10. Student success in basic skills mathematics courses can be improved and has been exemplified in
several California community college research programs.
a. True
b. False
Please see Appendix 1 for the answers to the quiz.

Chapter 9

5

A Place for All Mathematics Students and Faculty to Start
One effective learning strategy for problem solving in mathematics is George
Pólya’s four-step problem-solving process. Pólya was a world-renown
mathematician made famous by his common sense approach to all problemsolving by constructing a framework of inquiry and experimentation (Pólya,
1957, pp. 5-6).

George Pólya’s Four-Step Problem-Solving Process
1. Understanding the problem
2. Developing a plan to solve the problem
3. Carrying out the plan
4. Looking back to be sure the answer solves the problem

These steps apply not only to mathematics and other academic areas but also to life skills. They will
be our guide through the chapter and Mathematics Emporium to discuss the difficulties that
students with basic skills needs have with mathematics and developing ways to solve the problem.
We begin with Pólya’s step 1: understanding the problem.

1. Understanding the problem
Problem Summary: Postsecondary students are more likely to enroll in a remedial mathematics than
in a remedial reading or writing class. The failure rate in these courses is alarming. Fewer than onehalf are successful on their first attempt. This overall success rate of 48% acts as a significant
barrier to college success for students with basic skills needs (CCCCO, 2008, MIS Datamart
information).
The very low success rate in basic skills mathematics is a great barrier because as a gate keeper
course, it can make or break a college career. In addition, employers identify deficient basic
mathematics skills as common, particularly in students graduating from high school (The
Conference Board, 2006, p. 13). The source of the problem is as varied as the number of students in
a class. As you probably know from your own classroom and discussion with colleagues, students at
the basic skills levels in mathematics have a variety of misconceptions, missed conceptions, and
under-developed skills about your discipline.
If you’re not sure about this, why not take a simple poll of the students in your classes and ask about
their high school preparation? You will, perhaps, not be surprised to learn that often their
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secondary education experience in mathematics was poor or non-existent, even in California where
all students who graduate from high school must have three years of mathematics beyond prealgebra. Though they took those classes, their learning experience may have consisted of sitting
through context-free blackboard presentations and completing worksheets. These students are not
accustomed to disciplined study of mathematics or any other subject, often they may not have
experienced much success in any academic work. These students believe that they can only learn
what the teacher tells them and have little experience engaging with interesting mathematical ideas,
working from self-motivation or successful learning in an academic setting. They also miss the
opportunity to apply what they know to their everyday world.
California Community
College Mathematics
Success Rates:
48 % in Basic Skills
Mathematics Courses
53% in Non-basic Skills
Mathematics courses

Statewide data shows that in California community
colleges, the lowest success rate in basic skills
courses is found in mathematics courses. This is
also a common finding nation-wide. In addition,
several studies have indicated that mathematics
represent the roadblock for most students with
basic skills needs (Graves, 1998, p.22). However,
even with these low success rates, some of the
most significant pedagogical successes have also
been found through using innovative mathematics
strategies.

To review effective improvement strategies for
mathematics success, check out the MAPS process and
Summer Math Jam discussed later in this chapter. See
Appendix 2 for three articles on the Pathways through
Algebra project with recommendations, successful
strategies and data based on California community
college students. Review Grave’s article cited in the
references for the Mathematics Foundations Curricula.
The pedagogical strategies discussed in the Pathways
Project and throughout this chapter have improved
student success in mathematics. By success, we mean
that students achieve a C or better in the course. Now
consider the course success rate from your own classes,
how often do students drop and what percentage
routinely pass the course? This is important information
for you to know and to work with.

INCREASING
SUCCESS RATES
Some strategies have
shown increased
mathematics success
e.g.
Mission College -MAPS
Pathways through
Algebra
Mathematics
Foundations
Pasadena City College Summer MATH JAM

“But,” you protest, “several variables contribute to the
course success rate, and most of them are beyond my control. One of them,” you continue, “is that
the students have poor study skills or any other number of challenges completely unrelated to
math.” You are correct, in fact several factors contribute to student poor success in mathematics.
They include but are not limited to:
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1.
2.
3.
4.
5.
6.
7.
8.
9.
10.

Poor academic skills and learner identity
Lack of adequate counseling
Lack of adequate time devoted to learn due to low income requiring employment
Early childhood misconceptions
Attitudinal problems
Learning disabilities
Lack of career aspirations
Limited vision to see how mathematics connects to their life and future
Lack of maturity
Math anxiety

At this point, if you have skipped over Chapter 5 of this handbook, you might want to go back and
examine some of the handy tools that faculty have created to address these student-based issues
such as student responsibility and metacognition. Perhaps you can incorporate these tools into your
courses. However, we also know from research that sometimes student success is related to
curriculum alignment, active learning strategies, and contextualized curriculum. SO let’s see if we can
focus on some of the discipline-specific problem-solving strategies. Returning to Pólya’s step 2:
developing a plan to solve the problem, what do we know that can create better student learning and
increased student success in mathematics courses?

George Pólya’s Four-Step Problem-Solving Process
1. Understanding the problem

2. Developing a plan to solve the problem
3. Carrying out the plan
4. Looking back to be sure the answer solves the problem

2. Developing a plan to solve the problem
Plan Summary: Research shows class size plus active learning is an effective strategy to raise student
success. The plan to accomplish this must be three fold:
a) Implement active and contextualized learning strategies in classes with
appropriate class sizes,
b) Clearly communicate the college level competencies including the students’ own
responsibilities in mathematics classes, and
c) Design a course around appropriate SLOs that align with subsequent courses.
8
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A. Implement Active and Contextualized Learning Strategies

Class size + Active Learning = Success in Basic Skills Mathematics
The formula above has been supported by research and represents an important overarching
strategy to solve the lack of success in mathematics and to increase and improve student learning
(Center for Public Education, 2006). Class size is a very important factor in mathematics success. Of
course success is not based on class size alone. A small class without active learning will show the
same lack of success. However, with the appropriate class size, basic skills mathematics instructors
who engage their students in active learning have been able to inspire and awaken students with
basic skills needs to the joys of mathematics or, in the least, produce better mathematics success.
These are instructors who create classrooms that are socially comfortable, context-based in relevant
or interesting ideas, and actively engage students in thinking about and understanding mathematics.
As an added bonus, these experiences can also provide the students with immediate feedback that
both corrects their content knowledge and skills and helps them improve their learning processes.
This, in turn, affects their studies in many areas.
In addition to active learning and assessment strategies, make clear expectations concerning student
responsibilities. How do we make those expectations clear and communicate student learning
outcomes? In Appendix 3 is a simple tool, a mathematics study skills inventory that you can provide
to your students on the first day of class as you are taking roll. This documents expectations for
mathematics students. Some faculty reported that they use this strategy as a discussion on the first
week of class to norm the students’ perception of what is expected and to allow students to reveal
any misconceptions they have with regards to these components of learning. When students
discover that these expectations lead to success and are accepted by their fellow students, it begins a
metacognitive process as they evaluate their own responsibility and performance. We would like to
add another simple visual tool to share with your students.
“That is all well and good,” you might be thinking, “but I already stress all of that. It’s in my
syllabus, and I talk about it in class. As for the rest of that formula for success, my college or the
district decides my class size; I don’t have control over it. And I’m already using active learning
strategies, at least as often as I can while still trying to cover the material that’s required for each
level.”
Great! We know that you are working hard, and that sometimes your colleagues who teach higher
levels of mathematics may not appreciate all that you do. We hope that the specific pedagogical
strategies listed later in this chapter will provide you with additional items to add to your toolbox.
You may also want to peruse the two websites listed below from professional organizations that are
looking at effective pedagogical techniques:
! Amatyc found at http://www.amatyc.org/
! Developmental Math website for Amatyc http://www.devmath.amatyc.org/
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Original concept credited to Stan
Benkosky Mathematics Faculty at
West Valley Mission

Math Success
Do your homework

Take notes

Pay attention

He lifted his palm to us and
said,
“The Big Five:
Come to class
Come on time
Pay attention
Take notes,
Do your homework.”

Come on time

“If you could think of words to
describe a successful basic
math student, what would they
be?”

Come to class

We asked a faculty member
with over 30 years experience
of teaching basic skills
mathematics:

B. Communicate College Level Mathematics Competencies
What is needed to solve the problem?
First a target is necessary so that we are all aiming at the same outcomes. The
CSU, UC and CCC academic senates have adopted “college level”
mathematics competencies called the ICAS (Intersegmental Committee of
Academic Senates) Competencies. Mathematics classes should align to build
towards these competencies. This is our target as instructors and the students’ target that identifies
them as prepared for college level mathematics. Our classes and our curricula should cover these
areas and regularly assess the student’s abilities to complete tasks associated with these
competencies.
ICAS Statement of Mathematics Competencies (also in Appendix 4)
What follows is a collection of skills that students must routinely exercise without hesitation in order
to be prepared for college work. These are intended as indicators -- students who have difficulty
with many of these skills are significantly disadvantaged and are apt to require remediation in order
to succeed in college courses. This list is not exhaustive of the basic skills. This is also not a list of
skills that are sufficient to ensure success in college mathematical endeavors.
The absence of errors in student work is not the litmus test for mathematical preparation. Many
capable students will make occasional errors in performing the skills listed below, but they should be
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in the habit of checking their work and thus readily recognize these mistakes, and should easily
access their understanding of the mathematics in order to correct them.
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.
12.

Perform arithmetic with signed numbers, including fractions and percentages.
Combine like terms in algebraic expressions.
Use the distributive law for monomials and binomials.
Factor monomials out of algebraic expressions.
Solve linear equations of one variable.
Solve quadratic equations of one variable.
Apply laws of exponents.
Plot points that are on the graph of a function.
Given the measures of two angles in a triangle, find the measure of the third.
Find areas of right triangles.
Find and use ratios from similar triangles.
Given the lengths of two sides of a right triangle, find the length of the third side.

Near the end of Appendix 4 there are sample mathematics questions to provide further
explanation of these expectations. Now we would like you to be interactive with this
chapter. Using the table on the next page, make some connections between one of your
courses and the ICAS competencies. These competencies represent incoming college level
competencies. If you teach a basic skills mathematics course you will be helping students to learn
some of these depending upon the course level. How well can your students perform these
competencies? Should you be assessing your student’s ability to perform these skills? Are your
students aware of the target – college level mathematics competencies? Think about a particular
course you teach in mathematics. Check the appropriate boxes with respect to the ICAS
mathematics competencies relevant to a course of your choice and consider whether this validates
the curriculum and activities you use or indicates a potential area to include in your course
expectations of students.

ICAS COMPETENCY

Relevant Included
to my
in my
course
present
curriculum

Not
included in
my
curriculum

1. Perform arithmetic with signed numbers, including
fractions and percentages.
2. Combine like terms in algebraic expressions.
3. Use the distributive law for monomials and binomials.
4. Factor monomials out of algebraic expressions.
5. Solve linear equations of one variable.
6. Solve quadratic equations of one variable.
7. Apply laws of exponents.
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ICAS COMPETENCY

Relevant Included
to my
in my
course
present
curriculum

Not
included in
my
curriculum

8. Plot points that are on the graph of a function.

9. Given the measures of two angles in a triangle, find
the measure of the third.
10. Find areas of right triangles
11. Find and use ratios from similar triangles.
12. Given the lengths of two sides of a right triangle, find
the length of the third side.
Are there any other important competencies that are crucial to your course which are not listed in
the ICAS competencies? List them in the space below:

Another way to ensure alignment is to consider the work done between public education segments
that address these alignment issues by creating common assessments. One example of this is
Mathematics Diagnostic Testing Project (MDTP).

Statewide Intersegmental alignment - Mathematics Diagnostic Testing Project
(MDTP)
The following information was taken directly from the MDTP website at http://mdtp.ucsd.edu/
MDTP is an intersegmental educational project in California that develops, distributes,
scores, and reports the results of tests that measure student readiness for mathematics
courses from first year algebra to calculus. MDTP provides scoring services for California's
precollegiate schools and precollegiate outreach programs. MDTP materials may only be
used outside of California by accredited educational institutions that have a current license
with MDTP.
The CSU/UC Mathematics Diagnostic Testing Project was formed as a joint project of and
supported by The California State University (CSU) and the University of California (UC) in
1977. The charge to the workgroup included determining mathematics areas in which
12
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competency was necessary for success in certain mathematics courses and developing
diagnostic tests over these areas. The tests were used by both university systems. By 1986, a
series of four tests had been released for use by California high schools.
Every test that is released by MDTP is first field-tested, revised, and then field-tested again
and, if necessary, revised again. One essential criterion to be satisfied by each test is that its
topics and items are necessary for success in subsequent mathematics courses. The face
validity of the tests’ content is evidenced by the composition of the workgroup and by the
widespread acceptance and use of the tests throughout California. Every campus of the
University of California, approximately two-fifths of the campuses of The California State
University, and approximately three-fifths of the campuses of the California Community
Colleges use at least one of the MDTP tests as part of their matriculation process for
entering students. In addition more than 6,600 secondary school teachers chose to
administer MDTP tests to their students in 2001—2002.
Since 1982 MDTP has offered its tests and scoring services to California secondary schools.
Individual diagnostic reports are provided for students as well as detailed item analyses and
summary reports for teachers. The student reports indicate areas in which students did well
and those areas in which the test results suggest a need for further study in order to be
prepared for future coursework. The summary reports have been used by teachers to help
identify areas of the curriculum that seem to be working well and other areas or topics where
changes may be needed.
MDTP’s primary goal is to help California’s teachers prepare students for success in further
study of mathematics by identifying strengths and weaknesses in their students’ conceptual
understanding and procedural skills.
More information about MDTP is available on the website at http://mdtp.ucsd.edu/ and we have
permission to include a sample written response and general scoring rubric for a sample question in
Appendix 5.
Now that we know what defines college level mathematics skills, how do we incorporate that into
our courses and programs overall? The first step in reaching the competencies, particularly any you
indicated on the previous pages as including in your course, is to develop the student learning
outcomes (SLOs) and assessments that correspond to the competency. Your college may already be
actively involved in this effort, and your department may have already created these. But in case you
are new to SLOs or just still confused, take a quick look at Chapter 15 of this handbook Course
Assessment Basics: Evaluating Your Construction for a more detailed explanation about this
process.
Mathematics faculty should discuss how these competencies can be converted into course level
SLOs that then align with subsequent courses and create a final set of program SLOs for the
department. Research in the Florida community colleges has revealed that the biggest barrier to
student success in mathematics courses is a lack of alignment. Learning concepts in one
mathematics class does not necessarily translate into success in the next class (Bachford & Slater,
2008, pp. 3, 11, 13).
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One best practice that facilitates better alignment at some institutions is to assign each basic skills
mathematics course a course coordinator and a common course final or at least a few embedded
mathematics problems/questions within different course finals. The common course final or
common mathematics problems/questions should be assessed under the direction of the course
coordinator in a department meeting. The assessment should result in an action plan for changes in
each course curriculum. Have a look below at the sample assessments and curricular discussions
from San Diego Mesa College and Golden West College. What is that assessment based upon? How
do we align basic skills courses to meet that target? And how do we keep students moving through
the mathematics sequence to success? Below are some examples of SLOs and Assessments and
conclusions some colleges have come to in order to improve the mathematics success.

B. Effective Practices: Creating a Mathematics Course that Focuses on
Success Using Student Learning Outcomes
Course SLOs guide and direct the content covered in a course, its activities and assignments. In
addition, the information gained from measuring them (called “assessments” in the SLO world) will
give you valuable information about how your students are doing, and what you can do to improve
their learning. This entire process can result in better success.
Below are some examples of SLOs from various California community colleges. Check out the
website maintained by Larry Green of CMC3 that serves as a storehouse for all levels of Mathematics
SLOs at http://www.ltcconline.net/greenl/SLO/SLOs/Math/MATSLOsStatewide.htm Notice
that colleges format their SLOs in different ways and emphasize different skill sets. The following
are samples. Your SLOs should be consistent with your curriculum, relevant to your students and
aligned to the subsequent course.
Pre-Algebra
College of San Mateo
1. Strengthen core entry skills, which are to perform
a. Operations with whole numbers
b. Operations with fractions
c. Operations with decimals
d. Operations with percentages
2. Perform operations on integers.
3. Simplify and evaluate variable expressions.
4. Solve a one variable first degree linear equation that models a situation.
5. Construct linear graphs.
6. Convert units of measure (includes American and Metric systems).
7. Perform operations with polynomial
Lake Tahoe Community College
Part I
1. Perform arithmetic operations with whole numbers, fractions, and decimals.
2. Translate written language into mathematical statements.
3. Apply the concepts in the course to real-life situations.
Part II
1. Solve problems involving decimals, percents and beginning algebra
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2. Translate written statements in to mathematical statements.
3. Apply the topics of Basic Arithmetic (Part II) to real life situations.
Solano Community College
1. Perform arithmetic operations on signed values including integers, fractions, and decimals.
2. Simplify algebraic expressions, evaluate formulas, and solve basic linear equations and application
problems.
3. Students obtain sufficient mathematics proficiency to be successful in a subsequent elementary
algebra course.
Beginning Algebra
College of San Mateo
1. Identify and apply basic algebraic concepts including slope, absolute value, scientific notation,
equivalent equations, laws of exponents, intercepts, horizontal lines, and vertical lines.
2. Solve systems of linear equations in two unknowns using graphing, elimination, and substitution.
3. Solve equations and inequalities in one variable.
4. Solve quadratic equations by factoring and by using the quadratic formula.
5. Solve elementary radical equations.
6. Graph linear equations.
7. Solve problems by application of linear functions.
8. Apply the properties of and perform operations with radicals.
9. Apply the properties of and perform operations with integer exponents.
Lake Tahoe Community College
First Quarter
1. Solve linear equations and inequalities.
2. Define and employ terminology and arithmetic relating to polynomials in one variable.
3. Determine the equation and graph a line given information about the line.
4. Manipulate expressions with integral exponents.
5. Apply course topics to real-world situations.
Second Quarter
1. Factor a polynomial.
2. Apply the four basic operations to rational and radical expressions.
3. Solve equations with rational and radical expressions.
4. Solve a 2 x 2 system of linear equations.
5. Solve quadratic equations.
6. Apply course topics to real world situations.
Solano Community College
1. Distinguish between and give examples of equations, solutions to equations, and algebraic
expressions.
2. Solve mathematical equations appropriate to the elementary algebra curriculum.
3. Formulate real-world problems quantitatively and interpret the results.
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Coastline Mathematics 030
Intermediate Algebra.
---------------------------------------------------------------------------------------------------1. Given a collection of data, determine if it fits a linear, quadratic, polynomial, rational, radical,
exponential, logarithmic, or logistic function; find the curve of best fit; graph the model with the
appropriate range and domain; analyze its behavior and make predictions.
2. Express a real-world problem as an equation or system of equations, estimate the answer, then
solve the equation or system to find a solution and judge its reasonableness.
3. Identify and graph conic section equations including parabolas, circles, ellipses, and hyperbolas;
show major and minor axes, intercepts, foci, and asymptotes; given a graph write the equation for
the conic section in standard form; and solve applications involving conic sections.
5. Use appropriate technology such as calculators and/or computer software to solve mathematical
problems, enhance mathematical thinking and understanding, and be able to judge the
reasonableness of the results.
6. Communicate mathematically both verbally and in writing by explaining each step and justifying
the answer after solving a problem.

C. Design a course with appropriate SLOs that align with subsequent courses
Assessing SLOs: Creating Success
One of the ways that the SLO assessment process improves student success is that it asks
faculty to write down the criteria that they use in grading. When students have a clear
understanding of the criteria necessary to complete an assignment or exam, they
often do better. Remember that students with basic skills needs are often particularly
lacking in this knowledge, due to high school preparation (or the lack thereof) and previous
academic experiences. Grading criteria needs to become more than the percentage of correct
problems that result in a certain grade. What is the process you use in your head when you grade a
problem? What are you looking for? Look at Appendix 6 for sample rubrics designed for specific
mathematics assignments. These rubrics clearly describe the criteria expected by students, making
grading easier and reducing student complaints and confusion.
Here’s an example of what we mean. The SLOs in the mathematics class listed below indicate the
ultimate grading criteria for this course. Students will not pass unless they can successfully
accomplish these measurable outcomes. Faculty know if students are learning these essential
competencies, the ones required in the SLOs, because all of the faculty teaching these courses use
identical questions in their finals. The department then meets to discuss the data from the embedded
questions to determine where they can improve instruction. Let’s look at two completed SLO
assessment cycles at two different colleges.
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San Diego Mesa College: A Sample Assessment Practice and Plans to Improve
Teaching
San Diego Mesa Mathematics department has agreed to embed questions on course finals as a
departmental assessment. They’ve asked instructors to use the question(s) as part of their final OR
give it as a separate quiz in or about finals week. The faculty do not all give the same final. Last
semester, they had better than 50% response on getting the results back from the faculty, and this
includes adjunct faculty teaching the same course. Although they encouraged all the instructors to
respond, there is no way to enforce compliance.
Dealing with the Assessment Results
Most discussion of the results took place at a meeting of the algebra committee, with a short report
at the department meeting. So far, any formal changes made have been to the question itself. This is
not uncommon. Faculty usually do not discuss questions used for exams, and yet how many of us
were trained in asking good questions? Many departments find that just the work in developing a
common question provides valuable dialog and training.
Individual instructors report that giving a common assessment has affected their teaching in ways
such as:
- they do more applied problems related to linear models in class
- they assign more such problems as homework
- they connect back to this idea in the chapter on functions
The general discussion among faculty has centered on two questions:
1. Is it important that students formally write out the model as opposed to calculating without
using variables?
The consensus is generally, yes, because it is important for further work. As a result they have
rephrased the question to emphasize using variables. Also, if the faculty concluded that if the
students can do the problem without variables, it is not clear that they have actually taught them
something new!
2. Should faculty also include relationships in which the independent variable is something other
than time?
The discussion revealed that the text only has a few problems using something other than time, so
this could be a factor in deciding to change texts. Alternatively, faculty suggested collaborating with
the sciences to get some sample questions.
This is an example of what is meant by “closing the loop” in SLO assessment jargon. By embedding
sample questions in departmental assessments faculty have created a learning environment to look at
what they do, what students learn and consider how they can improve. The resulting discussions and
changes made close the loop with the purpose of making students more successful. Many colleges
report that discussing these issues, which faculty are often left to deal with on their own, has
enlivened their teaching and improved the learning of their students.
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Golden West College Mathematics Assessment and Plans for Improvement
Golden West College has provided this complete and more formalized Student Learning Outcomes
Assessment Cycle report to use as another example.
Golden West College Mathematics Department
Student Learning Outcomes For Mathematics 005
A. SLOs
Upon successful completion of Mathematics 005 the student shall be able to:
1. Know all the fundamental operations of arithmetic on whole numbers, fractions and
decimals.
2. Do most of applications in percentage, ratio, proportion, and measurement
3. Converting between percentage, decimal and fraction
4. Reading graph, finding mean and median in statistics
5. Applying mathematics to real life application with mental mathematics calculation.
B. Embedded Test Questions
1. a) Evaluate:

" 6 $ "5 ! 5 % 2##
2

2

b) Evaluate:

36 $ 3 8

2. Kate invested 20,000 into an account that pays 7% annual interest compounded daily.
Find the interest earned in this account after 5 years. (Round your answer to the nearest
penny) Given: compound interest factor is 1.41902
3. Simplify:

" 4 $ 2# ! 6 & 3 % "5 $ 2#

4. a) Find the LCM of 30 and 42.

2

b) Find the GCF of 60 and 80.

5. A store marks up items by 28 percent. If an item cost the store $20.25 from the supplier,
what will the selling price be?
D. Collected Data
The following data represent the percentage of students who successively solved the embedded test
question. The symbol * indicates less than 65% of the students were successful.
Question #1 90%
Question #2 83.5%
Question #3 99%
Question #4 75%
Question #5 57%
E. Recommendations for Improving Success Rates
1. Recommend that students seek early tutorial assistance.
2. Find and recommend quality websites on these difficult topics.
18
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3. Prepare handouts to clarify difficult concepts.
4. Encourage students to use office hours.
5. Help students to form study groups.
6. Use, but with discretion, collaborative learning strategies.
7. Encourage students not to use a calculator with their homework.
8. Encourage students to practice mental mathematics calculation whenever they can in real life
situation.
Now that you have had a chance to view some plans from other schools, let’s look at Pólya’s step 3:
carrying out the plan.

George Pólya’s Four-Step Problem-Solving Process
1. Understanding the problem
2. Developing a plan to solve the problem

3. Carrying out the plan
4. Looking back to be sure the answer solves the problem

3. Carrying out the plan
Plan Implementation Summary: Add at least one active learning strategy to each class session. Use
SLOs to direct the activities, course content and to assess student understanding and abilities.
Ultimately a course and program assessment will help to direct the entire process and promote
student success.
During the Basic Skills Summer Institute in July 2008 we had mathematics faculty create brief
descriptions of active learning lessons. These are included in Appendix 7. The faculty developed and
taught these lessons and then, following effective practices, used a peer review rubric to assess the
lesson. This modeled what our behavior in the class should be. However, many faculty are stuck on
how to assess their teaching on the fly. When constructing your framework for basic skills success
you want to get regular feedback during the time you are teaching. This next part of the chapter
begins with samples of quick classroom assessment techniques, in order to monitor the learning in
your classroom. Classroom assessment techniques allow you to adjust your pedagogy, but also to
monitor learning on a real-time basis. We call this formative assessment because it helps you to
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formulate and reformulate on the fly. It provides feedback so students become more responsive to
the teaching and diagnostic information for the faculty member on what specific concepts the
students need more time on. In order to give students specific and helpful information, faculty have
found it useful to create rubrics detailing expectations. Sample rubrics are used throughout the
chapter and in Appendix 5. After focusing on the curriculum and assessment, let’s take a look at
some of the pedagogical changes that have been shown to make improvements in success. The
following quick and easy classroom assessment techniques will allow you to get immediate feedback
on your students’ expertise in what they are supposed to be learning.
One of the challenges of teaching mathematics at the community college level is that students have
generally taken the class before. Some have attempted the class multiple times without success,
leaving them with pockets of information that may be incorrect or incomplete. Determining which
pieces of information they have, don’t have or have processed incorrectly is part of assisting the
student to be successful. Each of the following strategies assists - in addition to creating a classroom
where the student is an active learner - in diagnosing the problem areas for individual students. As
with cognitively guided instruction, the intent is to build on the mathematics knowledge of students
based on what they already know.
Teaching is not a science; it is an art. If teaching were a science there would be a best way of
teaching and everyone would have to teach like that. Since teaching is not a science, there is
great latitude and much possibility for personal differences. ... let me tell you what my idea of
teaching is. Perhaps the first point, which is widely accepted, is that teaching must be active,
or rather active learning. ... the main point in mathematics teaching is to develop the tactics
of problem solving. George Pólya (O'Connor & Robertson, 2002, p. 2)

Sample Mathematics Active Learning Activities
The following sample mathematics active learning activities -- Minute Paper, Muddiest Point, or on a
3 x 5 problem – provide you with more opportunities to assess where the class is as a whole and the
types of problems individual students are having. It is an opportunity to address individual
weaknesses before the graded assessment.

Three by fives by Joan Córdova

At the beginning of the semester my students are asked to add 3x5 cards to
their list of school supplies. Virtually every class session they are asked to use
the 3x5 cards in a variety of classroom assessment exercises. The exercises
vary depending on what is needed including Muddiest Point, Minute Papers,
and sample problems.
Often the class will start with a 3x5 question on the board that assesses the topic of the previous
lesson. It takes a few minutes for the students to work and less than a minute to read through the
cards to see how well the class understood the lesson.
The cards are then shuffled and used to call on students throughout the class session. The cards
keep me from unknown biases I may have when calling on students. Maybe I only call on the kids
with pony tails or something. With the cards it allows me to call on them by name. They know their
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card is in the stack so they have a possibility of being called on. By the end of the class I try to have
made it all the way through the stack.
To help with the stress of being called on I use the “Who Wants to be a Millionaire” model. When a
student is called on they have an opportunity for a life line or to poll the audience. What is
interesting is that once they know they have an option, they will try the problem first. They are more
willing to offer answers and opinions. This was a very interesting unexpected outcome. It also gives
me an opportunity to ask “Is that your final answer” which gets them reviewing what they said.
Examples:
The first class after discussing addition of fractions with different denominators the 3 x 5 card at the
beginning of class might ask: When adding fractions, what is the first thing you need to know? Are
the denominators the same? is the correct response but the actual responses provide valuable insight.
When working on word problems the 3 x 5 card at the beginning of class might ask them to identify
the steps taken to work a word problem. Or perhaps ask the students what the first step in solving a
word problem could be. The answers may vary but what would be acceptable would be Read the
problem or something along the lines of Identify what the problem is asking.

Minute Paper

Description:
No other technique has been used more often or by more college teachers than the Minute Paper
(Angelo & Cross, 1993, p. 1). This technique -- also known as the One-Minute Paper and the Half-Sheet
Response -- provides a quick and extremely simple way to collect written feedback on student
learning. To use the Minute Paper, an instructor stops class two or three minutes early and asks
students to respond briefly to some variation on the following two questions: "What was the most
important thing you learned during this class?" and "What important question remains
unanswered?" Students write their responses on index cards or half-sheets of scrap paper and hand
them in.
Variations:
!

What was the most important point of the section?

!

What was the most surprising idea or concept?

!

What question remains unanswered in your mind?

!

What question from this class might appear on the next quiz/test?

!

What was the muddiest point of the class?

!

What was the main concept illustrated in class?

Step-by-Step Procedure:
1. Decide first what you want to focus on and, as a consequence, when to administer the Minute
Paper. If you want to focus on students' understanding of a lecture, the last few minutes of
class may be the best time. If your focus is on a prior homework assignment, however, the
first few minutes may be more appropriate.
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2. Using the two basic questions from the "Description" above as starting points, write Minute
Paper prompts that fit your course and students. Try out your Minute Paper on a colleague or
teaching assistant before using it in class.
3. Plan to set aside five to ten minutes of your next class to use the technique, as well as time
later to discuss the results.
4. Before class, write one or, at the most, two Minute Paper questions on the chalkboard or
prepare an overhead transparency.
5. At a convenient time, hand out index cards or half-sheets of scrap paper.
6. Unless there is a very good reason to know who wrote what, direct students to leave their
names off the papers or cards.
7. Let the students know how much time they will have (two to five minutes per question is
usually enough), what kinds of answers you want (words, phrases, or short sentences), and
when they can expect your feedback.
Use this Mathematics Example from Joan Córdova for a quick classroom assessment
After presenting information on simplifying fractions in an algebra class, the next class session might
begin using a 3 x 5 problem such as:
Simplify:

x2 – x
x2

When the cards are turned in they are quickly scanned for correct responses and common errors,
failing to factor the numerator before removing factors of 1, canceling the x2 terms, getting as far as
x (x – 1)
x2
or
x–1
x
and then canceling willy nilly (that is a technical term for random removal of terms) rather than
removing factors of 1.
The 3 x 5 is then reviewed discussing correct procedure and errors found on the cards calling on
students for details on factoring, factors of 1 etc.

Muddiest Point
Description:
The Muddiest Point is just about the simplest technique one can use (Angelo & Cross, 1993, p. 1). It is
also remarkably efficient, since it provides a high information return for a very low investment of
time and energy. The technique consists of asking students to jot down a quick response to one
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question: "What was the muddiest point in ........?" The focus of the Muddiest Point assessment might
be a sample problem, a lecture, a discussion, or a homework assignment.
Step-by-Step Procedure:
1. Determine what you want feedback on: the entire class session or one self-contained
segment? A lecture, a problem, a discussion?
2. If you are using the technique in class, reserve a few minutes at the end of the class session.
Leave enough time to ask the question, to allow students to respond, and to collect their
responses by the usual ending time.
3. Let students know beforehand how much time they will have to respond and what use you
will make of their responses.
4. Pass out slips of paper or index cards for students to write on.
5. Collect the responses as or before students leave. Stationing yourself at the door and
collecting "muddy points" as students file out is one way; leaving a "muddy point" collection
box by the exit is another.
6. Respond to the students' feedback during the next class meeting or as soon as possible
afterward.
Here is another example from Joan Córdova:
Following a demonstration on adding fractions with different denominators, leaving the last
problem (with vocabulary) on the board, ask the students to take four minutes to write down the
step in the problem that is the muddiest point for them. Ask them to specify the difficulty, if they
can.
7
3
5 + 10
5, 10 LCD = 10
7
3' 2
5 ' 2 + 10
6
7
10 + 10
6%7
10
13
10
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The fractions have different denominators
Find the lowest common denominator by factoring the denominators
Find equivalent fractions by multiplying by factors of one.

Combine numerators, keep the denominator.
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Each line of work is written in a different color ink which assists the students in identifying the line
where they don’t understand the work. What was done is written out to assist the students in
understanding what is being done.
When students have particular difficulty with topics they are asked to work problems in three
columns. The first column is their computation, the second column is the description of the
computation, the third column is the ‘rule’ that allows the step.

Raise your hand with a twist by Joan Córdova
There are times in the middle of a class when it is informative to know whether the students think
they have grasped the concept. One very quick assessment of this is having them raise their hand –
with a twist. Their hand is a scale from 0 – 5, representing where they are on the topic being
discussed. It is a quick read of where they are and allows for some help from classmates if there are a
few students who are unclear on the concept.
Asking the students to give me a “read” of where they are on the topic involves two steps. The first
is to determine a scale. The second is to then scan the room to see how they respond. It takes less
than a minute of class time.
If I have just finished working a problem and want to know if the students need to see another
example or are they ready to go on, the rubric might be
Fist
1 finger up
2 fingers up
3 fingers up
4 fingers up
5 fingers up

What? Are you talking to me? What class is this?
I’m beginning to see a type of problem.
With a tutor and a lot of time I could work the problem.
It might take some assistance for me to work the problem.
I could work these types of problems with help from my notes.
I could work this type of problem on my own.

Or:
Fist
1 finger up
2 fingers up
3 fingers up
4 fingers up
5 fingers up

If you don’t know what the main topic is.
If you know the topic.
If you know the topic and one subtopic.
If you know the topic and two subtopics.
If you know the topic and three subtopics.
If you know the topic and most of the subtopics.

The scale can be less defined by asking the students how confident they feel with the topic with the
fist being not at all and the 5 fingers being ready to take the test.
By the middle of the semester the students are making the assessment on their own. Some will flash
between two decisions. 3 - 4 fingers or 4 – 5 fingers indicating they are almost to the next step but
not quite there yet.
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It can also be used to determine the depth of their knowledge. For example at the end of a lesson on
quadratics asking them to show how many ways they know how to solve a quadratic equation.
Since we usually discuss four options their responses would be from fist to four fingers. For
additional information you can ask a follow up question, of the number of ways you know how to
solve a quadratic equation, how many are you comfortable using? How many would you be able to
list the steps involved in the solution?

Contextualized Mathematics Applications
Teaching mathematics in context is an important and effective technique for dealing with basic
mathematics skills. We know that not all mathematics education takes place in mathematics classes.
Contextualized mathematics application involves embedding relevant mathematics lessons in a
discipline topic in a non-mathematics course. For instance, focusing on the math skills necessary in
an automotive course or in a biology experiment make that mathematics more real and engage the
student.
Focusing on mathematics in other courses is an essential strategy to creating value in mathematics
skills. Career technical courses are trying to create contextual lessons in vocational courses that
enable students to relearn or cement those basic mathematics skills. Mathematics faculty need to
work with other disciplines to develop interesting assignments and activities that show the relevance
of basic mathematics skills in many contexts. Take a look at the contextualized mathematics
assignments found in Appendix 8 as examples.
Contextualizing mathematics in other disciplines areas means that mathematics faculty will need to
collaborate with faculty in other disciplines to create lessons that are accurate and complete. We
have been told that these collaborations have yielded benefit to all faculty involved. Mathematics
faculty often gain insight into authentic math applications they can build into their mathematics
courses as well as helping the discipline faculty.

MAPS - A Program that Creates Mathematics Success
One other approach to enhancing success for basics skills students is creating programs which
combine student services with mathematics. One such program is the MAPS program at Mission
College, which serves a diverse group of students, recruited from several Mission College programs,
including EOPS, Access, Avanzar, and DISC. In addition, the program actively seeks to include
students from those groups who have traditionally had poor success in basic skills and college
mathematics courses.
A counselor is available for each class section. The counselor and instructor work closely to ensure
student success. The counselor is available daily during class to talk to students regarding their grade
to date, missing assignments and absences. In addition, the counselor teaches study skills and
provides individual and academic counseling for students in the program. The MAPS team of
instructors and counselor meet on a weekly basis to plan program activities and discuss concerns
related to students' achievement in the class.
In addition to in-class tutoring, the program offers students group tutoring outside of class. Each
week, approximately 10 hours of tutoring are offered at various times throughout the day and early
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evening. The tutors are trained to reinforce the methods and approach taught in regular class. For
students interested in working with other students outside of class, study groups have also been
formed. Whenever possible, a tutor attends the study group to assist students with questions.
The program also arranges for guest speakers to visit the classes. These speakers have included men
and women working in technical field, motivational speakers, and informational sessions on transfer
agreements to the UC or CSU system.
MAPS Services
*
Academic, career, and personal counseling
*
Books on loan provided by Title V
*
Extended instruction time
*
Personalized attention and support from teacher, tutors, counselor, and peers
*
Tutoring in and outside of class
*
Improved study skills
*
Guest speakers
*
Participation in a class community
You can find more information on their website at
http://www.missioncollege.org/Depts/Math/MAPS/index.html or by contacting Linda Retterath linda_retterath@wvm.edu

Pasadena City College Summer Bridges and Math Jam
The Pasadena City College Summer Bridges and Math Jam programs are integrated approaches that
combine multiple efforts. The special summer programs--bridges (basic skills-level classes combined
with student success strategies) and "jams" (Two-week study jams in mathematics combined with
student success strategies) work with Faculty Inquiry Groups (FIGs) to better prepare teachers to
address the needs of basic skills students, revise curriculum, adapt pedagogy, etc.
FIGs ask faculty to become researchers of basic skills students and basic skills teaching and learning.
The programs engage faculty to gain a deeper level of understanding of teaching and learning, which
transform attitudes and practices to improve student success. The faculty have identified many
problems such as:
• Word problems are hard: students avoid them and teachers struggle to teach them.
• There is too much material to cover in class.
• New concepts in the last chapters are rushed through because faculty run out of time.
• It is hard to find time to show students real-world applicability.
After identifying these problems faculty worked to create more effective strategies to address them.
You can check out the results at Chung’s website, called Not Lost in Translation: How Yu-Chung helps
her students understand (and love) word problems found at
http://gallery.carnegiefoundation.org/specc/specc/specc_homepage.html
In addition, faculty reduced the number of topics to a reasonable number that could be covered,
learned and retained by students. Some faculty moved the concepts at the end of the book to the
beginning of the term. They determined that these lessons were important and so re-prioritized the
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order of the topics covered. Finally, faculty developed interactive hands-on approaches that
embraced real-world applicability and incorporated these into their lessons, much to the delight of
their students. This research centered approach to examining and revising curriculum has created
greater success for the students, more fulfillment for the faculty, and a habit of using inquiry to
identify and solve teaching challenges.

Reading and Mathematics by Dianne McKay
Reading in mathematics requires a specific approach. Mathematics reading involves deciphering
material that is factually very dense and has its own vocabulary that sometimes students find as
difficult as learning a foreign language. It also often requires visualizing as one reads. In addition,
reading and understanding word problems involves the higher level thinking skills of application,
analyzing, and synthesizing, in addition to literal comprehension.
Reading in mathematics requires students to SLOW way down, reading at approximately 10% of
their normal reading rate, pulling the meaning out of every word, phrase and sentence, and testing
understanding before moving on. Students should sketch graphs, study sample problems, and refer
back to explanations as they work through homework problems in a chapter.
Mathematics, like learning a foreign language, is progressive. What a student doesn’t learn in Chapter
One will haunt them in Chapter 2, and by Chapter 3 they are often lost. Students need help not only
to read mathematics, but also in management skills that teach them to keep current in order to be
successful.
Sierra College teaches a workshop on how to read word problems to help students with a major
hurdle in mathematics reading. What follows is a description of their program.

Sierra College’s Reading and Mathematics Connections
When developmental students have difficulty with reading, they can also have trouble with many
other subjects they take while in college. In fact, many educators agree that reading lies at the very
heart of all other disciplines. All courses have some component of reading imbedded in their
content, so it is logical to assume that the inability to effectively decode the written word can greatly
hamper the learning process for students.
At Sierra College, mathematics professors agree that reading is an integral part of students’ ability to
solve word problems. Many of these same professors agree that the computational part is not what
causes student difficulty with word problems. In fact, if the problem itself is set up for students
without them having to read and decode it, they are able to complete the mathematics portion of the
problem. The difficulty arises when students don’t read the problem carefully and cannot visualize
or interpret the words so that they know what it is they are looking for. That is why the steps of
pacing, annotating, translating, and paraphrasing are important to finding success with word
problems.
As a means of helping students understand the process of decoding mathematics word problems,
Sierra College offers a free ninety-minute Student Success Workshop nearly every semester. Students
can attend this workshop and learn a great deal about the process of understanding the reading of
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word problems, and they are given specific tools to help them turn the written word into a
mathematical equation. Below is an explanation of the process mathematics and reading faculty
use to teach this workshop as well as handouts they use with students during the workshop itself.
Sara Pries, Sierra College mathematics instructor explains the workshop process.
Word Problems Made Easy
I open by talking about word problems being puzzles that need to be taken apart and put back
together in a logical sequence. Then each student is given five puzzle pieces that they must put
together to form a square. I then talk to them about the importance of understanding what they are
reading and of having a logical approach to solving any word problem. I stress that the workshop
will not focus on the actual answers but on the process. Then I hand out “Seven Reading
Problems” (See Appendix 9) for them to do. For example: Is it legal in North Carolina for a man
to marry his widow’s sister?
Lisa Rochford, Reading Instructor, then hands out and discusses “How to Annotate a Text” and
“Word Problems Step-by-Step” that go through pacing, annotating, translating and paraphrasing.
Then we give them “Five Word Problems: Practicing Pace, Annotate, Translate, and
Paraphrase” (see Appendix 9) and model how to use what she has just gone over. We write
variable statements and equations for each one but do not work out the equations. We stress being
able to sort out what it is they are trying to find (the main idea) and what the supporting details
(facts) are.
Lynn Hargrove, mathematics instructor, then hands out and discusses key words and other
information on “Math Facts Information,” and she goes over “Tips for Solving Word
Problems Involving Multiplication and Division of Fractions,” “Solving Application
Problems,” and the “Three-Step Problem Solving Procedure” (See Appendix 9).

CRLA Certification by Wade Ellis
Many mathematics faculty have discovered that the problem with mathematics for many students is
the inability to read. The College Reading and Learning Association (CRLA) certifies a college’s
tutor training program. At this time, there are over 500 colleges and universities that have this
certification. There are three levels of certification: regular, advanced, master.
Each level requires an additional 10 hours of training and 25 hours of experience. After meeting the
requirements for an initial institutional certification for one year, CRLA offers a three-year renewal
certification which can be followed by a five-year recertification.
Tutors that have gone through such training can provide better tutorial assistance that emphasizes
strategies and processes over simple content mastery. Such programs help tutors understand the
need for tutees to be responsible for their own learning and begin to self-develop their own learning
skills. Such certified tutorial training programs also help Tutorial Centers move toward process
orientation and greater collaboration with instructors and course student learning outcomes.
For more information on how you can work on reading in your mathematics class, look at Chapter
10 of this handbook in the reading and mathematics section.
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Directed Learning Activities by Wade Ellis
A Directed Learning Activity (DLA) is a flexible learning tool used by a college to integrate a
Tutorial Center into the mathematics (and other discipline) curricula with the added bonus that
hours by arrangement can be legitimately collected from the Chancellor’s Office. An instructor
decides on a mathematical activity tied to the course curriculum that may:
o review a concept or skill before it is needed in class,
o enhance a student learning skill, or
o build toward proficiency in a specific student learning outcome (SLO).
The instructor constructs the DLA according to well-developed instructional design criteria,
provides the Tutorial Center with the written material for the DLA, and the Tutorial Center in
conjunction with the instructor trains the tutors who will help the student assess their work on the
DLA in the Tutorial Center. The course syllabus will require eight or more such DLAs during the
course.
The use of DLAs increases student use of the Tutorial Center for tutoring beyond the DLAs,
provides funding for the Tutorial Center, integrates supplemental instruction closely with courses,
and can provide a method for increasing student performance on the measurable course SLOs.
Chaffey College has successfully implemented a DLAs program in their Mathematics Success
Center.

Instruction Design Criteria
!

The language of the activity clearly connects to the course assignments, objectives, and/or
outcomes.

!

The tutor and Tutorial Center are an essential component of the activity.

!

The classroom instructor’s directions guide a significant portion of the activity. The tutor
mainly functions to review and enhance the learning experience.

!

The activity clearly indicates how the outcome will be further developed through classroom
instruction.

!

The goal of the activity is the development of skills and strategies rather than the mere
completion of exercises.
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Using Rubrics to Clarify Expectations for Work in Mathematics
and Enhance Success
For all assessments, it is important to clearly state what you expect and then to link
those expectations to the Student Learning Outcomes. Many mathematics faculty
have accomplished detailing criteria through writing rubrics that explain each aspect of the
assignment. Creating a rubric to grade work becomes essential when using common exams or
embedded questions. This allows the faculty to judge the work by the same standards.
As an example, take a look at the following mathematics rubrics, from the Barstow College
Academic Skills mathematics courses. These are used to explain scoring for extended responses to
mathematical assignments and provide specific diagnostic help to the student. The very useful and
innovative aspect of these rubrics is that a student rubric is provided in order to stimulate selfevaluative thinking concerning the student’s own mathematics abilities. Barstow has found that
using these two rubrics in combination has resulted in better student success overall. In addition,
faculty can use these rubrics and their results to assess course SLOs for accreditation using a process
called course embedded assessment (Again, look at Chapter 15 of this handbook). The beauty of this
process is that information is provided to the student to help him or her learn and information is
revealed to faculty, helping him or her to teach better. We have collected a variety of mathematics
rubrics for a variety of assignments. They begin under Appendix 6.
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MATHEMATICS SCORING RUBRIC: A GUIDE TO SCORING EXTENDED-RESPONSE ITEMS

Chapter 9

MATHEMATICAL KNOWLEDGE:

STRATEGIC KNOWLEDGE:

Knowledge of mathematical principles and concepts which
result in a correct solution to a problem.

Identification and use of important elements of the problem
that represent and integrate concepts which yield the
solution (e.g., models, diagrams, symbols, algorithms).

Written explanation of the rationales and steps of the
solution process. A justification of each step is provided.
Though important, the length of the response, grammar,
and syntax are not the critical elements of this dimension.

(

identifies all important elements of the problem and
shows complete understanding of the relationships
among elements

(

gives a complete written explanation of the solution
process; clearly explains what was done and why it
was done

(

shows complete evidence of an appropriate strategy
that would correctly solve the problem

(

may include a diagram with a complete explanation of
all its elements

(

identifies most important elements of the problem and
shows a general understanding of the relationships
among them

(

gives a nearly complete written explanation of the
solution process; clearly explains what was done and
begins to address why it was done

(

shows nearly complete evidence of an appropriate
strategy for solving the problem

(

may include a diagram with most of its elements
explained

(

identifies some important elements of the problem but
shows only limited understanding of the relationships
among them

(

gives some written explanation of the solution
process; either explains what was done or addresses
why it was done

(

shows some evidence of a strategy for solving the
problem

(

explanation is vague, difficult to interpret, or does not
completely match the solution process

(

may include a diagram with some of its elements
explained

(

gives minimal written explanation of the solution
process; may fail to explain what was done and why it
was done

(

explanation does not match presented solution process

(

may include minimal discussion of the elements in a
diagram; explanation of significant elements is
unclear

(

no written explanation of the solution process is
provided

Score
Level (

4

3

2

1

0

(

shows complete understanding of the problem’s
mathematical concepts and principles
uses appropriate mathematical terminology and
notations including labeling answer if appropriate

(

executes algorithms and computations completely and
correctly

(

shows nearly complete understanding of the
problem’s mathematical concepts and principles

(

uses mostly correct mathematical terminology and
notations

(

executes algorithms completely; computations are
generally correct but may contain minor errors

(

shows some understanding of the problem’s
mathematical concepts and principles

(

uses some correct mathematical terminology and
notations

(

may contain major algorithmic or computational
errors

(

shows limited to no understanding of the problem’s
mathematical concepts and principles

(

fails to identify important elements or places too
much emphasis on unrelated elements

(

may misuse or fail to use mathematical terminology
and notations

(

reflects an inappropriate strategy for solving the
problem; strategy may be difficult to identify

(

attempts an answer

(

no answer attempted

(

no apparent strategy

EXPLANATION:
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Score Level
(How many points
do you earn?)

4

3

MATHEMATICAL KNOWLEDGE:

STRATEGIC KNOWLEDGE:

EXPLANATION:

(Do you know it?)

(How do you plan?)

(Can you explain it?)

( I get the right answer, and I label it
correctly.
( I use math terms correctly to show I
understand how math works.
( I compute with no errors.

( I find all the important parts of the
problem, and I know how they go
together.
( I show all the steps I use to solve the
problem.
( I explain any work I do in my head or
with a calculator.
( I completely show pictures, diagrams,
models or computation if I use them in
my plan.

( I write what I did and why I did it in a
clear and concise manner.
( If I use a drawing, I can explain all of it
in writing.
( I describe my logical steps and my
critical thinking in a step-by-step
fashion.

( I use most math terms correctly and my
answer is reasonable.
( I make minor errors in computation.

( I find most of the important parts of the
problem.
( I show a reasonable plan and most of
the steps I use to solve the problem.

( I write mostly about what I did and not
why I did it.
( I describe my steps, but not clearly.
( If I use a drawing, I can explain most of
it in writing.

( I find some of the important parts of the
problem.
( I show some of the steps, but my plan is
not clear.

( I write some about what I did or why I
did it but not both.
( If I use a drawing, I can explain some
of it in writing.

( I find some parts of the problem.
( I show a plan that is limited.
( I show a limited number of steps I use
to solve the problem.
( I may include unnecessary information.

( I write or draw something that doesn’t
go with my answer.
( I write an answer that is not clear.

( I don’t show a plan.

( I don’t explain anything in writing.

( I understand my mistake

2

( I know how to do parts of the problem,
but I make major errors in computation
and get a wrong answer.
( I give a wrong answer or only part of
the answer.
( I try to do the problem, but I don’t
understand it.
( My answer is wrong and I cannot
explain why.
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( I don’t try to answer the problem.

0
August 2007

George Pólya’s Four-Step Problem-Solving Process
1. Understanding the problem
2. Developing a plan to solve the problem
3. Carrying out the plan

4. Looking back to be sure the answer solves the
problem

4. Assessing to be sure the answers (active learning, smaller class size,

contextualized mathematics, clear student learning outcomes, evaluation using
criteria in rubrics, etc) solves the problem

None of the strategies or exercises we have discussed in this chapter have any value UNLESS we
solve our problem of improving low student success in basic skills mathematics.

Summary
1. Understanding the problem - Postsecondary students were more likely to enroll in
a remedial mathematics than in a remedial reading or writing class. The failure rate in
these courses is alarming. Fewer than one-half are successful on their first attempt.
Remember the problem was that basic skills mathematics success was very low, 48%,
and acted as a barrier to student success in college overall.
2. Developing a plan to solve the problem – Research shows class size plus active
learning are effective indicators of success. The plan was three fold: 1) implement
active and contextualized learning strategies in classes with appropriate class sizes, 2)
clearly communicate the college level competencies including student’s own
responsibilities in mathematics classes, and 3) design a course around appropriate
SLOs that align with subsequent courses.
3. Carrying out the plan – Add one active learning strategy to each class session.
Using SLOs to direct the activities and course content student understanding and
abilities need to be assessed. Several quick classroom assessment techniques were
described and then rubrics were shared to assess course work. Ultimately a course
and program assessment help to direct the entire process.
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4. Looking back to be sure the answer solves the problem – Review your class
outcomes. Did more students complete the class? Did more students pass the class?
Review the successful programs presented in the chapter. Are there additional
changes to be made to increase student involvement in the class? So how do we
know if these are effective strategies? Again the answer is a type of assessment. It is
assessment at a higher level, the real professional level of teaching. We look at the
outcomes, examine data, and disaggregate it to look for patterns. It is referred to as
closing the assessment loop.
What follows is data collected and shared with us by Skyline College on their basic skills
mathematics course success, progression, and success in college level courses. It has been
disaggregated by gender, age and ethnicity. Several colleges have done this and, while it varies a bit
from college to college, the trends obvious in these data are similar throughout the state and would
most likely ring true in your institutional data. Recently, Skyline began to implement SLOs,
assessment and a basic skills strategic plan based on these outcomes. These data will form a baseline
to determine whether they have solved the problem identified in the research. This model of
“looking back” to see trends in longitudinal data represents an evidence-based type of inquiry that
has been useful in transforming problems of this nature.
The strategies Skyline College employs to address basic skills mathematics success will need to
address the needs of students in different ways and most definitely ask the question “Are some
student populations succeeding at far lower rates?” What considerations (cultural, curricular,
programmatic, etc.) will make success achievable by more students? Look at the data on the next
page and list the questions that come to your mind. Now that Skyline College has baseline data, what
should they measure in the future? What pedagogical changes might help students to succeed?
Now read Appendix 2 Pathways through Algebra. This study provides a completed cycle of inquiry,
data and identification of problems, analysis of interventions and recommendations to improve.
Become part of the group of innovative faculty who believe, based on data, that if students work
with us they can learn anything – even MATH!
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Appendix 1
Quiz Answers
1. Students with basic skills needs are more likely to sign up for which of the following courses?
B. Pre-collegiate or basic skills mathematics courses
2. The California Community College success rate (meaning an A,B,C, or pass) for students in
pre-collegiate or basic skills mathematics courses in Spring 2007 was approximately
C. 45 – 49% (47.6 for Basic Skills students available at
http://www.cccco.edu/SystemOffice/Divisions/
TechResearchInfo/MIS/DataMartandReports/tabid/282/Default.aspx_
3. Select the equation that best represents the relationship of the success rates in the following
basic skills courses?
C. the highest success rate is in basic skills ESL then English and finally mathematics
with the lowest success rate
4. Which of the following strategies have been shown by research to contribute to success in basic
skills mathematics courses?
E. ALL of these produce higher success; contextualizing the mathematics to real world
applications, smaller class size associated with feedback and interaction, active learning
strategies where students must facilitate their own learning, high expectations for student
responsibility
5. The ICAS (Intersegmental Committee of Academic Senates) mathematics competencies
B. are the skills that students must routinely exercise without hesitation in order to be
prepared for college work as agreed upon by the CC’s, CSU’s and UC faculty
6. What percent of students who assess into basic skills mathematics three levels below college
ever make it to college level mathematics?
A. Less than 10%
7. Which of the following have occurred where student learning outcomes have been created for
mathematics classes?
E. all of the above; Faculty, both full-time and part-time, are focused on the same
outcomes but are free to use their own techniques to help student gain mathematics skills,
Courses have been aligned within a mathematics sequence, mathematics pre-requisites can be
more easily validated for non-mathematics courses requiring pre-requisite mathematics
knowledge, Program review and program level assessments have been simplified.
8. Research has shown that students’ ability in mathematics is often
D. very dependent upon students’ literacy or reading skills
9. Which of the following are true of rubrics?
E. Rubrics define criteria and expectations for student work allowing the student to evaluate
his or her own work and the faculty member to grade more uniformly
10. Student success in basic skills mathematics courses can be improved and has been exemplified
in several California Community College research programs.
a. True
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Appendix 2
Pathways through Algebra Project
Improving Student Success Rates in Elementary Algebra
Kenneth Meehan, Ph.D. and Hal Huntsman
Retrieved from http://www.ijournal.us/issue_09/ij_issue09_09_MeehanAndHuntsman_01.html
The Pathways Through Algebra Project, founded in 1998 by a group of community college mathematics faculty, has been
focusing on improving the student success rates in Elementary Algebra. The following three articles provide some insight into
the issues that the Pathways Project is facing. They first appeared in the Pathways Annual Report for 2003/4. The first
article by Ken Meehan presents statewide data on student performance in elementary algebra and the impact and effect of some
Pathways innovation projects upon success rates. The next article by Hal Huntsman summarizes the findings of a statewide
survey of mathematics departments in the community colleges, specifically examining how departments are addressing the
delivery of algebra instruction. The final piece, also by Huntsman, discusses the student perspective on learning algebra in the
community college setting. For more information about the Pathways project contact Terrie Teegarden at
tteegard@sdccd.cc.ca.us.

Table of Contents
Please click on the title or scroll down for access to each article.
Pathways Report on Student Retention and Success in Algebra in California's Community
Colleges
By Kenneth Meehan, Ph.D
Pathways State Survey on Teaching Algebra
By Hal Huntsman
Pathways Focus on Student Perspectives of Learning Algebra
By Hal Huntsman

Pathways Report on Student Retention and Success in Algebra in California's Community
Colleges

Kenneth Meehan, Ph.D.
The Pathways through Algebra Project initially focused on Elementary Algebra because of the low
successful course completion rates in that course throughout the California Community Colleges. The
California Community Colleges Chancellor's Office defines success as the proportion of all students
enrolled at the census date who earn grades of A, B, C, or Credit. Retention, or course completion, is
defined as the proportion of all students enrolled at the census date who do not withdraw before the end
of the class. The original analysis of statewide data from 1998-99 indicated that the average success rate
throughout the system was approximately 46%.
A subsequent analysis of statewide data was conducted in the spring of 2004, examining data from the
then 108 California community colleges from Spring 2001 through Fall 2003 for both elementary and
intermediate algebra. Table 1 presents the retention and success rates for all colleges for each year.
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Table 1. Retention and Success in Elementary and
Intermediate Algebra

Level

Year

Enrollments Retention
Rate

Success
Rate

Elementary

2001

71,275

71.7%

47.5%

2002

74,907

72.2%

49.7%

2003

71,676

73.2%

49.2%

72.4%

48.8%

Total 217,858
Intermediate 2001

60,484

73.1%

50.8%

2002

63,344

73.2%

51.8%

2003

62,022

73.7%

51.5%

73.3%

51.3%

Total 185,850

The data were subsequently disaggregated by age, gender, and race. Tables 2 through 7 present these
results.
Table 2. Retention and Success in Elementary Algebra by
Gender

Gender

Enrollment

Retention Rate

Success Rate

Female

296,237

73.5 %

51.9 %

Male

191,876

71.5 %

46.4 %

Total

488,113

72.7 %

49.6 %

Table 3. Retention and Success in Elementary Algebra by Age
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Age

Enrollment Retention Rate

Success Rate

19 or younger

186,295

74.4 %

46.3 %

20 - 24

152,736

70.6 %

46.4 %

25 - 29

51,666

72.4 %

54.7 %

30 - 34

32,026

73.2 %

57.7 %

35 - 39

24,054

73.3 %

59.0 %

40 - 49

32,449

73.2 %

59.4 %

50 or older

10,776

69.7 %

55.4 %

Total

490,002

72.7 %

49.7 %
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Table 4. Retention and Success in Elementary Algebra by
Race

Race

Enrollment Retention
Rate

Success
Rate

African-American

48,650

66.3 %

40.2 %

American Indian

5,138

69.5 %

44.4 %

76.1 %

54.8 %

71.5 %

46.8 %

Other (Non-white) 9,652

72.2 %

47.9 %

White

180,292

74.5 %

53.5 %

Total

467,040

72.7 %

49.6 %

Asian
Islander

Pacific 55,402

Hispanic

167,906

Table 5. Retention and Success in Intermediate Algebra by
Gender

Gender

Enrollment

Retention Rate

Success Rate

Female

237,711

75.2 %

54.8 %

Male

177,048

73.2 %

50.1 %

Total

414,759

74.3 %

52.8 %

Table 6. Retention and Success in Intermediate Algebra by
Age
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Age

Enrollment

Retention Rate

Success Rate

19 or younger

171,469

76.9 %

52.5 %

20 - 24

147,780

71.7 %

49.0 %

25 - 29

40,236

73.0 %

56.0 %

30 - 34

20,823

73.7 %

59.3 %

35 - 39

13,608

74.5 %

61.5 %

40 - 49

17,299

75.2 %

63.3 %

50 or older

5,256

73.7 %

60.5 %

Total

416,471

74.3 %

52.8 %
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Table 7. Retention and Success in Intermediate Algebra by Race

Race

Enrollment Retention
Rate

Success
Rate

African-American

28,139

68.1 %

42.5 %

American Indian

3,833

70.0 %

47.0 %

Asian Pacific Islander

63,675

77.7 %

57.0 %

Hispanic

123,875

72.0 %

48.6 %

Other (Non-white)

8,859

73.9 %

52.5 %

White

166,058

75.9 %

56.0 %

Total

394,429

74.3 %

52.7 %

The initial analysis of the statewide data revealed significant differences by gender, age, and race and those
differences persist through the most recent analyses. Females have significantly higher success rates than
males, older students achieve higher success rates than younger students, and whites and Asians
outperform African-American, American Indian and Hispanic students. These results echo those of other
studies that indicate that the most at-risk population is young, male students of color.

Impact of Pathways Interventions

In a series of pilot studies, the Pathways through Algebra project attempted several interventions to
address the lack of success in elementary algebra. The three interventions consisted of (1) a computer
assisted course, (2) a mathematics study center, and (3) a mathematics study skills course. The intervention
groups were matched with other elementary algebra classes taught in traditional fashion. Table 8 presents
the results of the intervention through examination of success rates.
Table 8. Success Rates for Intervention and Control Elementary
Algebra Classes

Intervention

Intervention Classes Control Classes

Computer Assisted 44.1 %

48.6 %

Study Center

60.3 %

39.2 %

Study Skills

66.7 %

53.6 %

Total

58.2 %

40.9 %

The results are mixed but promising. For two of the interventions, the classes participating in the
intervention significantly outperformed the control classes, while the computer assisted class had a slightly
lower success rate. Refinements to the initial interventions have been made after examining the pilot
results.
Dr. Kenneth Meehan is the Director of Institutional Research at Fullerton College and the senior researcher for the Center for
Student Success for the Algebra Pathways Project.
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Pathways State Survey on Teaching Algebra
Hal Huntsman

During Spring 2004, Pathways asked every community college in California to answer a simple survey about elementary and
intermediate algebra. We received 68 responses, 61 of which were from separate institutions (out of the possible 109)1. The
data are rich and this report is a first attempt to draw inferences from it.

Summary

Our survey responses suggest that at least 50% of elementary and intermediate algebra courses are taught
by part-time faculty. In addition, the survey shows there are many instructors and institutions developing
new and innovative ideas with the goal of improving algebra student success. On the other hand, there are
barriers to the success of new initiatives:
!
!
!

Lack of resources;
Institutional and, perhaps more significantly, departmental resistance;
Lack of access to data with which to analyze their approaches.

Half Part-Time Faculty
According to the data, full-time instructors teach less than 50% of the elementary and intermediate algebra
classes, state-wide. Thus, if we are going to have a real impact on the success of our algebra students, oftneglected part-time instructors must receive professional development and access to data at least
equivalent to that given full-time faculty.
Of the 61 schools responding, 37 report they are using an alternative approach to teaching algebra.
Evergreen College is experimenting with four or five different programs—some aimed at specific
demographic groups—but all designed to connect learners with mathematics in more and different ways
than traditional lecture courses do. The attempt to create context and increase student motivation to learn
mathematics has been taken even further by instructors at the College of San Mateo and Orange Coast
College, who have independently developed entirely new curricula. Other alternative approaches include:
!

Required tutoring lab hours;

!

Computer-assisted instruction combined with traditional lecture;

!

Collaborative learning;

!

Elementary algebra offered as a two-semester sequence;

!

Learning communities with study skills or English courses;

!

Graphing calculators in the classroom;

!

A "reformed" style curriculum.

The number and range of these approaches should encourage us. A crucial next step is to identify what is
working best, for what kinds of students and for what kinds of instructors.

Additional Resources Needed
Respondents report that they need the following things to help them improve student success:
!
!

More tutoring;
More time to cover topics;
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!
!
!
!
!

Better prepared/motivated students;
More support—time, money, and other resources;
Smaller classes;
Training in alternative teaching techniques;
More and better communication among faculty and between faculty and administrators;

These points coincide with the responses to the survey's question about institutional support for change in
the department and classroom, responses that boil down to two issues:
!

!

Institutional talk supporting change is common, but resource allocation to enable that change is
less so. Resources include, but are not limited to, resources for tutors, release time for curricular
development, classroom allocation, resources for professional conferences, and reduced class size.
Resistance to (or at least lack of support for) curricular and pedagogical innovation can come both
from a college's administration and from within the mathematics department. Often the
intradepartmental opposition is the more intractable and results in marginalization of faculty
committed to improving instruction.

These data suggest that enabling change requires both resources and dialog. Innovators need to be talking
with their colleagues both within their departments and within their institutions as a whole; consensus
must be built so that support for good teaching and programs comes in the form of both resources and
institutional and departmental validation.

Lack of Clear Data and Accurate Communication
Lack of communication and information within institutions and departments is also the likely explanation
for the surveys we received from the six institutions from which we received multiple responses. None of
the multiple responses give consistent answers to all questions. There is disagreement even about
seemingly straightforward things, such as how many sections of elementary or intermediate algebra are
offered at that college. More to the point, faculty at the same institutional seem to be unaware of the new
approaches their colleagues in the same department—not to mention in the district, state, and nation—are
developing. Access to institutional data is an especially acute issue at smaller colleges without full-time
research officers.
Pathways sees this survey and its results as a first pass at the issues and we welcome your comments and
questions regarding this write up. You can e-mail Hal Huntsman at shuntsma@ccsf.edu or Terrie
Teegarden at tteegard@sdccd.cc.ca.us. We look forward to the continuing dialogue.
If you would like to see a copy of the survey we used and/or would like to see the results in more detail
please go to: http://research.ccsf.edu/Sample/PathWays.asp.
Hal Huntsman is a Certified Developmental Specialist, the Mathematics Lab Coordinator at City College of San Francisco
(CCSF), and the newest member of the Pathways team.
1

25 of 61 institutional surveys were completed by a known department chair or division dean. The other 36 were completed
by regular classroom instructors.
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Pathways Focus on Student Perspectives of Learning Algebra

Hal Huntsman
Student feedback can be an important source of ideas to increase algebra success. With that in mind, Pathways conducted a
series of student focus groups: April 22, 2004, at Laney College; June 11, 2004 at Southwestern College; and April 30,
2004, with students from the Delano Campus of Bakersfield College. This last group also presented their thoughts to faculty
and administrators at the Spring Pathways conference.
What do students say when asked what teachers should (and shouldn't) do to help them learn algebra? Asking this question
and listening carefully to the answers highlighted an important fact for me: too often we as teachers do not listen to our
students. Too often the focus in our classrooms is on the teacher, not the student, and as a result, we don't hear the students.

Mathematics Fears and Anxieties
What I heard them say was that even though they are "intimidated by math and math teachers," they want
to learn and they want their instructors to connect with them. Students feel that teachers forget how hard
it was to learn this material the first time and that too often instructors don't understand how their
students feel. One student suggested that she would like her instructors to research the high schools and
the community so that they "understand the kinds of schools we come from, how much we know, and
what kind of culture we live in." Many students stressed the need for teachers to be patient and not to
"show frustration when we're not getting it." They feel as though their teacher doesn't care if they hear a
comment like "'you should already know this'" or if the teacher "explains the problem once and then sends
us away." They especially don't want to be embarrassed in front of the class, and even very subtle
comments about grades or progress can fall into that category. In addition, teachers should be careful
about the use of sarcasm; many students—particularly non-native English speakers—miss the tone of
voice and absorb the words, thereby creating bad feelings and barriers to learning.

Making Algebra More Interesting
There were many suggestions about how to make mathematics more interesting, easier to learn and less
confusing. Students want teachers to "help us get involved. Small groups, games with competition, helping
each other learn—things like that keep us interested, not falling asleep." Along with that, "teachers need to
pay attention to whether a class is getting it or not. If the class is understanding, the teacher needs to move
on. If they aren't getting it, the teacher should slow down." They recommend using "step-by-step"
descriptions of material and avoiding explanations that differ too much from the book. Of equal
importance, students would like instructors to "answer questions as soon as you can, [because] when I get
put off too long, I forget my question and lose track of why I asked in the first place." Students also say
they learn better when homework is assigned, turned in, and graded every day. They like frequent reviews
and quizzes, as well as shorter tests more often, and when pushed for specifics recommended testing as
often as once a week. Finally, some students complain that "our teacher uses too many hard words and the
book does it, too. It's even worse when English isn't your first language."

Instructor Preparation
There was another whole category of comments regarding instructor preparation, a topic that came out
spontaneously from the students: "We can tell when teachers aren't ready for class and it feels like they're
just wasting our time. We feel disrespected." They want teachers to be prepared for class, ready with
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examples and activities. Students even suggested that "teachers should get together and share what kinds
of things work," a great idea if we at Pathways ever heard one.

Diverse Student Profile
The students who made these comments are remarkably varied. For example, the Laney group had several
students who had repeated Elementary Algebra, sometimes more than once. They were African-American,
Asian, Latina/o/a, Caucasian. They struggled and they sought help, but in some cases were turned off by
teachers and tutors that "run from you," "act above," and "don't really want to help." When that happens,
they stop seeking help from those sources. Despite these obstacles, all these students tried again; they
persisted, piecing together whatever help they could get from friend, classmates, and the teachers who
show that they care.
On the other hand, the students from Bakersfield College are mostly successful mathematics students,
some of whom want to become teachers. Their campus didn't have tutors available until recently, and
when they struggle they have learned to rely on each other. As a result, they are a tightly knit group of
women and men who help each other translate their texts and notes and teachers into Spanish, help each
other with concepts, and share their troubles and successes and ideas. Their parents are proud of them and
don't want their children to be field-working "mules" like they are. And despite all this, these students
thought of themselves as "average," a feeling my fellow interviewer and I explicitly questioned, in the hope
that they might see how very extraordinary they are.
Underlying all the students' comments and stories were the desires to be heard, to be respected, to have
teachers that care about them, and to learn—something they think they can do if given the opportunity
and encouragement. Hearing these desires is an important first step toward meeting them.
Hal Huntsman is a Certified Developmental Specialist, the Mathematics Lab Coordinator at City College of San Francisco
(CCSF), and the newest member of the Pathways team.
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Appendix 3
Mathematics Study Skills: Diagnostic Inventory
Rate your achievement of the following statements by rating yourself 3 for almost always, 2 for
sometimes, 1 for almost never, 0 if you have never even thought about doing what the statement says.
Selecting a Mathematics Class
1.

I schedule my math class at a time when I am mentally sharp.

2.

When I register for a math class, I choose the best instructor for me.

3.

If I have a choice, I select a math class that meets three or four days a week instead of one
or two.

4.

I schedule my next math class as soon as possible after I have completed the current
course.

5.

I am sure that I have signed up for the correct level math course.
During Math Class

6.

I come to class on time and even try to be early.

7.

I sit as close to front and center or the room as possible.

8.

Before class starts I review my notes

9.

I never miss class.

10.

If I must miss class, I get clear accurate notes and homework assignment and try to work
assignment before the next class.

11.

I make a conscious effort to focus each class period.

12.

My goal for each class is to learn as much as possible.

13.

I try to find a way connect new concepts to what I already know.

14.

I take good notes in class.

15.

I have a method for taking good notes.

16.

I ask questions when I don't understand.

17.

If I get lost, I identify where I got lost.

18.

I attend additional classes if I need to go through it again.
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Time and Place for Studying Math
19.

I study math every day.

20.

I try to do my math homework immediately after math class.

21.

I have a specific time to study math.

22.

I have a specific place with few distractions to study math.

23.

I do my math homework in the lab where I can get help.

24.

I am careful to keep up to date with my math homework.

25.

I study math at least eight to ten hours a week.

26.

I study in short sessions 45-65 minutes.
Study Strategies for Math Class

27.

I read my math textbook before I come to class.

28.

If I have trouble understanding the textbook, I find an alternative text.

29.

I take notes in math class.

30.

I am careful to copy all the steps of math problems in my notes.

31.

I ask questions when I am confused.

32.

I go to the instructor or lab when I am confused.

33.

I try to determine exactly when I got confused and exactly what confused me.

34.

I review my notes and text before beginning homework.

35.

I work problems until I understand them, not just until I get the right answer for
homework.

36.

I use flash cards for formulas and vocabulary.

37.

I develop memory techniques to remember math concepts.
Math Tests

38.
39.

I preview the test before I begin.
Before I begin taking the test, I make notes on the test of things such as formulas that I
might need or forget.

40.

I begin with the easy questions first.

41.

I take the full amount of time allotted for the test.

42.

I carefully check or rework as many problems as possible before I turn in my test.
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43.

When tests are returned, I keep a log of the types of mistakes I made—concept errors,
application errors, careless errors.

44.

I keep up to date so that I don’t have to cram the night before a test.
Anxiety

45.

I believe that I can succeed in math class.

46.

I have study partners in my math class.

47.

I find out as much as possible about each test.

48.

I take practice tests.

49.

I know several good relaxation and breathing techniques.

50.

I am comfortable asking for help.

Your final score is:
Here's How To Use Your Score
!

If your score is 130-150, give yourself an A. You are using the study skills you need in
order to be successful in math.

!

If your score is 110-129, give yourself a B. You are using good math study skills. Choose a few
strategies to work on each day, and you will be well on your way to an A.

!

If your score is 85-109, give yourself a C. Your study skills are average. If you want an A,
choose one or two strategies in each category to work on until you are using most of the
strategies described in the inventory.

!

If your score is below 85, you are probably having a difficult time in math class. Math
may not be your trouble! More than likely, your main problem is the study strategies you are
using (or not using). Make yourself do as many of the fifty things listed as you can.

Used with permission
Hopper, C. (2007). Math Study Skills: Diagnostic Inventory. Practicing College Learning Strategies, 4th edition,
Houghton Mifflin
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Statement on Competencies in Mathematics Expected of
Entering College Students
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Statement on Competencies in Mathematics
Introduction
The goal of this Statement on Competencies in Mathematics
Expected of Entering College Students is to provide a clear
and coherent message about the mathematics that students
need to know and to be able to do to be successful in college.
While this is written especially for the secondary mathematics
teachers, it should be useful for anyone who is concerned
about the preparation of California's students for college. This
represents an effort to be realistic about the skills,
approaches, experiences, and subject matter that make up an
appropriate mathematical background for entering college
students.
The first section describes some characteristics that identify
the student who is properly prepared for college courses that
are quantitative in their approach. , The second section
describes the background in technology, such as calculators,
that college students should have. The third section describes
the subject matter that is an essential part of the background
for all entering college students, as well as describing what is
the essential background for students intending quantitative
majors. Among the descriptions of subject matter there are
sample problems. These are intended to clarify the
descriptions of subject matter and to be representative of the
appropriate level of understanding. The sample problems do
not cover all of the mathematical topics identified.
No section of this Statement should be ignored. Students
need the approaches, attitudes, and perspectives on
mathematics described in the first section. Students need the
experiences with technology described in the second section.
And students need extensive skills and knowledge in the
subject matter areas described in the third section.
Inadequate attention to any of these components is apt to
disadvantage the student in ways that impose a serious
impediment to success in college. Nothing less than a balance
among these components is acceptable for California's
students.

For proper preparation for
baccalaureate level course
work, all students should be
enrolled in a mathematics
course in every semester of
high school. It is particularly
important that students take
mathematics courses in their
senior year of high school,
even if they have completed
three years of college
preparatory mathematics by
the end of their junior year.
Experience has shown that
students who take a hiatus
from the study of mathematics
in high school are very often
unprepared for courses of a
quantitative nature in college
and are unable to continue in
these courses without
remediation in mathematics.

The discussion in this document of the mathematical
competencies expected of entering college students is
predicated on the following basic recommendation:

Chapter 9

53

Section 1
Approaches to Mathematics
This section enumerates characteristics of entering freshmen college students who have the
mathematical maturity to be successful in a first college mathematics course, and in other
college courses that are quantitative in their approach. These characteristics are described
primarily in terms of how students approach mathematical problems. The second part of this
section provides suggestions to secondary teachers of ways to present mathematics that will
help their students to develop these characteristics.

P art 1
Dispositions of well-prepared students toward mathematics
Crucial to their success in college is the way in which students encounter the challenges of new
problems and new ideas. From their high school mathematics courses students should have
gained certain approaches, attitudes, and perspectives:
! A view that mathematics makes sense-students should perceive mathematics as a way of
understanding, not as a sequence of algorithms to be memorized and applied.
! An ease in using their mathematical knowledge to solve unfamiliar problems in both
concrete and abstract situations - students should be able to find patterns, make
conjectures, and test those conjectures; they should recognize that abstraction and
generalization are important sources of the power of mathematics; they should understand
that mathematical structures are useful as representations of phenomena in the physical
world; they should consistently verify that their solutions to problems are reasonable.
! A willingness to work on mathematical problems requiring time and thought, problems that
aren't solved by merely mimicking examples that have already been seen-students should
have enough genuine success in solving such problems to be confident, and thus to be
tenacious, in their approach to new ones.
! A readiness to discuss the mathematical ideas involved in a problem with other students and
to write clearly and coherently about mathematical topics-students should be able to
communicate their understanding of mathematics with peers and teachers using both formal
and natural languages correctly and effectively.
! An acceptance of responsibility for their own learning - students should realize that their
minds are their most important mathematical resource, and that teachers and other
students can help them to learn but can't learn for them.
! The understanding that assertions require justification based on persuasive arguments, and
an ability to supply appropriate justifications-students should habitually ask "Why?" and
should have a familiarity with reasoning at a variety of levels of formality, ranging from
concrete examples through informal arguments using words and pictures to precise
structured presentations of convincing arguments.
! An openness to the use of appropriate technology, such as graphing calculators and
computers, in solving mathematical problems and the attendant awareness of the
limitations of this technology-students should be able to make effective use of the
technology, which includes the ability to determine when technology will be useful and
when it will not be useful.
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! A perception of mathematics as a unified field of study-students should see interconnections
among various areas of mathematics, which are often perceived as distinct.

Part 2
Aspects of Mathematics Instruction to Foster Student Understanding and Success
There is no best approach to teaching, not even an approach that is effective for all students, or
for all instructors. One criterion that should be used in evaluating approaches to teaching
mathematics is the extent to which they lead to the development in the student of the
dispositions, concepts, and skills that are crucial to success in college. It should be remembered
that in the mathematics classroom, time spent focused on mathematics is crucial. The activities
and behaviors that can accompany the learning of mathematics must not become goals in
themselves-understanding of mathematics is always the goal.
While much has been written recently about approaches to teaching mathematics, as it relates
to the preparation of students for success in college, there are a few aspects of mathematics
instruction that merit emphasis here.

M odeling M athem atical Thinking
Students are more likely to become intellectually venturesome if it is not only expected of them,
but if their classroom is one in which they see others, especially their teacher, thinking in their
presence. It is valuable for students to learn with a teacher and others who get excited about
mathematics, who work as a team, who experiment and form conjectures. They should learn by
example that it is appropriate behavior for people engaged in mathematical exploration to
follow uncertain leads, not always to be sure of the path to a solution, and to take risks.
Students should understand that learning mathematics is fundamentally about inquiry and
personal involvement.

Solving Problem s
Problem solving is the essence of mathematics. Problem solving is not a collection of specific
techniques to be learned; it cannot be reduced to a set of procedures. Problem solving is taught
by giving students appropriate experience in solving unfamiliar problems, by then engaging
them in a discussion of their various attempts at solutions, and by reflecting on these
processes. Students entering college should have had successful experiences solving a wide
variety of mathematical problems. The goal is the development of open, inquiring, and
demanding minds. Experience in solving problems gives students the confidence and skills to
approach new situations creatively, by modifying, adapting, and combining their mathematical
tools; it gives students the determination to refuse to accept an answer until they can explain it.

Developing Analytic Ability and Logic
A student who can analyze and reason well is a more independent and resilient student. The
instructional emphasis at all levels should be on a thorough understanding of the subject matter
and the development of logical reasoning. Students should be asked "Why?" frequently enough
that they anticipate the question, and ask it of themselves. They should be expected to
construct compelling arguments to explain why, and to understand a proof comprising a
significant sequence of implications. They should be expected to question and to explore why
one statement follows from another. Their understandings should be challenged with questions
that cause them to further examine their reasoning. Their experience with mathematical proof
should not be limited to the format of a two-column proof; rather, they should see, understand,
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and construct proofs in various formats throughout their course work. A classroom full of
discourse and interaction that focuses on reasoning is a classroom in which analytic ability and
logic are being developed.

Ex periencing M athem atics in Depth
Students who have seen a lot but can do little are likely to find difficulty in college. While there
is much that is valuable to know in the breadth of mathematics, a shallow but broad
mathematical experience does not develop the sort of mathematical sophistication that is most
valuable to students in college. Emphasis on coverage of too many topics can trivialize the
mathematics that awaits the students, turn the study of mathematics into the memorization of
discrete facts and skills, and divest students of their curiosity. By delving deeply into wellchosen areas of mathematics, students develop not just the self-confidence but the ability to
understand other mathematics more readily, and independently.

Appreciating the Beauty and Fascination of M athem atics
Students who spend years studying mathematics yet never develop an appreciation of its
beauty are cheated of an opportunity to become fascinated by ideas that have engaged
individuals and cultures for thousands of years. While applications of mathematics are valuable
for motivating students, and as paradigms for their mathematics, an appreciation for the
inherent beauty of mathematics should also be nurtured, as mathematics is valuable for more
than its utility. Opportunities to enjoy mathematics can make the student more eager to search
for patterns, for connections, for answers. This can lead to a deeper mathematical
understanding, which also enables the student to use mathematics in a greater variety of
applications. An appreciation for the aesthetics of mathematics should permeate the curriculum
and should motivate the selection of some topics.

Building Confidence
For each student, successful mathematical experiences are self-perpetuating. It is critical that
student confidence be built upon genuine successes-false praise usually has the opposite effect.
Genuine success can be built in mathematical inquiry and exploration. Students should find
support and reward for being inquisitive, for experimenting, for taking risks, and for being
persistent in finding solutions they fully understand. An environment in which this happens is
more likely to be an environment in which students generate confidence in their mathematical
ability.

Com m unicating
While solutions to problems are important, so are the processes that lead to the solutions and
the reasoning behind the solutions. Students should be able to communicate all of this, but this
ability is not quickly developed. Students need extensive experiences in oral and written
communication regarding mathematics, and they need constructive, detailed feedback in order
to develop these skills. Mathematics is, among other things, a language, and students should be
comfortable using the language of mathematics. The goal is not for students to memorize an
extensive mathematical vocabulary, but rather for students to develop ease in carefully and
precisely discussing the mathematics they are learning. Memorizing terms that students don't
use does not contribute to their mathematical understanding. However, using appropriate
terminology so as to be precise in communicating mathematical meaning is part and parcel of
mathematical reasoning.
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Becom ing Fluent in M athem atics
To be mathematically capable, students must have a facility with the basic techniques of
mathematics. There are necessary skills and knowledge that students must routinely exercise
without hesitation. Mathematics is the language of the sciences, and thus fluency in this
language is a basic skill. College mathematics classes require that students bring with them
ease with the standard skills of mathematics that allows them to focus on the ideas and not
become lost in the details. However, this level of internalization of mathematical skills should
not be mistaken for the only objective of secondary mathematics education. Student
understanding of mathematics is the goal. In developing a skill, students first must develop an
understanding. Then as they use the skill in different contexts, they gradually wean themselves
from thinking about it deeply each time, until its application becomes routine. But their
understanding of the mathematics is the map they use whenever they become disoriented in
this process. The process of applying skills in varying and increasingly complex applications is
one of the ways that students not only sharpen their skills, but also reinforce and strengthen
their understanding. Thus, in the best of mathematical environments, there is no dichotomy
between gaining skills and gaining understanding. A curriculum that is based on depth and
problem solving can be quite effective in this regard provided that it focuses on appropriate
areas of mathematics.

Section 2

Technology
The pace at which advances are made in technology, and the surprising ways in which
mathematics pedagogy and curriculum change in response to those advances, make it
impossible to anticipate what technological experiences and skills students will need for success
in college in the coming years. Also, the diversity of responses to technology among the college
mathematics courses in California further impede the development of a clear statement on the
appropriate technological background for entering college students. But the general directions
are discernible. The past has shown us that scientific calculators make many problems
accessible to students that previously were not because of excessive computation. More
recently, we've seen that students can use the graphing capabilities of calculators to deepen
their understanding of functions. And now the advent of hand-held calculators that perform
symbolic algebra computations will certainly have a major impact on the instruction in algebra
and more advanced courses.
From all of this, it is clear that entering college students must have availed themselves of
opportunities presented by technology. The kind of graphing calculator or computer software
preferred at different institutions, by different instructors, in different courses, at different times
will of course vary. So, student experiences should not focus on the intricacies of a specific
device so much as on the use of technology as a valuable tool in many aspects of their
mathematics courses. Entering college students should have considerable experience in the
following areas:
! Deciding when to use technology. Students should be able to determine what algebraic or
geometric manipulations are necessary to make best use of the calculator. At the same
time, they should also be able to determine for themselves when using a calculator, for
example, might be advantageous in solving a problem.
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! Dealing with data. Students should work on problems posed around real data and involving
significant calculations. With repeated applications requiring computation, they can gain skill
in estimation, approximation, and the ability to tell if a proposed solution is reasonable.
Students should find opportunities to work with data in algebra, geometry, and statistics.
! Checking their Calculations. Whenever possible students should use a calculator with a
multi-line screen so that they are able to review the input to the calculator and to determine
whether any errors have been made.
! Representing problems geometrically. Students should be able to use graphing calculators
as a tool to represent functions and to develop a deeper understanding of domain, range,
arithmetic operations on functions, inverse functions, and function composition.
! Experimenting, making conjectures, and finding counterexamples. Students should be
comfortable using technology to check their guesses, to formulate revised guesses, and to
make conjectures based on these results. They should also challenge conjectures, and find
counterexamples. Where possible, they should use tools such as geometric graphing utilities
to make and test geometric conjectures and to provide counterexamples.

Section 3
Subject Matter
Decisions about the subject matter for secondary mathematics courses are often difficult, and
are too-easily based on tradition and partial information about the expectations of the colleges.
What follows is a description of mathematical areas of focus that are (1) essential for all
entering college students; (2) desirable for all entering college students; (3) essential for
college students to be adequately prepared for quantitative majors; and (4) desirable for
college students who intend quantitative majors. This description of content will in many cases
necessitate adjustments in a high school mathematics curriculum, generally in the direction of
deeper study in the more important areas, at the expense of some breadth of coverage.
Sample problems have been included to indicate the appropriate level of understanding for
some areas. The problems included do not cover all of the mathematical topics described, and
many involve topics from several areas. Entering college students working independently should
be able to solve problems like these in a short time-less than half an hour for each problem
included. Students must also be able to solve more complex problems requiring significantly
more time.

P art 1
Essential areas of focus for all entering college students
What follows is a summary of the mathematical subjects that are an essential part of the
knowledge base and skill base for all students who enter higher education. Students are best
served by deep mathematical experiences in these areas. This is intended as a brief compilation
of the truly essential topics, as opposed to topics to which students should have been
introduced but need not have mastered. The skills and content knowledge that are prerequisite
to high school mathematics courses are of course still necessary for success in college, although
they are not explicitly mentioned here. Relative to traditional practice, topics and perspectives
are described here as appropriate for increased emphasis (which does not mean paramount
importance) and for decreased emphasis (which does not mean elimination).
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! Variables, Equations, and Algebraic Expressions: Algebraic symbols and expressions;
evaluation of expressions and formulas; translation from words to symbols; solutions of
linear equations and inequalities; absolute value; powers and roots; solutions of quadratic
equations; solving two linear equations in two unknowns including the graphical
interpretation of a simultaneous solution. Increased emphasis should be placed on algebra
both as a language for describing mathematical relationships and as a means for solving
problems, while decreased emphasis should be placed on interpreting algebra as merely a
set of rules for manipulating symbols.
The braking distance of a car (how far it travels after the brakes are applied until it comes to a
stop) is proportional to the square of its speed.
Write a formula expressing this relationship and explain the meaning of each term in the formula.
If a car traveling 50 miles per hour has a braking distance of 105 feet, then what would its
braking distance be if it were traveling 60 miles per hour?

Solve for x and give a reason for each step:

United States citizens living in Switzerland must pay taxes on their income to both the United
States and to Switzerland. The United States tax is 28% of their taxable income after deducting
the tax paid to Switzerland. The tax paid to Switzerland is 42% of their taxable income after
deducting the tax paid to the United States. If a United States citizen living in Switzerland has a
taxable income of $75,000, how much tax must that citizen pay to each of the two countries?
Find these values in as many different ways as you can; try to find ways both using and not using

! Families of Functions and Their Graphs: Applications; linear functions; quadratic and power
functions; exponential functions; roots; operations on functions and the corresponding
effects on their graphs; interpretation of graphs; function notation; functions in context, as
models for data. Increased emphasis should be placed on various representations of
functions-using graphs, tables, variables, words -and on the interplay among the graphical
and other representations, while decreased emphasis should be placed on repeated
manipulations of algebraic expressions.

Car dealers use the "rule of thumb" that a car loses about 30% of its value each year.
Suppose that you bought a new car in December 1995 for $20,000. According to this "rule of
thumb," what would the car be worth in December 1996? In December 1997? In December 2005?
Develop a general formula for the value of the car t years after purchase.
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(a) Which is larger,
(b) Which among the following three
quantities
is the largest?

(c) For which values of x does
(d) Find a value of x for which

!

Find a quadratic function of x that has zeroes at x = -1 and x = 2.
Find a cubic function of x that has zeroes at x = -1 and x = 2 and nowhere else.

! Geometric Concepts: Distances, areas, and volumes, and their relationship with dimension;
angle measurement; similarity; congruence; lines, triangles, circles, and their properties;
symmetry; Pythagorean Theorem; coordinate geometry in the plane, including distance
between points, midpoint, equation of a circle; introduction to coordinate geometry in three
dimensions; right angle trigonometry. Increased emphasis should be placed on developing
an understanding of geometric concepts sufficient to solve unfamiliar problems and an
understanding of the need for compelling geometric arguments, while decreased emphasis
should be placed on memorization of terminology and formulas.
A contemporary philosopher wrote that in 50 days the earth traveled approximately 40 million
miles along its orbit and that the distance between the positions of the earth at the beginning and
the end of the 50 days was approximately 40 million miles. Discuss any errors you can find in
these conclusions or explain why they seem to be correct. You may approximate the earth's orbit
by a circle with radius 93 million miles.

ABCD is a square and the midpoints of the
sides are E, F, G, and H. AB =10 in. Use at
least two different methods to find the area
of parallelogram AFCH.
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Two trees are similar in shape, but one is three times as tall as the other.
If the smaller tree weighs two tons, how much would you expect the larger tree to weigh?
Suppose that the bark from these trees is broken up and placed into bags for landscaping uses. If
the bark from these trees is the same thickness on the smaller tree as the larger tree, and if the
larger tree yields 540 bags of bark, how many bags would you expect to get from the smaller
tree?

An 82 in. by 11 in. sheet of paper can be rolled lengthwise to make a cylinder, or it can be rolled
widthwise to make a different cylinder.
Without computing the volumes of the two cylinders, predict which will have the greater volume,
and explain why you expect that.
Find the volumes of the two cylinders to see if your prediction was correct.
If the cylinders are to be covered top and bottom with additional paper, which way of rolling the
cylinder will give the greater total surface area?

! Probability: Counting (permutations and combinations, multiplication principle); sample
spaces; expected value; conditional probability; area representations of probability.
Increased emphasis should be placed on a conceptual understanding of discrete probability,
while decreased emphasis should be placed on aspects of probability that involve
memorization and rote application of formulas.

If you take one jellybean from a large bin containing 10 lbs. of jellybeans, the chance that it is
cherry flavored is 20%. How many more pounds of cherry jelly beans would have to be mixed
into the bin to make the chance of getting a cherry one 25%?

A point is randomly illuminated on a computer game screen that looks like the figure shown
below.

The radius of the inner circle is 3 inches; the radius of the middle circle is 6 inches; the radius of
the outer circle is 9 inches.
What is the probability that the illuminated point is in region 1?
What is the probability that the illuminated point is in region I if you know that it isn't in region 2?
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A fundraising group sells 1000 raffle tickets at $5 each. The first prize is an $1,800 computer.
Second prize is a $500 camera and the third prize is $300 cash. What is the expected value of a
raffle ticket?
Five friends line up at a movie theater. What is the probability that Mary and Mercedes are
standing next to each other?

! Data Analysis and Statistics: Presentation and analysis of data; mean, median and standard
deviation; representative samples; using lines to fit data and make predictions. Increased
emphasis should be placed on organizing and describing data and making predictions based
on the data, with common sense as a guide, while decreased emphasis should be placed on
aspects of statistics that are learned as algorithms without an understanding of the
underlying ideas.
The table at the right shows the population of
the USA in each of the last five censuses. Make
a scatter plot of this data and draw a line on
your scatter plot that fits this data well. Find an
equation for your line, and use this equation to
predict what the population might be in the
year 2000. Plot that predicted point on your
graph and see if it seems reasonable. What is
the slope of your line? Write a sentence that
describes to someone who might not know
about graphs and lines what the meaning of
the slope is in terms involving the USA
population.

The results of a study of the effectiveness of a certain treatment for a blood disease are
summarized in the chart shown below. The blood disease has three types, A, B, and C. The cure
rate for each of the types is shown vertically on the chart. The percentage of diseased persons
with each type of the disease is shown horizontally on the same chart.

Fraction of Diseased Population
For
type and
of the
diseasedeviation
is the treatment
most effective?
Findwhich
the mean
standard
of the following
seven numbers:
From which type of the disease would the largest number of patients be cured by the treatment?
4 12 5 6 8 5 9
What is the average cure rate of this treatment for all of the persons with the disease?
Make up another list of seven numbers with the same mean and a smaller standard deviation.
Make up another list of seven numbers with the same mean and a larger standard deviation.
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! Argumentation and Proof: Mathematical implication; hypotheses and conclusions; direct and indirect

reasoning; inductive and deductive reasoning. Increased emphasis should be placed on constructing
and recognizing valid mathematical arguments, while decreased emphasis should be placed on
mathematical proofs as formal exercises.

Select any odd number, then square it, and then subtract one. Must the result always be even?
Write a convincing argument.
Use the perimeter of a regular hexagon inscribed in a circle to explain why

! > 3.

Does the origin lie inside of, outside of, or on the geometric figure whose equation is
? Explain your reasoning.

P art 2

Desirable areas of focus for all entering college students
What follows is a brief summary of some of the mathematical subjects that are a desirable
part of the mathematical experiences for all students who enter higher education. No
curriculum would include study in all of these areas, as that would certainly be at the expense
of opportunities for deep explorations in selected areas. But these areas provide excellent
contexts for the approaches to teaching suggested in Section I, and any successful high school
mathematics program will include some of these topics. The emphasis here is on enrichment
and on opportunities for student inquiry.
! Discrete Mathematics: Graph theory; coding theory; voting systems; game theory; decision
theory.
! Sequences and Series: Geometric and arithmetic sequences and series; the Fibonacci
sequence; recursion relations.
! Geometry: Transformational geometry, including rotations, reflections, translations, and
dilations; tessellations; solid geometry; three-dimensional coordinate geometry, including
lines and planes.
! Number Theory: Prime numbers; prime factorization; rational and irrational numbers;
triangular numbers; Pascal's triangle; Pythagorean triples.
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Part 3
Essential areas of focus for students in quantitative majors
What follows is a brief summary of the mathematical subjects that are an essential part of the
knowledge base and skill base for students to be adequately prepared for quantitative majors.
Students are best served by deep mathematical experiences in these areas. The skills and
content knowledge listed above as essential for all students entering college are of course also
essential for these students-moreover, students in quantitative majors must have a deeper
understanding of and a greater facility with those areas.

! Variables, Equations, and Algebraic Expressions: Solutions to systems of equations, and
their geometrical interpretation; solutions to quadratic equations, both algebraic and
graphical; the correspondence between roots and factors of polynomials; the binomial
theorem.
In the figure shown to the right, the area between
the two squares is 11 square inches. The sum of
the perimeters of the two squares is 44 inches.
Find the length of a side of the larger square.

Determine the middle term in the binomial expansion of

! Functions: Logarithmic functions, their graphs, and applications; trigonometric functions of
real variables, their graphs, properties including periodicity, and applications; basic
trigonometric identities; operations on functions, including addition, subtraction,
multiplication, reciprocals, division, composition, and iteration; inverse functions and their
graphs; domain and range.
Which of the following functions are their own inverses? Use at least two different methods to
answer this, and explain your methods.
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Scientists have observed that living matter contains, in addition to Carbon, C 12, a fixed
percentage of a radioactive isotope of Carbon, C14. When the living material dies, the amount of
C12 present remains constant, but the amount of C14 decreases exponentially with a half life of
5,550 years. In 1965, the charcoal from cooking pits found at a site in Newfoundland used by
Vikings was analyzed and the percentage of C14 remaining was found to be 88.6%. What was the
approximate date of this Viking settlement?

Find all quadratic functions of x that have zeroes at x = -1 and x 2.
Find all cubic functions of x that have zeroes at x = -1 and x = 2 and nowhere else.

A cellular phone system relay tower is located atop a hill. You have a transit and a calculator. You
are standing at point C. Assume that you have a clear view of the base of the tower from point C,
that C is at sea level, and that the top of the hill is 2000 ft. above sea level.

Describe a method that you could use for determining the height of the relay tower, without
going to the top of the hill.
Next choose some values for the unknown measurements that you need in order to find a
numerical value for the height of the tower, and find the height of the tower.

! Geometric Concepts: Two- and three-dimensional coordinate geometry; locus problems;
polar coordinates; vectors; parametric representations of curves.
Find any points of intersection (first in polar coordinates and then in rectangular coordinates) of
the graphs of
and the circle of radius centered about the origin. Verify your solutions
by graphing the curves.
Find any points of intersection (first in polar coordinates and then in rectangular coordinates) of
the graphs of
and the line with slope 1 that passes through the origin. Verify your
solutions by graphing the curves.

Marcus is in his back yard, and has left his stereo and a telephone 24 feet apart. He can't move
the stereo or the phone, but he knows from experience that in order to hear the telephone ring,
he must be located so that the stereo is at least twice as far from him as the phone. Draw a
diagram with a coordinate system chosen, and use this to find out where Marcus can be in order
to hear the phone when it rings.
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A box is twice as
high
as it is
wide and three
times as and
long formal
as it is wide.
just fits into
a sphere
! Argumentation
and
Proof:
Mathematical
induction
proof.ItAttention
should
be
of radius
feet. What is
the width
of the box?
paid
to the3 distinction
between
plausible,
informal reasoning and complete, rigorous
demonstration.
Select any odd number, then square it, and then subtract one. Must the result always be divisible
by 4? Must the result always be divisible by 8? Must the result always be divisible by 16? Write
convincing arguments or give counterexamples.

The midpoints of a quadrilateral are connected to form a new quadrilateral. Prove that the new
quadrilateral must be a parallelogram.
In case the first quadrilateral is a rectangle, what special kind of parallelogram must the new
quadrilateral be? Explain why your answer is correct for any rectangle.

P art 4
Desirable areas of focus for students in quantitative majors
What follows is a brief summary of some of the mathematical subjects that are a desirable
part of the mathematical experiences for students who enter higher education with the
possibility of pursuing quantitative majors. No curriculum would include study in all of these
areas, as that would certainly be at the expense of opportunities for deep explorations in
selected areas. But these areas each provide excellent contexts for the approaches to teaching
suggested in Section 1. The emphasis here is on enrichment and on opportunities for student
inquiry.

! Vectors and Matrices: Vectors in the plane; complex numbers and their arithmetic;
vectors in space; dot and cross product, matrix operations and applications.
! Probability and Statistics: Continuous distributions; binomial distributions; fitting
data with curves; regression; correlation; sampling.
! Conic Sections: Representations as plane sections of a cone; focus-directrix
properties; reflective properties.
! Non-Euclidean Geometry: History of the attempts to prove Euclid's parallel
postulate; equivalent forms of the parallel postulate; models in a circle or sphere;
seven-point geometry.
! Calculus

*

*

Students should take calculus only if they have demonstrated a mastery of algebra, geometry,
trigonometry, and coordinate geometry. Their calculus course should be treated as a college level course
and should prepare them to take one of the College Board's Advanced Placement Examinations. A joint
statement from the Mathematical Association of America and the National Council of Teachers of
Mathematics concerning calculus in secondary schools is included as Appendix B.
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Comments on Implementation
Students who are ready to succeed in college will have become prepared throughout their primary and
secondary education, not just in their college preparatory high school classes. Concept and skill
development in the high school curriculum should be a deliberately coordinated extension of the
elementary and middle school curriculum. This will require some changes, and some flexibility, in the
planning and delivery of curriculum, especially in the first three years of college preparatory mathematics.
For example, student understanding of probability and data analysis will be based on experiences that
began when they began school, where they became accustomed to performing experiments, collecting
data, and presenting the data. This is a more substantial and more intuitive understanding of probability
and data analysis than one based solely on an axiomatic development of probability functions on a
sample space, for example. It must be noted that inclusion of more study of data analysis in the first
three years of the college preparatory curriculum, although an extension of the K-8 curriculum, will be at
the expense of some other topics. The general direction, away from a broad but shallow coverage of
algebra and geometry topics, should allow opportunities for this.
Appendix A
What follows is a collection of skills that students must routinely exercise without hesitation in order to be
prepared for college work. These are intended as indicators-students who have difficulty with many of
these skills are significantly disadvantaged and are apt to require remediation in order to succeed in
college courses. This list is not exhaustive of the basic skills. This is also not a list of skills that are
sufficient to ensure success in college mathematical endeavors.
The absence of errors in student work is not the litmus test for mathematical preparation. Many capable
students will make occasional errors in performing the skills listed below, but they should be in the habit
of checking their work and thus readily recognize these mistakes, and should easily access their
understanding of the mathematics in order to correct them.
1.

Perform arithmetic with signed numbers, including fractions and percentages.

2.

Combine like terms in algebraic expressions.

3.

Use the distributive law for monomials and binomials.

4.

Factor monomials out of algebraic expressions.

5.

Solve linear equations of one variable.

6.

Solve quadratic equations of one variable.

7.

Apply laws of exponents.

8.

Plot points that are on the graph of a function.

9.

Given the measures of two angles in a triangle, find the measure of the third.

10.

Find areas of a right triangles.

11.

Find and use ratios from similar triangles.

12.

Given the lengths of two sides of a right triangle, find the length of the third side.

Chapter 9

67

Appendix B
Calculus in the Secondary School
To: Secondary School Mathematics Teachers
From: The Mathematical Association of America
The National Council of Teachers of Mathematics
Date: September 1986
Re: Calculus in the Secondary School
Dear Colleagues:
A single variable calculus course is now well established in the 12th grade at many secondary schools,
and the number of students enrolling is increasing substantially each year. In this letter we would like to
discuss two problems that have emerged.
The first problem concerns the relationship between the calculus course offered in high school and the
succeeding calculus courses in college. The Mathematical Association of America (MAA) and the National

Council of Teachers of Mathematics (NCTM) recommend that the calculus course offered in the 12th
trade should be treated as a college-level course. The expectation should be that a substantial majority of
the students taking the course will master the material and will not then repeat the subject upon
entrance to college. Too many students now view their 12th grade calculus course as an introduction to
calculus with the expectation of repeating the material in college. This causes an undesirable attitude on
the part of the student both in secondary school and in college. In secondary school all too often a
student may feel "I don't have to master this material now, because I can repeat it later;" and in college,
"I don't have to study this subject too seriously, because I have already seen most of the ideas." Such
students typically have considerable difficulty later on as they proceed further into the subject matter.

MAA and NCTM recommend that all students taking calculus in secondary school who are performing
satisfactorily in the course should expect to place out of the comparable colle2e calculus course.
Therefore, to verify appropriate placement upon entrance to college, students should either take one of
the Advanced Placement (AP) Calculus Examinations of the College Board, or take a locally-administered
college placement examination in calculus. Satisfactory performance on an AP examination carries with it
college credit at most universities.
A second problem concerns preparation for the calculus course. MAA and NCTM recommend that

students who enroll in a calculus course in secondary school should have demonstrated mastery of
algebra, geometry. trigonometry. and coordinate geometry. This means that students should have at
least four full years of mathematical preparation beginning with the first course in algebra. The advanced
topics in algebra, trigonometry, analytic geometry, complex numbers, and elementary functions studied
in depth during the fourth year of preparation are critically important for students' later courses in
mathematics.
It is important to note that at present many well-prepared students take calculus in the 12th grade, place
out of the comparable course in college, and do well in succeeding college courses. Currently the two
most common methods for preparing students for a college-level calculus course in the 12th grade are to
begin the first algebra course in the 8th grade or to require students to take second year algebra and
geometry concurrently. Students beginning with algebra in the 9th grade who take only one mathematics
course each year in secondary school should not expect to take calculus in the 12th grade. Instead, they
should use the 12th grade to prepare themselves fully for calculus as freshman in college.
We offer these recommendations in an attempt to strengthen the calculus program in secondary schools.
They are not meant to discourage the teaching of college-level calculus in the 12th grade to strongly
prepared students.
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Appendix 5
Mathematics Diagnostic Testing Project (MDTP) Scoring Rubrics
The Mathematics Diagnostic Testing Project (MDTP), a joint project of
the University of California and the California State University Systems,
produces written response items as well as multiple-choice diagnostic and
placement tests for middle and high schools, community colleges, and the
two systems. Over the last decade, they have produced a general rubric for
written response items and implementations of the rubric for specific
written response items. Included below are the "General Scoring Rubric
for Written Response Items" along with the teacher's version of a prealgebra level written response item called "Island" including its Essence
statement and rubric.
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General Scoring Rubric for Written Response Items
Category

Score

Description

No Response

0

Either the work is not attempted (i.e., the paper is blank), or the work is incorrect,
irrelevant, or off task. The response may minimally interpret or re-state the
problem, but does not go beyond that.

Minimal

1

The response demonstrates only a minimal understanding of the problem posed
and a reasonable approach is not suggested. Although there may or may not be
some correct mathematical work, the response is incomplete, contains major
mathematical errors, or reveals serious flaws in reasoning. Requested examples
may be absent or irrelevant.

Partial

2

The response contains evidence of a conceptual understanding of the problem in
that a reasonable approach is indicated. However, on the whole, the response is
not well developed. Although there may be serious mathematical errors or flaws
in reasoning, the response does contain some correct mathematics. Requested
examples provided may fail to illustrate the desired conclusions.

Satisfactory

3

The response demonstrates a clear understanding of the problem and provides an
acceptable approach. The response also is generally well developed and
presented, but contains omissions or minor errors in mathematics. Requested
examples provided may not completely illustrate the desired conclusions.

Excellent

4

The response demonstrates a complete understanding of the problem, is correct,
and the methods of solution are appropriate and fully developed. The response is
logically sound, clearly written, and does not contain any significant errors.
Requested examples are well chosen and illustrate the desired conclusions.

EXPLANATORY NOTES
(1)

Rubrics for specific items should always be used with this general rubric and the following notes about specific rubrics.

(2)

The following excerpt from MDTP Guidelines for The Preparation of Written Response Mathematics Questions provides a
context for this general rubric. The statement of the question should be explicit and clear. The extent to which students are to
discuss their reasoning and results should be explicit. The extent to which students are to provide examples, counterexamples, or
generalizations should also be clearly stated.

(3)

Although the categories in the General Scoring Rubric are meant to indicate different levels of understanding and
accomplishment, teachers should expect that some student responses may be on the boundary between two categories and may
be scored differently by different teachers.

(4)

Teachers may wish to designate some outstanding responses in the Excellent category as exemplars.

NOTES EXPLAINING HOW TO USE SPECIFIC ITEM RUBRICS
Scoring of written responses is to be based upon both the correctness of the mathematics and the clarity of the presentation. In scoring,
do NOT “mind read” the presenter; instead only grade the presentation. Grade each response on the actual mathematics written and on
the quality of the presentation of that mathematics. Unexecuted recipes or prescriptions should receive minimal credit. The specific
scoring rubric for an item outlines the mathematical development necessary for the given scores. In addition to the formal
mathematics, it is essential that students “show their work” and clearly present their methodology. The evaluation of each response
should be based in part upon its organization, completeness, and clarity. A score of 1 or 2 may in some cases be based simply upon the
mathematics called for in the rubric. Scores of 3 and 4 require effective presentation as well as appropriate mathematics. The
mathematics called for in specific rubrics is necessary, but not sufficient, for these scores.
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Island Essence Statement
Algebra Readiness: Exponents and Square Roots; Scientific Notation

The task is to use population growth information to determine the population of an island at two specific times
and to estimate the years in which the population will reach specific levels, one of which is the year when the
needs of the population exceed the living space. Both estimates must be supported by explanations. To fully
accomplish the task, student work must be correct and clearly presented.
!

To find the population in the years 2020 and 2050, student work will show that the population at those
times will be 800 people and 1,600 people respectively.

!

To find the year when there will be 6,000 people on the island, student work will show that this will
occur between the interval 2080 and 2110–but much closer to 2110. (Some student work may show
beginning conceptualization of linear interpolation to reach this estimate.)1

!

To find the year when the needs of the population exceed the available living space, student work will
demonstrate an understanding that the island can support only 10,000 inhabitants and show that the
needs of the population will exceed island space between the years 2110 and 2140 but closer to 2140.2

POSSIBLE EXTENSIONS FOR CLASS ACTIVITY:
Discuss the assumptions about population growth that are built into the above problem. What are some of the
factors that could alter this rate of growth and how could it be altered?
Discuss and explore exponential growth, possibly graphing some examples of this function. (E.g., let living
space = 1.6 square miles, let doubling time = 50 years, etc.)

-------------------------------------------------------------

1
2

Calculation using an exponential growth model puts the time at the year 2107.
Calculation using an exponential growth model puts the time at the year 2129.

MDTP AR96ILND
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Student Name _____________________

Class
Score

For this written response activity, your work should clearly show how you solved each part.
Label any "#$%&'()*$(+%,-.
A large inhabited island has a total land area of 20,000 square miles. Each person on the island requires an
average of 2 square miles of “living space” for housing, food production, and other activities. The population
doubles every 30 years. In the year 1990 the population of the island was 400 people.
A. What will the population be in the year 2020? What will the population be in the year 2050?

B. Estimate the year when there will be 6,000 people on the island. Show the work that leads to your
estimate.

C. Estimate the year when the needs of the population will exceed the available living space. Show your
work and explain how you arrived at your estimate.

Copyright © 1999-2008 by The Trustees of the California State University and the Regents of the University of California.
MDTP AR96ILND
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For this written response activity, your work should clearly show how you solved each part.
Label any "#$%&'()*$(+%,-.
A large inhabited island has a total land area of 20,000 square miles. Each person on the island
requires an average of 2 square miles of “living space” for housing, food production, and other
activities. The population doubles every 30 years. In the year 1990 the population of the island
was 400 people.
D. What will the population be in the year 2020? What will the population be in the year
2050?
E. Estimate the year when there will be 6,000 people on the island. Show the work that
leads to your estimate.
F. Estimate the year when the needs of the population will exceed the available living
space. Show your work and explain how you arrived at your estimate
RUBRIC
Notes:
! For a score of 2 or 3, an acceptable estimate in response to Part B must lie in the interval
2095 /(&'012,0&(/(34456(7*-&8&%9(:*%(,(';*%&(*:(<9(3445(1'(=>?(,;;&@0,AB&.(C;;&@0,AB&(
estimates for Part C must lie in the interval 2125 / estimate / 2139.
! For a score of 2 or 3 minor arithmetic or transcription errors may be present in the work for
Part B or C.
Score Description
1
Correct numerical answers for both parts of Part A
OR
correct numerical answer for one part of Part A and the correct value given for island’s
population capacity.
2
Correct numerical answers for both parts of Part A and an acceptable estimate for Part B
or C with clear presentation of work
OR
acceptable estimates for Parts B and C with clear presentation of work.
3
Correct numerical answers for both parts of Part A and acceptable estimates for Parts B
and C with presentation of work which may be only partially adequate
OR
except for the estimate for Part C, everything correct and supported by an adequate
presentation of work.
4
Correct numerical answers to both parts of Part A and acceptable estimates for Parts B
and C with clear presentation of work.
Note: See General Scoring Rubric for Written Response Items for further guidelines.
MDTP AR96ILND
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Appendix 6
Sample Math Rubrics
De Anza College – Barbara Illowsky
Mathematics presentations rubric
Mathematics lab work rubric
Online mathematics rubric for discussion postings
Online mathematics rubric for discussion responses
Sierra College
Developmental Math Word Problem Rubric
Orange Coast College – Joan Cordova
Word problem sample to use with the rubric
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The following is an example of a rubric Barbara Illowsky of De Anza College uses to grade take home projects and math labs including

presentations as part of the work.
Key concepts

Mathematics
language
Strategies
Algorithms and
computations

Excellent
The answers fully demonstrate
that the student(s) understands
the key concepts.

Good
The answers mostly demonstrate
that the student(s) understands
the key concepts.

Satisfactory
The answers somewhat
demonstrate that the student(s)
understands the key concepts.

Unsatisfactory
The answers do not demonstrate
that the student(s) understands
the key concepts.

The project includes mathematical
terminology, notation, and
labeling of units when
appropriate.
The project shows complete
evidence of appropriate strategies
for solving the problem.
There are no significant factual
errors and/or misconceptions in
the algorithms or calculations.

The project mostly includes
mathematical terminology,
notation, and labeling of units
when appropriate.
The project shows nearly
complete evidence of appropriate
strategies for solving the problem.
There are only minor
computational errors. There are
no misconceptions in the
algorithms.
Non-numerical answers are
mostly written in complete
sentences, explaining what was
done and somewhat addressing
why it was done.
Graphs are accurately drawn but
missing labeling. Labeling is
included, but scaling is not
accurate. Graphs are still neatly
drawn.
OR
The project is fairly neatly
presented and organized.
OR
The project is turned in by the
end of class on the due date.
OR
The papers are NOT stapled (if
more than 1 paper).

The project includes some
mathematical terminology,
notation, and labeling of units
when appropriate.
The project shows some evidence
of appropriate strategies for
solving the problem.
There are some computational
errors or misconceptions in the
algorithms.

The project misuses mathematical
terminology or notation or does
not label units when appropriate.

Non-numerical answers are
occasionally written in complete
sentences. Explanations are
vague.

Non-numerical answers are not
written in complete sentences.
Explanations are difficult to
interpret.

Graphs are missing many of the
required parts or are not neat.
OR
The project is not neatly
presented or not organized.
OR
The project is completed and
turned in by the end of the day on
the due date.
OR
The papers are NOT stapled (if
more than 1 paper).

Graphs are drawn without
straight edges (when applicable),
are messy, are not accurate, or do
not reflect the data or
distribution.
OR
The project is neither neatly
presented nor organized.
OR
The project is turned in after the
due date.
OR
The papers are NOT stapled (if
more than 1 paper).

Writing
mechanics

Non-numerical answers are
written in complete sentences,
explaining what was done and
why it was done.

College level
presentation

Graphs are constructed
accurately, including measuring
and scaling, labeling of axes,
straight lines (when applicable),
and neatly.
AND
The project is neatly presented
and organized.
AND
The project is turned in by the
first 5 minutes of class on the due
date.
AND
The papers are stapled (if more
than 1 paper).

The project shows no evidence of
using appropriate strategies for
solving the problem.
Most of the project shows
computational errors and
misconceptions in the algorithms.
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The following is an example of a rubric Barbara Illowsky of De Anza College uses to grade take home projects of 3-5 days work.

Grading Rubric for Math Labs – 30 points
Key concepts

Max
Points
8

Detail and
facts

8

Writing
mechanics

8

College level
work

6

Excellent
Maximum Points
The answers fully
demonstrate that the
student(s) understands the
key concepts.
The answers include full
and adequate detail and
have no significant factual
errors and/or
misconceptions.
Non-numerical answers
are written in complete
sentences, with proper
grammar.
Graphs are constructed
accurately, including
measuring and scaling,
labeling of axes, straight
lines (when applicable),
and neatly.
AND
The lab is neatly presented
and organized.
AND
The lab is turned in by the
first 5 minutes of class on
the due date.
AND
The papers are stapled (if
more than 1 paper).

Good

Satisfactory

The answers mostly
demonstrate that the
student(s) understands the
key concepts.
The answers include some
detail or have only minimal
significant factual errors
and/or misconceptions.

The answers somewhat
demonstrate that the
student(s) understands the
key concepts.
The answers include some
detail and have only
minimal significant factual
errors and/or
misconceptions.
Non-numerical answers
are occasionally written in
complete sentences, with
proper grammar in some
places.
Graphs are missing many
of the required parts or are
not neat.
OR
The lab is not neatly
presented or not
organized.
OR
The lab is completed and
turned in by the end of the
day on the due date.
OR
The papers are NOT
stapled (if more than 1
paper).

Non-numerical answers
are written mostly in
complete sentences, with
proper grammar.
Graphs are accurately
drawn but missing labeling.
Or, labeling is included,
but scaling is not accurate.
Graphs are still neatly
drawn.
OR
The lab is fairly neatly
presented and organized.
OR
The lab is turned in by the
end of class on the due
date.
OR
The papers are NOT
stapled (if more than 1
paper).

Unsatisfactory
0 Points
The answers do not
demonstrate that the
student(s) understands the
key concepts.
The answers do not
provide adequate detail
and have several significant
factual errors and/or
misconceptions.
There are several
incomplete sentences,
cases of poor grammar.
Graphs are drawn without
straight edges (when
applicable), are messy, are
not accurate, or do not
reflect the data or
distribution.
OR
The lab is neither neatly
presented nor organized.
OR
The lab is turned in after
the due date.
OR
The papers are NOT
stapled (if more than 1
paper).

Your
Points
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These final rubrics from Barbara Illowsky of De Anza College is used to grade online discussions for an online math class.

Grading Rubric for Initial Discussion Posting – 5 points

Points "

Excellent

Satisfactory

Unsatisfactory

1

0.5

0

Focus

The posting demonstrates that the The posting somewhat demonstrates
student understands the key
that the student understands the key
concepts.
concepts.

The posting does not demonstrate that
the student understands the key
concepts.

Completeness

The posting includes examples
when appropriate and has
adequate detail.

The posting includes some examples
and some detail.

The posting neither includes examples
when appropriate nor does it provide
adequate detail.

Detail and
facts

The posting has no significant
factual errors and/or
misconceptions.

The posting has a few significant
factual errors and/or misconceptions.

The posting includes many factual errors
and/or misconceptions.

Mechanics

The posting is written in complete Most of the posting is written in
sentences and with proper
complete sentences and with proper
grammar.
grammar.

There are several incomplete sentences
and cases of poor grammar.

Deadline
and length

The posting is completed on time
and with a minimum of 100
words.

The posting is more than 2 days late
and/or has significantly fewer than 100
words.

The posting is completed one to two
days late or has fewer than 100 words.
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Grading Rubric for Discussion Response – 5 points
Points "

Excellent

Satisfactory

Unsatisfactory

1

0.5

0

Connection

The response concretely
connects with the original
posting.

The response somewhat connects with The response does not connect with the
the original posting.
original posting.

Significance

The response adds significantly The response adds somewhat to the
to the original posting.
original posting.

The response does not add to the
original posting.

Contribution

The response contributes good The response contributes fair
suggestions to expand or
suggestions to expand or improve the
improve the original posting.
original posting.

The response does not contribute good
suggestions to expand or improve the
original posting.

Mechanics

The response is written in
complete sentences and with
proper grammar.

Most of the response is written in
complete sentences and with proper
grammar.

There are several incomplete sentences
and cases of poor grammar.

Deadline and
length

The posting is completed on
time and with a minimum of
50 words.

The posting is completed one to two
days late or has fewer than 50 words.

The posting is more than 2 days late
and/or has significantly fewer than 50
words.
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Math Rubric Sierra College
(see next page for a sample word problems that can be used with this rubric)
DEVELOPMENTAL MATH WORD PROBLEM RUBRIC
Give one point to each blank (10 points)
1)

VARIABLE STATEMENT
______ Statement has enough detail to be interpreted easily.
______ Statement is a statement and not a question.
______ Statement is assigned a variable.

2)

EQUATION
______ Equation includes correct parentheses.
______ Equation is written in correct order.
______ Equation is assigned a variable.

3)

COMPUTATION AND SOLUTION
______ Math is done correctly to arrive at the correct answer.
______ Answer is correct even though equation is wrong.
______ Answer has correct units.
______ Answer is assigned a variable.

EVALUATOR ___________________________________
Pre Score ____________
Date ____________

Post Score ____________
Date ____________

EVALUATOR ___________________________________
Pre Score ____________

Post Score ____________

Date ____________

Date ____________
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Sierra College
General Math
(Rubric is put in instructor’s syllabus for math work in general)
Student work in this course will be evaluated according to the following 5-point standard scale.
5
4
3
2
1
0

80

Excellent; Completely achieves all of the purposes of the task; Demonstrates full
understanding without any deficiencies
Good; Adequately achieves all of the purposes of the task; Demonstrates understanding
with some minor deficiencies
Satisfactory; Adequately achieves many of the purposes of the task; Demonstrates some
understanding with some deficiencies
Unsatisfactory; Inadequately achieves the purposes of the task; Demonstrates partial
understanding with fundamental deficiencies
Inadequate; Inadequately achieves the purposes of the task; Demonstrates little
understanding with major deficiencies
Unacceptable; Purposes of the task are not accomplished; Unable to demonstrate
understanding
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Developmental Math Word Problem Rubric (Joan Cordova)
Sample Word Problem no calculator:
Two friends averaging 70 mph drove 1400 miles across the country. How many hours did they
drive?
Solution:
t = hours they drove
d/r = t
1400/70 = t
t = 20 hours

Statement
detailed and easily understood,
variable assigned
Equation
Includes correct order, variable
assigned
Computation
Correct computation, correct
units
Solution
Correct units, variable assigned

Sample Word Problem allowing a calculator:
On average, a Toyota Prius gets 45 mpg and a Nissan Altima gets 33 mpg. If a driver drives 10,000
miles in a year and the cost of gas is $3.50 how much money would be saved this year by driving the
Prius? Round to the nearest cent.
Solution:
S = the money saved
(Cost for Altima gas) – (Cost for Prius gas) = S
((10,000*$3.50)/33) - ((10,000*$3.50)/45) = S
$1060.61 - $777.78 = $282.83
S = $282.83

Chapter 9

Statement
detailed and easily understood,
variable assigned
Equation
Includes correct parentheses,
correct order, variable assigned
Computation
Correct computation, correct
units
Solution
Correct units, variable assigned
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Appendix 7
Sample Math Lessons with Active Learning

82

Chapter 9

Chapter 9

83

84

Chapter 9

Chapter 9

85

86

Chapter 9

Chapter 9

87

Chapter 9

88

88

Chapter 9

Chapter 9

Chapter 9

89

89

90

Chapter 9

Chapter 9

91

Appendix 8: Sample Contextualized Math Activities
Earth Day Quiz – Contextual Mathematics
Here's a math quiz developed by Kerin Keys and Anna Werner of City College of San Francisco
kkeys@ccsf.edu

Earth Day Quiz 2008
Directions: On the answer sheet at the bottom of the page, write the letter of the best answer for each
question below. Tear off the answer sheet, complete the information requested, and turn it in at the
Quiz Table, on Ram Plaza, on Earth Day - Tuesday April 22.
When you turn in your answer slip, you will be automatically entered in a raffle to WIN PRIZES!

1. The average American uses 159 gallons of water per day. The average person in half of
the rest of the world uses 25 gallons per day. What percent more does the average
American use?
a. 636%
b. 5.36%
c. 536%
d. 6.36%
2. Fill in the blank with the correct symbol: Energy used by the U.S. _____ Energy used by
all developing countries combined.
a. =
b. >
c. <
3. To produce each week's Sunday newspapers, approximately 500,000 trees must be cut
down. Considering that a high density forest has 250 trees per acre, how many acres of
forest is that per year?
a. 26,000,000
b. 104,000
c. 2,000
d. 24,000
4. The following environmentally related job uses math every day:
a. solar power engineer
b. environmental attorney
c. environmental policy analyst
d. all of the above
5. The EPA estimates that you can save 12% on your utility bills if you use energy efficient
appliances and insulate your house or apartment. If an average household pays $150 a
month during half of the year (summer and winter months) and $75 a month during the
other half, how much savings is that in a year?
a. $27
b. $118
c. $162
d. $81
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6. The average American generates 52 tons of garbage by the time they are age 75.
Approximately how many pounds of garbage is this per day?
a. 0.002 pounds per day
b. 0.694 pounds per day
c. 2 pounds per day
d. 3.8 pounds per day
7. Recycling just 1 ton of aluminum cans rather than throwing them away conserves the
equivalent of 1655 gallons of gasoline. In 2006, the US generated 3.26 millions of tons of
aluminum waste and 21.2% of it was recycled. How many gallons of gasoline did that
save?
a. 1,143,803,600
b. 114,380
c. 41,760
d. 11,438,036
8. Since 1960 the EPA has collected data on the generation and disposal of waste. The
municipal solid waste in millions of tons are in the table below:
1960 1970 1980 1990 1995 2000 2006
88.1 121.1 151.6 205.2 214.3 238.3 251.3
What is the approximate percent increase between the years of 1960 and 2006?
a. 285%

b. 85%

c. 185%

d. 35%

9. If the best fitting linear model for the data in the previous example is
where x is the
year, and y is the solid waste in millions of tons, calculate what predicted amount of solid
waste will be generated 15 years from now.
a. 311.43
b. 7122.8
c. 55.6
d. 318.84
10. Every ton of mixed paper recycled can save the energy equivalent of 185 gallons of
gas. In 2006, in the US, of the 251.3 million of tons of solid waste 33.9% was mixed
paper, and we recycled 51.6% of the total mixed paper waste. How many gallons of
gas did we save?
a. 94,372.2
b. 94,372,181,500
c. 8,132,304,222
d. 8,132.3
11. The annual amount of waste the Red Bluff landfill in California accepts is 60,000
tons and its capacity is 2.9 million tons. Currently it has 1.5 million tons in it. At this
rate, when will the landfill close?
a. 2033
b. 2013
c. 201
2
d. 2031
12. Some hybrid cars average 41 miles per gallon. If in 10 years you drive one an average of
15,000 miles per year, how many gallons of gas will you use less than if you were driving a car
which averages 25 miles per gallon?
a. 3659
b. 146
c. 3634
d. 2341
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13. The circumference of the earth is approximately 24,900 miles at the equator. If we lay sheets of
paper 11 inches long end to end, how many pieces of paper will it take to go around the earth?
a. 131,472,000
b. 143,424,000
c. 1,577,664,000
d. 191,232,000
14. Based on your answer above, if Americans use a total of 4.3 billion sheets of paper per
day, approximately how many times would that circle the earth (every day!)?
a. 5 times
b. 25 times
c. 30 times
d. 40 times
15. I can personally protect the environment as a math student by:
a. using both sides of notebook paper and the clean side of used printer paper
b. using a refillable lead pencil
c. re-using folders from one semester to the next
d. all of the above.

---------------------------------------------------------------------------------------------------------Answer Slip: Complete, tear off
4/22/08
1.___ 2.___ 3.___ 4. ___ 5.___ 6.___ 7.___ 8.___ 9.___ 10.___ 11.___ 12.___ 13.___ 14.___ 15.___
Name: ________________ Contact tel. or e-mail: _________________

Department: _______________ PRIZES will be awarded (must get 10 correct).

Thanks for your quiz participation and for supporting Mother Earth
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Sample Contextualized Math Problems
Names___________
____________________________
Congratulations!
It is the year 2030 and you have just won the Intergalactic Lotto Grand Prize. You have a
choice of two prizes.
Option A

You will receive $50,000 on the first day and for each day after, you will
receive $10,000 more than you received the day before for a total of 30
days. So, the 2nd day you receive $60,000, the 3rd day $70,000 and so
on.

Option B

You will receive 1 penny on the first day and for each day after, you
will receive double the amount you received on the previous day for a
total of 30 days. So, the 2nd day, you receive 2 cents; the 3rd day
4 cents; and so on.

a. Let An represent the amount of money you receive on the nth day under Option A and let Bn
represent the amount of money you receive on the nth day under Option B. Complete the
following tables.
n = nth day
An (in dollars)
n = nth day
Bn (in cents)
1
50000
1
1
2
2
3
3
4
4
5
5
n
n
b. Write a formula for the amount of money you would receive on the nth day for each option.
Write each formula below.
An (in dollars) = _____________________
Bn (in cents) = ______________________
c. Use your formula An to determine how much money you will receive on the 30th day under
Option A. Show your work and write your answer in a sentence.
d. Now determine the total amount of money you will receive under Option A for the 30 days.
Your answer will be in dollars. Show your work and write your answer in a sentence.
e. Determine the total amount of money you will receive under Option B for the 30 days. Your
answer will be in cents. Convert this to dollars. Show your work and write your answer in a
sentence.
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Applications of Logarithms
Logarithmic Functions have applications, just as exponential functions do. Among the applications of logarithmic
functions are Earthquake Intensities and Magnitude.

The intensity of an earthquake is a measure of the strength of an earthquake as
measured by a seismograph. Earthquakes can be very small where we can hardly feel
them, to very violent earthquakes which can kill thousands of people and cause
widespread damage.
Earthquakes are measured using what is called its Richter Magnitude. The newspapers
will always report the magnitude of an earthquake. The Richter Magnitude of an
earthquake can defined to be the common logarithm of the intensity of the earthquake.
M ) log I

1. What is the Richter Magnitude of an earthquake with an intensity of 10,000?

2. Suppose an earthquake was twice as strong as the earthquake above. In other
words, its intensity was twice the intensity of the earthquake in #1. What would be
the magnitude of this earthquake?

3. Suppose an earthquake was 10 times as strong as the earthquake in #1. What
would be the magnitude of this earthquake?

4. The above formula can be used to find the magnitude if we know the intensity. It can
also be used to find the intensity if we know the magnitude. The 1989 Loma Prieta
earthquake had a Richter magnitude of 7.1. What was the intensity of this
earthquake?

5. The earthquake in India 2001 had a Richter Magnitude of 7.9. What was the
intensity of this earthquake?
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6. How many times stronger was the 7.9 earthquake than the 7.1 earthquake? To get
this, divide the intensity of the stronger earthquake by the weaker one.

7. Suppose an earthquake had a Richter Magnitude of 7.1. What would be the Richter
Magnitude of an earthquake that was twice as strong?

Saving for retirement.
You are 32 years old and you have just gotten your first professional job. You have
decided to put $2000 into an IRA. Assume that the IRA will pay 9% interest
compounded monthly.
1. Write an equation for the amount A of money you will have in your IRA after t years.

2. Use your equation to determine how much money this IRA will grow to by the time
you retire when you are 62.

3. What is the doubling time for this investment? Solve an equation using ALGEBRA
to obtain your answer.
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4. You decide that you will put $2000 every year into an IRA. For each IRA payment,
determine how much this money will grow to by the time you are 62 and can retire.
You will make your last payment at age 61. Complete the table below.
IRA #
Age when
Years until age 62 Amount at age 62
invested
1
32
30
2
33
29
3
4
5
6
7
8
9
10
11
12
13
14
15
16
17
18
19
20
21
22
23
24
25
26
27
28
29
30
5. How much money TOTAL will you have in all of your IRA accounts to live off of when
you reach age 62?

Examples used by permission from Diane Mathios <mathiosdiane@deanza.edu>
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Appendix 9
Reading and Mathematics
Seven Reading Problems

This is the handout that Sara Pries, Sierra College mathematics instructor uses to begin her
workshop:
Directions: This is a “reading” test. Don’t let the numbers fool you. Think and picture
rather than compute.
1. Does England have a fourth of July?
2. If you had only one match and entered a room where there was a lamp, an oil heater, and some
kindling wood, which would you light first?
3. A woman gave a beggar 50 cents. The woman is the beggar’s sister, but the beggar is not the
woman’s brother. Why?
4. Is it legal in North Carolina for a man to marry his widow’s sister?
5. A garden had exactly 50 different kinds of flowers, including 10 kinds of roses, 3 kinds of sweet
peas, 2 kinds of alyssum, 5 kinds of carnations, 3 kinds of zinnias, 8 kinds of poppies, 4 kinds of
snapdragons, 5 kinds of gladiolus, and 6 kinds of phlox. How many different kinds of flowers did
the garden have?
6. A rooster is sitting on the peak of a roof and lays an egg. Which way does the egg roll: to the right
or to the left?
7. Abbott, Baker and Casper are a detective, an entomologist, and a farmer, although not necessarily
in that order. Abbott was the mother of healthy twins yesterday. Casper has a deadly fear of insects
and will not even get close enough to kill if she sees it. The farmer is getting worried because she
and her husband are getting old and will not be able to run the farm for too many more years, and
she has no children. Casper, unmarried, especially likes to date brunettes. What is the occupation of
each of the three women?
__________________________________________________________________________
These are the handouts Lisa Rochford, Reading Instructor, gives out to discuss and model “How to
Annotate a Text”, “Word Problems Step-by-Step”, and “Five Word Problems: Practicing
Pace, Annotate, Translate, and Paraphrase.”
How to Annotate a Text
As an “active reader,” you already know that when you read textbook assignments, you should have
questions in your mind. As you read, you should be looking for the answers to these questions. You
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should also have a pencil in hand so that you can “annotate” your text. As the word suggests, you
“take notes” in your textbook.
Unlike “highlighting,” which is a passive activity, the process of annotating text helps you to stay
focused and involved with your textbook. You’ll find that the process of taking notes as you read
will help you to concentrate better. If will also help you to monitor and improve your
comprehension. Annotating will also help you find important concepts for review. If you come
across something that you don’t understand or that you need to ask your instructor about, you’ll be
able to quickly make note of it, and then go on with your reading.
The following is a list of some techniques that you can use to annotate text:
#
#
#
#
#
#
#
#

Underline important terms
Circle definitions and meanings
Write key words and definitions in the margin
Signal where important information can be found with key words or symbols in the margin
Write short summaries in the margin at the end of sub-units
Write the questions in the margin next to the selection where the answer is found
Indicate the steps in a process by using numbers in the margin
Develop a personal system of symbols and abbreviations in the margins to find information
quickly:
Symbols you can use to annotate. There are, naturally, many more symbols that could work
well, but these are a place to start:

*

?

+ -

Abbreviations you can use to annotate:
Def-definition
Sum-summary or summary statement
Ex-example
Questions to ask yourself:
Have you noted the source and date of the material or lecture?
Have you accurately captured all of the main ideas?
Can you summarize or paraphrase the material?
Word Problems Step-by-Step
The most important issue with any difficult reading problem is to establish a meaningful process.
Here are some steps to think about in establishing your own process:
Before you begin, make sure you do two things:
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A. You THOROUGHLY review the math concepts you will be learning
B. You know the terminology of the discipline
1. Pace (AKA, Reading Speed)
Make sure you slow down enough to read every word. In any chunk of text, there are
more important items and less important items. An important rule of thumb is “The more
difficult the text, the slower your pace.”
TIP: Touch every word with the tip of your pen or pencil. This will make sure your
eye catches every word and will help you slow down.
TIP: You will need to read the problem at least twice. Read it slowly, using the
above tip, before you do anything else. That way, you will get the actual comprehension
out of the way.
II. Annotate (AKS, Mark the page)
If you annotate as you go, you are processing the information twice. Once to understand
the words themselves and again to judge whether you should mark it or not. Consider
crossing out unnecessary or introductory information.
TIP: Use a highlighter, different colored pen, or a system of notations (circles, stars, etc.)
to draw your eye to the important pieces of information in the problem.
ALWAYS DO THIS ON YOUR SECOND READ THROUGH.
**Make sure you read the problem through at least once before you begin to annotate**
III. Translate (AKA, Say It In Math Language)
Take your annotations and carefully translate them into math language.
TIP: Make sure you have a thorough understanding of the math concepts you are
learning
before you begin your word problems. A review of terms (sum, add, subtract,
divide) before you attempt a word problem is a very good idea.
SEE STEPS TO COMPLETE BEFORE YOU START
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IV. Paraphrase (AKA, Say IT in Your Own Words)
Before you begin to solve your equation, see if you can say it to yourself using different words. If
you can do this easily, you understand what you are doing. If you can’t, you need to review. This
step can also include visualization, drawing pictures or any other method you know that will allow
you some ownership of the information you need.
TIP: Again, using your pencil, make sure you have accounted for everything you marked in your
equation. Make necessary adjustments.
Five Word Problems: Practicing Pace, Annotate, Translate, and Paraphrase
1. Jim bought an 11-piece set of golf clubs for $120, one dozen golf balls for $9, and a pair of golf
shoes for $45. How much did he spend in all?
2. A hospital had 20 bottles of thyroid medication with each bottle containing 2,500 5-gram tablets.
It gave 5 bottles of tablets to the Red Cross. How many tablets does the hospital have left?
3. A roofing company has purchased 1,134 squares of roofing material. One square measures 10 feet
by 10 feet. If each cabin needs 9 squares of material, find the number of cabins that can be roofed.
4. A theatre owner wants to provide enough seating for 1,250 people. The main floor has 30 rows of
25 seats in each row. If the balcony has 25 rows, how many seats must be in each balcony row to
satisfy the owner’s requirements?
5. A Boeing 747 traveling 675 miles per hour carried 254 passengers. After three hours, it landed in
Atlanta where 133 passengers deplaned before it continued on to Washington, D.C., its final
destination, 900 miles away. How many passengers deplaned in Washington?
Math Facts Information
Lynn Hargrove, Mathematics Instructor, gives out and discusses key words and other information
with the following handouts.
Problem Solving
There are five general rules to follow when trying to solve word problems. They are:
1. Read through the entire problem from beginning to end at least once. Some people
miss important facts because they “skim” the problem rather than actually reading it.
2. Look for the main idea. In word problems, it is usually the question. At this step, you
are looking for what it is that the question wants you to find.
3. Decide on the operation. There could also be a combination of operations you need to
use to answer the question. Look for key words. Draw pictures if necessary to help you
“see” the problem.
Some examples of key words are
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#
#
#
#

Addition: in all, add, altogether, total, sum, combine
Subtraction: difference, minus, more than, less than, subtract, take away
Multiplication: product, times, of
Division: how many are in, how many times smaller or larger, average, quotient

4. Pick out the details that will support your operation. Be careful. Many times extra
information is added that has no bearing on solving the problem.
5. Solve the problem and label the answer.
Problem-Solving Words
Math Symbols
+
-

Key Words
The sum of, plus, added to, joined with, increased by, more than, more

The differences of, minus, subtracted from, take away, decreased by, less
than, less, reduced by, diminished by, exceeds

X

The products of, times, multiplied by, equal amounts of, goes into, over

=

The same as, is equal to, equals, is, was, are, makes, gives the result of,
leaves, will be

2!

Twice, double, two times, twice as much as

½!

Half, one-half times, half as much as n (any letter). What number,
what
part, a number, the number, what amount, what percent, what price

2!n

Twice a (the) number, double a (the) number

½! n

Half a (the) number, one-half a (the) number

÷

average

The quotient of, how many are in, how many times smaller or larger,

Tips for Solving Word Problems Involving Multiplication and Division of Fractions
General Guidelines:
1. Read the problem and ask yourself what you are looking for.
2. Always look for indicator words. However, you may not always find these indicator words.
3. Use at least three steps. To set up the problem, work it and check it.
4. If necessary change the fractions to whole numbers and work that way. Then go back and
use the fractions.
5. Does your solution make sense to you?
Multiplication Tips:
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1. Remember that multiplication is repeated addition.
2
Example: For an annual pancake breakfast cup of Bisquick is needed per
3
person to make the pancakes. If about 135 people are expected to
attend, then how much Bisquick will you need?
1a) x = total amount of Bisquick needed for pancake breakfast
2
1b) x = ! 135
3
1c) x = 90 cups
2. If the word “of” is used most times it means multiplication. Usually you are finding a
fraction of something which means to multiply. The word “of” must follow a fraction.
2
Example 1: Sociologists have discovered that of the people in the world are shy. A
5
sales manager is interviewing 650 people. How many of these people might be shy?
(Notice the word “of” follows a fraction)
X = the number of shy people being interviewed
2
X = ! 650
5
X = 260 people
Example 2: After Jack takes the CBEST teaching exam he can earn $88 working a full
3
day as a substitute teacher. How much would he receive if he works of a day?
4
A = amount earned working
3
A = ! 88
4
A = $66
3. Most times when you have information given that has different measures , you will
multiply.
a. Example 1: How much salmon is needed to serve 30 people if each person gets

2
5

pound? (Notice you have servings and pounds and you need to find pounds for
your answer).
X = pounds of salmon needed
2
X = ! 30
5
X = 12 lb.
2
foot
3
long, how many feet would you need to feed 30 people? (Notice the measures are
different)

b. A sandwich shop sells submarine sandwiches by the foot. If one serving is
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N = number of feet of sub sandwich needed
2
N = 30 !
3
N = 20 ft.
4. The measures are always the same when finding area of a figure.
2
2
Example: Find the area of the backyard if it measures 14 feet by 10 feet.
3
5
A = area of the backyard
2
2
A = 14 ! 10
3
5
8
A = 152 sq. ft.
15
Division of Fractions Tips:
1. Be careful because order does make a difference and is important!
2. If the words say split, divide, taken off, break into groups or anything hinting at taking apart,
then you divide.
3
3.
a. Example 1: The school district purchased ton of clay. The clay is to be distributed
4
equally among the district’s 6 schools. How much does each school receive? (Key word:
distributed
equally means divide)
X = amount of clay each school receives
3
X = &6
4
1
X = ton of clay
8
4. When it seems that you “take away” repeated amounts from the whole, you divide. Also
notice that the measures are the same and the answer is a different measure.
Example 1: The air guard uses $9 million to spend on new helicopters. If each helicopter
3
costs $ million, how many helicopters can be bought?
4
(Notice repeated “take aways”. You start with $9 million and take away how much till there
is none
left).
N = number of helicopters to be bought
3
N = 9&
4
N = 12 helicopters
Example 2: The market prepackages Swiss cheese into
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pound packages.
4
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How many packages can be made from a 15 pound block of Swiss cheese?
X = number of packages of cheese
3
X= 15 &
4
X = 20 packages

Solving Application Problems
Solving with One Unknown
I. Translating into a Variable Statement
A. Addition
Phrase

Algebraic Expression

1. the sum of a and 8

a+8

2. 4 plus c

4+ c

3. 16 added to m

m+16

4. 4 more than n

n+4

5. 20 greater than m

m + 20

6. t increased by r

t+r

7. exceeds y by 35

y + 35

B. Subtraction
Phrase

Algebraic Expression

1. the difference of 23 and p

23 - p

2. 550 minus h

550 - h

3. w less than 108

108 - w

4. 7 decreased by j

7-j

5. m reduced by x

m-x

6. 12 subtracted from g

g - 12

7. 5 less f

5-f

C. Multiplication
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Phrase

Algebraic Expression

1. the product of 4 and x

4x

2. 20 times b

20b
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3. twice r
4.

3
4

of m

2r

3
m
4

D. Division
Phrase

Algebraic Expression

1. The quotient of r and 10

r ÷ 10 or

2. a divided by b

a÷b

3. the ratio of c to d

c÷d

4. k split into 4 equal parts
II.

r
10

k÷ 4

Combining variable expressions with more than one operation.
Phrase

Algebraic expression

1. Sum of twice a number and 9

2n + 9

2. Opposite of a number decreased by 5

-n - 5

3. Sum of opposite a number and –5

-n + -5 or –n - 5

4. Product of twice a number and 8

(2n) (8)

5. Five times the sum of twice a number and –5

5(2n – 5)

6. Six times the sum of twice the opposite of a
number and –8

6(-2n – 8)

7. Product of 7 and the sum of a number and ten

7(n + 10)

8. Sum of 3 times a number and –4 multiplied by 5

3n -4(5)

9. Sum of –10 and 6 times the opposite of a number

-10 – 6n

10. The product of 7 and 6 less than a number

7(n – 6)

II. Algebraic Equations
Procedure
1. Choose a variable to represent what is missing in the problem.
2. Write an equation using the variable.
3. Solve the equation.
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Examples
1. Four more than 6 times a number is the same as 9 times the number increased by 10.
Find the number.
a) n = the missing number
b) 4 + 6n = 9n + 10
c) n = -2
2. A number plus 5 more than 3 times the number is 27.
a) n = a number
b) n + 5 + 3n = 27
c) n = 5.5
Solving Applications Problems with Two Unknown Quantities
I. Hidden Values: Coin Problems
A. Remember that when using coins that each has a decimal value when thinking in terms
of dollars.
a. Pennies = $0.01
d. Quarters = $0.25
b. Nickels = $0.05
e. Half dollars = $0.50
c. Dimes = $0.10
B. When talking about how many of each coin you have and you have a total value in
dollars, don’t forget to put the decimal amount next to the coins. For example:
If you have a total of $4.25 in quarters and dimes, remember:
($0.25 x quarters) + ($0.10 x dimes ) = $4.25
0.25q
+ 0.10d = $2.45 = $4.25
C. Coin Problem: Elaine has quarters and dimes totaling $2.55. If she has one more dime
than quarters, how many of each does she have?
Amount
x
Value
=
Total
quarters
q
0.25
0.25q
dimes
(1 + q)
0.10
0.10(1 + q)
mix
2.55
a.
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q = quarters
d = dimes = 1 + q

b.
0.10d + 0.25q = 2.55
0.10(1 + q)+ 0.25q = 2.55
0.10 + 0.10q +0.25q = 2.55
0.10 + (0.10q + 0.25q) = 2.55
0.10 + 0.35q = 2.55
- 0.10
= 0.10
0.35q = 2.45
0.35
0.35
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q= 7
quarters

c. q = 7 quarters
d=1+q
=1+7
= 8 dimes
II. Geometry Problem
A. Procedure:
1. Use the text to look up formulas for perimeter, area, volume, and circumference for
various geometric figures.
2. Use substitution to solve the given geometric problems.
3. Make sure to label answers with the correct label.
a. Use the measure for perimeter and circumference.
b. Use square units for area.
c. Use cubic units for volume.
B. The width of a rectangle is 3 feet less than the length. If the perimeter is 22
feet, what are the length and the width of the rectangle? (sketch the figure)
1. What information is given and what is it you are looking for?
a. Given: W = width = L – 3
L = length
P = perimeter = 22 ft.
L-3
b. P = 2L + 2W

L

2. Three Steps
a. L = Length
L- 3 = Width
b. Equation: 22 = 2L + 2(L - 3)
Work:

22 = 2L + 2(L – 3)
22 = 2L + 2L– 6
22 = 4L – 6
+6=
+6
28 = 4L
4
4
7=L
c. State the solution: L = 7 feet

W=L-3
7-3

4

W = 4 ft.

III. Work-Rate Problems
A. Procedure
1. Formulas: Rate = work done in one situation
Time it takes in one situation
Work completed = (rate of work) x (time)
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2. First calculate the rate for each person. Then, use the work completed formula to
figure out the missing factors. Use a chart if possible to figure out information.
B. It takes an experienced carpenter 3 days to build a wooden deck on the back of a house. It
takes an apprentice 4 days to do the same job. How long would it take for them to do the
job together?
1. Given information: Experienced carpenter takes 3 days.
Apprentice carpenter takes 4 days.
T = time to do the job together
1 = indicates one complete job
Rate
x
Time
=
Work
completed
1
1
Experienced Carpenter ( of the job in 1 day)
T
T
3
3
1
1
Apprentice Carpenter ( of the job in 1 day)
T
T
4
4
________________________________________________________________
2. Variable statement: T = time to complete the job together
1
1
3. Equation:
T% T=1
3
4

4. Solve:

1
1
T% T =1
3
4
4*1+
3* 1 +
, -T % , -T ) 1
4.3/
3. 4/
4
3
T % T )1
12
12
7
T )1
12
* 12 + * 7 +
* 12 +
, - , - T ) "1# , . 7 / . 12 /
.7/

T)

12
7

5. Solution: T = 1 5/7 days
Mixtures
A. Procedure: Two or more components are combined to produce a mixture with a certain
value.
1. Read information and make a table to determine the amount of each component and
the value of each component.
2. There might be hidden components with cost and amount bought, so be careful.
B. Coffee Grounds Inc. has two kinds of coffee. Coffee A costs $9 per kg. and Coffee B costs
$6 per kg. If you buy 100 kg. of Coffee A, how many kilograms of Coffee B should be
combined to obtain a blend worth $1200?
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X
Coffee
A
B
Mix

Amount
100
b

=
Value
9
6
1200

Total
100(9)
6b
9(100) + 6b

1. Variable statement: b = amount of Coffee B
2. Equation 9(100) + 6b = 1200
900 + 6b = 1200
- 900
= - 900
6b = 300
6
6
b = 50
3. Solution: b = 50 kg.
C. The manager of a movie theater noted that 411 people attended a movie but neglected to
note the number of adults and children. Admission was $7.00 for adults and $3.75 for
children. The receipts were $2678.75. How many adults and children attended the movie?
X
=
Movie Attendees
Amount
Value
Total
Adults

a

$7.00

7a

Children

c

$3.75

3.75c

Mix

a + c = 411

$2678.75

7a + 3.75c = 2678.75

1. Variable statement: a = adults
c = children

2. Equations: a + c = 411
-c =
-c
a
= 411 – c
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7a + 3.75c = 2678.75
7(411 – c) + 3.75c = 2678.75
2877 – 7c + 3.75c = 2678.75
2877 – 3.25 c = 2678.75
- 2877
= -2877__
- 3.25 c = -198.25
-3.25
-3.25
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c = 61
a = 411 – 61
a = 350
3. Solution: a = 350 adults
c = 61 children
V. Distance Problems: D = R x T
A. The distance between Houston, Texas and Austin, Texas is 180 miles. A car
leaves Houston traveling toward Austin at an average rate of 68 miles per hour. At the
same time, a van leaves Austin traveling toward Houston at an average rate of 52 miles
per hour. Assuming they are traveling on the same route, how long will it take until they
meet?
/
d

r

t

Car
Van
B. Keith leaves his home in Sacramento traveling east on I-80 at an average
rate of 65 miles per hour. Three hours later his wife leaves home and takes the same route
traveling at an average rate of 70 miles per hour. How many hours will it take his wife to catch
up to him?
d

r

t

C. Bret drove for 4 hours on the freeway, then decreased his speed by 20 MPH and drove for
5 more hours on a country road. If his total trip was 485 miles, then what was his speed on the
freeway?
d

r

t

Three=Step Problem Solving Procedure
First:

Variable Statement

Second:

Equation

Third: Solution stated with labels.

112

Chapter 9

Example: You want to buy several items that cost $245, $123, and $678. What is the
total cost of the items?
a.

c = total cost

b.

c = 245 + 123 + 678
Work:

c.

245
123
+ 678
1046

c = $1046

Solving Algebraic Equations
1. Whatever is done to one side of the equation it must be done to the other side of the
equation, too.
2. Addition and subtraction problems. (Addition Property of Equality)
a.

5 + a = 12
-5
= -5
a= 7

b.

y – 10 = 8
+ 10 = +10
y
= 18

3. Multiplication problems. (Multiplication Property of Equality)
a.
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4x = 20

4x = 20
4
4
x=5

b.

120 = 5y

120 = 5y
5 5
24 = y
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Three-Step Problem Solving Procedure for Proportions
First:

Variable Statement

Second:

Equation

Third: Solution stated with labels.
Example:

It was time for your notebook check and you completed everything but your test
corrections. This means that you have lost 5 points. What was your percentage score
if the total points you could earn was 25 points?
a. p = your percentage score (%)
b. 100 perfect % =
25 perfect points

p your %
(25-5) your points

Work: 25p = 100(25-5)
25p = 100(20)
25p = 2000
25p = 2000
25
25
p = 80%
c. p = 80%
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Effective Practices in Reading: Specialty Supplies
This chapter deals with the very essence or foundation of adult education: reading and
comprehension, the posts and beams used to form the support structure of an academic building.
Research has indicated that reading lies at the core of many of the struggles of students with basic
skills needs; this is often why, when reading skills are inadequate, the faulty construction affects all
areas of academic success. Even if you are not a reading instructor, the very important anatomy of
reading found in this chapter will help you to become a better teacher.
How important is this basic skill across the curriculum? The foundational role of reading cannot be
understated. Lack of reading skills has been identified by mathematics instructors as one of the key
difficulties in solving word problems. Career Technical faculty often report that students have
difficulty reading technical manuals. In the workforce, 62.5% of employers identify reading
comprehension as an important skill for the workforce and 38.4% of employers report that reading
is a major deficiency in new employees with a high school diploma (The Conference Board, p. 13).
In To Read or Not to Read: A Question of National Consequence, the data on current reading in the United
States led to three conclusions. First, Americans are spending less time reading by choice, between
7-12% less time than in the previous decade. Second, essential reading skills are being lost, reducing
comprehension. And third, “these declines have serious civic, social, cultural, and economic
implications” (National Endowment for the Arts, 2007, p.7). This chapter looks at the essential
discipline of reading in three sections. Part I addresses the reading process; Part II discusses
effective reading practices; and Part III provides specific metacognitive approaches. We hope that
you can use these building materials to assist students with basic skills needs to become more
successful readers.

Let’s start off with a little quiz about reading!
Are the following questions true or false?
1.
Reading, once you have learned it as a child, is a relatively
simple and straight forward process.
2.
Reading is incomplete until comprehension occurs.
3.
When people slow down to read and to think about the text,
they are disrupting a beautiful reading flow, one that is necessary for the learning process.
2
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4. The task of comprehending reading involves primarily literal comprehension.
5. Effective practices in reading involve several stages including before reading strategies, during
reading strategies and after reading strategies.
6. Metacognitive strategies for reading should only be taught by reading instructors in a reading
course, because they are the experts.
7. Reading should not be incorporated into mathematics or writing because it is a discrete skill,
which should be taught as discrete subject matter only.
8. Adult students are more likely to master reading if the materials they are using relate to
coursework they are presently taking.
*Answers to the quiz are found in Appendix 1.
PART I: THE READING PROCESS
Most of us who teach are also good readers and take for
granted the processes we actually engage in to make meaning
from text. It’s like walking – something that seems simple to
many of us, yet if you’ve ever had a serious leg injury and are
trying to recover your facility with a task you once accomplished
without thinking, you know that it involves many difficult steps. Or, to
keep
to
our construction metaphor, it’s like hammering a nail – something very
simple, but not
if it’s a new job to you. Reading teachers lead students with basic skills
needs through this arduous task, but those who teach other subjects may not appreciate all that is
involved. Let’s begin by reviewing the steps required for successful reading. If you are already more
than familiar with them, you may want to skip ahead to the effective practices portion of this
chapter.
“Only a fool would deny that reading is a complex process. Reading clearly involves many
subprocesses, and those subprocesses must be skillfully coordinated” (Gough, Hoover, and
Peterson, 2007, p. 1). Reading begins with a process called decoding, which is making meaning from
printed text. The decoding process includes the following steps:
! Eyes move across the printed page and register word forms.
!

The words are recognized by the brain.

!

The brain assigns meaning to those words.

!

The words are fitted together into grammatical sentences (syntax) that make sense
and have meaning.

For reading to be complete, however, comprehension must follow. To comprehend the reader must:
! Use syntactical information (the organization of words in sentences) to determine
sentence meaning, often using inferences and background knowledge to make
meaning.
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!

Relate the meaning of the sentence to all previous sentences,
and input the overall meaning to the brain, again using
inference and background knowledge.

!

“Finally, the reader must decide what to do with this
information, if she decides that it is true and valuable,
she must incorporate it into her body of knowledge; she
must learn” (Gough, Hoover, and Peterson, 2007, p. 2).

An easy way to think about this is to realize that reading and listening
are similar communication events. In each case, the individual receives
and makes meaning from a message. In reading, the message is in print and must be decoded. In
listening, the message is auditory. In both cases the receiver must comprehend the message.
In reading, decoding and comprehension are closely related and problems for the reader can develop
in either one or both processes (Gough, Hoover, and Peterson, 2007, p. 2). A simple example of this
occurs in reading classes. As a reading teacher, you know the typical answers you might receive if
you ask students what they do when they encounter a word that they do not know. If you are not a
reading teacher, but are perusing this chapter to learn about how you can help the students in your
discipline read better, put down this handbook and conduct an experiment. Ask them. You might
be surprised to hear students reply: “I skip the word” or “I stop to look it up in the dictionary”, or
very commonly for non-native speakers of English, “Look it up in the dictionary and then translate
it into my first language”.
Perhaps you’re pleased to hear this, but think about how much time this takes. When asked how this
process affects their reading, students will often reply, “It makes it too difficult to understand.” “It
slows me way down”, and when they learn the language of reading they will say, “It hurts my
comprehension.” Thus the inability to assign meaning to a word directly affects the comprehension
of the entire reading. If you consider the general academic vocabulary that students must master in
college and add to that the vocabulary specific to a discipline, you can see that vocabulary is vital for
comprehension.
To truly read and make meaning, the reader must be skilled at both decoding and comprehension.
As readers become more skilled, they rely less on decoding skills and more on mental structures
around comprehension and meaning making. Students learn a great amount of their reading skills
from kindergarten to third grade where there is considerable focus on literacy. After third grade the
emphasis changes from “learning to read” to “reading to learn”. Little formal instruction on
improving reading skills occurs after that time except in learning to read literature. Academic reading
ability is just expected to grow as students progress through high school. If this growth does not
occur, it may explain why many of our community college students lack skill in college level
academic reading. As students get into classes with more sophisticated vocabulary and meaning, we
often fail to teach them to learn to read a particular discipline-specific language to gain disciplinespecific meaning. This is like failing to teach them how to read building plans. How can they
construct meaning or a room in their academic house if they don’t know how to comprehend the
plans?
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The question is: how best to improve academic reading in community college students? Reading
instructors generally hold that adult learners improve reading best by reading actual material relevant
to a class, rather than through isolated and repetitive skill exercises and memorization. The skilled
teacher uses authentic reading experiences to instruct and enhance skills in decoding and
comprehension. That typically means using actual college texts or reading material. What is really
important for students is that we, as instructors, make very explicit what these decoding and
comprehension processes are, how successful readers use them, and then give the learner plenty of
opportunity to practice, improve and reflect on his or her skills. If you are not a reading teacher, you
can still do this within your discipline. Keep reading! We are going to provide you with exercises
you can use in your own classroom to teach and assess these skills.
So, what does this comprehension process actually look like? Silent reading is an internal process of
constructing meaning from text. It is impossible to observe what is happening by watching the
reader. Mastery of these skills requires assessment by the instructor to provide evidence of reading
competency. Constructing meaning through the process of reading is a thinking process that
happens on three levels:
!

Literal level: Understanding the information presented (this is the who, what,
when and where). It involves understanding author’s main idea or thesis and
requires knowledge of vocabulary and organizational structures.

!

Interpretive level: Understanding what the author meant by what was said (this is
the how and why). It includes making inferences and understanding author’s
purpose and tone.

!

Critical Thinking level: Analyzing, applying, synthesizing and evaluating the
information. The graphic that follows may help illustrate these levels.

Just as in a conversation between two people where communication occurs when the listener
understands the meaning of the message being sent, so is reading a conversation between the reader
and the writer.
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The Complex Task of Reading Comprehension

Critical Thinking
Comprehension

Analyzing, Applying, Synthesizing,
Evaluating

Interpretive Comprehension

Understanding why and how the author
said something
Tone and Author’s purpose

Literal Comprehension
Who, What, Where, When
The author’s main idea
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As readers progress from literal to interpretive comprehension and ultimately to critical thinking, the
level of complexity of thought rises. Students cannot critically analyze that which they cannot
literally understand. This fact shows itself over and over again in our classrooms. Instructors would
like students to analyze a piece of literature or an essay, think critically about something they read
about in sociology or political science, or draw a logical conclusion in a science lab. But the student
will have difficulty with these thinking tasks, if they are having difficulty literally understanding what
the author wrote. Reading teachers often ask developmental reading students how they read their
math books. Generally, blank stares are the reply! Indeed, as you already know, one of the most
frequent complaints of instructors in the disciplines is that students do not (or cannot) read their texts.
But – do not give up hope! There is much we can do to help our students.

PART II: EFFECTIVE PRACTICES IN READING
Reading may seem really mysterious. It happens internally, so it seems difficult to demonstrate, but
there are many approaches to reading that work well and can be easily learned by classroom teachers
and taught to students in both the reading classroom and in the content classroom. Any teacher can
take these strategies and employ them in their classroom to help their students better read their
textbooks, lab manuals, journal articles, literature and essays.

A Reading Toolbox That Works:
Joel Levine from Southwestern College has developed “Our Reading Toolbox”
which he successfully uses in his college reading classes. The approach provides
eleven specific tools for reading comprehension that teachers can employ to help
students better understand their reading and facilitate deeper interaction with the text.
Notice that corresponding with each of the tools are the “elements of thinking” that each tool is
designed to achieve. These thinking levels correspond to comprehension levels ranging from literal,
to interpretive to critical thinking.
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OUR READING TOOLBOX

Elements
of Thinking

Paraphrasing

INFORMATION

Headline Created

PURPOSE

Significant Sentence Selected

INFORMATION

Putting a sentence that you have read into your own words.

Creating a headline (title) that you think expresses the main idea of the
reading.

Selecting the one sentence you think is most important in the reading,
and telling why you selected it.

Vital Question Posed

Stating a question to the author or someone in the reading that you
would really like an answer to.

QUESTION &
PROBLEM

Identifying the main question at issue (problem) raised in the reading.

Purpose

PURPOSE

SEEI

CONCEPTS

Stating why you think this reading was written.

S tating, E laborating, E xemplifying, and I llustrating certain words and
concepts in the reading that you need to better understand.

Conclusion

CONCLUSION

Assumptions

ASSUMPTIONS

Identifying what you think is the most important conclusion the author
comes to in the reading.
Stating what you think the author is taking for granted in the reading.

Implications & Consequences

Stating what you think would happen if we follow, or do not follow what
the author is suggesting we do.

IMPLICATIONS &
CONSEQUENCES

Solution/Recommendation

INFERENCE

Speaking in the Author’s Voice

POINT OF VIEW

Stating what you think should be done to deal effectively with the issue
or problem being presented in the reading.
Stating ideas or answering questions about the reading as if you were the
author herself or himself.
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Having reviewed the eleven tools, it should be noted that teachers could use all of the tools for a
specific reading or choose from among them as appropriate. Think of these tools as specific building
supplies that you can employ to construct certain parts of any structure. Like sheet rock or two-byfours, these tools would work well within a reading class or across disciplines. They could also be
used to assess students’ abilities early in a semester to ascertain how they would manage these tasks
prior to instruction in a reading course, or in a content course to see how well they are able to
decipher the course texts. To see a specific assignment in which Joel Levine applies “Our Reading
Toolbox” to a reading in his class, see Appendix 2.
Metacognition in Reading:
Within each of the levels of comprehension previously described exist
metacognitive techniques that good readers are aware of, use and monitor.
Metacognition is thinking about how one learns and processes information.
Less skilled readers may lack these metacognitive skills, but they can be easily
taught.
Let’s take our previous vocabulary illustration and show how metacognition may work in a skilled
reader verses a less skilled one.
When encountering difficulties with vocabulary or word meaning, a less skilled reader may skip the
vocabulary word and just forge on through the reading hoping it will make sense if she continues.
The further on she goes, the more and more confused she gets because the more vocabulary she is
missing the less meaning she will be able to make from the text. Here’s an example from a short
scientific text used in a Microbiology class. What do you think a less skilled reader who doesn’t stop
to look up vocabulary will get out this?
“Prions are resistant to inactivation by heating to 90°C, which will inactivate viruses. Prion infection is not
sensitive to radiation treatment which damages virus genomes. Prions are not destroyed by enzymes that digest
DNA or RNA. Prions are sensitive to protein denaturing agents, such as phenol and urea” (Black, 2008,
p. 301)
In contrast, a skilled reader is aware of the processes she uses in reading and will monitor how well
they are working. A skilled reader will know a variety of vocabulary strategies to employ when
encountering an unknown word and will know to stop, slow down, read aloud, or annotate, in order
to make comprehension more complete. The skilled reader would tackle the above text with a
dictionary in hand, learning that the text above describes Mad Cow disease, an infectious and deadly
disease caused by an abnormal protein and spread through contaminated meat.
Metacognitive skills including reader’s purpose, activating prior knowledge (schema), predicting, and
monitoring and correcting incomplete comprehension are means by which skilled learners regulate
their own reading. Each will be described in detail later. In addition, an elevated level of thinking
about what was read (Bloom’s Taxonomy) is ultimately the sign of the accomplished college reader.
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In reading, the metacognitive processes can be divided into three parts often referred to as active
reading strategies. They are:

Before reading strategies
o Previewing what is to be read to get an
overview of content and structure. Through
previewing the reader determines the topic
and organization of what is to be read. The
reader will also become aware of key
vocabulary that she may need to pre learn
or pay special attention to.
o Predicting what will be covered to begin to
actively interact with the text.
o Generating questions (mentally or
written) that will guide the reading. A
simple way to do this is by turning headings
and subheadings, and major vocabulary and
concepts into how, what, and why
questions.
o Activating prior knowledge (schema) by
which the reader learns more easily because
she is connecting the new information to
knowledge she already has. Research shows
that we build new knowledge by building
upon prior knowledge.
o Determining a purpose for reading and
the level of comprehension required. Not
everything needs to be comprehended
100%.

Active Reading Strategies
Before reading strategies

Previewing
Predicting
Generating questions
Activating prior knowledge
Determining purpose
Determining approach

During reading strategies
Monitoring comprehension
Anticipation – what’s next
Connecting new and old
information
Visualizing content
Checking understanding
Vocabulary
Concept maps
Annotations

After reading strategies
Review/reread
Paraphrase and summarize
Self test
Evaluate and synthesize
Reflection

o Determining an approach to the reading
based on purpose. The reader can decide
whether to take notes, summarize, and annotate for deep learning (for a test for
example), or just skim the reading for a class discussion.
A note here on annotation! Annotating a text is marking it with one’s reaction and questions as one
reads. It also involves marking the text for important points, processes, vocabulary and conclusions.
It is the way in which the reader converses with the author as she reads. Through annotating, a
reader can go back to the text and “find” information easily for use in analysis, review and for study.
10
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(See Appendix 3.) Students are often afraid to annotate their texts because they are anxious to resell
them at the end of the semester. Encouraging them to write in their books, while having a
negative financial affect, will help them to learn more deeply. Explaining the options to
students may help them to make clearer choices.
During reading strategies:
o Monitoring comprehension. What this means is that the reader is
conscious of what is happening to him or her as they are reading. They continue to
monitor their comprehension to see if they are learning well or losing
comprehension.
A simple illustration here: Instructors often ask students if, after reading 20 pages or more
of their textbooks have they ever sort of “woken up” and wondered where they had been for
the past half hour! The giggles in response to this question indicate that this is quite a
common occurrence. Certainly, this has happened to all of us.
If the student had been monitoring her comprehension, she would have stopped herself as
soon as she realized she was zoning out and problem-solve a response to help herself “get
back into” the reading.
Below are some indicators that the reading is going well and the reader is gaining meaning
and should keep reading:
o The ability to anticipate what is coming next.
o The ability to connect new information to prior knowledge.
o The ability to visualize processes, settings, and pictures.
o The ability to check the completeness of one’s understanding in several ways
including answering questions, note taking in one’s own words, and annotating the
text.
If the reader cannot do the items above, then he or she may correct comprehension in
several ways depending on what is causing the problem, such as:
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If there is quite a bit of vocabulary that is difficult she may need to pre learn
the vocabulary, look it up in the dictionary, work to expand general and
academic vocabulary and/or make a point to learn specialized and technical
vocabulary

!

If the writing is quite technical and dense, the reader knows to slow down
and extract the meaning from each word and phrase before proceeding.

!

If the reader has a more kinesthetic or auditory learning style, he or she may
need to read aloud, make models, draw diagrams or concept maps to
make the meaning clear.
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And often just the simple act of reading to answer questions, writing the
answers to the questions and/or annotating the text will keep the reader
engaged.

As you can see, reading needs to be an active process of interaction with the text – a conversation
with the author. Instructors often say to students they should read sitting forward, ready to attack,
rather than reclining ready to sleep!

After reading strategies involve techniques intended to help the reader remember what
was read, attach it to their prior knowledge and long term memory, and think about the
material in deeper and different ways. Some of these strategies include:
o Reviewing or quickly rereading material to reconnect it into a whole, especially if
the reader has had to slow down to understand it. Review any study notes, talk with a
study group and connect reading notes with lecture notes.
o Paraphrase and summarize difficult passages to check understanding.
o Self test on knowledge, memory and application of material.
o Evaluate and synthesize the reading by voicing and supporting one’s own opinion
as it relates to the material. The reader can and should challenge the author when
appropriate.
o Reflecting on the reading and applying it to new situations, comparing it to other
readings and/or applying it to one’s own life. Reflecting may also include reflecting
on the effectiveness of the reading strategies the student used during the reading, and
evaluating the effectiveness of the approaches.
Again, the key here is that college reading is an active process of thinking, applying, reflecting,
synthesizing, analyzing and evaluating what was read and how it was read. The following strategies
will help students to comprehend the reading that you assign. In addition to detailing the strategies
in the next section, the appendix to this chapter contains assignment forms for some of these
practices used by reading teachers throughout the state in a variety of disciplines.
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Part III: Specific approaches that employ
metacognitive techniques
There are tools and techniques -- building supplies if you
will -- that students can learn and use to improve reading
comprehension across disciplines. A content teacher can
take a few minutes at the beginning of a semester to
introduce these techniques to their students and then
reinforce their use as the semester goes along. Many of
these make great in-class activities or can be used as
homework that will either be turned in or used as notes
for quizzes and tests. They are:
SQ3R:
Survey: Preview the text before reading to ascertain the main topics, organization, and to
activate prior knowledge.
Question: Generate a list of questions to guide ones’ reading – read with a questioning
mind.
Read: Actively read the text with the intention of looking for answers to questions,
annotating important points and one’s reactions, and interacting with the text.
Recite: After reading, actively do something with what was read, for example write
answers to questions, talk about the reading with someone, teach it to a classmate
Review: Review the section that was read to put it back into a coherent whole, review one’s
notes and annotations, connect reading notes with lecture notes.
This technique is the granddaddy of all textbook reading approaches. It works well for all learning
styles. For example, in the “recite” step - in which the reader “does something” with what she has
learned – she can appeal to her learning style by talking about the learning (auditory learners) with
others (social learners), visualizing or in some other way diagramming what was read (visual
learners), and/or taking notes and annotating (kinesthetic learners). See Appendix 4 and 5 for more
information on this technique.
KWL+:
This technique seems simple but it is extremely powerful and can be used by everyone all the
time! In this technique one asks four questions about what is to be read or learned:
What do you KNOW about the subject? (Activates prior knowledge and stimulates
commitment to learn).
What do you WANT to know about the subject? (Creates intention and purpose for
reading).
What did you LEARN about the subject from the reading? (Provides review,
comprehension check and opportunity for reflection on what was learned).
What do you still want to LEARN? (Provides opportunity for deeper exploration).
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This is especially helpful when introducing a new reading or a new topic in class. It helps to activate
schema, and lets an instructor know where he or she has to help build background knowledge so
students will be able to understand the reading or topic. It also helps engage the students in their
own learning by having them actively declare what they want to learn from it, and finally it helps the
instructor to assess how accurately and completely they learned by how completely they are able to
describe their learning either orally or in writing (See Appendix 6).
PPPC:
This strategy involves another method of previewing, predicting and pre-reading to engage in the
text, and then a technique for note taking and annotating once one has read. You will see
similarities between PPPC, SQ3R and KWL, now that you are becoming expert!
Preview: Preview the selection looking at the topics, organization and to activate prior
knowledge.
Predict: Predict what the reading will be about to set expectations, and begin to generate a
questioning mind.
Pre-read: Using skimming techniques read the first sentence of every paragraph because
that is often where the main idea is in textbooks. It will give the reader a good context for
reading the text in depth.
Code: Take notes, write reactions to the text, generate questions that still need answering
etc. This is the way to review, record and test what has been learned. (See Appendix 6 for
more detail on this technique and others)
According to Mokhtari and Reichard (2002, pp. 249-259) the approaches above can be organized
into three metacognitive strategies used by skilled readers:
!
!
!

Global strategies --broad strategies which include the pre-reading strategies above
Problem solving strategies -- which include the comprehension monitoring and correcting
strategies above
Support Reading strategies -- which include note taking, paraphrasing and summarizing,
annotating and highlighting, and discussing the text with others.

Mokhtari and Reichard have created the Metacognitive Awareness of Reading Strategies Inventory
(MARSI) that helps students see what metacognitive strategies they employ and which they may
need to develop. The survey is reproduced for you in Appendix 7.
Metacognition is not the goal of reading, but it is a process by which students can become more
independent and confident in monitoring their reading comprehension and learning. All teachers can
become reading teachers by introducing these strategies to students, adapting them to their specific
discipline, and making explicit to their classes how best to learn the material of their discipline.
Through metacognitive strategies, students take more control over and responsibility for the reading
process and become more self-regulated learners.
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Here are a couple of specific examples.
A Biology instructor that we know asks students to use the SQ3R process to study for an exam. The
final step is to create possible questions for the exam. Though the instructor does not use all the
questions generated, the students end up using them to help them study.
This instructor studied the SQ3R questions and found that those students who could
not generate them as part of the assignment could also not pass the exam. It served as a
predictor of success and also provided her with a means to identify those students who
needed more help.
An English instructor teaches both PPPC and KWL on the first day of class and then asks students
to use these methods with several difficult homework texts during the course of the semester.
Students who complete a written record of these activities may use their notes for the quiz on the
reading during the next class.
This instructor has assessed the efficacy of this method by comparing the quiz scores of
those who used the techniques and therefore their notes on the quiz to those who
“forgot” to PPPC or KWL and did not. You will not be surprised to learn that those
who used the techniques had consistently higher scores. Duh!
Reading Apprenticeship:
Reading Apprenticeship (RA) is an approach to reading that stresses both the affective and cognitive
processes that students use to understand and make meaning of complex text. It is an approach
originally researched and created in middle and high school that is finding success at the community
college level as well. RA is the work of the Strategic Literacy Initiative of the nonprofit organization,
WestEd. Explore their information at www.wested.org/cs/sli/print/docs/sli/home.htm). The
intention of RA is to help students learn strategies, gain knowledge and improve attitudes for
success in literacy. RA focuses on the social, personal, cognitive and knowledge-building dimensions
around literacy. Like many of the previously listed metacognitive approaches, it focuses on how to
read, why read (purpose) as well as what is read. One advantage of RA is that it is a program that
includes extensive professional development for practitioners.
The RA approach focuses on reading in the content classroom. With this approach, the teacher, as
expert, models how to read in the content area. Students learn the best way to read and respond in
that content area. (Schoenback, Braunger, Greenleaf, and Litman, 2003) Strategies for reading are
introduced, and a safe community of sharing is established in the classroom. Students explore their
own attitudes about reading and becoming more responsible for their reading. Background
knowledge in the subject is also expanded to help the student understand and learn better. In
addition, students learn to reflect on what and how they have learned as a part of the process.
Several community colleges in California are successfully implementing the RA approach including
Los Medanos and City College of San Francisco. Included in the Appendix is a sample lesson plan
that gives a detailed example of how Nancy Ybarra implemented RA in the classroom (Appendix 8),
and a reading scaffold used by Lisa King in a class to help students read (Appendix 9).

Chapter 10

15

After reviewing the appendices, what do you notice that RA has in common with the other
approaches mentioned above?
Let’s conclude this section on reading with the conversation analogy. Have you ever had to converse
with someone when you didn’t want to? Or have you tried to have a conversation with a person
who didn’t actively reply to your questions or ask you any questions in response? What happens to
the conversation? Is the conversation difficult? Do you find your mind wandering off to other
topics? Do you just wish it would all END!!
Reading isn’t so much different. A positive attitude toward reading and purpose for reading make
reading much more effective. Reading with a questioning mind and actively interacting with the text
using annotation and other techniques keeps the conversation going and makes the comprehension
much better.
AND….
Have you ever found yourself reflecting later on what was said during a conversation to find the
deeper meanings? Or, have you ever had an “AHAH” moment when the meaning of a conversation
became clear later after a subsequent event, perhaps?
Just as the full impact of a conversation may not register until later, to get the full impact of reading,
the reader must reflect on what was read and attach it to prior knowledge or build the knowledge
base on which to attach it. Just as personal conversation is more or less
meaningful depending on what one brings to it, so is reading. The good
news is that now you have some tools and techniques to help students
engage more fully in their reading and to help them reflect on what they
have read.

Integrated Reading and Writing
There are several models currently in use that support the
integration of reading and writing as an effective strategy. In
these models, the teaching of reading strategies and skills is
used to strengthen writing and writing strategies are used to
strengthen reading. Remember that reading and listening are parallel processes
involving decoding and making meaning. Writing is like speaking. It is through writing –
as in speaking – that the message is created. Writers use a process of words, grammar and
organization to give structure and exposition to ideas, just as the reader uses words, grammar and
organization to decode what is read.
Good readers tend to be good writers. Through reading, learners are exposed to lots of language,
vocabulary, the way in which the language is organized and the ways in which messages are
composed. Through writing, learners create meaning, and explain ideas. They become the authors.
There are several effective strategies for integrating reading and writing.
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! Co-Requisite Reading and Writing Classes:
In this structure, an English and reading class at the same level (developmental or college level)
may be paired as co-requisites with shared or coordinated student learning outcomes (SLOs).
This pairing can be quite formal as in linked classes where the English and reading instructors
share assignments, and students take the two classes together as a cohort. In this type of
arrangement, the connection between the reading and writing classes is clear and the instructors
make explicit these connections.
A less formal structure is when sections of a particular level of English and reading are corequisites, but there is little coordination of assignments and students do not take the classes as
cohorts together. In this case, it is left to the instructors to make explicit connections between
the reading and writing processes, but the classes may or may not be learning the same parts of
these processes at the same time. Below are the student learning outcomes of a developmental
English course (English 905) and reading course (Reading 961). Look at how the SLOs overlap.
English 905: English Fundamentals (one level below college level English)
Upon completion of English 905, students will
" Write an essay of 500–750 words that has a controlling idea; logical organization based
on purpose, topic and audience; multiple levels of development; and sentence
correctness.
" Demonstrate in writing the ability to read a selection, identify its main ideas, analyze
those ideas, and arrive at relevant conclusions.
Reading 961: Effective Reading
Prerequisites: READ 960, or ESL 970RW, ESL 970G and ESL 970LS, or qualifying
score on the placement test.
Upon completion of Reading 961 the student will:
! Utilize vocabulary skills to comprehend assigned readings.
! Determine and differentiate main ideas and supporting details in assigned
readings.
! Make appropriate inferences in assigned readings.
!

Learning Communities with Reading or English Components:

The learning community movement has taken hold in many community colleges in California.
Cañada College in Redwood City is one in which many Learning Communities exist with reading
and/or English components. These learning communities are often paired with a course in another
discipline and the learning takes place around a shared theme. Students enroll in all the linked
courses and learn together as a cohort. The learning communities can range from fully integrated, in
which the instructors share all assignments and are often in each others’ classes, to less integrated
where students learn in a cohort and instructors support the same theme and may agree on some
shared assignments, but do not team teach the classes together. For more information on Learning
Communities at Cañada College, go to their website at: http://canadacollege.net/fye/communities.html.
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!

Embedded Reading and Writing Courses:

A third type of integrated reading and writing course is one in which the reading and writing are
integrated into one class. Often in this format, the embedded class meets for less time than the
stand alone English and reading classes. For example, each developmental reading and writing
class may be three units for a total of six units. Often the embedded class will be a four or five
unit class, allowing for economies that occur when for example, students are able to use the
same articles for reading practice and writing responses. The connection between reading and
writing becomes very clear as, for example, the teacher is able to instruct on the similar
structures of main idea (for reading) and topic sentence (for writing) together. In these classes
either one teacher trained in both reading and writing instructs, or a pair of teachers (one reading
and one writing) team-teach.
For ideas on how to assess these types of course structures, see Chapter 16 of this handbook:
Advanced Assessment: Multiple Measures. For more in-depth information on this topic, see English
Chapter 7 of this handbook on Integrated Reading and Writing.

Reading and Mathematics
Reading in mathematics requires a specific approach. Mathematics
reading involves deciphering material that is factually very dense
and has its own vocabulary that sometimes students find as
difficult as learning a foreign language. It also often requires
visualizing as one reads. In addition, reading and understanding
word problems involves the higher level thinking skills of
application, analyzing, and synthesizing, in addition to literal
comprehension.
Reading in mathematics requires students to SLOW way down, reading at approximately 10% of
their normal reading rate, pulling the meaning out of every word, phrase and sentence, and testing
understanding before moving on. Students should sketch graphs, study sample problems, and refer
back to explanations as they work through homework problems in a chapter.
Mathematics, like learning a foreign language, is progressive. What a student doesn’t learn in Chapter
1 will haunt them in Chapter 2, and by Chapter 3 they are often lost. Students need help not only to
read mathematics, but also in management skills that teach them to keep current in order to be
successful.
Sierra College teaches a workshop on how to read word problems to help students with a major
hurdle in mathematics reading. What follows is a description of their program.
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Reading and Mathematics Connections
When developmental students have difficulty with reading, they can also have trouble with many
other subjects they take while in college. In fact, many educators agree that reading lies at the very
heart of all other disciplines. All courses have some component of reading embedded in their
content, so it is logical to assume that the inability to effectively decode the written word can greatly
hamper the learning process for students.
At Sierra College, mathematics professors agree that reading is an integral part of students’ ability to
solve word problems. Many of these same professors agree that the computational part is not what
causes student difficulty with word problems. In fact, if the problem itself is set up for students
without them having to read and decode it, they are able to complete the mathematics portion of the
problem. The difficulty arises when students don’t read the problem carefully and cannot visualize
or interpret the words so that they know what it is they are looking for. That is why the steps of
pacing, annotating, translating, and paraphrasing are important to finding success with word
problems.
As a means of helping students understand the process of decoding mathematics word problems,
Sierra College offers a free ninety-minute Student Success Workshop nearly every semester. Students
can attend this workshop and learn a great deal about the process of understanding the reading of
word problems, and they are given specific tools to help them turn the written word into a
mathematical equation. Below is an explanation of the process mathematics and reading faculty use
to teach this workshop as well as handouts they use with students during the workshop itself. Sara
Pries, Sierra College mathematics instructor explains the workshop process:
Word Problems Made Easy
I open by talking about word problems being puzzles that need to be taken apart and put back
together in a logical sequence. Then each student is given five puzzle pieces that they must put
together to form a square. I then talk to them about the importance of understanding what they are
reading and of having a logical approach to solving any word problem. I stress that the workshop
will not focus on the actual answers but on the process. Then I hand out “Seven Reading
Problems” (See Appendix 10) for them to do. For example: Is it legal in North Carolina for a man
to marry his widow’s sister?
Lisa Rochford, reading instructor, then hands out and discusses “How to Annotate a Text” and
“Word Problems Step-by-Step” that go through Pacing, Annotating, Translating and
Paraphrasing. Then we give them “Five Word Problems: Practicing Pace, Annotate, Translate,
and Paraphrase” (see Appendix 9) and model how to use what she has just gone over. We write
variable statements and equations for each one but do not work out the equations. We stress being
able to sort out what it is they are trying to find (the main idea) and what the supporting details
(facts) are.
Lynn Hargrove, mathematics instructor, then hands out and discusses key words and other
information on “Math Facts Information,” and she goes over “Tips for Solving Word
Problems Involving Multiplication and Division of Fractions,” “Solving Application
Problems,” and the “Three-Step Problem Solving Procedure.” (See Appendix 11)
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Assessing Reading
How do you know that students are reading well? Now that you have seen profiles
of effective practices in teaching reading, can you assess if they actually work?
Assessing reading outcomes and individual assignments can be done in many ways.
Rubrics work well and allow students to know and understand how their work will
be scored. The following rubrics have been used in a variety of ways.
The rubric that follows, shows how Michelle Andersen Francis assessed students’ annotations in
response to lessons on how to annotate a text.

Annotation Rubric

Paraphrasing
(writing it in
your own
words)

Structure of
annotations

Ideas in
annotations

Opinions in the
annotations.

Did Not
Attempt
Expectation
There are no
notes in the
margin.

Below
Expectation

Annotations are
exactly as written
by author of text.
Is unable to think
about what
author wants
reader to know.
There are no
Annotations in
annotations in
the margin are
the margin,
written without
but things
regard for text
might be
structure.
underlined in
text.
No
There are only
annotations.
one - four words
written about
each paragraph
and writing
doesn’t match
main idea.
There are no
Annotations are
opinions
strictly text based
expressed.
and do not
include any of
the reader’s
opinions.

Meets Expectation

Exceeds Expectation

Can think about
what the author
wants reader to
know and can write
annotations
understandably in
margin.
Is able to delineate
text using
underlining in the
annotations.

Is able to determine
author’s intent and
write ideas in margin
as a paraphrased text.

Ideas in annotations
closely match the
main ideas, but
some details and
examples might be
missing.

Ideas in annotations
cover the main ideas,
the details, and any
examples that will
help the reader later
on.

Annotations in the
margin address
reader’s opinions
about the text.

Annotations in the
margin express
reader’s opinions
about the text as well
as possible questions
and other outside
connections to the
text.

Is able to underline
margin annotations,
enumerate ideas, and
break the text into a
logical structure in
the annotations.

By Michelle Andersen Francis, reading instructor,
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The following rubric shows how instructor Lisa Vasquez, Mission College, uses a very detailed
rubric for writing summaries of short stories. Also included, following the rubric, are the documents
she uses for preparing students to write the summary. They include: How To Read A Short Story;
A Guide to Writing Summaries; and a Summary Evaluation Checklist for students to use to
self-evaluate prior to being assessed.

Rubric for Summary Writing
5 (Above Standard)
!
!
!
!
!
!
!
!
!
!
!
!

The writer clearly addresses all parts of the “during” section from “How to Read a Short Story”
handout.
The first sentence includes the citation (author, title, name of publication, date) for the material
being summarized.
The first sentence includes the topic of the reading and the author’s purpose (to inform,
persuade, to entertain).
The summary includes a clearly, well-presented central idea (topic sentence) with all relevant
facts and details taken from the reading text (short story).
Each main point is supported with evidence (facts, examples, definitions, explanations,
reasoning…).
The writer maintains a consistent organizational structure, including paragraphing where
necessary. The structure of the summary generally follows the structure of the writing being
summarized and ideas are connected to make the writing flow well.
The writing includes a variety of sentences and good word choice.
The summary is in the writer’s own words.
There are no opinions and/or personal ideas stated in the summary.
The writing contains good use of transitional/pivotal words to link statements (supporting
details) together.
The summary is 20% or less than the original length of the material.
The writing contains few errors in conventions of English (grammar, punctuation, capitalization,
and spelling). Errors made tend to be nearly “invisible.”

4 (At Standard or Proficient)
!
!
!
!
!
!

The writer addresses most parts of the “during” section from “How to Read a Short Story”
handout.
The first sentence includes the citation (author, title, name of publication, date) for the material
being summarized.
The first sentence includes the topic of the reading and the author’s purpose (to inform,
persuade, to entertain).
The summary includes a clearly, well-presented central idea (topic sentence) with most of the
relevant facts and details taken from the reading text (short story).
Most main points are supported with evidence (facts, examples, definitions, explanations,
reasoning).
The writer maintains a consistent organizational structure. There is paragraphing although there
may be some mistakes made in when the writer does or does not break for a paragraph. The
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!
!
!
!
!
!

structure of the summary generally follows the structure of the writing being summarized but
the writer may change the order of a few of the details.
The writing includes some sentence variety and appropriate word choice.
The summary is in the writer’s own words.
There are no opinions and/or personal ideas stated in the summary.
The writing contains good use of transitional/pivotal words to link statements (supporting
details) together.
The summary is 20% or less than the original length of the material.
The writing contains some errors in conventions of English (grammar, punctuation,
capitalization, and spelling). Errors do not interfere with the reader’s understanding of the
writing.

3 (Approaching Standard)
!
!
!
!
!
!
!
!
!
!
!
!

The writer addresses only parts of the “during” section from “How to Read a Short Story”
handout.
The first sentence does not include the citation (author, title, name of publication, date) for the
material being summarized.
The first sentence does not include a clear topic of the reading and does not include the author’s
purpose (to inform, persuade, to entertain).
The summary may not have a clearly stated central idea (topic sentence) or it may only be
suggested, not stated) and may omit important details or include details not in the
original
text (short story).
Most main points are not supported with evidence (facts, examples, definitions, explanations,
reasoning).
The writer demonstrates an inconsistent organizational structure and does not demonstrate solid
paragraphing. The structure of the summary is not consistent with the writing being
summarized.
The writing contains little sentence variety and simple but acceptable word choice.
The writing may contain copying of key phrases taken from the reading text (short story) being
summarized.
There are some opinions and/or personal ideas stated in the summary.
The writing does not contain good/strong use of transitional/pivotal words to link statements
(supporting details) together.
The summary is more or less 20% of the original length of the material.
The writing contains many errors in the conventions of English (grammar, punctuation,
capitalization, and spelling). Errors may interfere with the reader’s understanding of the writing.

2 (Below Standard)
!
!
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The writer addresses only parts of the “during” section from “How to Read a Short
Story”
handout.
The first sentence does not include the citation (author, title, name of publication, date) for the
material being summarized.

Chapter 10

!
!
!
!
!
!
!
!
!

The first sentence does not include the topic of the reading and the author’s purpose
(to
inform, persuade, to entertain).
The writing contains a simple central idea (topic sentence) and omits many important
facts.
A few (1-2) main points are supported with evidence (facts, examples, definitions, explanations,
reasoning…)
There is little organizational pattern in the writing. The writing does not demonstrate any
paragraphing. Ideas are in a random order and not logical.
The writing displays a simple sentence variety and simplistic or even incorrect word choice.
The writing contains copying of key phrases taken from the reading text (short story) being
summarized.
There are opinions and/or personal ideas stated in the summary.
The writing contains simple use of transitional/pivotal words to link statements (supporting
details) together.
The summary is not a realistic length of 20% or less than the original length of the
understanding of the writing.

1 (Ineffective Summary)
!
!
!
!
!
!
!
!
!
!
!
!

The writer does not address any part of the “during” section from “How to Read a Short Story”
handout.
The first sentence does not include the citation (author, title, name of publication, date) for the
material being summarized.
The first sentence does not include the topic of the reading and the author’s purpose (to inform,
persuade, to entertain).
The writing does not contain a central idea (topic sentence) and omits all important facts.
There are no main points supported with evidence (facts, examples, definitions, explanations,
reasoning…)
There is no apparent organizational pattern in the writing. The writing does not demonstrate any
paragraphing. Ideas are in a random order and not logical.
The writing displays no sentence variety and incorrect word choice.
The writing contains copying of phrases taken from the reading text (short story) being
summarized.
There are opinions and/or personal ideas stated in the summary.
The writing does not contain any use of transitional/pivotal words to link statements
(supporting details) together.
The summary is not a realistic length of 20% or less than the original length of the material.
The writing contains many serious errors in the conventions of English (grammar, punctuation,
capitalization, and spelling). Errors interfere with the reader’s understanding of the writing.

Chapter 10

23

How to Read a Short Story
Before
1. Look at the story’s title. What might this story be about?
2. Use and develop your background knowledge about this subject. If the title is "The Lesson" (by
Toni Cade Bambara) ask yourself what kind of lessons there are, what lessons you have learned,
and so on.
3. Establish a Purpose for reading this story. "Because my teacher told me to" is one obvious
purpose, but not a very useful one. Try to come up with your own question, one based perhaps
on the title or an idea your teacher recently discussed in class. How about, "Why do we always
have to learn the hard way?” if the story is titled "The Lesson"? Of course, you should also be
sure you know what your teacher expects you to do and learn from this story; this will help you
determine what is important while you read the story.
4. Orient yourself. Flip through the story to see how long it is. Take a look at the opening
sentences of different paragraphs, and skim through the opening paragraph; this will give you a
sense of where the story is set, how difficult the language is, and how long you should need to
read the story.

During
1. Identify the main characters. By "main" I mean those characters that make the story happen or
to whom important things happen. Get to know what they are like by asking such questions as
"What does this character want more than anything else-and why?”
2. Identify the plot or the situation. The plot is what happens: The sniper from one army tries to
shoot the sniper from the other army (“The Sniper"). Some writers prefer to put their
characters in a situation: a famous hunter is abandoned on an uncharted island where, it
turns out, he will now be hunted ("The Most Dangerous Game").
3. Pay attention to the setting. Setting refers not only to where the story takes place, but when it
happens. It also includes details like tone and mood. What does the story sound like: a sad violin
playing all by itself or a whole band charging down the road? Does the story have a lonely
feeling-or a scary feeling, as if any minute something will happen?
4. Consider the story’s point of view. Think about why the author chose to tell the story through
this person's point of view instead of a different character; why in the past instead of the
present; in the first instead of the third person.
5. Pay attention to the author's use of time. Some short story writers will make ten years pass by
simply beginning the next paragraph. "Ten years later…” Look for any words that signal time
passed. Sometimes writers will also use extra space between paragraphs to signal the passing of
time.
6. Find the crucial moment. Every short story has some conflict, some tension or element of
suspense in it. Eventually something has to give. This is the moment when the character or the
story suddenly changes direction. A character, for example, feels or acts differently than before.
7. Remember why you are reading this story. Go back to the question you asked when you began
reading this story. Double check your teacher's assignment, too. These will help you to read
more closely and better evaluate which details are important when you read. You might also
find your original purpose is no longer a good one; what is the question you are now trying to
answer as you read the story?
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After
1. Read first to understand ... then to analyze. When you finish the story, check to be sure you
understand what happened. Ask: WHO did WHAT to WHOM? If you can answer these questions
correctly, move on to the next level: WHY? Why, for example, did the character in the story lie?
2. Return to the title. Go back to the title and think about how it relates to the story now that you
have read it. What does the title refer to? Does the title have more than one possible meaning?

Guide to Writing Summaries
What is a summary?
A summary is a miniature version of a piece of writing, usually about 20% or less of the length of
the original. It includes the main points (events), essential supporting details to the main points
(events), and a source of information (citation). Summaries are the author’s ideas written (translated)
in your own words; they do not include your opinions.
Why write summaries?
1. The process of writing a summary is to identify important ideas and writing them in your
own words—which will help you learn the material.
2. The product is the summary itself—it will provide you with good notes for review and
emphasize that you understood the material.
Writing a summary will sharpen your reading analysis skills and help you concentrate on the
major points (events) from the reading.
3. Writing a summary will stretch your vocabulary as you paraphrase (write in your own words)
the author’s ideas, points, words…
4. Writing a summary will help you practice writing precisely, using clear and simple grammar.
5. Writing a summary will help you organize and compile information for a research paper.

Before the writing process:
1.
2.
3.
4.

Read, mark and annotate the text thoroughly.
Ask- what is the writer’s purpose?
Be sure you understand terminology, vocabulary, phrases…
Create an outline, map, flow chart, graphic organizer, Cornell notes as a way of organizing
important information for your summary.

During the writing process
1. TYPE THE SUMMARY. ARE YOU AT A COMPUTER RIGHT NOW???
2. TYPE, TYPE, TYPE!!!
3. Work from the marked and annotated text—you have already highlighted the important
points (events) and supporting details.
4. The first sentence includes the citation (author, title, name of publication, date) for the
material being summarized.
5. The first sentence includes the topic of the reading and the author’s purpose (to inform,
persuade, to entertain).
6. The summary is to clearly state the main points the author is making about the topic.

Chapter 10

25

7. Each main point is supported with evidence (facts, examples, definitions, explanations,
reasoning…) from the article.
8. The summary is in your own words. Check that you have not copied phrases or sentences
from the article.
9. You may choose to incorporate one quote (direct or indirect) from the reading that is
essential to the understanding of the material.
10. The summary is clear, concise, and makes sense. Keep the language clear.
11. Be as brief as possible; distill ideas and discard unimportant information. Use
transitional/pivotal words to link statements (thoughts) together.
12. No personal opinion or personal ideas in summary writing.
13. The summary is relatively free of grammar and spelling errors.
14. The summary is 20% or less than the original length of the material.

After the writing process:
1. Go away from your paper for a while after you have finished writing it. Come back later to
proofread it with a fresh mind. It is much easier to spot errors when you distance yourself
from the actual writing.
2. Read each sentence out loud. This forces you to slow down and pay attention to each word
and phrase. Sometimes you will realize you have spoken something (a word, a
word ending, a pause where punctuation is needed, etc.) that you did not write, but need to
include or correct.
3. Have someone else read your paper out loud to you. In this way you will find out what you
really wrote, including any errors that you missed in your own proofreading.
4. Focus on commonly made errors by students. The most common serious errors that
students tend to make are run-ons, fragments, verb form errors, and verb agreement errors.
5. Learn the type of errors you tend to make and focus on fixing those errors. You can learn
the type of errors you make from teachers’ comments on your papers. Analyze the most
common error types and look for them when you proofread.
Examples of how to begin a summary:
Title of magazine and newspaper articles, essays and short story titles are in quotation
marks “ ”
In the article “Was he a killer’s accomplice?” by Brandon Bailey he states…
In the article “Was he a killer’s accomplice?” by Brandon Bailey he describes…
In the article “Was he a killer’s accomplice?” by Brandon Bailey he explains…
In the article “Was he a killer’s accomplice?” by Brandon Bailey he informs the reader about…
In the article “Was he a killer’s accomplice?” by Brandon Bailey he persuades the reader to…
Brandon Bailey’s article “Was he a killer’s accomplice?” states…
Brandon Bailey’s article “Was he a killer’s accomplice?” describes…
Brandon Bailey’s article “Was he a killer’s accomplice?” explains…
Brandon Bailey’s article “Was he a killer’s accomplice?” informs the reader about…
Brandon Bailey’s article “Was he a killer’s accomplice?” persuades the reader to…
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Book titles, names of magazines (Time, Newsweek …) and names of newspapers (San Jose
Mercury News, New York Times …) are underlined
In the book A Piece of Cake by Cupcake Brown she states…
In the book A Piece of Cake by Cupcake Brown she describes…
In the book A Piece of Cake by Cupcake Brown she explains…
In the book A Piece of Cake by Cupcake Brown she informs the reader about…
In the book A Piece of Cake by Cupcake Brown she persuades the reader to…
In the book A Piece of Cake by Cupcake Brown she entertains the reader with…
Cupcake Brown’s book A Piece of Cake states…
Cupcake Brown’s book A Piece of Cake describes…
Cupcake Brown’s book A Piece of Cake explains…
Cupcake Brown’s book A Piece of Cake informs the reader about…
Cupcake Brown’s book A Piece of Cake persuades the reader to…
Cupcake Brown’s book A Piece of Cake entertains the reader with…
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Summary Evaluation Checklist
Yes

No

Evaluation Points

1. The summary clearly addresses all parts of the “during” section from
“How to Read a Short Story” handout.
2. The first sentence includes the citation (author, title, name of
publication, date) for the material being summarized
3. The first sentence includes the topic of the reading and the author’s
purpose (to inform, to persuade, to entertain).
4. The summary includes a clearly, well-presented central idea (topic
sentence) with all relevant facts and details taken from the reading
text (short story).
5. Each main point is supported with evidence (facts, examples,
definitions, explanations, reasoning…) from the reading.
6. The structure of the summary follows the structure of the reading
being summarized and ideas are connected to make the summary
flow well.
7. The summary includes a variety of sentences and good word choice.
(The summary is clear, concise, and makes sense.)
8. The summary is in your own words.
9. There are no opinions and/or personal ideas stated in the summary.
10. The summary contains good use of transitional/pivotal words to
link statements (supporting details) together.
11. The summary is 20% or less than the original length of the material.
12. The summary is relatively free of grammar and spelling errors.
Lisa Vasquez, reading instructor, San Jose City College
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The following rubric is one used by Cynthia Silverman at El Camino College that describes student
performance across several reading courses:
Reading Rubric English 80, 82, 84
6. Evidence of a critical reader who clearly gets the writer’s point and thoughtfully engages the
writer in a conversation about the text:
! finds stated main idea(s) or thesis and can infer implied main idea(s) or thesis
! interprets information and ideas beyond a focus on the literal meaning of sentences and
paragraphs
! makes connections between parts of text, other texts, and prior knowledge.
! reflects on the significance of the issues, ideas, and values embedded within text.
! evaluates and challenges the information in text as well as the conclusions drawn by the
! author.
5. Evidence of a sometimes critical reader who clearly gets the writer’s point and has begun to
engage the writer in a conversation about the text:
! finds/restates main idea(s) and thesis
! sometimes interprets information and ideas in addition to a focus on the literal meaning
! of sentences and paragraphs
! sometimes makes connections between parts of text, other texts, and prior knowledge.
! sometimes reflects on the significance of the issues, ideas, and values embedded within
! text.
! sometimes evaluates and challenges information in text and the conclusions drawn by
! the author.
4. Evidence of a literal reader who gets the writer’s point:
! can find the stated main idea/thesis in texts, but may have difficulty restating the point
! focuses on the literal meaning of words, sentences, and paragraphs in text.
! may make connections between parts of text but not to other texts, or prior knowledge
! may reflect on the issues, ideas, and values embedded in the text
! may evaluate the information in the text but may not challenge the conclusions drawn by the
author.
3. Evidence of a struggling reader who attempts to get the writer’s point:
! may be able to locate the main idea/thesis of a text
! attempts to make sense of the whole text by focusing on words and sentences
! sometimes makes personal connections to text
! may reflect on sentence or paragraph meaning
! accepts author’s information and conclusions without challenge
2. Very limited evidence of a struggling reader who:
! may understand parts of text without understanding the whole
! may focus on personal reactions unrelated to text
! may reflect on meaning of isolated words or sentences
! does not evaluate information or the conclusions drawn by the author
1. Reader does not independently respond to text (Cynthia Silverman, El Camino College):
The following rubric was adapted from one used at Maricopa Community Colleges and gives levels
of skills from Novice to Masterful in reading across college level reading skills.
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R eading R ubric
Adapted from S an _______ R ubrics , Maricopa C ommunity C olleges .

Vocabulary

L iteral C omprehens ion

C ritical T hinking

R eading S trategies

E valuates the logic and
accuracy of evidence in
s upport of the writer's main
!"#$%&%'("#)#("#(*+,%$))+!#- %
critical reading s kills to s upport
acceptance or rejection of
written materials

Independently varies the us e of critical
reading techniques according to the
type of material and purpos e for
reading, particularly for s tudy reading
tas ks

Applies critical reading s kills to
s upport acceptance or
rejection of written materials ,
although not completely
E xpected C ollege
independently
L evel R eading
Identifies the logic and
S kills
accuracy of evidence in
s upport of the writer's main
id
S ometimes determines
S ometimes us es main idea,
S ometimes identifies the
S ometimes identifies general
meanings of new vocabulary s upporting details and
following elements (when
- .))/0*%- #(*#(1#- %&%2))+!#- %
words through context clues , organizational patterns to
applicable) in written material:
literal reading s kills to
E xpected
although s ometimes avoids
guide reading approach in
writer's purpos e, tone, audience, comprehend and s upport
C ollege L evel new words
as s igned reading s ituations . bias , and point of view, allus ions acceptance or rejection of
and as s umptions
written materials , although not
R eading S kills
independently
D etermines meanings of new Us es main idea, s upporting
C an s ometimes identify language R arely comprehends enough
words through context clues
details and organizational
devices and language
of written materials to logically
with teacher prompting,
patterns to guide reading
adaptations in written materials comprehend, accept or reject
B as ic C ollege L evel otherwis e avoids new words . approach in as s igned reading when directed that thes e are in the concepts
s ituations with teacher
the material
R eading S kills
prompting

V aries the us e of critical reading
techniques according to the type of
material and purpos e for reading,
particularly for s tudy reading tas ks ,
although not completely independently

D etermines , unders tands , and Independently us e main idea,
s upporting details and
recalls meanings of new
organizational patterns to
vocabulary words through
guide reading approach to
context clues
E xemplary C ollege
new reading s ituations .

Mas terful
R eading S kills

S killed

D etermines and unders tands
meanings of new vocabulary
words through context clues

Us es main idea, s upporting
details and organizational
patterns to guide reading
approach in as s igned reading
s ituations .

Inferential T hinking
Independently analyzes written
materials for the following
elements (when applicable):
writer's purpos e, tone, audience,
bias , and point of view, allus ions
and as s umptions .
Identifies the following elements
(when applicable) in written
material: writer's purpos e, tone,
audience, bias , and point of view,
allus ions and as s umptions .

Able

Developing

Novic e
B eginning C ollege
L evel R eading
S kills
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No S c ore

G enerally avoids new words in H as difficulty in identifying
written materials .
main ideas , general s upport
s entences and organizational
patterns .

R es pons e is not adaquate for R es pons e is not adaquate for
s coring
s coring

H as difficulty identifying language
devices and language
adaptations In written material
even when directed that thes e
are in the material.
R es pons e is not adaquate for
s coring

R arely comprehends enough
of written materials to logically
comprehend, accept or reject
the concepts

Us es critical reading techniques
according to the type of material and
purpos e for reading, particularly for
s tudy reading tas ks with teacher
prompting

Us es the s ame literal reading
techniques for all types of written
materials regardles s of type or
purpos e, even though s tudy reading
requires s pecific types of reading
techniques
H as difficulty us ing literal reading
techniques for written materials
regardles s of type or purpos e, even
though s tudy reading requires s pecific
types of reading techniques

R es pons e is not adaquate for R es pons e is not adaquate for s coring
s coring

A Last Word
Reading is a complex process that is fundamental to student success in college, one that is critical if
students are to successfully construct a building to house their academic dreams. The good news,
which we hope we’ve made clear in this chapter, is that all students can improve their reading
efficacy across disciplines. This requires all college teachers to be reading teachers. It is important for
instructors to share strategies that work and their own insights into how they metacognitively
manage their own reading in their discipline. Hopefully, with the tools and techniques, the building
supplies and toolboxes included in this chapter you will feel empowered to assist students to erect a
strong and enduring edifice, one that will serve as a lodge for their college and career success.
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Appendix 1
Answers to the Quiz
Answer the following questions, true or false?
1. Reading, once you have learned it as a child, is a relatively simple and straight forward process.
FALSE. There are many activities before, during and after reading which must be learned to
fully decode any reading material. It increases in complexity with various reading material.
2. Reading is incomplete until comprehension occurs.
TRUE.
3. When people slow down to read and to think about the text, they are really disrupting a beautiful
reading flow, necessary to learn.
FALSE It allows cognition which is essential for true reading to occur.
4. The task of comprehending reading involves primarily literal comprehension.
FALSE There are 3 levels of comprehension.
5. Effective practices in reading involve several stages including before reading strategies, during
reading strategies and after reading strategies.
TRUE
6. Metacognitive strategies for reading should only be taught by reading instructors in a reading
course, because they are the experts.
FALSE
7. Reading should not be incorporated into math or writing because it is a discrete skill, which
should be taught as discrete subject matter only.
FALSE
8. Adult students are more likely to master reading if the materials they are using relate to
coursework they are presently taking.
TRUE
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Appendix 2
Our Reading Toolbox Applied to a Reading by Cesar Chavez
Statement from César Chávez, Sacramento, April 3, 1991
A transcript of this speech is in the United Farm Workers Papers, Wayne State University.
Some people may ask, “Why should the farm workers be concerned about the condition of
public schools in California?”
Let me answer them: Who do you think are in the public schools today in California?
Public schools serve more farm workers than any other publicly financed social institution in
society.
Public schools provide the greatest opportunity for upward mobility to Hispanics and to all
ethnic minorities in this state.
Yet today, it is a Republican governor and his allies in the legislature who are less concerned
than we are about preserving public schools. That is ironic because it was not always the case.
In the 1960s and early ’70s, another Republican governor—Ronald Reagan—was leading the
fight for more support of public education. But there was a big difference. Back then, the majority
of public school children were white, and they were from middle- or upper middle-income families.
Today, the majority of children in our public schools are minority—African American, Hispanic,
Asian—and they are from poor and working-class families.
Back then, under Ronald Reagan, Californians spent 5 cents out of every dollar of personal
income on public schools. Today, under Pete Wilson, Californians spend a little over 3 cents out of
every dollar on education. And if he has his way, it will go down even more.
There is another institution in society that is funded by the state and that is dominated by
minorities: the state prisons—and they have fared very well.
Over the last nine years—under Governor Deukmejian and now Governor Wilson—
California has carried out a policy of dramatically expanding state prisons while it starves public
schools.
What message do those priorities send? Does this mean that the only way our sons and
daughters can get recognition from the state of California is by using drugs and committing crimes?
We have looked into the future and the future is ours! Asians and Hispanics and African
Americans are the future in California. That trend cannot be stopped. It is inevitable.
Then why do they want to cut funds for schools and other vital services—now?
Why do Governor Wilson and his allies seek to reduce the commitment to public education—now?
If the majority of children in school were white and if they lived in affluent suburban communities,
we wouldn’t even be debating how much money to spend on public education.
But it is our children—the children of farm workers and Hispanics and other minorities—who
are seeking a better life. It is for them, for their future—and for the future of California—that we
must say “no” to suspending Proposition 98.
We must say “no” to cutting essential services for the needy instead of tax loopholes for the
wealthy.
We must say “no” to making our children and their teachers scapegoats for the budget crisis.
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THE WORDS OF CESAR CHAVEZ
Directions:
Read the words of Cesar Chavez concerning public education in California.
Use “Our Reading TOOLBOX” to respond to the following:
!

Create a headline (title) for these words that could be used if we wanted to have this put in
a newspaper.

!

Select one sentence that you think is most significant in these words of Cesar Chavez.

!

Paraphrase this sentence that you selected as being most significant.

!

Tell why you selected this sentence as being the most significant.

!

Complete this sentence: Cesar Chavez’s purpose in saying these words was

!

Identify the main question at issue (problem) that Cesar Chavez raises in the reading.

!

Complete this sentence: If we fail to follow Cesar Chavez’s words, the implications and
consequences are

!

State your solution/recommendation for what should be done to effectively deal with the
issue being presented by Cesar Chavez in the reading.

Joel Levine
Southwestern College
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OUR READING TOOLBOX

Elements
of Thinking

Paraphrasing
Putting a sentence that you have read into your own words.

INFORMATION

Headline Created
Creating a headline (title) that you think expresses the main idea of the reading.

PURPOSE

Significant Sentence Selected
Selecting the one sentence you think is most important in the reading, and
telling why you selected it.

INFORMATION

Vital Question Posed
Stating a question to the author or someone in the reading that you would QUESTION &
really like an answer to.
PROBLEM
Identifying the main question at issue (problem) raised in the reading.
Purpose
Stating why you think this reading was written.

PURPOSE

SEEI
Stating, Elaborating, Exemplifying, and Illustrating certain words and CONCEPTS
concepts in the reading that you need to better understand.
Conclusion
Identifying what you think is the most important conclusion the author comes CONCLUSION
to in the reading.
Assumptions
Stating what you think the author is taking for granted in the reading.

ASSUMPTIONS

Implications & Consequences
Stating what you think would happen if we follow, or do not follow what the IMPLICATIONS &
author is suggesting we do.
CONSEQUENCES
Solution/Recommendation
Stating what you think should be done to deal effectively with the issue
or problem being presented in the reading.

INFERENCE

Speaking in the Author’s Voice
Stating ideas or answering questions about the reading as if you were
the author herself or himself.

POINT OF VIEW

36

Chapter 10

Appendix 3
Annotating a Text
These are the handouts Lisa Rochford, Reading Instructor, gives out to discuss and model “How to
Annotate a Text”, “Word Problems Step-by-Step”, and “Five Word Problems: Practicing
Pace, Annotate, Translate, and Paraphrase.”
How to Annotate a Text
As an “active reader,” you already know that when you read textbook assignments, you should have
questions in your mind. As you read, you should be looking for the answers to these questions. You
should also have a pencil in hand so that you can “annotate” your text. As the word suggests, you
“take notes” in your textbook.
Unlike “highlighting,” which is a passive activity, the process of annotating text helps you to stay
focused and involved with your textbook. You’ll find that the process of taking notes as you read
will help you to concentrate better. If will also help you to monitor and improve your
comprehension. Annotating will also help you find important concepts for review. If you come
across something that you don’t understand or that you need to ask your instructor about, you’ll be
able to quickly make note of it, and then go on with your reading.
The following is a list of some techniques that you can use to annotate text:
!
Underline important terms
!
Circle definitions and meanings
!
Write key words and definitions in the margin
!
Signal where important information can be found with key words or symbols in the margin
!
Write short summaries in the margin at the end of sub-units
!
Write the questions in the margin next to the selection where the answer is found
!
Indicate the steps in a process by using numbers in the margin
!
Develop a personal system of symbols and abbreviations in the margins to find information
quickly:
Symbols you can use to annotate. There are, naturally, many more symbols that could work
well, but these are a place to start:

*

?

+ -

Abbreviations you can use to annotate:
Def-definition
Sum-summary or summary statement
Ex-example
Questions to ask yourself:
Have you noted the source and date of the material or lecture?
Have you accurately captured all of the main ideas?
Can you summarize or paraphrase the material?
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Word Problems Step-by-Step
The most important issue with any difficult reading problem is to establish a meaningful process.
Here are some steps to think about in establishing your own process:
Before you begin, make sure you do two things:
A. You THOROUGHLY review the math concepts you will be learning
B. You know the terminology of the discipline
1. Pace (AKA, Reading Speed)
Make sure you slow down enough to read every word. In any chunk of text, there are
more important items and less important items. An important rule of thumb is “The more
difficult the text, the slower your pace.”
TIP: Touch every word with the tip of your pen or pencil. This will make sure your
eye catches every word and will help you slow down.
TIP: You will need to read the problem at least twice. Read it slowly, using the
above tip, before you do anything else. That way, you will get the actual comprehension
out of the way.
II. Annotate (AKS, Mark the page)
If you annotate as you go, you are processing the information twice. Once to understand the
words themselves and again to judge whether you should mark it or not. Consider crossing
out unnecessary or introductory information.
TIP: Use a highlighter, different colored pen, or a system of notations (circles, stars, etc.)
to draw your eye to the important pieces of information in the problem.
ALWAYS DO THIS ON YOUR SECOND READ THROUGH.
**Make sure you read the problem through at least once before you begin to annotate**
III. Translate (AKA, Say It In Math Language)
Take your annotations and carefully translate them into math language.
TIP: Make sure you have a thorough understanding of the math concepts you are learning
before you begin your word problems. A review of terms (sum, add, subtract, divide) before
you attempt a word problem is a very good idea.
SEE STEPS TO COMPLETE BEFORE YOU START
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IV. Paraphrase (AKA, Say IT in Your Own Words)
Before you begin to solve your equation, see if you can say it to yourself using different words. If
you can do this easily, you understand what you are doing. If you can’t, you need to review. This
step can also include visualization, drawing pictures or any other method you know that will allow
you some ownership of the information you need.
TIP: Again, using your pencil, make sure you have accounted for everything you marked in your
equation. Make necessary adjustments.
Five Word Problems: Practicing Pace, Annotate, Translate, and Paraphrase
1. Jim bought an 11-piece set of golf clubs for $120, one dozen golf balls for $9, and a pair of golf
shoes for $45. How much did he spend in all?
2. A hospital had 20 bottles of thyroid medication with each bottle containing 2,500 5-gram tablets.
It gave 5 bottles of tablets to the Red Cross. How many tablets does the hospital have left?
3. A roofing company has purchased 1,134 squares of roofing material. One square measures 10 feet
by 10 feet. If each cabin needs 9 squares of material, find the number of cabins that can be roofed.
4. A theatre owner wants to provide enough seating for 1,250 people. The main floor has 30 rows of
25 seats in each row. If the balcony has 25 rows, how many seats must be in each balcony row to
satisfy the owner’s requirements?
5. A Boeing 747 traveling 675 miles per hour carried 254 passengers. After three hours, it landed in
Atlanta where 133 passengers deplaned before it continued on to Washington, D.C., its final
destination, 900 miles away. How many passengers deplaned in Washington?
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Appendix 4: SQ3R
How to Read a Textbook
One technique recommended for textbook reading is called SQ3R. The steps in SQ3R are as follows:
Survey: Spend no more than 10 minutes getting a “preview” of what is in the chapter. Doing this gives you an idea of
how the chapter is organized. The steps to survey a textbook are:
1. Examine the title of the chapter. This tells you the subject you will be reading about.
2. Read headings and subheadings and notice the relationship between the important headings in each
chapter. This tells you the major areas of information contained in the chapter.
3. Look at diagrams, graphs, pictures and other visuals. They give you more information about the
chapter.
4. Quickly skim the introductory and concluding sections of the chapter. This tells you the major points
to remember.
5. Read any study questions or review activities in the chapter. This tells you what you will need to learn
and remember.
6. Now try to predict what the chapter will be about and begin thinking about what you already know
about these topics. Using this technique is an excellent way to building knowledge and interest on a topic
by “activating your schema” and helping you organize to remember what you have learned. This
technique can be used in all your classes to help you learn and remember.
Question: Always read your textbooks with the purpose of answering questions. This will keep you actively involved in
your reading and will help your concentration. To create questions you should:
1. Using How, What, and Why (and less importantly who, when, and where) turn chapter headings,
subheadings, and italicized words into questions. You will read each section to find answers to these
questions. AND/OR
2. Use the study questions in the chapter to guide your reading. Read to answer the study questions.
AND/OR
3. Always be asking: What is the author’s main point and how is s/he supporting it?
Read: Now read the chapter, section by section, and underline as you find the answers to your questions. You should
number the answers to your questions as you find them. You can also annotate in the margin of the book as follows:
? = If you do not understand something.
! = Something that looks important
T = This is probably going to be on a test.
V = Important vocabulary
C = This is a very important conclusion.
Write down any comments or questions you may have as you read. Agree with the author, challenge the author,
connect this information with lecture and other readings.
Recite: Recite means to do something with the answers to your questions. Say them out loud, or write the answers
down in a question and answer format to achieve a good set of study notes.
Review: Now that you have read each chapter section by section, do a final review. This final review pulls the entire
chapter back together again. You should:
1. Reread each main heading
2. Review underlined and highlighted sections
3. Review your questions and answers again
4. Do all of this within 24 hours of your initial reading to have maximum retention.
Dianne McKay
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Appendix 5
SQ3R Scaffold
The following handout can be used to scaffold students through a reading using the SQ3R steps.
Students fill it out and turn it in as homework. From it the instructor can see how well the student is
learning the material and the quality of the reading that is occurring.
Name: ________________________________________________________
How to Read a Textbook
This assignment is designed to help you apply the SQ3R technique to reading your textbook. Refer
to the handout for more detail on completing each step.
Survey: Conduct a survey of the chapter or section of the chapter. What do you expect to learn in
this section?

Freewrite: Activate your schema by writing down everything you already know about these topics.

Question: Write at least 5 Questions based on your survey to help guide your reading. Use “How”,
“What, “Why”. Use separate paper.
Read: Read the chapter to find the answers to your questions. Highlight and annotate as you go.
Recite: On separate paper, write the answers to your five questions in Question and Answer
format.
Review: Review your questions and answers.
Finally, answer the following questions on separate paper: How well did you learn the material
in this section? What contributed to your learning or lack of learning? Is SQ3R getting easier for
you? Why or Why not?
Dianne McKay
Reading 961
Mission College
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Appendix 6
KWL+ & PPPC
This example elaborates on KWL+ and PPPC. It also shows other prereading strategies.

PRE-READING STRATEGIES: The following strategies are designed to take you into, through, and in some cases
beyond a variety of reading situations. They will help you to assimilate new information more easily and organize your
study time more effectively.

KWL+
Step K:
Purpose:

What Do I Know?
brainstorm
generate categories for ideas
to activate schema and prepare to assimilate new information in an organized way

Step W:What Do I Want to Know?
develop interests and curiosities
ask questions
Purpose:
to encourage active reading
Step L:
Purpose:
Step +

Purpose:

What Did I Learn?
write what has been learned
use new learning as a set of reading notes
to review and record new information for later reference
What Do I Still Want to Learn?
check to see which questions (from Step W) still need to be answered
add any additional questions
what further research needs to be done?
to develop additional reading projects, outline new areas of study

KWL+ works best when you are reading something about which you have some schema
PPPC
Preview
Purpose:

Preview*Predict*Pre-read*Code
To preview a selection, look for the title, information about the author, sub-headings, graphics,
study questions, italicized or bolded words, sections, previews, or summaries
to activate schema and to create expectations about the reading

Predict
Purpose:

What will this reading be about? How long will it take?
to create expectations, raise questions, and help with time management

Pre-read

Read the first sentence of every paragraph. What main points do you think will be
covered?
to focus expectations, raise questions, create and activate schema

Purpose:
Code

Take concise and relevant notes on main ideas, questions, comments, unfamiliar words, important
details. Don’t be afraid to write on your book.
Purpose:
to record and review what you've learned
PPPC works even when you know nothing at all about the reading
BRAINSTORMING: Jot down ideas about a topic related to the reading; organize ideas into categories
Purpose:
to activate schema and prepare to assimilate new information in an organized way
FREEWRITING: Write a few paragraphs about the topic the reading covers
Purpose:
to activate schema and prepare to assimilate new information
Elizabeth Terzakis, reading and English professor, Cañada College
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Appendix 7
MARSI
This is the inventory that can help students ascertain which metacognitive skills they
use and to what level they use them.

Metacognitive Awareness of Reading Strategies Inventory (MARSI)

________________________________________________________________________

DIRECTIONS: Listed below are statements about what people do when they read
academic or school-related materials such as textbooks, library books, etc. Five
numbers follow each statement (1, 2, 3, 4, 5) and each number means the following:
!
!
!
!
!

1 means “I never or almost never do this.”
2 means “I do this only occasionally.”
3 means “I sometimes do this.” (About 50% of the time.)
4 means “I usually do this.”
5 means “I always or almost always do this.”

After reading each statement, circle the number (1, 2, 3, 4, or 5) that applies to you
using the scale provided. Please note that there are no right or wrong answers to the
statements in this inventory.
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TYPE

STRATEGIES

SCALE

GLOB

1. I have a purpose in mind when I read.

1

2

3

4

5

SUP
GLOB
GLOB
SUP
SUP
GLOB
PROB
SUP
GLOB
PROB
SUP
PROB
GLOB
SUP
PROB
GLOB
PROB
GLOB
SUP
PROB
GLOB
GLOB
SUP
GLOB
GLOB
PROB
SUP
GLOB
PROB

2. I take notes while reading to help me understand what I read.
3. I think about what I know to help me understand what I read.
4. I preview the text to see what it’s about before reading it.
5. When text becomes difficult, I read aloud to help me understand what I read.
6.I summarize what I read to reflect on important information in the text.
7. I think about whether the content of the text fits my reading purpose.
8. I read slowly but carefully to be sure I understand what I’m reading.
9.I discuss what I read with others to check my understanding.
10. I skim the text first by noting characteristics like length and organization.
11. I try to get back on track when I lose concentration.
12. I underline or circle information in the text to help me remember it.
13. I adjust my reading speed according to what I’m reading.
14. I decide what to read closely and what to ignore.
15. I use reference materials such as dictionaries to help me understand what I read.
16. When text becomes difficult, I pay closer attention to what I’m reading.
17. I use tables, figures, and pictures in text to increase my understanding.
18. I stop from time to time and think about what I’m reading.
19. I use context clues to help me better understand what I’m reading.
20. I paraphrase (restate ideas in my own words) to better understand what I read.
21. I try to picture or visualize information to help remember what I read.
22. I use typographical aids like bold face and italics to identify key information.
23. I critically analyze and evaluate the information presented in the text.
24. I go back and forth in the text to find relationships among ideas in it.
25. I check my understanding when I come across conflicting information.
26. I try to guess what the material is about when I read.
27. When text becomes difficult, I re-read to increase my understanding.
28. I ask myself questions I like to have answered in the text.
29. I check to see if my guesses about the text are right or wrong.
30. I try to guess the meaning of unknown words or phrases.

1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1
1

2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2
2

3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3
3

4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4
4

5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5
5

Copyright © (2002) by the American Psychological Association. Reprinted with permission. The official citation
that should be used in referencing this material is: Mokhtari, K., & Reichard, C. (2002). Assessing students’
metacognitive awareness of reading strategies. Journal of Educational Psychology , 94 (2), 249-259.
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Metacognitive Awareness of Reading Strategies Inventory

SCORING RUBRIC
Student Name: ___________________ Age: ________ Date: ________________
Grade in School:

"#$th "#%th

"#&th

"#'th

"#()th

"#((th "#(*th "#+,--./.#"#012.3

______________________________________________________________________________
1. Write your response to each statement (i.e., 1, 2, 3, 4, or 5) in each of the blanks.
2. Add up the scores under each column. Place the result on the line under each column.
3. Divide the score by the number of statements in each column to get the average for each subscale.
4. Calculate the average for the inventory by adding up the subscale scores and dividing by 30.
5. Compare your results to those shown below.
6. Discuss your results with your teacher or tutor.
_____________________________________________________________________________
Global
ProblemSupport
Overall Reading
Reading Strategies
Solving Strategies
Reading Strategies
Strategies
(GLOB Subscale)
(PROB Subscale)
(SUP Subscale)
1. ________
3. ________
4. ________
7. ________
10. _______
14. _______
17. _______
19. _______
22. _______
23. _______
25. _______
26. _______
29. _______

8. ________
11. _______
13. _______
16. _______
18. _______
21. _______
27. _______
30. _______

_____ GLOB Score

_____ PROB Score

_____ SUP Score

______ Overall Score

_____GLOB Mean

_____ PROB Mean

_____SUP Mean

______Overall Mean

2.5 – 3.4

2.4 or lower = Low

KEY TO AVERAGES: 3.5 or higher = High

2. ________
5. ________
6. ________
9. ________
12. _______
15. _______
20. _______
24. _______
28. _______

= Medium

GLOB ______
PROB______
SUP ______

INTERPRETING YOUR SCORES: The overall average indicates how often you use reading strategies when reading
academic materials. The average for each subscale of the inventory shows which group of strategies (i.e., global,
problem-solving, and support strategies) you use most when reading. With this information, you can tell if you are very
high or very low in any of these strategy groups. It is important to note, however, that the best possible use of these
strategies depends on your reading ability in English, the type of material read, and your purpose for reading it. A low
score on any of the subscales or parts of the inventory indicates that there may be some strategies in these parts that you
might want to learn about and consider using when reading (adapted from Oxford 1990: 297-300).
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Appendix 8
Reading Apprenticeship Lesson Plan
This lesson plan shows how one instructor uses Reading Apprenticeship in a specific class. It
includes the lesson plan and the rubric and means of assessment of the lesson.
Nancy Ybarra

Los Medanos College
English 70 Teaching Community
Lesson Plan/Assessment #2

Course Outcome: Read to make meaningful connections, personally, socially and academically.
Learning Outcome for this Lesson : After reading an article or essay, students will identify the
author’s thesis and main supporting points and write a concise summary.
Reading Apprenticeship Model: Dimension Addressed
This lesson addresses both the cognitive and knowledge building dimensions of the reading
apprenticeship framework
Assessment Criteria
High: The summary begins with a topic sentence that includes the author and title of the work
being summarized as well as a paraphrased statement of the author’s thesis.
This is followed by paraphrased statements of the author’s main ideas and conclusion. The use of
transitional phrases makes the summary coherent and helps the reader easily follow the author’s
main points. There is no reference to the ideas and opinions of the person writing the summary.
Spelling and sentence errors are minimal or non-existent.
Medium: The summary begins with a topic sentence that includes the author and title of the work
being summarized as well as a paraphrased statement of the author’s thesis. This is followed by
statements of the author’s main ideas, but they may not be completely paraphrased and one or more
key ideas may be omitted. The summary may be a little difficult to follow because main ideas are not
well linked by transitional words or phrases. There are three or more sentence errors and/or spelling
errors.
Low: The topic sentence does not include the author’s thesis and the following sentences omit
several main ideas of the author. The summary is difficult to follow because main ideas are not
linked with transitional words or phrases. Spelling and sentence errors make the summary difficult to
read. .
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Lesson Plan:
Anticipation Guide: Prelude to reading “Romantic Love”
Before reading the article which they will eventually be asked to summarize and respond to, students
are asked to “take a position” on the following statements. Students literally move to the right, left
or middle of the classroom, depending on whether they agree, disagree or partially agree with the
these statements. They are asked to defend their position based on their knowledge and personal
experience.
1. Love is blind.
2. I believe in love at first sight.
After this “debate”, students read the article “Romantic Love” in their text, Connections.

Background Knowledge Probe: What do you know about writing a good summary?
Read page 51 in your text, Connections: “What is a summary?” Now write down what you know
about writing a good summary.
Think Aloud:
After working together as a whole class to identify the thesis statement of the article, and the topic
sentences, students worked in pairs “thinking aloud” to paraphrase the thesis, topic sentences and
author’s conclusion. They wrote these paraphrases down in list form.
I then gave a brief lecture on how to organize a summary paragraph and taught them the “formula”
for the opening sentence – author, article name in quotations, and one of the hundred ways to say
“said”, although I encouraged them to write their summary in the present tense.
Practice: Students wrote a first draft of a summary. I gave them feedback on their first drafts
including marking spelling and sentence errors to be corrected.
Assessment Instrument: Students wrote a summary of Romantic Love.
Assessment Results: See student samples of high, medium, low
The range of scores was as follows:
High: 12 students
Medium: 4 students
Not handed in: 5 students
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Appendix 9
Reading Apprenticeship Reading Journal and Vocabulary Lesson
This is another Reading Apprenticeship scaffold for a lesson. In addition it includes a vocabulary
journal assignment for helping students learn their vocabulary words from their lessons.
Reading Journal: Hanging on to new teachers
By: C. W. Nevius
(Green Course Pack, 71-72)
STEP 1: Prepare to Read
1. Purpose: To practice annotation in different ways to:
a) Stay active!
b) Share our reading processes with others.
2. What do you predict this reading will be about? ___________________________________
______________________________________________________________________________
______________________________________________________________________________
3. How do you know? That is, what did you do to preview this article? What prior knowledge of the
topic informed your prediction?____________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
4. Read about annotation on pp. 48-49 of the green course pack. What are 3 different ways of
annotating that you will try to do with this article? ________________________________
______________________________________________________________________________
______________________________________________________________________________
STEP 2: Read Actively
After reading a paragraph, annotate your thoughts. You may write on the text itself as well as in the
margins. You may use your own symbols and abbreviations, and you may use different colored pens
and/or highlighters. The goal is to stay active, to record what you understand, and also to reveal
places where you are not sure what the text means. Remember: applaud confusion! If you ignore it, we can’t
fix it.
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STEP 3: Organize What You’ve Read
1. Choose 1 annotation that you think might not be clear to someone reading your text markings.
First, copy your annotation (note the paragraph number.) Then explain what was going through your
head as you wrote it. Refer to the text itself in your explanation.
My annotation exactly as I wrote it: _________________________________________________
______________________________________________________________________________
An explanation of my thinking at this point in the reading: ____________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
2. Copy one or more sentences that confused you when you first read it—your “road block” to
comprehension. What did you do to try and understand? (Re-read it, read around it, kept reading,
asked for help, etc.) What other information in the reading (or from your outside help, like a tutor)
helped you figure out the meaning of this sentence(s)?
My “road block”: ________________________________________________________________
______________________________________________________________________________
How I handled the confusion: ______________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
______________________________________________________________________________
3. How might this reading influence your decision about Luis Cardenas? Copy a specific sentence(s)
that you connected to the case study and explain how you might use this information in your own
essay (you could use it to argue for or against teaching.)
A sentence I connected to Luis Cardenas:____________________________________________
______________________________________________________________________________
How I might use this idea in my essay: _____________________________________________
______________________________________________________________________________
Lisa King, San Francisco City College
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Academic Word List (AWL) #6
Definition, Pronunciation, and
Part of Speech
sustain (s!-415678#v. 1. To keep in
existence; maintain.

Word Parts &
Usage Notes

Word Forms
-sustainable adj.

Hard Truths About Soft Skills
consistent (k!n-s9471!nt) adj. uniformity
of successive results or events; always
happening in the same way.

con=________

--consistently adv.
--consistency n.

in=__________
nova=________

--innovate v.
--innovative adj.
--innovator n.

Hard Truths About Soft Skills
innovation (96-!-:5742!n) n. Something
newly introduced, such as a method or
product.
Hard Truths About Soft Skills
mediate (;<7=<-518#v. To resolve or seek med=________
to resolve differences by working with all
conflicting parties.

-mediation n.
-mediator n.

Hard Truths About Soft Skills
initiative >4?18#n. 1. The ability to begin
or follow through with a plan or task

in=__________
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Characteristics of a Good Employee
take initiative

-initiate v.
-initiator n.

My Sentence

Chapter 10

1, 2, 3?

Word in Context

What I think the word means and WHY

It can be difficult to sustain a commitment to getting a
college degree if you lack family support.

It can be difficult to _____________________ a commitment…if you lack
family support.

My husband may not do a lot around the house, but
his contribution is consistent-- he always does the
dishes.

…his contribution is _________________________--he always does the
dishes.

Because John and Linda could not agree, they had to
meet with a mediator to work out a fair divorce
settlement.

Because John and Linda could not agree, they had to meet with a
_______________________to work out a fair divorce settlement.

Hybrid cars are still an innovation in the automotive
industry, but hopefully they will become as common
as gasoline-only vehicles.

Hybrid cars are still an ________________________ in the automotive
industry…

If you must be absent from class, take the initiative to …take the ____________________to find out what you missed…don’t wait
find out what you missed and make up the work; don’t for someone to tell you what to do.
wait for someone to tell you what to do.

Lisa King, San Francisco City College.
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Seven Reading Problems
This is the handout that Sara Pries, Sierra College mathematics instructor uses to begin her
workshop:
Seven Reading Problems
Directions: This is a “reading” test. Don’t let the numbers fool you. Think and picture
rather than compute.
1. Does England have a fourth of July?
2. If you had only one match and entered a room where there was a lamp, an oil heater, and some
kindling wood, which would you light first?
3. A woman gave a beggar 50 cents. The woman is the beggar’s sister, but the beggar is not the
woman’s brother. Why?
4. Is it legal in North Carolina for a man to marry his widow’s sister?
5. A garden had exactly 50 different kinds of flowers, including 10 kinds of roses, 3 kinds of sweet
peas, 2 kinds of alyssum, 5 kinds of carnations, 3 kinds of zinnias, 8 kinds of poppies, 4 kinds of
snapdragons, 5 kinds of gladiolus, and 6 kinds of phlox. How many different kinds of flowers did
the garden have?
6. A rooster is sitting on the peak of a roof and lays an egg. Which way does the egg roll: to the right
or to the left?
7. Abbott, Baker and Casper are a detective, an entomologist, and a farmer, although not necessarily
in that order. Abbott was the mother of healthy twins yesterday. Casper has a deadly fear of insects
and will not even get close enough to kill if she sees it. The farmer is getting worried because she
and her husband are getting old and will not be able to run the farm for too many more years, and
she has no children. Casper, unmarried, especially likes to date brunettes. What is the occupation of
each of the three women?
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Appendix 11
Reading and Math
Lynn Hargrove, Mathematics Instructor, gives out and discusses key words and other information
with the following handouts.
Math Facts Information
Problem Solving
There are five general rules to follow when trying to solve word problems. They are:
1. Read through the entire problem from beginning to end at least once. Some people
miss important facts because they “skim” the problem rather than actually reading it.
2. Look for the main idea. In word problems, it is usually the question. At this step, you
are looking for what it is that the question wants you to find.
3. Decide on the operation. There could also be a combination of operations you need to
use to answer the question. Look for key words. Draw pictures if necessary to help you
“see” the problem.
Some examples of key words are
!
Addition: in all, add, altogether, total, sum, combine
!
Subtraction: difference, minus, more than, less than, subtract, take away
!
Multiplication: product, times, of
!
Division: how many are in, how many times smaller or larger, average, quotient
4. Pick out the details that will support your operation. Be careful. Many times extra
information is added that has no bearing on solving the problem.
5. Solve the problem and label the answer.
Problem-Solving Words
Math Symbols
+
-

Key Words
The sum of, plus, added to, joined with, increased by, more than, more

The differences of, minus, subtracted from, take away, decreased by, less
than, less, reduced by, diminished by, exceeds

X

The products of, times, multiplied by, equal amounts of, goes into, over

=

The same as, is equal to, equals, is, was, are, makes, gives the result of,
leaves, will be

2@

Twice, double, two times, twice as much as
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½@

Half, one-half times, half as much as n (any letter). What number,
what
part, a number, the number, what amount, what percent, what price

2@n

Twice a (the) number, double a (the) number

½@ n

Half a (the) number, one-half a (the) number

÷

The quotient of, how many are in, how many times smaller or larger,
average

Tips for Solving Word Problems Involving Multiplication and Division of Fractions
General Guidelines:
1. Read the problem and ask yourself what you are looking for.
2. Always look for indicator words. However, you may not always find these indicator words.
3. Use at least three steps. To set up the problem, work it and check it.
4. If necessary change the fractions to whole numbers and work that way. Then go back and
use the fractions.
5. Does your solution make sense to you?
Multiplication Tips:
1. Remember that multiplication is repeated addition.
2
Example: For an annual pancake breakfast cup of Bisquick is needed per
3
person to make the pancakes. If about 135 people are expected to
attend, then how much Bisquick will you need?
1a) x = total amount of Bisquick needed for pancake breakfast
2
1b) x = ! 135
3
1c) x = 90 cups
2. If the word “of” is used most times it means multiplication. Usually you are finding a
fraction of something which means to multiply. The word “of” must follow a fraction.
2
Example 1: Sociologists have discovered that of the people in the world are shy. A
5
sales manager is interviewing 650 people. How many of these people might be shy?
(Notice the word “of” follows a fraction)
X = the number of shy people being interviewed
2
X = ! 650
5
X = 260 people
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Example 2: After Jack takes the CBEST teaching exam he can earn $88 working a full
3
day as a substitute teacher. How much would he receive if he works of a day?
4
A = amount earned working
3
A = ! 88
4
A = $66
3. Most times when you have information given that has different measures , you will
multiply.
a. Example 1: How much salmon is needed to serve 30 people if each person gets
pound? (Notice you have servings and pounds and you need to find pounds for
your answer).

2
5

X = pounds of salmon needed
2
X = ! 30
5
X = 12 lb.
2
foot
3
long, how many feet would you need to feed 30 people? (Notice the measures are
different)
N = number of feet of sub sandwich needed
2
N = 30 !
3
N = 20 ft.

b. A sandwich shop sells submarine sandwiches by the foot. If one serving is

4. The measures are always the same when finding area of a figure.
2
2
Example: Find the area of the backyard if it measures 14 feet by 10 feet.
3
5
A = area of the backyard
2
2
A = 14 ! 10
3
5
8
A = 152 sq. ft.
15
Division of Fractions Tips:
1. Be careful because order does make a difference and is important!
2. If the words say split, divide, taken off, break into groups or anything hinting at taking apart,
then you divide.
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3.

3
ton of clay. The clay is to be distributed
4
equally among the district’s 6 schools. How much does each school receive? (Key word:
distributed
equally means divide)
X = amount of clay each school receives
3
X = "6
4
1
X = ton of clay
8

a. Example 1: The school district purchased

4. When it seems that you “take away” repeated amounts from the whole, you divide. Also
notice that the measures are the same and the answer is a different measure.
Example 1: The air guard uses $9 million to spend on new helicopters. If each helicopter
3
costs $ million, how many helicopters can be bought?
4
(Notice repeated “take aways”. You start with $9 million and take away how much till there
is none
left).
N = number of helicopters to be bought
3
N = 9"
4
N = 12 helicopters
3
pound packages.
4
How many packages can be made from a 15 pound block of Swiss cheese?

Example 2: The market prepackages Swiss cheese into

X = number of packages of cheese
3
X= 15 "
4
X = 20 packages

Solving Application Problems
Solving with One Unknown
I. Translating into a Variable Statement
A. Addition
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Phrase

Algebraic Expression

1. the sum of a and 8

a+8

2. 4 plus c

4+ c

3. 16 added to m

m+16
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4. 4 more than n

n+4

5. 20 greater than m

m + 20

6. t increased by r

t+r

7. exceeds y by 35

y + 35

B. Subtraction
Phrase

Algebraic Expression

1. the difference of 23 and p

23 - p

2. 550 minus h

550 - h

3. w less than 108

108 - w

4. 7 decreased by j

7-j

5. m reduced by x

m-x

6. 12 subtracted from g

g - 12

7. 5 less f

5-f

C. Multiplication
Phrase

Algebraic Expression

1. the product of 4 and x

4x

2. 20 times b

20b

3. twice r

2r

4.

3
4

of m

3
m
4

D. Division
Phrase
1. The quotient of r and 10

r ÷ 10 or

2. a divided by b

a÷b

3. the ratio of c to d

c÷d

4. k split into 4 equal parts
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Algebraic Expression

r
10

k÷ 4
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II.

Combining variable expressions with more than one operation.
Phrase

Algebraic expression

1. Sum of twice a number and 9

2n + 9

2. Opposite of a number decreased by 5

-n - 5

3. Sum of opposite a number and –5

-n + -5 or –n - 5

4. Product of twice a number and 8

(2n) (8)

5. Five times the sum of twice a number and –5

5(2n – 5)

6. Six times the sum of twice the opposite of a
number and –8

6(-2n – 8)

7. Product of 7 and the sum of a number and ten

7(n + 10)

8. Sum of 3 times a number and –4 multiplied by 5

3n -4(5)

9. Sum of –10 and 6 times the opposite of a number

-10 – 6n

10. The product of 7 and 6 less than a number

7(n – 6)

II. Algebraic Equations
Procedure

1. Choose a variable to represent what is missing in the problem.
2. Write an equation using the variable.
3. Solve the equation.

Examples
1. Four more than 6 times a number is the same as 9 times the number increased by 10.
Find the number.
a) n = the missing number
b) 4 + 6n = 9n + 10
c) n = -2
2. A number plus 5 more than 3 times the number is 27.
a) n = a number
b) n + 5 + 3n = 27
c) n = 5.5
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Solving Applications Problems with Two Unknown Quantities

I. Hidden Values: Coin Problems
A. Remember that when using coins that each has a decimal value when thinking in terms
of dollars.
a. Pennies = $0.01
d. Quarters = $0.25
b. Nickels = $0.05
e. Half dollars = $0.50
c. Dimes = $0.10
B. When talking about how many of each coin you have and you have a total value in
dollars, don’t forget to put the decimal amount next to the coins. For example:
If you have a total of $4.25 in quarters and dimes, remember:
($0.25 x quarters) + ($0.10 x dimes ) = $4.25
0.25q
+ 0.10d = $2.45 = $4.25
C. Coin Problem: Elaine has quarters and dimes totaling $2.55. If she has one more dime
than quarters, how many of each does she have?
Amount
x
Value
=
Total
quarters
q
0.25
0.25q
dimes
(1 + q)
0.10
0.10(1 + q)
mix
2.55
a.

q = quarters
d = dimes = 1 + q

c. q = 7 quarters
d=1+q
=1+7
= 8 dimes

b.
0.10d + 0.25q = 2.55
0.10(1 + q)+ 0.25q = 2.55
0.10 + 0.10q +0.25q = 2.55
0.10 + (0.10q + 0.25q) = 2.55
0.10 + 0.35q = 2.55
- 0.10
= 0.10
0.35q = 2.45
0.35
0.35
q= 7
quarters

II. Geometry Problem
A. Procedure:
1. Use the text to look up formulas for perimeter, area, volume, and circumference for
various geometric figures.
2. Use substitution to solve the given geometric problems.
3. Make sure to label answers with the correct label.
a. Use the measure for perimeter and circumference.
b. Use square units for area.
c. Use cubic units for volume.
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B. The width of a rectangle is 3 feet less than the length. If the perimeter is 22
feet, what are the length and the width of the rectangle? (sketch the figure)
1. What information is given and what is it you are looking for?
a. Given: W = width = L – 3
L = length
P = perimeter = 22 ft.
L-3
b. P = 2L + 2W

L

2. Three Steps
a. L = Length
L- 3 = Width
b. Equation: 22 = 2L + 2(L - 3)
Work:
22 = 2L + 2(L – 3)
22 = 2L + 2L– 6
22 = 4L – 6
+6=
+6
28 = 4L
4
4
7=L
c. State the solution: L = 7 feet

W=L-3
7-3
4

W = 4 ft.

III. Work-Rate Problems
A. Procedure
1. Formulas: Rate = work done in one situation
Time it takes in one situation
Work completed = (rate of work) x (time)
2. First calculate the rate for each person. Then, use the work completed formula to
figure out the missing factors. Use a chart if possible to figure out information.
B. It takes an experienced carpenter 3 days to build a wooden deck on the back of a house. It
takes an apprentice 4 days to do the same job. How long would it take for them to do the
job together?
1. Given information: Experienced carpenter takes 3 days.
Apprentice carpenter takes 4 days.
T = time to do the job together
1 = indicates one complete job
Rate
x
Time
=
Work
completed
1
1
Experienced Carpenter ( of the job in 1 day)
T
T
3
3
1
1
Apprentice Carpenter ( of the job in 1 day)
T
T
4
4
________________________________________________________________
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2. Variable statement: T = time to complete the job together
1
1
3. Equation:
T# T=1
3
4

4. Solve:

1
1
T# T =1
3
4
4$1%
3$ 1 %
' (T # ' (T & 1
4)3*
3) 4*
4
3
T # T &1
12
12
7
T &1
12
$ 12 % $ 7 %
$ 12 %
' ( ' ( T & +1, ' (
) 7 * ) 12 *
)7*

T&

12
7

5. Solution: T = 1 5/7 days

Mixtures

A. Procedure: Two or more components are combined to produce a mixture with a certain
value.
1. Read information and make a table to determine the amount of each component and
the value of each component.
2. There might be hidden components with cost and amount bought, so be careful.
B. Coffee Grounds Inc. has two kinds of coffee. Coffee A costs $9 per kg. and Coffee B costs
$6 per kg. If you buy 100 kg. of Coffee A, how many kilograms of Coffee B should be
combined to obtain a blend worth $1200?
X
=
Coffee
Amount
Value
Total
A
100
9
100(9)
B
b
6
6b
Mix
1200
9(100) + 6b
1. Variable statement: b = amount of Coffee B
2. Equation 9(100) + 6b = 1200
900 + 6b = 1200
- 900
= - 900
6b = 300
6
6
b = 50
3. Solution: b = 50 kg.
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C. The manager of a movie theater noted that 411 people attended a movie but neglected to
note the number of adults and children. Admission was $7.00 for adults and $3.75 for
children. The receipts were $2678.75. How many adults and children attended the movie?
X
=
Movie Attendees
Amount
Value
Total
Adults

a

$7.00

7a

Children

c

$3.75

3.75c

Mix

a + c = 411

$2678.75

7a + 3.75c = 2678.75

1. Variable statement: a = adults
c = children
2. Equations: a + c = 411
-c =
-c
a
= 411 – c

a = 411 – 61
a = 350
3. Solution: a = 350 adults
c = 61 children
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7a + 3.75c = 2678.75
7(411 – c) + 3.75c = 2678.75
2877 – 7c + 3.75c = 2678.75
2877 – 3.25 c = 2678.75
- 2877
= -2877__
- 3.25 c = -198.25
-3.25
-3.25
c = 61
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V. Distance Problems: D = R x T
A. The distance between Houston, Texas and Austin, Texas is 180 miles. A car
leaves Houston traveling toward Austin at an average rate of 68 miles per hour. At the
same time, a van leaves Austin traveling toward Houston at an average rate of 52 miles
per hour. Assuming they are traveling on the same route, how long will it take until they
meet?
/
d

r

t

Car
Van

B. Keith leaves his home in Sacramento traveling east on I-80 at an average
rate of 65 miles per hour. Three hours later his wife leaves home and takes the same route
traveling at an average rate of 70 miles per hour. How many hours will it take his wife to catch
up to him?
d

r

t

C. Bret drove for 4 hours on the freeway, then decreased his speed by 20 MPH and drove for
5 more hours on a country road. If his total trip was 485 miles, then what was his speed on the
freeway?

d

r

t

Three=Step Problem Solving Procedure
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First:

Variable Statement

Second:

Equation

Third: Solution stated with labels.
Example: You want to buy several items that cost $245, $123, and $678. What is the
total cost of the items?
a.

c = total cost

b.

c = 245 + 123 + 678
Work:
245
123
+ 678
1046

c.

c = $1046
Solving Algebraic Equations

1. Whatever is done to one side of the equation it must be done to the other side of the
equation, too.
2. Addition and subtraction problems. (Addition Property of Equality)
a.

5 + a = 12
-5
= -5
a= 7

b.

y – 10 = 8
+ 10 = +10
y
= 18

3. Multiplication problems. (Multiplication Property of Equality)
a.
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4x = 20
4x = 20
4
4
x=5

b.

120 = 5y
120 = 5y
5 5
24 = y

Chapter 10

Three-Step Problem Solving Procedure for Proportions
First:

Variable Statement

Second:

Equation

Third: Solution stated with labels.
Example:

It was time for your notebook check and you completed everything but your test
corrections. This means that you have lost 5 points. What was your percentage score
if the total points you could earn was 25 points?
a. p = your percentage score (%)
b. 100 perfect % =
25 perfect points

p your %
(25-5) your points

Work: 25p = 100(25-5)
25p = 100(20)
25p = 2000
25p = 2000
25
25
p = 80%
c. p = 80%
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Basic Skills and Noncredit: Constructing a Bridge to College and
Career Opportunities
Who are Noncredit Students?
Judy sought to further her education. As a mother of 3 grown children and grandmother of 5, she had

worked in elementary education for 16 years before becoming a nanny and then a care provider for her older parents.
At the urging of her 92-year-old mother, Judy decided to go back to school and complete her certificate in early
childhood education (ECE) at the local college. After completing the requirements of this noncredit program, Judy
graduated in June 2007 and served as the student speaker at commencement. Subsequently, Judy was hired as a
preschool teacher by a local private preschool.

Miryam was an immigrant and a young married mother who worked in a fast food restaurant. She began

taking noncredit ESL classes at a community college, and then took classes at the noncredit adult high school diploma
program at the same college. She received her diploma in June 2005, and then enrolled in the noncredit Pharmacy
Technician Certificate program also at the same college. She successfully earned her certificate and plans to take credit
classes at the same college, in order to complete the Nursing Program. Miryam eventually wants to continue her
education to become a doctor.

Emelia expressed the desire to speak English in activities such as going to the store, interacting with her
neighbors, or visiting the doctor. Her son, Aurelio, brought her to a noncredit ESL program at the local community
college. Aurelio, also a student in the ESL program, knew that once his mom met some of his teachers, fellow
students, and saw the resources available, she would want to attend regularly. Having attained education only through
second grade in her native country of Mexico, Emelia knows that she faces many challenges ahead of her. Her latest
quest is to recruit others to attend the ESL Program. Emelia’s recruitment has been successful as her 88-year-old
mother, Andrea, has recently become a student in the program. And although Andrea doesn’t even know how to read
or write in her native Spanish language, Emelia encourages her to work through her exercises and knows that one day
they will be able to communicate in English together.

Mariano’s passion for his new country and his desire to become a citizen led him to noncredit ESL classes at his
local community college. Along with learning English, Mariano successfully completed the naturalization exam and
will attend credit classes at his local community college to enhance his job opportunities and his life.
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There are thousands of stories like these happening every day. Noncredit instruction is “a bridge
over troubled waters,” one that leads to a college education for many lacking basic skills, high school
diplomas, English language proficiency, vocational training and the ability to compete in today’s
global economy. (Sibley-Smith, 2008, p.13) Think of these courses as a beautifully constructed
overpass that can lead to many opportunities, including all of the buildings in a college, especially the
one that houses a student’s degree of dreams. For so many basic skill students, noncredit is the first
structure that gives them the tools and confidence to build others.
California community colleges noncredit instruction is the first point of entry for thousands of
under-prepared students who hope to enter the labor market, enroll in college and fully participate
in civic society. Significant portions of these individuals are immigrants and persons of color.
Noncredit instruction is intended to be responsive to multiple types of students with varied learning
needs including, but not limited to:
!
!
!
!
!
!
!
!
!

High school dropouts seeking a high school diploma, GED or high school equivalency;
Persons with literacy challenges whose basic skills are inadequate to enroll in college or to
find self-sustaining work;
New immigrants who have limited English proficiency and need English as a Second
Language, citizenship/civic education or short-term vocational education;
First-time or incumbent workers who lack educational credentials, basic literacy skills or
technical skill sets and are in need of short-term vocational education training;
Adults receiving public assistance/welfare;
Persons involved with the penal system;
Disabled persons in need of independent living skills and short-term education;
Older adults in need of skills to help obtain and navigate community and social service
systems, and maintain their economic, physical and mental health; and
Parents in need of parenting and life management skills.(Boatright, 2005)

For many community colleges in California, the bridge of noncredit is a mystery. Others have large
and flourishing programs. This chapter is written for two different audiences: those of you who are
actively working on that bridge for students, already teaching in noncredit, and those of you simply
interested in learning how noncredit works and perhaps helping your college to explore its options
to open doors for students. Our focus is noncredit basic skills and ESL. By the state’s definition, this
includes adult basic education (ABE), equivalent to instruction provided in grades 1 through 8, and
adult secondary education (ASE), equivalent to instruction supplied in grades 9 through 12, leading
to a high school diploma or preparation for the General Education Development (GED)
examination, English as a Second Language (ESL), citizenship preparation.

A Little Background
In 1960, the Donahoe Higher Education Act implemented the landmark “California Master Plan for
Higher Education 1960-1975” and mandated that junior colleges be independent of unified
school/high school districts. The separation of adult education in the community colleges from
adult education in the K-12 districts brought about the two current systems that you are probably
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familiar with today. Adult education in the community colleges was then dubbed “noncredit” and
was run solely by the community colleges (ASCCC, 2007, pp. 8-11).
California’s community colleges have the distinct advantage of being responsive to the changing
demographics, economic trends and political changes within the state. The challenge of
mushrooming high school drop-out rates, the influx of immigrants, and rapid changes in technology
and labor force needs pose an increased demand upon higher education institutions. Community
colleges provide a delivery system that is more accessible and effective for diverse populations,
unskilled workers, and individuals seeking post-secondary educational experiences than other
institutions of higher learning. For many colleges, one of the ways they are answering these new
challenges is through their noncredit programs.

Quiz on Noncredit Basic Skills and ESL
Let’s see what you already know about noncredit basic skills and
ESL. Take the quiz below, marking the answers True or False or
choose the letter that represents the best answer.
1. Of all the community college districts in the state of
California, most offer some form of noncredit instruction.
A. True
B. False
2. In 2006/07, there were more students enrolled in credit Basic Skills and ESL courses than
there were in noncredit basic skills and ESL courses.
A. True
B. False
3. More than 1,000,000 Californians, between the ages of 18 and 25, lack a high school
diploma.
A. True
B. False
4. The high school drop-out rate varies from 30% as the statewide average to 60% in some
urban areas.
A. True
B. False
5. Most California community college districts offer adult high school diploma programs.
A. True
B. False
6. Course delivery for noncredit is the same as for credit classes.
A. True
B. False
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7. ALL noncredit courses are open entry/open exit.
A. True
B. False
8. The state allocation structure for noncredit FTES is different than credit instruction.
A. True
B. False
9. Statewide, one in ____ AA or AS degree-earners started in noncredit.
A. Twenty
B. Twelve
C. Ten
D. Four
10. What student services support basic skills and some other noncredit instruction?
A. Assessment
B. Orientation
C. Counseling
D. All of the above
11. Matriculation services are not available for noncredit ESL students.
A. True
B. False

Look in Appendix 1 for the answers to the quiz. However, read on for more detailed explanations.
The chapter is designed around the quiz questions to provide you with the latest and most specific
information.

Chapter 11

5

Who Offers Noncredit?

(Quiz Question 1: Of all the community college districts in the State of California, most offer
some form of noncredit instruction – True).

Approximately 1.2 million students are enrolled in K-12 adult education classes and 800,000 are
enrolled in noncredit education within the community colleges. Currently, 71 of the 72 community
college districts offer some form of noncredit. The nine authorized categories for state-supported
noncredit courses include parenting, basic skills, English as a second language (ESL), short-term
vocational, home economics, health and safety, and courses for persons with disabilities, older adults
and for immigrants such as citizenship. Yet, while everyone offers some sort of noncredit, only a
few colleges have large programs. The largest providers of state-supported noncredit education
programs are the San Francisco, San Diego, Rancho Santiago and North Orange County community
college districts.
Look at the chart below that lists 25 colleges that are highly active in noncredit. These top 25
colleges claimed 71,942 noncredit FTES of the total 86,426 noncredit FTES in 2005-06 (83%).
COLLEGE
San Francisco
San Diego
Rancho Santiago CED
North Orange
Mt. San Antonio
Santa Rosa
Glendale
Butte
Santa Barbara
Merced
Pasadena
LA City
Monterey
Palomar
Saddleback
Citrus
East LA
Allan Hancock
Long Beach
Rio Hondo
MiraCosta
San Joaquin Delta
Napa
Desert
LA Trade

DISTRICT
San Francisco CCD
San Diego CCD
Rancho Santiago CCD
North Orange CCD
Mt. San Antonio CCD
Sonoma CCD
Glendale CCD
Butte CCD
Santa Barbara CCD
Merced CCD
Pasadena CCD
Los Angeles CCD
Monterey CCD
Palomar CCD
South Orange County CCD
Citrus CCD
Los Angeles CCD
Allan Hancock CCD
Long Beach CCD
Rio Hondo CCD
MiraCosta CCD
San Joaquin Delta CCD
Napa CCD
Desert CCD
Los Angeles CCD

NON-CREDIT FTES
11,744.60
9,597.37
9,236.45
6,782.75
5,411.60
3,677.57
2,495.46
1,986.23
1,771.97
1,591.18
1,561.61
1,560.74
1,503.30
1,484.03
1,328.56
1,265.58
1,205.79
1,129.63
1,119.10
1,102.57
1,064.22
862.10
854.64
827.20
777.55

Source: California Community College Chancellor’s Office, 2006a, p.10
If 83% of the 800,000 noncredit students come from only 25 of our 110 colleges, why aren’t more
colleges getting into the noncredit bridge building business? One answer is that many colleges may
not offer more noncredit instruction because, traditionally, the community colleges offered adult
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education only with a required memorandum of understanding (MOU) with the K-12 districts in
their areas. However, colleges are no longer required to have an MOU with K-12 adult education
schools, although most colleges report strong relationships with the local K-12 adult education
providers. In addition, according to anecdotal interview data, many colleges are limiting their
noncredit offerings to tutorial and basic skills (CCCCO, 2006a, pp. 3-6).

How Many Community College Students are Enrolled in
Noncredit?
(Quiz Question 2: In 2006/07, there were more students enrolled in credit basic
skills and ESL courses than there were in noncredit basic skills and ESL courses –
False).
It might surprise you to learn that more students are enrolled in noncredit basic skills and ESL
courses than those in credit. In 2008, the Chancellor’s Office reported that 326,478 students were
enrolled in credit while 393,004 are enrolled in noncredit (CCCCO, 2008, pp. 5 -7).
Who are these students enrolling in noncredit?
Much like California itself, the population of noncredit students is very diverse:
! 57% are underrepresented minorities; 12% are listed as “unknown” and could very likely
increase this figure.
! Hispanics or those of Hispanic descent comprise the largest ethnic group (32%); 31% are
Caucasian (white non-Hispanic); Asians comprise 12%; African-Americans comprise 6%;
Filipinos 3%; American Indians and Alaskan natives are slightly less than 1% and Pacific
Islanders are also slightly less than 1%; other non- whites are listed at 2%.
! For the past five years or more the two largest age groups are 18-24 (36%) and 65 plus
(22%).
! Approximately 5% of the noncredit students are disabled.
! Close to 23%are legal immigrants.
Do you remember the table with enrollment statistics describing students with basic skills needs
from Chapter 1 in this handbook? Take a look at it again (reprinted below). Note the numbers for
both Asian/Filipino/Pacific Islander and Latina/o students. If we do not have strong noncredit
programs, we may miss building a bridge for these groups to college. Noncredit instruction is a
viable means of achieving the California Community College System’s vision to provide upward
social and economic mobility through a commitment to open access and student success by
delivering high quality, affordable and comprehensive education to all Californians.
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Table 1
California Community College Academic Year 2006-2007
Headcount of Students System-wide as Compared to
Students Enrolled in Credit and Non-credit by Ethnicity

7.49%

% OF TOTAL
ENROLLMENT
in Credit Basic Skills
& ESL
(total headcount)
11.24%

(196,449)

(36,688)

(24,470)

16.40%

17.00%

19.39%

(429, 897)

(55,529)

(76,208)

28.79%

41.40%

43.72%

(754,708)

(135,156)

(171,821)

0.86%

0.92%

0.54%

(22,433)

(2,987)

(2,115)

% OF TOTAL
HEADCOUNT
(Total Unduplicated
headcount)

ETHNICITY
AFRICANAMERICAN
ASIAN/FILIPINO/
PAC ISLANDER
HISPANIC/
LATINA/O
NATIVE AMERICAN

% OF ENROLLMENT
in Non-credit Basic
Skills & ESL
(total headcount)
6.23%

OTHER,
NON-WHITE

1.98%

1.99%

1.89%

(51,999)

(6,485)

(7,420)

WHITE

35.40%

22.57%

18.69%

(928,056)

(73,702)

(73,459)

9.08%

4.88%

9.54%

(237,903)

(15,931)

(37,511)

100%

100%

100%

(2,621,445)

(326,478)

(393,004)

UNKNOWN
TOTAL

Source: modified from the California Community College, 2008, pp. 5-7.

The Need for Noncredit for High School Students

(Quiz Questions 3: More than 1, 000,000 Californians, between the ages of 18 and
25, lack a high school diploma – True. Question 4: The high school drop-out rate varies from
30% as the statewide average to 60% in some urban areas – True. Question 5: Most California
community college districts offer adult high school diploma programs - False.)
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More than one million Californians between the ages of 18 and 25 lack a high school diploma. This
is a very alarming number. Worse, approximately 30% of all high school students drop out. The
dropout rate for African-Americans and Latina/os is even higher at 40%. In some urban areas, the
dropout rate is close to 60%.
What does it mean for California to have so many of its citizens without high school diplomas?
The California Dropout Research Project published in August of 2007 reported that California
sustains $6.4 billion in total economic losses from each cohort of 120,000 20-year-olds who do not
complete high school. An “average” high school graduate earns $290,000 more over a lifetime than
does a high school dropout, and pays $100,000 more in federal, state, and local taxes. The project
also found that high school graduation reduces crime by 20% for murder, rape, and other violent
crimes, by 12% for drug-related offenses, and by 11% for property crime. A high school graduate is
68% less likely to be on any welfare program compared to a dropout (Belfield and Levin, 2007, p. 35). Certainly, we will not be able to continue as a leader in the nation if we do not address the
education of so many of our young people. Noncredit is one means, a bridge if you will, for young
people to walk over to come back to school and get their high school degree.

Education pays in higher earnings and lower unemployment rates.

Source: Bureau of Labor Statistics, 2007.

Adult Secondary Basic Skills (also known as Adult High School Diploma Programs or ADSDP)
offer classes in GED test preparation and high school diploma subjects. A total of nine community
college districts in the state provide noncredit basic skills that also include adult high school diploma
courses: Desert, Glendale, MiraCosta, Mt. San Antonio, North Orange County, Rancho Santiago,
San Diego, San Francisco and Santa Barbara. Many of these adult high school diploma programs are
primarily conducted in an instructional lab environment where students may attend on a flexible
schedule. These classrooms support a range of student ages (e.g., 18 to 84) and populations,
including ESL learners and students referred by the Disabled Student Programs and Services (DSPS)
department. The need for these classes and the delivery modality are determined at the local level. In
Chapter 11
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contrast to the open entry/open exit delivery mode that many schools use, the MiraCosta Adult
High School Diploma Program has a very successful nine week program that has been running since
1970 which requires attendance and enrollment. This difference in delivery of Adult High School
Diploma Programs represents the characteristic flexibility associated with noncredit instruction.

Instructional Delivery

(Quiz Question 6 -- Course delivery for noncredit is the same as for credit
classes --False.)
The noncredit community college programs are, in essence, a “college
without walls” which possesses the ability to offer classes that respond to the
community and business educational needs, in flexible formats and scheduling, such as open-entry,
managed enrollment, and self paced learning. While credit courses also offer flexible scheduling,
almost all noncredit courses are offered in these formats. The need for noncredit classes is
determined at the local level. This enables continuing education programs to “keep a pulse” of the
changing needs in the local community.
Non-Linear Delivery
Noncredit students bring diversity into the classroom. Each person’s learning style is unique and
varies enormously. Noncredit instructors, particularly in those programs which use an open entry
format, must also approach noncredit students in a non-linear fashion:
Recycling and reinforcement – materials must be presented multiple times both to catch
students who missed the first presentation, but also to reinforce the material for those who
were present.
Spiraling – material needs to be re-presented in new contexts for better integration (not in a
gradual progression)
Experiential loop – students take what they learn and use it in the world; then they bring
back their experiences and questions to the class (competency-based education)
Scaffolding – Scaffolding is "the systematic sequencing of prompted content, materials, tasks,
and teacher and peer support to optimize learning" (Dickson, Chard, & Simmons, 1993.)
Again, while many of these methods are employed in credit classes, they are a must for many
noncredit programs.
Multi-level ESL Delivery Formats
Noncredit ESL classes are offered throughout the local community. These locations, whether they
are held in local libraries, K-12 schools or community centers, are often within walking distance of
the adult students. Multi-level ESL classes are not an unusual occurrence. Many positive aspects
exist which support this type of instruction:
! It attracts enough students to meet the college minimum attendance requirements
! A strong sense of classroom community develops as students often know each other
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!
!
!
!

Students at the lower levels are assisted by students at a higher level
Higher-level students serve as role models and motivators for lower-level students
Some centers provide childcare, which increases retention
“Teachers see the same students progress through the levels, thus learning more about their
unique needs,” says Jack Bailey, Program Director of ESL and Foreign Languages at Santa
Barbara City College.

For noncredit programs throughout the state, the goal is to equip students with the language and
technology skills, as well as cultural knowledge, to fully participate in our society as students,
workers, parents, and citizens. ESL programs offer fully articulated core curriculum consisting of six
language proficiency levels (Beginning Literacy through Advanced) as well as a full spectrum of
specialized language acquisition courses including computer skills for ESL, Vocational ESL, and
Citizenship Preparation. “Our students learn language through the means of classroom instruction,
technology, and community-based experiential learning,” believes Valentina Purtell, ESL Program
Coordinator, School of Continuing Education of North Orange County Community College
District.

Noncredit Delivery Modes: Open Entry/Open Exit Format and Managed
Enrollment (Quiz Question 7 – All noncredit courses are offered as open entry/open exit. –
false)
While the largest noncredit institutions in California use open entry/open exit formats with data to
support the rationale for this delivery mode, it is incorrect to assume that noncredit must be
delivered in this format alone.
Open Entry/Open Exit Delivery Methods
The majority of noncredit classes are offered on a flexible basis, where students may enroll and attend at
any time during the school year using an open entry/open exit process that is foreign to most credit
course instructors. Students usually, except for structured classes, register and attend whenever classes
are offered, even in the middle of the semester. And they may exit when they choose. Students set their
own schedules and study at their own pace. The individualized instruction allows for students to
complete courses and earn credits throughout the school year.
When students enter the self-paced instructional environment, most programs issue a student contract,
guide or competency-based course outline that specifies in detail the course requirements, assignments
and exams. Students use these documents to track progress and record scores or grades. Those who are
enrolled in structured classes are also given a syllabus that delineates course and student expectations to
successfully complete the class.
Managed Enrollment Delivery Methods
The instructional delivery modes should be determined based upon the successful outcomes of the
students. Colleges such as Santa Barbara and MiraCosta use a method of delivery called managed
enrollment which addresses some of the issues of accountability faced by instructors and students in
open entry/open exit systems. In managed enrollment programs, institutions design programs with
more structured time frames based on data about student attendance. With managed enrollment,
there are enrollment deadlines and restrictions on the number of classes that can be missed.
Chapter 11
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MiraCosta has been offering managed enrollment ESL classes since 2001 with student persistence
rates of 78-80% and student promotions from level to level of 50% per term. However, again
reflecting the flexibility of noncredit, there may be additional optional classes in less structured
formats such as learning labs or distance learning classes.

Instructional Components and Supports for Noncredit Instruction
Curriculum Development and Classroom materials
Like in credit instruction, curriculum development and textbook selection is primarily the responsibility
of the faculty. Some campuses have a scheduled time during the school year to set goals, review course
content and revise curriculum. Others examine teaching materials periodically and reach consensus with
department members prior to implementation of new course content. Prior to any curricular revisions,
programs have focused on course rigor, selecting instructional materials with content that aligns with
state standards.
A wide range of textbooks and supportive materials are available. The adult basic education (ABE)
courses mainly focus on developmental reading, writing and mathematics skills and offer supplemental
instruction in basic, functional academics such as English or composition to support students who are
attending higher-level courses. The GED test preparation and high school diploma courses typically use
the standard published textbooks, some of which are state-adopted texts. Some programs also assign
materials according to the corresponding reading level of each student and others require that the
student attain a certain reading level before being enrolled in an ASE course. In addition to written
materials, audio-visual tools, software applications and online resources are available to students at many
campus locations. Technology is incorporated effectively where both adequate facilities exist and
sufficient budget allocations allow.
Instructional Technology
Again, like credit instruction, some computer-assisted/technology-based tools are used along with
traditional classroom presentations and individualized instruction models. For the most part, computers
are used as supplemental guides or complements to the textbook or classroom instruction; although, in a
few cases computer software was the primary method for delivering instruction and providing
assessment. Most prevalent is the use of word processing for note-taking, chapter outlines and
compositions. With student e-mail accounts provided, some instructors request that documents are
created, edited and then submitted via e-mail for class assignments. Many textbook publishers also
include resources on CD’s and links to websites or virtual tours. Check out the section on Effective
Practices in this chapter to learn more about technology-assisted instruction techniques.
At Santa Rosa Junior College, each course has a technology component, which includes various
software and online programs in subject areas, keyboarding, Internet search assignments, and wordprocessing lessons. These activities prepare students for college courses and for workplace
situations. Furthermore, the courses are structured so that students have frequent opportunities to
interact with instructors one-on-one, which increases students’ perceptions of themselves as college
students who use education to pursue a specific career goal, reports Wanda Burzycki, Academic
Skills Lab coordinator. A new hybrid/distance learning version of noncredit ESL has greatly
improved access to instruction to under-represented student populations. A new distance

12

Chapter 11

learning/hybrid noncredit ESL class in a remote area of Sonoma County was initiated in 2008.
Martha Estrin, ESL Coordinator at the college says that for the first time, this effort developed
collaboration with the Disability Resources to provide access to noncredit ESL (via DVD/Distance
learning) to a student with disabilities who previously was unable to study due to mobility issues.
See additional effective practices later in the chapter.
Supervised Tutoring
Tutors are “the friendly faces that our students seek”… and are able to provide both small group
and one-on-one instruction in a variety of subjects. “Students are being engaged in relevant content
areas, asking questions, and using their critical thinking skills to discover the answers and reach their
conclusions,” says Vanessa Christian, basic skills instructor from North Orange County Community
College District.
However, it is important to point out that in many community college districts, the term “noncredit” is
solely used to refer to supervised tutoring. For the purposes of this chapter, this is not “true noncredit.”
In reality, it is a credit function for credit students in which apportionment may be claimed under
noncredit basic skills. There are specific legal requirements for providing this type of instruction on a
college campus (see Appendix 2).
See additional effective practices later in the chapter.
Outreach and Retention
Outreach and retention efforts can be critical in noncredit. In noncredit, as in credit, if sufficient
enrollment is not maintained, a class may be cancelled. That’s why, for the open entry/open exit
courses, strategies for retention are very important. “noncredit courses are free and students ‘vote
with their feet’. If they don’t like something about the scheduling or the instruction, they drop out,”
Reports Sylvia Ramirez from MiraCosta College. It is very important to conduct ongoing research
on outreach and retention in order to determine what works and what doesn’t.
At Glendale CCD’s Garfield Campus, outreach efforts include post cards that are filled out at
registration by each student. One classified member is responsible for generating attendance reports and
will send out these cards as a reminder for the next term to improve retention.
To ensure that all students are well informed and on target for graduation, the instructor provides tools
to monitor attendance and improve retention. A student guide for time management displays a grid of
days and hours left before graduation day. This serves as a measure for their “Countdown to Success.”
Two months each school year are designated to remind students of graduation plans. A monthly
attendance report keeps all lab staff informed of enrollment, student progress and potential graduates.
The lead instructor also has a system for outreach to students in the form of letters. Regular
correspondence is mailed out as follow up to the first orientation day, for completing an assigned
subject and for earning a grade of “A” in a course.
Sara McKinnon, ESL instructor at the College of Marin has found that 60% of the noncredit ESL
students, on average, remain in class from the beginning to the end of the semester. An average of 65%
of the students move up after completing one semester in a particular level. Noncredit ESL is, by its
nature, self-directed. Nothing forces a student to enroll or stay in class. Progress is dependent on
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students achieving a certain level of competency. Students learn that their progress and success rests on
their own shoulders. Students who enter are motivated by family and work-related necessities. Their
initial goals revolve around language acquisition, but as time goes on, these goals increasingly evolve to
include vocational training or college as ultimate destinations.
As with credit courses the retention, progress and success of noncredit students is reported in the
Accountability Report for Community Colleges (ARCC) and reviewed locally by the Board of Trustees
but also at the state level by the Legislature. Consideration of dynamics that influence student retention
and success, analysis of this data and improvement of services are important activities faculty and
administration must consider. Remember, it is all about helping the students to succeed!
See additional effective practices later in the chapter.

Funding for Noncredit

(Quiz Question 8 - The state allocation structure for noncredit FTES is different
than credit instruction - True).
Funding for noncredit and credit instruction differs. State apportionment for noncredit is
allocated to districts based on “positive attendance,” whereas credit allocations are based on
attendance collected on a “census week.” Noncredit’s positive attendance formula means that every
hour a student attends class needs to be reported. This requires attendance to be taken each day of
class for the extent of the term or semester. Noncredit is funded at 60% of the rate that credit
classes are funded (see chart on the next page).
However, there is now additional funding for noncredit courses. On January 16, 2007, the Board of
Governors adopted two sets of emergency regulations to implement SB 361. The legislation is
intended to provide support for courses for Career Development and College Preparation (CDCP).
The requirements are that the courses are developed in a sequence (of two or more) which, upon
completion, will lead a Certificate of Competency or a Certificate of Completion that leads to
various outcomes:
!

Improved employability or job placement opportunities

!

Articulation with college-level coursework

!

Completion of an associate of arts degree

!

Transfer to a four-year degree program

The Career Development and College Preparation (CDCP) courses may be developed in the
following areas to qualify for the enhanced funding:
!
!
!
!
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Elementary and secondary basic skills
Workforce preparation classes
Short-term vocational – with high employment potential
English as a second language and vocational English as a second Language
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This enhanced funding bumps up the rate for these noncredit courses to 70.8% of the amount that
credit courses are funded.

Instruction Method

State Allocation per FTES

Credit

$4,367

Noncredit standard rate

$2,626

Noncredit enhanced rate

$3,092

Further information on Legal Requirements for noncredit Apportionment is available at
http://www.cccco.edu/Portals/4/AA/Noncredit/n_legal_summary_040405.pdf
or in a power point presentation from San Francisco City College accessed
through www.ccsf.edu/Offices/Government_Affairs/Doc/NONCREDIT361.ppt.

College Transitions

(Quiz Question 9: Statewide, one in _4_ AA or AS degree-earners started in
noncredit – four).

How do noncredit students learn about the advantages and opportunities of a
college degree, career or transfer to a university? Great effort is occurring
statewide to expand the possibilities for these students. Continue reading to find
out about the many efforts statewide that have resulted in noncredit students’ increased interest and
enrollment in college programs.

Noncredit Student Services

(Quiz question 10: What student services support basic skills and some other
noncredit instruction? – All of the above - Assessment, Orientation and Counseling.

Placement Assessment, Orientation and Counseling
Noncredit basic skills instruction addresses specific student needs through placement assessment and
preparation of academic skills, including counseling in personal goals and advisement in college and/or
career choices. Most programs offer a selection of initial placement assessments to determine current
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functional academic skills in reading, writing and mathematics. Noncredit programs use standardized
assessment tools such as the Test of Adult Basic Education (TABE), Comprehensive Adult Student
Assessment Systems (CASAS) or locally developed intake instruments as tools for advisement purposes.
Typically, there is an orientation scheduled so that students receive pertinent information about the
program before enrolling. Counselors or advisors are available to discuss the academic preparation,
transcripts, and various life goals of each student before advising which classes are appropriate.
San Diego Continuing Education has a counseling department that has been providing
Matriculation Services to noncredit students for the past 10 years. The matriculation process
provides students with a structure of components that, when followed, gives students a series of
steps to be taken to promote success. There is research to support the benefits of assessment,
orientation and counseling, and in addition, the process is preparing students for a similar experience
at college.
A little legislative history may be helpful at this point. The passage of AB 3 in 1986 established a
given set of services to be provided for students enrolled in credit courses. Although some
community colleges did provide those services to noncredit students, AB 3 did not allow the use of
Matriculation funds for those activities. It wasn’t until the 1996-97 legislative session that new
legislation (AB 1542 and AB 107) allowed California colleges to extend Matriculation services to
noncredit students enrolled in designated classes.
Incoming and prospective vocational and basic skills students receive the following services:
Orientation - provides information to new or prospective students about their
educational options, career options, student rights/responsibilities and other
resources the school provides.
Assessment – counseling faculty members utilize multiple measures for placement
advice.
Counseling – counselors provide professional guidance to identify educational goals,
provide appropriate course placement, and make referrals to other services or
community agencies to alleviate academic or personal difficulties.
Student Education Plans – counselors assist students in developing a specific
immediate educational goal, with a plan of the courses, programs, and services
required to achieve that goal. Counselors also help students in clarifying long-term
goals that may include transitioning to continued vocational training, work or
college.
Follow-up - counselors provide post-enrollment support and may provide
interventions through one-on-one counseling or referrals to other services when
needed.
Initially, counselors provided orientations for incoming upper-level ESL students. However, due to
the large numbers of students, it became too time consuming and unmanageable. Instructors at
most campuses now provide a three-hour orientation and give a tour of the campus with a stop at
the student services office to meet the ESL counselor. Counselors and instructors work
cooperatively to develop the orientation curriculum and materials. The materials created include a
student handbook and orientation DVD. Esther Matthew, counselor in Continuing Education from
the San Diego Community College District reported that the additional benefit of the current ESL
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orientation system is that it is now possible for counselors to conduct classroom presentations
designed to assist students in making decisions about secondary academic and vocational goals.
Prior to enrollment at the John Adams Campus for City College of San Francisco, high school
diploma students must attend a “Success Workshop.” This activity provides key information about the
program expectations and offers goal-planning strategies. Shortly thereafter, a placement test, the
Comprehensive Adult Student Assessment System (CASAS), and a counseling session are held for each
student. Placement scores dictate the level in which the student may enroll. If the score does not reach
the high school criteria, a student is advised to enroll in either the basic skills Level I or Level II course.
In most programs, students with low assessment scores, insufficient academic preparation and/or
learning challenges are advised to begin supplemental instruction. These services refer the student to
ABE courses or provide other supportive methods to improve skills (e.g. learning lab, tutoring session
or DSPS accommodations). When these adult basic education students are served on college campuses,
noncredit students benefit from the access they have to college classes and services. On certain
campuses credit students also enroll in noncredit basic skills labs to improve academic skills. At
Santiago Canyon College, noncredit and credit students study in the same developmental skills lab
where both diploma courses and college coursework are completed.
Commencing with the 2003/04 school year, students receiving diplomas from a school district must
pass the California High School Exit Exam (CAHSEE) by the end of the 12th grade. Adult education
students attending a local high school district would also be required to pass this exam before being
awarded a diploma. Currently community college districts that grant a high school diploma are not
subject to any requirement that the students successfully pass the CAHSEE. However, the San Diego
Community College District does include this exit exam as part of the joint diploma graduation
requirement. Some continuing education programs within the California Community College System
have established courses in CAHSEE preparation for local school districts. Almost all of these
continuing education programs visited offer classes to “concurrent” students referred from the local
high schools. These students (typically seniors) attend the adult diploma program to complete or make
up credits that apply to the home school’s graduation requirements. These community services, in
providing test preparation and academic support, may potentially lead to a stronger awareness of
noncredit programs and improved articulation process of students onto college campuses.

Noncredit ESL Pathways

(Quiz question 11: Matriculation services are not available for noncredit ESL
students. - False)
In noncredit ESL at Santa Rosa Junior College (SRJC), students are provided a full
range of matriculation services, including orientation, placement, counseling and admissions
services. At Orientation, students are oriented to the noncredit ESL Program through a "Welcome
to noncredit ESL" DVD/video, a specially designed noncredit ESL Handbook and hands-on,
interactive goal-setting activities in response to these materials. Noncredit ESL at SRJC is currently
in the process of validating a home-grown assessment instrument.
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At intake, noncredit ESL students are guided through the application and enrollment process by
Matriculation Techs who ensure that the majority of students are registered prior to the beginning of
the academic semester. A bilingual noncredit counselor provides counseling and goal-setting
activities, as needed, and helps facilitate the matriculation of noncredit students to the credit
program. Students in noncredit ESL receive rigorous, academic preparation to matriculate to the
Credit program. In fact, internal surveys conducted of current credit students indicate that as many
as 36% of current credit ESL students at SRJC began their study of English in noncredit ESL
classes, and more than 75% of students at the highest level of noncredit ESL qualify for credit level
classes based on their performance on the ESL placement test reported Martha Estrin, ESL
coordinator.
At the North Orange County Community College District (NOCCCD) School of Continuing
Education (SCE), the ESL Academic Success Program is a fully integrated program that bridges
ESL classes with college, adult high school, the GED and vocational training programs. Many of the
students plan to continue their education, but are unprepared either academically or psychologically.
Courses are offered to provide students various learning experiences intended for college
preparation. Counselor-led workshops in time and stress management, financial aid and college
orientation complement the academic activities in the classroom.
In addition, SCE provides college and career opportunities through the Adult Career and College
Transitions (ACCT) program. Monitored by a project coordinator and noncredit counselor, the
adult diploma students, ESL and noncredit vocational students are encouraged to attend various
workshops, visit college programs and enroll in a credit course. This program, along with many
others in the state, will undoubtedly bring more noncredit students to our college campuses.
MiraCosta College faculty and staff constantly encourage students to achieve their immediate
education goal and to look beyond it. In the EL Civics Program, 6th and 7th level ESL and vocational
ESL students receive direct instruction on making the transition to credit. They study authentic
materials such as the college catalog, and are then assessed through a one-on-one interview with an
instructor playing the role of Admissions and Records staff. The assessment includes filling out the
application for admission that is scored for accuracy.
At the School of Continuing Education, NOCCCD, noncredit counseling at locations beyond the
main campuses provides academic, career, and personal counseling. Students at those off-site
locations are typically at a lower level of language acquisition. At two schools, the off-site counselor
conducts a conversational group with students after their regularly-scheduled ESL class. This time is
used for them to practice their English skills. The counselor provides a discussion prompt and helps
to clarify things, such as pronunciation and translations from Spanish to English when they are
having a hard time saying certain things. Once the students’ language/communication skills have
improved, they are provided with information on educational options and encouraged to attend one
of the main campuses. At that point, a student may be ready to take ESL classes at an intermediate
high or advanced level. Marciela, ESL counselor, says that based on the classroom proximity they
may also consider enrolling in the high school diploma program, vocational programs, and college.
At Santa Barbara City College efforts have been focused on providing matriculation services for
students in the noncredit basic skills categories. In 2006-2008 noncredit matriculation went through
a program review. Jack Bailey, ESL coordinator, reported that the program was commended for its
dedication to serve this segment of the college population by providing an assessment and
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orientation process for all new ESL students, for providing financial aid workshops, by organizing
campus tours to promote transfer from noncredit to credit and for having fully bilingual SpanishEnglish staff to address our students with basic skills needs (40% of students served by noncredit
matriculation are Spanish speakers). ESL student retention rates from Fall 2006 to Fall 2007
increased by 18%, with an increase in attendance (FTES) of 14%.

Effective Practices in Noncredit Basic Skills and ESL
The following is a brief description of noncredit basic skills programs that offer adult elementary and
secondary education courses. These effective practices are notable in that they have been implemented
successfully and appear to make a difference in student success or contribute to program improvement.
For example, many labs also benefit from adjoining classrooms where direct instruction in specific
diploma subjects takes place. The advantage of this model encourages a cohesive learning community
and ensures mastery of core concepts. It is important to note that a high degree of coordination and
communication with instruction and student services departments is also a key factor to a successful
program structure.
Integrated Instructional and Student Services
The Adult High School Diploma Program at MiraCosta College’s Community Learning Center
(CLC) schedules classes in a nine-week term, and students must attend six-hours a week for each course
in order to receive credits. Orientation is provided by the noncredit career counselor. As many as 80
students may attend this session to view a PowerPoint presentation and take the TABE assessment.
Students are advised to enroll in ABE, GED or high school classes based on a minimum required score.
For enrollment into other high school courses, students must demonstrate the appropriate reading level.
This close relationship with the counseling and instructional departments promotes course completion.
Awarding the adult high school diploma is a joint effort of the San Diego Community College
District and the San Diego Unified School District. Students have two options for completing credits
for this diploma. The ABE/ASE department has embarked on an exciting series of basic skills pilots
where traditional Learning Centers have been turned into Direct Instruction, Team Teaching, Counselor
Assisted, Tutor Assisted Success Centers. Prior to being assigned specific classes, students are assessed
on the TABE Survey and placed into cohorts based upon their reading, writing and mathematics skills.
Counselors are integrated with instruction, providing presentations in learning styles and goal setting.
This new design has resulted in an estimated 50% increase in retention, with student satisfaction surveys
approaching 90%.
Santa Ana College has a high school program at the Centennial Education Center which is
comprised of a main classroom for all subjects and two separate adjoining classrooms where students
attend on an as-needed basis for instruction in mathematics and composition. At this center, students
may be referred by their counselor or instructor to the reading development lab or the other classrooms
where mathematics and writing instruction is provided. Students enrolled in the Reading Skills
Improvement course may earn diploma credits. Many of these students were able to raise their reading
scores two grade levels after completing the assignments in this course. In a sample BSI Self Assessment
Tool, instructors, counselors and students mentioned the benefits of having separate rooms and
instruction in mathematics and writing skills which support the diploma program.
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Tutoring Services
Having students work in open labs with tutors has a real advantage to supplementing classroom
instruction. Many effective practices in the North Orange County Community College District
School of Continuing Education’s Learning Center include the following with tutoring support:
Reading Groups – Students participate in oral reading which gives them the opportunity to
practice reading, comprehension and pronunciation skills.
Conversation Groups – Groups that assemble as a result of the reading groups which
support students learning ESL, and allow practice in American English, much of which is
idiomatic.
Study Buddies – Pairing of students at similar levels which facilitates peer mentoring and
elicits accountability through positive forms of competition and support.
Daily Journals – Composition skills are encouraged by engaging students in a daily writing
activity. Students can get instant feedback because tutors or teachers help students revise their
topics and develop clear written communication skills.
Connections between Credit and Noncredit
Noncredit MiraCosta faculty work closely with credit faculty to align curriculum and ensure that
noncredit students are prepared for credit work in their disciplines. For example, currently ESL
faculty are focusing on improving writing skills, and have obtained writing samples from entering
ESL and English 802 students to determine at what level students need to write to begin to succeed
in ESL and English 802 courses. At the highest ESL levels, the noncredit ESL faculty are working
with Letters Department faculty to closely duplicate the portfolio assessment process.
Many noncredit faculty incorporate the study skills needed for students to be successful in college
classes into their instruction. They teach goal-setting, time-management, note-taking research
methods, and computer literacy skills, including the use of Blackboard. Some faculty make receiving
tutoring a requirement for the course in order to eliminate the negative perception of asking for
assistance.
Technology-Assisted Instruction
At Garfield Campus for the Glendale Community College District, there is an advantage of having
an entire classroom dedicated to computer use for the adult high school diploma program. Thirty
computers are available with a staff person assigned to assist. Students may conduct online research,
complete modules for GED test preparation, practice keyboarding and work on tutorials to build
academic skills. The Online Writing Lab (OWL) is just one such resource to support
English/composition proficiencies.
The main GED/diploma classrooms in the San Diego Community College District at three sites
have a separate room connected with equipment to deliver instruction at a distance. This distance
education is broadcast simultaneously, thereby providing instruction to a larger audience. During these
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distance education broadcasts, the instructor in either lab schedules time with the students to discuss
test-taking strategies and specific GED content (e.g., mathematics).
In addition to the textbooks, which are in alignment with those adopted and used at the Rancho
Santiago CCD’s noncredit education centers, computer software programs are used. The academic
software used to support instruction includes a course for high school science, a CD for composition
and a series of CD’s for intermediate algebra. Reference materials include an interactive dictionary and
the Microsoft Encarta (an encyclopedia). The software program, Plato, has been used successfully in the
mathematics lab as well.
MiraCosta College noncredit instructors have the option of using an open computer lab, in addition to
the scheduled classroom, for supplemental instruction in online research and technology-related
assignments. In the English and mathematics classes, a variety of activities take place. Class projects,
group responsive reading and discussion, exercises in teamwork and cooperative learning took place.
These separate classroom activities and related homework assignments have proven to be successful in
retention and student progress.
At Mt. San Antonio College the noncredit curriculum standards for this program’s diploma are
continually under review. All decisions for improving course content are a collaborative department
process. Many of the course competencies are met by alternative projects to the standard chapter test.
The biology course includes a virtual lab experience. Students may complete a PowerPoint presentation
to depict a unit of study in nutrition, and create a work of art or take an online museum tour for that
subject.
Santa Barbara City College (SBCC) offers noncredit and community service classes at two primary
centers and over 80 community-based locations. The Alice F. Schott Center, near downtown Santa
Barbara, offers career and job training, health and safety, ESL, and basic skills. The noncredit ESL
division supports 4,500 students annually, with 50 classes at 25 sites throughout the Santa Barbara area.
A program called “At Home with English” allows students to check out videos and workbooks.
At Santa Rosa Junior College, each course has a technology component, which includes various
software and online programs in subject areas, keyboarding, Internet search assignments, and wordprocessing lessons. These activities prepare students for college courses and for workplace
situations. Furthermore, the courses are structured so that students have frequent opportunities to
interact with instructors one-on-one, which increases students’ perceptions of themselves as college
students who use education to pursue a specific career goal.
College Transition
The Garfield Campus for the Glendale Community College District is the primary location for
noncredit in the Glendale area. Classes include business, computer and parent education, and
ESL/VESL. The Developmental Skills Lab consists of basic academics, GED test preparation and high
school subjects. The courses are offered on an open-entry basis that coincides with the college’s 18week semesters. Currently, the adult high school courses are articulated with the corresponding college
departments and all noncredit instructors meet the same minimum qualifications as their credit
colleagues.
The noncredit program at the College of the Desert maintains a calendar similar to the college (e.g. 16week semesters) and an eight-week summer session. Students are able to enroll anytime during the
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school year. Although the lab activities are self-paced, the students may be assigned a class time during
the semester to improve mathematics skills and to review English or writing competencies. These
assigned classes benefit the students by providing a combination of lecture-style and one-on-one
instruction, which also establishes continuity with the subject matter studied in the lab setting. Also
available is a comprehensive series of reading materials that correspond with a student’s entry-level
reading skills. Various titles may be assigned in sequence to build a foundation that prepares a student
for higher level texts. College students who have low scores on the college entrance exam may also use
the services of this developmental education setting.
The counselor at the Community Learning Center for MiraCosta College coordinates outreach
opportunities to students at the MiraCosta College campus. In November, the Career and Technical
Education Expo tours are scheduled where student ambassadors lead noncredit students through various,
show-cased vocational programs. During the Experience MiraCosta College event, students meet with credit
instructors in their classrooms and learn about courses, certificates, degrees, and career opportunities. As
many as 150 students attend these one-hour tours. College scholarships are also offered to eligible ESL
and diploma students.
Noncredit and credit faculty work closely to align curriculum and ensure that noncredit students are
prepared for college-level work. For example, noncredit ESL faculty have focused on improving writing
skills, and have obtained writing samples from entering credit ESL and English students to determine at
what level students need to write to be successful in these courses.
Lynda Lee, Dean of Community Education says, “Many noncredit faculty incorporate into their
instruction the study skills needed for students to be successful in college classes. They teach goalsetting, time-management, note-taking research methods, and computer literacy skills, including the use
of Blackboard. Some faculty make receiving tutoring a requirement for the course in order to eliminate
the negative perception of asking for assistance.”
The secondary education classes at the North Orange County Community College District
enrolls an average of well over one thousand adult students per 12-week trimester. Both types of
classes are conducted in an instructional lab environment where students may attend on a flexible
schedule – both day and evenings. Prior to enrollment, diploma students attend an orientation
session provided by the noncredit matriculation department. At the orientation appointment, the
students complete a placement test (e.g., TABE) and later arrange an individual counseling
appointment to review the transcript evaluation and discuss class options. The student may then
choose to enroll in the high school lab to study for the GED exam, complete diploma credits or
improve basic academic skills.
NOCCCD HS graduation rates
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2000

80

2004

156

2001

103

2005

220

2002

118

2006

234

2003

107

2007

284
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The number of graduates from the NOCCCD, adult high school diploma program, increased 255%
over the last several years. Many of these graduates will then transfer to one of the two community
colleges within the district.
Mesa College campus provides outreach to the North City Campus noncredit students by promoting
a campus tour opportunity scheduled on “Student Education Day.” The proximity of these two
campuses and the college’s outreach efforts has encouraged noncredit GED and diploma students to
transfer to college classes.
The adult secondary education program at Mt. San Antonio College (Mt. SAC) recently became an
independent provider of an adult high school diploma, having separated from the local unified school
district. Despite this severance, Mt. SAC’s community education division continues to serve a growing
number of concurrent students within its High School Referral Program. Well over 50 separate high
school courses, including foreign language, fine arts, and journalism, have been approved and provided
to the local community. There are 23 high school campuses where these individual courses are taught.
One of the benefits of this former partnership was to acquire high school textbooks that align with state
standards and curriculum that has been articulated with the California university system’s a–g graduation
requirements. This collaboration has enhanced the possibility of these students to enter and complete a
college and/or university degree.
Another extremely important practice is the advantage some programs have of hiring full-time noncredit
instructors to monitor the classroom activities, manage student discipline, supervise support staff,
develop curriculum, and help coordinate program operations. These tenure-track or tenured instructors
often assume the lead in many other department responsibilities. In addition to being the primary
instructor, these individuals are involved in community outreach, provide professional development
training, collaborate with other colleagues and departments, and participate on noncredit, credit and
district committees.
CURRICULUM
Curriculum approval at the local level plays a central role in ensuring that noncredit students receive
the same quality of instruction provided to other students. More importantly, it is the fundamental
mechanism that engages faculty in the design and evaluation of noncredit curriculum and its
effectiveness in helping students to transition to college, gain meaningful-wage work and contribute
to the community and civic society. See Appendix for the course application instructions.
58172. Learning Assistance
Attendance for supplemental learning assistance when offered as part of a course may only
be reported for state apportionment when either:
(a) the learning assistance is a required component of another course, for all students
in that course; or
(b) the learning assistance is optional and is provided through an open entry/open
exit course conducted pursuant to subdivision (c) of section 58164, which is
intended to strengthen student skills and reinforce student mastery of concepts
taught in another course or courses.
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Guideline for Section 58172
The Board of Governor’s action to amend this section permits learning assistance to occur in open
entry/ open exit courses that offer optional assistance, without requiring the participation of all
students enrolled in the primary/parent course or courses. (See the Open Entry/ Open Exit
Courses regulation and guideline for additional details.) As in the past, apportionment may also be
claimed for learning assistance provided as a required component of a course or through separate
courses in which all students are required to enroll, such as occurs in corequisite lab courses that are
linked to primary courses.
Apportionment for supplemental learning assistance may be claimed for credit supplemental courses
in support of primary/parent credit courses, or for noncredit supplemental courses, in any of the
nine noncredit eligible areas outlined in Education Code §84757, in support of primary/parent
noncredit courses.
Only in limited circumstances, such as English as a Second Language (ESL) and basic skills, may
colleges offer noncredit supplemental learning assistance courses in support of credit courses. Also,
in occupational areas, colleges may establish supplemental noncredit short-term vocational courses
in support of credit occupational courses.
All supplemental courses need to be approvable as credit or noncredit courses on their own merit
and, at the same time, address skills and/or concepts covered in the primary/parent courses that
they support. In order to be approved on their own merit, noncredit short-term vocational courses
(one of the nine categories for noncredit) need to prepare students for employment.
This section of the regulation became effective on January 29, 2006. See the Noncredit Course Approval
Primer, California Community Colleges, April 2005, for more details about the course approval
process.
Non Credit Faculty Minimum Qualifications
Please look at Chapter 19 of this handbook for an explanation of faculty minimum qualifications for
both credit and noncredit.
ASSESSMENT IN NONCREDIT
All good curriculum development includes assessment. Many noncredit programs use CASAS for
programmatic assessment. This is a very meaningful and data packed assessment. For individual
course assessment, noncredit courses must look at what data is most useful to them depending upon
their instructional format. Appendix 5 has sample SLOs, assessment data and an assessment report
as a model which produced very valuable data. Other resources on curriculum are available at:
Instructions for Noncredit Course Application:
http://www.cccco.edu/SystemOffice/Divisions/AcademicAffairs/BasicSkillsEnglishasaSecondLan
guageESL/Forms/tabid/486/Default.aspx
Supplemental Learning Assistance and Tutoring Regulations and Guidelines
http://www.cccco.edu/Portals/4/AA/Basic%20Skills%20&%20ESL/slat_regs_guidelines.doc
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Appendix 1: Answers to the Quiz
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Question

Answer

1.

True

2.

False

3.

True

4.

True

5.

False

6.

False

7.

False

8.

True

9.

D. four

10.

D. All of the above

11.

False
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Appendix 2
Brief Summary of Legal Requirements for
Receiving Apportionments for Noncredit Classes
NOTE: This document is provided as a brief summary of the legal requirements for receiving state
apportionments for noncredit classes. However, you should have your appropriate staff and/or legal
counsel ensure that your local practices comply with all of the requirements discussed in Legal
Advisory 05-03.
All noncredit courses, especially those courses offered in open entry/open exit learning labs, must
adhere to the following requirements:
! All noncredit courses must be approved by the State Chancellor’s Office as meeting one of
the allowable funding areas cited in Education Code section 84757, i.e., Parenting,
Elementary and Secondary basic skills, English as a Second Language, Classes for
Immigrants, Educational Programs for Persons with Disabilities, Short-term Vocational
Programs with High Employment Potential, Education Programs for Older Adults,
Education Programs in Home Economics, and Health and Safety Education.
! There must be a current Non-Credit Course Outline, which “specifies the scope, objectives,
contents, instructional methodology, and methods of evaluation for determining whether the
stated objectives have been met.” {Title 55002(c)(2)}
! The course must be published in the college’s Schedule of Classes. {Title 5, 58104}
! “All sections of the course are to be taught by a qualified instructor in accordance with a set
of objectives and other specifications defined in the course outline.” {Title 55002(c)(3)}
! The instructor must be able, in terms of physical proximity and range of communication, to
provide immediate supervision and control. Additionally, the instructor cannot have any
other assigned duty during the instructional activity. However, instructional aides may
exercise immediate supervision and control, provided that they are under the “exclusive
direction” of the instructor who is exercising supervision and control {Title 5, 58056(c)(1)}.
The purpose of the immediate supervision and control is to ensure that students are
achieving the student-learning outcomes identified in the course outline.
! The instructor, who is exercising immediate supervision and control, must meet the
minimum qualifications for noncredit courses contained in Title 5, section 53412. {Title 5,
58051(a)(1), 58056(a), and 58058}
! Students must knowingly register in the class. It is recommended that students register for
the class using web registration, the STEP telephone registration system, or in-person,
thereby generating appropriate documentation that the student registered for the class.
Additionally, there are provisions in Title 5 for the collection of noncredit apportionment for
tutoring. For tutoring the following requirements must be met:
! Students must be enrolled in a noncredit tutoring course, approved by the State Chancellor’s
Office in accordance with Education Code section 84711(a)(2). {Title 5, 58168 and
58170(d)}
! The course must be published in the college’s Schedule of Classes. {Title 5, 58104}
Chapter 11

27

!
!
!
!
!

!

!

28

The tutoring must be conducted in a designated learning center, which is supervised by a
person meeting minimum qualifications prescribed in Title 5 section 53415. {Title 5,
58170(a) and (b)}
Tutoring shall involve a student tutor who assists one or more students in need of special
supplemental instruction. {Title 5, 58168}
Student tutors shall be students who have been successful in a particular subject or
discipline, or who have demonstrated a particular skill, and who have received specific
training in tutoring methods. {Title 5, 58168}
All student tutors must successfully complete a course in tutoring practices and methods,
including the use of appropriate written and mediated instructional materials. {Title 5,
58170(c)}
While Title 5, section 58170(c) acknowledges the use of “mediated instructional methods”
when providing tutoring; it clearly indicates that tutors must be actively involved in the
tutoring process. Thus, even though a student may be using computer-aided instruction,
there must be some level of instructor or student tutor intervention by an individual
qualified under the provisions of Title 5.
Students must be assigned to a noncredit supervised tutoring course by a counselor or
instructor on the basis of an identified learning need. {Title 5, 58170(e)} While Title 5 does
not specify how students are to be “assigned,” there needs to be documentation as to how
the student was referred, why and by whom.
Students must knowingly register in the tutoring class. Since students cannot voluntarily
enroll in tutoring but must be assigned by a counselor or instructor, registration must be
restricted. It is recommended that each student registering for a class complete a signed add
card, unless the process can be achieved through the web or telephone registration system.
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Appendix 3:
Instructions for Noncredit Course Application
The noncredit course application consists of two components:
! Application form CCC-456 and related instructions
! An attached course outline approved by the local curriculum committee in accordance with
Title 5, §55002(c)(1) & (2) and §55002(a)(1).
Form CCC-456 consists of three sections:
a. Type of Application
b. Contact Information
c. Course Information
a) Type of Application: New or Resubmission: Check the appropriate descriptor that indicates
the type of noncredit course application. The System Office must approve noncredit courses
prior to being offered. If approval is given, it is permanent; however, if a course is substantially
modified, the course must be resubmitted on Form CCC-456 for approval. Check only one box
and fill in submittal date.
b) Contact Information: Please complete all information requested on the college and contact
person. The contact person is the individual most able to answer curriculum questions about the
course outline.
c) Course Information: This section provides related and supplemental information on the
course outline. The following instructions are numbered one through 13 to correspond to the
numbers on the application form CCC-456. Each item must be completed.
1. Course Title: The course title should not exceed 75 characters; abbreviate words as needed.
The course title should accurately reflect the purpose of the course. In addition, the course
title should be the same as that listed in the college catalog, the noncredit course inventory
of approved courses and the MIS Data Element Dictionary (#CB22).
2. Course Department Number: The course department number may be a combination of
numbers and letters used by the college to identify department name, course number and
subject field.
3. Local Approval Dates: Enter the course approval dates by (a) the college curriculum
committee and (b) the governing board of the district. *Note: Both the local curriculum
committee and the governing board of the district must approve the course outline prior to
submission to the System Office.
4. Start Date: Enter the year and term the college plans to offer the course to students and
include the course description in the college catalog or addendum.
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5. Total Hours of Instruction: Enter the total number of regularly scheduled hours of
instruction that are normally required for students to achieve the course objectives. Total
number of hours should be sufficient to cover the course scope and breadth of topics. If
there is a range of hours, indicate a minimum and maximum.
6. Taxonomy of Programs (TOP) Code: Enter the six digit code that identifies a discipline
and the subclasses within the discipline using the most current edition of the Taxonomy of
Programs
Manual
located
at
http://www.cccco.edu/divisions/esed/aa_ir/CREDIT/credit_refmat.htm.
See
the
following path for future reference: http://www.cccco.edu. Click on ‘About Us/Agency’
Academic Affairs Division, Instructional Programs and Services, Credit Program and Course
Approval, Reference Materials.
7. Noncredit Eligibility Category Code: Indicate the noncredit category that best describes
the purpose of the course. Only the nine noncredit categories listed below are eligible for
state apportionment in accordance with California Education Code §84757 and reported to
MIS as Data Element Dictionary #CB22.
DED CODE
#CB22
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NONCREDIT CATEGORY

A

English as a Second Language (ESL)

B

Immigrant Education (Classes for immigrants eligible for educational services in
citizenship, English as a Second Language, and work force preparation classes in
the basic skills of speaking, listening, reading, writing, mathematics, decisionmaking and problem solving, and other classes required for preparation to
participate in job-specific technical training).

C

Basic Skills (Supervised Tutoring)

D

Health and Safety Education

E

Persons with Substantial Disabilities

F

Parenting

G

Family and Consumer Science (Home Economics)

H

Older Adults

I

Short-term Vocational Programs with High Employment Potential
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8. Material Fees: Enter the dollar amount. Enter -0- if no material fees required.
9. Special Characteristics: This includes unique characteristics about the course such as
instructional delivery mode, learning environment or supplemental instruction. Select the
appropriate descriptor from the drop-down menu.
Descriptor
0
Learning
Assistance

Bilingual
Instruction
Convalescent
Setting
Citizenship
Correctional
Facility

CHARACTERISTICS
Not Applicable
Learning assistance is a form of supplemental instruction. Learning
assistance can be a required component of another course for all students
in that course; or the learning assistance is optional and is provided
through an open entry/open exit course conducted pursuant to CCR, Title
5, Division 6, Chapter 9, Subchapter 2, Article 5 of §58164, which is
intended to strengthen student skills and reinforce student mastery of
concepts taught in another course or courses.
Bilingual instruction is a system of instruction that builds upon the
language skills of a pupil whose primary language is not English or
derived from English.
The course is taught in a convalescent home, skilled nursing facility,
residential care home, day care center or nursing home.
Citizenship or civic education is taught as part of an English as a Second
Language or basic skills course.
Course is taught either at or through a federal, state, or local correctional
institution.

Apprenticeship Related and supplemental instruction for apprenticeship and coordination
of instruction with job experiences, upon agreement with program
sponsor and Division of Apprenticeship Standards
10.Justification: Briefly describe the primary method used to determine the need for this
course. For example, Labor Market Projections from Employment Development
Department, employer survey, community or student interest survey, state licensing
requirements or mandated certification. (You will be allowed to enter a maximum of 500
characters in this field.)
11. Proposed Catalog Description: Provide the statement used in the college catalog to
describe the course. (If the description appears on the course outline, write “See course
outline”.) (You will be allowed to enter a maximum of 500 characters in this field.)
12.Proposed Class Schedule Description: Provide statement used in the college’s schedule of
classes. (If the description appears on the course outline, write “See course outline”). (You
will be allowed to enter a maximum of 500 characters in this field.)
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13.Signatures: Original signatures are required of the Chief Instructional Officer and Chair of
the Curriculum Committee certifying that the course has been approved in accordance with
Title 5, §55002(a) & §55002(c)(1) &(2).
Original signatures are also required of the Chief Executive Officer and, in the case of a
multi-campus district by the Superintendent or Chancellor, certifying approval by the
college/district local governing board in accordance with Education Code Section 70902.
Course Outline: Please check to make sure three copies of the course outline are attached. The
course outline of record shall specify the scope, objectives, contents, instructional methodology,
and methods of evaluation for determining whether the stated objectives have been met.

SEND ONE ORIGINAL AND TWO COPIES OF THE CCC-456 FORM AND THREE COPIES
OF THE COURSE OUTLINE TO:

CALIFORNIA COMMUNITY COLLEGES SYSTEM OFFICE
INSTRUCTIONAL PROGRAMS AND SERVICES
1102 Q STREET, 3RD FLOOR
SACRAMENTO, CA 95814
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Appendix 4:
Sample of a Noncredit Program’s BSI self-assessment
Santa Ana College, School of Continuing Education
Effective Practice D.4: Culturally Responsive Teaching theory and practices are applied to
all aspects of the developmental instructional programs and services.

Culturally Responsive Teaching theory and practice articulates basic principles and pedagogical
strategies designed to enhance learning among all students, regardless of the students’ ethnic,
socioeconomic, or educational backgrounds.
The following strategies were cited in the literature review as promoting this effective practice. Determine the extent to which your institution
uses these strategies by completing the table below. Specify ALL levels at which the strategy exists/occurs by listing the programs
and/or departments which employ the strategy. If the strategy is employed consistently throughout the institution, indicate “institutionwide .” If the strategy is not currently employed by your institution, simply indicate “does not occur.”
Strategies Related to Effective Practice

D.4.1
D.4.2

D.4.3

Instructional content and pedagogy capitalize on perspectives
and life experiences of students from diverse backgrounds.
Developmental instruction communicates high expectations,
engages students in critical dialogue regarding cultural
conflicts, and establishes compatible socio-cultural contexts
for group learning.
Developmental instruction reflects cultural sensitivity and
culturally mediated instruction, (e.g., the way communication
and learning takes place in students’ cultures).

Where Strategies Occur

Integral part of noncredit ESL.
Limited in ABE, GED and HSS
In noncredit reflected in course
content, student learning
outcomes, texts and cultural
exchanges.
Integral part of noncredit ESL

As applicable, briefly describe how this practice occurs/exists at your institution:
Life experiences of students from diverse backgrounds are celebrated in cultural exchanges and
international fairs. Textbooks also address cultural sensitivity. Found in ESL classroom discussions
What evidence exists to support the efficacy of this practice?
Student participation. In ESL classes, observed interactions among students of diverse cultures.
What barriers/limitations exist to implementing or enhancing this practice?
Time, state curricula standards, and resource materials
How might this practice be advanced or expanded upon in the future?
Implementation of cultural infusion in curricula development projects.
Staff development workshops addressing how different cultures learn.
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Appendix 5

Long Beach City College Basic Adult Education Department
Student Learning Outcomes Project
Final Report
August 24, 2007
Program and course student learning outcomes
The Basic Adult Education mission statement and program and course outcomes have been revised
and are in draft form (attached). Program participants researched mission statements and student
learning outcomes of other community college basic skills programs in order to learn from existing
student learning outcomes models for adult education. The attached mission statement and
outcomes will be shared and discussed with department faculty and staff at the next College Flex
Day on October 31, 2007. It is hoped that the department faculty will approve the mission
statement, program and course outcomes at that time.
Participants also noted the need for an updated student survey in order to determine the impact of
the program on student academic confidence and on the student’s ability to achieve personal,
educational and career goals. The survey will be conducted at some time in the 07-08 academic year.
Mathematics assessments/formative evaluation
Project participants tabulated and compiled nearly 300 student mathematics post-tests from the
summer of 2006, fall of 2006 and spring of 2007. A series of charts were developed for each
semester to illustrate student scores (percentage correct) for each post-test level (roughly, grade level
and corresponding mathematics proficiencies), and the percentage of students who achieved 80% or
greater proficiency.
The data indicates what we had determined in previous semesters: that more than 80% of BAE
students who attempt the mathematics post-test for their particular skill level, achieve proficiency (a
score of 80% or higher). This outcome continues to remain fairly constant over a significant number
of semesters (since Fall 2002), and the department is satisfied with these mathematics results overall.
It was noted, however, that the levels of proficiency achieved on the assessments for fractions and
measurement were not as satisfactory as in other areas (remaining at an average of 62% proficiency
for 80% of the students). Department faculty have begun to discuss how to improve instruction in
these areas and will continue this discussion on Flex Day. Faculty will also discuss using other
mathematics reading material assessments to determine student proficiency (e.g. Topline versus
Programmed Mathematics).
Overall this data seems to confirm that faculty are doing a good job of preparing our students for
assessment in their mathematics skills; however, what remains to be determined is how long it might
take each student to achieve the next level of proficiency and whether or not this proficiency
translates to success in the workplace and/or in the student’s subsequent college mathematics
courses (item #3 below and attached IRAS data).
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GED data collection and reading assessment /formative evaluation
In the BAE program, each student is individually assessed and given a “program” of coursework to
follow. Student progress and assessment results are recorded and tracked (by faculty) on the
student’s program sheet, which becomes a portfolio of coursework and student progress.
Project participants collected GED related data from 174 randomly selected student files to attempt
to determine: a) the relationship between GED success or attainment of a GED and entry-level
reading, writing, and language skills; b) persistence in the program based on entry-level skills; c)
average time it takes to prepare for the GED based on entry-level skills; and d) determine the time it
takes to improve from level to level.
Entry level reading scores based on the department’s Initial Placement Test (IPT) indicated that 3%
of our BAE students assessed at 0 – 3rd grade reading level 12% entered at 4th – 6th grade reading
level, 46% entered at 7th – 9th grade reading level and 40% entered at 10th – 12th grade reading level.
Eighty six percent of our students enter between the 7th and 12th grade levels. Unfortunately, it was
difficult to ascertain the average time it took to prepare for the GED based on entry-level skills or
the time it took students to improve from level to level because so few of the students in this sample
continued to the next reading level. What became most apparent from this data was that our BAE
students’ persistence rates appear to very low (or short). Keeping in mind that the BAE program is
designed as an open-entry/open-exit, self-paced and individualized program, it may be that some
students (perhaps those with higher level basic skills) may only need a little remediation to achieve
their personal basic skills goals or to prepare for the GED. In fact, it appears, according to our data,
and, not surprisingly, that the higher the student’s reading level, the faster that student is able to exit
the program via the GED. On the other hand, we are concerned about those students at the lower
end of the skill level who may not be persisting to the level required to develop the necessary
reading skills. Of the students in this project sample, 84% had participation levels of 0 –3 months,
7% from 4 – 6 months, 6% from 7 – 9 months, 1% from 10 – 12 months, and 2% over 12 months.
The average number of hours of attendance per student in the BAE program last spring semester
was 4.4 hours per week. This problem with persistence has made it difficult to collect all of the data
we had intended to collect. We plan to continue to examine this data and to attempt to find
correlations by looking at smaller groups and tracking individual attendance and achievement.
It is important to note that research shows that adult students in literacy programs often do not
participate in programs long enough to make substantial learning gains. (Young, Fleischman,
Fitzgerald and Morgan, 1994). The U.S. Department of Education’s Office of Vocational and Adult
Education estimates that 100 to 150 hours of participation in instruction are required to improve
literacy by one grade level. We know that our students are often overwhelmed by personal problems
and competing roles and responsibilities and that they tend to place the student role on the back
burner and have a habit of “stopping-out” from time to time. Other factors such as the gap between
learner expectations and the reality of what can be accomplished within a specific timeframe
(Hamann, 1994) may also affect student persistence. Attrition rates in Adult Basic Education
programs are typically as high as 60-70%, according to federal statistics (Quigley, 1995).
Nevertheless, the BAE department has been and will continue to discuss what strategies can be
employed (both instructional, curricular and co-curricular) to improve program retention and
persistence.
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Student data and analysis from Institutional Research
We have submitted a data research request to Institutional Research on the
BAE student experience in subsequent basic skills courses. The research data request also included
demographic and student goal data. We received this report from Institutional Research on July 19,
2007 (attached).
This report analyzed the experience of 114 BAE students who had completed a minimum of 18
hours of instruction in BAE. It tracked their progress in English, Reading and Mathematics courses
subsequent to their BAE experience or concurrent to their BAE experience. In brief, the report
indicates that BAE students are more successful in higher-level English, Reading and Mathematics
courses (ENGL 105, MATH 110, and READ 883) and in READ 881 than non-BAE students. On
the other hand, BAE students are less successful than non-BAE students in one lower-level English
course (ENGL 801A). In some Reading and Mathematics courses (READ 882, READ 880 and
MATH 815, MATH 805) BAE students succeeded at about the same rate as their non-BAE
counterparts.
In terms of retention, BAE students were retained in their English 105 course at a higher rate than
non-BAE students. However, BAE students were retained in their English 801A course at a lower
rate than non-BAE students. BAE students retained their mathematics courses at a rate similar to
non-BAE students. In Reading courses, BAE students consistently retained their Reading courses at
a higher rate than non-BAE students. This report suggests that BAE coursework can and does
improve student success and retention in subsequent or current English, reading or mathematics
courses.
An analysis of participation in BAE (hours of attendance) and course success. While there was no
clear pattern between course success and hours of attendance, it appears that students with more
than 41 hours of BAE attendance were significantly more successful in MATH 805 than our
students with less than 41 hours of attendance (64.3% versus 37.5%). Students with more than 41
hours of BAE attendance were significantly more successful in READ 880 than our students with
less than 41 hours of attendance (70% versus 40.9%).
The small number of BAE students who had enrolled in English, reading or mathematics classes is
something that needs to be examined. However, according to this report, in Spring 2007, only 9.1%
of this group of BAE students indicated transfer or an associate’s degree as their educational goal.
36.4% of these students indicated an educational goal of vocational, personal development, basic
skills development, or GED. In previous semesters, as many as 27.2% of these BAE students were
undecided about their educational goal.
Other data reported in this research report indicated that disproportionately more BAE students are
DSPS students when compared to non-BAE students; disproportionately more BAE students are
female when compared to non-BAE students; disproportionately more BAE students are AfricanAmerican when compared with non-BAE students and fewer BAE students are white when
compared to the non-BAE population. Finally, BAE students are, on average, slightly older than
non-BAE students.
This report presents a challenging picture of the BAE student and his or her needs. The Basic Adult
Education department is committed to continuing to meet the educational needs of our students
and to examine and improve our programs wherever we can.
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Basic Adult Education
Student Learning Outcome Project Findings

Cohort

The current study investigated students who were first enrolled in BAE 601 between Fall 2003 and
Fall 2006, who collected a minimum of 18 hours of attendance prior to enrolling in or while
concurrently enrolled in an English, reading, or mathematics course.
The current report describes the experience of the BAE cohort in their first English, reading, and/or
mathematics courses after their BAE experience.

BAE Cohort and Pre-College English Courses

One-hundred fourteen students in the BAE cohort enrolled ENGL 105 or ENGL 801A 1 between
Spring 2004 and Spring 2007, subsequent to attending 18 hours in the BAE learning lab or while
concurrently enrolled in BAE 601.
BAE students’ success in the first English course after experiencing BAE was compared with nonBAE students in the same courses between Spring 2004 and Spring 2007. Success in a course was
defined as an A, B, C, or CR grade.
Table 1. English Success Rate
Course

ENGL 105

ENGL 801A

BAE

No BAE

Total

#enrolled

41

1,0545

1,0586

#success

32

6,374

6,406

Success
Rate

78.0%

60.4%

60.5%

#enrolled

73

5,589

5,662

#success

35

3,377

3,412

Success
Rate

47.9%

60.4%

60.3%

Forty-one BAE students subsequently enrolled in ENGL 105 (first attempt in ENGL 105) between
Spring 2004 and Spring 2007. Of these students, 78.0% were successful in the course while only
60.4% of non-BAE students were successful in ENGL 105.
However, fewer BAE students were successful in ENGL 801A (47.9%) when compared with nonBAE students (60.4%).
_____________________________________________________________________________
The following table describes the retention rate in English courses, comparing BAE students with
students who never enrolled in BAE 601. Retention in a course was defined as an A, B, C, CR, D, F,
NC, or I grade.
1

ENGL 801B was not included in the analyses because very few BAE students enrolled in their course as their first
English enrollment, subsequent to their last BAE enrollment.
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Table 2. English Retention Rate
Course

ENGL 105

ENGL 801A

BAE

No BAE

Total

#enrolled

41

1,0545

1,0586

#retained

35

7,641

7,676

Retention
Rate

85.4%

72.5%

72.5%

#enrolled

73

5,589

5,662

#retained

51

4,280

4,331

Retention
Rate

69.9%

76.6%

76.5%

BAE students retained their course at a higher rate (85.4%) than non-BAE students (72.5%) in
ENGL 105. However, BAE students retained ENGL 801A at a significantly lower rate (69.9%) than
non-BAE students (76.6%).

BAE Cohort and Pre-College Mathematics Courses
One-hundred fifty-nine students in the BAE cohort enrolled in MATH 110, MATH 815, or MATH
805 2 between Spring 2004 and Spring 2007, , subsequent to attending 18 hours in the BAE learning
lab or while concurrently enrolled in BAE 601.
BAE students’ success in their first mathematics course after experiencing BAE was compared with
non-BAE students in the same courses between Spring 2004 and Spring 2007. Success in a course
was defined as an A, B, C, or CR grade.
Table 3. Math Success Rate
BAE

No BAE

Total

#enrolled

46

12,103

12,149

#success

19

4,453

4,272

Success
Rate

41.3%

35.1%

35.2%

#enrolled

31

4,779

4,810

#success

14

2,347

2,361

Success
Rate

45.2%

49.1%

49.1%

#enrolled

82

3,595

3,677

#success

30

1,475

1,505

Course
MATH 110

MATH 815

MATH 805

2

MATH 130 was not included in the analyses because very few BAE students enrolled in the course as their first
Math course, subsequent to their BAE enrollment.
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Success
Rate

36.6%

41.0%

40.9%

BAE students are more successful in MATH 110, when compared with non-BAE students.
However, BAE students succeed at a lower rate in MATH 815 and MATH 805, when compared
with non-BAE students.
___________________________________________________________________________
The following table describes the retention rate in mathematics courses, comparing BAE students
with students who never enrolled in BAE 601. Retention in a course was defined as an A, B, C, CR,
D, F, NC, or I grade.
Table 4. Math Retention Rate
Course

MATH 110

MATH 815

MATH 805

BAE

No BAE

Total

#enrolled

46

12,103

12,149

#retained

26

6,626

6,652

Retention
Rate

56.5%

54.7%

54.8%

#enrolled

31

4,779

4,810

#retained

20

3,274

3,294

Retention
Rate

64.5%

68.5%

68.5%

#enrolled

82

3,595

3,677

#retained

53

2,373

2,426

Retention
Rate

64.6%

66.0%

66.0%

BAE students retained their Math courses at a similar rate to non-BAE students.

BAE Cohort and Pre-College Reading Courses
One-hundred eight students in the BAE cohort enrolled in READ 880-883 between Spring 2004
and Spring 2007, subsequent to attending 18 hours in the BAE learning lab or while concurrently
enrolled in BAE 601.
BAE students’ success in their first Reading course after experiencing BAE was compared with nonBAE students in the same courses between Spring 2004 and Spring 2007. Success in a course was
defined as an A, B, C, or CR grade.
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Table 5. Reading Success Rate
Course
READ 883

READ 882

READ 881

READ 880

BAE

No BAE

Total

#enrolled

23

3,500

3,523

#success
Success
Rate
#enrolled

17

1,998

2,015

73.9%

57.1%

57.2%

28

2,868

2,896

13

1,353

1,366

46.4%

47.2%

47.2%

29

1,386

1,415

19

687

706

65.5%

49.6%

49.9%

28

939

967

14

466

480

50.0%

49.6%

49.6%

#success
Success
Rate
#enrolled
#success
Success
Rate
#enrolled
#success
Success
Rate

BAE students were more successful than their non-BAE counterparts in READ 883 and READ
881 (73.9% and 65.5% when compared with 57.1% and 79.6%, respectively). However, BAE
students performed similarly to non-BAE students in READ 882 and READ 880.
____________________________________________________________________________
The following table describes the retention rate in the first Reading course, comparing BAE students
with students who never enrolled in BAE 601. Retention in a course was defined as an A, B, C, CR,
D, F, NC, or I grade.
Table 6. Reading Retention Rate
Course
READ 883

READ 882

READ 881

40

BAE

No BAE

Total

#enrolled

23

3,500

3,523

#retained
Retention
Rate
#enrolled

20

2,741

2,761

87.0%

78.3%

78.4%

28

2,868

2,896

21

2,076

2,097

75.0%

72.4%

72.4%

29

1,386

1,415

#retained
Retention
Rate
#enrolled
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#retained
Retention
Rate
#enrolled
#retained
Retention
Rate

READ 880

25

1,007

1,032

86.2%

72.7%

72.9%

28

939

967

21

673

694

75.0%

71.7%

71.8%

Consistently, BAE students retained their Reading courses at a higher rate than non-BAE students.
BAE Cohort and DSPS
The following table describes the count of BAE and non-BAE students and their DSPS status in the
last four terms. BAE students was defined as any student who enrolled in BAE 601, BAE 601A, or
BAE 601B and earned at least 1 hour of positive attendance in the course.
The table compares the counts of non-BAE students and their DSPS status.
Table 7. BAE and DSPS Status
Fall 2005

Spring 2006

Fall 2006

Spring 2007

NonBAE

BAE

NonBAE

BAE

NonBAE

BAE

NonBAE

BAE

NonDSPS

24,888

429

24,939

439

25,505

699

25,172

1,011

DSPS

1,124

45

1,212

37

1,214

64

1,120

77

Total

26,012

474

26,151

476

26,719

763

26,292

1,088

The following chart shows that about 4% of non-BAE students were also DSPS students; however,
nearly 8% of BAE students were DSPS students. A disproportionately larger number of BAE
students are DSPS students when compared with non-BAE students.
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Figure 1. BAE and DSPS Status
Percent of Students Involved in DSPS Fall 2005 to Spring 2007
25.0%
20.0%
15.0%
9.5%

10.0%
5.0%

8.4%

7.8%
4.6%

4.3%

8.0%

7.1%

4.5%

4.4%

4.3%

0.0%
Fall 2005

Spring 2006

Fall 2006

Spring 2007

Non-BAE

Overall

BAE

BAE Cohort and Demographic Information

Gender

The following table describes the breakdown of the BAE cohort (Fall 2005 to Spring 2007) by
gender. BAE student was defined as any student who enrolled in BAE 601, BAE 601A, or BAE
601B and earned at least 1 hour of positive attendance in the course.
Table 8. BAE and Gender
Fall 2005

Spring 2006

Fall 2006

Spring 2007

Female

278

58.6%

262

55.0%

544

71.3%

749

68.8%

Male

196

41.4%

211

44.3%

218

28.6%

335

30.8%

Unreported

0

0.0%

3

0.6%

1

0.1%

4

0.4%

Total

474

100.0%

476

100.0%

763

100.0%

1088

100.0%

Disproportionately more women were BAE students in the last two terms, Fall 2006 and Spring
2007.
The following figure describes the average percentage of BAE students who are female/male
compared with the average percentage of non-BAE students, over the past four terms.
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Figure 2. BAE and Gender
Gender (BAE Students vs Non-BAE Students)
Average Fall 2005 to Spring 2007

80.0%

65.4%
55.0%

60.0%

44.6%
34.3%

40.0%
20.0%
0.0%
Female

Male

Non-BAE

BAE

When compared with non-BAE students, disproportionately more BAE students are women.

Ethnicity/Race

The following table describes the breakdown of the BAE cohort (Fall 2005 to Spring 2007) by
ethnicity/race. BAE student was defined as any student who enrolled in BAE 601, BAE 601A, or
BAE 601B and earned at least 1 hour of positive attendance in the course.
Table 9. BAE and Ethnicity/Race
Fall 2005
Asian/Pacific
Islander
AfricanAmerican
Filipino

Spring 2006

Fall 2006

Spring 2007

65

13.7%

55

11.6%

113

14.8%

128

11.8%

120

25.3%

124

26.1%

173

22.7%

306

28.1%

11

2.3%

14

2.9%

39

5.1%

39

3.6%

Hispanic
NativeAmerican
Other

169

35.7%

178

37.4%

268

35.1%

367

33.7%

4

0.8%

7

1.5%

10

1.3%

17

1.6%

8

1.7%

6

1.3%

21

2.8%

29

2.7%

White

68

14.3%

56

11.8%

115

15.1%

165

15.2%

Unreported

29

6.1%

36

7.6%

24

3.1%

37

3.4%

Total

474

100.0%

476

100.0%

763

100.0%

1088

100.0%

About one-third of BAE students are Hispanic. Another 25% of BAE students identify themselves
as African-American.
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The following figure describes the ethnic breakdown of BAE and non-BAE students between Fall
2005 and Spring 2007.
Figure 3. BAE and Ethnicity/Race

50.0%

Ethnicity/Race (BAE Students vs Non-BAE Students)
Average Fall 2005 to Spring 2007

40.0%

34.9% 35.1%

30.0%
20.0%

25.8%
13.5% 12.9%

25.8%
14.4%

12.7%

10.0%
0.0%
Asian/PI

Afri-Am

Hispanic

Non-BAE

White
BAE

When compared with non-BAE students, disproportionately more BAE students are AfricanAmerican and disproportionately fewer BAE students are White.

Educational Goal

The following table describes the breakdown of the BAE cohort (Fall 2005 to Spring 2007) by selfreported Educational Goal. BAE student was defined as any student who enrolled in BAE 601,
BAE 601A, or BAE 601B and earned at least 1 hour of positive attendance in the course.
Table 9. BAE and Educational Goal
Fall 2005
Spring 2006

Fall 2006

Spring 2007 3

Transfer

53

11.2%

36

7.6%

146

19.1%

69

6.3%

AA/AS

16

3.4%

16

3.4%

40

5.2%

30

2.8%

Vocational
Personal
Development
Basic Skills

78

16.5%

83

17.4%

175

22.9%

182

16.7%

39

8.2%

40

8.4%

50

6.6%

41

3.8%

30

6.3%

42

8.8%

55

7.2%

41

3.8%

GED

73

15.4%

67

14.1%

82

10.7%

132

12.1%

Undecided

129

27.2%

127

26.7%

155

20.3%

24

2.2%

Unreported

56

11.8%

65

13.7%

60

7.9%

569

52.3%

Total

474

100.0%

476

100.0%

763

100.0%

1088

100.0%

3

Due to the time of analysis, a more complete dataset for Spring 2007 on Educational Goal was unavailable.
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The largest proportion of BAE students do not report a goal or report they are undecided about the
goal. More than 15% of BAE students report they are attending college to further their careers
(vocational), and about 10-15% report they are attending college to earn their GED.
The following figure describes the breakdown of BAE and non-BAE students by Educational Goal,
between Fall 2005 and Spring 2007.
Figure 4. BAE and Educational Goal
Ethnicity/Race (BAE Students vs Non-BAE Students)
Average Fall 2005 to Spring 2007

40.0%
31.4%
30.0%

18.5%

20.0%

15.8%

15.5%
12.6%

10.9%

9.0%

10.0%

5.8% 6.1%

4.4%
3.6%

6.0%
3.1%
0.6%

0.0%
Transfer

AA/AS

Vocational

Personal
Development

Basic Skills

Non-BAE

GED

Undecided
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When compared with non-BAE students, disproportionately fewer BAE students report they want
to transfer. However, disproportionately more BAE students report a basic skills, GED, vocational,
and undecided educational goal than non-BAE students.
Age
The following table describes the breakdown of the BAE cohort (Fall 2005 to Spring 2007) by Age
Group. BAE student was defined as any student who enrolled in BAE 601, BAE 601A, or BAE
601B and earned at least 1 hour of positive attendance in the course.
Table 10. BAE and Age
Fall 2005

Spring 2006

Fall 2006

Spring 2007

Under 18

1

0.2%

0

0.0%

2

0.3%

0

0.0%

18-20

63

13.3%

73

15.3%

137

18.0%

153

14.1%

21-25

95

20.0%

91

19.1%

169

22.1%

246

22.6%
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26-30

73

15.4%

84

17.6%

116

15.2%

199

18.3%

31-40

110

23.2%

108

22.7%

162

21.2%

231

21.2%

41-50

96

20.3%

74

15.5%

124

16.3%

180

16.5%

51-60

28

5.9%

33

6.9%

44

5.8%

62

5.7%

61+

7

1.5%

12

2.5%

8

1.0%

9

0.8%

Unreported

1

0.2%

1

0.2%

1

0.1%

8

0.7%

Total

474

100.0%

476

100.0%

763

100.0%

1088

100.0%

The largest proportion of BAE students are 21 to 25 years of age (approximately 20%) and 31 to 40
years of age (approximately 20%).
The following figure describes the average, mode (most frequent age), and median (mid-point of age
range) age of BAE and non-BAE students over the past four terms.
Figure 5. BAE and Age

BAE students are, on average, slightly older than non-BAE students. However, most BAE and nonBAE students are 19 years of age.
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Long Beach City College Student Learning Outcome Project
Findings: Summary
"

BAE students are more successful in higher-level English, reading, and mathematics courses
than non-BAE students enrolled in the same courses (ENGL 105, MATH 110, and READ 883).

"

Disproportionately more BAE students are DSPS students when compared with non-BAE
students and DSPS status.

"

Disproportionately more BAE students are female when compared with non-BAE students.

"

Disproportionately more BAE students are African-American when compared with non-BAE
students who are African-American. Fewer BAE students are White when compared with the
non-BAE population.

"

Fewer BAE students report a transfer goal when compared with non-BAE students.
Disproportionately more BAE students report a GED or basic skills goal when compared with
non-BAE students.

"

BAE students are, on average, slightly older than non-BAE students.
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Chapter 12
Tracking Student Progress through Basic Skills: A Discipline
Framework
The attention that’s been paid over the three years to basic skills and the way our California
community colleges support student success has caused us to examine many areas of our practice.
This chapter chronicles an amazing story of faculty collaboration and system-wide investigation. The
result of this work, created through many hours of faculty involvement, is a rubric, a tangible and
useful foundation for looking at our basic skills coursework through the eyes of discipline faculty,
the curricular experts.
The story begins with a mystery. Many faculty, researchers and administrators discovered that the
numbers for their colleges didn’t make sense when they received their yearly Accountability Reporting
for Community Colleges (ARCC). Before we get to why this mystery occurred, let’s understand what
we’re talking about here. The ARCC is required by law (Assembly Bill 1417, 2004) and provides the
public and the Legislature with outcome measures for the California Community College System and
for each individual college. Several types of data are reported, such as course success, number of
degrees and certificates, etc. Three measures that relate to basic skills are reported statewide and
then also calculated for each college. The 2009 statewide basic skills data are below and an
explanation of these measures are found in appendices 1-4 (CCCCO, 2009, p. 28).

Basic Skills Course Completion is the success rate for students completing a basic skills course in a
given year. The number of enrollments that earned an A, B, C, CR, or P is divided by the total
number of enrollments and reported as a percentage (CCCCO, 1994, p.8.026). See Appendix 2 for
the complete definition.
Basic Skills Course Improvement is the percentage of students who successfully complete a basic
skills course and then within three years successfully complete the next higher level course. See
Appendix 3 for the complete definition.
ESL Course Improvement is the percentage of students who successfully complete an ESL course
and then within three years successfully complete the next higher level ESL course. See Appendix 4
for the complete definition.
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ARCC Data for Basic Skills Course Completion
This measure combines all successful basic skills course completion to come up with an overall
completion or success rate.
Success rate for all basic skills
English courses
Total pass/total enrolled

Basic Skills
Course
Completion
Rate

Success rate for all basic skills
mathematics courses
Total pass/total enrolled
Success rate for all basic skills
reading courses
Total pass/total enrolled
Success rate for all ESL courses
Total pass/total enrolled

CB 21 Course Progress
College Level Courses

One Level Below Transfer Level in any Basic Skills Course or

Two Levels Below Transfer Level in any Basic Skills Course or
ESL

Three Levels Below Transfer Level in any Basic Skills Course etc.
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A Mystery Emerges
To understand the mystery, you need to look at the examples of data below from two individual
college reports. Notice that the basic skills successful course completion rate for College 1 is fairly
constant. The ESL improvement rate has increased over the last 3 years. However, the basic skills
improvement rate is very low and seems to be getting worse. For College 2, the basic skills course
completion is improving, but the ESL improvement is very, very low and the Basic skills
Improvement rate, though going up, is low. (Data from CCCCO, 2009 ARCC Report.)
College 1: ARCC Data for Basic Skills and ESL Courses 2009

College 2: ARCC Data for Basic Skills and ESL Courses 2009
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There seems to be no correlation between course success and course improvement. Historically,
colleges appeared to have success in individual courses, but not in progress through the series of
courses. These data intimated that basic skills programs, as a whole appear, fall short of complete
remediation.
Was this a fact or the reflection of a mystery? Looking at these figures, the college, the local Board
of Trustees, the public and the legislature might ask a variety of questions and draw a series of
conclusions:
!
!
!
!
!
!
!

!

Are students taking and succeeding in a single basic skills or ESL course and then not
completing the next higher level course? Not good. We need to examine our curriculum.
Are students taking a single basic skills course and then going to a career technical course
and completing a certificate or degree? Okay, maybe good. Don’t they need basic skills in these
programs too?
Are students discouraged in the first basic skills courses and not even attempting higher
level courses? Not good. Look at the persistence and registration rates of students.
Are the first ESL and basic skills courses so adequate that students do not need any more
courses to complete their basic skills needs? Good, but highly unlikely.
Are the levels of rigor in the first basic skills and ESL courses inadequate, setting up failure
or withdrawal scenarios in the next higher level course? Not good. We need to examine our
curriculum.
Are the students who take these basic skills and ESL courses so fragile that they drop out of
college, unable to progress? Not good, but not curricular in nature. Look into student services help.
Where are the students going after they initially succeed? Are they attempting college level
without prerequisites, abandoning their basic skills remediation? Yikes! What is the rigor,
retention status and class environments like in the college-level courses with no prerequisites? Why don’t
these classes have pre-requisites anyway? Why do they only have advisories which are generally ignored?
Are the students bored, discouraged, unengaged, and/or needing financial aid? Not good. We
need to examine BOTH our curriculum and our student services.

These are serious questions that are essential to healthy basic skills programs. You may have come
up with additional reasons that these rates seem to be a mismatch. While any of the potential
answers to the questions above might be relevant, a closer look revealed a pattern across the state.
Even colleges that aggressively addressed basic skills and reported success using other local data
appeared to have a disparity between success and progress.
What in the world was going on? Because the Basic Skills
Initiative created a statewide platform for serious
discussion and a problem-solving mentality much like a
think tank, many of the faculty, researchers and
administrators became sleuths looking to solve the
whodunit. Discussions revealed that it was actually a data
mystery! An analysis showed that the coding identifying the
level of basic skills courses as one course lower or higher
than one another was frequently wrong. This coding
problem produced incorrect data about courses, student
success and student progression.
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Coding for Course Levels below College/Transfer level: CB 21
Coding
The coding for these courses is called the CB 21 code (see Appendix 5 for the
definition). This is an MIS (management information systems) descriptive code
that should identify where the ESL or basic skills course is aligned within the
ultimate pathway to a transferable course. Courses should be coded in a way
that shows, for instance, that if a student begin 3 levels below transfer and then
successfully passes to the next course, two levels below transfer, that the student has
progressed along the pathway. But the coding statewide was inconsistent and incorrect for many
colleges. Nearly every college had major inaccuracies.
The coding did not reflect the curriculum; it was inconsistent and in many cases appeared random.
The codes could not and would not accurately depict progress because the assignment of these
codes was done independently from the curricular purpose and content of those courses. Examples
of incorrect coding are seen below. The column to the right identifies the CB 21 coding, which
indicates how many levels below transfer level the class is (e.g. 2 equals 2 levels below transfer).

Examples of CB21 Coding in English, ESL and Reading
1. Antelope Valley College has most all ESL courses coded as 4+ even though the course titles clearly
indicates progress will occur from ESL 1 to 2 to 3 to 4.
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2. Bakersfield College courses also appear not to report student progress with the existing codes.
Completing Low-Interim Reading/Vocabulary and High Interim Reading Vocabulary would not result in
any record of progress. It is also unclear what the next course, 2 levels below transfer might be.

3. Berkeley College has every English and ESL coded with the same code, level two. Student progress
would be completely flat, regardless of the students’ successful completion of the courses and progress to
the next level.

The coding differences listed above represent only a quick look at the English, ESL, and reading
coding for the first few colleges, reported out in alphabetical order beginning with A’s and B’s. You
can begin to estimate the magnitude of the coding inaccuracies for the rest of the 110 colleges.
“So how did this inaccurate coding occur?” you might ask. One possible answer is that there are
currently no instructions for CB 21 coding of English, ESL and reading courses. Also, there is no
comparability between the course titles or course content other than the transfer level courses. This
situation exists because each college developed their own courses based upon their specific student
population, mission and vision. This is one of the strengths of the community colleges in California
where diversity between colleges and communities is some of the greatest in the United States.
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However, even in mathematics courses, where more specific instructions for coding exists and
coursework is more clearly defined, the inaccuracies were notable. The coding instructions suggested
that the classes coded as CB 21 A, one level below transfer, should be prerequisites for transfer or
degree applicable courses such as Intermediate Algebra and CB 21 B should indicate Algebra
1/Elementary Algebra. (See Appendix 5 for the specific language.) But even with these more
specific instructions, coding errors abounded. See the examples below.

Examples of CB 21 Coding in Mathematics
Southwestern College coded almost all the mathematics courses as 4+. Notice that if a student
successfully completed pre-algebra, elementary algebra and then intermediate algebra, there would be no
apparent progress as they are all coded the same 4+.

Notice that Mt San Jacinto CB 21 coding places all elementary and intermediate algebra at one level below
and has nothing coded at 2 levels below.
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Grossmont College coding also would report no CB 21 mathematics progression.

It should also be noted that, along with an inability to track progress within individual institutions,
there is no comparability to college mathematics coding between institutions. For instance, colleges
have differing ideas about what courses are basic skills and what are degree applicable.

A Potential Solution: CB 21 Coding Rubrics
Once the problem was discovered, the same Basic Skills Initiative
faculty, researchers and administrators who solved the mystery began to
talk about how to fix it. Some suggested letting the Chancellor’s Office
correct these inaccuracies. But the problem with that solution was that
the hard working folk in Sacramento are far removed from the
curriculum. How would they know how to code things? Only some
courses indicate the level with numbering in the title; many others do not.
In addition, how would the Chancellor’s Office be able to interpret course names such as “Spelling
and Phonetics of American English 2”? Is this an ESL, English or reading course? So the correction
of coding must depend on local recoding solutions rather than a centralized recoding process at a
state office.
But how could such a process be organized? Enter the Academic Senate for California Community
Colleges. Under the auspices of the Basic Skills Initiative, it conceived a project to provide
information about the curriculum content in each level of a basic skills sequence. If colleges had
more information, they could code their courses based upon curricular content, thereby providing
more valid data for the ARCC report. Faculty who had experience using rubrics to grade student
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work and also for assessing student learning outcomes suggested using that technique as a way to
describe the skill needed at every level below transfer. Discipline experts could create rubrics for
every credit course in English, Reading, Mathematics and ESL. These rubrics would define the skills
that each course taught in general, but not comprehensively. This was in recognition of the local
needs of each of California’s 110 community college campuses.
A group of 140 faculty from 56 California Community Colleges gathered to tackle the task. First,
they learned about the collection of basic skills data and the MIS coding. The Vice Chancellor of
TRIS (Technology, Research, and Information Systems), Patrick Perry, and the Vice Chancellor of
Academic Affairs, Carole Bogue-Feinour, explained the difficulties with these codes and the impact
on the colleges as a result of the inaccurate data.
Then, faculty were provided background information collected through research by discipline
experts about discipline specific content (the final appendix in this chapter has links to each of these
professional groups and descriptions of their expertise.). Faculty reviewed the ICAS (Intersegmental
Committee of Academic Senates) competencies and the IMPAC (Intersegmental Major Preparation
Articulated Curriculum) documents in order to determine the entry and college level skills already
defined and agreed upon California across the public colleges. Existing standards were reviewed for
California, such as CATESOL’s California Pathway (California Teachers of English to Speakers of
Other Languages), California Department of Education standards, CMC3 (California Mathematics
Council of Community Colleges) and AMATYC (American Mathematical Association of Two-Year
Colleges) mathematics standards and others. In addition, a nationwide scan was conducted to look
for course descriptors, exit competencies, or standards.
Professional organizations were queried for help, particularly where no existing standards or
descriptions were available. A recent Academic Senate/Chancellor’s Office survey was used in order
to determine what the most common number of course levels below transfer were in each discipline
statewide. This background information provided an environmental scan of current conditions as
the discipline faculty began their discussions.

Guidelines or Philosophy for the Use of the CB21 Rubrics
The first task was to develop some guidelines for use of the rubrics.
As a group, the faculty developed the list that is shown below. It was
not the intent of the Senate or the Chancellor’s Office to force
curricular standards on any institution or to limit local curricular
autonomy and program development. Instead, discipline faculty wrote
the following guidelines to help them create the rubrics and to explain
the process to faculty whose feedback would be sought after the
rubrics were completed.
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Guidelines or Philosophy for the Use of the CB21 Rubrics
1. These DRAFT rubrics were the result of collegial input from 150 faculty in Math, English,
ESL and Reading from across the state. The rubrics were created with the understanding that
they would be vetted throughout the disciplines and discussed with the professional
organizations associated with each discipline through April 2009. After fully vetting the
rubrics, they will be considered for adoption at the Academic Senate Spring Plenary Session.
2. The rubrics describe coding for basic skills levels. They DO NOT prescribe or standardize
curriculum. They are not a comprehensive description of curricular activity in those courses,
but rather describe a universal core of skills and abilities that the faculty could agree should
be present at the end of each of those levels.
3. The level descriptions ARE NOT comprehensive. There are many other outcomes or skills
developed in the courses at individual college locations, but which are not necessarily
represented statewide and therefore not included as a part of the rubric.
4. The rubrics DO NOT dictate anything regarding the classification of the course as to
transferability, degree applicability or even coding as a basic skills course or not.
5. The rubrics ARE NOT the final authority. They are a referential guide representing what we
have determined is common practice statewide; they do NOT dictate any course’s assignment
to any particular level. Coding of the course levels IS a local decision.
6. There is no obligation to use the CB 21 coding as indicated in the rubric; it is merely a guide
or reference indicating agreement among colleges in the state regarding a core commonality.
Each local college may code the basic skills courses at their college appropriately to fit their
student population, curriculum and program descriptions. If their basic skills course looks
like a level 2 on the rubric, but the college decides to code the course at level 1 or level 3 or
any other level, it may do so. This is a local decision.
7.

Faculty will continue to develop and determine what they teach as discipline experts about
their student audiences, retaining curricular and program primacy.

8. This process is not designed as an obstacle to curriculum, curricular or programmatic
development. It WAS developed as a data coding activity to improve the data reported to the
Legislature concerning student success and improvement in basic skills.
9. When the process is completed a protocol will be developed for recoding the basic skills
levels. This process will include local discipline faculty working collaboratively with the
person coding MIS curriculum elements at their college.
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Rubric Development: We Have a DRAFT!
The faculty were then divided into groups based upon their teaching expertise and
experience by discipline, either English, mathematics, reading or ESL. Each group
first determined the common number of course levels in their discipline.
Currently CB 21 coding allows for 3 levels below transfer with the fourth level
being non-descript as something lower or equal to transfer. Each of the disciplines
independently determined their own common course level below transfer.
Here is what happened:
English described three levels below English 1A or Freshman composition with great care and
worked diligently to describe a fourth level but were unsure of its usefulness and content. The
English faculty created a rubric based upon the major skills or exit competencies common to these
levels of courses. They decided to write the rubric contents in outcomes language to indicate that
these skills are what a student leaves each level able to do.
Reading described four levels as well. Reading is an interesting discipline with distinct skills and
philosophies built into each level of their rubric. Because most of the research about reading
nationwide is described by grade levels, reading faculty initially created descriptions with grade
equivalencies, but were not committed to leaving these in the final rubric.
Mathematics faculty described a four level rubric beginning with basic mathematics and going up to
Intermediate Algebra. Although these courses were previously fairly well-defined in CB21, the
discussion about the skills and how they related to each course were very helpful. The mathematics
rubric still needs input as to the location of non-algebra courses such as geometry.
Finally, the ESL faculty decided to use English 1A or Transferable ESL courses as the description
for the transferable level. However, because ESL skills are so defined and multiple in nature, they
developed 3 rubrics in line with the CATESOL methodology. This meant the production of three
rubrics: the ESL writing rubric, the ESL reading rubric and the ESL speaking and listening rubrics.
The ESL faculty felt that they needed to include six levels to accommodate the progress of students
in California credit ESL courses. The average number of levels below transfer in the Academic
Senate survey did reveal much greater variety than the other disciplines. Some schools had as few as
two or three while others had as many as nine. However, six levels seemed to be the most common
and most easily defined. This will require some major changes in the coding metrics because it goes
outside of the present design which easily allows four levels. However, the ESL outcomes data had
resulted in some of the most inconsistent data, so faculty made strong arguments about the need for
all 6 levels based upon our population of students and to more accurately measure progress.
This was a phenomenal work done by faculty; they were professional, inclusive and worked hard
with people from 56 colleges around the state, all with programs that were independently created
based upon local populations. Appendix 6 contains comments from the participants which describe
the faculty enthusiasm in working as discipline groups to complete something they valued.
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Vetting the Rubrics
The next step in the process was designed to vet and improve the draft
rubrics. This process also served to validate the information regarding its
usefulness. First, the background information, DRAFT rubrics,
guidelines and current CB21 coding for colleges was posted on the BSI
website at http://www.cccbsi.org/bsi-rubric-information.
Then a survey was designed to gather feedback about the draft rubrics.
The survey link was sent to discipline faculty and others associated with the Basic Skills Initiative
around the state and published in the Academic Senate for California Community College’s quarterly
magazine the Rostrum. The Academic Senate contacted professional discipline organizations (such as
CATESOL, ECTYCC and CMC3) and asked them to discuss, distribute and comment on the
rubrics using the website. Presentations were made to various groups of community college partners
such as SACC (System Advisory Committee on Curriculum), ARCC (Accountability Reporting for
Community Colleges), CIO/CSSO’s (Chief Instructional Officers and Chief Student Services
Officers, etc. Feedback was also collected by key discipline faculty at professional meetings such as
CATESOL (April 09) and at Academic Senate Fall 08 and Spring 09 Plenary sessions and at BSI
regional meetings.
Once the rubrics were subjected to this extensive vetting, small groups of faculty from each
discipline were then involved in modifying them to incorporate any comments or modifications
suggested via the survey and presentations.

Where are We Now?
The vetting portion of the project is still under
construction but coming rapidly to an end. Appendix 7
shows the overwhelmingly positive response to the project.
Every rubric received over 90% approval with only a few
comments. Some comments were from people who did not
understand the project and wanted to impose their
institution’s curricular patterns on others, ignoring the
over-riding goal to remain universal. Remember, the
purpose was not to fashion the descriptions as
comprehensive documents but as tools for coding. Helpful
comments are in the process of being incorporated into the
final rubrics.
Because of the low number of responses in ESL, an entire breakout at the CATESOL meeting in
April 2009 will provide the final vetting for the three ESL rubrics. As a result, their process for being
finalized is behind the rest.
You can take a look at the rubrics. They are included in Appendix 8 and are being modified and
improved even as this goes to press.
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What Did We Learn?
This project is an example of what can happen when faculty, researchers and
administrators combine their extensive expertise and creativity to solve a
common mystery. As a result, we have a clearer picture of what students are
learning in basic skills courses throughout the state. Recoding the
courses will enable us to see how students are actually moving
through the basic skills sequence. Most importantly, this work will
provide vital clues to how we can serve them better. Perhaps three
comments from the people who helped to create the rubrics best sums up the
gains of this project.
Faculty in every college … will be aware of what needs to be done for students needing basic skills. We will
make better decisions when developing our curriculum because we have a very detailed document to fall back
on, especially, when we don't know where to start from; the descriptors and the levels are all in one place. It is
like we have a road map for a very complex and demanding journey-helping limited English proficient
students transfer, own businesses, or reaching any goal they have in mind in this English speaking society.
This is an historic moment. People at my table felt that our discussion was purposeful and healthy but nearly
impossible on our home campuses.
C'mon! Hundreds of faculty agreeing simultaneously on issues of extreme importance? I am surprised that
people weren't flocking to the Doubletree to witness the miracle.

We hope this is only the beginning of many other projects where faculty, researchers and
administrators across the state can join together to probe other educational mysteries and work to
solve them. Stay tuned!
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Tracking Student Progress through Basic Skills: A Discipline
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Appendix 3: Basic Skills College Improvement Rate Definition
Appendix 4: ESL College Improvement Rate Defintion
Appendix 5: Definition of CB 21 from the Data Element Dictionary
Appendix 6: Faculty Comments from Rubric Development Process
Appendix 7: Vetting Data and Faculty Details
Appendix 8: English Rubrics and Steps for Recoding English Below Transfer
Appendix 9 : Reading Rubrics and Steps for Recoding Reading Below Transfer
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Appendix 1
Annual Number of Credit Basic Skills Improvement

(CCCCO, 2009, p. 630)

16

Chapter 12

Appendix 2
Annual Basic Skills Course Completion/Success Definition

(CCCCO, 2009, p. 637)
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Appendix 3
Basic Skills Improvement Rate Definition

(CCCCO, 2009, p. 639)
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Appendix 4
ESL Improvement Rate Defintion

(CCCCO, 2009, p. 638)
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Appendix 5
CB 21 Coding Definition

CCCCO, 1994, Course data element page 8.026
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Appendix 6
Faculty Comments From The Rubric Development Process
Faculty in every college present in the conference will be aware of what needs to be done for
students needing basic skills. We will make better decisions when developing our curriculum because
we have a very detailed document to fall back on, especially, when we don't know where to start
from; the descriptors and the levels are all in one place. It is like we have a road map for a very
complex and demanding journey-helping limited English proficient students transfer, own
businesses, or reaching any goal they have in mind in this English speaking society
We had a well-defined task that had immediate applicability.
C'mon! Hundreds of faculty agreeing simultaneously on issues of extreme importance? I am
surprised that people weren't flocking to the Doubletree to witness the miracle.
People were given a chance to work on specific meaningful tasks. Although, since reading had no
historical point of reference, it really did require more time even in this initial process. We were
often rushing and felt pressure to simply get the job done. This is not really good enough.
This is an historic moment. People at my table felt that our discussion was purposeful and healthy
but nearly impossible on our home campuses.
We were a group of experts in the field who genuinely care about our students and realize that the
first step is to obtain correct data.
We worked TOGETHER with a wide range of perspectives from different colleges.
I think this meeting was important and the issue of coding IS a very important one, given the
emphasis on reporting. We certainly want the reports to mean something. I thank the organizers for
the concept; I am concerned, however, that the product of our efforts will be given more credence
than it should have given our rushed efforts.
It finally feels as though the work that is being done will be used for definite purposes that will
benefit all community colleges. It is fine to give time to complete something this worthwhile.
The conference was a very necessary gathering. There was a time constraint, yet every step of the
workshops were done very systematically. We need to go back to finish the task. I feel it was done in
a rush. However, I feel somewhat confident because every decision we made was based on the
descriptors from California Pathways. The staff in charge was a group of highly qualified
professionals. My best regards for every single one of them
This is one of the best uses of time I have participated in for a very long time. It was informative,
productive and focused. Good job.
I was telling my VP Instruction today about this and what it set us up to do. He raised his eyebrows
at the ambitious plan, and was VERY surprised when I was able to tell him we accomplished the
goals. His remark? "Wow! You must have had some GREAT facilitators!" Indeed we did! Thanks all
for a really productive and thought-provoking day.
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Appendix 7
CB 21 RubricVetting Data Results as of February 18, 2009
Discipline

Math

Number of Approval
participants

57
(74%)

83

Reading

33

ESL

35
25

ESL listening &
speaking

10

ESL reading

3

English

70

other

5

total

226

18
(23.4%)

1
(1.3%)

other
1
(1.3%)

85.7%

50%

none

(42.9%)

1
(3.6%)

(7.1%)

7
(36.8%)

10
(52.6%)

1

1

(5.3%)

(5.3%)

5

5

0

0

(50%)

(50%)

2(66.7%)

1(33.3%)

0

0

0

100%

37

26
(39.4%)

3
(4.5%)

0

29
(43.9%)

3
(4.5%)

(56.1%)

2

4 levels
6 levels
adequate adequate

14
(50%)

12

ESL writing

Contingent Doesn’t
work
Approval

3
(15.8%)

few

14
(73.7%)

comments on
levels

other comments

6.5% wanted 3
levels, 5.2% five
levels

need to deal with
geometry

25% want only 3
levels & 10.7%
more than 4

78.6% want grade
levels included

some decisions
based on local
course offerings

including word
count 63.2% yes
36.8% no

much relates to
ESL & student
population
40.9% 3 levels

word counts
52.7% helpful;
47.3% not helpful

1 or 2 levels below

100%
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Faculty Taking Part in the Vetting Process
Faculty experience teaching basic skills

Courses taught transfer and below

(select all that apply)
Full load

72

32%

transfer

150

66.70%

> 50% of load

70

31.3%

1 level below

197

87.6%

2550% load

64

28.4%

2 levels below

199

88.4%

9

4%

3 levels below

145

64.4%

*10

4.4%

4 levels below

79

35.1%

comments:

5 levels below

29

12.9%

coding issues teach geometry but not classified as basic skills etc

6 levels below

20

8.9%

assignment issues: adjuncts have varying loads, senate pres

7 levels below

10

4.4%

*some are chairs this semester

8 levels below

3

1.3%

<25%
no basic skills
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Appendix 8
Guide for Proper CB 21 Coding of ENGLISH Courses below Transfer-Level
Step 1: Begin with Curriculum for Developmental English Sequences – Start with
your highest course in the sequence that leads to Freshman Composition/English 1A .
The transfer level writing course description was developed primarily from the IMPAC
English Composition/English 1A descriptor, however, ICAS competencies and other
English state and national standards also contributed to the rubric development.
Step 2: Understanding the Contents of the Rubric - The descriptions in the rubric
represent the exit skills or outcomes for the courses indicated. The purpose of this project
is to direct coding, not to comprehensively cover all curricular components; the rubric is
both simplified and universal, so every course will not fit perfectly on the rubric. There will
be nuances in local institutional practices. Therefore, courses should be coded where
they mostly fit; realizing they may not fit entirely into a specific level. The goal is to code
the courses in order to capture student success and progress in each higher level course
prior to transfer.
Because the rubrics are not prescriptive we have not included details such as grammar
and word count. This rubric is intended to guide coding based on general curricular
outcomes, not as rubrics to grade students or to change curriculum. The rubric does not
does not attempt to include best pedagogical practices (such as reading strategies and
the writing process), these robust discussion should occur in local English departments.
Step 3: The Rubric for Coding Developmental Sequences. The purpose of properly
coding these developmental sequences is to promote meaningful ARCC data
comparisons among community colleges, whether a college has a two-stage or an eightstage developmental sequence. Proper coding will contribute to more accurate ARCC
data reports about student progress from one level to the next at among the California
Community Colleges, presently there is no comparison and the data fail to accurately
indicate what levels and progress students are attaining in their mathematical
development. Yet we are required to report this data to the legislature, so this process will
create more accurate reporting.
You need not have a course in every level; it is acceptable to have two courses on one
level. It is acceptable to have fewer levels of English courses than described. About 50%
of the institutions surveyed have fewer levels, but we wanted to give every opportunity to
track student success in the other 50% of institutions that have 4 levels. Sample course
titles were used, but titles for reading vary between the 110 community colleges. These
names were used in an attempt to clarify the process. In some institutions ESL courses
lead into the developmental English courses, these ESL courses will be coded using the
ESL rubrics by ESL instructors.
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Course
Sequence

single course
developmental
sequence
2 course
developmental
sequence
3 course
developmental
sequence
4 course
developmental
sequence
5 course
developmental
sequence

Suggested CB 21 LEVEL Coding for courses below transfer courses
–
CB21-4 levels
CB21-3 levels
CB21-2 levels
CB21-1 level
below
below
below
below
English
Basic Writing!

English

English Skills!

Writing
English
Fundamentals!

Basic Vocabulary
and Grammar

Writing II!

Writing III!

Writing
Fundamentals!
Paragraph Writing
!
(two courses
coded on one
level)

Introduction to
Reading and
Writing Skills !

Improving
Introduction
Writing and
to College
Reading Skills! Level
Reading and
Writing

Writing IV

The transfer level writing course description was developed primarily from the IMPAC English Composition
English 1A descriptor. The purpose of this project is to direct coding, not to comprehensively cover all
curricular components; the rubric is both simplified and universal.
Every course will not fit perfectly on the rubric. There will be nuances in local institutional practices.
Therefore, courses should be coded where they mostly fit; realizing they may not fit entirely into a specific
level. The goal is to code the courses in order to capture student success and progress in each higher level
course.
It is acceptable to have two courses on one level. It is acceptable to have fewer levels of English courses
than described. About 50% of the institutions surveyed have fewer levels, but we wanted to give every
opportunity to track student success in the other 50% of institutions that have 4 levels.
Because the rubrics are not prescriptive we have not included details such as grammar and word count.
This rubric is intended to guide coding based on general curricular outcomes, not as rubrics to grade
students or to change curriculum. The rubric does not does not attempt to include best pedagogical
practices (such as reading strategies and the writing process), these robust discussion should occur in local
English departments.
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English

Writing Assignments

Freshman
Composition
(English 1 A)

Write a unified, welldeveloped essay,
consisting of introduction,
body, and conclusion, with
an arguable thesis and
persuasive support

TRANSFER
LEVEL
Source:
IMPAC
Document w/
minor
revisions

Use a variety of rhetorical
strategies, which may
include argument,
analysis, textual analysis,
comparison/contrast, and
causal analysis.

Reading

Voice
Audience

Analyze and evaluate
a variety of primarily
non-fiction texts for
their rhetorical and
technical merit, with
consideration of the
principles of unity,
coherence, tone,
persona, purpose,
methods, and the
effects on a target
audience.

Demonstrate a
sophisticated
awareness of
audience using
a consistent
voice.

Sentences and
Vocabulary

Mechanics and
Grammar

Employ a variety of
sentence structures
consistently, using
college level diction.

Proofread, and edit
essays for public
presentation so they
exhibit no gross
errors in English
grammar, usage, or
punctuation.

Resources
Find, read, analyze,
interpret, use,
synthesize &
evaluate outside
sources, including
online information.
Incorporate sources
as appropriate.
Use MLA or APA
documentation
format.

English

Writing
Assignments

Reading

Voice
Audience

CB21
1 level
below transfer

Write essays including
argumentation which
integrate & synthesize
course readings & are
clearly focused, fully
developed & logically
organized
Produce in-class essays
that demonstrate
organizing, composing,
revising, editing & time
management skills.

Analyze and
paraphrase texts,
drawing a conclusion,
making
generalizations and
analyzing arguments.

Write essays to
specific
audiences
using an
appropriate
voice for those
readers.

Apply reading skills to
multiple texts.

Organization
Development,
and Thesis/
central idea
Organize
paragraphs into
a logical
sequence,
developing the
central idea of
the essay to a
logical
conclusion.

Organization
Development,
and Thesis/
central idea
Formulate an
essay with a
thesis statement
or central idea.
Organize essays
in which the
topic sentences
and paragraph
details support
the thesis.

Sentences
and
Vocabulary

Mechanics and
Grammar

Construct
sentences that
demonstrate control
of sentence variety
and effective word
choice, using mostly
college level diction.
Uses strategies to
tackle unfamiliar
vocabulary.

Proofread, and edit
essays for public
presentation so they
exhibit limited errors
in English grammar,
usage, or
punctuation.

Resources

Identify & evaluate
supporting evidence.
Demonstrate and
apply an emerging
competence with
documentation
methods and simple
usage of outside
sources.
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English

Writing Assignments

CB21

Write coherent essays and
paragraphs, about course
readings and/or other
subjects.

2 levels below
transfer

Demonstrate the ability to
summarize, analyze and
make a simple synthesis
between two readings or
ideas.
Complete in- class
writings that demonstrate
some organizing,
composing, revising,
editing & time
management skills.
CB21
3 levels below
transfer

Write short, topic-based
papers with a main idea.
Write guided in-class
assignments based on a
variety of prompts that
attempt to organize,
compose, revise and edit.

Reading

Read, identify, and
summarize short
expository texts for the
purposes of writing
and discussion.

Voice
Audience
Direct writings
to a specific
audience using
a fairly
consistent
voice.

Distinguish between
fact and opinion,
identify author’s
purpose and recognize
author’s tone.

Read relevant texts
and learn to respond
in writing with clarity
and commitment.
Identify the author’s
purpose and
conclusions.
Express personal
opinions about texts.

Direct writings
to an audience
considering
voice.

Organization Sentences and
Development, Vocabulary
and Thesis/
central idea
Construct
writings with a
central idea and
paragraphs that
support it.

Recognize and
begin to apply
sentence variety
and appropriate
word choice.

Write
paragraphs with
supporting
sentences that
relate to the
topic sentence.

Demonstrate an
awareness of and
emerging
competence with
vocabulary
strategies.

State a topic
and use details
to support a
central idea.

Apply basic
sentence variety.
Recognize the
importance of
accurate word
choice.
Distinguish between
standard American
English and
vernacular.
Construct writings
w/ mostly effective
sentence structure.

Mechanics and
Grammar

Resources

Proofread and edit
their essays for
public presentation
so that they exhibit
various high level
errors in English
grammar, usage, or
punctuation.

Use some outside
sources and begin to
use quotes to
attribute those
sources.

Proofread and edit
their essays for
public presentation
so that they exhibit
various high level
and only a few gross
errors in English
grammar, usage, or
punctuation.

Use a variety of
outside sources.

Differentiate between
one’s own ideas and
those of others.
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English

Writing Assignments

CB21

Write short, topic-based
assignments with a main
idea.

4 levels below
Transfer

Write guided in-class
assignments.

Reading

Read, identify,
summarize & restate
the main idea of the
text in writing.
Identify the author’s
write for different
purposes with guided
assistance from the
instructor.
Express personal
opinions about
reading.

Voice
Audience
Demonstrate
the use of a
writing voice.

Organization Sentences and
Development, Vocabulary
and Thesis/
central idea
Use details to
support a central
idea.

Recognize and
imitate basic
sentence models.
Use familiar
vocabulary
correctly.
Identify slang.

Mechanics and
Grammar

Write grammatically
correct simple
sentences.

Resources

Identify a variety of
outside sources.

Chapter 12

Appendix 9
Guide for Proper CB 21 Coding of READING Courses below Transfer-Level
Step 1: Begin with Curriculum for Developmental Reading Sequences – Start with your highest
course in those sequences of courses that lead to English 1A . While there are transferable reading
courses, the most common goal of transfer students among the community colleges was English 1A,
therefore the rubric was created with that in mind, acknowledging transferable reading courses with
specific functions.
Step 2: Understanding the Contents of the Rubric - The descriptions in the rubric represent the exit
skills or outcomes for the courses indicated. The purpose of this project is to direct coding, not to
comprehensively cover all curricular components; the rubric is both simplified and universal, so every
course will not fit perfectly on the rubric. There will be nuances in local institutional practices. Therefore,
courses should be coded where they mostly fit; realizing they may not fit entirely into a specific level.
The goal is to code the courses in order to capture student success and progress in each higher level
course prior to transfer.
Because the rubrics are not prescriptive we have not included some details found in reading courses.
This rubric is intended to guide coding based on general curricular outcomes, not as rubrics to grade
students or to change curriculum. The rubric does not attempt to include best pedagogical practices
(such as strategies or processes), these robust discussion should occur in local departments. This
rubric was created after review of ICAS competencies, CRLA documents, Reading Apprenticeship
program standards and rubrics, and state and national reading standards.
Step 3: The Rubric for Coding Developmental Sequences. The purpose of properly coding these
developmental sequences is to promote meaningful ARCC data comparisons among community
colleges, whether a college has a two-stage or an eight-stage developmental sequence. Proper coding
will contribute to more accurate ARCC data reports about student progress from one level to the next at
among the California Community Colleges, presently there is no comparison and the data fail to
accurately indicate what levels and progress students are attaining in their mathematical development.
Yet we are required to report this data to the legislature. SO this process will create more accurate
reporting.
Sample course titles were used, but titles for reading vary between the 110 community colleges. These
names were used in an attempt to clarify the process. You need not have a course in every level but
they should be numbered sequentially as they prepare students for transfer. If the reading sequence is
contains more than (and perhaps many more than) four courses, each level may contain one, two, or
more courses. Use the outcomes rubrics to match the courses to the level.
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Course
Sequence
single course
developmental
sequence
2 course
developmental
sequence
3 course
developmental
sequence
4 course
developmental
sequence
5 course
developmental
sequence

Suggested CB 21 LEVEL Coding for courses below transfer courses –
CB21-4 levels below
CB21-3 levels
CB21-2 levels
CB21-1 level
below
below
below
Reading
Developmental
Reading

Effective Reading
Skills

Developing Basic
Reading Skills

Improving Reading
Skills

Reading for
Academic Success

Beginning Reading !

Reading
Fundamentals!

Reading Skills!

Effective Reading

Foundations of Reading
! Fundamentals of
Reading !
(two courses coded on
one level)

Basic Reading
skills!

Advanced Reading !

Proficient Reading

Again these are general descriptions, don’t be too concerned if your course descriptions don’t exactly
match the descriptions in the rubric.
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Reading

Vocabulary

Literal and Inferential
Comprehension

Transfer Level
Grade 12+
CB21
Expand knowledge of
Analyze longer, more complex passages.
1 level
academic/specialized/ technical
Paraphrase the central point.
vocabulary.
Below
Summarize, map and outline stated and /or
Transfer
Use contextual references
Grade
Equivalency

10-12

effectively.

implied main ideas, major and minor
supporting details.

Differentiate between
informal/formal language use.

Distinguish among patterns of organization.

Employ appropriate
language/audience.

Critical Thinking

Fluency

Begin to analyze the logic of texts.

Exhibit fluency in longer, more
complex passages.

Differentiate between reaction and
evaluation.
Synthesize/Analyze/Apply
information from non-fiction text
and literature.
Draw a conclusion and make
generalizations.
Analyze arguments and recognize
logical fallacies.
Apply reading skills to multiple
informational and non fiction texts
and literature.

Evaluate strategies for enhancing
reading rate (i.e. skimming, scanning,
adjusting rate according to purpose
and materials).
Make and evaluate predictions in
reading.
Use and evaluate usage of schema
and other metacognitive strategies to
construct meaning from text with the
intention of achieving self-regulation in
learning through reading.
Create and evaluate summaries, maps
and outlines to monitor comprehension
of material.
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Reading
CB21
2 levels
below
Transfer
Grade
Equivalency

8-10

Vocabulary

Literal and Inferential
Comprehension

Critical Thinking

Fluency

Acquire general academic
vocabulary.

Identify the central point.

Distinguish between fact and
opinion.

Apply strategies for enhancing reading
rate (i.e. skimming, scanning, adjusting
rate according to purpose).

Use contextual analysis to decipher
unknown words.
Use structural analysis to decipher
unknown words.
Employ dictionary/reference skills.

Recognize stated main ideas.
Determine implied main ideas.
Identify major and minor supporting details.

Identify the author’s purpose
(persuade, inform, entertain).
Recognize the author’s tone.

Demonstrate ability to summarize, map,
and outline main ideas and details in
readings.

Makes predictions in reading.
Utilize schema and other
metacognitive strategies to construct
meaning from text.
Introduce notion of self-regulation in
learning through reading.

Distinguish among patterns of organization.

Create summaries, maps and outlines
to monitor comprehension of material.

CB21
3 levels
below
Transfer
Grade
Equivalency

6-8

Increase acquisition of academic
vocabulary.
Use structural analysis to decode
words.
Employ denotation and connotation
techniques
Employ dictionary skills.

Recognize topics and implied and stated
main idea, and supporting details (in longer
readings).

Independently recognize that
authors write for different
purposes.

Learn graphic organizers to assist in
comprehension, including mapping,
outlining and summarizing.

Express personal opinion about
reading.

Equivalency

Chapter 12

6 and
below

Increase acquisition of academic
vocabulary
Use decoding techniques on
unfamiliar words.
Recognize word patterns and
phonetically regular and irregular
words.
Employ some dictionary skills.

Follow written directions
Distinguish b/w general and specific
categories
Recognize topics and stated main idea, and
supporting details

Understand strategies for enhancing
reading rate appropriate to reading
level.

Recognize conclusions.

Explore metacognition as a means of
constructing meaning from text and
creating self regulation in learning
through reading.

Recognize that authors write for
different purposes, with guided
assistance from instructor

Demonstrate automaticity of sight
words

Recognize signal words in context of
patterns of organization.
Begin to recognize inferences.

CB21
4 levels
below
Transfer
Grade

Demonstrate automaticity of word
recognition.

Begins to express personal opinion
about reading.

Increase reading rate appropriate to
reading level by decreasing word by
word reading, sub-vocalization and
regressions in reading.

Appendix 10
Guide for Proper CB 21 Coding of MATH Courses below Transfer-Level
Step 1: Begin with Curriculum for Developmental Mathematics Sequences – those sequences of
courses that lead to intermediate algebra. If you have other courses, for example, geometry or specific
topical courses meant to be equivalent to the intermediate algebra Fall 2009 graduation requirements,
set these aside for the moment.
Step 2: Understanding the Contents of the Rubric - The descriptions in the rubric represent the exit
skills or outcomes for the courses indicated. The purpose of this project is to direct coding, not to
comprehensively cover all curricular components; the rubric is both simplified and universal, so every
course will not fit perfectly on the rubric. There will be nuances in local institutional practices. Therefore,
courses should be coded where they mostly fit; realizing they may not fit entirely into a specific level.
The goal is to code the courses in order to capture student success and progress in each higher level
course prior to transfer.
Because the rubrics are not prescriptive we have not included some mathematical details. This rubric is
intended to guide coding based on general curricular outcomes, not as rubrics to grade students or to
change curriculum. The rubric does not attempt to include best pedagogical practices (such as
strategies or processes), these robust discussion should occur in local departments.
Step 3: The Rubric for Coding Developmental Sequences. The purpose of properly coding these
developmental sequences is to promote meaningful ARCC data comparisons among community
colleges, whether a college has a two-stage or an eight-stage developmental sequence. Proper coding
will contribute to more accurate ARCC data reports about student progress from one level to the next at
among the California Community Colleges, presently there is no comparison and the data fail to
accurately indicate what levels and progress students are attaining in their mathematical development.
Yet we are required to report this data to the legislature, so this process will create more accurate
reporting.
Some schools have developmental sequences containing more than (and perhaps many more than)
four courses. In such developmental sequences, each level may contain one, two, or more courses.
Some have sequences with only 2 or 3 courses. The majority had 4 course sequences. Sample
sequences with the suggested coding are below.
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Course
Sequence

Suggested CB 21 LEVEL Coding for courses below transfer courses
CB21-4
CB21-3 levels
CB21-2 levels below
CB21-1 level below
levels below below

4 course
Arithmetic !
developmental
mathematics
sequence
6 course
Arithmetic !
developmental
mathematics
sequence

Pre-Algebra !

Introductory (Elementary,
Beginning) Algebra !

Intermediate
Algebra

Pre-Algebra !

Intro Algebra I !
Intro Algebra II !
(two courses in one CB
level)

5 course
developmental
mathematics
sequence

Math Q !
Like Pre-Algebra
!

Math R !
Between pre & intro to
algebra ! and
Math S !
Intro Algebra II !
(two courses in one CB
level)
Introductory (Elementary,
Beginning) Algebra !

Intermediate
Algebra!
Intermediate
Algebra II !
(two courses in one
CB level)
Intermediate
Algebra

3 course
developmental
mathematics
sequence
2 course
developmental
mathematics
sequence

Math P !
(like
Arithmetic
!)

Pre-Algebra !

Introductory (Elementary,
Beginning) Algebra !

Intermediate
Algebra
Intermediate
Algebra

Don’t be too concerned if your course descriptions don’t exactly match the descriptions in the rubric.
Step 4: GEOMETRY: Since geometry most often has an introductory algebra prerequisite, its coding
should be either CB21-two levels below transfer or CB21-one level below transfer. If geometry is a
prerequisite for any transfer-level course, its coding should be CB21-one level below transfer. Coding
two-semester geometry sequences is left to individual schools, similar to the other courses which have
2 semesters to complete.
Step 5: Alternative Mathematics Courses to Meet Graduation Requirements: Math courses
designed to satisfy the new associate degree mathematical competency requirements (beginning Fall
2009) should be coded CB21-one level below, as these courses are supposed to be at the same level
and rigor as intermediate algebra.
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Mathematics
Intermediate
Algebra
CB21 –
1 level Below
Transfer

Define and
Manipulate
Define and manipulate
nonlinear and linear functions
and relations.

Solve
Solve a variety of nonlinear
equations, e.g. logarithmic,
inverse, quadratic equations,
absolute value, rational

Graph
Create, analyze and interpret
graphs of linear and non-linear
relations.

Applications
Apply algebra skills to a
variety such as:
Growth and decay
Logic reasoning
Geometry
Optimization
Quadratic Applications such as:
motion, mixture, work
Set up linear equations representing
situations, solve, justify and interpret
the solution in the context of the
problem.

Elementary/
Introductory
Algebra
CB21 2 levels below
Transfer

Define and manipulate linear
expressions and polynomials

Solve any linear equation, a
variety of 2 variable linear
equations (systems) and
factorable quadratic equations.

Plot points and graph linear
equations on a Cartesian
coordinate system.

Pre-Algebra
CB21 –
3 levels below
Transfer

Define and manipulate signed
numbers and variables.

Solve simple linear equations
in one variable.

Introduction to the number line.

Apply a known formula to a given
situation.

Basic
Mathematics
(Arithmetic)
CB21 –
4 levels below
Transfer

Define and manipulate
nonnegative rational
numbers.

Introduce concepts and
symbols of equality and
inequality.

--------------------------------------

Apply the correct operation to a
given situation.
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Appendix 11
Cover Sheet: Draft Rubrics for CB 21 Coding of ESL as of March 5, 2009
Purpose of Rubrics and Guidelines for Use
The purpose of this project is to direct coding, not to comprehensively cover all curricular components; the rubric is
both simplified and universal. The ESL faculty felt that it was essential to consider 6 levels below transfer in order to
adequately address the population of California community college students, rather than the 4 CB 21 levels that
presently exist.
Every course will not fit perfectly on the rubric. There will be nuances in local institutional practices and therefore
courses should be coded where they mostly fit, realizing they may not fit entirely into a specific level. It is acceptable
to have two courses on one level. It is acceptable to have fewer—or more— levels of ESL courses than described.
The goal is to code the courses in order to capture student success and progress in each higher level course.
Because the rubrics are not prescriptive and there are many diverging opinions about the degree to which grammar
should be emphasized at various levels, we have not included detailed descriptions of grammar. These rubrics are to
guide coding based on general curricular outcomes, not as rubrics to grade students or to change curriculum.
Faculty suggest that in the coding process, colleges should begin by finding which descriptor fits their top level ESL
class and then work downward in order to consider the appropriate coding comparison. For example, if the top level
ESL course appears to match the descriptors for three levels below, then it is likely that the next lower course would
fall into the four levels below category, and so on.

Reference Point for Top Level of ESL
The faculty decided to use English 1A (Freshman Composition) as the initial point of reference from which to begin
coding ESL courses at the level just below English 1A. This decision was based on significant discussion and
focused around three main issues.
1) Although some colleges have ESL courses that are transferable as electives, not all colleges do. Further,
those with transferable ESL do not necessarily agree on which level or how many courses are considered
transferable in comparison with other California community colleges. Using “transferable ESL” as the coding
standard for the top level would create too much variability in the coding process and potentially greater
confusion rather than clarifying the starting point for coding.
2) The purpose of the coding and data collection is to document students’ progress. Because many—perhaps
most—ESL students who complete the highest level of ESL plan to continue on to English courses, looking
at the alignment of ESL to English will allow colleges to get a better idea of the “improvement rate” of
students.
3) English 1A (Freshman Composition) is a universal course which is required of all students who seek
degrees or wish to transfer. As such, it serves as a useful touchstone for tracking a student’s progress
toward his/her academic language goals.
English 1A is used as a reference for all three skill areas (Reading, Writing, and Listening/Speaking). Although only
ESL Writing feeds into English, the assumption is that development of the other skills also support a student’s
success in English courses; therefore, referencing English 1A is useful in all skill areas.

Source Documents
This rubric was based upon the California Pathways CATESOL document on ESL competencies. Consideration of
the IMPAC English 1 A document was also integrated into this rubric. The ICAS (Intersegmental Committee of
Academic Senates – UC, CSU, and CCC’s) document on Academic Literacy was referenced along with other state
and national competencies for ESL education. Consideration was also given to the emerging CB 21 rubrics being
created in other disciplines, including English.
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The rubrics on the following pages represent those kinds of outcomes generally found in credit ESL courses. These represent exit—not

entry—skills.
ESL
Writing Type
Writing
and Length

Organization/
Coherence

Development

Vocabulary

Sentence/Structure
Spelling,
Mechanics

CB21
1 level
below
Freshman
Compositio
n or English
1A

Write expository
essays which
reference outside
sources, including
non –fiction, using a
variety of rhetorical
strategies. (500-750
words)

Organize paragraphs into
a logical sequence,
developing the central
idea of the essay to a
logical conclusion.

Integrate the ideas of
Utilize a wide range of
others through
vocabulary, including
paraphrase, summary,
academic vocabulary.
and quotation into a paper
that expresses the writer’s
own opinion, position, or
analysis as developed
through multiple revisions.

Use sentences of
varying structure and
type, including
subordination,
coordination, and
transitional devices.

CB21
2 levels
below

Write essays with
clear thesis
statements using
various rhetorical
modes. (350+
words).
Write one or more
paragraphs with a
clear topic sentence.

Write an essay including
introduction, body, and
conclusion.

Write well developed
essays based on their
emerging competence in
writing.

Attempt a wide range
of vocabulary; word
choice sometimes
interferes with
meaning.

Correctly use a variety
of sentence structures,
including mastery of
perfect tenses.

Organize paragraphs that
have a clear, beginning,
middle, and end exhibiting
paragraph mastery.

Utilize core vocabulary
with emerging
accuracy.

Attempt a variety of
sentence structures with
emerging control over
perfect tenses.

Write one paragraph
on familiar topics.

Write a focused, unified
paragraph, including a
topic sentence.

Write topic sentences with
relevant support, main
points and specific
supporting details and
examples.
Demonstrate emerging
control of supporting
details.

Use general
vocabulary on familiar
topics.

Correctly use simple
and compound
sentences, including
simple and continuous
tenses, with regular and
irregular verbs.

CB21
3 levels
below
CB21
4 levels
below
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ESL
Writing

Writing Type
and Length

Organization/
Coherence

Development

Vocabulary

Sentence/Structure
Spelling,
Mechanics

CB21
5 levels
below

Write brief text in
paragraph-like form
on one topic.

Write sentences which
relate to each other in
meaning.

Write sentences
containing descriptive
language.

Use basic everyday
vocabulary.

CB21
6 levels
below

Write several simple
sentences, primarily
biographical, with
guidance.

Write individual sentences Write simple sentences
which demonstrate
that contain subjects,
standard word order.
verbs and objects.

Exhibit control over
simple sentences,
including sentence
boundaries and
mechanics.
Produce simple
sentences in the simple
tenses and the correct
use of the verb “to be.”
Identify parts of speech.
Demonstrate emerging
control over simple
sentences with frequent
punctuation and spelling
errors. Produce simple
sentences in the
present tenses.

Use very limited
vocabulary.
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ESL
Reading
CB21
1 level
below
Freshman
Compositi
on or
English
1A

Reading Type and
Length

Vocabulary

Comprehension

Reading Strategy and
Speed

Cultural
References

Read and usually understand
most of a wide range of personal,
professional, academic and
literary non-adapted/authentic
texts written for native English
speakers.

Have a working
knowledge of the
majority of word roots,
including affixes.

Identify the author’s theme, purpose,
point of view, and tone.

Read most texts fluently and rapidly.

Understand a wide
range of common
North American
cultural references.

Readings are predominantly
expository, including
argumentative, research-based,
and abstract ideas.
Articles range from 1-10 pages.
In addition to a main text, includes
at least one book-length work.

CB21
2 levels
below
Freshman
Compositi
on or
English
1A

Read and generally understand a
range of personal, professional,
academic and literary texts,
predominantly nonadapted/authentic texts written for
native English speakers, with
possible inclusion of adapted
texts.
Readings include both expository
and narrative texts, with some
level of abstraction.
Articles range from 1-6 pages in
length. In addition to a main text,
may include one book-length
work.

CB21
3 levels

Read and moderately understand
a range of personal, professional,

Understand most new
words given in a clear
context.
Have receptive and
productive
understanding of many
academic words such
as on the Academic
Word List.
Have a working
knowledge of many
word roots, including
affixes.
Often understand most
new words given in a
clear context.
Have receptive
understanding of some
academic words such
as on the Academic
Word List, with
developing proficiency
at using these
academic words to
discuss and write about
readings.
Have a developing
understanding of word

Accurately summarize and
paraphrase the theme, purpose, and
point of view of reading.
Understand argumentation and
supported opinion.
Comprehend unfamiliar and abstract
texts under time constraints.

Adjust reading speed according to the
text and the task.
Be able to use a wide range of
complex textual cues to comprehend
the meaning and structure of a text.
Interpret and analyze single and
multiple charts, graphs, and timelines.

Evaluate the credibility of a text.

Identify the author’s theme, purpose,
point of view, and tone with
assistance.

Read many texts fluently and rapidly,
but may be significantly slowed by
academic or abstract material.

Distinguish between main and
supporting ideas in texts which have
familiar content and/or language.

Usually adjust rate according to the
text.

Comprehend familiar and semiabstract texts under time
constraints.

Usually understand
cultural references.

Use a variety of textual cues such as
sentence connectors and pronoun
reference to comprehend the
meaning and structure of a text.

Often use textual cues such as
sentence connectors and
transitional devices to comprehend
the meaning and structure of a text.
Develop the awareness of a need to
evaluate text credibility.
Sometimes use textual cues such as
sentence connectors and

Read narrative, familiar, or simplified
texts fluently and rapidly, but will slow

Often understand
common cultural
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ESL
Reading

Reading Type and
Length

Vocabulary

Comprehension

Reading Strategy and
Speed

Cultural
References

below
Freshman
Compositi
on or
English 1A

academic and literary texts, which
may include nonadapted/authentic texts written for
native English speakers.
Authentic texts are usually
supported by context and/or
vocabulary notes to aid
understanding.

roots, including affixes.

transitional devices to comprehend
the meaning and structure of a text.

and retrace reading for most
authentic texts.

references.

Expository texts are short and/or
simplified and narrative elements
may predominate.

Sometimes understand
new words from
context.
Understand most
general vocabulary but
know only a few
academic words, such
as on the Academic
Word List.

Usually distinguish between main
and supporting ideas in texts which
have familiar content and/or
language.

Occasionally use textual cues such
as sentence connectors and
transitional devices to comprehend
the meaning and structure of a text.

Often understand new information
from texts with familiar language.

Articles range from 1-4 pages in
length. In addition to a main text,
may include a book-length work,
either a simple, authentic work or
a simplified book.

CB21
4 levels
below
Freshman
Compositi
on or
English 1A

Understand simplified personal,
professional, academic and
narrative texts on familiar and
concrete topics.
Articles are usually 1-3 pages in
length. If a supplemental book is
used in addition to the main text,
it is a simplified version.

Have little knowledge of
word roots, including
affixes.
Sometimes understand
new words and/or
phrases when the
context supports
meaning.
Have little or no
receptive knowledge of
academic words.

With support, use textual cues such
as sentence connectors and
transitional devices to comprehend
the meaning and structure of a text.
Sometimes distinguish between
main and supporting ideas in texts
which have familiar content and/or
language.
Understand some new information
from texts with familiar language.

Read in short phrases with
developing fluency.

Sometimes
understand common
cultural references.
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ESL
Reading

Reading Type and
Length

Vocabulary

Comprehension

Reading Strategy and
Speed

Cultural
References

CB21
5 levels
below
Freshman
Compositi
on or
English 1A

Generally understand simplified
personal, professional, academic
and narrative texts on familiar and
concrete topics if teacher and text
support is provided.

Understand simple
sentences which
contain familiar words
and phrases.

Often locate facts in short, simple
texts.

Read word by word or in short
phrases.

Rarely understand
common cultural
references.

Usually read slowly, word by word.

Lack understanding
of common cultural
references.

Articles are usually 1-2 pages in
length. If a supplemental book is
used in addition to the main text,
it is a graded reader.

Sometimes understand
clearly related
sentences when
context, background
knowledge, or visual
information supports
meaning.

Occasionally understand the central
meaning and/or details of texts
when content and language are
familiar.
Sometimes understand new
information from texts with familiar
language.

Have no knowledge of
academic words.
English vocabulary
ranges from 700-1000
words.

CB21
6 levels
below
Freshman
Compositi
on or
English 1A

Understand simplified narrative
texts on familiar and concrete
topics if teacher and text support
is provided.
Articles are usually 1-2 pages in
length. A supplemental booklength work is usually not required
aside from the main text.

Comprehend familiar
words and/or phrases
which may appear in
lists, labels, signs,
forms, and directions,
as well as in very
simplified texts.
English vocabulary
ranges from 400-700
words.

Sometimes locate facts in short,
simple texts.
With help, understand new
information from texts with familiar
language.
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ESL
Listening
CB21
1 level
below
Freshman
Composition

or English
1A

Speaking Type and
Length
Give speeches and participate in
classroom discussions on
complex and often controversial
topics incorporating research
and/or secondary sources to
support one’s own opinion.

Listening
Sustain understanding of essential message
and most details of lengthy extended
discourse on a variety of professional and
academic topics (e.g., lectures) beyond the
immediacy of the situation.

Speeches may range from 5-10
minutes.

May not be able to sustain comprehension in
extended unfamiliar discourse that is both
conceptually and linguistically complex.

Classroom discussions are
extended and can sustain indepth analysis of a complex
topic for 20-30 minutes or more.

Have awareness of culturally implied
meanings beyond the surface meanings of
the text but may not understand the social
nuances of the message.
Usually able to comprehend reduced speech.
Take accurate notes while listening to
complex discourse.

Speaking

Pronunciation

Use a wide variety of concrete and abstract
vocabulary.

Be generally
comprehensible with
some errors in
pronunciation.

Communicate shades of meaning much as
native speakers might.
Use differentiated vocabulary and the use of
communicative strategies such as pause
fillers, stalling devices, paraphrasing and
circumlocutions.
Use smoothly connected sentences to
narrate and describe in detail.
Be easily understood.
Communicate facts and talk casually about
topics of current public and personal interest
and academic relevance.

Make occasional nonnative pronunciation
errors.
Use speech that is
smooth and mostly
fluent.
Exhibit control over basic
stress and intonation
patterns as they relate to
situations and contexts.

Have control over most basic and complex
grammatical structures.
Use situational and culturally appropriate
language.
Communicate effectively in many social,
professional and academic situations.
Handle with confidence and some facility
such complicated tasks and social situations
as those calling for elaboration, complaint or
apology.

Chapter 12

CB21
2 levels
below
Freshman
Composition

Give speeches and participate in
classroom discussions on a
range of topics, which include
informative and argumentative
presentations.

Often understand new information in
sustained personal interactions.

Successfully handle most uncomplicated
communicative tasks in social situations.

Sometimes understand speech on abstract
or academic topics, especially if there is
support.

Initiate, sustain and close a general
conversation with a number of strategies
appropriate to the circumstances and topic.

Be usually intelligible
with frequent errors in
pronunciation.
Exhibit some errors in
phonemic and non-native
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ESL
Listening
or English
1A
CB21
2 levels
below
Freshman
Composition

or English
1A
continued
CB21
3 levels
below
Freshman

Composition
or English

1A

Speaking Type and
Length
For at least one speech,
presentation or discussion,
incorporate research and/or
secondary sources to support
one’s own opinion.
Speeches are usually less than
5 minutes or longer if done with
partners.
Classroom discussions are
extended and can sustain a
topic for 15-20 minutes or more.
Give speeches and participate in
classroom discussions on topics
ranging from personal to
academic.
May begin to incorporate one or
more sources to augment
information included in the
presentation.
Speeches are about 3-5
minutes.
Classroom discussions require
significant assistance from the
instructor in order to sustain a
topic beyond 10 minutes.

Listening
Demonstrates understanding that is often
affected by length, topic familiarity and
cultural knowledge.
Sometimes understand implications beyond
the surface meaning.
Usually identify subjects and details when
listening to extended speech and rarely
misunderstand the central message.

Speaking

Pronunciation

Use some non-native speaker phrasing.

stress and intonation
patterns.

Be able to connect discourse for a variety of
purposes such as simple narration,
description and reports.
Generally be understood by attentive
listeners.

Use some non-native
pauses but with a nearnative flow so that the
pauses do not interfere
with intelligibility.

Have control over many basic and complex
grammatical structures.

Take notes focusing on key supporting
details of extended adapted discourse that is
conceptually and linguistically accessible.
Often understand new information in brief
personal interactions.

Perform basic communication tasks in many
social situations.

Demonstrates understanding that is uneven
and generally affected by length, topic
familiarity, and cultural knowledge.

Often demonstrate awareness of target
culture by choosing language appropriate to
context.

Often identify subjects and details when
listening to extended speech, but sometimes
misunderstand the central message.

Use basic concrete and abstract vocabulary.

Usually understand natural speech when the
situation is familiar or fulfills immediate
needs.
Take notes on unfamiliar topics with extra
linguistic support.

Use a limited range of grammatical
structures correctly.
Maintain a face-to-face conversation on a
familiar topic.
Occasionally express original ideas with
limited grammatically accuracy.
Sometimes use language that is not
situational or culturally appropriate.
Be occasionally misunderstood even by
attentive listeners.

Be generally intelligible
with significant errors in
pronunciation.
Exhibit frequent errors in
phonemic and non-native
stress and intonation
patterns.
Use non-native pauses
that occasionally
interfere with
intelligibility.
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ESL
Listening
CB21
4 levels
below
Freshman

Composition
or English

1A

Speaking Type and
Length
Share experiences, ideas, and
some opinions in small and
large group settings. May give
one or more speeches, with or
without outside information.
Oral presentations may be 2-3
minutes.
Classroom discussions are
usually limited.

Listening
Understand familiar information in
interactions that fulfill immediate personal
needs.
Sometimes understand new information
when the situation is strongly supported by
context and interaction.
Often misunderstand when information is
unfamiliar or when cultural knowledge is
required.
Sometimes identify subjects and details
when listening to extended speech, but often
misunderstand the central message.
Have uneven understanding of natural
speech and often require repetition or
rephrasing.

CB21
5 levels
below
Freshman
Composition

or English
1A

Share experiences mostly in
pairs or small groups. Topics
are usually personal and
familiar.
Produce language functions and
conversation needed for daily
life.
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Most student language
production is limited to 1-2
minutes per turn. It is difficult to
produce extended language on
even personal topics.

Speaking

Pronunciation

Use strategies to clarify messages.

Exhibit frequent
phonemic errors and
non-native stress and
intonation patterns that
sometimes interfere with
communication.

Ask and answer both yes/no and “Wh”
questions.
Initiate and respond to simple statements.
Successfully communicate in familiar
situations that are unrehearsed, interactive,
task-oriented or social in nature.
Use basic vocabulary and a limited range of
grammatical structures correctly.

Speak with numerous
non-native pauses and/or
non-native flow which
sometimes interfere with
intelligibility.

Maintain a face-to-face conversation on a
familiar topic with support from the other
speaker.

Usually understand familiar information in
interactions that fulfill immediate personal
needs.

Produce simple and occasional compound
sentences in simple present, simple past,
and future tenses.

Misunderstand new information on unfamiliar
topics.

Answer simple questions with occasional
misunderstanding; ask very basic questions
with some accuracy.

Exhibit frequent
phonemic errors and
non-native stress and
intonation patterns which
often interfere with
communication.
Speak with numerous
non-native pauses and/or
non-native flow which
often interfere with
intelligibility.
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ESL
Listening

CB21
6 levels
below
Freshman
Compositio
n or English
1A

Speaking Type and
Length
Produce language functions and
conversation needed for
survival.
Share a limited range of
personal experiences.
Speak in a combination of
phrases and sentences, usually
of less than a minute in length.

Listening
Understand only simple sentences, basic
instructions or descriptions of personal
experience.

Speaking

Pronunciation

Produce simple sentences in simple present
and simple past tense with beginning
understanding of future tense.

Exhibit frequent
phonemic errors and
non-native stress and
intonation patterns which
usually interfere with
communication.

Answer simple questions in incomplete
sentences with frequent misunderstanding.

Speak with numerous
non-native pauses and/or
non-native flow which
usually interfere with
intelligibility.
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Chapter 13

Working with Students with Basic Skills Needs
In Career and Technical Education (CTE):
Completing the Building Part I
If you are a CTE instructor, you will not be surprised to hear that more and more students with
basic skills needs are entering Career and Technical Educational programs. You’ve probably seen
increasing numbers of bright and eager students who sit in your classes, anxious to embark on a
higher wage career, yet who lack the necessary preparedness in mathematics, writing or English as a
second language (ESL). Like transfer faculty, you’re puzzled with how to deal with the 70-85% of
students who assess into some sort of basic skills class when they enter your college (Center for
Student Success, 2007). Perhaps you’re aware that less than 10% of students who enter basic skills
classes and start three or more levels below ever reach college-level (Illowsky, 2008). No wonder
many of these students enroll in CTE programs, but they lack the basic skills they need to persevere
and succeed. You’ve heard these students’ stories and know just how much it will mean to them to
get training in an occupational field, to construct a building to house their career dreams. But what
can you do to assist these students to develop the skills that they lack, to erect a sound structure, all
the while teaching them the intricacies of your program?
Don’t despair! This chapter will focus on some innovative approaches that contextualize the
teaching of basic skills within a chosen CTE career path, helping students to properly frame any
career structure they choose to build. There are promising examples from the states of Arkansas,
Colorado, Illinois, Ohio, and Washington as well as new and exciting programs in California that
have successfully addressed students with basic skills needs while training them for higher wage
earning careers.
But first, let’s look at some of the common perceptions about students with basic skills needs who
enroll in CTE classes and programs. You probably know the answers to these questions already, but
you may find these questions a good way to educate fellow faculty about the situation you are facing.
Test their CTE IQ. Mark your answers to the questions below.
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True or False?
1. Students don’t need reading or mathematics to be successful in CTE programs,
because they need very discrete skills for specific occupational roles.
2. The majority of students who get their GED continue on to higher levels of
education and/or occupational training.
3. The only way CTE students with basic skills needs can improve those skills is
to enroll in a basic skills course.

Clearing up a Few Common Misconceptions

The next part of this chapter has been designed around answering the mini-quiz. How many of your
fellow transfer or basic skills faculty would have answered the questions correctly?
1. Students don’t need reading or mathematics to be successful in CTE programs because
they need very discrete skills for specific occupational roles.
False. Most employers require employees to speak English, do simple arithmetic and read
well enough to follow directions. SCANS (The Secretary's Commission on Achieving
Necessary Skills) requirements for career readiness include tasks likely to be performed in a
number of different career paths:
Quality control inspectors need to: chart inspection due dates; estimate the time needed to
conduct an inspection; generate a schedule of inspections that make the best use of time and
space.
Chefs need to: allocate money to purchase food products; assess or project customer
demand for the product; estimate costs such as labor and ingredients and be able to use a
computer spreadsheet.
Travel agents need to: identify client needs and collect relevant materials; plan for storage
and space needed for materials; take an inventory of materials and acquire additional
materials as needed.
Assistant housekeepers need to: forecast staffing needs; conduct performance appraisals;
create staffing plans.
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More on SCANS Skills
Here’s more evidence about why another approach is necessary. The 1991 Secretary's Commission
on Achieving Necessary Skills (SCANS) report identified basic competencies and foundation skill
sets which are necessary for students’ eventual success in the world of work. See Appendix 1 for the
Scans Skills Summary. The Commission, appointed by the Secretary of Labor, “believes that
teachers and schools must begin early to help students see the relationships between what they study
and its application in real-world contexts.” (SCANS, 1991, p. 16) It also asserts that after examining
the findings of cognitive science, the most effective way of teaching skills is in context. Most
importantly, the Commission emphasizes that SCANS skills are not just for career or vocational
programs but should be incorporated across all disciplines. SCANS are not just for CTE faculty to
embrace. The Commission predicts that when everyone in the college does so:
Students will find the content more relevant and challenging. Teachers
will find their classes more attentive and interested. Employers and
college officials will be delighted with the results because the
curriculum will be tied to real things in the real world. (SCANS, 1991,
p. 18)
Let’s take a look at the workplace know-how identified by SCANS (p. 22):
COMPETENCIES- Effective workers can productively use:
Resources: allocating time, money, materials, space, staff.
Interpersonal Skills: working on teams, teaching others, serving customers,
leading, negotiating, and working well with people from culturally diverse
backgrounds.
Information: acquiring and evaluating data, organizing and maintaining files,
interpreting and communicating, and using computers to process information.
Systems: understanding social, organizational, and technological systems,
monitoring and correcting performance, and designing or improving systems.
Technology: selecting equipment and tools, applying technology to specific tasks,
and maintaining and troubleshooting technologies.
THE FOUNDATION- Competence requires:
Basic Skills: reading, writing, arithmetic and mathematics, speaking and listening.
Thinking Skills: thinking creatively, making decisions, solving problems, seeing
things in the mind’s eye, knowing how to learn, and reasoning.
Personal Qualities: individual responsibility, self-esteem, sociability, selfmanagement and integrity.
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Back to the Quiz
2. The majority of students who get their GED continue on to higher levels of education
and/or occupational training.
False. Nationally, only 12% of those who obtained GEDs have attended college for one
year in the first decade after earning the GED; 3% earn at least an AA degree. Over the long
run, 30% of GED graduates have some postsecondary education but no degree; only 8%
have at least a Bachelor degree. Out of 100 adult education students, at best only 20 get
GEDs, about 8 go on to postsecondary education and 2 get a Bachelor degree. Very few
ESL students achieve a transition. (Strawn, 2008).
While the US Department of Labor Statistics show that each level of education contributes
to better earnings and lower unemployment, our challenge is to help students make that
connection to a certificate or degree that will help them secure their future and decrease
unemployment. Education helps them build the structures that will house a successful life.

Education pays in higher earnings and lower unemployment rates.

Source: Chart data found at http://www.bls.gov/emp/edupay.txt Note: Data are 2007 annual averages for
persons age 25 and over. Earnings are for full-time wage and salary workers. The Bureau of Labor Statistics,
Current Population Survey has some data on the employment status of the civilian non-institutional
population 25 years and over by educational attainment, sex, race, and Hispanic origin online. The Bureau of
the Census also has some data on the educational attainment online. (Bureau of Labor, 2007).
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3. The only way CTE students with basic skills needs can improve those skills is to
enroll in a basic skills course.
False. While we have established that these skills are basic for our 21st Century life and work, it is
not common practice in CTE pathways in California community colleges to require placement
assessment in mathematics, English and reading skills. (Some colleges do require basic skills
assessment but many do not.) Part of the reason for not requiring basic skills coursework is that
student goals in CTE are heavily focused on immediate occupational skills. Students do not want to
spend time in classes that appear, on the surface, to be unrelated to their occupational needs. At
times, the drilling and basic skills content can appear to be a poor match for many CTE students’
interests and goals, which are typically focused on entering and advancing in careers. Julie Strawn,
Senior Fellow, Center for Law and Social Policy, believes that this situation is urgent. In a
presentation on Basic Skills and Workforce Ed. Better Together, she stated that the one-size-fits-all
approach for basic skills programs used by some colleges, with a rigid sequence of required
coursework, takes too long for students to move into workforce education. (Strawn, 2008)
Yet ignoring these basic skill needs often translates into an inability to read manuals, do simple
mathematics, translate directions into precise meaning, or ultimately pass licensure exams. So how
do we address this? The most successful methods in CTE basic skills development lie in three areas:
1. Learning communities – which reach across the disciplines to address skills, but
address also content within the discipline.
2. Directed learning activities (DLA) – which incorporates tutorial centers and activities
to address specific basic skills needs.
3. Contextualized instruction – which teaches basic skills within the context of a career
path (in CTE) or discipline (in transfer courses).

Learning Communities – (contributed by Jan Connal, Cerritos College
Faculty and reprinted from Chapter 6 of this Handbook)

In higher education, “learning communities are classes that are linked or
clustered during an academic term, often around an interdisciplinary theme, and
enroll a common cohort of students. A variety of approaches are used to build these
learning communities, with all intended to restructure the students’ time, credit, and learning
experiences to build community among students, between students and their teachers, and among
faculty members and disciplines” (Learning Communities, 2008, p. 1). Integration between academic
content and student development courses taught with a learning community format is especially
effective for developmental students, particularly when students are enrolled in these learning
communities early on. Both students and faculty work closely together creating a supportive social
safety net that serves to bring students who previously functioned on the margins of the educational
enterprise into the center of activity, engaging more fully in their learning. Often, these communities
serve as a bridge from a previous poor experience with education to one full of hope because
students are learning how to learn and learning what it takes to be a college student.
Cabrillo College offers a cohort program called Digital Bridge Academy (DBA) that offers at-risk
students a chance to reclaim a positive learning experience through community building in an
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integrated learning environment. The program begins with a two-week foundation course that
students in their learning and education, and assists in forming the depth of connection students
need to withstand their fears of going to school. The two-week foundation course is then followed
by a one semester, intensive cohort experience where students examine their previous experiences
with education, communication styles, and other personal and interpersonal skills while taking a total
of six courses that prepare them for a variety of careers (i.e., Computer Information Systems,
Engineering, Business, Management, Allied Health majors, lab technician careers, Criminal Justice,
Teaching, and other high-wage or high-demand fields). Each class is completely integrated with
common learning objectives with assignments focused on a community-based social justice primary
research project. After the DBA semester, students are expected to take a full course load working
toward their major, and can opt to participate in further DBA seminars or internships, but they are
no longer required to stay together as a cohort. The program has shown a high degree of success in
working with disadvantaged students who are not ready for college work. The program is thorough
in its efforts to collect outcome data on persistence and completion rates, including demographic
components, and evaluations of the program from students, program staff, and an external
evaluator. Initial expectations anticipated a high attrition rate with DBA students; however, an
external program evaluation found that on average 75% completed the Bridge Semester successfully
with a grade of C or better. In addition, this 75% completed the semester with 12+ units (full time).
Among those who had taken some college courses before entering the Academy, the mean grade
point average improved from 1.61 prior to the Academy experience to 3.02 after. Students reported
strong increases in motivation and self-efficacy, and rated the program very high, in many cases
calling it “life changing.”

Directed Learning Activities (DLA) – (contributed by Wade Ellis, Emeritus faculty
Mission College and reprinted from Chapter 9 of this Handbook)
A Directed Learning Activity (DLA) is a flexible learning tool used by a college to integrate a
Tutorial Center into the mathematics (and other discipline) curricula with the added bonus that
hours by arrangement can be legitimately collected from the Chancellor’s Office. An instructor
decides on a mathematical activity tied to the course curriculum that may:
o review a concept or skill before it is needed in class,
o enhance a student learning skill, or
o build toward proficiency in a specific Student Learning Outcome (SLO).
The instructor constructs the DLA according to well-developed instructional design criteria,
provides the Tutorial Center with the written material for the DLA, and the Tutorial Center, in
conjunction with the instructor, trains the tutors who will help the students assess their work on the
DLA in the Tutorial Center. The course syllabus will requires DLAs during the course. Chaffey
College has successfully implemented a DLA program in their Mathematics Success Center and
integrated this instruction with a variety of CTE programs.
The use of DLAs increases student use of the Tutorial Center for tutoring beyond the DLAs,
provides funding for the Tutorial Center, integrates supplemental instruction closely with courses,
and can provide a method for increasing student performance on the measurable course SLOs.
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DLA Instruction Design Criteria
! The language of the activity clearly connects to the course assignments, objectives, and/or
outcomes.
! The tutor and Tutorial Center are an essential component of the activity.
! The classroom instructor’s directions guide a significant portion of the activity. The tutor
mainly functions to review and enhance the learning experience.
! The activity clearly indicates how the outcome will be further developed through classroom
instruction.
! The goal of the activity is the development of skills and strategies rather than the mere
completion of exercises.

Contextualized Instruction
The SCANS report pointed out that according to research in neuro- and cognitivescience, the best way to learn something is in context. Evidence is mounting that
shows just how well students benefit if their basic skills needs are addressed in the
context of their career path. Contextualized instruction (also known as contextual
teaching and learning, functional context learning, customized instruction, experiential learning,
active learning, real-world education, and learner-centered instruction), is based on developing new skills,
knowledge, abilities, and attitudes in students by presenting subject matter in meaningful and
relevant contexts: contexts of previous experience, real-life, or the workplace. New skills are then
applied in these relatable contexts. Key words that describe this method are applied, relatable, relevant,
and authentic. Just like the SCANS skills, this approach works in both career education and in transfer
and general education courses. Here we are focusing on its use in CTE.
Are you thinking, “Isn’t this just another name for Applied Learning?” Yes. Contextualized
instruction is not new (Weinbaum and Rogers, 1995, p. 12). As early as the 1940s, the armed forces
were contextualizing instruction to reflect the everyday life experiences and duties of soldiers (Sticht,
1997). Since the early 1970s, adult educators have been providing and advocating for functional
context instruction, focused on teaching to learners’ immediate educational, job, or life-skill needs
(Gillespie, 2003).
Contextualized instruction is widely used in community college workplace training programs. Skills
are taught in the context of what is required and relevant for the job, like estimating construction
materials, writing an incident report, or working effectively on a team. Instruction is also often
contextualized in many developmental education (basic skills) programs; skills are taught in the
context of what is required and relevant for general life and survival skills, like filling out forms,
balancing a checkbook, interviewing for a job, comparison shopping, or writing a note to a child’s
teacher. Similarly, in career pathways programs, basic skills are contextualized in relation to a
particular industry or career. This method “helps teachers relate their subject matter content to real
world situations and motivates students to make connections between knowledge and its
applications to their lives as family members, citizens, and workers” (Ohio State University, 1999,
¶2). Research has shown that “teaching academic applications in a career context is an effective way
to engage hard-to-reach students and motivates them in the areas of math, written and oral
communication, critical thinking skills, and problem solving” (Center for Student Success, 2007, p.
58). Additional student outcomes cited are increased confidence, enthusiasm, interest towards longterm goals, and a willingness to pursue the education required to achieve them (Weinbaum and
Rogers, 1995, pp. 13-15).
8
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A statewide initiative in Washington paired English as Second Language (ESL) instructors with
professional-technical instructors so that ESL was taught in the context of the job training program.
ESL participants in this pilot group earned five times more college credits on average and were 15
times more likely to complete the workforce training than a control group of ESL-only students
over the same amount of time. The results were so profound that it prompted a statewide change in
full time equivalent (FTE) calculations for funding reimbursement in order to accommodate two
instructors in the classroom simultaneously, along with enhanced support services (Washington
State Board for Community and Technical Colleges, 2005). Not all CTE programs can obtain
increased funding to allow CTE instructors to co-teach with basic skills colleagues; however, by
taking advantage of current professional development opportunities, CTE instructors can learn how
to incorporate some contextualized basic skills into their courses.

Why Incorporate Contextualized Basic Skills into CTE Courses?
The educational research and practices noted above indicate that contextualized instruction is an
effective way to engage at-risk students and that it increases student performance, success,
motivation, enthusiasm, interest, and transfer of skills (Washington, 2005; Ohio, 1999; Center, 2007;
Paris and Huske, 1998; Weinbaum, 1995; and Gillespie, 2003). At-risk students have a better chance
of successfully completing CTE programs which incorporate immediately relevant, contextualized
basic skills lessons than they do CTE programs that do not (Washington, 2005). Contextualized
instruction is often more successful than traditional models of adult education because it engages
students and links them to work (Mazzeo, 2003).

Where Have Contextualized Basic Skills Programs Been Used Successfully,
Both Here in California and Nationally?
Building Bridges to Colleges and Careers: Contextualized Basic Skills Programs at Community Colleges is a
downloadable document that summarizes model programs from colleges in five states (Mazzeo,
2003), three of which will be summarized here.
At Cabrillo College in Santa Cruz, California, the Early Childhood Education (ECE) program
aspired to bring low-income individuals into the field as teachers or as advocates and to advance
them along a career path to increasingly higher earnings. Students were mostly women,
predominantly Mexican-American, and about a third had reading and writing skills far below ninth
grade. The program’s goal was to move students along the path toward an associate’s degree while at
the same time teaching them English. The core ECE curriculum was provided in Spanish in order to
get students to the first significant step in the career ladder and the students, who placed along a
wide range of English proficiencies, were advised to take whichever Vocational ESL (VESL) course
in which they placed. Students continued with the VESL sequence as needed until they mastered
“VESL in the world of work” and subsequently, “VESL in Careers with Children.” Partnerships
with the Adult School and the Regional Occupational Program (ROP) made these ECE-linked
VESL classes possible. As students advanced to higher levels in the ECE curriculum, less Spanish
and more English was used in the classroom. The contextual English language instruction in the
ECE classes focused on “reading to learn.” Students were also taught note-taking. The program
instructor noted that if they hadn’t offered the initial ECE courses in Spanish, “we wouldn’t have
three-fourths of the enrollment that we have” (Mazzeo, 2003, p.6).
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Another example comes out of the Community College of Denver; Denver, Colorado. The college’s
Essential Skills Program is a nationally recognized welfare-to-work and bridge program that provides
entry-level skills training in specific employment “tracks.” It includes tracks for Information
Technology, Early Childhood Education, Financial Services/Accounting, and Community Health
Worker. Students take one month of classes followed by a three-month internship that is combined
with 15 hours of class time. All students take core classes in reading, writing, speaking,
communications for the workplace, and computer literacy, along with courses specific to their
specific track. Students with lower levels of English proficiency are placed in a VESL program not
connected to the four tracks. There are extensive support services with a heavy presence of full-time
staff. Basic skills instruction, especially reading comprehension, is infused throughout all classes and
the students’ workload is rigorous and demanding. At time of publication, 290 students had enrolled
with 219 finishing the program. Nearly 80% of graduates from the first two years were still
employed (Mazzeo, 2003, p.14).
Westside Technical Institute (WSTI) at Daley Community College of Chicago, Illinois has a Career
Bridge Program which was designed for students who score too low on the Test of Adult Basic
Education (TABE) to enter college-level technical training programs at WSTI. Using a “learning
communities” (cohort) approach, students complete a ten-week program consisting of an integrated
set of courses in reading/employment skills, mathematics, and TABE Test-Taking Strategies,
combined with orientations of the program and of the campus. Classes were designed to be
engaging and meaningful with such strategies as making employment and career the context for
reading instruction, teaching mathematics in a hands-on and applied fashion, and putting native and
non-native speakers together. During 2001, 90% of 250 TABE tests taken by students showed
improvement and 43% achieved the requisite scores to enroll in one of the college’s vocational
programs. Of 500 students who enrolled in the Career Bridge Program from 1999 to 2000, nearly
three-fifths went on to enroll in one of the college’s advanced certificate programs (Mazzeo, 2003, p.
9).
The California Community College Workplace Learning Resource Centers (WpLRCs) have been
contextualizing basic skills instruction since their inception in 1992 and routinely provide both
model curricula and technical assistance to other California community colleges. A recent example
comes out of El Camino Community College District WpLRC in Hawthorne and Oxnard College
WpLRC in Oxnard, are both providing contextualized basic skills for the Advanced Transportation
Technology and Energy (ATTE) Center’s Heavy Wind-Generation Technician Training. For the parts of
the training that have proved too difficult for low-level learners, the WpLRCs developed relevant,
contextual lessons in mathematics and in ESL vocabulary and reading. The WpLRCs also provided
an in-service training workshop on the development process for faculty.
Mission College in Santa Clara has developed contextualized training for ESL in the fields of
healthcare (an English Pronunciation CD was co-produced with the Regional Health Occupations
Resource Centers), environmental service technicians, pharmacy clerks, and landscapers. They have
also developed a contextualized mathematics assessment for pipefitters, contextualized Japanese and
Mandarin courses, and contextualized leadership and computer training.
Merced College is a regional partner with five colleges and two outreach centers in a Career
Advancement Academy grant project that contextualizes CTE job tracks and career ladders with
basic workplace skills, student support services, and direct interventions in student career
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advancement and job placement. Within this project, Merced College has incorporated
contextualized mathematics and English skills into its existing Office Computers in Business
curriculum for students enrolled in their 24-week Office Technology program. They cover such
topics as goal setting, prioritizing, time management, and preparing an itinerary, as well as topics in
English such as identifying parts of speech and writing complete sentences. These students also have
the opportunity to enroll in the Merced WpLRC’s Customer Service Academy, a ten-module
workplace soft skills curriculum available in both private and public sector versions.

What is the Process Used to Develop Contextualized Instruction?
Instructors interested in learning how to contextualize instruction in career and technical education
should seek college-sponsored professional development workshops. While just a brief overview,
here are some of the steps and considerations involved:
1. Connect with local employers and maintain a continual dialogue with them so that you are clear
about which skills will be needed on the job and to what degree. Adjust your course goals and
objectives to incorporate the skills and knowledge required.
2. Identify the essential basic skills students will need for success in a particular CTE course:
reading, writing, speaking, listening, mathematics, soft skills, computer skills and other
technologies, etc. Think of things like career-specific vocabulary, phrases, and language styles;
consider creating glossaries, vocabulary exercises, and authentic scenarios for active student
practice. Think about incorporating readings and written or verbal instructions followed by
comprehension tasks. Consider the key mathematical processes, formulas, or equations, and the
incremental skills students must have to solve them. What types of writing tasks, styles or
formats are typical, and how can those be learned developmentally? For non-native English
speaking students, to what extent will they be using English? What kinds of things will they need
to be able to “do” in English? What will they need to write, and with whom will they need to
converse? When possible, incorporate contexts, tasks, procedures, and materials specific to the
job or career. Collect authentic work documents, forms, manuals, etc. from local employers for
use in the classroom.
Other essential basic skills you will want to consider are those soft and technical skills labeled as
“Next Skills”: the skills that up to 82% of employers surveyed in 11 workforce studies identified
as among those most important for worker success. They are encompassed in the eight modules
of the Next Skills Institute training program:
a. Creativity and Innovation
b. Valuing Diversity
c. Navigating Technology
d. Effective Listening
e. Verbal Communication
f. Employability Skills
g. Service Orientation
h. Interpersonal Skills for Building Teamwork
All of the modules include threads of critical thinking, decision making, problem solving, and
collaboration woven throughout to ensure that these skills are consistently reinforced (Los Rios
WpLRC, 2008). The need for workers with these skills crosses all industries in California and
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across the nation. These are people who can successfully navigate typical workplace scenarios
and challenges. Similar curricula have come out of Merced College Workplace Learning
Resource Center: the Customer Service Academy and Thrive and Survive. The curricula for all three of
these programs are made available to other community colleges by way of train-the-trainer
workshops sponsored by the California Community College System Office Economic and
Workforce Development Program. Modules in these training programs are already
contextualized for the workplace; they could easily be further contextualized for any CTE
program with job-specific or career-specific anecdotes, activities, and scenarios.
3. Plan ways to assess your students periodically in class to identify their basic skill weaknesses and
strengths, as well as to measure their progress. There are examples of basic skills pre-tests
available statewide from faculty who are assessing students in programs like Surveying and
Mapping, Utilities and Construction Prep, and Manufacturing to name a few (see appendix for
sample assessment tools and lessons). Create your own quizzes and tests based on what you
have taught as the content of your class and that incorporate the applied contexts you have
introduced.
4. Develop brief, relevant, authentic, contextualized lessons that give students ongoing
opportunities to learn, practice, and apply these skills in varied situations. You may need to ask
for help from colleagues who are subject matter experts—ESL instructors, for example who can
assist you in simplifying language for non-native English speakers. Continually reinforce these
new skills at regular intervals by expecting student practice and application. Make sure that
whatever you design is relatable and relevant to the course and transferable to the future job.
5. Place these supplemental lessons and materials “behind” those chapters or syllabus topics where
they will be needed. Consider having students work on these in groups or with peer tutors. Find
out whether your college’s tutoring program or learning resource center can offer your students
additional assistance.
6. Team up with faculty from basic skills departments to help you develop lessons. The
development process enumerated here presumes that you, the CTE instructor, are the sole
instructor of your class and are developing and integrating your own basic skills lessons into the
overall class content. Nevertheless, be aware that when budgets allow, instruction can be
contextualized using different methods: bridge programs that run sequentially and can have an
academic or occupational focus; concurrent programs that are offered at the same time a student
is taking CTE courses; or integrated programs (sometimes called learning communities) where
basic skills content is embedded in the CTE course. In the integrated model, co-instruction (one
mathematics/English/ESL, one occupational or academic), faculty work together to offer the
class. Extensive professional development is required to rewrite curricula. Overcoming policy
and institutional barriers to dual enrollment/dual credit will need to be achieved but the
potential for big payoffs are evident in programs around the country. (Strawn, 2008).
Aside from creating your own contextualized materials or obtaining materials that have already been
developed by other community colleges, there is much that can be purchased commercially. ACT,
Inc., has created a series of workplace skill assessments called Work Keys". A National Career
Readiness Certificate# can be awarded for passing scores on three of these Work Keys"
assessments: Locating Information, Reading for Information, and Applied Mathematics. A partner
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company, Key Train", provides instructional computer software that is compatible with the Work
Keys" assessments, so that students who score lower than needed for a particular job can improve
their skills prior to re-taking the assessments. Key Train" has also come out with Key Train" Career
Clusters, which are supplementary modules contextualized for all career clusters as defined by the
Department of Labor. These kinds of products have been used with much success. However, you
will want to take the time to thoroughly investigate and review all of your options before deciding
what might work best for your program, budget, and goals.

Taking Steps to Serve all our Students
California faces huge economic challenges as retiring baby-boomers leave the workforce and as new
technologies and industries develop. The educational challenges for the state are significant as
California tries to help more of its residents escape low-wage work and move into family-supporting
jobs by earning in-demand, postsecondary credentials (Strawn, 2008). The Basic Skills Initiative of
the California Community Colleges encourages you to start today, building your contextualized
curriculum network and improving education for our valued citizens, helping to construct the
structures that will improve their lives.
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Appendix 1
Secretary's Commission on Achieving Necessary Skills (SCANS)
The following description was taken directly from the Department of Labor’s website on
SCANS skills (SCANS, 1990).
“As the focus in the state increasingly moves toward meeting workplace demands, it will be
useful for all faculty to understand what SCANS is. Here is a brief summary. Educators,
especially in vocational programs and workplace representatives who interact with K-12 and
CC faculty are familiar with and often refer to SCANS skills. The levels of expected
competency in each SCANS area varies by occupation. For example, the SCANS level
expected for an entry-level position would be much lower than that of a manager.
Background
In 1990, the Secretary of Labor appointed a commission to determine the skills our young
people need to succeed in the world of work. The commission's fundamental purpose was to
encourage a high-performance economy characterized by high-skill, high-wage employment.
Although the commission completed its work in 1992, its findings and recommendations
continue to be a valuable source of information for individuals and organizations involved in
education and workforce development.
What Work Requires of Schools
The Secretary's Commission on Achieving Necessary Skills (SCANS) was
asked to examine the demands of the workplace and whether today's young people are
capable of meeting those demands. Specifically, the Commission was directed to advise the
Secretary on the level of skills required to enter employment. In carrying out this charge, the
Commission was asked to:
! Define the skills needed for employment;
! Propose acceptable levels of proficiency;
! Suggest effective ways to assess proficiency; and
! Develop a dissemination strategy for the nation's schools, businesses, and homes.
This report results from the Commission's discussions and meetings with business owners,
public employers, unions, and workers and supervisors in shops, plants, and stores. It builds on
the work of six special panels established by the Commission to examine all manner of jobs
from manufacturing to government employment. Researchers were also commissioned to
conduct lengthy interviews with workers in a wide range of jobs.”
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Appendix 2
A General Contextualized Math Quiz
Earth Day Quiz

Here's a mathematics quiz developed by Kerin Keys and Anna Werner of City College of San
Francisco kkeys@ccsf.edu

Directions: Select the letter of the best answer for each question below.
1. The average American uses 159 gallons of water per day. The average person in half of the rest
of the world uses 25 gallons per day. What percent more does the average American use?
a. 636%
b. 5.36%
c. 536%
d. 6.36%
2. Fill in the blank with the correct symbol: Energy used by the U.S. _____ Energy used by all
developing countries combined.
a. =
b. >
c. <
3. To produce each week's Sunday newspapers, approximately 500,000 trees must be cut down.
Considering that a high density forest has 250 trees per acre, how many acres of forest is that per
year?
a. 26,000,000
b. 104,000
c. 2,000
d. 24,000
4. The following environmentally related job uses math every day:
a. solar power engineer
b. environmental attorney
c. environmental policy analyst
d. all of the above
5. The EPA estimates that you can save 12% on your utility bills if you use energy efficient
appliances and insulate your house or apartment. If an average household pays $150 a month
during half of the year (summer and winter months) and $75 a month during the other half, how
much savings is that in a year?
a. $27
b. $118
c. $162
d. $81
6. The average American generates 52 tons of garbage by the time they are age 75. Approximately
how many pounds of garbage is this per day?
a. 0.002 pounds per day
b. 0.694 pounds per day
c. 2 pounds per day
d. 3.8 pounds per day
7. Recycling just 1 ton of aluminum cans rather than throwing them away conserves the equivalent
of 1655 gallons of gasoline. In 2006, the US generated 3.26 millions of tons of aluminum waste
and 21.2% of it was recycled. How many gallons of gasoline did that save?
a. 1,143,803,600
b. 114,380
c. 41,760
d. 11,438,036
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8. Since 1960 the EPA has collected data on the generation and disposal of waste. The municipal
solid waste in millions of tons are in the table below:
1960 1970 1980 1990 1995 2000 2006
88.1 121.1 151.6 205.2 214.3 238.3 251.3
What is the approximate percent increase between the years of 1960 and 2006?
a. 285%

b. 85%

c. 185%

d. 35%

9. If the best fitting linear model for the data in the previous example is where x is the year, and
y is the solid waste in millions of tons, calculate what predicted amount of solid waste will be
generated 15 years from now.
a. 311.43
b. 7122.8
c. 55.6
d. 318.84
10. Every ton of mixed paper recycled can save the energy equivalent of 185 gallons of
gas. In
2006, in the US, of the 251.3 million of tons of solid waste 33.9% was mixed
paper, and we
recycled 51.6% of the total mixed paper waste. How many gallons of gas did we save?
a. 94,372.2
b. 94,372,181,500
c. 8,132,304,222
d. 8,132.3
11. The annual amount of waste the Red Bluff landfill in California accepts is 60,000
tons
and its capacity is 2.9 million tons. Currently it has 1.5 million tons in it. At this
rate, when
will the landfill close?
a. 2033
b. 2013
c. 201
2
d. 2031
12. Some hybrid cars average 41 miles per gallon. If in 10 years you drive one an average of 15,000 miles
per year, how many gallons of gas will you use less than if you were driving a car which averages 25
miles per gallon?
a. 3659
b. 146
c. 3634
d. 2341
13. The circumference of the earth is approximately 24,900 miles at the equator. If we lay sheets of paper
11 inches long end to end, how many pieces of paper will it take to go around the earth?
a.
131,472,000
b. 143,424,000
c. 1,577,664,000
d. 191,232,000
14. Based on your answer above, if Americans use a total of 4.3 billion sheets of paper per day,
approximately how many times would that circle the earth (every day!)?
a. 5 times
b. 25 times
c. 30 times
d. 40 times
15. I can personally protect the environment as a math student by:
a. using both sides of notebook paper and the clean side of used printer paper
b. using a refillable lead pencil
c. re-using folders from one semester to the next
d. all of the above.
Thanks for your quiz par ticipation and for suppor ting Mother Ear th
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Appendix 3
Sample of Contextualized Learning for Graphic Arts
This sample lesson could be used in an arithmetic course to show the use of simple
math in a professional field.
Graphic Arts
Instructor: Lin Marelick
Lesson: Paper Trimming
In this lesson you will learn to use printer’s vocabulary and arithmetic to trim paper for use on a
small (11 x 17 inch) printing press. Work in teams of four to complete the lesson.
Vocabulary 1
Parent Sheet: larger size sheets of paper used by commercial printers are called parent sheets.
These large sheets of paper are typically printed to fold into smaller sizes such as for booklets or
brochures. Or, parent sheets are printed then cut into smaller sizes. Standard parent sheet sizes are
17 x 22, 19 x 25, 23 x 35, and 25 x 38 (North American sheet sizes) or A2, A1, and A0 (ISOinternational sheet sizes).
Broadsheet: 22 x 34 sheet of paper that is trimmed from a parent sheet to easily cut and retrieve
tabloid, letterhead, and digest (5.5 x 8.5) size sheets of paper without waste.
Tabloid: a sheet of paper that is half the size of a broadsheet and twice the size of standard letter
size paper is known as tabloid size. Tabloid is an 11x17 sheet size.
Examples: Tabloid is a common size paper for printing newsletters (then folded) or
newspapers that are smaller than standard. The "Tabloids" or "Tabloid newspapers"
characterized by sensational or bizarre news stories get their name from the tabloid sheet size.
Ream: is 500 sheets of printing paper, a common retail package size for inkjet, laser, and copy
paper.
Basis Weight: The weight, measured in pounds, of 500 sheets (a ream) of paper cut to a standard
size is its basis weight. That standard size (basic size) is not the same for all paper grades. The
major paper grades such as bond or cover have their own standard sizes which, determine the basis
weight for that grade of paper regardless of the final size of the paper.
Examples: Bond paper, such as used in laser printers and copy machines, typically has a basis
weight of 13-25 lbs. That weight is based on 500 sheets in a basic size of 17 x 22 inches although
the paper is generally sold in 8½ x 11 inch sheets. Papers for many offset printing projects range
in basis weight from 22-150 lbs.
Cutting paper
1. Choose 3 parent sheets of bond paper.
2. On a second piece of note paper (8.5 x 11 inch) draw a diagram for how you will cut each
paper size listed below from a parent sheet of paper that is 23x35 inches. Also show the
arithmetic used to cut from the parent sheet with the least amount of waste:
a. tabloid
b. letter head
c. digest size paper
1

Source of definitions: http://desktoppub.about.com/od/glossaryd/Glossary_Words_D.htm
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3. Once you’ve determined the least amount of waste for each smaller sheet size, use a ruler
and draw a guide of the trim lines on three parent sheets (one for each smaller sized paper)
listed in step 2.
4. Use the parent sheet with the trim lines as your cutting guide. Use one ream of parent size
paper for each cutting guide and cut the tabloid, letter head, and digest size sheets.
5. When done cutting, how many sheets of paper do you have in each size:
a. Tabloid?
b. Letterhead?
c. Digest?
6. Stack your cut paper on the counter in the press room in the following way: tabloid on the
bottom, letterhead in the middle, and digest size on top with your math problems and the
names of each team member attached with a piece of tape to the top of you paper stack.

Reference Sample: paper cutting a variety of sheet sizes from a broadsheet. 2

QuickTime™ and a
TIFF (Uncompressed) decompressor
are needed to see this picture.

2

http://desktoppub.about.com/od/paper/g/tabloid.htm; by J. James
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Working with Students who have Basic Skills Needs in Transfer
Courses: Completing the Building Part II
Picture this: You’ve just received the first set of assignments for your transfer level class. Quickly,
you skim them over. The first few make you smile – oh good, they got it! Then you look at the
next. This student really missed the boat. You quickly thumb through the rest. Oh dear. Some
students have done great work, but others seem not to have even addressed the assignment. Some
of the writing is difficult to comprehend; you can’t understand what some students are trying to say.
The assignment is without structure and where, oh where, is the critical thinking? Or perhaps the
student has misinterpreted or ignored data. Some of the mathematics, requiring elementary skills
that students should have mastered before ever walking through the door of your classroom, is
incorrect. You put the set of papers down on your desk with a sigh. What the heck is going on here?
This chapter is written by two faculty that teach transfer level courses. One of us teaches a course
where assessment tests place students into the course or the students have passed up to two prerequisite courses, the other has three pre-requisites before students can enter the course. In both
cases, we have found that we have students with basic skills needs. In other general education
classes, where there are no prerequisites or co-requisites for reading, English or mathematics, the
percentage of students with basic skills needs is even higher.
Here are the facts from the Chancellor’s Office’s Report on Basic Skills:
1. 70-85% of all California community college students assess into some sort of basic skills class
when they first enter our institutions.

2. Only 27.3% of them actually enroll in basic skill level classes.
3. Where are the rest of the students that assessed into a basic skills course?
They are sitting in your classroom, wrestling with the transfer-level material that you teach and
struggling mightily to succeed. They may or may not have been the students who completed the
2
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assignments that you find so disturbing in your pile – the poorly written ones, the ones with misused
vocabulary or incorrect basic mathematics. They may or may not be the students who seemed to
completely misunderstand the task. How can you know whether they need help with basic skills
issues or if they failed because they simply blew off the assignment? Most importantly, if they do
need help, what can you do about it?
This chapter is written for transfer faculty who have students with basic skills needs in their
classroom. Based on the statistics listed above, that’s ALL of us. Though the carefully constructed
pre-requisites for transfer courses should ensure that students with developmental needs get them
met before encountering the complex material that you teach, we know that this is not always the
case. Perhaps your class doesn’t have any pre-requisites, or they are only advisory, and students
ignore them. Or maybe your course only requires the most basic of reading and mathematics skills,
yet to truly master its subject at college level, the student needs more. In this chapter you’ll find
some suggestions for easy early assessments that you can do in the first couple of weeks of the
semester to discover who has learning needs. Better yet, the chapter also contains some techniques
that you can use to help developmental students master the discipline that you teach. In fact, these
techniques work well for all students and are simple enough that you can use them tomorrow in
class if you like.
An important factor that will influence all of our students is the Fall 2009 implementation of the
increased graduation requirements for California community colleges. The section of primary
relevance to English and mathematics graduation requirements reads: "Effective for all students
admitted to a community college for the Fall 2009 term or any term thereafter, competence in
mathematics shall be demonstrated by obtaining a satisfactory grade in a mathematics course at the
level of the course typically known as intermediate algebra (either intermediate algebra or another
mathematics course at the same level, with the same rigor and with elementary algebra as a
prerequisite, approved locally) or by completing an assessment conducted pursuant to subchapter 6
of this chapter (commencing with section 55500) and achieving a score determined to be
comparable to satisfactory completion of the specified mathematics course” (Basic Skills Initiative
Website). Further information specific to courses and Title 5 changes are available at
http://www.cccbsi.org/resources.
So let’s go back to the scenario that began the chapter, but this time let’s make it real. Think back to
a recent assignment in your own class. How did your students do? Did any perform poorly? Why?
What do you think caused the weak performance? We do not want to oversimplify this; we know
there will be a complexity of reasons. Can you list, from your experience, what they might be? Fill in
the concept map on the next page with potential causes that may have led to why the majority of the
students missed the mark on the assignment. You may add more circles with potential reasons if you
need them.
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Factors
based on
deficient
writing skills

Factors based
on deficient
math skills

Poor Student
Performance
on an
Assignment

Factors based
on deficient
reading skills

Factors based
on deficient
study skills

Now, let’s sort the factors out. List them again, but this time, divide them into two groups
1. The factors you or your institution have some potential to change or affect
2. The factors which are beyond your ability or the college’s to shift

Factors that can be Addressed

Factors that are Impossible to Effect

.

If your list of the impossible is long, don’t give up hope. We believe there may be information in this
chapter that will help you to move some of them to the other list.
4
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But First, Assessing Your Attitude
Before we dive into the specific solutions to this issue, it’s important to know how you feel about it.
Many transfer faculty are troubled by the increasing number of students with developmental needs
in their courses and react in various ways to this challenging situation. In fact, we’ve found that Dr.
Elizabeth Kübler-Ross’ five stages of grief can be adapted to describe the range of faculty responses
to student lack of preparedness.
For some reason, when we mention Kübler-Ross, people always laugh. But perhaps
it’s laughter at a truth that isn’t always acknowledged. Things have changed in the
community college system, and change often leads to grief. As transfer faculty who
have worked hard on this issue, we’ve found that this grief has to be acknowledged
before it can transform into something else.
So where are you at this moment? We know that your feelings may change from day to
day, class to class, assignment to assignment. And there’s no right way to respond, no feeling that
you should have about all of this. Each of us has probably felt every specific stage at one moment
or another. Read the sample thoughts below, some of which are exaggerated and written tongue-incheek to make the point. Circle the one group that best captures how you feel today.

Denial

I don’t have any developmental students in my transfer classes. The pre-requisites
take care of that, and the ones who aren’t prepared simply fail. It’s just not
my problem. I became a higher education professor to teach college, not
high school, so someone else needs to deal with this, All I want is for the
problem to be fixed. Isn’t that why we have basic skills specialists at my
school, plus a reading and ESL department? It’s their job and not mine.

Anger

What is wrong with students today? Why can’t they do the work? I labor so
hard for the class, and they don’t respect my efforts. They don’t even know the
basics. What is wrong with the faculty teaching the pre-requisites courses? They
must be doing a terrible job because too many of my students don’t have the
basics. How am I supposed to teach them more? And why haven’t the English,
ESL or basic skills mathematics classes prepared them? It makes me too furious to
even talk about all the high schools aren’t doing to prepare students for college!
What has happened to education these days?

Bargaining

All right, so yes, I have some unprepared students. I want to work with them,
but can’t hold back the rest of the class. What small things can I do to help
them? I recommend tutoring, going to the Writing Center or mathematics lab,
but I just don’t have the time to do much. What is the least I have to do to
assist them so they can succeed?
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Depression
I must be a terrible teacher. My students keep getting worse, no matter what I
do. What used to work doesn’t succeed anymore. I think I’ll retire soon.

Acceptance
I know that I have many students with basic skills needs that affect their
performance in my course. Some of this is due to the changing demographics of
California which has resulted in many more students entering the community
college system with low literacy skills. But many of my students just don’t read
and write at the level they should have completed in high school. Other adult
students simply have very rusty or absent writing and study skills. For whatever
reason, these students are in my transfer level courses. I want to help them achieve
their academic dreams. Though solving this challenge is complex and will involve the
efforts of a great many, I know there are concrete steps that I can take inside my
classroom to help these students. I’m eager to learn what I can possibly do.

Attitude Adjustment

As two transfer faculty, we have run the gamut of the emotions listed
above. It wasn’t until we started working on the Basic Skills Initiative and
learned the facts that we settled into acceptance on a permanent basis. Just
understanding what was going on from a statewide perspective helped us
get a handle on what was happening in our own courses. We also
discovered wonderful tools to assist us in working with students with basic
skills needs and, though we teach very different disciplines in the sciences
and humanities, incorporating these tools into our classes has resulted in
better success – for all of our students. Here are the five most important things we learned that
shifted us from feeling discouraged to feeling empowered that we could affect a change. These
things may not be news to you, but they were to us.
1. Statistics support the fact that the majority of the students on our campuses have
some basic skills needs. We weren’t crazy in observing that students were less prepared.
Mind you, they weren’t any less smart, eager or unwilling to try, but some of them had
developmental needs, even in transfer classes. It was the simple truth. Chapter 1 of this
handbook provides some background on the students in our classrooms today; have a look
at what the data are telling us.
2. We cannot assume that because a student has basic skills needs in one area, he or
she is uniformly low in all areas of basic skills. Some are and some are not. A student
may be below college level in mathematics, yet have college level reading and writing skills or
vice versa. We discovered that we could not treat the students in our courses as if they all
had the same issues or learning needs.
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3. For many students, previous educational experiences have not taught them the
primary pre-requisite of having a learner identity (Please read Chapter 6 of this
handbook for an extended discussion about this important key to learning). We found that
we could not assume that our students had study and time management skills and knew how
to become fully engaged in the learning process, no matter what level of course they are
taking. It was no good hoping someone else would take care of this. The reality was that that
if we wanted to help them succeed, we had to find creative ways of teaching them how to be
students. Where else could they learn this except in each and every class that they were
taking right at that very moment, no matter the level?
4.

Research clearly shows that in order for the students to grasp our specific discipline
content, each course must also include metacognition (learning about learning).
Students must be given an opportunity to reflect on their learning process in order to
absorb the facts and intricacies of any subject. This was a shock – and an empowering
moment. Metacognition is discussed in detail in Chapter 5 of this handbook, along with
suggestions of exercises and techniques for fostering it.

5. We had to stretch our ideas about teaching. As discipline experts, we had received no
training on how to teach students with basic skills needs. Hang on! To tell the truth, as
discipline faculty, we’d received no training on how to teach at all. Perhaps we are old fogeys
and graduate study is different now, but the effective practices associated with metacognition
and pedagogy were not a part of our discipline-specific training. We had to learn this on our
own.
And guess what? Learning all this has made for more exciting and successful
classes for our students and for us as faculty.

So let’s get started with a few important points.
We have all heard about writing and reading across the curriculum. But what is
the basis for this and how important is it compared to discipline content?

What is expected of freshman level college students?
In Spring 2002, the Intersegmental Committee of Academic Senates (ICAS) of the University of
California, California State Universities and California Community Colleges created an important
document that explored the present competencies of entering freshman in conjunction with an
examination of the expectations of faculty in the areas of academic literacy, reading, writing, and
thinking critically. These competencies can be found in Part II of the document at
http://www.asccc.org/Publications/Papers/AcademicLiteracy/statementCompetencies.pdf
Look at this list of competencies. This is the target list of skills for entering freshman.

Chapter 14

7

8

Chapter 14

Chapter 14

9

10

Chapter 14

Chapter 14

11

12

Chapter 14

Which of these skills do students need to succeed in your courses? Can students be successful in
your course without these skills? If so, they will not be successful when they get to other courses
that require these skills or in subsequent California State University (CSU) or University of
California (UC) courses.
Part of our task is to diagnose the gap between our students’ performance and this level of
competency. In order to do this diagnosis, we must take some vital signs and then describe where
the students fall short of these competencies. You may already be doing this, but if not, here are a
few ideas that we have learned from our colleagues.

Diagnosing Basic Skills Needs

Let’s go back to that first set of assignments sitting on your desk. You’ve pushed your emotions
aside and diligently noted which students didn’t do so well. But what is the problem? Look at each
one individually. Was his or her performance on the assignment weak because the student couldn’t
write? Could it be a reading problem? Are there ESL issues? Mathematics? Might the student have
a learning disability? Or is it that the student hasn’t learned yet how to be a student and employ
college level study skills?
Here are some easy steps to help you diagnose the mystery.
Step 1: We are not basic skills experts, however, every campus has resources available to meet
these needs. Become familiar with the resources on your campus. Most campuses have study skills
classes that start at various points in the semester. Resources range from specific courses to tutoring
labs (with DLAs- Directed Learning Activities for discrete needs) and programs such as Extended
Opportunity Program and Services (EOPS). Many times students and sometimes faculty don’t know
about the resources available. Get educated! Consider adding information about the availability of
these classes in your syllabus or handing out a flyer.
Step 2: Become proactive. Incorporate an early assessment that is integrated with your lessons
and relevant to your content at the beginning of the semester. You don’t have to administer a
separate diagnostic or become a reading or learning disabilities expert and you are not determining
reading grade level or mathematics proficiency. You are taking the students general vital signs
regarding their ability to function in your course in terms of reading, mathematics, writing, or study
skills. You can use something quick and easy, that’s both active and enjoyable for students, in order
to identify who may have learning issues. Actually, you probably already employ many of these
assessments, but perhaps do not use them as an opportunity to investigate who may need extra help.
Here are some quick examples. We know that you can invent many more. The key is to come up
with something that doubles as a content learning activity as well.
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Reading
! First, discover the reading grade level of your text book. Publishers may know this or your
basic skills faculty or tutoring labs may have a simple program to figure this out.
! Have the students read a paragraph related to the course content. Ask them to summarize
the main point and give supporting details.
! One biology faculty member gives a very simple safety quiz at the beginning of the second
week of lab. She discovered that those who fail it usually have reading problems rather than
a misunderstanding of the safety issues.
! Use an essay question from an old exam. Ask the students to describe what the topic of the
question is and to list some bullet points that may be relevant.
! Give a few word problems or scenarios that are relevant to your class content. Mathematics
faculty have told us that often times students who have problems interpreting mathematics
word problems may not have trouble with mathematics, but rather reading.
Reading and Writing
! Have students read a short opinion piece relevant to your content. Ask them to write what
the author’s opinion was and whether they agree or not.
! Ask students to write a response to the syllabus (this doubles as a metacognitive exercise).
Writing and ESL Issues
! Ask students to complete an in-class writing within the first week of class.
! Ask students to describe their writing process or history with writing (this is also a
metacognitive exercise).
! Do the above activity as a pair/share icebreaker and ask students to summarize their
partner’s information in writing.
Mathematics
! Provide students with data, such as reading graphs or tables, and ask them to write a simple
interpretation of it. See Appendix 1 for some examples. The Center for Disease Control and
Prevention (CDC) always has a large variety of graphs and tables about many current day
topics from infections, to daylight savings accidents, to death rates by age and ethnicity. Find
this treasure chest of data at www.cdc.gov.
! Give students a problem to solve relevant to your course content that uses mathematic skills
students should have mastered in previous courses.
Disabled Students Programs Services (DSPS)
! Use the quick diagnostic exercise found in Appendix 2 from Sierra College that specifically
addresses Attention Deficit Disorder. Your DSPS office may have other simple diagnostics
or even a list of hints to help you know when to refer a student to their services.
Step 3: Identify those students who may have a potential learning issue and talk to them.
Research has shown that students who feel that a faculty member has an interest in them become
more engaged in the learning process. If it is available, you may review their transcript or assessment
scores online for further information. Then consider referring them for assessment or to the other
learning resources on campus. The key is to:
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1) Check this out soon and try to get an intervention. You may have an early alert program on
your campus; become familiar with your options to send these students to experts who will help
them succeed.
2) Develop a relationship that communicates that you care about the student’s success.
“But wait,” we hear you say. “I don’t have time to do this! I have to teach.”
True. But we believe that this is a part of teaching. Besides, where is
the best investment of your precious and limited time?
Do you have time to wade through all the poorly written papers or
misunderstood assignments later on? How about the students? Do they have
time to sit in your class for a semester and receive a poor grade?
We repeat: This doesn’t need to take a long time. You can easily create something
that serves as a learning activity relevant to the content in your course AND is also a
diagnostic.

Pedagogies that Address Basic Skills Needs
We discovered that you can also take a longer term approach to the needs of the developmental
students in your classes. These activities will help them to better master the content of your courses
by addressing the skill areas where they may be weak. To use the techniques, you may have to
rethink how you introduce topics and/or get creative with embedding these into regular class
activities. Oddly enough, we’ve found that these pedagogies also benefit the students who do not
have basic skills needs. We’ve copied most everything listed here from previous chapters in this
handbook, so you may want to read more about them in detail there.

Reading
We were surprised to learn in our own classes that reading is often the make or break issue for
students with basic skills needs. You may want to read Chapter 10 in detail to appreciate just what a
complex task we ask of students when we assign reading texts. When students don’t have the skills
to read or comprehend our content, they struggle greatly to succeed. Yet, some reading techniques
turn out to be fairly easy to incorporate into classes across the disciplines. Since each subject area
has its own vocabulary and viewpoint, we’ve found it valuable to spend time at the beginning of the
semester teaching all students how to read the textbook using any of the methods listed below. This
can be an active and engaging way to introduce students to the field and to preview the demands of
the class.
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1. Reading Toolbox
Developed by Joel Levine at Southwestern College, this handy page is jammed with techniques that
you can use while students read a piece of discipline subject matter – something from the text book
or other writing that they will encounter in your class. You can also use this as a diagnostic to
discover who has reading issues. Give students a discipline-specific piece to read and ask them to
complete any or all of the tools listed below. Please see Chapter 10 Appendix 1 for an example of
the application of this tool box.
OUR READING TOOLBOX

Elements
of Thinking

Paraphrasing
Putting a sentence that you have read into your own words.

INFORMATION

Headline Created
Creating a headline (title) that you think expresses the main idea of the
reading.

PURPOSE

Significant Sentence Selected
Selecting the one sentence you think is most important in the reading,
and telling why you selected it.
Vital Question Posed
Stating a question to the author or someone in the reading that you
would really like an answer to.

INFORMATION

QUESTION &
PROBLEM

Identifying the main question at issue (problem) raised in the reading.
Purpose
Stating why you think this reading was written.
SEEI
S tating, E laborating, E xemplifying, and I llustrating certain words and
concepts in the reading that you need to better understand.
Conclusion
Identifying what you think is the most important conclusion the author
comes to in the reading.
Assumptions
Stating what you think the author is taking for granted in the reading.
Implications & Consequences
Stating what you think would happen if we follow, or do not follow what
the author is suggesting we do.
Solution/Recommendation
Stating what you think should be done to deal effectively with the issue
or problem being presented in the reading.
Speaking in the Author’s Voice
Stating ideas or answering questions about the reading as if you were
the author herself or himself.

PURPOSE
CONCEPTS

CONCLUSION

ASSUMPTIONS

IMPLICATIONS &
CONSEQUENCES
INFERENCE

POINT OF VIEW

Source: Joel Levine, Southwestern College
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2. SQ3R
The authors of the reading chapter (Chapter 10 of this handbook) report that this is the
“granddaddy” of reading approaches and works well for all learning styles. It also makes for a good
in-class activity.
Survey: Preview the text before reading to ascertain the main topics, organization, and to
activate prior knowledge,
Question: Generate a list of questions to guide ones’ reading – read with a questioning
mind.
Read: Actively read the text with the intention of looking for answers to questions,
annotating important points and one’s reactions, and interacting with the text.
Recite: After reading, actively do something with what was read, for example write
answers to questions, talk about the reading with someone, teach it to a classmate
Review: Review the section that was read to put it back into a coherent whole, review one’s
notes and annotations, connect reading notes with lecture notes.
Some faculty use this technique by having students ask each other the questions they have generated
in study groups. The faculty member collects the questions and then selects the best questions to use
on the exam. This creates value in the exercise, and students feel as though they have an inside track
on at least one or two questions that may be on the exam. When you review the questions that
students write, you’ll find that the ones with reading problems cannot even produce a relevant
question.
3. KWL+
This is another one that helps students to assimilate what they have read and doubles as a
metacognitive technique. In this activity, students ask four questions about what is to be read or
learned:
What do you KNOW about the subject? (Activates prior knowledge and stimulates
commitment to learn.)
What do you WANT to know about the subject? (Creates intention and purpose for
reading.)
What did you LEARN about the subject from the reading? (Provides review,
comprehension check and opportunity for reflection on what was learned.)
What do you still want to LEARN? (Provides opportunity for deeper exploration.)
4. PPPC
This strategy combines both reading and note taking and annotation. One instructor we know
teaches this on the first day of class and then creates a worksheet based on the questions. Those
students who use it are allowed to use these notes when answering quiz questions. This provides a
handy incentive for repeating the process throughout the semester.
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Preview: Preview the selection looking at the topics, organization and to activate prior
knowledge.
Predict: Predict what the reading will be about to set expectations, and begin to generate a
questioning mind.
Pre-read: Using skimming techniques read the first sentence of every paragraph because
that is often where the main idea is in textbooks. It will give the reader a good context for
reading the text in depth.
Code: Take notes, write reactions to the text, generate questions that still need answering
etc. This is the way to review, record and test what has been learned. (See Appendix 4 for
more detail on this technique and others.)

Writing
As Chapter 7 of this handbook explains, the best way for students to learn how to write is to do it
often and to write at length. We’re sorry to be the bearers of bad news but:

The most effective way for faculty to help students improve their
writing is to require them to write in all disciplines.
Please, do not accept poorly written work. Make a percentage of the assignment’s grade based on
clarity, spelling and grammar – even if it’s a small percentage. This will assist all students to realize
that writing matters. If you don’t expect them to write properly, students rationalize that the writing
skills they learn are limited to their English classes. Help them to understand that writing counts
even in science and mathematics courses. Aside from earning the undying respect and admiration of
your English colleagues, you will be holding students to the ICAS standards and preparing them for
transfer and/or the world of work. (See the SCANS skills listed in Chapter 13 of this handbook.)
Before you throw this chapter on the ground, protesting loudly -- “Just where do you expect me to
find the time? How can I grade all of that?” -- we want to assure you that there are a few things
that you can do to make this process easier on yourself.
First off, read Chapter 7 for a detailed discussion of effective practices in teaching writing. Use any
of the techniques there that seem useful to you. Here is a list of the ones we have found most
helpful.
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1. Muddiest Point
Use this Cross and Angelo Classroom Assessment technique after going over a lecture or an out-ofclass writing assignment. Ask students to anonymously write one sentence that describes the
muddiest point or what most confuses them about the lecture or assignment.
2. Pre-writing
Make time in class for some pre-writing activities to help students brainstorm paper topics and/or a
thesis for your writing assignment. Chapter 7 describes pre-writing strategies in detail.
3. Student Sample Papers
Show your classes examples of the assignment written by students from previous semesters. We’ve
found that showing them an example of a mediocre paper and asking them to grade it or discuss
how it succeeds and fails is a wonderful learning opportunity and results in better efforts on their
behalf. If you are worrying about the time factor again, remember that taking the time in class to do
this may save you hours of grading weak or unsuccessful papers later on.
4. Rubrics
Speaking of grading, one way to save yourself tons of time is to create a rubric that precisely defines
what you are looking for in the assignment by describing an A through F paper. If you share this
with students in advance, it helps them to know what to do. You can use it when looking at sample
papers as suggested in number 2 above.
It also saves you time when actually grading, because the rubric has already spoken what you may
have written in side or end comments.
One instructor we know includes rubrics for each writing assignment in her syllabus, asks students
to grade their own work using the rubric before they turn it in to her, and then comments on the
differences between their grade and her own. She says that students tend to under-grade themselves
(giving themselves lower grades than she would). An added bonus is that this process has resulted in
very few distraught students coming up after class to challenge their grades. They already know why
they have gotten a B instead on an A.
If you’ve never written a rubric before, take a look at Appendix 3 in this chapter. It will take you
step by step through the process. There are also many rubrics available online. A word of warning!
Take the time to tweak any of the ones that you find elsewhere because the main point of a rubric is
to accurately reflect how you actually grade.
5. Grading
Take to heart the important information relayed in Chapter 7 of this handbook. You do not
need to mark each and every error on a student’s paper. Research has shown that
this does not actually help students improve because you are making the improvements for them.
It’s more helpful if you correct an error the first time and then mark the general area where it occurs
again, asking the student to find and correct it.
6. Revision
Finally, in order to help students learn, consider allowing them to revise their papers. Give them the
opportunity and incentive to find the errors you’ve indicated and make corrections. An English
Chapter 14
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teacher we know suggests that if you choose to do this, ask them to turn in both the previously
graded version of the paper and their revision. This may allow you to quickly scan to see if they’ve
made the corrections you’ve asked for instead of having to closely read the entire paper again.

ESL
When working with students who have second language issues, it’s important to understand the
scope of the task. The following information from Chapter 8 of this handbook may provide you
with some important background.

Acquiring a Second Language
The components involved in language acquisition- socio-cultural, linguistic, academic, and cognitive
processes - are interdependent and complex. Research shows that
…cognitive and academic development in the first language has an extremely important and
positive effect on second language schooling (e.g. Bialystok, 1991; Collier, 1989, 1992b;
Garcia, 1994; Genesee, 1987, 1994; Thomas & Collier, 1995). Academic skills, literacy
development, concept formation, subject knowledge, and learning strategies developed in
the first language will all transfer to the second language. As students expand their
vocabulary and their oral and written communication skills in the second language, they can
increasingly demonstrate their knowledge base developed in the first language.
Furthermore, some studies indicate that if students do not reach a certain threshold in their
first language, including literacy, they may experience cognitive difficulties in the second
language (Collier, 1987; Collier & Thomas, 1989; Cummins, 1981, 1991; Thomas & Collier,
1995).
Language Acquisition for School

(Copyright, Virginia P. Collier, 1994.
Source: Collier,V.P. (1994). Language Acquisition for School.
http://www.ncela.gwu.edu/pubs/directions/04.htm

Research shows that it takes five to seven years to acquire academic proficiency in a second
language. This kind of proficiency enables the learner to process information at a higher level of
critical thinking, including finding relationships, making inferences, and drawing conclusions. As the
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diagram above indicates, language acquisition for school involves a combination of interdependent
factors that must all be addressed to ensure student success.
A special subgroup of English language learners is known as Generation 1.5. In the literature, a
student is generation 1.5 if he or she arrived in the U.S. as a pre-teen school-age child (Oropesa and
Landale, 1997, pp. 429-455). This is a critical age in language and academic development, and these
students have not acquired full literacy in their first language, which leads to special difficulties in
acquiring English as their second language (ESL). A particular problem for these students is that
they have been exposed primarily to conversational language (for basic communication), and that is
the kind of language the student, in turn, produces. For many of the ESL students, and Generation
1.5 students in particular, entering community colleges, the greatest challenge is to process and
produce language at a higher level of critical thinking which will allow them to succeed in
college-level work (Oropesa & Landale, 1997, pp. 429-455). As described in the research below, the
effect of this basic English language need in Generation 1.5 is different than non-English speaking
immigrants with ESL needs.
An increasing number of U.S. high school graduates enter college while still in the process of
learning English. Referred to as generation 1.5 students because they share characteristics of
both first- and second-generation immigrants (Rumbaut & Ima, 1988), they do not fit into
any of the traditional categories of nonnative English speakers enrolled in college writing
courses, nor have they been the focus of much research on students learning to write in
English as a second language (Harklau, Losey, & Siegal, 1999). Familiar with U.S. culture and
schooling, generation 1.5 students have different learning needs from other English language
learners, such as immigrants with limited English proficiency and international students who
travel to the United States for the express purpose of earning an American college degree.
It takes many years for literacy in a second language to develop fully. To be successful in
college, generation 1.5 students may need to unlearn previous practices and learn new ways
of approaching writing. To do this, they need access to instruction that recognizes that they
are different from other English language learners. This instruction needs to make room for
their diverse backgrounds and strengths and prepare them for life outside the classroom.
(Harklau, 2003, ¶1)

Important Facts about Generation 1.5 Language Learners
Language
Acquisition
Oral/aural
dominant
Use of Meta
language
In Speech and
Writing
Communication
Skills
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Acquired through informal interaction with friends, family, classmates and
coworkers, English dominant siblings and radio and TV
May not notice grammatical features; may use incorrect verb and word forms,
confuse count and non count nouns, plurals, articles and prepositions (e.g.
don’t see the difference between “confident” vs. “confidence”)
Generally lack language for grammatical terms to understand grammar errors
(when teachers talk about progressive verbs or gerunds, they look blank).
Rely heavily on context – use body language, intonation, facial expressions to
make themselves understood.
Writing is difficult because they lack these clues. When proofreading, can’t
identify mistakes.
Highly proficient, but face difficulty in academic writing that demands a high
level of grammatical accuracy.
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As stated earlier, all faculty in the community colleges are dealing with Generation 1.5 students, plus
other ESL students with more specific needs. What is it that we expect of them when they leave
ESL and move on to other courses?

Academic Literacy: A Statement of Competencies
As referenced earlier in this chapter, ICAS competencies provide some standard expectations of
entering freshman. (Again, these competencies can be found in Part II of the document at
http://www.asccc.org/Publications/Papers/AcademicLiteracy/statementCompetencies.pdf.) But
here we would like to highlight the additional competencies necessary for L2 learners in the chart
below.

You can reference Chapter 8 of this handbook for specific activities that are helpful for ESL learners
and adapt them to your discipline if you determine this is a major concern for your course. You may
also want to consider teaming up with an ESL faculty member and creating a learning community to
address these issues if a large number of your students are L2 learners and particularly if you teach a
lot of Generation 1.5 students. You should also consider consulting with any Puente instructors on
your campus for additional help.

Mathematics
Look at Chapter 9 of this handbook for a variety of techniques used by mathematics faculty that
might be converted to mathematics activities contextualized to your specific discipline needs. The
following is a sample from the mathematics chapter that can be easily modified for any topic or
discipline.
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Three by fives by Joan Córdova
!

At the beginning of the semester my students are asked to add 3x5 cards to their list of
school supplies. Virtually every class session they are asked to use the 3x5 cards in a variety
of classroom assessment exercises. The exercises vary depending on what is needed
including Muddiest Point, Minute Papers, and sample problems.

!

Often the class will start with a 3x5 question on the board that assesses the topic of the
previous lesson. It takes a few minutes for the students to work and less than a minute to
read through the cards to see how well the class understood the lesson.

!

The cards are then shuffled and used to call on students throughout the class session. The
cards keep me from unknown biases I may have when calling on students. Maybe I only call
on the kids with pony tails or something. With the cards it allows me to call on them by
name. They know their card is in the stack so they have a possibility of being called on. By
the end of the class I try to have made it all the way through the stack.

!

To help with the stress of being called on I use the “Who Wants to be a Millionaire” model.
When a student is called on they have an opportunity for a life line or to poll the audience.
What is interesting is that once they know they have an option, they will try the problem
first. They are more willing to offer answers and opinions. This was a very interesting
unexpected outcome. It also gives me an opportunity to ask “Is that your final answer”
which gets them reviewing what they said.

Examples:
!

The first class after discussing addition of fractions with different denominators the 3 x 5
card at the beginning of class might ask: When adding fractions, what is the first thing you
need to know? Are the denominators the same? is the correct response but the actual responses
provide valuable insight.

!

When working on word problems the 3 x 5 card at the beginning of class might ask them to
identify the steps taken to work a word problem. Or perhaps ask the students what the first
step in solving a word problem could be. The answers may vary but what would be
acceptable would be Read the problem or something along the lines of Identify what the problem is
asking.
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Minute Paper
(Angelo and Cross, 1993, p 120)
Description: No other technique has been used more often or by more college teachers than the
Minute Paper. This technique -- also known as the One-Minute Paper and the Half-Sheet Response -provides a quick and extremely simple way to collect written feedback on student learning. To use
the Minute Paper, an instructor stops class two or three minutes early and asks students to respond
briefly to some variation on the following two questions: "What was the most important thing you
learned during this class?" and "What important question remains unanswered?" Students write their
responses on index cards or half-sheets of scrap paper and hand them in.
Variations:
!

What was the most important point of the section?

!

What was the most surprising idea or concept?

!

What question remains unanswered in your mind?

!

What question from this class might appear on the next quiz/test?

!

What was the muddiest point of the class?

!

What was the main concept illustrated in class?

Step-by-Step Procedure:
1. Decide first what you want to focus on and, as a consequence, when to administer the Minute
Paper. If you want to focus on students' understanding of a lecture, the last few minutes of
class may be the best time. If your focus is on a prior homework assignment, however, the
first few minutes may be more appropriate.
2. Using the two basic questions from the "Description" above as starting points, write Minute
Paper prompts that fit your course and students. Try out your Minute Paper on a colleague or
teaching assistant before using it in class.
3. Plan to set aside five to ten minutes of your next class to use the technique, as well as time
later to discuss the results.
4. Before class, write one or, at the most, two Minute Paper questions on the chalkboard or
prepare an overhead transparency.
5. At a convenient time, hand out index cards or half-sheets of scrap paper.
6. Unless there is a very good reason to know who wrote what, direct students to leave their
names off the papers or cards.
7. Let the students know how much time they will have (two to five minutes per question is
usually enough), what kinds of answers you want (words, phrases, or short sentences), and
when they can expect your feedback.
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Finally, if you have not visited FLAG Field-Tested Learning Assessment Guide at
http://www.flaguide.org/ You should explore these easily downloadable resources for many
different disciplines.

The FLAG offers broadly applicable, self-contained modular classroom assessment
techniques (CATs) and discipline-specific tools for Science Technology Engineering and
Mathematics (STEM) instructors interested in new approaches to evaluating student learning,
attitudes and performance. Each has been developed, tested and refined in real colleges and
universities classrooms. The FLAG also contains an assessment primer, a section to help you
select the most appropriate assessment technique(s) for your course goals, and other
resources.
Another invaluable tool is a simple but terrific book on pedagogical techniques backed by research
data called Scientific Teaching by Handelsman, Miller and Pfund, C. (2007). It takes about two hours
to read but will reorient the way you run your course.
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Metacognition
As we admitted earlier in the chapter, we were shocked to learn that students needed to reflect on
their learning experience in order to absorb discipline content. Chapter 5 of this handbook contains
valuable information about metacognition and the neuroscience behind it. We urge you to examine
that material carefully because it will give rise to many ideas about how to incorporate metacognitive
activities into your classes. Here are a few of our favorites.
Student Self-Assessment
Chapter 5 contains many sample self-assessments that you can use to have students look at what
kinds of learning skills they possess at the moment and the skills needed to be a successful student.
The Appendix of Chapter 5 includes several Student Study Checklists that you may want to borrow
or tweak to fit your specific discipline. In addition to informing students about what is needed to
succeed in your field, it also provides them with an opportunity to assess themselves, one of the keys
to incorporating that invaluable “learner identity” lacking in so many students with basic skills needs
(Again, see Chapter 6 for a discussion about this).
Learning Styles Assessments
You can easily turn a quick learning styles assessment into a class activity. Chapter 5 lists several that
are free and available online. Best of all, they don’t take long to complete. Research has shown that
students who are aware of their learning styles and the types of activities that help them to learn
often have better success than those who do not. You can talk about specific techniques that
students with differing learning styles can use to absorb the content of your discipline or create
activities that provide opportunities to explore those techniques. Why would you want to take the
time to do this during class? Because it may help you avoid the stack of woeful assignments you
imagined at the beginning of this chapter.
Some faculty have turned this metacognitive exploration into an extended activity. In an attempt to
teach students argumentation and research, one English teacher we know asks students to assess
their own learning style, research its particulars and then argue whether or not they agree with their
categorization. Certainly those in the social sciences can also use this as an opportunity to allow
students to think critically about this topic while learning some techniques that may help them to
study.
Exam Postmortem
This activity, detailed in the Appendix to Chapter 5, has proven very helpful for those instructors
who give major exams. Using the form shown in the Appendix, student are asked to assess their
preparation and performance on an exam. Faculty report that they sometimes see a light bulb go on
when students take a hard look at how they prepared and what they plan to do differently next time.
It has even been known to improve their performance on the next test.

26

Chapter 14

Quick Takes
There are lots of other ways to embed metacognitive moments into a class. Simply asking students
to tell you what they learned from a major assignment (perhaps in the middle of doing it and also
after it is done) allows them to reflect on their learning. Many Angelo and Cross Classroom
Assessment Techniques are metacognitive in nature. In discussion-oriented courses, you can ask
students to reflect on what they said and what they held back during a debate. Looking at why they
spoke can be revealing. Likewise, asking them to give advice to next semester’s students provides
them with an opportunity to reflect on what they’ve learned. Remember that each time you do this,
you are helping students to assume a learner identity, learn about how they best learn and absorb the
content you are teaching.

More about Time
We imagine that many of you have been reading this chapter while
shaking your heads. “These authors are nuts! I don’t have the time to
do this. There’s so much I have to cover to prepare students for the
next level in my field or to transfer. I can’t get through all the
information now. How can I set aside time in class for all this other
fancy stuff?”
We know that no matter how lengthy your quarter or semester is, it just never seems long enough.
We agree. That’s true, especially in the sciences. But this is also true – no matter at what breakneck
pace you teach, you truly can’t get through all of a subject in one class. Microbiology? It changes
every day. Computer Sciences? New developments make what you’ve been teaching obsolete very
quickly. American History to 1865? Surely you are not able to teach the full complexity of two
hundred years in sixteen weeks. Latin American Literature? Let’s get real. There’s just too much to
cover. So you have to select. What are the most important things that students need to learn and
know how to do to succeed at the next level?
We want to remind you that you are already making those choices. The question you need to answer
is: How can you best prepare students to succeed? We believe that spending a little time assessing
the difficulties that students are having in learning your field and providing them with tools and the
opportunity to reflect on their knowledge may prepare them better than if you “covered” all of your
content without including this. We know that many faculty love to debate the differences between
teaching in depth versus teaching for breadth. We’re proposing to add another ingredient to the
controversy: teaching about learning.

Set up a Research Study
While you’re debating, why not set up a research study to explore if any of these methods really
work. Of course, you’ll want to assess the student learning outcomes for your course and discover if
using any of these methodologies improve student success. You may also be interested in forming a
Faculty Inquiry Group (FIG) to gather other faculty who would also like to investigate these
techniques. FIGs are explained in detail in Chapter 20 of this handbook, as part of the discussion of
professional development. Other suggestions there may prove fruitful for you as well.
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Prerequisites: Recognizing Student’s Basic Skills Needs and Guiding them to
Success
Perhaps one of the most important issues that needs to be discussed in this chapter and considered
by faculty that teach transfer courses revolves around assessment and pre-requisites. If we know we
have more and more students in our colleges with basic skills needs in reading, writing or math, how
do they pass our college level general education courses? How can a student pass a transfer –level
history course if they read at an eighth grade level? How do they pass a transfer-level economics
course if they can not understand graphs and have basic mathematics skills? How do they pass a
college-level philosophy course if they can not write at college level?
The truth is, many do not pass. Many drop out of the courses and others struggle to the end and fail.
A quick look at the statewide success rates for basic skills students who take general education
courses, compared to students without basic needs that take the same courses, reveals a meaningful
disparity.
TABLE 1 State-wide Student Success in Basic Skills and Non-Basic Skills Courses

State-wide Success Rate Spring 2007 All Disciplines
Note: The State-wide figures represent 112 reported out of total of 117 reporting entities statewide
Total
Success
Basic Skills
Program Type
Status
Enrollments
Succeeded
Rate (%)
Business and Management (05)
Basic Skills
1,510
579
38.34%
Business and Management (05)
Non-Basic-skills
232,185
149,364
64.33%
Education (08)
Basic Skills
1620
971
59.94%
Education (08)
Non-Basic-skills
325,413
238,497
73.29%
Fine and Applied Arts (10)
Basic Skills
232
114
49.14%
Fine and Applied Arts (10)
Non-Basic-skills
311,417
219,782
70.57%
Foreign Language (11)
Basic Skills
242
9
45.00%
Foreign Language (11)
Non-Basic-skills
97,539
65,324
66.97%
Humanities (Letters) (15)
Basic Skills
35,878
19,833
55.28%
Humanities (Letters) (15)
Non-Basic-skills
417,808
272,946
65.33
Social Sciences (22)
Basic Skills
14
6
42.86
Social Sciences (22)
Non-Basic-skills
437,291
274,886
62.86
These data are from the California Community College Chancellor’s Office Datamart at
http://www.cccco.edu/SystemOffice/Divisions/TechResearchInfo/MIS/DataMartandReports/tab
id/282/Default.aspx. The table reports the student success of sample discipline courses by basic
skills versus non-basic skills courses, representing the latest state-wide data for duplicated head
count retrieved March 1, 2008.
Title 5 requirements make applying prerequisites outside of a discipline a difficult task involving
statistical analysis of student success, content review, and multiple options to meet the prerequisite
requirements. “Prerequisites are an essential tool in the construction of curriculum for courses in
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which student success is highly dependent on previously acquired knowledge or skills. However,
effective use of prerequisites requires a balance of several countervailing factors (ASCCC, 1997).”
Title 5 §55002(a)(2)(D) "determines, based on a review of the course outline of
record, that a student would be highly unlikely to receive a satisfactory grade
unless the student has knowledge or skills not taught in the course, then the
course shall require prerequisites or corequisites...."

A Case Study

At Bakersfield College, faculty analyzed student success in the science general education courses and
found that students reading below college level were likely to fail those courses. Some administrators
were reticent to apply a prerequisite of college level reading, fearing that enrollment in the courses
would drop. However, the textbooks used in the courses were analyzed and found to be 17th gradelevel reading. A review of the course content revealed that success in the class involved reading the
textbook, lab manuals, online materials and outside research materials. Interestingly, additional
studies found that English 1A was a better predictor of student success. But to establish a
prerequisite, Title 5 requires a content review. In other words, the prerequisite must provide skills
and content that enable a student to succeed in the target course. While success in English 1A
equated with probable success in biology, there was not adequate agreement that writing
assignments were robust enough to validate the writing prerequisite. The content in the English 1 A
class did not match up with required entry skills. There were probably other factors that made it
predict student success, such as student study and work skills, but it did not relate to course content.
After a thorough discussion and analysis a prerequisite of college level reading was applied to all
general education science courses. There was a slight dip in the number of students taking the
courses the first year. But no measureable effect for the last 5 years. The courses have strong
attendance and, in the biology courses, this translated into both retention and success rates for that
exceeded statewide success and retention rates.
Here are other data samples from research on Psychology and Sociology general educations courses.
Translated these data indicate that a student is 20% less likely to succeed in Sociology if they do not
have college level reading skills and that they have less than a 50/50 chance of passing without those
skills.
Table 2 Reading Prerequisite Analysis for Sociology 1
Sociology B1A Students from Fall 2001 to Summer 2003
Met the PreReq *
Yes (1)

No (0)

SOCI B1 Course Success - Yes (1)

421

63.2%

216

43.1%

SOCI B1 Course Success - No (0)

245

36.8%

285

56.9%

Total

666

100.0%

501

100.0%

Grand Total All

1167

* To Meet the Prerequisite, a student must have:
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1) Tested at College-Level Reading or above, and/or
2) Completed Coursework - Reading 50 (ACDVB50) with a C or Better
Success is equal to a grade of C or better
The data on the Psychology class reveals that students without college level reading skills is
24% less likely to succeed and has just over a 50/50 chance of passing the course.
Table 3- Pyschology B1A PreReq Study
Pysch B1A Students from Fall 2001 to Summer 2003
Reading Prerequisite Analysis
Met the PreReq *
Yes (1)

No (0)

Psych B1A Course Success - Yes (1)

1091

75.2%

547

51.0%

Psych B1A Course Success - No (0)

360

24.8%

525

49.0%

Total

1451 100.0% 1072 100.0%

Grand Total All

2523

* To Meet the Prerequisite, a student must have:
1) Tested at College-Level Reading or above, and/or
2) Completed Coursework - Reading 50 (ACDVB50) with a C or Better
Success is equal to a grade of C or better
What do these kinds of data tell us about applying prerequisites? What message are we sending to
students if we do not have prerequisites on courses and allow them to fail, and then repeat and fail
the course again? Is this effective use of the student’s time, the faculty members’ efforts and the
funding to support this process? Our UC and CSU transfer institutions do not generally have basic
skills prerequisites on general education courses because they select for students with high GPA’s
and standardized test scores. They require specific level of high school course completion and
assume students have reached college level skills. Should we be concerned that some students
without college level reading can pass college-level transfer courses? Should our transfer partners be
concerned?
These are the important questions faculty who teach transfer level courses must consider in light of
our large numbers of students with basic skills needs. What do you know about your success rates
and the number of students with basic skills needs in your courses?
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Appendix 1
Graphs to Determine Mathematics Abilities
Look at the following graph and write a paragraph about the main points or conclusions this
graph allows us to make. Do these data raise any further questions in your mind?

http://www.cdc.gov/nchs/products/pubs/pubd/hestats/teenpreg1990-2002/Figure4.png
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This is a typical graph used on a patient’s chart to represent growth. At Jason’s last check up the
nurse circled two points on the graph. What does this tell us about Jason’s age, height and
weight? How does he compare to other children his age?

Chapter 14

33

Appendix 2

Attention Deficit Disorder (ADD) Checklist
Answer Yes or No to the following questions:
Yes
1.

Are you easily distracted?

2.

Are you quickly bored?

3.

Do get impatient or easily frustrated?

4.

Are you disorganized?

5.

Do you often forget or lose things?

6.

Do you have poor listening skills?

7.

Do other people think you engage in high risk behaviors?

8.

Are you impulsive?

9.

Do you have difficulty delaying gratification?

10.

Do you have difficulty following through on assignments,
projects or completing tasks?

11.

Do you have temper outbursts?

12.

Do other people consider you to be hyperactive or very
talkative?

No

If you answered YES to more than three of these questions, you may have
Attention Deficit Disorder. Please contact the Learning Opportunity Center (7810553) for more information.
Revised 1/30/2009-Martine Shelley, Sierra College
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Appendix 3

Rubric Writing
Workbook

By
Marcy Alancraig,
Cabrillo College SLO Assessment Coordinator
831-479-6366
maalancr@cabrillo.edu
Some materials in this workbook have been taken from the Cabrillo
College SLO web site, written by the author
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Overview
How can you tell if students in your course have achieved mastery of your
assignments? That’s easy. You simply grade them. But if you choose to use classroom
assignments as a way to assess student learning outcomes, you may need to grade a bit
differently.. Using classroom assignments as an assessment tool is called course
embedded assessment; it is a legitimate and useful way to measure student learning,
whether for individual courses or, when approached as a sampling methodology, for
both programs and institutional student learning outcomes. Besides, it also can improve
the regular work you do everyday in your classroom. This approach to teaching and
assessment believes that students will perform better if they understand how they will
be graded in advance. They need to know the precise standards and criteria that make
up an A, B or C grade.
“But, my students know that already,” you perhaps protest. “We talk about it on
the first day of class. The percentages that make up their final grade are right in my
syllabus. And I use a grading sheet when I return work.”
I’ve worked with many excellent faculty across California who are certain that
they are perfectly clear with students about grading. Sure, they have had some
complaints over the years, but that is to be expected. Yet, when asked if they tell their
classes exactly what elements compose an A paper, project or major assignment, most
admit that they have not gone into it in that kind of detail. The good news is that once
they did, through developing a grading rubric, they have found that students were
much less confused. Students seemed to have a better grasp of what they needed to do
to successfully complete an assignment. More importantly, once the assignments were
graded using the rubric, students understood the marks they earned. Complaints about
grades were greatly reduced!
A rubric translates the standards and criteria that make up grading into some
sort of chart or description. Rubrics can be used to score many kinds of written
assignments or exams, papers, projects, speeches or portfolios. They are not useful,
however, as a grading mechanism for multiple choice or short answer tests. However,
you can analyze those kinds of assessments by looking at groups of questions to also
determine how well students are mastering your outcomes.
A rubric answers the question, “What precisely is an A on a particular
assignment or project? How is it different from a B or C?” While this is information that
many of us carry inside our heads, in order to clearly assess student learning outcomes,
it must be articulated in writing. However, it is up to you – the expert in your classroom
– to define these standards and criteria and how they will be applied to the class work
that you assign. Your rubric will be as individual as your grading style and pedagogy.

36

Chapter 14

Sample Rubrics
A rubric is an individual as an instructor, the assignment or the course. They can
be organized and presented in many different ways. Before designing your own, it’s
helpful to look at rubrics developed by other teachers in different disciplines. The
following rubrics were created faculty across the state and have been used successfully
by their instructors. Take a look at all the different ways you can organize and present
your grading criteria to students.
Note the sample grading sheet on the last page that is tied to an English 1A
rubric. Students receive both the rubric and grading sheet before attempting the
assignment. The sheet is used to summarize how well the students did on each aspect of
the grading rubric. It also articulates what they need to do to improve their grade in the
future.
Here’s the bonus: some faculty who used rubrics combined with grading sheets
for the first time reported that they spent less overall time grading.
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Sample Rubrics
Short Essay Rubric
(Used in a Human Genetics course.)

Score Content

Organization

Development

Use of Language

5

Answer is
appropriate to
the question.
Content is
factually correct.

Clear sense of
order. Begins with
a thesis or topic
sentence.
Supporting points
are presented in a
logical progression.

Develops each
point with may
specific details.
Answers question
completely.

Uses technical or
scientific terminology
appropriately and
correctly. No major
grammatical or
spelling errors.

4

Answer is
appropriate to
the question.
Content may
have one or two
factual errors.

May lack a thesis
sentence, but points
are presented in a
logical progression.

Each point
supported with
some details and
evidence. All
important points
included.

Accurate word choice.
No more than 2 major
errors and a few minor
errors.

3

Content relates
peripherally to
the question;
contains
significant
factual errors.

Logic of argument
is minimally
perceivable. Points
presented in a
seemingly random
fashion, but all
support argument.

Sparse details or
evidence. Question
only partially
answered.

Ordinary word choice;
use of scientific
terminology avoided.
Some serious errors
(but they don’t impair
communication).

2

Content
unrelated to
question.

Lacks clear
organizational plan.
Reader is confused.

Statements are
unsupported by any
detail or
explanation.
Repetitious,
incoherent, illogical
development.

Limited vocabulary;
errors impair
communication.

Developed by Denise Lim, Biology.
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Sample Rubric for Assessing Photographs
1. Concept, idea, visualization:
10 pts Shows coherency of the concept with a high degree of originality and sophistication. The idea
is well stated with visual elements and cues.
9 pts

Shows coherency of the concept with some originality and sophistication. The idea is stated
with visual elements and cues but needs to be more clear or more strongly evident.

8 pts

Shows some coherency of the concept with commonly sued, cliché or stereotyped imagery.
The idea is obtuse, and requires greater clarity through the use of visual elements and cues.

7 pts

Lacks general coherency of the concept. Many of the visual elements and cues do not lead the
viewer to the intended idea.

6 pts

Lacks any coherency of the concept. Visual elements and cues do not lead the viewer to the
intended idea.

0 pts

The work was not presented to me.

2. Composition & design:
10 pts Shows strong internal integrity of the visual elements. Nothing needs to be added or removed
– framing is superb.
9 pts

Shows internal integrity of the visual elements. A visual element needs to be added, moved or
removed – framing needs some slight adjustment.

8 pts

Shows obvious weaknesses in the internal integrity of the visual elements. Many visual
elements need to be added, moved or removed – framing needs definite adjustments.

7 pts

Image is breaking apart – there is very little internal integrity of the visual elements. Most
visual elements need to be rethought – framing needs major readjustment.

6 pts

Visual integrity is nonexistent and image has broken apart. All of the visual elements need to
be rethought – framing needs a complete overhaul.

0 pts

The work was not presented to me.

3. Technical:
10 pts Shows master in the use of photographic equipment and techniques to attain the assignment
parameters.
9 pts

Shows a good command of the use of photographic equipment and techniques to attain most
of the assignment parameters.

8 pts

Shows some command of the use of photographic equipment and techniques to attain some of
the assignment parameters.

7 pts

Shows limited command of the use of photographic equipment and techniques to attain a few
of the assignment parameters.

6 pts

Shows little or no command of the use of photographic equipment and techniques to attain a
few or none of the assignment parameters.

0 pts

The work was not presented to me.
Developed by Susan Hoisington, Photography.
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Sample Rubric for Oceanography 10 Lab Project
Bathymetric Map and Cross Section (Lab #2) Grading Criteria
An “A” grade (9 or 10 out of 10):
! The contour lines are extremely smooth and evenly spaced with none of them touching
each other.
! Every water depth # has the appropriate contour line next to it and the entire map is
“contoured”.
! The overall presentation is excellent.
! The cross section is accurate and complete and the bottoms of the canyons and top of the
ridge are not flat.
! The ends of the cross section are complete and the paper shows the vertical exaggeration.
A “B” grade (8 out of 10):
! The contour lines are neat and smooth and appropriately spaced and some are touching,
but very few.
! Nearly all the water depth #’s are contoured, some may be missing, but very few.
! The overall presentation is good and very few “shadows” are showing.
! The cross section is accurate, but some information is missing, particularly on the ends.
! Vertical exaggeration may or may not be shown.
A “C” grade (6 or 7 out of 10):
! The contour lines are a little wide and show fringes, some may have double ends and
some of them are obviously touching each other.
! Some of the water depth #’s may not be contoured and the contour lines are all not evenly
or properly spaced. There may be shadows on the map and the overall presentation is
slightly sloppy.
! The cross section is mostly accurate, but some information is off line and missing,
particularly on the ends.
! Vertical exaggeration may not be shown.
A “D” and “F” grade (5 or less out of 10):
! The contour lines are sloppy and inaccurate and some or many are touching each other.
! Several of the water depth #’s are not accurately contoured and the map is not complete.
! The overall presentation is below or far below average.
! The cross section is inaccurate, and much information is off line and missing.
! Vertical exaggeration may be shown.
Developed by Dave Schwartz, Geology.
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English1A Essay Rubric

W0W!!! (90-100 Points - Grade A)

! Begins with an introduction that shows your understanding of the issues, grabs your
readers’ attention, and presents a strong and insightful thesis or point of view.
! Engages the topic in a thoughtful and individual way, showing originality, elegance
and clear thinking.
! Develops the topic using a strong detail, quotes from other sources, and a unique
synthesis of ideas.
! Utilizes library research and quotes from outside sources, always properly citing
them using the MLA format.
! Possesses a fully explained and logical progression of ideas that indicates the writer’s
sensitivity to different ways of looking at the topic with an awareness of key counter
arguments and a consideration of how those alternate positions shape your
understanding of the topic.
! Ends with a strong conclusion that clarifies the significance of the paper’s lessons
! Chooses words aptly and sometimes inventively.
! Demonstrates mastery of most of the grammar and usage conventions of Standard
English.
! Uses phrasing, tone, and expression that reflects a unique personal voice.

Good! Almost There (80-89 Points - Grade B)

! Begins with an introduction that shows some understanding of the issues, gives some
background and has an adequate thesis or point of view.
! Presents a thoughtful response to the topic, using appropriate reasoning and a
partially realized analysis that is accurate.
! Develops the topic showing appropriate details, a sense of orderly progress between
ideas, and use of references that reveal a familiarity with the topic.
! Uses words precisely if not creatively.
! Varies sentence structure enough to read smoothly.
! Utilizes library research and quotes from outside sources, usually properly citing
them using the MLA format.
! Uses competently the conventions of written English, containing few, if any, errors in
sentence structure, punctuation and capitalization or usage.
! Uses mostly consistent phrasing, tone and expression that reflects a personal world view
and style.

Developed by Marcy Alancraig, English. Note grading sheet at the end.
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Getting there (70-79 Points - Grade C)

! Presents an adequate response to the topic, using superficial analysis and weak point
of view.
! Uses logical reasoning, but the supporting evidence is general and imprecise with few
examples. There may be some small factual errors.
! Uses a less precise vocabulary and may contain awkwardness of expression.
! Utilizes library research and quotes from outside sources, with fairly consistent use of
the MLA citation format. May make some errors.
! Contains minor errors in mechanics and usage, and perhaps one or two more
distracting errors in sentence structure.
! Uses fairly consistent phrasing, tone and expression that reflect a personal world view
and style with occasional inconsistencies.

Try Again (60-69 Points - Grade D)
!
!
!
!

Responds to the topic illogically, without a coherent structure or focus.
Has no point of view, uses mostly summary and lacks evidence and support.
Makes several large, factual errors.
Makes enough errors in usage and sentence structure to cause a reader serious, if
occasional, distraction.
! Improperly uses the MLA format for citations. Makes major errors in quoting and
uses few sources.
! Uses frequently inconsistent phrasing, tone and expression, often formulaic and
imitative; lacks evidence of a personal worldview and style.

Let’s not even go there (50-59 Points - Grade F)

! Doesn’t attempt the task or distorts it
! Lacks organization or detail.
! Contains many distracting errors in sentence structure, simplistic or inaccurate word
choice, many repeated errors in grammar and usage.
! Not enough is written to get a sense of personal worldview and style.
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English 1A Grading Sheet
Paper #1-7 Grading Sheet
Name: ____________________________________ Total Grade: _________
This paper is one of the pieces of evidence for Outcomes #3 and 4:
! Use your unique voice to write papers that analyze the ecological, anthropological, historical
and literary aspects of the Monterey Bay region.
! Use the library to find information in books, magazines, electronic databases and on-line
sources. Incorporate those sources in your writing, acknowledging them using MLA
documentation style
Based on the grading scale listed under Grading Requirements, your grade is divided into the
elements listed in the chart below.
Getting
Try
Let’s Not
Elements of Grade
Wow!
Good
There
Again Go There
Introduction
Thesis or Claim
Response to Topic
Evidence to support thesis
MLA citation and documentation
Awareness of counter arguments
Flow and order of Ideas
Conclusion
Word Choice
Grammar and Punctuation
Personal Voice
Comments:
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Cr e at i n g Ru b r i cs Wo r k sh e e t 1
Course Name and Number
Core Competency or Course SLO
Assessment Tool/Assignment

Assignment Components

1.

2.

3.

4.

5.

6.

7.

8.
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Cr e at i n g Ru b r i cs Wo r k sh e e t 2
Articulate your standards for each component

Score: A

Write a sentence that describes the component at this level. Be as specific
as possible.

Component 1:

Component 2:

Component 3:

Component 4:

Component 5:

Component 6:

Component 7:

Component 8:
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Cr e at i n g Ru b r i cs Wo r k sh e e t 2
Articulate your standards for each component

Score:

B

Write a sentence that describes the component at this level. Be as specific
as possible.

Component 1:

Component 2:

Component 3:

Component 4:

Component 5:

Component 6:

Component 7:

Component 8:
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Cr e at i n g Ru b r i cs Wo r k sh e e t 2
Articulate your standards for each component

Score: C

Write a sentence that describes the component at this level. Be as specific
as possible.

Component 1:

Component 2:

Component 3:

Component 4:

Component 5:

Component 6:

Component 7:

Component 8:
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Cr e at i n g Ru b r i cs Wo r k sh e e t 2
Articulate your standards for each component

Score: D

Write a sentence that describes the component at this level. Be as specific
as possible.

Component 1:

Component 2:

Component 3:

Component 4:

Component 5:

Component 6:

Component 7:

Component 8:

48

Chapter 14

Cr e at i n g Ru b r i cs Wo r k sh e e t 2
Articulate your standards for each component

Score:

F

Write a sentence that describes the component at this level. Be as specific
as possible.

Component 1:

Component 2:

Component 3:

Component 4:

Component 5:

Component 6:

Component 7:

Component 8:
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Appendix 4
Sample Rubrics
Sierra College
ESL Departmental Writing Exam/Portfolio Scoring Rubric
0 (below 500): Demonstrates no or almost no writing competency
! May include no response, copying of some text from prompt and nothing else, strings of
words, memorized chunks or short response in native language
! Provides no development of ideas
! Uses very few English words
! Lacks all control over grammar
! May make errors in letter shape, size and spacing and/or use native language for spelling
1 (500): Demonstrates limited writing competency at the novice-mid level
! Has limited writing skills characterized by strings of words or short sentences
! Exhibits little development of ideas
! Uses a limited vocabulary with word choice and form errors
! Attempts sentences but with no control over most aspects of grammar
! May rely on native language spelling or show little awareness of sound/letter
correspondence and mechanics
2 (510): Demonstrates emerging writing competence at the novice-high level
! Has emerging writing skills characterized by brief text
! Produces paragraph-like writing that addresses the prompt at least marginally
! Exhibits some evidence of development of ideas
! Uses some common vocabulary with errors in word choice or form that interfere with
meaning
! Produces simple sentence structure with grammar errors that interfere with meaning
! Employs some capitalization and punctuation but probably has extensive spelling errors
3 (520): Demonstrates developing writing competence at the intermediate–low level
! Has moderately comprehensible text characterized by emerging paragraphing
! Produces multiple paragraphs or one long paragraph that addresses aspects of the prompt
! Develops paragraphs with topic sentences and some support although it may be general
or with 1 limited example
! Uses common vocabulary with some errors in word choice or form that may interfere
with meaning
! Produces a limited range of sentence structures with some grammar errors that may
interfere with meaning
! Shows some control of sentence boundaries, indenting, margins, spelling and mechanics
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4 (530): Demonstrates basic writing competence at the intermediate-mid level
! Has generally comprehensible text characterized by multiple paragraphs
! Produces essay-like writing with basic organizational structure, including topic sentences,
that addresses the topic but may lose focus at points
! Demonstrates aspects of development with examples and details although specific details
may be lacking or limited
! Uses a greater range of vocabulary although some errors in word choice or form may
interfere with meaning
! Uses simple, compound and complex sentence structures with occasional grammar errors
that may interfere with meaning
! Shows general control over sentence boundaries and essay format with some errors in
spelling and/or mechanics
5 (540): Demonstrates basic competence and control over many aspects of academic writing
at the intermediate-high level
! Has consistently comprehensible text characterized by essay format
! Produces a short, possibly formulaic, essay with an introduction, body and conclusion
that maintains focus on the topic
! Demonstrates knowledge of how to expand upon a central idea with supporting ideas and
specific details although development may be uneven or thin
! Has a good command of vocabulary with word choice or form errors occasionally
interfering with meaning
! Uses a range of sentence and grammatical structures with some errors that rarely interfere
with meaning
! Shows control over sentence boundaries and essay format with occasional errors in
spelling or mechanics
6 (30): Demonstrates competence and control over most aspects of the academic writing
process at an advanced-low level
!
!
!
!
!
!

Has text with some depth and complexity
Demonstrates good command of essay structure, including a thesis, and the ability to
focus on the topic with minimal drifting
Produces clearly organized and fully developed paragraphs with specific details and
mostly relevant examples, possibly including the use of ideas from others
Attempts higher-level vocabulary with occasionally distracting errors in word choice or
form that do not interfere with meaning
Controls a range of sentence and grammatical structures with occasional errors that do
not interfere with meaning
Has command of sentence structure and essay format with marginal errors in spelling or
mechanics

7 (40): Demonstrates competence and control over most aspects of the academic writing
process at the college level
! Has text with depth and complexity
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!
!
!
!
!

Demonstrates strong control over essay structure with effective and consistent focus on
the topic
Uses relevant examples and convincing details, probably including the use of ideas from
others
Uses higher-level vocabulary with only occasional errors that do not interfere with
effective communication
Controls a range of sentence structures for stylistic purposes using more complex
grammatical structures with occasional errors that do not interfere with effective
communication
Has command of sentence boundaries and essay format with marginal errors in spelling
or mechanics

8: (1B) Demonstrates college-level competence and control over the academic writing process
! Has rhetorically effective text
! Demonstrates a strong command of rhetorically effective and varied organizational
strategies with clear and effective focus on the topic
! Uses relevant examples and precise details as support appropriately integrating source
material
! Uses sophisticated vocabulary with minimal errors
! Employs a range of sentence structures and stylistic devices to achieve an effect and has
near native-like command of grammar with few or no errors
! Has strong command of sentence boundaries, essay format, spelling and mechanics
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Reading and Writing Rubric
Main Idea, Gives Supporting Details and Inferences Rubric
Category
Identifies
Main Ideas
in Reading

4
Attempts to
identify the
main idea(s);
however, the
main idea may
be stated
incorrectly or
may be missing

3
Identifies the
main idea(s), and
includes some
supporting
details.

2
Identifies the
main idea(s)
correctly, and
includes many
supporting
details.

Expresses
Main Ideas
and
supporting
details

May contain
few, incorrect or
irrelevant details

Much of the
response is
copied directly
from the text.
May contain
major
inaccuracies
Makes a general
inference about
character(s)
and/or event(s)
with few/no
supporting
details or uses
irrelevant details

Response is
written mostly in
the student’s
own words. May
contain minor
inaccuracies

Makes and Fails to make an
supports
inference, or
inferences
makes an
appropriately inference which
is illogical or
irrelevant

Makes a general
inference about
character(s)
and/or events(s)
with some
supporting
details, or uses
irrelevant details.

1
Clearly and
accurately
identifies the
main idea(s),
and includes
most of the
relevant
supporting
details
Response is
written in the
student’s own
words.

Makes logical
and relevant
inferences about
character(s)
and/or event(s).
Details from the
reading support
the inferences
made.

Dianne McKay
Mission College
9/25/2007
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Appendix 5
Resources for Chapter 14
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Chapter 15

Course Assessment Basics: Evaluating Your Construction
First off, due to the hard work of community college faculty across the state, and especially Student
Learning Outcome (SLO) coordinators, SLOs and their assessment may already be in place at your
campus. If so, your task as basic skills faculty, student services providers and/or administrators is to
find out about what has been done in your area. Many schools have written SLOs, but have not yet
figured out how to assess them. If that is the case for you, go to the Onward to Assessment portion
of this chapter. If SLOs and assessments are already in place in your college, and you are more than
familiar with them, but have questions about assessing complex and complicated programs like
learning communities or reading and writing labs, go to Chapter 16, of this handbook, Advanced
Assessment: Multiple Measures. If you are new to this entire work, wondering just what the x!?$%& a
student learning outcome is anyway, stay right here.
Let’s start with a definition, written by one of the primary authors of this chapter and posted in the
SLO Workbooks on the Cabrillo College SLO website. “Student learning outcomes (SLOs) describe
the:
!
!
!
!
!
!
!

knowledge
skills
abilities
attitudes
beliefs
opinions
values

that students have attained by the end of any set of college experiences – classes, occupational
programs, degrees and certificates and encounters with Student Services or the Library. The stress is
on what students can DO with what they have learned, resulting in some sort of product that can be
evaluated.”
The 2002 Accreditation Standards ask faculty to articulate student learning outcomes for each
course, each occupational program and each degree and certificate that the school offers. In
addition, they must also define them for Student Services and the Library. Then, they must design
assessment activities that provide students with an opportunity to demonstrate what they have
learned. In case this is all new to you, check out the glossary defining these assessment terms in
Appendix 1.
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Chapter 15

A bit about SLOs versus Course Objectives
“But we’ve always had course objectives in our course outline of record,” you think.
“What’s the difference between them and an SLO?” Good question!
SLOs for the classroom describe the knowledge, skills, abilities or attitudes that a student can
demonstrate by the end of your course. They address higher- level thinking skills.
“But wait,” you say. “We’re talking about basic skills courses.”
Yes, but basic skills courses also require students to think critically, to analyze, evaluate and
synthesize, as do all higher education classes. The very same thinking skills are put to use, though the
students are not grappling with the specific academic discipline at the same level of sophistication as
in transfer classes.
The Cabrillo SLO website defines the differences between course objectives and SLOs as the
following, including the chart shown below: “When trying to define Student learning outcomes for a
course, think of the big picture. SLOs:
! Describe the broadest goals for the class, ones that require higher-level thinking abilities.
! Require students to synthesize many discreet skills or areas of content.
! Ask them to then produce something - papers, projects, portfolios, demonstrations,
performances, art works, exams, etc., – that applies what they have learned.
! Require faculty to evaluate or assess the product to measure a student’s achievement or
mastery of the outcomes.
Course objectives are on smaller scale, describing small, discrete skills or “nuts and bolts” that
require basic thinking skills. Think of objectives as the building blocks used to produce whatever is
assessed to demonstrate mastery of an outcome. Objectives can be practiced and assessed
individually, but are usually only a portion of an overall project or application” (Cabrillo College,
2008, p. 41).
Objectives

Outcomes

Scope

Skills, tools, or content to engage Overarching results - subsequent learning
and explain a particular subject

Target

Details of content coverage and
activities which make up a
course curriculum.

Higher level thinking skills that integrate the
content and activities.

Major
Input – nuts and bolts
Influence

Output – Observable evidence (behavior,
skill, or discrete useable knowledge) of
learning.

Number

SLOs are limited in number (5-9) to facilitate
modification and improvement of teaching
and learning.
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Objectives can be numerous,
specific, and detailed to direct
the daily activities and material.
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Are you still confused? Look at the following outcomes and objectives from a basic skills reading
course at Mission College. Note how these fall into the categories in the table above.
Upon completion of Reading 961 (two levels below college-level English) the student
will:
1. Utilize vocabulary skills to comprehend assigned readings.
2. Determine and differentiate main ideas and supporting details in assigned readings.
3. Make appropriate inferences in assigned readings
Reading 961 objectives:
1. Apply knowledge of vocabulary commonly used in college reading, writing, and speaking.
2. Identify main idea in assigned readings.
3. Identify supporting details in assigned readings.
4. Identify organizational patterns and relationships of ideas in assigned readings.
5. Utilize graphic organizers (mapping, outlining, summarizing) as a method of organizing ideas
in prose reading.
6. Apply contextual clues as a method of improving comprehension through informing
vocabulary in assigned readings.
7. Apply critical thinking skills including distinguishing fact from opinion, making inferences,
and identifying author’s purpose and tone in assigned readings.
8. Apply reading and study techniques to enhance comprehension of college textbooks
Can you see that the objectives are small discrete skills that build to the overall course outcomes?
Here are a few more OUTCOMES from other basic skills courses.
Cabrillo College English 255: Basic Writing (two levels below college-level English)
1. Write short paragraphs and essays demonstrating basic sentence-level competency and
culminating in a portfolio.
2. Comment on idea and writing strategies in reading assignments.
Bakersfield College Math 50: Modern College Arithmetic and Pre-Algebra
1. Demonstrate the ability to add, subtract, multiply, and divide whole numbers, integers,
fractions, mixed numbers, and decimals.
2. Solve Linear Equations by:
a) Using the Addition/Subtraction property of equality
b) Using the Multiplication/Division property of equality.
c) Using both of the above properties together.
3. Translate English sentences to algebraic equations.
4. Simplify mathematical statements using the correct order of operations.
5. Calculate the perimeter and area of rectangles and triangles. Calculate the area and
circumference of a circle.
6. Find equivalent forms of numbers (i.e. change fractions to decimals, change percents to
fractions, change fractions to percents, change decimals to fractions, change decimals to
percents, change percents to decimals, change mixed numbers to improper fractions, change
improper fractions to mixed numbers).
4
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7. Round whole numbers and decimals appropriately as directed.
8. Apply the concept of percent to real-world application such as sales tax, discount, and
simple interest.
LA Mission College Course SLOs and ESL/English PROGRAM SLOs

Cosumnes River College has an excellent short PowerPoint detailing the process of
developing English as a Second Language (ESL) SLOs at
http://research.crc.losrios.edu/Marchand%20SLO%20Presentation.ppt#1
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Onward to Assessment
Student learning outcomes are only the beginning. An SLO is an empty phrase
without some attempt to assess or measure it. It is a building that has never been
constructed. Once the walls have been raised and the interior has been finished,
someone must walk the floors and make sure that everything works. In the construction industry,
that job belongs to a building inspector who certifies that the building is safe for use. In education,
it is the faculty’s role, whether in the classroom or providing a student service. Assessment is a
process where someone asks, “What are the results of this effort? Can anything be improved?”
Rather than depend on an outsider, educators must be the ones to design and create assessment
processes and determine how to use that data to improve teaching and learning.
So what is assessment?
Defining (and Re-assessing) Assessment: A Second Try
T. A. Angelo, (1995) AAHE Bulletin no.48, p.7.
"Assessment is an ongoing process aimed at understanding and
improving student learning.
It involves
! making our expectations explicit and public;
! setting appropriate criteria and high standards for learning
quality;
! systematically gathering, analyzing, and interpreting
evidence to determine how well performance matches
those expectations and standards; and
! using the resulting information to document, explain, and
improve performance.
When it is embedded effectively within larger institutional
systems, assessment can help us
! focus our collective attention,
! examine our assumptions, and
! create a shared academic culture dedicated to assuring
and improving the quality of higher education. "
First, remember WYMIWYG (WHAT YOU MEASURE IS WHAT YOU GET). Every time you
assess a skill or knowledge, you are communicating that the information on that test or assignment is
the most important information for your students to know. (It is why we get that irritating question
in every class, “Will this be on the test?”) Indeed, that is the way it should be. We should assess what
our students are able to do based on the outcomes we desire and at the level (higher order thinking
skills) that we expect. The way you assess your students and the data you collect to improve teaching
and learning will help you focus on the important and improvable aspects of your work.

6

Chapter 15

Here’s an example of a college that has institutionalized the asking and answering of assessment
questions.
City College of San Francisco—a much different, much larger institution—has developed a
Web-based Decision Support System. The DSS contains data from 1998 through the present
on student enrollment, student demand for classes, departmental productivity, student
success as measured by grades, course completion, degrees and certificates, and student
characteristics, all of which are available in response to queries from faculty and staff. An
instructor of pre-collegiate English might use the system to find out if different student
groups—by race or age—are particularly at risk in a key sequence of courses in which he or
she is teaching. The department might use the system to see how changes in teaching and
curriculum are reflected, or not, in patterns of student success over time. (Is this where the
quote begins? I can’t tell from this paragraph) Importantly, we heard from CCSF
institutional research staff about the need to work directly with faculty—one-on-one, in
small groups, and by departments—to help them envision ways to use the information; the
promise, that is, lies not only in supplying good information but in cultivating a demand for
it. (Hutchings & Shulman, 2007, p. 2)

SO, how do we do this?
The answer is, through carefully using Formative and Summative Assessments. But what the heck
is Formative Assessment?

Formative Assessment is a kind of evaluation that is created to help students to
improve performance. It has low stakes with regards to grading, but it allows students to practice,
rehearse or apply the things most valuable to attaining the outcomes of the course. Often quizzes
and homework represent this type of assessment.
This assessment is most important in its role as a diagnostic tool which allows you to
1)
identify areas of deficiency.
2)
prescribe alternative learning strategies.
3)
motivate the student to a deeper learning experience..

Summative Assessment, on the other hand, provides a final opportunity for students
to show you what they are able to do with what they’ve learned. Summative assessment data can be
used as a concluding judgment regarding grades and your last evaluation of the pedagogy and
content in your course. It’s high stakes and scheduled at a time when students have had opportunity
for feedback and improvement. The key to making summative assessment work is that it needs to
be both fair and authentic. “Authentic Assessment” by Wiggins, cited in the resources, provides
more details.
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Post secondary assessment done right must be rooted in the course and in the
classroom, in the individual cells, to speak metaphorically, where the metabolism
of learning actually takes place. (Wright, 1999, p. 3)
The second step to improving your work through assessment is to determine the kind of data that
will inform your teaching in the most effective ways. Data is a frightening word to many builders
and faculty, but here are four important concepts about data that will help you to grab this hot 2x4
by the end: Direct versus Indirect data and Qualitative versus Quantitative data.

Direct versus Indirect
We often refer to Direct and Indirect data. Direct assessments evaluate what students can actually
do. It is something you can witness with your own eyes: in class, through papers and exams,
speeches or presentations. The setting for those assessment activities is usually confined and
structured.
Indirect assessments don’t get at what students can actually do but ask for opinions about it, either
from students themselves or from others who might be able to judge. These assessment activities
are often in the form of surveys or self-assessments. When used with students, they tend to focus on
the learning process or environment, but the actual learning itself is inferred. The setting for these
assessments can be the classroom, but may occur elsewhere so it’s not easily contained or structured.
Confused? Try taking this quiz to help you get a deeper understanding of the terms.
Evaluate the sources of data below. Select whether they provide direct data or indirect data
concerning the issue at hand.

1. Polling information on who people will vote for in an election.
a. direct data
b. indirect data
2. The actual vote count reported the evening after the national election.
a. direct data
b. indirect data
3. People’s opinion about their favorite make of car.
a. direct data
b. indirect data
4. The number and make of automobiles actually sold.
a. direct data
b. indirect data
8
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5. Student learning assessed by essays graded by a rubric.
a. direct data
b. indirect data
6. Students’ opinions about their writing ability.
a. direct data
b. indirect data
7. A student satisfaction survey on the difficulty of science classes.
a. direct data
b. indirect data
8. Data on student success in science classes.
a. direct data
b. indirect data
See Appendix 2 for answers to Quiz on Direct and Indirect Data.
Direct data will indicate the areas of deficiency. In response to this, you need to review your
student’s pre-requisite knowledge, study skills, your own pedagogy, the methods of assessment used
and a variety of other issues related to the teaching and learning process.
In contrast, indirect data provides valuable information on perceptions, which are the reality in that
person’s mind. Responding to indirect data may mean clarifying expectations, changing the way you
present things, helping others to see the criteria more clearly, or providing data that changes those
perceptions. For example, indirect data from a survey of science and engineering students revealed
that the majority of students felt if they joined a study group it was an admission of inadequacy and
an indicator that they would not “make the grade.” Direct data showed that students involved in
study groups had better grades and documented improvement, so these perceptions were wrong.
Faculty had to respond to this data by working with student perceptions.

Qualitative versus Quantitative
Whether the data is direct or indirect, it may be information collected as numbers (Quantitative)
or in another format that does not involve numbers (Qualitative). Qualitative data are collected as
descriptive information, such as in a narrative or portfolio. These types of data, often found in openended questions, feedback surveys, or summary reports, are more difficult to compare, reproduce,
and generalize. These kind of data are also bulky to store and to report; however, it is often the most
valuable and insightful, often providing potential solutions or modifications in the form of feedback.
Its companion, Quantitative data are data collected as numerical or statistical values. These data use
actual numbers (scores, rates, etc.) to express quantities of a variable. Qualitative data, such as
opinions, can be displayed as numerical data by using Likert scaled responses which assigns a
numerical value to each response (e.g. 5 = strongly agree to 1 = strongly disagree). These data are
easy to store and manage; it can be generalized and reproduced, but has limited value due to the
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rigidity of the responses and must be carefully constructed to be valid. Many people possess fears
that the only data allowed for assessment results is quantitative, but this is not so.

Try another Quiz
1.
A faculty member is convinced that field trips are the most effective way to
teach geology but it is impacting the budget. Which data would be most convincing in
a budget discussion?
a. A narrative on the benefits of field trips (qualitative data)
b. A collection of student opinions about field trips (indirect data could be
qualitative or quantitative)
c. An example of student grades related to topics covered on the field trip that
compares the scores of students who went on the field trip and those who
did not (direct, quantitative)
d. A list indicating the number of the other institutions and geology programs
that support geology field trips as an integral part of the pedagogy (indirect,
quantitative)
e. A combination of these data
2. An ESL instructor has discovered from feedback from her students that the most important
outcome they are hoping for is proper pronunciation when they speak. Which would be the
most useful type of assessment data both for the individual student and for the course outcomes
as a whole?
a Direct statistical data gleaned from a multiple choice test about the
fundamental rules in proper pronunciation (quantitative).
b A national standardized ESL test (quantitative).
c A student log book created as a result of listening and analyzing recordings of
their own speaking (qualitative).
d An interview developed to assess pronunciation and evaluated using a rubric
that indicates the major types of errors and a narrative summary of the overall
pronunciation expertise (could be qualitative and quantitative).
e A classroom speech evaluated by comments from fellow classmates
(qualitative).
3. For the annual program review update in the mathematics department the faculty discussed the
results of a word problem assessment embedded in the final exam of each section of each class.
The assessment was graded with a rubric that faculty had thoroughly discussed in order to norm
or make their judgments consistent. What kind of data would be most useful in the departmental
annual report using this assessment?
a Individual scores of every single student (direct, quantitative data).
b Aggregated (combined data) for all the students in each type of course (direct,
quantitative data).

10
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c
d
e

A narrative report about what the department’s learned after analyzing the
results (qualitative data).
A look at the scores achieved by different student populations (quantitative
data).
The average score of each faculty member’s class section (quantitative data).

4. Reading faculty hypothesize that students are less likely to sign up for reading classes in the
academic development department than they are to sign into linked reading courses attached to
General Education courses (learning communities) where the texts in the course serve as the
reading text. What type of data would help explore the validity of this hypothesis?
a A survey asking students whether they would prefer to sign up for a learning community
or a reading class (indirect data could be qualitative or quantitative).
b Database information showing the number of students with placement test scores below
collegiate level (quantitative data).
c A comparison of student grades in General Education courses and their reading
placement test results (quantitative data).
d A narrative created from focus groups of students discussing reading problems
(qualitative data).
e An analysis of the number of students at another institution that has both linked reading
classes and Academic Development reading classes.
5. A faculty member is trying to improve her classroom presentation methods. Which would
provide the best feedback?
a. A questionnaire with (Likert-scaled) student responses providing options to select a.
this method is helpful, b. this method is not helpful or c. this method confuses me.
(indirect, quantitative data)
b. A demonstration of a method followed by open-ended discussion and feedback
from the students. (indirect, qualitative data)
c. A self evaluation by the faculty member listing the pros and cons of each method
(indirect, qualitative)
d. A review of the student test results directly related to that presentation method
(direct, quantitative)
e. A combination of the above
See Appendix 3 for answers to Quiz #2.
Developing or using these assessment techniques does not have to be burdensome. There are many
really useful techniques for diverse disciplines available online and in highly recognized resources.
One of these resources that has revolutionized teaching and learning is Classroom Assessment
Techniques by Angelo and Cross. Classroom Assessment Techniques (CATs) are a group of well
known and often used formative assessments. CATs are “simple tools for collecting data on student
learning in order to improve it” (Angelo & Cross, 1993, p. 26). CATs are short, flexible, classroom
techniques that provide rapid, informative feedback to improve classroom dynamics by monitoring
learning, from the student’s perspective, throughout the semester. Faculty can use a CATs technique
Chapter 15

11

at any point during a class (beginning, middle or end of a class session). After evaluating the result,
you can know what students are getting and can quickly change your teaching plans to fill in gaps or
clarify misunderstandings. CATs work best when student responses are anonymous and the results
are shared with them at the next class session. Some popular examples are “The Minute Paper,”
“One Sentence Summary,” “Chain Notes,” and “Application Cards” (see chart below from the
National Teaching and Learning Forum).
You can find more examples and a more detailed explanation of how to use them in Classroom
Assessment Techniques: A Handbook for College Teachers by Angelo and Cross (1993). For other discipline
specific downloadable CATs see http://www.flaguide.org/cat/cat.php.

Name:
Minute
paper [2]

Chain Notes

Memory
matrix
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Description:
During the last few minutes of the
class period, ask students to
answer on a half-sheet of paper:
"What is the most important point
you learned today?" and, "What
point remains least clear to you?”
The purpose is to elicit data about
students' comprehension of a
particular class session.

What to do with the
data:
Review responses and note
any useful comments. During
the next class periods
emphasize the issues
illuminated by your students'
comments.

Time
required:
Prep: Low
In class:
Low
Analysis:
Low

Students pass around an envelope
on which the teacher has written
one question about the class.
When the envelope reaches a
student he/she spends a moment
to respond to the question and
then places the response in the
envelope.

Go through the student
responses and determine the
best criteria for categorizing
the data with the goal of
detecting response patterns.
Discussing the patterns of
responses with students can
lead to better teaching and
learning.

Prep: Low
In class:
Low
Analysis:
Low

Students fill in cells of a twodimensional diagram for which
instructor has provided labels.
For example, in a music course,
labels might be periods (Baroque,
Classical) by countries (Germany,
France, Britain); students enter
composers in cells to demonstrate
their ability to remember and
classify key concepts.

Tally the numbers of
correct and incorrect
responses in each cell.
Analyze differences both
between and among the
cells. Look for patterns
among the incorrect
responses and decide what
might be the cause(s).

Prep: Med
In class:
Med
Analysis:
Med
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Directed
paraphrasing

Ask students to write a layman’s
"translation" of something they
have just learned -- geared to a
specified individual or audience -to assess their ability to
comprehend and transfer concepts.

Categorize student responses
according to characteristics
you feel are important.
Analyze the responses both
within and across categories,
noting ways you could address
student needs.

Prep: Low
In class:
Med
Analysis:
Med

Onesentence
summary

Students summarize knowledge of
a topic by constructing a single
sentence that answers the questions
"Who does what to whom, when,
where, how, and why?" The
purpose is to require students to
select only the defining features of
an idea.

Evaluate the quality of each
summary quickly and
holistically. Note whether
students have identified the
essential concepts of the class
topic and their
interrelationships. Share your
observations with your
students.

Prep: Low
In class:
Med
Analysis:
Med

Exam
Evaluations

Select a type of test that you are
likely to give more than once or
that has a significant impact on
student performance. Create a few
questions that evaluate the quality
of the test. Add these questions to
the exam or administer a separate,
follow-up evaluation.

Try to distinguish student
comments that address the
fairness of your grading from
those that address the
fairness of the test as an
assessment instrument.
Respond to the general ideas
represented by student
comments.

Prep: Low
In class:
Low
Analysis:
Med

Quickly read once through
the applications and
categorize them according to
their quality. Pick out a broad
range of examples and present
them to the class.

Prep: Low
In class:
Low
Analysis:
Med

Make a rough tally of the
questions your students
propose and the topics that
they cover. Evaluate the
questions and use the good
ones as prompts for
discussion. You may also want
to revise the questions and use
them on the upcoming exam.

Prep: Med
In class:
High
Analysis:
High

Application
cards

Studentgenerated
test
questions
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After teaching about an important
theory, principle, or procedure, ask
students to write down at least one
real-world application for what
they have just learned to
determine how well they can
transfer their learning.
Allow students to write test
questions and model answers for
specified topics, in a format
consistent with course exams. This
will give students the opportunity
to evaluate the course topics,
reflect on what they understand,
and what good test items are.

(may be
homework)
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[2] The Bureau of Evaluative Studies and Testing (BEST) can administer the Minute Paper
electronically.

Applying Assessment Basics to Real Life
Do you remember the Reading 961 SLOs from Mission College?
Upon completion, students will:
1. Utilize vocabulary skills to comprehend assigned readings.
2. Determine and differentiate main ideas and supporting details in assigned
readings.
3. Make appropriate inferences in assigned readings.
Let us look at the first outcome: Utilize vocabulary skills to comprehend assigned
readings. This is a skill. How would you assess a student’s ability to use vocabulary building
strategies? You might:

Give them some reading with new vocabulary and document how they deal with the new
vocabulary (a direct measure)
You could have them explain to others how they deal with new vocabulary (an indirect
measure)
Use the space below to jot down your thoughts about pros and cons of each method and what
might work best for you or for other faculty at your school (Hint: Think about whether or not an
indirect measure will give you enough information about how well a student can perform a skill).
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Let’s look at the second and third outcomes: Determine and differentiate main ideas and
supporting details in assigned readings and Make appropriate inferences in assigned
readings. In these outcomes cognitive abilities are being assessed, looking at what students actually
know. There are many different ways to assess these outcomes. Here are some possibilities. In
response to an assigned reading, students could:

Identify the main idea, supporting details and inferences in three selected paragraphs in a
text (a direct measure).
Answer ten questions about the main ideas, supporting details and inferences in the article
(a direct measure).
Write about them in a reading log (a direct measure).
Map them (a direct measure).

Debate them, using supporting details from the text (a direct measure).
Have the student describe his or her process of coming to understand the article (an indirect
measure).
Again, use the space below to note the pluses and minuses of each assessment method and discuss
what might work in a reading class at your college.
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Finally, let’s look at an outcome from another reading course from Mission College, one that is
designed for students in the level below the one we’ve been discussing (i.e. three levels below college
level English). One of the outcomes for Reading 960 reads: Perceive themselves as growing in
reading competence. This one targets a student’s belief or values. Many basic skills classes seek to
explore students’ self-perceptions. This can be tricky to assess. You have to use indirect measures,
because this one is about the student’s perception of his or her abilities. You could have students:

Describe to someone else in the class how competent they feel about reading.
Complete a survey about their reading abilities and competence at the end of the class.
Write an essay about how they have changed as a reader over the course of the class.
Survey their attitudes about their competency in reading at the beginning and end of the
course, comparing the results.
Use the space below to note the merits of each method. Which ones seem the most possible to do,
taking the least amount of time for you or your colleagues at your school?
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Speaking of time, we do expect you to be worrying about it at this point. “Wait a
minute,” we hear you say, “Are you telling me that I have to assess every outcome for my
class in addition to what I regularly do? I’m too busy! I have a lot of assignments to
grade, not to mention an entire semester’s worth of material to cover. What do you want
from me?”
But stop and think for a moment. Would you ever construct a building without examining it before
you let someone move in? Surely you would want to walk through each room and scrutinize it
carefully, perhaps testing the soundness of the walls or floor. In the same way, you cannot afford to
cover the content of your course without assessing what the students have learned. Even if you did
manage to cover everything, meaning a job well done by you, it’s possible that you could discover
that your students are not able to DO anything with that material. Assessment is the building
inspection!
The good news is that we have an effective method that draws on the major assignments
you’re already using in your class. This is called course embedded assessment. Using this
method, you can choose an assignment that you have to grade anyway as an assessment
source. Note that the many suggestions for assessments listed on the previous pages are
all class assignments. Though you will grade that assignment like you usually do, you’ll
also be analyzing the results from a slightly different perspective. What does the performance of
your students on this particular assignment tell you about their issues and needs with the material?
What can you discover about what they’re learning?
“Okay,” you say, “so why can’t I just use my grades as an assessment?” Good question! But think
about our purpose here. A letter grade is a summation of student performance and doesn’t provide
you with information about the different parts of the assignment, so you can see where students are
grasping the material and where they might be lost. Remember that assessment asks you to formalize
what you probably do intuitively each time you grade a set of assignments -- analyzing what you
think your students learned and planning for what you need to change to help them improve. The
way to grade an assignment so that it can authenticate or confirm that intuitive information is to use
a rubric or primary trait scale. If you are unfamiliar with these terms, please see the appendix of
Chapter 14 of this handbook for a detailed description of what rubrics are and how to create them.
Not every assignment you give to a class can do double duty as an assessment measure. Some
quizzes or homework simply test lower level knowledge, the type that is listed in the course
objectives. Assignments that you can also use as an assessment must measure higher level thinking
skills related to the course outcomes. SO examine your assignments and look for the ones that ask
students to synthesize and think critically, the ones that target the outcomes for your specific course.
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Closing the Loop
The final step in the assessment of student learning outcomes is often called “Closing the Loop.”
The term refers to taking the time to look carefully at the data you have collected and analyzing what
they suggest you can do to improve teaching and learning. Writing SLOs and assessing them is no
good if the final reflective step isn’t completed. The good news is that it can be both the most
rewarding and most enjoyable part of the assessment process, especially if it results in dialog with
other colleagues about what is going on in your classrooms or department. Some community
colleges, ones that have embarked on assessment processes that ask colleagues to share results,
report that meetings have become more meaningful. They are actually talking about teaching instead
of budget cuts, college business or even parking!
The chart below outlines the process. Note how circular it is. It keeps going, each step feeding into
the next. Ideally, assessment never ends. It simply continues in the same way that you continue to
informally evaluate what happens in your classes.

Develop, modify, or
review a curriculum,
course, program, or
service.
Determine
refinements based
on outcomes data.

Develop or
modify Student
Learning
Outcomes (SLOs)

Closing the Assessment Loop

Collect,
discuss, and
analyze data.

Design & Measure
Student Learning as a
result of the
Curriculum, Course,
or Program

Many colleges are tying the assessment loop to program review. It makes great sense to evaluate
assessment results and then plan how to improve teaching and learning based on those results. At
some colleges across the state, assessment results are now being used to justify budgetary requests.
Not only can assessment let you know what is going on in your classes, but it can also provide you
with funds to continue your good work.
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Let’s take a look at how a department can close the loop on assessing a basic skills class. Mission
College used this process to assess Reading 961, the course whose SLOs you looked at in the
beginning of this chapter. This is only one of many methods a department can choose to close the
loop. This is simply an example. Here are the steps they took:
Step One: They wrote SLOs for the class:
1. Utilize vocabulary skills to comprehend assigned readings.
2. Determine and differentiate main ideas and supporting details in assigned
readings.
Step Two: They decided on an assessment method to measure SLO #2.
“Students will be given an assignment asking them to read a selection that can be evaluated
in terms of one of the outcomes above. This assignment will then be evaluated by the
classroom instructor using a rubric designed for this purpose.”
Note that the department chose to use a course-embedded assessment method, using a
rubric to “grade” the assignment. All of the faculty teaching the course (both full time and
adjunct) participated. The assignments varied; some instructors asked students to answer ten
questions about an assigned text while others asked them to write the main point in one
sentence and then list supporting details. Still another other asked students to map the
reading and then either write or ask questions about it.
Step Three: Each individual instructor analyzed his or her results and recorded it on an
Individual Faculty Results Form that the department had created for this purpose. The
faculty from Mission have graciously given us permission to share some of their forms
which are at the end of this chapter. You may find their analysis of the student work
interesting.
Step Four: They decided on a process to close the loop where they would meet to share their
individual results, and discuss how to improve the course. “The department will then set
priorities and create an instructional plan with a timeline. The results/analysis,
recommendations, instructional plan and timeline will then be recorded on the Department
Analysis Form.” This is also included at the back of this chapter.
Step Five: They put their plans to the test. They discovered four things from doing this
assessment process together.
1. “…The need for repetition and explicit instruction for learning to take place.”
2. “ …Absences affect student learning, and students who had excessive absences,
and/or the occurrence of two holidays in November prior to giving the assessment
may have affected the outcomes.”
3. “ …Students seem to do well on prescriptive work, but have difficulty creating
structure and meaning for themselves.”
4. “Instructors were interested to note that they came to the same conclusions
regarding teaching and learning based on 4 different assessments, rubrics and
students. Results were remarkably consistent.”
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Step Six: They made plans for improvement.
1. “Need to rewrite SLO to separate Main Idea and Supporting Details from
Inferences. Cannot measure both in one SLO.”
2. “Make the SLOs explicit so students know their performance expectations and
provide ample practice.”
3. “Recognize the need to repeat the Main Idea SLO in various ways: outlining,
mapping and summarizing, throughout the semester.”
Note that the assessment revealed the need for a third SLO, which was added to the course
and included in the list you worked with earlier in the chapter. Revising and improving your
own SLOs or assessment methods are key to a successful process. Assessment and SLOs
continue to evolve. Going through an entire assessment cycle, where you close the loop, will
give you the information you need to make the process better and more workable for your
department.

A Few Words of Final Advice
1. Keep it simple. Don’t create a process that is so cumbersome and difficult that faculty
won’t want to do it. Create something that doesn’t take a lot of time.
2. Keep it safe. SLO Assessment is not to be used to evaluate individual faculty.
3. Focus on just one or two SLOs at a time. You need not assess EVERY SLO all the time.
4. Start small. You don’t have to do everything at once. Complete an entire loop with one
course or a series of classes and see what it teaches you. Just do it.
5. The creation of assessment methods and its analysis is a faculty responsibility. Don’t give
it over to people who are not in your classroom.
6. Complete an assessment cycle. Use the completed cycle to improve the way you
approach assessing other outcomes.
7. Make it fun.
8. Keep it sustainable – don’t create something that cannot be continued.
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Appendix 1
SLO Assessment Glossary
Abilities/Core Competencies/GE Outcomes/Institutional Learning Outcomes. This level of
accomplishment relates to the integration of knowledge, skills, and attitudes in complex ways that
require multiple elements of learning which are acquired during a student’s course of study at an
institution. Statements of intended results of student learning experiences across courses, programs,
and degrees. Core competencies describe critical, measurable life abilities and provide unifying,
overarching purpose for broad spectrum of individual learning experiences.
Assessment (Learning). Learning Assessment refers to a process where methods are used by a
faculty member, department, program or institution to generate and collect data for evaluation of
processes, courses, and programs with the ultimate purpose of evaluating overall educational quality
and improving student learning. This term refers to any method used to gather evidence and evaluate
quality and may include both quantitative and qualitative data.
Assessment (Placement). Assessment for placement is a standardized test or process by which a
student is properly put into the proper class in a sequence, such as mathematics, English, ESL, or
reading. In addition, this process also involves the validation of the content of the standardized test
by the appropriate faculty content experts.
Affective Outcomes. Outcomes related to changes in beliefs or development of certain values.
Authentic Assessment/Assessment for Improvement. Assessment that evaluates the student’s
ability to use their knowledge and to perform tasks that are approximate to those found in the work
place or other venues outside of the classroom setting. “Assessment is authentic when we directly
examine student performance on worthy intellectual tasks. Traditional assessment, by contract, relies
on indirect or proxy 'items'--efficient, simplistic substitutes from which we think valid inferences can
be made about the student's performance at those valued challenges”(Wiggins, 1990, page 1).
Assessment for Accountability. Assessment done in which the primary drivers are external, such as
legislators or the public.
Bloom’s Taxonomy. Six levels arranged in order of increasing complexity or intellectual
sophistication:
1. Knowledge: Recalling or remembering information without necessarily understanding it.
Includes behaviors such as describing, listing, identifying, and labeling.
2. Comprehension: Understanding learned material and includes behaviors such as explaining,
discussing, and interpreting.
3. Application: The ability to put ideas and concepts to work in solving problems. It includes
behaviors such as demonstrating, showing, and making use of information.
4. Analysis: Breaking down information into its component parts to see interrelationships and ideas.
Related behaviors include differentiating, comparing, and categorizing.
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5. Synthesis: The ability to put parts together to form something original. It involves using
creativity to compose or design something new.
6. Evaluation: Judging the value of evidence based on definite criteria. Behaviors related to
evaluation include: concluding, criticizing, prioritizing, and recommending. (Bloom, 1956)
Classroom assessment techniques. Classroom assessment techniques (CATs) are “simple tools for
collecting data on student learning in order to improve it” (Angelo & Cross, 1993, p. 26). CATs are
short, flexible, classroom techniques that provide rapid, informative feedback to improve classroom
dynamics by monitoring learning, from the student’s perspective, throughout the semester. Data from
CATs are evaluated and used to facilitate continuous modifications and improvement in the
classroom.
Classroom-based assessment. Classroom-based assessment is the formative and summative
evaluation of student learning within a single classroom.
Closing the Loop/Feedback Loop. Using assessment results to improve student learning through
collegial dialog informed by the results of the learning outcome assessment. It is part of the
continuous cycle of collecting assessment results, evaluating them, using the evaluations to identify
actions that will improve student learning, implementing those actions, and then cycling back to
collecting assessment results, etc.
Collegiality. Mutually respectful discussion that leads to participative decision making.
Competencies/Exit Skills/Terminal Measurable Objective/Student Learning Outcomes (SLOs).
Competencies refer to the specific level of performance that students are expected to master, such as
in the arts or CTE courses. Objectives refer to the discrete course content that students need to meet
in order to pass the class, whereas SLOs are the overarching behavioral, content, and/or critical
thinking skills that a student has learned as a result of the course experience.
Continuous Improvement. An on-going, cyclical process to identify and implement incremental
changes to improve the level of student learning.
Course Assessment. This assessment involves evaluating the curriculum as designed, taught, and
learned. It involves the collection of data aimed at measuring successful learning in the individual
course and improving instruction with a goal to improving learning.
Criterion-based assessments. Assessment evaluated or scored using a set of criteria to appraise or
evaluate work. Criterion-referenced evaluation is based on proficiency not subjective measures such
as improvement.
Culture of evidence. The term culture of evidence refers to an institutional culture that supports and
integrates research, data analysis, evaluation, and planned change as a result of assessment to inform
decision-making (Pacheco, 1999). This culture is marked by the generation and valuing of
quantitative and qualitative data providing accountability for institutionally defined outcomes
(Wright, 1999).
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Direct data. Data that measures the exact value. For instance, a mathematics test directly measures a
student's proficiency in mathematics. (Contrast with indirect data below.)
Embedded assessment. Embedded assessment occurs within the regular class or curricular activity.
Class assignments linked to student learning outcomes through primary trait analysis serve as grading
and assessment instruments. Individual questions on exams can be embedded in numerous classes to
provide departmental, program, or institutional assessment information. An additional benefit to
embedded assessment is immediate feedback on the pedagogy and student needs.
Evidence. Artifacts or objects produced that demonstrate and support conclusions, including data,
portfolios showing growth, products, as opposed to intuition, belief, or anecdotes. “Good evidence,
then, is obviously related to the questions the college has investigated and it can be replicated,
making it reliable. Good evidence is representative of what is, not just an isolated case, and it is
information upon which an institution can take action to improve. It is, in short, relevant, verifiable,
representative, and actionable” (ACCJC, 2008, p. 10).
Evidence of program and institutional performance. Quantitative or qualitative, direct or indirect
data that provides information concerning the extent to which an institution meets the goals it has
established and publicized to its stakeholders.
Formative assessment. Formative assessment generates useful feedback for development and
improvement. The purpose is to provide an opportunity to perform and receive guidance (such as in
class assignments, quizzes, discussion, lab activities, etc.) that will improve or shape a final
performance. This stands in contrast to summative assessment where the final result is a verdict and
the participant may never receive feedback for improvement such as on a standardized test or
licensing exam or a final exam.
General Education Student Learning Outcomes. GE SLOs are the knowledge, skills, and abilities a
student is expected to be able to demonstrate following a program of courses designed to provide the
student with a common core of knowledge consistent with a liberally educated or literate citizen.
Grades. Grades are a faculty report of a student’s performance in a class as a whole, but they are not
the same as assessment of SLOs in and of themselves. Some colleges have systems in place (e.g.,
rubrics) so that they can make some assessment of the course. Title 5 states that a student who is able
to pass a course with a C or better is able to move onto the next course.
Homegrown or Local assessment. This type of assessment is developed and validated for a specific
purpose, course, or function and is usually criterion-referenced to promote validity.
Indirect data. Data that measures a variable related to the intended value. For instance a person's
math skills may be indirectly measured through an employer’s questionnaire asking about the
computational skills of graduating students.
Information competency. The ability to access, analyze, and determine the reliability of information
on a given topic.
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Institutional Learning Outcomes (ILO/GE Outcomes. These are the knowledge, skills, and abilities
a student is expected to leave an institution with as a result of a student’s total experience. Because
GE Outcomes represent a common core of outcomes for the majority of students transferring or
receiving degrees, some but not all, institutions equate these with ILO’s. ILOs may differ from GE
SLOs in that institutional outcomes may include outcomes relating to institutional effectiveness
(degrees, transfers, productivity) in addition to learning outcomes.
Knowledge. Particular areas of disciplinary or professional content that students can recall, relate,
and appropriately deploy.
Learning. Particular levels of knowledge, skills, and abilities that a student has attained at the end of
engagement in a particular set of collegiate experiences.
Learning Outcomes, competencies, abilities. Learning outcomes are defined in higher education
assessment practice as something that happens to an individual student as a result of attendance at a
higher education institution. A Learning Outcome is a statement of what a student should understand
and be able to do as a result of what he or she has learned in a course or program.
Likert scale. The Likert scale assigns a numerical value to responses in order to quantify subjective
data. The responses are usually along a continuum such as - responses of strongly disagree, disagree,
agree, or strongly agree- and are assigned values of such as 1-4.
Metacognition. Metacognition is the act of thinking about one's own thinking and regulating one's
own learning. It involves critical analysis of how decisions are made and vital material is consciously
learned and acted upon.
Means of Assessment. The means of assessment refers to the instrument used to assess student
learning as well as when how the instrument will be administered. The following is an illustration:
“The Chinese Faculty and the Institutional Research Office collaboratively developed a rubric to
assess basic conversation strategies in Chinese. The rubric will be used by instructors to evaluate
students in Elementary Mandarin Chinese during an oral interview in the Spring 2009 semester.”
Norm-referenced assessment. In norm-referenced assessment an individual's performance is
compared to another individual. Individuals are commonly ranked to determine a median or average.
This technique addresses overall mastery, but provides little detail about specific skills. This can also
be used to track an individual’s own improvement over time in a pre-post assessment.
Objectives. Objectives refer to the specific or discrete course content that students need to meet in
order to pass the class. Objectives usually relate to lower level skills in the Bloom’s taxonomy of
learning. Objectives are usually more numerous and create a framework for the overarching Student
Learning Outcomes which address synthesizing, evaluating and analyzing many of the objectives.
Pedagogy - Pedagogy is the art and science of how something is taught and how students learn it.
Pedagogy includes how the teaching occurs, the approach to teaching and learning, the way the
content is delivered and what the students learn as a result of the process. In some cases pedagogy is
applied to children and andragogy to adults; but pedagogy is commonly used in reference to any
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aspect of teaching and learning in any classroom.
Primary Trait Analysis (PTA) is the process of identifying major traits or characteristics that are
expected in student work. After the primary traits are identified, specific criteria with performance
standards are defined for each trait.
Program. In Title 5, “Program” is defined as a cohesive set of courses that result in a certificate or
degree. However, in Program Review, colleges often define programs to include the specific
disciplines within the General Education pattern. It can include student services and administrative
units, as well. When assessing outcomes, at a minimum, programs that meet the Title 5 definition
must be included. However, how colleges strategize about their learning outcomes might include the
larger definition of “program.”
Qualitative data. Data collected as descriptive information, such as a narrative or portfolio. These
data often collected in open-ended questions, feedback surveys, or summary reports, are more
difficult to compare, reproduce, and generalize. It is bulky to store and to report, however, it is often
extremely valuable and insightful data, often providing potential solutions or modifications in the
form of feedback.
Quantitative data. Data collected as numerical or statistical values. These data use actual numbers
(scores, rates, etc) to express quantities of a variable. Qualitative data, such as opinions, can be
displayed as numerical data by using Likert scaled responses which assign a numerical value to each
response (e.g. 4 = strongly agree to 1 = strongly disagree). This data is easy to store and manage; it
can be generalized and reproduced, but has limited value due to the rigidity of the responses and must
be carefully constructed to be valid.
Reliability. Reliability refers to the reproducibility of results over time or a measure of the
consistency when an assessment tool is used multiple times. In other words, if the same person took
the test five times, the data should be consistent. This refers not only to reproducible results from the
same participant, but also to repeated scoring by the same or multiple evaluators. This does not mean
that statistical tests for reliability are necessary in the learning outcomes process, but indicates that
the assessment is a consistent tool for testing the student’s knowledge, skills or ability.
Rubric. A rubric is a set of criteria used to determine scoring for an assignment, performance, or
product. Rubrics may be holistic providing general guidance or analytical assigning specific scoring
point values. A rubric often improves the consistency and accuracy of subjective assessments. A
rubric can be a set of criteria specifying the characteristics of a learning outcome and the levels of
achievement in each characteristic.
Sampling. Sampling is a research method that selects units such as certain groups of students from a
specific population of students being studied, so that by examining the sample, the results can be
generalized to the population from which they were selected when everyone in the population has an
equal change of being selected (i.e. random).
Skills. The learned capacity to do something.
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Standardized assessment. Assessments created, tested, validated, and usually sold by an educational
testing company e.g. GRE’s, SAT, ACT, ACCUPLACER for broad public usage and data
comparison, usually scored normatively.
Student Learning Outcomes (SLO). Student learning outcomes are the specific measurable goals and
results that are expected subsequent to a learning experience. These outcomes may involve
knowledge (cognitive), skills (behavioral), or attitudes (affective) that provide evidence that learning
has occurred as a result of a specified course, program activity, or process. A Student Learning
Outcome refers to an overarching goal for a course, program, degree or certificate, Student Services
area or the library, one that asks students to synthesize many discreet skills using higher level
thinking skills and to produce something that asks them to apply what they’ve learned. SLOs usually
encompass a gathering together of smaller discrete objectives through analysis, evaluation and
synthesis into more sophisticated skills and abilities.
Summative assessment. A summative assessment is a final determination of knowledge, skills, and
abilities. This could be exemplified by exit or licensing exams, senior recitals, or any final evaluation
which is not created to provide feedback for improvement, but is used for final judgments. Some
midterm exams may fit in this category if it is the last time the student has an opportunity to be
evaluated on specific material.
Validity. An indication that an assessment method accurately measures what it is designed to measure
with limited effect from extraneous data or variables. To some extent this must also relate to the
integrity of inferences made from the data.
Content Validity. Validity indicates that the assessment is consistent with the outcome and
measures the content we have set out to measure. For instance, you go to take your driver’s
license exam, the test does not have questions about validity.
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Appendix 2
Answers to Quiz on Direct and Indirect Data
1. Polling information on who people will vote for in an election.
"

indirect data

2. The actual vote count reported the evening after the national election.
"
direct data
3. People’s opinion about their favorite make of car.
"
indirect data
4. The number and make of automobiles actually sold.
"
direct data
5. Student learning assessed by essays graded by a rubric.
"
direct data
6. Students’ opinions about their writing ability.
"
indirect data
7. A student satisfaction survey on the difficulty of science classes.
"
indirect data
8. Data on student success in science classes.
"
direct data
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Appendix 3
Quiz on Quantitative and Qualitative Data
1.

A faculty member is convinced that field trips are the most effective way to teach geology but it
is impacting the budget. Which data would be most convincing in a budget discussion.
a. A narrative on the benefits of field trips(qualitative data)
b. A collection of student opinions about field trips (indirect data could be qualitative or
quantitative)
c. An example of student grades related to topics covered on the field trip that compares
the scores of students who went on the field trip and those who did not (direct,
quantitative)
d. A list indicating the number of the other institutions and geology programs that support
geology field trips as an integral part of the pedagogy (indirect, quantitative)
e.

A combination of these data

2. An ESL instructor has discovered from feedback from her students that the most important
outcome they are hoping for is proper pronunciation when they speak. Which would be the
most useful type of assessment data both for the individual student and for the course outcomes
as a whole?
a. Direct statistical data gleaned from a multiple choice test about the fundamental rules in
proper pronunciation (quantitative).
b. A national standardized ESL test (quantitative).
c. A student log book created as a result of listening and analyzing recordings of their own
speaking (qualitative).
d.

An interview developed to assess pronunciation and evaluated using a rubric that
indicates the major types of errors and a narrative summary of the overall pronunciation
expertise (could be qualitative and quantitative).
e. A classroom speech evaluated by comments from fellow classmates (qualitative).
3. For the annual program review update in the mathematics department the faculty discussed the
results of a word problem assessment embedded in the final exam of each section of each class.
The assessment was graded with a rubric that faculty had thoroughly discussed in order to norm
or make their judgments consistent. What kind of data would be most useful in the departmental
annual report using this assessment?
a. Individual scores of every single student (direct, quantitative data).
b.

Aggregated (combined data) for all the students in each type of course (direct,
quantitative data).

c.

A narrative report about what the department’s learned after analyzing the results
(qualitative data).

d.
A look at the scores achieved by different student populations (quantitative data).
e. The average score of each faculty member’s class section (quantitative data).
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4. Reading faculty hypothesize that students are less likely to sign up for reading classes in the
academic development department than they are to sign into linked reading courses attached to
General Education courses (learning communities) where the texts in the course serve as the
reading text. What type of data would help explore the validity of this hypothesis?
a.

A survey asking students whether they would prefer to sign up for a learning
community or a reading class (indirect data could be qualitative or quantitative).

b.

Database information showing the number of students with placement test scores
below collegiate level (quantitative data).
c. A comparison of student grades in General Education courses and their reading
placement test results (quantitative data).
d. A narrative created from focus groups of students discussing reading problems
(qualitative data).
e.

An analysis of the number of students at another institution that has both linked
reading classes and Academic Development reading classes.

5. A faculty member is trying to improve her classroom presentation methods. Which would
provide the best feedback?
a. A questionnaire with (Likert-scaled) student responses providing options to select a.
this method is helpful, b. this method is not helpful or c. this method confuses me.
(indirect, quantitative data)
b. A demonstration of a method followed by open-ended discussion and feedback
from the students. (indirect, qualitative data)
c. A self evaluation by the faculty member listing the pros and cons of each method
(indirect, qualitative)
d. A review of the student test results directly related to that presentation method
(direct, quantitative)
e.
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A combination of the above
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Appendix 4
Reading 961 Student Learning Outcomes Assessment
Results
Fall 2007
Participants:
Ina Gard
Aaron Malchow
Alice Marciel
Dianne McKay
Submitted to Title V Project January 7, 2008
Process Summary
Four members of the reading department participated in a study to validate one of the Student
learning outcomes for Reading 961 the mid level developmental reading course at Mission College.
The catalog description for this course is:
Reading 961: Effective Reading (Non-Associate Degree Course) 3.0 units
Prerequisites: READ 960, or ESL 970RW, ESL 970G and ESL 970LS, or qualifying
score on the placement test.
This developmental course is designed for students who wish to correct or
improve basic reading habits and skills including: expanding vocabulary, improving
comprehension and attaining an efficient reading rate. The content and objectives of
this course will vary somewhat to meet the student’s individual needs. Some study
skills may be included. May be repeated once for credit. Credit/No Credit Option.
The department’s assessment plan had several components. The participating faculty met to discuss
the project and the course SLOs, did individual work in preparation for additional discussion on the
assessment tools and rubrics, conducted their assessment and evaluated the results. The plan
follows:
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Outcomes
Objectives

Reading Department Assessment Plan: Reading 961
Upon completion of Reading 961 the student will:
1. Utilize vocabulary skills to comprehend assigned readings.
2. Articulate main ideas and make inferences in assigned readings.
1. Apply knowledge of vocabulary commonly used in college reading, writing,
and speaking.
2. Identify main idea in assigned readings.
3. Identify supporting details in assigned readings.
4. Identify organizational patterns and relationships of ideas in assigned
readings.
5. Utilize graphic organizers (mapping, outlining, summarizing) as a method
of organizing ideas in prose reading.
6. Apply contextual clues as a method of improving comprehension through
informing vocabulary in assigned readings.
7. Apply critical thinking skills including distinguishing fact from opinion,
making inferences, and identifying author’s purpose and tone in assigned
readings.
8. Apply reading and study techniques to enhance comprehension of college
textbooks.

Assessment
Process

Assessment
Evaluation
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Students will be given an assignment asking them to read a selection that
can be evaluated in terms of one of the outcomes above. This assignment
will then be evaluated by the classroom instructor using a rubric designed
for this purpose. The results (with any analysis) will be recorded on the
Individual Faculty Results Form and presented to the department, with
recommendations, and a discussion will follow with the goal of generating
additional recommendations for the course and for the department. The
department will then set priorities and create an instructional plan with a
timeline. The results/analysis, recommendations, instructional plan and
timeline will then be recorded on the Department Analysis Form.
The discussion will take place once or twice a year, possibly on Flex Day.
The whole department will be invited, and part–time faculty will be paid to
attend with money from the Title V grant (for a limited time).
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Following is the timeline for training and implementing the plan during Fall 07
semester:
Training (September 25): 1.5 Hours
Selection/Refinement of Assessment Tool and Rubric (On Your Own): 4
Hours
Training (October 16, Workshopping Assessment Tools): 1.5 Hours
Training (November 13, Workshopping Rubrics): 1.5 Hours
Preparing Results/Filling out Forms (On Your Own): 4 Hours
Training (December 4, Reporting out Results/Brainstorming Session): 2
Hours
The results of the SLO validation follow in summary form, along with the individual
instructor’s rubrics, assignments and rating sheets. One of the immediate results of
the study was the need to rewrite the current SLO to separate the measurement of
main ideas and supporting details from inferences. We found it too difficult to
measure this combination. As a result, the rewritten SLOs for Reading 961 are:
Upon completion of Reading 961 the student will:
1. Utilize vocabulary skills to comprehend assigned readings.
2. Determine and differentiate main ideas and supporting details
in assigned readings.
3. Make appropriate inferences in assigned readings.
Student Learning Outcomes Assessment Summary
The individual instructors created their own assignments and rubrics, implemented
their assessment and evaluated the results. These results and rubrics can be viewed in
the attached appendix. As a result of these assessments and discussion among the
faculty, the following summary analysis and plan was created.
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Reading Department Analysis
Reading 961 SLO Validation
Fall 2007
Course

Reading 961

Meeting Date

December 4, 2007

Number of Faculty/Staff in
Attendance

Four: Aaron Malchow, Ina Gard, Alice Marciel, Dianne
McKay

Number of Faculty/Staff
Sharing Assessment Results

Same

SLOs Measured

2. Articulate main ideas and make inferences in assigned
readings

Assessment Tools

Attached

Assessment Results

Found the need for repetition and explicit instruction for
learning to take place.

What student needs and
issues were revealed?

Found that absences affect student learning, and students who
had excessive absences, and/or the occurrence of two holidays
in November prior to giving the assessment may have affected
the outcomes.
Found that students seem to do well on prescriptive work, but
have difficulty creating structure and meaning for themselves.
Instructors were interested to note that they came to the same
conclusions regarding teaching and learning based on 4
different assessments, rubrics and students. Results were
remarkably consistent.

Next Steps to Improve
Student Learning
How might student
performance be
improved?
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Stressing explicit instruction and repetition of major themes
within the SLOs to improve student performance. The goal
will be to make what the student needs to learn and
demonstrate very clear and give the students ample
opportunity to practice and perfect such learning.
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Next Step in the
Department to
Improve Student
Learning

We will focus on the SLOs all semester as the major
focus. This serves to give structure to the teaching and
learning.
It is clear that this SLO needs to be rewritten into two
separate SLOs, one for main idea and one for
inferences. The two cannot be measured together.

Priorities to Improve
Student Learning

Need to rewrite SLO to separate Main Idea and
Supporting Details from Inferences. Cannot measure
both in one SLO.
Make the SLOs explicit so students know their
performance expectations and provide ample practice.
Recognize the need to repeat the Main Idea SLO in
various ways: outlining, mapping and summarizing,
throughout the semester.

List the top 3-6 things
faculty/staff felt would
most improve student
learning
Implementation
List the departmental
plans to implement
these priorities

Timeline for
Implementation
(Make a timeline for
implementation of the
top priorities)
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By January 2008, rewrite the SLOs to separate Main
Idea and supporting details from inference.
In Spring 08, teachers will implement changes to
teaching and we will reassess in Fall 08.
By Spring 08 create SLO overlays to our official course
outlines to give to instructors to help focus their
instruction around those SLOs
In Spring 08 Flex Days, share the results of the SLO
validation with all department instructors and discuss
how the SLO’s can help shape instruction and focus on
the need for repetition of practice.
In Fall 08, we will select one assessment and rubric and
give it to all READ 961 students and evaluate that way.
See above.
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Individual Faculty Assessment Results Form: Aaron Malchow
You can generalize your results or use numbers instead of grades (A= 4 points etc).
Remember that this assessment process can’t be used to evaluate you personally or specific
students. The point is to evaluate how students are mastering the core competencies.
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Department:

Reading Department - Aaron Malchow

Course:

Reading 961

SLO:

Articulate main ideas and make inferences in assigned
readings.

Assessment Tool/
Assignment:
(Attach)

On a sheet of paper, for “Serving in Florida,” in Nickel
and Dimed, identify the main idea and one supporting
detail for:
1. the first full paragraph on page 12,
2. the last paragraph on page 27, and
3. the last paragraph on page 30

Rubric Used to Evaluate
Assessment tool:(Attach)
Number of A grades:

See attached page

Number of B grades:

11

Number of C grades:

5

Number of D grades:

2

Number of F grades:

0

Any factors that may have
affected the grades:
Thoughts on the assessment
results (see page 1, 5c):
(You may attach or type into
expandable box.)

Applying the rubric itself.

0

I looked the student responses to the assignment twice
– eyeballing them, following my standard grading
process, and then grading them using the rubric.
Comparing my standard process to the rubric results, I
would have marked at least 3-5 of the B-level responses
as A-level work, and the 2 D-level work would have
been F-level by my typical standards.
I find it interesting that I would not have
viewed any work as D-level using my typical grading
process, but at this point in the semester, I would hope
that my students could accomplish this task. The 2
student responses that rated a D-level on the rubric were
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incomplete, and showed a lack of effort. The rubric does
not have a rating that factors in incomplete work, as the
bottom most ranking implies that some effort was given,
rather than not finishing the assignment. Obviously, as a
teacher, I should not feel obligated to follow the rubric’s
guidelines under those circumstances, but in using the
rubric, I wanted to see what it accounted for – and did
not account for — rather than make exceptions for it
myself.
I also noticed that the rubric is actually
looking for two skills – not one – in each category. In
both categories, it implicitly identifies being able to
complete the task “without having the article in front of
him/her,” meaning that the rubric is also attempting to
measure recall, as well as comprehension. For the
assignment, I only wanted to measure comprehension of
main ideas and supporting details.
While I am not inclined to use this rubric
again, I do believe that using rubrics is useful in
articulating expectations – both to myself as a teacher
and to my students. I will use the experience to help me
better determine which rubrics might be most effective
for my classroom instruction.
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CATEGORY

4

Rubric Used to Evaluate Assessment tool: Malchow
3
2
1

Identifies
important
information

Student lists all the
main points of the
article without
having the article
in front of
him/her.

The student lists all
the main points,
but uses the article
for reference.

The student lists all
but one of the main
points, using the
article for reference.
S/he does not
highlight any
unimportant points.

The student cannot
list important
information with
accuracy.

Identifies details

Student recalls
several details for
each main point
without referring
to the article.

Student recalls
several details for
each main point,
but needs to refer
to the article,
occasionally.

Student is able to
locate most of the
details when
looking at the
article.

Student cannot
locate details with
accuracy
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Individual Faculty Assessment Results Form: Ina Gard
You can generalize your results or use numbers instead of grades (A= 4 points etc). Remember that
this assessment process can’t be used to evaluate you personally or specific students. The point is to
evaluate how students are mastering the core competencies.
Department:

Reading - Ina Gard

Course:

Reading 961

SLO:

2. Articulate main ideas and make inferences in assigned
readings

Assessment Tool/
Assignment:(Attach)

Students read “Rowing the Bus”. When complete
students mapped the reading and answered 10 main idea
questions

Rubric Used to Evaluate
Assessment tool:
(Attach)
Number of A grades:

See Attached

Number of B grades:

3

Number of C grades:

4

Number of D grades:

2

Number of F grades:

4

Any factors that may have
affected the grades:

Holidays on Monday evening (when this class met)
means students are not in class for two weeks.

Thoughts on the assessment
results (see page 1, 5c):
(You may attach or type into
expandable box.)

Repetition seems even more important than I would
have believed. Continually reviewing main idea with
major points seems crucial. Having students map as
much as possible appears to help.
Level of success on this assessment tool seems to
correlate with other work done in the class.
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Individual Faculty Assessment Results Form: Alice Marciel
You can generalize your results or use numbers instead of grades (A= 4 points etc.). Remember that
this assessment process can’t be used to evaluate you personally or specific students. The point is to
evaluate how students are mastering the core competencies.
Department:

Reading - Alice Marciel

Course:

Reading 961

SLO:

2. Articulate main ideas and make inferences in
assigned readings

Assessment Tool/ Assignment:
(Attach)

Students read “Rowing the Bus” article and answered
10 main idea questions and mapped the story. 20
students were assessed.

Rubric Used to Evaluate
Assessment tool:(Attach)
Number of A grades:

See Attached

Number of B grades:

2 students - identified 7 responses

Number of C grades:

4 students - identified 4 or 5 responses

Number of D grades:

none

Number of F grades:

none

Any factors that may have
affected the grades:

Increased mapping assignments for practice prior to
administering the assessment.

14 students - identified 8 responses

Thoughts on the assessment
results (see page 1, 5c):
(You may attach or type into
expandable box.)
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Main Idea/Supporting Detail Rubric
Used by Alice Marciel and Ina Gard
Performance Level
5 - Superior
4 - Strong
3 - Adequate
2 - Limited
1 - Very Limited

Chapter 15

Criteria
Correctly identifies 8 of 10 responses.
Demonstrates in-depth understanding of
material
Correctly identifies 6 - 7 of 10 responses.
Demonstrates good understanding of the
material.
Correctly identifies 4 or 5 of 10 responses.
Demonstrates sufficient understanding of the
material
Correctly identifies 3 of 10 responses.
Demonstrates some understanding of material.
Correctly identifies fewer than 3 of 10 responses.
Demonstrates lack of understanding of the
material
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Individual Faculty Assessment Results Form: Dianne McKay
You can generalize your results or use numbers instead of grades (A= 4 points etc.). Remember that
this assessment process can’t be used to evaluate you personally or specific students. The point is to
evaluate how students are mastering the core competencies.
Department:
Reading - Dianne McKay
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Course:

Reading 961

SLO:

2. Articulate main ideas and make inferences in assigned
readings

Assessment Tool/
Assignment:
(Attach)

Select one chapter from the week’s reading in Breaking
Through and in one good sentence, write its central point
(thesis), then list the details that support this central point.
You may use mapping or outlining to do this if it is helpful

Rubric Used to Evaluate
Assessment tool: (Attach)
Number of A grades:

See Attached

Number of B grades:

1

Number of C grades:

2

Number of D grades:

1

Number of F grades:

0

Any factors that may have
affected the grades:

1. I changed this assignment to add the supporting details
(map or outline) for this project. This by itself was an
improvement to the assignment and the teaching that went
with it.
2. The students had two previous opportunities to attempt
the main ideas and supporting details and improve them.
This was week 3 of a 4 week project. Students who received
a C & D had had excessive absences and so missed the 2
weeks of learning experiences previous to this work.

Thoughts on the
assessment results (see
page 1, 5c):
(You may attach or type
into expandable box.)

1. Based on this experience, I would allow more time in
class to specifically peer review the main ideas and details.
In the first 2 weeks, I had taken samples of students work
and as a group we critiqued and improved on them. I also
took examples of good student work and used them as
templates for the students.
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Dianne McKay’s Scoring Rubric for
SLO Assessment of Main Idea
4 (A)
3 (B)
2 (C)
1 (D)
0 (F)

Central Point (main idea) is clear and stated in a complete sentence. All
supporting details are relevant to the Central Point.
Central Point contains main idea but may be unclearly stated and/or not in a
complete sentence. Most supporting details support the Central Point.
Student attempted to write a Central Point, but it is unclear, and some of the
supporting details don’t directly support the Central Point.
The statement of Central Point is incorrect given the subject matter, and the
details don’t support it.
No statement of Central Point is written and no appropriate supporting details
are represented.

OUTCOMES for Reading 960 (three levels below College Level English): Upon completion,
students will:
1. Apply vocabulary-building strategies to improve their analysis of readings.
2. Demonstrate a literal comprehension of readings, through identification and analysis of
main ideas, supporting details and rhetorical patterns of organization and development.
3. Perceive themselves as growing in reading competence.
OBJECTIVES for Reading 960 (three levels below College Level English):
1. Demonstrate sufficient vocabulary and language development to allow for reading and
written expression at a pre-collegiate level.
2. Recognize the main idea of a paragraph in pre-collegiate level readings.
3. Recognize supporting details in paragraphs in pre-collegiate level readings.
4. Understand organizational patterns and relationships of ideas in pre-collegiate level readings.
5. Apply word attack skills including phonics, syllabication, and dictionary skills to read and
spell words at a pre-collegiate level.
6. Recognize and apply written context to inform vocabulary knowledge at a pre-collegiate
level.

Chapter 15

43

Appendix 5
Long Beach City College Materials for Determining Evaluation Techniques
Methods Of Evaluation:
The faculty author will describe general evaluation methodologies (1-2 sentence explanations) as they align
with the course's assignments, course content, and student learning outcomes. Course assignments should not
be iterated on this page. The department's expectations, standards, or criteria of judgment must be included.
Explain the criteria used by the instructor to evaluate the students' work, the nature of the student
performance that is being expected as a venue to demonstrate the accomplishment of the learning outcomes
and how these evaluations demonstrate that students have met the expected outcomes for this course.
A significant number of the assignments described on the Assignment Page should be evaluated and, thus,
identified and explained on this page.
There are three sections to this page.
1. There is a written evaluation section with several prompts.
2. There is a problem-solving evaluation section with several prompts.
3. There is an "other evaluation" section with several prompts.
Please identify the required prompt carefully.
Multiple choice and true-false tests should be explained under the "objective exam" prompt.
Typically a laboratory class would evaluate skills, techniques, and performance. This information should be
described under the "skill demonstration" prompt.
The evaluation of higher level critical thinking skills should be emphasized-see Bloom's Taxonomy or a
comparable taxonomy.
Please use complete sentences when writing these responses.
A course grade may not be based solely on attendance.
Representative means of evaluation are illustrated below.

Written evaluation, such as:
Essay Exam(s):

Students will write essay exam answers using anatomical terminology and reference terms of
anatomical directions to compare and contrast the relationships of organs and organ systems.
Take home exams must contain accurate, clear, and coherent thesis statements supported by the
appropriate number of paragraphs to sustain the student's argument.

Term or Other
Paper(s):

The critique paper is evaluated on how well the student is able to justify his/her opinion of a
dance concert through analysis of the choreography, performance, and theatrical elements by
using detailed examples to support the thesis.
The "socialization report" is graded on the student's inclusion of the required materials,
presentation methods, application to the reading, and depth of the self-reflective material.
A research term paper is graded based on quality of research, completeness and objectivity of
data, reasoned conclusions that demonstrate critical thinking, clarity of organization, quality of
written English, and timeliness.

Laboratory
Report(s):
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In written laboratory reports students must demonstrate the use of critical thinking skills to
deduce the proper question, comply with the given instructions, maneuver in, through, and out of
the website, synthesize key pieces of information, and compare this information to their own
situation.
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Written
Homework:

Article worksheets are evaluated on the inclusion of the required information as well as the
student's synthesis of the concepts presented.
Assignments will be evaluated on the completion of the assignment in a timely manner, thorough
and correct completion of the assignment based on the instructions given, and signs of effort in
the completion of the assignment.

Reading
Report(s):

The topics for weekly reading reports will be derived from the textbook, monographs, and/or
journal articles and will evaluate the needed analytical skills for the student to develop written
theses.

Computational or non-computational problem-solving demonstrations, such as:
Exam(s):

Exams are evaluated on the student's ability to synthesize key concepts and solve appropriate
problems as they relate to the content.

Quizzes:

Several short quizzes are given during the semester and will evaluate the skills that the students
have developed in utilizing the appropriate equations and diagrams to solve problems at the end
of each chapter in the textbook.

Homework
Problem(s):

Students will be given several assignments that present a problematic situation to be analyzed
and resolved.

Laboratory
Report(s):

Project/Lab Reports are evaluated based on completeness and the ability of the student to
summarize results and draw conclusions.

Fieldwork:

During an assigned field activity the student will be evaluated as to the demonstration of critical
thinking and analysis to the problem being addressed, quality and effort displayed in the
performance of the objective, and the new knowledge gained from the experience.

Further methods of evaluation, such as:
Skill demonstrations,
such as: class
performances(s),
fieldwork, performance
exam(s):

The student performance criteria are based on the accuracy of the movement shape and
correct body alignment or technique, accuracy with the music, interpretation of the
music, use of the appropriate energy dynamics, and the projection of confidence and
stage presence without stopping.

Objective
examinations, such as:
multiple choice, true/
false, matching items,
completion:

Students will be given multiple-choice, true-false, matching and/or fill-in exam questions.
Some questions will test detailed knowledge of the human body and others will require
students to think at higher cognitive levels to assess the relationship of tissues, organs,
and systems and to correlate these to functions in the body as a whole.

Portfolio:

The student's portfolio of finished projects will be evaluated on technical (basic use of
software) as well as artistic (basic use of color and composition) merit.

Oral Presentation(s):

Term end projects will be graded on the appropriate collection of data, accurate summary
of results, and clarity of the presentation to the instructor and class.
Students will be evaluated as to their ability to clearly discuss their work product in terms
of aesthetics, composition, and technique.

Performance exams will be given to students periodically throughout the term to evaluate
safety, technique, and procedures based on industry standards.

Objective exams will be used to evaluate a student's recall of key concepts and correct use
of vocabulary/nomenclature.

Other (specify):
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Appendix 6
Choosing the Right Assessment Tool
Assessment
Tool

Pros

Multiple Choice
Exam

"
"

easy to grade
objective

Licensing
Exams

"

easy to score and compare

"

comparable between students

Standardized
Cognitive Tests

"

can minimize large picture and
interrelatedness
evaluation feedback is basically a
yes/no - present/absent - without
detail

"

time consuming to grade, can be
subjective

"

displays analytical and synthetic
thinking well
connects other knowledge to topic

"

creating the case is time
consuming, dependent on student
knowledge form multiple areas

"

displays analytical and synthetic
thinking well
authentic if real world situations
are used

"

difficult to grade due to multiple
methods and potential multiple
solutions

"

easily graded with rubric
allows other students to see and
learn what each student learned
connects general education goals
with discipline-specific courses

"

difficult for ESL students
stressful for students
takes course time
must fairly grade course content
beyond delivery

provides immediate feedback to
the student
reveals thinking and ability to
respond based on background
knowledge and critical thinking
ability

"

requires good rubric
more than one evaluator is helpful
difficult for ESL students
stressful for students
takes course time

students can display skills.
knowledge, and abilities in a way
that is suited to them

"

must have clearly defined criteria
and evaluative measures
"the look" cannot over-ride the
content

"

"
"

"
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no authentic testing, may outdate

displays analytical and synthetic
thinking well

Problem
Solving

Product
Creation &
Special Reports

"

"

"

Case Study

Debate

reduces assessment to multiple
choice answers

"

Essay

Oral Speech

"

very useful for skills or
performances
students know exactly what is
missing

"
Checklists

Cons

"
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Assessment
Tool

Pros
"

Flowchart or
Diagram

"

"
"
Portfolios

"

"
Exit Surveys
"
"
Performance

"

"

Cons

displays original synthetic thinking
on the part of the student
perhaps the best way to display
overall high level thinking and
articulation abilities

"

provides the students with a clear
record of their work and growth
best evidence of growth and
change over time
students can display skills.
knowledge, and abilities in a way
that is suited to them
promotes self-assessment
provides good summative data
easy to manage data if Likertscaled responses are used

"

time consuming to grade
different content in portfolio makes
evaluating difficult and may require
training
bulky to manage depending on
size

"

Likert scales limit feedback, openended responses are bulky to
manage,

provides best display of skills and
abilities
provides excellent opportunity for
peer review
students can display skills.
knowledge, and abilities in a way
that is suited to them

"

stressful for students
may take course time
some students may take the
evaluation very hard - evaluative
statements must be carefully
framed

best method to measure growth
overtime with regards to a course
or program - cumulative

"

focus and breadth of assessment
are important
understanding all the variables to
produce assessment results is also
important
may result in additional course
requirements
requires coordination and
agreement on standards

Capstone
project or
course

"

"
"
"

"

connects general education goals
with discipline-specific courses

"
"

Team Project

Reflective selfassessment
essay
Satisfaction
and Perception
Surveys
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"

more difficult to grade, requiring a
checklist or rubric for a variety of
different answers
difficult for some students to do on
the spot

must fairly grade individuals as well
as team
grading is slightly more
complicated
student interaction may be a
challenge

"

provides invaluable ability to
evaluate affective growth in
students

"

must use evidence to support
conclusions, not just selfopinionated assessment

"

provides good indirect data
data can be compared
longitudinally
can determine outcomes over a
long period of time & variables

"

respondents may be influenced by
factors other than those being
considered
watch validity and reliability

"

"
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Scaffolding and Foundational Support for College Success:
The Role of Prerequisites
In order for students to succeed in California community colleges, it is important that they are given
every opportunity to build their education with a well constructed foundation. No one would begin
to construct a roof and walls without first creating those foundational components that will form the
support and basis of the rest of the project. In this same way, basic skills in reading, writing,
mathematics, English as a Second language and study skills are the foundation for success in later
coursework. This chapter represents a reality check on the process and environment necessary to
create a sturdy and longlasting building (education) for the typical community college student in
California.
The vast majority of students in California are very diverse. Many students represent the first
person in their family to ever venture into higher education. This is the promise and the vision for
California’s public higher education goal which represents an unparalleled educational opportunity:
It is the intent of the Legislature that each resident of California who has the
capacity and motivation to benefit from higher education should have the
opportunity to enroll in an institution of higher education. Once enrolled, each
individual should have the opportunity to continue as long and as far as his or
her capacity and motivation, as indicated by academic performance and
commitment to educational advancement, will lead him or her to meet academic
standards and institutional requirements. California Education Code
Section 66201
More than any other California higher education segment, the
community colleges exemplify open access and opportunity for
residents to pursue higher education. Yet what responsibility comes
with that access? Do we expect students to create and pursue educational pathways by themselves?
How can they accurately determine their own skill and knowledge levels and then project what is
necessary to be successful in courses? We assume that students will get help from counselors, yet
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according to the SENSE survey, the national Survey of Entering New Student Engagement, 40% of
entering students reported seeking advice from family members, friends and peers, compared with
30% of students who met with a college counselor or advisor. Forty-one percent of respondents
reported that they did not use advising services of any kind (CCSSE, 2007).
Let’s begin with our first reality check. One community college in southern California began to
examine their placement assessment data for first time students. This college requires all new
students to take an assessment test. They discovered that 93% of their entering students assessed at
below college level in English and 100% were below college level in mathematics. All students
signing up for an ESL, English, reading or mathematics course are required to get assessed for
proper placement. However, this college also allows these same underprepared students to sign up
for transferable courses such as Introduction to Anatomy, Human Biological Evolution, Principles
of Economics II, Geology, Political and Social History of the United States, The Government of the
United States, Contemporary World Affairs, and General Psychology I without any assessments,
advisories or any prerequisites. In other words, no direction is included in the catalog. Students
without college level reading, writing, ESL and mathematics have open access to register and take
these courses. Is it possible that the students will go to a counselor for advice? As we stated above,
the research shows that the majority of students in community colleges do not seek advice for
registration from counselors.
To fully understand the complexity of the situation, an additional reality check is necessary. Recent
data show that simply knowing a student is underprepared is not the whole picture. For instance, if
75-90% of the first-time students in California are testing into a basic skills course in at least one
discipline, what does that mean for those students when they register for college level courses that
use college level textbooks and expect college level writing or mathematics? And what are the actual
skill levels of the underprepared students? Data from the college referenced above concerning the
actual level of the students’ ability is displayed in Table 1.
TABLE 1
Fall 2008 College Data on Percentage of Students at Various Assessment Levels
Term: Fall 2008
English
Math
%
N
%
N
Transfer level
7%
170
0%
9
One level below transfer
7%
166
7%
183
Two levels below transfer
29%
723
16%
393
Three or more levels below
57%
1406
77%
1917
Auto Total
100%
2465
100%
2502
This data is courtesy Craig Hayward, Cabrillo College.
Here’s the reality. A recent survey found that 57% of the students registering for the transferable
general education courses that have no prerequisites assessed at three levels or more below transfer
level in English. Fifty-seven percent! And how would you expect those students to do in these
transfer courses with these skills? It does not require a rocket scientist to see that this “open access”
is really a ticket to disaster for most of these underprepared students. The Accountability Reporting
for California Community Colleges or the ARCC report (2009) indicates that the southern California
college in the scenario above has a “Student Progress and Achievement Rate” of only 38% while the
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state average is 47%. The persistence rate at this college is only 50.8% while the average amongst
their peers is 60.2%. This might indicate that numerous students fail to succeed in completing
degrees or transferring and that fewer students persist or return – possibly because they were
underprepared. (Appendix 1 provides some additional data about the lack of success of
underprepared students in a few select courses.) There is good news about students at this college.
For those students that do get into basic skills prerequisite courses, the annual success of their
students in those basic skills courses is 50.7% above their peer average of 49.9%. (CCCCO, 2009,
pp. 731-735).
Lest you think this is an anecdotal case about a single college, the data below in Table 2 comes from
21 colleges from all around the state. These data indicate that we not only have a high percentage of
under-prepared students, we have many students who have assessed at several skill levels below
college-ready.
TABLE 2
Percentage of Students from 21 California Community Colleges Assessing into Various
Levels Below Transfer Fall 2008
Overall
English
Math
Reading
ESL

Average based
on Count
Transfer level
One level below
transfer
Two levels below
transfer
Three or more
levels below
Auto Total

%
23%

N
13777

%
17%

N
10941

%
27%

N
5810

%
0%

N
0

28%

17428

20%

12853

39%

8396

6%

248

31%

19027

22%

14361

27%

5710

17%

710

18%
100%

10964
61196

41%
100%

26775
64930

7%
100%

1583
21499

77%
100%

3162
4120

*This data is courtesy Craig Hayward, Cabrillo College who compiled it from 21 colleges at this date.

Here’s a final reality check. There are those who argue that it is more important to provide access
and not hold students back from transfer level courees. “Students are free to fail,” they’ve been
known to say. But do students want this kind of access? Do they expect guidance from those who
create the course work and identify the student learning outcomes? Student views on these issues
will be discussed later in this chapter. You may be surprised by what they have to say.
How does this situation affect overall enrollment? When we look at enrollment patterns do we find
that many of those who got the seats in the class ended up dropping before census? Or are these
same students hanging in to get a “W” or perhaps a failing grade at the end of the semester? What
about the prepared students who could not register? What about the students who failed, tried again
and perhaps again and concluded they were not “college material”? If you look at the data in
Appendix 1 you will see some data supplied by DeAnza college on students’ prerequisite abilities
prior to taking economics. The least prepared students drop out in the highest percentages and if
they remain in the class, they fail at the highest rate. Discussions with the student representatives on
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the Student Senate for California Community Colleges reported that failure sends a message of
defeat and that repeated failure communicates very negative messages about their ability to reach
their goals.
Prerequiste validation and implementation is a key area of basic skills where the organization and
structure of the California community colleges, paired with legislative control, has created
difficulties. Title 5 (5 CCR § 55003 as shown in Appendix 2) provides a rigorous (many colleges
would say onerous) set of regulations with regards to requirements which must be met in order to
validate and apply a basic skills prerequisite to a college level course outside of the discipline. What
are the requirements for prerequisites? Where did they originate? How are they related to basic skills
and student success?
Let’s begin with a quiz about prerequisites. Circle True or False to answer the following
questions:
1. Most institutions of higher education in the U.S. assign prerequisites based upon faculty
expertise and content review, without statistical validation. True or False
2. The Mexican American Legal Defense and Education Fund (MALDEF) case resulted in a
verdict requiring CCC’s to justify and validate prerequisites through content review, statistical
analysis and comparability with other similar courses and those requirements. True or False
3. It is difficult to find data that suggest that having college level reading or writing increases
student success in transferable general education courses. True or False
4. CSUs and UCs do not require basic skills prerequisites.
5. Students oppose applying prerequisites to courses.

True or False

True or False

6. Prerequisites do not guarantee that students succeed in the target courses to which the
prerequisite was applied e.g. college level reading for Sociology. True or False
Quiz Answers (They aren’t as simple or straightforward as you may think.)
1. True- Most institutions of higher education in the U.S. assign prerequisites based upon faculty
expertise and content review, without statistical validation.
A search of curriculum texts and procedures at other higher education institutions reveal that
throughout the rest of higher education, including CSUs and UCs, prerequisites are the purview
of the faculty. The same people who create, design, and deliver the curriculum assign
prerequisites appropriate to the courses by professional analysis and content review.
2. False - The MALDEF case resulted in a verdict requiring CCC’s to justify and validate
prerequisites through content review, statistical analysis and comparability with other similar
courses and those requirements.
The MALDEF case never went to court. The requirements for statistical validation and the
procedures used were an out-of-court settlement by the Chancellor’s Office with MALDEF.
3. False - It is difficult to find data that suggest that having college level reading or writing
increases student success in transferable general education courses.
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While it is difficult for some colleges to get specific data, there are colleges that have collected
data which show specific courses are valid prerequisites. There is an important relationship
between the outcomes or exit skills of the prerequisite course and the skills required within the
target course. Availability of data depends most directly upon research ability.
4. True and False - CSUs and UCs do not require basic skills prerequisites.
CSUs and UCs select the students that represent the top performing students in the state. They
test the student’s ability in basic skills disciplines and require the remediation be completed.
However, their systems are based upon an assumption that students are college-level prior to
taking courses at their institutions.
5. False - Students oppose applying prerequisites to courses.
Students do not oppose prerequisites. The Student Senate for California Community Colleges
has examined the issue of prerequisites and have many carefully considered opinions about them
that will be discussed later in this chapter.
6. True and False - Prerequisites do not guarantee that students succeed in the target courses to
which the prerequisite was applied e.g. college level reading does not guarantee success in
Sociology.
Because multiple variables contribute to or prevent student success, this topic requires a lot of
examination. However, data shows that absent certain prerequisite skills, success is unlikely.
What is the Role of Prerequisites?
Prerequisites, corequisites and other limitations on enrollment are indispensable tools for
thoughtfully constructing curriculum and programs that help students succeed (ASCCC, 1992;
ASCCC, 1997; ASCCC, 2004; Board of Governors, 1993). The Basic Skills Initiative has stimulated
re-evaluation of many of our practices and teaching concepts that relate to prerequisites and other
limitations on enrollment. The ARCC report indicates that the overall basic skills course success rate
in 2007-2008 was only 60.5% (CCCCO, 2009). As data concerning student success have become
more public and more analyzed by educational practitioners, many have asked themselves how well
prerequisites are working within the disciplines and what the effect of the statistical requirements
have been for applying basic skills prerequisites to college level courses outside of the discipline.
California community colleges were established to ensure that all Californians can access higher
education. When prerequisites are applied indiscriminately, they may restrict enrollment and may not
improve student success. On the other hand, when we fail to correctly direct students because the
requirements to create those pathways are so onerous, the very process of prerequisite application
creates an untenable educational environment. When students are given little or no direction, and
they fail because there is no guidance, and no opportunity to make good decisions, we are doing a
great disservice, perhaps closing the door to higher education rather than opening it wider.
Time for another reality check: a check that examines the individual cost in spite of motivation and
ability. Here’s an example. Kaila showed amazing compassion as a young girl and a proclivity for
science and mathematics. Her family and friends observed a natural ability to help others and to
combine things she knew about health to real life situations. Everyone told her to go to college and
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become a nurse. She was the first in her family to even think about college. By the time she was in
high school her grandparents were raising her. She never knew her father and her mother left when
she was 13.
Kaila did well in high school and graduated with good grades in English, mathematics and science.
She went to the community college and took the assessment test and was placed into mathematics
and English two levels below transfer. Meanwhile, she was told that as a nursing major she should
get going on her science classes. She signed up for anatomy and was lucky to get in the class. Forty
people on the waitlist did not get seats. Unfortunately, she withdrew the sixth week, unable to keep
up with the textbook and new terminology; it was like a new language. She struggled in her English
classes and got A’s in her mathematics class. Several years later, she discovered that she assessed in
at college level mathematics but was placed into two levels below college because the counselor
assumed from her English scores that she was remedial in both areas.
Kaila signed up for anatomy the next semester, did better and finished with a C, but still felt she had
not gotten everything she should have gotten out of the class. She finally made it through the prenursing sequence – physiology and microbiology – with one more W. She took English 1A and
though she struggled, she found out her writing and reading ability were much improved
contributing to a B in microbiology, but it was too late. Unfortunately, the nursing formula counted
her withdrawals, resulting in a GPA in science of C+. This was not sufficient to get her into any
nursing program. There was no way to make up for the price that her underprepared reading and
writing had cost her in the courses required for her major. Time was not Kaila’s enemy. Lack of
clear guidance to ensure success was. Appropriate prerequisites and guidance, perhaps with
tutoring, would have helped her succeed and given her a chance at the formula.
As we stated in the quiz answers, in 1991, a suit was lodged by MALDEF (Mexican American Legal
Defense and Educational Fund) against the California community colleges claiming a
disproportionate impact on certain student populations as a result of the prerequisite requirements.
The complaint was settled out of court, creating our current prerequisite processes which have
operated for the last 15 years. The agreement, signed into law, requires content review, statistical
analyses, and disproportionate impact studies to validate and apply a prerequisite. Title 5 states:
§55003(e) (e) A course in communication or computation skills may be established as a prerequisite or corequisite for
any course other than another course in communication or computation skills only if, in addition to conducting a
content review, the district gathers data according to sound research practices and shows that a student is highly
unlikely to succeed in the course unless the student has met the proposed prerequisite or corequisite. (The Title 5
regulations are included in Appendix 2).
These validation techniques are required course by course, program by program, college by college.
Appendix 3 provides a summary of these levels of scrutiny for validating prerequisites and Appendix
4 provides a detailed excerpt of the requirements. Additional requirements and instructions for
applying prerequisites are found in The Model District Policy on Prerequisites, Corequisites, and Advisories on
Recommended Preparation (Board of Governors) and Good Practice for the Implementation of Prerequisites
(ASCCC, 1997). Sample statistical analysis by two different colleges following the Model District Policy
on Prerequisites are found in Appendix 1.
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The upshot of these requirements, which are not required in other states, is that California
community colleges have very few prerequisites for courses outside of the specific disciplines and
very few basic skills prerequisites for transfer level courses. Concern about this situation has been
voiced for years through Academic Senate resolutions. A few sample resolutions are found in
Appendix 5. The Basic Skills Initiative work and external reports have cited lack of clearly delineated
student pathways as a major reason for poor success.
The current labor-intensive statistical requirements for prerequisite validation have resulted in a void
of prerequisites for college-level general education courses. No one argues that any restrictions on
enrollment should carefully assess need, clearly describe the skills and knowledge students need to
learn from a prerequisite to be successful in the target course, and be applied in an attempt to create
student success for all student populations. However, the last 15 years without prerequisites has
been an experiment of sorts. The number of successful course completions and the number of
degrees awarded are themselves a study in disproportionate impact. Students in underserved
populations are not achieving academic degrees. Chapter 1 of this handbook describes the need to
focus on African American and Hispanic student success. The Academic Senate has several
resolutions addressing the important role of prerequisites in student success (see Appendix 5). While
assigning a prerequisite to a course cannot guarantee student success, it should at least align with
subsequent course work and address the necessary skills and knowledge a student should have. This
kind of guidance can only help students, particularly when we know the vast majority are in need of
basic skills work to succeed at college level.
But we must ask some question about our system and practices:
Do we allow students to circle through the system, never moving forward toward their goals
because we call this lack of direction and guidance open access? Does open access for those very
likely to fail, bar access to those qualified to succeed because of seat availability?
Do we neglect to put prerequisites on our major studies and general education courses because
they will cause us to lose FTES (full-time equivalent students)? Perhaps we need to consider if it
is more important to have a student in a seat until census than to have a student succeed in a
course.
Do we fail to require basic mathematics and writing prerequisites in career technical education
(CTE) because the students care about employment, not academics, or is it because the programs
will dry up from lack of enrollment? Can students be successful in CTE today and later in a
vocational employment without these basic skills?
Have we taken the easy way out by creating unenforceable advisories or neglecting prerequisites
and advisories altogether because the prerequisite validation process is too onerous?
Are the existing pre-collegiate assessment, matriculation, guidance and prerequisite procedures at
our colleges helping students in the way they need it?
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The answers to these questions are addressed in some of the following statements and
recommendations which are a compilation from the numerous Academic Senate papers and position
that faculty have advocated through resolutions (Appendix 5):
!

The assessment of student proficiencies benefits our colleges and our students – informing
us of students’ needs and ensuring that these needs are incorporated into course planning
and scheduling. While some assert that a student “has a right to fail”, the faculty have an
obligation to establish a learning environment that is conducive to the success of all students
and that does not intentionally increase a student’s chance of failure. Validation processes
that are dependent upon student failure are contrary to what faculty are most interested in –
aiding their students to achieve their academic goals.

!

The identification of requisite entering skills and collection of the required statistical data to
establish appropriate prerequisites for student success should not be so onerous or timeconsuming that faculty avoid it. On the other hand, there are problems with the statistical
validation requirements. Some people are very willing to do the work - but getting a
sufficient sample for validation is not possible with smaller course sizes. Some mathematics
faculty argue that the statistical models used for prerequisite validation are not good
predictors of success regardless of the other issues.

!

We must be able to use prerequisites as a means of accurately informing and guiding
students as to what skills are needed for success. Effective course sequencing via
prerequisites is a means to reduce the chances of failure. College-level courses should expect
and require students to use and further develop college-level skills, but there should also be
easily identifiable course options for all students – regardless of their skill level -- and the
option to challenge the prerequisites, demonstrating that they possess the needed skills.

!

Prerequisites should be implemented and enforced appropriately as a means of increasing
the likelihood of student success. The establishment of prerequisites should be fair and just –
students who have the necessary skills should not find themselves denied course access. On
the other hand, decisions regarding prerequisites should be made based on academic
considerations, not programmatic or enrollment/apportionment impact.

!

It does a disservice to students, our institutions, and the state to not establish the clear
minimum expectations of the skills a student should have upon registering for a course. The
establishment and enforcement of prerequisites will increase student success and result in an
environment that is more conducive to learning – a classroom where all students begin with
some minimum level of requisite skills. Faculty will have a better chance of teaching to their
best and students will have a better chance to learn in such a setting.

“Properly set prerequisites benefit all: students, faculty, and the college. Students know what is expected of them
without being denied access, faculty teach prepared students and have a positive classroom environment, and the college
has efficient educational programs” (ASCCC, 1997).
The Academic Senate has taken a strong position concerning re-evaluation of the prerequisite
process required in Title 5. In addition these concerns have been shared and input collected from
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the Student Senate for California Community Colleges, the Chief Instructional Officers, Chief
Student Service Officers and others. It is important to understand the unintended consequences of
changes and the unintended consequences of doing nothing and ignoring the existing data. The
students input listed below provides food for thought as we continue to explore streamlining
student pathways.
Student Views Concerning Prerequisites
Student Senate President Richael Young (2008-2009) summarized the views of the statewide Student
Senate on prerequisites:
Student Defense for Prerequisites:
Prerequisites + Guidance = Better Preparedness = Higher Success Rates
Students often enroll in courses for which we are not academically prepared, which hurts us
individually and cohesively as a student population in the short-term and long-term.
Instituting mandatory placement will increase the likelihood of our success.
Equalizing the “playing field” in the classroom.
Assessing and placing us according to our preparedness will ensure that our class’ skill sets
and the curriculum are compatible. It’s otherwise difficult for us to all equally benefit from
the instruction when we’re at different levels and our professor is splitting time to meet our
various needs.
Student Concern about the Process
Basic skills courses are not seen as relevant to our choices of study; no one goes to school to study
“Basic Skills” or conduct remedial coursework.
Taking non-transferable prerequisites is perceived as a waste of time and money; this could
delay our completions of transfer or of a certificate or degree program.
Our colleges’ supply of such courses hasn’t met student need and demand. Mandatory
placement is going to prove difficult not only to us, but to instructors and our colleges,
should availability of these classes not change.
Student Questions and Recommendations
! What’s “Assessment and Placement” and what does it mean to me?
Not only do we need to learn this at orientation or matriculation, but our classes must also
be made relevant to our majors or the skills we seek to acquire.
! So I’ve taken the Assessment Test, what do my scores mean?
We need deliberate counseling on moving from assessment to placement, which means an
integration of student services and instruction.
! Where are the classes?
We recommend that should mandatory placement be enacted, colleges are granted sufficient
funds to make available these courses we need.
! Will these additional units hurt me when I apply for EOPS?
In implementation, we think it’s crucial to exclude basic skills coursework from eligibility for
EOPS and other aid programs.
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What Now?
As we continue to get input and determine what
changes are necessary to address assessment,
placement, prerequisites and student success - we
need to be vigilant:
!
Look at the data, but realize the data is
not the entire story.
!
Do reality checks on our expectations for
students and the guidance we give them.
!
Maintain integrity in our curriculum.
While basic skills development is not considered
exciting or a goal any student chooses, this
chapter ends with a personal testimony from Cristela Ruiz-Solorio, student representative on the
Academic Senate Curriculum Committee, Rio Hondo College Student and Student Senate
Representative:
“Ask any number of students about their opinion on prerequisites, and you will get a number of
different responses. I come from a background of prerequisites; I happen to have assessed in a very
basic mathematics class and had to work my way up. From elementary mathematics, to taking an
honors statistics class, and finally, currently taking finite mathematics. It was difficult to deal with
the fact that I had to take mathematics that dealt with simple addition, subtraction and
multiplication when in high school. I was in geometry but nonetheless, I knew I was there because I
had not tested to where I needed to be in order to qualify for the higher mathematics courses.
Assessing into those courses helped me acquire the basics I missed the first time around and it
helped me along my journey in my later classes. I will not argue, it did take longer than one would
hope and sometimes I felt like I was not being challenged but that was just for a few chapters. This
was not the feeling for the whole class. Looking back at my college career, I saw a huge
improvement. I had progressed so much. It never crossed my mind that I would have the capability
to take an honors mathematics course. I owe a huge part of my successes to taking the prerequisites
because it provided me with the tools I needed to succeed. Constantly stressing over simple
mathematics homework or upcoming tests is a thing of the past. Another unforeseen positive
consequence was that I was able to focus on my other courses. Taking the prerequisites gave me
confidence not only inside the classroom but outside as well. I am amazed to see where I began and
where I currently stand; it really gives me something to be proud of myself.”
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Appendix 1
Sample Data Examining Prerequisite Validation
Sample 1: DeAnza Econ 1 course Fall 2008

Key:
Math 114 = Intermediate Algebra
Math 112/212 = Elementary Algebra (course # changed when recoded)
Math 210 = pre‐algebra (De Anza’s lowest level)

Sample 2: Bakersfield College Data on College Level Reading and Success in Psych
Bakersfield College

Psychology B1A Prerequisite Study
Pysch B1A Students from Fall 2001 to Summer 2003
Reading Prerequisite Analysis
Met the PreReq *
Yes (1)
No (0)
Psych B1A Course Success  Yes (1)

1091

75.2%

547

51.0%

Psych B1A Course Success  No (0)

360

24.8%

525

49.0%

Total

1451

100.0%

1072

100.0%

Grand Total All

2523

* To Meet the Prerequisite, a student must have:
1) Tested at Reading Level 5 or above, and/or
2) Completed Coursework ‐ Reading 50 (ACDVB50) with a C or Better
Success is equal to a grade of C or better
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Sample 3: Bakersfield College Data on College Level Reading and Success in Sociology
Bakersfield College

SOCIOLOGY B1 Prerequisite Study
SOCI B1 Students from Fall 2001 to Summer 2003
Reading Prerequisite Analysis
Met the PreReq *
Yes (1)

No (0)

SOCI B1 Course Success  Yes (1)

421

63.2%

216

43.1%

SOCI B1 Course Success  No (0)

245

36.8%

285

56.9%

Total

666

100.0%

501

100.0%

Grand Total All

1167

* To Meet the Prerequisite, a student must have:
1) Tested at Reading Level 5 or above, and/or
2) Completed Coursework ‐ Reading 50 (ACDVB50) with a C or Better
Success is equal to a grade of C or better

14

Chapter 16

Appendix 2
BARCLAYS OFFICIAL CALIFORNIA CODE OF REGULATIONS
TITLE 5. EDUCATION
DIVISION 6. CALIFORNIA COMMUNITY COLLEGES
CHAPTER 6. CURRICULUM AND INSTRUCTION
SUBCHAPTER 1. PROGRAMS, COURSES AND CLASSES
ARTICLE 1. PROGRAM, COURSE AND CLASS CLASSIFICATION AND STANDARDS
This database is current through 5/22/09, Register 2009, No. 21
§ 55003. Policies for Prerequisites, Corequisites and Advisories on Recommended Preparation.
(a) The governing board of a community college district may establish prerequisites, corequisites,
and advisories on recommended preparation, but must do so in accordance with the provisions of
this article. Nothing in this subchapter shall be construed to require a district to establish
prerequisites, corequisites, or advisories on recommended preparation; provided however, that a
prerequisite or corequisite shall be required if the course is to be offered for associate degree credit
and the curriculum committee finds that the prerequisite or corequisite is necessary pursuant to
sections 55002(a)(2)(D) or 55002(a)(2)(E).
(b) A governing board choosing to establish prerequisites, corequisites, or advisories on
recommended preparation shall, in accordance with the provisions of sections 53200-53204, adopt
policies for the following:
(1) The process for establishing prerequisites, corequisites, and advisories on recommended
preparation. Such policies shall provide that in order to establish a prerequisite or corequisite, the
prerequisite or corequisite must be determined to be necessary and appropriate for achieving the
purpose for which it is being established. District policies shall also specify the level of scrutiny
that shall be required in order to establish different types of prerequisites, corequisites, and
advisories on recommended preparation. At a minimum, prerequisites, corequisites, and
advisories on recommended preparation shall be based on content review, with additional
methods of scrutiny being applied depending on the type of prerequisite or corequisite being
established. The policy shall provide that the types of prerequisites described in subdivision (e)
may be established only on the basis of data collected using sound research practices.
Determinations about prerequisites and corequisites shall be made on a course-by-course or
program-by-program basis.
(2) Procedures to assure that courses for which prerequisites or corequisites are established will
be taught in accordance with the course outline of record, particularly those aspects of the course
outline that are the basis for justifying the establishment of the prerequisite or corequisite.
(3) The process, including levels of scrutiny, for reviewing prerequisites and corequisites to
assure that they remain necessary and appropriate. These processes shall provide that at least
once each six years all prerequisites and corequisites established by the district shall be reviewed,
except that prerequisites and corequisites for vocational courses or programs shall be reviewed
every two years. These processes shall also provide for the periodic review of advisories on
recommended preparation.
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(4) The bases and process for an individual student to challenge the application of a prerequisite
or corequisite.
(c) Prerequisites or corequisites may be established only for any of the following purposes:
(1) the prerequisite or corequisite is expressly required or expressly authorized by statute or
regulation; or
(2) the prerequisite will assure, consistent with section 55002, that a student has the skills,
concepts, and/or information that is presupposed in terms of the course or program for which it
is being established, such that a student who has not met the prerequisite is highly unlikely to
receive a satisfactory grade in the course (or at least one course within the program) for which
the prerequisite is being established; or
(3) the corequisite course will assure, consistent with section 55002, that a student acquires the
necessary skills, concepts, and/or information, such that a student who has not enrolled in the
corequisite is highly unlikely to receive a satisfactory grade in the course or program for which
the corequisite is being established; or
(4) the prerequisite or corequisite is necessary to protect the health or safety of a student or the
health or safety of others.
(d) Except as provided in this subdivision, no prerequisite or corequisite may be established or
renewed pursuant to subdivision (b)(3) unless it is determined to be necessary and appropriate to
achieve the purpose for which it has been established. A prerequisite or corequisite need not be so
scrutinized until it is reviewed pursuant to subdivision (b) (3) if:
(1) it is required by statute or regulation; or
(2) it is part of a closely-related lecture-laboratory course pairing within a discipline; or
(3) it is required by four-year institutions.
(e) A course in communication or computation skills may be established as a prerequisite or
corequisite for any course other than another course in communication or computation skills only if,
in addition to conducting a content review, the district gathers data according to sound research
practices and shows that a student is highly unlikely to succeed in the course unless the student has
met the proposed prerequisite or corequisite. If the curriculum committee initially determines,
pursuant to section 55002(a)(2)(E), that a new course needs to have a communication or
computation skill prerequisite or corequisite, then, despite subdivision (d) of this section, the
prerequisite or corequisite may be established for a single period of not more than two years while
the research is being conducted and the final determination is being made, provided that all other
requirements for establishing the prerequisite or corequisite have been met. The requirements of this
subdivision related to collection of data shall not apply when:
(1) baccalaureate institutions will not grant credit for a course unless it has the particular
communication or computation skill prerequisite; or
(2) the prerequisite or corequisite is required for enrollment in a program, that program is subject
to approval by a state agency other than the Chancellor's Office and both of the following
conditions are satisfied:
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(A) colleges in at least six different districts have previously satisfied the data collection
requirements of this subdivision with respect to the same prerequisite or corequisite for the
same program; and
(B) the district establishing the prerequisite or corequisite conducts an evaluation to determine
whether the prerequisite or corequisite has a disproportionate impact on particular groups of
students described in terms of race, ethnicity, gender, age or disability, as defined by the
Chancellor. When there is a disproportionate impact on any such group of students, the
district shall, in consultation with the Chancellor, develop and implement a plan setting forth
the steps the district will take to correct the disproportionate impact.
(f) Prerequisites, corequisites, and advisories on recommended preparation must be identified in
college publications available to students as well as the course outline of any course for which they
are established.
(g) Prerequisites establishing communication or computational skill requirements may not be
established across the entire curriculum unless established on a course-by-course basis.
(h) The determination of whether a student meets a prerequisite shall be based on successful
completion of an appropriate course or on an assessment using multiple measures. Any assessment
instrument shall be selected and used in accordance with the provisions of subchapter 6
(commencing with Section 55500) of this chapter.
(i) If a prerequisite requires precollegiate skills in reading, written expression, or mathematics, the
governing board of a district shall ensure that nondegree-applicable basic skills courses designed to
teach the required skills are offered with reasonable frequency and that the number of sections
available is reasonable given the number of students who are required to meet the associated skills
prerequisites and who diligently seek enrollment in the prerequisite course.
(j) Whenever a corequisite course is established, sufficient sections shall be offered to reasonably
accommodate all students who are required to take the corequisite. A corequisite shall be waived as
to any student for whom space in the corequisite course is not available.
(k) No exit test may be required to satisfy a prerequisite or corequisite unless it is incorporated into
the grading for the prerequisite or corequisite course.
(l) The determination of whether a student meets a prerequisite shall be made prior to his or her
enrollment in the course requiring the prerequisite, provided, however, that enrollment may be
permitted pending verification that the student has met the prerequisite or corequisite. If the
verification shows that the student has failed to meet the prerequisite, the student may be
involuntarily dropped from the course if the applicable enrollment fees are promptly refunded.
Otherwise a student may only be involuntarily removed from a course due to excessive absences or
as a result of disciplinary action taken pursuant to law or to the student code of conduct.
(m) Any prerequisite or corequisite may be challenged by a student on one or more of the grounds
listed below. The student shall bear the initial burden of showing that grounds exist for the
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challenge. Challenges shall be resolved in a timely manner and, if the challenge is upheld, the student
shall be permitted to enroll in the course or program in question. Grounds for challenge are:
(1) The prerequisite or corequisite has not been established in accordance with the district's
process for establishing prerequisites and corequisites;
(2) The prerequisite or corequisite is in violation of this section;
(3) The prerequisite or corequisite is either unlawfully discriminatory or is being applied in an
unlawfully discriminatory manner;
(4) The student has the knowledge or ability to succeed in the course or program despite not
meeting the prerequisite or corequisite;
(5) The student will be subject to undue delay in attaining the goal of his or her educational plan
because the prerequisite or corequisite course has not been made reasonably available; or
(6) Such other grounds for challenge as may be established by the district governing board.
(n) In the case of a challenge under subdivision (m)(3) of this section, the district shall promptly
advise the student that he or she may file a formal complaint of unlawful discrimination pursuant to
subchapter 5 (commencing with section 59300) of chapter 10 of this division. If the student elects to
proceed with the challenge, completion of the challenge procedure shall be deemed to constitute an
informal complaint pursuant to section 59327.
(o) District policies adopted pursuant to this section shall be submitted to the Chancellor as part of
the district's matriculation plan pursuant to section 55510.
Note: Authority cited: Section 70901, Education Code. Reference: Section 70901, Education
Code.
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Appendix 3 Summary of Levels of Scrutiny
Type of Prerequisite or
Corequisite

Levels of Scrutiny Required to Apply Prerequisites

Title reference

Example

1. Advisories

Content review validates the content of the required course
provides necessary skills and/or knowledge alone. No
requirement to prove student is unlikely to succeed.

§ 55003(b)(1)

Developmental Writing course advised for
Latino/a Literature course

2. Course within the same
discipline

Content review validates the content of the required course
provides necessary skills and/or knowledge such that not
meeting the requirement makes a student unlikely to succeed.

§55003(c)(2)

Requiring the first semester of a physics,
calculus, biology, etc prior to the second
semester course in a series.

*see content review notes below

Note: the requirement is based on likelihood to fail
not to succeed.

3. Course outside of
discipline closely related
but not English or math

Content review validates that skills, concepts, or information §55003(c)(2)
in one course are necessary for success in a subsequent target
course.

Introduction to Physics as a prerequisite for
Introduction to Engineering required by CSU

4. Health or safety

Review of safety needs for the student or others

§55003(c)(4)

Negative TB test and proof of immunization
for Child Development course

5. Required by statute or
regulation

No level of scrutiny required (may require disproportionate
impact study)

§55003(d)(1)

Paramedic licensure or certification necessary
for Continuing Education courses in
Paramedic Program

Determined by local board as applicable

§55003(e)(2)

6. Closely related lecturelaboratory pairing within
a discipline

No level of scrutiny required

§55003(d)(2)

Chemistry laboratory associated with
Chemistry lecture or a Ceramics lab required
to support a ceramics lecture

7. Required by a four year
transfer institution

No level of scrutiny but documentation of transfer
institutions requiring this prerequisite removes the need to
validate with statistics

§55003(d)(3)

Intermediate Algebra required by a CSU for
Biology majors course

Content review validates that skills of English or math
course are necessary for success in subject area course

§55003(e)

!

Scrutiny includes data collection and analysis showing the
student is highly unlikely to succeed.

§55003(h)

!

A disproportionate impact study is conducted.

8. Computational or
writing course in a
discipline outside of
communication or
computation

!

§55003(e)(1)

§55003(g)

Basic Reading course required for an
Introduction to Sociology course
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9. Placement based on
skills assessment

!

Established on a course by course basis not across an entire
curriculum

!

Multiple measures established to meet requirement

!
!

Content review validating skills in course and those tested in §55003(e)(2)(B)
assessment
§55003(h)
Us of a CCCCO approved assessment instrument

!

Validated cut-off scores for the assessment placement

!

Incorporation of multiple measures

!

A disproportionate impact study is conducted.

10. Program prerequisites !
11. Other Prerequisites
(GPA, recency of
course taken)

Content review by at least 6 districts with the same program § 55003(e)(2)
(A) & (B)

!

A disproportionate impact study is conducted.

!

Content review by at least 6 districts with the same program § 55003(e)(2)(A)
& (B)
A disproportionate impact study is conducted.

!

Placement in to English or mathematics
courses based on assessment testing.
College level reading skills (or a comparable
course) as a prerequisite to a biology course
or any general education course.

Transfer-level English as a prerequisite for
admission to Dental Hygiene Program
2.5 GPA as a prerequisite to the Respiratory
Therapy Program

Other Limitations on Enrollment
12. Performance courses

!

Other courses can meet degree/certificate requirements

§58106(b)(3)

Audition for Dance Production course

13. Honors courses

!

Board adopts fair and equitable procedures allocating
available seats to those students judged most qualified

§58106(b)(3)

Honors Psychology is offered along with
general Psychology

!

Other sections/courses can meet degree/certificate
requirements

!

a reasonable percentage of all sections of the course do not
have such restrictions

§58106(b)(4)

Puente, Learning Communities

14. Blocks of courses or
sections (cohort
programs)
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§ 55000. Definitions (c) "Content review" means a rigorous, systematic process developed in accordance with sections 53200 to 53204,
approved by the Chancellor as part of the district matriculation plan required under section 55510, and that is conducted by faculty to
identify the necessary and appropriate body of knowledge or skills students need to possess prior to enrolling in a course, or which
students need to acquire through simultaneous enrollment in a corequisite course.
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Content Review (per the Model District Policy for Applying Prerequisites 1993, page 5) to establish prerequisites or corequisites: An official
process where faculty experts review course syllabi, content, course outline of record, tests, related instructional materials, course format,
type and number of examinations, grading criteria, objectives, exit competencies and student learning outcomes of a proposed course, in
order to determine and justify whether successful students will attain required knowledge or skills necessary for the target prerequisite or
corequisite course. Thorough documentation of this process must be maintained.
Note: All restrictions to enrollment must be clear in college publications §55003(f), require multiple measures §55003(h) and a process for
students challenging the requirements §55003(m).
This handout is an updated summary of the levels of scrutiny produced from multiple previous handouts and Title 5 updates by Tess Hansen (Foothill College)
and Janet Fulks (Bakersfield College) from the 2008-2009 Academic Senate Curriculum Committee.
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Appendix 4
Excerpts from Good Practice for the Implementation of Prerequisites (ASCCC, 1997) elaborating
on the requirements for prerequisite validation pages 2-5.
Levels of Scrutiny for Prerequisites
The method to establish a prerequisite, called the level of scrutiny , varies with the type of course: 1)
prerequisites for transferrable courses can be established by a basic content review plus identification of
similar prerequisites used at three UC or CSU campuses; 2) courses within or across sequences, especially
vocational courses which have no UC or CSU equivalents, can have prerequisites by going through a
documented content review; and 3) out-of-sequence communication and computation skills (and noncourse prerequisites) require data collection and analysis in addition to content review.
Many transferrable courses have standard prerequisites that are well recognized in the discipline. The
analysis begins with basic content review as described under advisories but with a higher level of rigor:
identifying skills without which the student is highly unlikely to succeed. Agreement of the discipline faculty
on these skills, either by consensus or vote, is important. In some cases it may help to have each faculty
member rank the skills, for example on a scale such as 1-to-5, for the degree of impact on student success.
A mean score above certain level, e.g. 4, might be recommended before advancing the skill for the
prerequisite. The appropriate course which teaches these skills is then proposed. If a similar course is used
as a prerequisite at three or more UC or CSU campuses , the prerequisite is justified [Model District
Policy II.A.1.a.].
Documentation presented to the curriculum committee might consist of 1) a summary of the process and
rationale, and 2) copies of the catalog descriptions of the target and prerequisite courses at three UC or
CSU campuses--perhaps with a narrative if the comparability of the courses is not obvious, and 3) a list of
the prerequisite skills in the course outline. The curriculum committee approves the course and the
prerequisite by separate action, applying the criteria that 1) the content review process has been followed, 2)
the UC/CSU and proposed college courses are comparable, and 3) the course outline is complete, well
integrated, coherent and meets Title 5 standards.
The second level of scrutiny is documented content review [Model District Policy II.A.1.b.]. This analysis
is sufficient to establish prerequisites within a sequence or across a sequence, such as prerequisites for a
vocational courses which have no UC/CSU equivalents. Excluded are communication or computational
skills--which require data collection and analysis. The term “in a sequence” does not imply that the courses
are numbered or lettered sequentially--or even that the courses are in the same discipline. If the course
content of A is structured to lead into course B and students normally take B after A, clearly the courses are
sequential. Examples include so-called “service courses” such as “Chemistry 70, Pharmaceutical Chemistry”
(in the chemistry discipline) as a prerequisite for “Pharmacy 101: The Chemical Basis of Pharmacology” (in
the pharmacy technology discipline).
The fundamental difference between a basic content review and a documented content review is the need
to present evidence that the identified prerequisite skills are covered in the proposed prerequisite course.
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Again, the curriculum committee approves the course outline and the prerequisite by separate action. In
evaluating the proposed prerequisite, the committee is generally checking that 1) the content review process
was followed, 2) the proposed prerequisite course does indeed teach the needed skills (and that both the
target and prerequisite course outlines demonstrate this--perhaps using a grid analysis such as that shown
below), and 3) the course outline is complete, well integrated, coherent and meets Title 5 standards.
Target Course Prerequisite Skills
Prerequisite Course
Student Outcomes

1

1
2
3

2

3

X
X
X

The analysis of the exit skills in the prerequisite course and the entry skills needed for the target course
often leads to curriculum change.
Courses in a sequence may not have a smooth flow of topics. Some shifting of content between
courses may help.
Discussions among instructors of the two courses may lead to the discovery of topics or teaching
methods which make the prerequisite skills more effective for the target course. For example,
science faculty need students to graph scattered experimental data but graphing may be taught in
the prerequisite math class using points that fall neatly on a line.
It may be that not all of the prerequisite skills are taught in the proposed prerequisite course.
Options to deal with this include 1) teaching the prerequisite skill within the target course itself, 2)
adding the topic to the content of the proposed prerequisite course, and 3) shifting the needed
topic from another course into the proposed course. For example, 9 of the 10 skills needed for C
may be taught in B but 1 may be taught in A. By moving that topic to B, the prerequisite to C could
be B alone rather than both A and B.
The curriculum committee should be sure that any gaps in prerequisites are covered. If not all the needed
skills are taught in the prerequisite course, how are students to learn them?
The highest level of scrutiny is data collection and analysis . This analysis is applied to out-of-sequence
communication and computation skills and non-course prerequisites. Examples are “English 1A: Freshman
Composition” as a prerequisite to “History 17A: Early United States History,” “Math 1A: Calculus” as a
prerequisite to “Physics 4A: General Physics” and “Computer Science 20: Basic Programming within the
last three years” as a prerequisite to “Computer Science 25: Intermediate Programming.” (The latter is
called a recency prerequisite, establishing how recently the prerequisite course has been taken.)
The basic premise is that the college must demonstrate, using sound research practices, that students are
highly unlikely to succeed without these skills. The Model District Policy, II.A.1.g.(3), states, “The research
design, operational definition, and numerical standards, if appropriate, shall be developed by research
personnel, discipline faculty, and representatives of the Academic Senate.” The college should establish a

Chapter 16

23

procedure for developing such research designs. This procedure should be approved by the curriculum
committee and the academic senate and should appear in the college’s curriculum handbook.
The Model District Policy II.A.1.g. lists three options for student success: 1) grades, either mid-term or
final; 2) the instructor’s evaluation of the student’s readiness for the course, and 3) the student’s own selfevaluation of his or her readiness. (A fourth option, assessment, can be used as a measure and will be
covered in the next section.)
When using grades, success is a “satisfactory grade” of A, B, C, or CR [Title 5 §55200(d)]. Final grades are
certainly a well-recognized measure of student success, but mid-term grades may be a better yardstick for
readiness--given that students who drop a course late in the term rarely do so because of a lack of
prerequisite skills. When doing a grade analysis, classifying ‘W’ withdrawals (drops after the add/drop date)
and ‘NG’ no grades (drops before the add/drop date) is quite advantageous. Some W’s and NG’s result
from lack of student readiness, but others are attributable to job changes, family responsibilities, and so on.
Should a W or NG be counted as non-success or left out of the study entirely? One approach is to ask
instructors to make the determination. Did the drop occur for non-academic reasons, job changes, family
situations and so on? If so, leave the W or NG out of the sample. If not, include the student in the sample.
As you will see, sample size, particularly that of the “non-success” population, is critical in producing a
meaningful statistical result.
Besides grades, success may be ascertained by an evaluation of readiness by the instructor or student.
Typically, instructors and/or students are surveyed for this information. A good practice is to use a scale
such as 1-to-5 or 1-to-10 from “very prepared” to “not prepared at all.” The five or ten point spread
produces a more meaningful correlation with whether or not the student had the prerequisite. The survey
may be more effective when administered about one-third of the way into the course. This gives enough
time for students to attempt course material but is not so late in the term that the survey just duplicates the
final grade results.
Standard research methods to evaluate the relationship between having the prerequisite and success in the
course include:
1)

a correlation coefficient such as the Pearson r (useful for continuous data such as grade-to-grade
correlations, often corrected for factors such as restriction of range),

2)

a matrix or four-cell table and accompanying chi-square (for discrete categories of data such as the
“yes/no” answer to “does the student meet the prerequisite?,” and

3)

a matrix or four-cell analysis showing net increase in accuracy , a comparison of the percentage of the
students who succeed in the course before and after imposing the prerequisite. (Applying the prerequisite
should show a significant gain in the percentage of students succeeding.)
The details of these methods can be gleaned from standard statistics texts, and, in particular, Method #23 in
Matriculation Evaluation: Phase III Local Research Options (CCCCO, June 1992) and Appendix A in Assessment
Validation Project Local Research Options (CCCCO, February 1991).
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Appendix 5
Selected ASCCC Resolutions on Prerequisites
9.02 S09 Communication and Computation Prerequisite Validation through Content Review
Whereas, Underprepared students are not able to read, write, or complete quantitative analysis necessary for transfer or
collegiate level courses, yet are enrolled in these courses due to the absence of prerequisites and lack of mandated
placement;
Whereas, Basic Skills as a Foundation for Student Success in California Community Colleges (2007) summarizes the research
confirming that alignment of entry/exit skills and careful organization of instruction is essential to student success;
Whereas, Under current Title 5 Regulation, faculty who wish to correct this situation are unable to apply prerequisites of
mathematics, English, or reading to non-sequential courses across disciplines without requiring local college-by-college,
course-by-course statistical validation of prerequisites documenting student failure for courses outside of a discipline, and
these requirements are perceived as onerous, resulting in a lack of prerequisites for the vast majority of general education
courses; and
Whereas, Course content review is used to ensure academic integrity and delineate necessary entry skills to promote
student success by matching the exit skills of the prerequisite course with the skills and concepts needed in the targeted
course;
Resolved, That the Academic Senate for California Community Colleges recommend changes needed to Title 5 language
on prerequisites that, instead of relying on statistical analysis, allow local faculty to base their determination for
prerequisites of English, reading, or mathematics for collegiate level courses on content review;
Resolved, That the Academic Senate for California Community Colleges remind local senates to ensure that a
prerequisite challenge process must be available to students; and
Resolved, That the Academic Senate for California Community Colleges recommend that once new prerequisites are
implemented, colleges conduct research on the effect(s) of the prerequisites.
9.03 S09 Pilot Project for Basic Skills Prerequisite Applications to General Education Courses
Whereas, The Basic Skills Initiative has raised awareness about the large number of underprepared students in the
California Community College System, where 70-98% of first-time entering students assess as having basic skills needs;
Whereas, Student success data indicate that students who are not college ready are less likely to succeed than students
already at college level; and
Whereas, Title 5 Regulations demand local college-by-college, course-by-course statistical validation of prerequisites
documenting student failure for courses outside of a discipline, and these requirements are perceived as onerous,
resulting in a lack of prerequisites for the vast majority of general education courses;
Resolved, That the Academic Senate for California Community Colleges research potential pilot projects, easily replicable
at all colleges, for applying basic skills prerequisites to general education courses.
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9.05 S06 Examine Processes for Establishing Prerequisites
Whereas, Curriculum, including establishing prerequisites, is an academic and professional matter and Title 5
§53200 establishes that faculty, through the academic senate, have the primary function of making
recommendations with respect to such matters;
Whereas, The process of statistical validation of pre- and co-requisites has presented tremendous challenges,
including circumstances in which faculty are unable to implement academically valid pre- and co-requisites;
Whereas, Complete and accurate student data for the purposes of statistical validation are difficult to obtain
and require students to not succeed, contrary to our goal as faculty who seek to facilitate student learning
regardless of student lack of preparation; and
Whereas, Non-validated pre- and co-requisites are routinely implemented at the request of outside agencies,
"regardless of the ability to validate such requirements," in violation of current policy;
Resolved, That the Academic Senate for California Community Colleges work with the System Office to
review all policies, procedures, laws, and legislation related to pre-requisites, co-requisites, and advisories,
including the current validation process;
Resolved, That the Academic Senate for California Community Colleges prepare recommendations for
modifying the current validation process; and
Resolved, That the Academic Senate for California Community Colleges review all recommendations,
including possible changes to Title 5, at the Spring 2007 Plenary Session and, if appropriate, seek to implement
desired changes.
9.09 F07 Models for Content Review
Whereas some current research that seems to show that English and math prerequisites are predictors of
student success in general education courses is, in fact, flawed research because of the flawed research design,
and
Whereas the Academic Senate for California Community Colleges should only support indicators of student
success that are valid and reliable,
Resolved that the Academic Senate support funding for longitudinal research designs relating to the use of
math and writing skills to predict student success in other general education courses.
9.05 S96 Prerequisite Models
Whereas validation of program prerequisites has created hardships for many colleges and their students, and
Whereas based on valid research, individual colleges have developed profiles of successful students in their
Allied Health programs, and
Whereas every community college cannot complete the extensive research necessary to validate programs and
prerequisites,
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Resolved that the Academic Senate for California Community Colleges work in conjunction with the
Chancellor’s Office in order to facilitate the Chancellor’s Office approval process of program prerequisites by
using the following procedures: 1) The Senate Curriculum Committee requests examples of successful program
prerequisite validation models. 2) The Curriculum Committee reviews and recommends appropriate models
that could be used to validate similar program prerequisites at other community colleges. 3) The Academic
Senate works with the Chancellor’s Office to develop a process whereby colleges could utilize these models in
place of their own research in order to validate their own program prerequisites, and
Resolved that the Academic Senate for California Community Colleges because of the urgency of this issue,
direct the Executive Committee to take immediate action to resolve this issue.
11.01.01 F92 Amendment to Establishing Prerequisites
Whereas the Chancellor's Office interprets current regulations to permit content validation as well as statistical
validation for mandatory prerequisites (as verified in the memo from Vice Chancellors Rita Cepeda and
Thelma Scott Skillman of 8/21/92 to Matriculation Coordinators and Academic Senate Presidents)
(Document Available in the Senate Office), and
Whereas content review respects the expertise, experience, and professional judgement of faculty in any field,
and
Whereas content review has been proven effective over many centuries and is the preferred method of
determining prerequisites in all segments of higher education, and
Whereas other forms of research, including statistical validation, provide no greater assurances of fairness to
students, and
Whereas adequate safeguards against arbitrariness exist in the departmental review and curriculum review
processes; and the rights of students are protected by challenge procedures for special cases;
Resolved that the Academic Senate for California Community Colleges' draft proposal for revision of Title 5
regulations dated 10/2/92 Section 2(d)(7) and 2(d)(8) be amended to read as follows: for any prerequisites not
covered in other sections of (d) above, a systematic model of content review, approved by the chancellor's
office, shall be an acceptable means of reviewing and evaluating prerequisites. Other types of research designs
approved by the chancellor's office shall be acceptable also, and may be used at the discretion of the college or
district.
Resolved that language in the rest of the document be consistent with these changes: (2(d)(1)C, 2(d)(2)F,
2(d)(3)D, and 2(d)(1)D[5]).
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The Role of Adjunct (Part-time) Faculty in Basic Skills
This chapter was perhaps the hardest chapter to write in this handbook.
In an effort to make this information useful and applicable to our
effort to increase basic skills students’ ability to succeed, you will
find that we have been brutally honest. This chapter is constructed
from input from adjunct faculty via the Basic Skills Initiative
Regional meetings, part-time faculty surveys and papers from the
Academic Senate for California Community Colleges, and national
academic research. We are pretty sure that everyone who reads
this chapter will find things to dislike or disagree with, but we are
equally sure that you will discover what we did; without a
knowledgeable and well-constructed approaches to our adjunct
faculty situation in basic skills, most of the effective practices
highlighted in this handbook will be, in fact, ineffectual. So read on. This information was
educational to us, and it cries out for attention and solutions as a first step to Basic Skills Success.
The chapter is designed in four parts:
1. The “state of the state” of adjuncts
2. How this affects the entire process of basic skills education
3. Some tools and suggestions for adjuncts
4. Suggestions about what colleges should do to address their adjuncts’ role in basic skills.
An excellent resource to accompany this chapter is an Academic Senate paper entitled Part-Time
Faculty: A Principled Perspective, available at
http://www.asccc.org/Publications/Papers/PartTimeFaculty.htm
Imagine a building where 50-95% of the construction crew arrives to begin
work, but only after they have completed their “real” job somewhere else
– either working construction part time at another job site or working
full-time elsewhere. Some of these part-time builders have gained further
construction experience in other places and others have not. As a rule,
most feel little or no connection to rest of the crew, the full-time
workers who view the construction of the building as THEIR “real
job.” Unlike the full-time workers, most of the part-time builders have to
purchase and bring their own tools, and many don’t even own a tool belt.
They aren’t always sure where to find the heavy equipment on the construction
site and, if they find it, they are not always sure how to operate it. Because the general meetings with
2
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the lead contractor and architect are held when the part-time builders are at their “real” work, (or
worse yet, are scheduled at times when the part-time builders can attend but the hours are not
included on their time card) there is a general lack of vision about the building’s big picture. These
part-time builders are often unaware of the safety measures, new construction codes and the latest
issues in pulling this building together.
Would you feel confident in a building that was constructed with this kind of building crew? We
assure you that the part-time builders want to be a part of the overall effort, the big picture, fully
trained in all the construction tasks. They are craftsman and craftswomen, dedicated and willing to
put in the effort. This situation exists in education because somehow we are convinced that we can
do a proper job by using a crew who works without benefits, without tools, without knowledge of
the building as a whole and building resources available onsite. This situation exists because those in
charge of the construction don’t get the big picture! SO here it is.

The “State of the State” of Adjunct Faculty in California Community Colleges
From recent surveys of the California community colleges, we know that adjunct instructors are
often the first teacher a basic skills student meets at a college, and the majority of faculty who will
teach their basic skills courses. Often more than 50% of the credit basic skills courses are adjunct
and much higher percent of the non-credit basic skills courses (BOG, 2008, pp. 26-33). In addition
to teaching specific reading, mathematics, English or English as a Second Language (ESL) skills,
these hard-working professors must also instill students with confidence, educating them about
becoming a learner. These faculty must also connect students with the student services available on
the campus that will provide financial aid, tutoring support and guidance. As Chapters 5 and 6 of
this handbook discuss, these first faculty contacts are pivotal in helping the students assume a
“learner identity” and developing metacognitive skills which are the most important tasks that
students with basic skills needs must master. (The entire handbook is available online at
http://www.cccbsi.org/basic-skills-handbook).
Yet adjunct instructors face many unique challenges in their work, ones that full-time faculty do not.
This chapter is written by an adjunct faculty member, a former long-term adjunct and a short-term
adjunct who later became a department chair. We want to begin by acknowledging the incredible
difficulties that adjuncts must overcome, and do overcome, in any number of creative ways. We also
want to acknowledge that some colleges do more than others to connect their adjuncts with the
college community. The California Community College System would not be the positive and
thriving place that it is today without our adjuncts! This chapter is also written for those
administrators and full-time faculty who wish to explore the hurdles that adjuncts face and who
would like to find better ways to support their very important work.

Begin with a quiz (ASCCC, September, 2008, p. 21)
1.
Approximately how many total faculty serve the 2.6 million students in the
California community colleges?
A. 1 million faculty
B. 500,000 faculty
C. 200,000 faculty
D. 60,000 faculty
E. 36,000 faculty
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2. If you consider headcount, approximately how many faculty are tenure track and how many are
temporary faculty (temporary faculty include part-time faculty and temporary contract)?
A. 80% full time and 20% temporary
B. 60% full time and 40% temporary
C. 50% full time and 50% temporary
D. 40% full time and 60% temporary
E. 30% full time and 70% temporary
3. Each of these groups represent approximately what percent of the full time equivalent faculty
(FTE) in California community colleges?
A. 80% full time and 20% temporary
B. 75% full time and 25% temporary
C. 55% full time and 45% temporary
D. 50% full time and 50% temporary
E. 40% full time and 60% temporary
4. Why might this information be important?
Answers to the quiz and further information about these important data are in Appendix 1.

How Many Adjuncts Teach in California Community Colleges
and How Many Teach Basic Skills Courses?
The Chancellor’s Office Report on Staffing for Fall 2007 states that there were 19,
723 (29%) tenured full-time faculty compared to 42, 949 (71%) temporary faculty.
Think about the numbers! Temporary or adjunct faculty outnumber full-time faculty slightly more
than 2:1. This is often acknowledged, but justified by those who say we must look at the difference
in FTE (full-time equivalent) numbers. And yet, the FTE count from the same report shows that the
tenured faculty FTE is 17,614.2 compared to 15,041.6 Temporary. The difference is not as much as
many suppose. Only 55% of the faculty FTE in California community colleges are full-time tenuretrack and 45% are part-time FTE. (ASCCC, September,
2008, p. 23-24)
But these numbers don’t give the full picture of how
many adjunct faculty are teaching basic skills courses.
Basic Skills as a Foundation for Student Success in California
Community Colleges reports that, “nationwide, 67 percent of
faculty teaching remedial courses are employed part-time
[Shults, 2000]. In its 1998 survey of practices related to
basic skills, the Academic Senate for California
Community Colleges found that 56.5 percent of credit
basic skills instructors were part-time faculty, with
numbers up to 70 percent when noncredit courses were
considered [Academic Senate, 2000]” (Center for Student
Success, 2007, p. 21). In fact, between 1973 and 2003 the
number of part-time faculty increased 375% while the full-time faculty increased only 67% (Eney &
Davidson, 2006, p. 3).
4
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A more recent survey indicates California is following this same pattern. If we look at the specific
basic skills disciplines, we can see some interesting and somewhat shocking numbers. Table 1 was
developed from data presented in Report on the System’s Current Programs in English as a Second Language
(ESL) and Basic Skills and indicates the percentage of courses taught by full- and part-time faculty for
credit and non-credit basic skills courses by each discipline (BOG, 2008, pp. 26-30).

Table 1
Percent of Discipline Courses Taught by Part-time and Full-time Faculty
Discipline
Credit Writing
Noncredit Writing
Credit Mathematics
Noncredit Mathematics
Credit ESL
Noncredit ESL
Credit Reading
Noncredit Reading

Percent of colleges reporting more
than 50% of courses taught by fulltime faculty
51.57%
9.37%
53.12%
10.93%
51.57%
9.37%
68.75%
10.93%

Percent of Colleges reporting
50% of courses taught part-time
faculty
48.43%
90.63%
46.88%
89.07%
48.43%
90.63%
31.25%
89.07%

Overall, these data indicate that approximately 50% of our credit basic skills structure is being built
by part-time builders and approximately 90% of the credit basic skills construction is done by parttime builders. You may think that part-time faculty teaching 90% of the noncredit courses is not
significant in the overall scheme of things. But we would ask you to factor in the fact that half of the
students with identified basic skills needs are in noncredit courses -- that is over 300,000 students!
Look at the breakdown in Table 2 below, taken from Report on the System’s Current Programs in English
as a Second Language (ESL) and Basic Skills (BOG, 2008 p 6). What do these data indicate about the
registration of our California community college students?
TABLE 2
California Community Colleges 2006-07
Unduplicated Student Enrollments in Credit and Noncredit Basic Skills and ESL
ENROLLMENT
CATEGORY
Basic Skills -ESL (credit)
Basic Skills -ESL (noncredit)
No Basic Skills-ESL courses
Total

ENROLLMENT
326,478
393,004
1,901,963
2,621,445

% OF TOTAL
ENROLLMENT
12.45%
14.99%
72.56%
100%

More students with basic skills needs are in noncredit courses. These students are the most fragile,
succeeding only when real connection with student services and excellent guidance are provided,
regardless of the wonderful teaching that goes on in the classroom. How will these students get
connected if the faculty themselves generally report that they find it hard as professors to get
connected? There is no doubt that part-time faculty are precious resources for our system, but with
the low pay and lack of benefits, what induces adjunct faculty to dedicate the time and effort to do
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what too few full-time faculty do for basic skills students -- which is to seek out the available
student services? Perhaps we can get a better picture of the situation by looking at the support and
resources that part-time faculty have for their teaching assignments and their contractual
responsibilities.

Begin with a Reality Check
Start with this checklist about an adjunct instructor’s work life. If you are a parttime faculty member, check any and all of the challenges listed below that arise
from your current teaching assignment at one or more colleges. If you are not
an adjunct, ask an adjunct at your institution.
! No time and no reimbursement to attend department or other college governance meetings.
! No time to attend flex activities or, if you do attend, no reimbursement, in order to get
professional development.
! Little or no connection with curriculum development or SLO (student learning outcomes)
assessment planning.
! No office assigned or an office shared with 6-15 people (read - no private place to meet
students).
! Little to no opportunity to participate in developing the college mission statement, education
plan or strategic plan.
! No easily accessible reproduction facilities to create the basic student handouts.
! No contact person to help with campus logistics.
! Limited information about the course outline or other guidance provided for the classes you are
assigned to teach.
! No inclusion in discipline discussions concerning textbook selection.
! No email, no telephone, no mailbox – no home.
! Fear of asking questions because it may appear as though you do not know something you
should, pre-empting subsequent employment.
! No discussion about how your course aligns with any other courses on the campus.
! Fear that you will be in one location and the materials you need will be somewhere else.
! Little or no training on the student services available such as tutoring, mentoring, financial aid,
health services or guidance counseling.
! Teaching at multiple colleges, so that even if you get some support at one college, it is different
on other colleges.
! Different college processes, course outlines and expectations for the same course you teach at
different colleges.
How many did you check? If you had two or less, you are teaching at a college (or colleges) that
comprehends the challenges that adjuncts face and has made efforts to help you in your work. If you
had three or more checked, a lot more could be done to assist your successful involvement with
students and the college as a whole. As we said earlier, California community colleges use
hardworking adjunct faculty to teach the majority of basic skills courses. It is adjunct faculty who
open the door to students, providing them with the tools and materials they need for building
academic success. The efforts of the Basic Skills Initiative will come to naught if colleges do not
focus on adjunct needs and provide adjunct faculty with more tools for the crucial role they play in
all disciplines, but particularly in basic skills courses.

6

Chapter 17

From Chapters 4 and 6 of this handbook (available at http://www.cccbsi.org/basic-skillshandbook), and the research cited therein, you know that student success is intimately tied to a
coordinated and integrated approach to developmental education. It requires no mathematician to
determine that the Basic Skills Initiative cannot have any effect if the coordination and participation
does not engage the large numbers of adjunct faculty who teach basic skills courses. This stimulated
three major questions for this chapter:
!
!
!

How involved are adjunct faculty in the curricular discussions and decision-making
processes at the colleges they work at?
What barriers must adjunct faculty overcome in order to become educated about and get
access to the various services students with basic skills needs must have to succeed?
What will it take to get adjunct faculty engaged in the process and connected to the services?

In February 2008, the Academic Senate conducted a survey called Participation of Part-Time Faculty in
the Academic and Professional Life of the College. The 81 responses to the survey confirmed the many
part-time faculty issues continually raised by our colleagues (Please see Appendix 2 for the complete
survey questions with responses). At the 2008 August Basic Skills Institute, designed for adjunct
faculty, several focus groups were held to explore issues related to basic skills as they relate to
adjuncts. The three day institute also created venues for engagement, professional development and
re-planning course lessons based upon information about basic skills. The institute was designed to
allow colleges to send one full-time and several part-time faculty at no cost. As an intensive training
session, it provided time and information so that the part-time builders could look at the
architectural diagrams, and discuss the challenges and tools available. The second half involved
putting the builders to work in a laboratory using the skills and tools they had learned about. This
next section of the chapter discusses the issues uncovered on the Academic Senate survey and the
validation of those issues in focus groups at the institute. But it also goes beyond this to suggest
productive methods of involving and training adjuncts.
Participation of Part-Time Faculty in the Academic and Professional Life of the College survey respondents
provided specific insight into adjunct faculty involvement on campus. First, please note that over
half of the respondents were academic senate presidents responding indirectly about the part time
conditions. The rest of the responses were from adjuncts, and there is an obvious difference in the
tone and perceptions. The major perspective differences are tied to situations where local senates
have made obvious efforts to create opportunities for adjunct representation and involvement, yet
the adjunct reality of teaching on multiple campuses with no compensation for out-of-class work,
makes those opportunities look like exploitation. This may provide the reader with a very hostile
sounding relationship. And indeed, in many cases, particularly where adjuncts have sacrificially
donated hours of involvement for years, sadly this is the case.
So what did the survey tell us? Ninety percent (63 respondents) indicated that adjuncts participated
in departmental/discipline discussions, most without compensation for their time. Another 64.3%
(45) indicated that adjuncts participated in college governance. However, the survey was distributed
through senate and union connections on campus, thereby selecting among the adjuncts most likely
involved in these activities. Others (48.6% or 34 respondents) specified involvement in other types
of college activities (e.g., district, union, student club), the majority of which were specified as union
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involvement. Union involvement far outweighed the other areas in those who responded. From this
survey we can conclude that there are indications that many adjunct faculty have the opportunity
and in some cases are involved.
Less encouraging was the response to the question, “Describe your overall sense of whether your college
actively encourages the participation of part-time faculty in wider academic and professional activities beyond their
scheduled classroom hours and class preparation.” To this question respondents indicated:
A. Not at all 5.5% (4 respondents)
B. 19.2% (14 respondents)
C. 41.1% (30 respondents)
D. 28.8% (21 respondents)
E. In every way possible 6.8% (5 respondents)
Better insight into these issues can be gleaned from the sample responses in the open-ended
comments. (Please note the difference in tone particularly as relates to opportunity versus reality.)
Sample Survey open-ended comments to the question on encouraging active participation
of adjuncts, exemplifying the extremely diverse situations on the colleges of the
respondents.
The college fulltime faculty and administration encourages part-time faculty to do free work for the
college; however part-time faculty work is not publically recognized and used as a criteria when
hiring fulltime faculty.
Faculty have voting seats on the Academic Senate, stipends to participate in the Union, attend staff
development activities and participate in a number of key committees on campus. Faculty also play a
key role in the development of curriculum. There is still room for improvement, but they are valued
participants in every department.
Part Timers are not excluded, but they are also not considered.
There is no institutional support for part time faculty to encourage their participation in academic
and professional activities beyond teaching.
Twice yearly department meetings. Curriculum development is discouraged. Very little inclusion into
college activities.
Table 3 displays the percent of respondents identifying the type of involvement they participate in
on their colleges. Take a moment to review this data; we want to encourage you to just read down
the table out loud.

8
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Table 3
Adjunct Survey Responses indicating Involvement and Support
90% reported opportunity for involvement was at the departmental level; but
71% responded that in reality there was little to no involvement occurring at this level
88% report little or no involvement on hiring teams
79% report little or no participation in curriculum
71% have no private office space but 62% report shared office space
69% report no involvement in peer review
69% report little or no involvement in program review
64% report little or no involvement in BSI (Basic Skills Initiative)
59% report little or no involvement in SLOs
44% report little or no involvement in texts and materials
68% report no college paid health benefits but 55% have access to optional employee
paid benefits
If you are a full-time faculty or administrator reading this, take a moment to consider how well you’d
do your job, engage with a team, respond to student needs and help to effectively address the basic
skills challenge before us, if you were operating under these conditions.
Here is another statement that may make some readers angry! Full-time faculty sometimes feel that many
adjuncts whine and complain when they do participate in shared governance activities. This survey
seems to give credence to “the right to complain.” Admittedly, it is not the most productive means
of highlighting the issues and difficulties. Correcting the situation requires acknowledging the
problems and strategically planning steps to move forward to improvement. Everyone on campus
needs to connect the importance of adjunct faculty to the mission we must accomplish. We must
articulate how the lack of support and over-reliance on part-time builders affects construction of the
basic skills student success structure. And then we must begin to reconstruct and train all of our
faculty as a team. This includes having adequate full- and part-time positions supported with the
essentials of doing the job at hand.
Table 4 describes the situations where there appears to be relatively good services available to
adjuncts. However, please consider that these are the bare essentials needed to teach any course and
communicate with students. Why are they not 100% available?
Table 4
Survey Responses Concerning Services Available to Adjunct Faculty
83% report access to duplicating for large jobs
83% report email access
82% report good to complete access to a copier
78% reported access to a college mailbox
69% reported access to voice mail
Imagine the alternative numbers: 83% have access to large duplicating jobs. What do the other 17%
do? Do they have no handouts, no exams? Further questions must be asked. What about the partChapter 17
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time faculty who don’t have e-mail, mailboxes or voice mail access? How do they maintain any
contact with the college and their students? Does this adequately meet our professional duties at
even the minimal level? And if some adjunct faculty have access to e-mail, but no mailbox or voice
mail, is that adequate? One reason why this survey could not be distributed more broadly is that
there are no organized part-time listservs, and if there were, not all adjuncts have access to e-mail or
computers.
Please take a moment to read the short Rostrum article in Appendix 3 by Richard Mahon of the
Academic Senate Executive Committee. It was his task to review the survey results and report to the
faculty. His observations are focused and important to future efforts.
While part-time faculty participation is welcomed, it is not actively sought. What perhaps
emerges most clearly is an enormous cadre of faculty who are mostly not on anybody’s
radar…. What perhaps emerges most clearly from the survey is the existence of an
enormous cadre of faculty who are not on anyone’s radar. If student success really is the
most important outcome our colleges strive to meet, we must rethink the notion that 40% of
instruction statewide—and even higher levels in developmental courses—can be provided
by faculty in whom our colleges have made a minimal investment in resources and the
intangible but crucial qualities of respect and involvement. The time is ripe for change.
(Mahon, 2008, p.3)

As stated earlier, we also used the August 2008 Academic Senate Summer Basic Skills Institute to get
feedback from adjunct faculty focus groups and to further explore the issues raised in the survey. A
series of three focus group discussions were conducted with a total of 67 adjunct faculty. The faculty
interviewed had a total of 473 years of teaching experience, ranging from 0-42 years, and averaging
7.6 years of teaching. These 67 faculty taught at 66 different colleges. One foundationally important
demographic is that they taught at between one to four different college campuses, AVERAGING
work on 1.5 campuses any given semester. It takes most full-time faculty years to understand
processes and services at a single college. Imagine coming up to speed at multiple institutions. Going
back to our construction analogy, what we see is that these part-time builders are not only building
at one location, but are traveling to multiple sites. The average part-time faculty member must learn
and cope with numerous processes, administrative structures, college cultures and colleagues.
Obviously this is a stressful situation. Using a delta analysis to determine prioritization, part-time
faculty reported that their foremost worry involved connection to the campus they work on. The
next highest priority concern was job security. Some faculty commented that they could not ask
questions or say “I don’t know” because they were afraid they would be judged not fit for reemployment in a subsequent semester. The lack of an office was the next most pressing concern. As
we know, our most fragile students need to attend office hours. They need guidance and
personalized attention. But, in general, our system neither compensates adjunct faculty for office
hours nor provide offices. While some funding has been meagerly directed towards funding office
hours, the reality has impacted far too few colleges or adjunct faculty. A smaller number of concerns
centered around the lack of benefits and the difficulties with commuting. Table 5 expands on the
priority concerns and includes the faculty’s descriptive comments.
10
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Table 5
Top Adjunct Faculty Concerns at the BSI Summer Institute
!
!
!
!
!
!
!
!
!
!
!

They lack a sense of belonging.
They feel disconnected from other faculty.
Lack of orientation to resources.
Noninvolvement with meetings.
Noninvolvement in graduation ceremonies.
Not feeling a 'real' member of the team.
Lack of input on classes.
Lack of involvement in decision making.
Lack of mentoring.
Not feeling part of the department.
Lack of communication.

!
!
!
!
!
!
!

Lack of a contract, no knowledge about employment from one
semester to the next.
Having classes cancelled.
No financial security.
Insufficient hours.
The last person to get scheduled.
Lack of guaranteed assignments and inconsistent pay rates.
Reduced pay rates.

No Office

!
!

No office space.
No compensation for office hours.

No Benefits

!
!

No health insurance.
No other insurance.

Commute

!
!

Distance traveled.
Drive time.

Lack of connection to
their campuses

Job Security

What does all this research tell us? It is important to consider that both groups of respondents, to
the survey and attendees at the institute, were unique populations. The adjuncts were more engaged,
just by virtue of having access to the survey or institute. The summer group gave up three days in
August to get training for which they were not compensated. The faculty who answered the survey
had access to a computer and took the time to respond to it. These 140 faculty confirmed that
knowledge about and access to services for students with basic skills needs is prevented by the lack
of support and connection to the campus for adjunct faculty’s own basic needs, such as office space
and collegial consultation. From Maslow’s hierarchy of needs, we know that without supplying even
the basic sustaining tools to adjunct faculty, we cannot expect them to turn around, connect and
direct students to the services they need. This is not to say that all adjunct faculty are unable to
provide this support. We are certain there are adjuncts able to ferret out the student support services
that basic skills students need to succeed. But even the most engaged adjuncts responding to the
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survey and attending the institute indicated these barriers in their jobs. Of course, we have included
a section in this chapter to help adjunct faculty overcome some of the issues involved in their task,
but the real responsibility falls directly upon the colleges, who must acknowledge their over-reliance
and lack of support for part-time faculty. Remember, most students with basic skills needs first meet
and rely on these faculty by virtue of their large numbers in basic skills credit, and particularly noncredit, courses.

A Check on the Legal Status of Adjunct Support - Another Quiz

Are there any legal protections or mandates concerning adjunct faculty? Let’s test your
knowledge with a quiz.
1. Are there legal protections in the California Education Code about WHEN adjunct faculty
should be informed of their assignments?
A. There are no time limits acknowledged for notifying adjuncts about their assignments.
B. Adjuncts should be notified at least one day prior to their assignments.
C. Adjuncts must be notified about their assignments one month in advance.
D. Adjuncts must be notified about their assignments six weeks in advance.
E. Adjuncts, like full-time faculty must be notified about intent to not rehire by March 15
each year.
2. Are there any protections in the California Education Code regarding when adjuncts should be
paid for a class that is cancelled just prior to the semester beginning?
A. Adjuncts are not protected from lack of income when any class is cancelled.
B. Adjuncts are to be paid if a class is cancelled after the semester begins.
C. Adjuncts should be paid for the first week of an assignment when class is cancelled less
than two weeks before the beginning of a semester.
D. Adjuncts should be paid for the first week of an assignment when class is cancelled less
than two weeks before the beginning of a semester and if the class meets more than
once per week, they should be paid for all classes that were scheduled for that week.
E. Adjuncts should be paid for the entire semester if the class is cancelled after the
semester begins.
3. Do adjunct faculty have a legal right in California Education Code to have their name placed in
the schedule of classes each semester?
A. There are no code regulations about the schedule of classes.
B. The California Education Code indicates only full-time faculty should have their names
in the schedule of classes.
C. The Education Code says both adjunct and full-time faculty should be named in the
schedule of classes.
D. The standard operating procedure for all California community colleges is to identify all
adjunct taught classes as “staff” in the schedule of classes.
E. It is up to an individual college to decide to call adjuncts by name or list them as “staff.”
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4. Are there any Education Code regulations about adjunct faculty involvement in book selection?
A. No regulations on book selection for any faculty exist.
B. Adjunct faculty are allowed to comment about book selection.
C. Adjunct faculty are considered integral parts of departments and should be afforded all
full-time faculty rights to book selection.
D. Adjunct faculty must be compensated for time spent in discussions about book
selection.
E. The Education Code has no particular considerations as to the processes and parameters
of book selection.
5. Are there any Education Code regulations about adjunct faculty involvement in department
activities?
A. No regulations on involvement in department activities for any faculty exist.
B. Adjunct faculty are allowed involvement in department activities.
C. Adjunct faculty are considered integral parts of departments and should be afforded all
full-time faculty rights involvement in department activities.
D. Adjunct faculty must be compensated for time spent in involvement in department
activities.
E. The Education Code has no particular considerations as to the processes and parameters
concerning involvement in department activities.
6. Are there any Education Code regulations about adjunct faculty and the use of college
resources?
A. There are no regulations mentioning access to resources for adjunct faculty.
B. Adjunct faculty are allowed access to resources.
C. Adjunct faculty should be given access to at least 50% of the college resources for fulltime faculty.
D. Adjunct faculty are legally allowed access to the college resources, if they can prove they
are necessary for their work.
E. Adjunct faculty should be provided access to resources which include, but not
necessarily limited to, telephones, copy machines, supplies, office space, mail boxes,
clerical staff, library, and professional development.
7. Does the California education code address adjunct faculty reappointment rights?
A. The issue of earning and retaining annual reappointment rights are not addressed.
B. The issue of earning and retaining annual reappointment rights are an optional aspect of
collective bargaining.
C. The issue of earning and retaining annual reappointment rights is a mandatory subject of
negotiations with all adjunct contracts and all districts.
D. The issue of earning and retaining annual reappointment rights and developing a firstrefusal seniority list for adjuncts is mandated.
E. Education code guarantees that full-time faculty always have first tight of refusal for
classes over adjuncts.
Answers to these important issues are found in Appendix 4 and in the portions of the California
Education Code Listed below.
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The California Education Code
There are legal mandates to meet some of these adjunct faculty needs and issues communicated in
the survey and at the summer institute.
§87482.8. Whenever possible:
(a) Part-time faculty should be informed of assignments at least six weeks in advance.
(b) Part-time faculty should be paid for the first week of an assignment when class is cancelled
less than two weeks before the beginning of a semester. If a class meets more than once per week,
part-time faculty should be paid for all classes that were scheduled for that week.
(c) The names of part-time faculty should be listed in the schedule of classes rather than just
described as "staff."
(d) Part-time faculty should be considered to be an integral part of their departments and given all
the rights normally afforded to full-time faculty in the areas of book selection, participation in
department activities, and the use of college resources, including, but not necessarily limited to,
telephones, copy machines, supplies, office space, mail boxes, clerical staff, library, and professional
development.
§87482.9. This section applies only to temporary and part-time faculty within the meaning of
Section 87482.5. The issue of earning and retaining of annual reappointment rights shall be a
mandatory subject of negotiation with respect to the collective bargaining process relating to any
new or successor contract between community college districts and temporary or part-time
faculty occurring on or after January 1, 2002.
These areas represent issues of compliance, not permissiveness. While complying with these
regulations may be difficult, such as when finalizing teaching schedules in a timely manner and
having names ready for printing in the schedule of classes, this should represent the EXCEPTION
and not the rule. In addition to these regulations, hiring faculty with minimum qualifications for all
courses is required as is the assignment of courses to disciplines. This process is maintained by the
Academic Senate for California Community Colleges.
What are the Minimum Qualifications Required for All Faculty to Teach a Course in the
California Community Colleges?
Students, faculty and administrators alike will affirm that having the best teacher in the classroom
can be the most effective means of improving student success in any course. Defining “best” can be
a personal choice, but in all cases, that teacher will be the most qualified based on state and local
criteria. In basic skills courses, hiring the most qualified faculty remains the goal, but often there are
challenges in finding qualified, diverse hiring pools resulting in attempts to circumvent the minimum
qualifications for faculty teaching basic skills courses for a number of reasons, some well
intentioned. Additionally, colleges are not always clear about options for creating new courses and
appropriately assigning these courses to disciplines thus ensuring that the best qualified faculty are
teaching the classes. This part of the chapter provides a reminder of the minimum qualifications for
basic skills faculty and learning assistance center faculty, reviews the assignment of courses to
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disciplines and the options available to curriculum committees, and provides some simple guidelines
about nurturing the careers of professionals dedicated to teaching basic skills courses.
Minimum Qualifications
When a college decides that it wishes to increase its number of faculty teaching mathematics,
English or ESL, a job announcement is developed that lists the state adopted minimum
qualifications for the position, and occasionally, preferred qualifications developed locally. Both sets
of qualifications assist search committees in making good decisions about which candidates appear
to be best qualified for the position. In addition, most colleges also include teaching demonstrations
and role play situations to assess the candidates with greatest chance to succeed.
The Board of Governors, relying primarily on the Academic Senate, have has been tasked through
Education Code (section 87357) to develop and update the list of qualifications for faculty teaching
in any discipline. This grand list is known as the “Minimum Qualifications for Faculty and
Administrators in California Community Colleges,” commonly referred to as the Disciplines List.
The Disciplines List contains the minimum qualifications for all faculty assignments, including
Learning Assistance Center coordinators and noncredit faculty. It is updated on a regular cycle by
review from faculty throughout the state, and resolutions recommending a change to the Disciplines
List are voted on by the Academic Senate at its plenary session in accordance with the cycle and
timeline. These recommendations are then proposed for adoption by the Board of Governors to be
included in the Disciplines List. (A complete review of these minimum qualifications are included in
Appendix 5).
Assigning Courses to Disciplines
Each course – credit or noncredit - that is approved by the college or district Curriculum Committee
receives an assignment to one or more disciplines. The assignment to at least one discipline defines
for the college the set of knowledge and experience that best matches the goals of the course. “A
college curriculum committee must be very careful to place courses in disciplines according to the
preparation needed by the person who will be determined qualified to teach them,” ASCCC, 2004,
p. 9). Most courses are assigned to a single discipline, but there are, on occasion, perfectly good
reasons to assign a course to more than one discipline. Some basic skills courses may fall into this
category. (Appendix 6 provides detail on the process for assigning courses to disciplines.)

As An Adjunct, What Am I Legally Mandated To Do?
In case one of the items you checked on the reality checklist was the one about
lacking guidance from your college about the classes you teach, we would like to
share the legal requirements for your job. Those of you already in the know may
want to skip ahead to the next section of this chapter.
An intrepid instructor, brave enough to explore the California Education Code, will find the answer
to “what am I mandated to do?” in legal language. The statutes apply to all faculty, whether adjunct
or full-time. However, adjunct faculty do not always receive an orientation to these requirements
when hired. If you are feeling courageous, you can access the Education Code yourself online at:
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www.leginfo.ca.gov/calaw.html. Relevant sections include California Codes, Education Code
§87400-87488 for academic employees, and Part 25 Chapter 4 on Employment--Certificated
Employees and Instructional Materials and Prohibited Acts §78900-78907.
To translate and summarize this legalese into English, your responsibilities are to:
!
!
!
!
!
!
!
!
!
!

Follow the course outline of record, also referred to as the COR. (It is required that this
is made available to you prior to teaching the course, if not, ask for it.)
Provide instruction and assessment in accordance with established curriculum and
course outlines (COR). This represents a legal agreement for the course delivery.
Teach critical thinking. All higher education courses, including basic skills classes, must
involve critical thinking, not just memory work.
Maintain appropriate standards of professional conduct and ethics.
Maintain current knowledge in the subject matter areas.
Fulfill professional responsibilities of a part-time/temporary faculty member.
Teach all scheduled classes.
Maintain accurate records.
Maintain confidentiality of student records.
Comply with the legally mandated evaluation timelines and the procedures, which are
contractually spelled out (and perhaps different) at the colleges you teach at.

In addition to what you must do, the Education Code spells out what you can’t do. We do not feel
this is the place to explicate all the legal regulations; however this includes taking money for use of
published materials and using published materials without acquiring appropriate permissions. There
is also a limit on the percent of load adjuncts can teach. Previously this was 60% of a full load but in
2008 the limit was raised to 67% by of a full load.
A Note on Evaluations
Regarding evaluation, Section 87663 of the Education Code states: “Temporary employees shall be
evaluated within the first year of employment. Thereafter, evaluation shall be at least once every six
regular semesters, or once every nine regular quarters, as applicable.” We understand that this is not
necessarily practiced on a regular basis at many colleges. Our suggestion is that you should be
proactive in this process, perhaps requesting it more frequently, for three reasons. First, active
feedback from students and peers will help you to improve. Second, this provides documentation of
your good work and provides additions to application packets for full-time or other part-time
employment. Last, it provides some measure of documentation concerning your work for rehiring
and accreditation purposes.

What Other Information May You Need?
Some Tools and Suggestions for Adjuncts from Adjuncts!
If you checked many items on the Reality Checklist, you may feel as if you
need more information from your college to better help your students
succeed. Sometimes getting the textbook, the keys to the classroom, the
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name of the course you have been assigned to teach and maybe a map of the campus just isn’t
enough. The information you may need is as varied as the total number of adjunct faculty in the
state. Here’s a list of items that other adjunct faculty have found useful. Ideally, these helpful hints
would be found in your college faculty handbook. However, we know that these handbooks are not
always available at every college.
Warning: some of this is utterly obvious, but you may not be surprised to learn that
some adjuncts have had to walk into the classroom and begin teaching without receiving
some of this information from the college that has hired them. We have created a tool
box so that you can locate these tools if you need them and indicated whether you can
expect to find them to be the same if you teach at different colleges. So here is a tool
belt of sorts!
Necessary
Tools for All
Faculty
Creating a
Course Syllabus
Course Outline
of Record (COR)
Course and
Program Student
Learning
Outcomes (aka
SLO’s)
Course
prerequisites

Information Available

Campus
Differences?

Appendix 7 of this chapter

Possibly

See Appendix 8 for the contents of the COR but request a copy
from your department chair or dean for your course specifics.
See chapters 15 & 16 of this handbook for descriptions. The
specific SLOs for your course and the program it may fit into
must be available in a public document. That may be the
syllabus, COR, addenda or online source. You need to ask your
dean, department chair or mentor to help you locates the SLOs.
College Schedule/catalog
The Education Code describes the role and application of
prerequisites; they are strictly assigned and must be enforced.

Yes

College Website

A link to every CCC website is available at the Chancellor’s
Office Website at http://www.cccco.edu/CommunityColleges/
CommunityCollegeListings/CollegeListingsAlphabetical/
tabid/643/Default.aspx

Yes

Campus map

At the College Website or in the Schedule of Classes

Yes

College catalog

Usually available from Admissions and Records, Counseling or Yes
your dean
Found in the college catalog
Yes

Course
description
Campus copying
or reproduction
protocol
Desk copy of the
textbook
assigned to the
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Yes

Yes, except for
some programs
with statewide
prerequisites
such as nursing.

There is usually a handout regarding these processes at the Yes
reproduction center or your local senate
Your dean, department chair or mentor should help with this. Yes
As a last resort the bookstore will provide some guidance.
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Necessary
Tools for All
Faculty
class
Academic
calendar detailing
holidays and final
exam dates
Deadlines for
submitting grades
and other official
materials
Access to keys
Specific Safety
protocol and
responsibilities
Your campus
email address
Your campus
phone number
Your campus
mail box location
Class rosters

Office supply
location

Information Available

These are published in the schedule of classes and are usually
available at the college website.

Campus
Differences?
Yes

Your dean, department chair, mentor or academic senate will Yes
have these important official dates available. They are not
generally on the website.
Your dean, department chair or mentor should help with this.
Your dean, department chair or mentor should help with this.

Yes
Yes

Your dean, department chair or mentor should help with this.

Yes

Your dean, department chair or mentor should help with this.

Yes

Your dean, department chair or mentor should help with this.

Yes

Your dean, department chair or mentor should help with this. Yes
As a last resort you can call or email admission and records.
There are specific protocols and requirements regarding adding
students and the number of times a student can take a course.
You need to know this information before the first day of class.
Your dean, department chair or mentor should help with this.
Yes

Contractual
rights and
responsibilities
Available Jobs
within the system
Accreditation
Standards

Generally available on the college website link to local unions. Yes
This will include evaluation expectations as well as salary
information.
http://www.cccregistry.org/jobs/index.aspx
No
http://www.accjc.org and for the specific standards
http://www.accjc.org/pdf/ACCJC_NEW_STANDARDS.pdf

No

System-wide
online student
applications
System-wide
financial aid
information
ASCCC

http://www.cccapply.org/

Mostly

http://www.icanaffordcollege.com/applications/
homepage2.cfm

Mostly with
additional aid
available locally

http://www.asccc.org/
Your statewide Academic Senate office and resources

No

Academic Senate for
California
Community Colleges
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Necessary
Tools for All
Faculty
Basic Skills
resources
Acronyms

Information Available

Campus
Differences?

http://www.cccbsi.org/chancellors-office-resources

No

http://www.asccc.org/Publications/Papers/ACRONYMS.htm
Nothing makes one feel so much an outsider in a group as the
use by others of acronyms or initial designations with which one
it not familiar. Below are some of the abbreviations pertaining
to education which are in common use in this state. Please send
suggestions to the Academic Senate Office

Mostly the
same but
unfortunately
there are
more local
acronyms

The good news is that, in this day and age, much of the above list is available online at the college
web site; the bad news is that it will be different for each college you teach at due to local difference.
A word about pre- and post-requisites: as you are surely aware, many basic skills courses are part of
a sequence. It’s as important for you to know what students should be able to do when they enter
your course and what they will be expected to do in the next one as it is for you to understand the
specific requirements of your particular class. Many departments have spent hours trying to align the
classes so that the skills build. You may not have been able to attend those meetings or were hired
after this work was completed, so you may not be fully aware of how your course fits in to the
whole. The course outlines of the pre-and post-classes should also be made available to you, but this
does not always happen. If it hasn’t, find out where you can get them.
Another note about those pesky SLOs: Since colleges across the state are in the process of writing
SLOs and designing methods to assess them, with various schools at different stages of the process,
you need to find out what is expected of faculty at each of the institutions where you teach. The
processes will probably differ from college to college. If you would like to know more about SLOs
and how they can be assessed in basic skills courses, take a look at Chapter 15 in this handbook at
http://www.cccbsi.org/basic-skills-handbook.
The survey for part-time faculty indicated that accreditation and areas examined by accreditation
such as program review and student learning outcomes assessment are often bereft of adjunct
involvement. “The levels of neglect are almost equally bleak in a number of other crucial areas,
including accreditation self study (68.8%), program review (68.8%), or developing course-level SLOs
(59%). While participation of part-time faculty is usually welcomed it seems clear that it is not
actively sought or encouraged” (Mahon, 2008, p. 2).
Accreditation is a regional validation concerning the quality of our institutions. Accreditation occurs
every six years and holds colleges to a set of standards. Loss of accreditation means that courses will
not transfer, students will not get financial aid and ultimately the college will lose its credibility and
usefulness to students. Recently a California community college lost its accreditation and several
other colleges are on various levels of sanction noting deficiencies.
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Adjunct Survivor Tips: Getting Organized
As an adjunct instructor, this is crucial. If you are a freeway flyer, teaching at
more than one institution and without an office or place where you can store
things, organization is the key to a sane life. It is probably the one thing that has
saved countless adjuncts over the years. Here are a few suggestions:
! Designate a location for each assigned class whether it be a box, bag, or corner of a room. Having
one location for materials concerning each class will simplify the semester.
! If teaching at multiple campuses, using one plastic tub (with a lid) for each campus will help sort
and simplify all of the paperwork involved.
! One adjunct we know favors a craft bag on wheels. She writes, “It has all those handy elastics for
my pens, a zipper for my scissors, rulers and stapler and two big sections – one for each class. This
bag goes to each class with me so all the assignments being turned in go in the appropriate folder.
Having one place to put my papers helps in getting work completed on time, eliminates wasted
time searching for student work and focuses time on getting the papers graded. Organization takes
some thought and maybe a little planning, but saves headaches in the long run. Now supply
whatever you use with writing implements and any office supplies you want to have in the
classroom. My craft bag even has a mini stapler and pencil sharpener.”
! For organizing the paperwork, buy several colors of file folders and a binder for each class.
! In the binder, use dividers for the calendar, grade book, lesson plans, hand outs and syllabus. You
may want to add another section headed TO DO with a pocket folder and lined notebook to keep
track of your to-do list. Having a pouch in the binder for pens is convenient. A stack of sticky
notes and 3 x 5 cards come in handy.
! Organize the designated area (tub, trunk, craft bag or location) using colored folders. Sometimes it
helps to use one color per class.
! If most of your work is done on the computer, consider using a flash drive that goes everywhere
with you. It can contain folders for each of your classes with the handouts, tests and anything else
that you need.
! Another adjunct suggests this organizing technique: “Early in the semester (usually the first test –
week 2) each student is assigned a number. This number is their secret number. For the rest of the
semester, as a grade and attendance sheets go through the class, they will look at their scores and
mark their attendance using their secret number. It simplifies recording my grades and gives them a
random identifier. Each assignment being turned in has their name and number in the upper right
hand corner so entering scores is simplified.”
! Contact your book representative. One instructor wrote, “This has proved to be a wealth of
support for my students. In addition to the text book, there are often videos, test generators,
PowerPoint presentations and online resources available. Several of the textbooks I’ve used in the
past have provided supplemental video tapes that I put on reserve at the library for student use.
My students then have an opportunity to view the classroom material at their own pace from a
different perspective watching other instructors discussing the textbook topics.”
! Organize your students! Many of our basic skills students lack the organizational and study skills
for successful completion of college level work. This handbook contains some materials that might
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be helpful. Chapter 5 contains a Student Success Checklist. Chapter 8 has a Time Management
Grid that can be used to lead a discussion on the time requirements of a class available at
http://www.cccbsi.org/basic-skills-handbook.

Know the Basic GOOD PRACTICES in Basic Skills
The National Association for Developmental Educations has a variety of resources and research
articles available to help you meet your student’s needs (check out the website
http://www.nade.net/). There are several principles supported by research which contribute to the
success of students with basic skills needs. In fact, these principles are based upon good practices
documented for all undergraduate students and found in Chapter 3 of this handbook. Hunter
Boylan’s article in the Journal of Developmental Education (Winter 1999) provides a good summary
of these principles.
Good developmental education:
! Results from institutional commitment
! First and foremost is delivered by well-trained people
! Is student oriented and holistic
! Connects with collegiate curriculum
! Includes communication between those teaching and offering services
! Has specific goals and objectives
! Incorporate critical skill into all activities (critical thinking, metacognition, study skills)
! Is evaluated regularly
So how do you get engaged in your institutional practices? The first and foremost would be to
indicate your interest to your department chair and dean. Next would be to seek out the basic skills
coordinator or developmental education department chair. Next, see if they need representation
from adjuncts on the basic skills committee and volunteer for the committee. Attend the basic skills
professional development meetings on your campus and provided statewide. The Basic Skills
Initiative funding has been used by some colleges to compensate adjunct time and training. In
addition, you can address some of the other good practices by using the suggestions below.

Teaching Strategies
This handbook contains a wealth of material about teaching strategies for basic skills
students. Check out the various discipline chapters to see what other faculty across the
state are doing in your particular area. (The entire handbook is available at
http://www.cccbsi.org/basic-skills-handbook.) In addition, you may find it very
valuable to read Chapter 5: Effective Practices for All Disciplines for cutting edge research on
neuroscience, learning styles and metacognition. It contains specific materials and activities that have
been proven to help basic skills students achieve more success. All of us, regardless of discipline,
need to learn how to teach more actively and to ask students to reflect on their own learning.
Research has shown that these two techniques vastly improve the success of basic skills students.
Chapter 5 details both the research and the specific successful strategies.
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You probably have successful strategies of your own that you can add to either Chapter 5 or the
specific discipline chapters. The Academic Senate for California Community Colleges is collecting
effective practices and will host them on a website at Basic Skills Initiative http://www.cccbsi.org .
One of our goals is to include at least one program, strategy, and/or project from each California
community college. The survey submission link and searchable database are available at
http://bsi.cccco.edu/
And here’s a really fun resource for you. Have a look at this link for professional training:
http://www.league.org/gettingresults/web. The lessons it contains on active learning and student
engagement are short but may be readily applicable in your classroom.
Finally, the Appendix 9 contains information on lesson plans that you might find helpful.

Use Professional Organizations to Keep Up To Date
One of the best ways to keep abreast of new teaching strategies and research
in your field is through professional organizations. Across the state there are
numerous professional organizations available to ALL community college
instructors. Since the definition of a basic skills student is one who “lacks the
foundational skills in reading, writing, mathematics, English as a Second Language (ESL) necessary
to succeed in college-level work,” the professional organizations related to those subjects are
included. The mission statement for each of the organizations is taken from their website. The sites
also provide further information on their goals and conferences. For funding to attend a conference,
check with the division dean and/or the professional development office on your campus.
English Council of California Two-Year Colleges (ECCTYC)
URL: http://ecctyc.org/
The purpose of ECCTYC is to advance English teaching and learning in the two-year college by
providing opportunities for the exchange of discipline information, promoting professional
interaction and growth among its members, and articulating concerns of the discipline to
professional and policy-making groups.
To support these goals, ECCTYC publishes the journal inside english, sponsors statewide conferences,
holds annual statewide meetings of English department chairs, and represents two-year college
English teachers’ concerns in state and national issues affecting the English discipline.
California Teachers of English to Speakers of Other Languages
URL: http://www.catesol.org/
CATESOL's mission is to promote excellence in education for English language learners and a high
quality professional environment for their teachers. CATESOL represents teachers of English
language learners throughout California and Nevada, at all levels and in all learning environments.
CATESOL strives to:
! improve teacher preparation and provide opportunities which further professional expertise
! promote sound, research-based education policy and practices
! increase awareness of the strengths and needs of English language learners
! promote appreciation of diverse linguistic and cultural backgrounds.
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California Mathematics Council Community Colleges (CMC3)
URL: http://www.cmc3.org/
The California Mathematics Council Community Colleges (CMC3) was founded in 1973 to provide a
forum through which community college mathematics faculty in Northern and Central California
shall express themselves professionally at a local, state and national level and to support
mathematical activity by students and faculty.
California Mathematics Council Community Colleges South CMC3-S
URL: http://cmc3s.org/index.htm
The California Mathematics Council, Community Colleges - South is a non-profit, education
association. The objectives of the association are the following:
1. To encourage the development of effective mathematics programs;
2. To provide a collective voice for community college faculty in the interest of mathematics
education;
3. To affiliate with other groups and organizations also directed toward the improvement of
mathematics instruction;
4. To hold regular conferences, meetings and/or forums;
5. To communicate information related to the special interests of two year college mathematics
instruction in California.
For an overview of the College Governance System visit:
http://www.4faculty.org/includes/119r1.jsp This useful website provides a very short explanation
of governance in California community colleges and provides links to all the major organizations
that provide resources for faculty work and participation in governance activities.
Foundation for California Community Colleges
URL: http://www.foundationccc.org/
The Foundation for California Community Colleges is a unique non-profit organization that
benefits, supports, and enhances California’s Community Colleges—the largest higher education
system in the nation. As the sole official auxiliary organization partnering with the California
Community Colleges Board of Governors and System Office, we develop programs and services
that save millions of dollars for colleges and students, promote excellence in education, and provide
valuable learning opportunities for students throughout the state. We also support the system
through special initiatives, statewide awards, and direct donations to the colleges and the Network of
California Community College Foundations.
The Foundation for California Community Colleges (FCCC) supports an array of software
programs, designed to benefit educational institutions, faculty, staff, and students at California
Community Colleges and across the nation. They offer reduced prices on software by visiting:
http://www.foundationccc.org/CollegeBuys/SoftwareComputers/tabid/243/Default.aspx
Northern California College Reading Association (NCCRA)
URL: http://nccrareading.org/
The objectives of this association are as follows:
1. To exchange ideas and techniques with regard to college reading and study skills programs in the
areas of
a. Course content and methods,
b. Diagnosis of student reading and study skills problems,
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c. Evaluation and effectiveness of the programs, and d. State and national issues
2. To encourage the adoption of specific qualifications and standards for college teachers of reading
and study skills.
3. To develop stronger liaison between community colleges and four-year colleges.
4. To develop stronger liaison with other reading and study skills associations.
5. To provide a mechanism for professional networking.

The Big Picture Concerning Reliance on Adjuncts in Basic
Skills
Here we are at another juncture concerning where we fear we will make some
readers angry. But let us state unequivocally that the following information is not
in any way critical of the hard working adjunct faculty. It is, instead, highly critical
of practices that have created an overwhelming reliance on part time faculty
without providing training, support services or professional development. It is
critical of the reality in the equation below:
42,949 temporary faculty, 71% of which 50-90% teach the majority of basic skills sections
+ PLUS +
A lack of connection to campus and a lack of supportive services
= EQUALS =
Inability to address the most effective practices in basic skills, centralization, integration
and professional development
In general, it would appear that colleges do a reasonable job providing some tools to help link
students to faculty: e-mail, voicemail, and physical mailboxes are widely—but not universally—
available. Shared (and seldom private) office space is less available for part-time faculty members to
meet with their students. The great divide comes when we look at the efforts colleges make to
involve part-time faculty in the intellectual life of the institution outside of the classroom -- in
accreditation, curriculum, program review or the Basic Skills Initiative (Mahon, 2008, p. 2).
The statewide average for credit basic skills courses shows 52% of instruction being provided by
part-time faculty. Six colleges provide over 70% of basic skills instruction by part-time faculty; 26
colleges provide over 60% of instruction by part-time faculty. Nothing in these figures suggests that
these faculty members are not well trained, committed, and compassionate faculty members, but the
part-time survey does suggest that part-time faculty are generally not well integrated into institutional
dialog about pedagogy, curriculum design, program review, or accreditation, the processes which
would indicate meaningful part-time faculty connection to the institution and not just their teaching
discipline. Such integration was one of the key predictors of success cited in the research for the
Basic Skills Initiative. In spite of this, 59% of respondents report little to no involvement in the local
Basic Skills Initiative and 55% report little to no involvement in local discussions of pedagogy. One
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respondent noted, “There is no institutional support for part time faculty to encourage their
participation in academic and professional activities beyond teaching” (Mahon, 2008, p. 3).
Combine these comments with national research. Below is a review of several recently released
studies.
The first comes from an article in the Chronicle of Higher Education titled Use of Part-Time Instructors
Tied to Lower Student Success by Peter Schmidt. In this article he speaks about a recent research study
by Audrey Jaeger and Kevin Eagan, looking at student success in community college students and
part-time instructors. The study looked at transcripts of 25,000 first-time students who
demonstrated transfer behavior (which means they took courses required for transfer rather than
just simply checking a box on their registration papers indicating a transfer goal).
The two researchers found that the likelihood of students continuing on to four-year institutions
dropped by 2% for every increase of 10% points in their credits earned with part-time faculty
members. That remained true even after accounting for differences in the community colleges and
in students’ backgrounds.
For the average student, the trend translates into an 8% drop in the likelihood of transferring. That
is because the average student in the study earned almost 40% of credits from part-time faculty
members (Schmidt, 2008, p. 3).
In a study by Eney and Davidson (2006), they describe the essential link to a support environment,
which our survey and focus groups describe as being nonexistent among the over 70 colleges
represented. “It is critical to provide a supportive environment and professional development
opportunities that allow part-time faculty to focus on quality teaching and learning while also giving
them a stake in the institution’s mission.” (Eney & Davidson, 2006, p 1). In their review, they
suggest seven essential recommendations for part-time faculty practices. These practices include:
!
!
!
!
!
!
!

Employing individuals with adequate credentials (refer to Appendix 3 on minimum
qualifications)
Providing sufficient and fair compensation (this has been studied by California Postsecondary
Education Commission [CPEC] and includes specific policy suggestions)
Provide the necessary support services (in California this is supported by the Education Code)
Engage adjuncts in institutional processes (refer to the Academic Senate 2002 paper on adjuncts)
Provide professional development activities (including orientation, faculty handbooks, access to
professional libraries)
Establish mentoring programs
Train adjuncts to develop goals and to evaluate their own work (pages 3-10)

Finally, in a National Study of Developmental Education II: Baseline Data for Community Colleges
(2007), Gerlaugh et al state, “The existing research suggests that the most successful developmental
education programs employ the highest percentage of full-time faculty (Boylan, 2002; Boylan &
Saxon, 1998)” (p. 3). The study indicates that overuse of adjunct faculty is associated with poor
student retention, and respondents to their study indicated that 79% of the developmental courses
were taught by adjuncts.
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What Can College’s Do to Address Adjunct’s Role in Basic Skills?
First we must begin with a statement that guides every other recommendation listed below with
regards to adjunct faculty.
The Academic Senate remains committed to the central importance of maintaining a corps
of full-time tenured faculty, and reaffirms that "decisions regarding the appropriateness of
part-time faculty should be made on the basis of academic and program needs . . . and not
for financial savings" (AB1725, Section 4 (b)). Temporary assignments should be limited to
short-term responses to curriculum changes and enrollment growth, allowing for rigorous,
fair, and effective hiring practices when stable need has been established, or temporary
substitutions for contract and regular faculty on leave or reassignment. (ASCCC, 2002, p 35)
Next, we need to motivate everyone with an important vision. Trained, supported, and informed
faculty are essential to student success. In addition, as we consider the Basic Skills Initiative, SLO
assessment and accreditation challenges, we need faculty with professional development beyond
their discipline fields. At a recent Basic Skills Steering Committee meeting, Dr. Henry Shannon,
Superintendent/President of Chaffey College emphasized the importance of seeing our part time
faculty pool as a source of knowledgeable faculty. He underscored the importance of viewing
adjunct faculty support and training as an investment in our California Community College System’s
future.
Finally, we want to direct readers to the summary of recommendations made by the paper Part-Time
Faculty: A Principled Perspective (ASCCC, 2002, pp. 36-37) included in Appendix 10. The following
additional strategies were a result of the BSI work with adjuncts throughout the first phases of the
project.
Provide Appropriate and Mandated Support Services
We know that the challenges for part-time faculty are great. Often they have no e-mail, computer,
offices, or professional development! Some have never met another faculty member on their campus
in their discipline; contact has been limited to paperwork and administrators. What is your
participation quotient in moving our field of part-time faculty forward, providing resources and
training? Some of these are legally mandated. When was the last time your surveyed your adjunct
faculty concerning their support needs?
Examine College Policies
! Reproduction Access
We know of one college that decided to limit the copy service hours to 7 a.m. to 6 p.m., essentially
eliminating the ability of many adjuncts from ever using the service.
! Scheduling of meetings
Evaluate your practices with regards to meeting times and dates. Many colleges regularly invite
adjunct participation, but fail to consider part-time instructor’s schedules.
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! Create an Adjunct Listserv
Communication is a key issue. Listservs require virtually no money to maintain and yet provide an
exceptionally valuable resource to include adjunct faculty in announcements and updates, do you
have one?
! Examine Scheduling policies
What are your scheduling policies and timelines? Do you accommodate the legal mandate in
notifying adjuncts about their schedule? Have your unions adequately addressed issues to make your
college compliant and fair to adjunct faculty?
Professional Development
Institutions that are seriously addressing basic skills have learned that improving student success will
not occur without including adjuncts. The Board of Governor’s report (2008, p. 33) admonished
colleges to engage adjuncts in professional development activities since they teach such a huge
proportion of these courses. This is particularly important in the noncredit courses serving over half
of our students with basic skills needs and staffed by 90% adjunct faculty.
Colleges need to identify and send adjuncts to off-campus training; it benefits the faculty member
and the institution. The Academic Senate knows that we cannot achieve our statewide goal of
increasing basic skills success without providing resources and training to part-time faculty. Some of
this training occurred at the August Basic Skills Institute in Newport Beach. Teams of faculty from
all 110 California community colleges (made up of one full-time faculty accompanied by up to four
part time faculty) came for an update on BSI statistics, goals, resources, and direction. Institute
faculty spent a great deal of time on pedagogical tools specific to their disciplines. When these
faculty returned to their home colleges, they provided important information and tools to share with
their colleagues. They have become an integral part of the Basic Skills Initiative, a statewide focus to
address student success.
Where do you go to find successful professional development programs which include adjuncts and
operate under the budgetary constraint of the California Community College System? That is easy.
The California community college Board of Governors Exemplary Program Awards of 2008 identified
outstanding professional development program models. The theme for 2008-2009 is “Growing our
Own: Showcasing Innovative Development Programs for Faculty.” Because student success is
dependent on highly qualified, enthusiastic and engaged faculty members, as recognized in the
effective practices of developmental education programs (Boylan, 1999, p. 8) the following wellplanned and sustainable development programs are worth a review by all the colleges in the system.
The descriptions for all Exemplary Awards, including the following excerpts, are available on the
Academic Senate website at: http://www.asccc.org/LocalSenates/Awards/Exemplary.htm.
College of the Canyons—Institute of Teaching and Learning
College of the Canyons implemented the Institute of Teaching and Learning (ITL) in order to support
faculty efforts to enrich their teaching abilities. The ITL encourages faculty to engage in “reflective
practice” at every stage of the process, and supports this by promoting classroom research by
granting stipends to faculty members who design and perform research projects based on ideas or
principles learned in the ITL classes. Stipends can be awarded for projects that promote “reflection
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and change in classroom practices.” The ITL is committed to helping all faculty improve their
teaching skills, and even has a portion focused on adjunct faculty, The Associate Program. This
program is extremely popular on campus, with an average of 33-35 applications a year for the 20
available seats. Once adjunct faculty complete the program, they are awarded the status of Associate
Adjunct and receive a permanent 10% increase in pay. Additionally, the program reports,
“Participants usually find a very direct and immediate application for the concepts and techniques
discussed and practiced in the workshop.” Most graduates indicated that completing the Associate
Program was extremely helpful in pursuing a full-time teaching position. Since 2002, College of the
Canyons has had 230 instructors take at least one ITL course, and 102 of its 196 full-time faculty
have participated in the program.
Mt. San Antonio College—Developmental Education Faculty Certification Program
In 2002, Mt. San Antonio College (Mt. SAC) created the Developmental Education Faculty Certification
Program which focuses on professional development to educate and inform Mt. SAC faculty about
the developmental education needs of students on campus. Since its inception, 74 full-time faculty
members and six adjunct faculty members have taken part in the program. The program has
tirelessly pursued its goal of providing participants with opportunities to understand the basic
developmental education principles, current learning theory and active learning strategies that will
support student success; it even goes beyond theory and addresses practical application strategies for
both inside and outside of the classroom. The Developmental Education Faculty Certification Program is
broken down into three modules to give faculty time to learn and process all of the new material.
The modules are designed to promote cognitive, social, emotional, and professional growth to help
make faculty aware of different learning aspects students may have and to promote lesson plans to
fit those needs. One Mt. SAC faculty member who has been through the program said, “I have
found these classes to be invaluable. Although I have taught for many years, up ‘til now, I have
never had any background in education theory...I used to feel like students just weren’t trying or
making school a focus. Now, I am thinking about how my teaching actually influences their
learning.”
HONORABLE MENTIONS
Los Medanos College—Mathematics Department Teaching Communities
The Los Medanos College (LMC) Mathematics Department decided to try something new in the
spring of 2003. Instead of sticking with their typical faculty interactions, the LMC Mathematics
Department decided to create Teaching Communities for its faculty, based on the student learning
communities which have been encouraged in recent years. They started with an Intermediate Algebra
Teaching Community and eventually added Algebra and Statistics Teaching Communities, comprised of both
part-time and full-time faculty. These teaching communities have proven to be invaluable for the
department since 50% of their course sections are taught by part-time faculty. Additionally, each
Teaching Community has written collaborative curriculum and common finals. There has been a huge
level of participation from LMC’s Mathematics Department faculty: 70-80% of faculty from both
the main campus and the satellite campus participated in the Statistics Teaching Community; 60% of
their part-time faculty have participated in Teaching Communities; and 100% of LMC’s full time
mathematics faculty have participated.
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San Diego City College – Pedagogy of Love: Organic Praxis in Teaching and Learning
San Diego City College’s Pedagogy of Love: Organic Praxis in Teaching and Learning program is a
professional development program linked to Learning Communities and designed for faculty, by
faculty. Since Spring 2006, the program has offered university extension courses, trainings and
materials, integrated curriculum, and weekly “cafes” for both full- and part-time faculty. These
professional development opportunities allow faculty to reflect and dialogue about teaching, learning
theory and research and their Learning Community classroom experiences. The number of Learning
Communities offered on campus has increased by 850% (increasing from two to 17 offerings in the
span of a year) while increasing student retention and success in basic skills English reading and
writing. This program serves as the core of San Diego City College’s professional development
program and serves as a model for professional development to other colleges.
Santa Barbara City College – SLO Faculty Development Project
The SLO Faculty Development Project is a catalyst for institutional transformation at Santa Barbara City
College. Beginning in June 2004, over 200 full-time faculty and 98 adjunct faculty have participated
in this program. Through the project, members of the college community have been engaged in an
intense, ongoing, self-reflective dialogue about using SLOs to improve student learning. The college
has also developed and institutionalized an SLO implementation cycle that includes course, program
and institutional SLOs. The process is faculty driven and has garnered strong support and intensive
participation from other faculty across campus. The project includes extensive trainings, collection
of student performance data, and the development of student learning improvement plans. Products
of this project have included the development of numerous resources, guides, handbooks and online
tools to further faculty work on SLOs. College committees, councils, the academic senate, and
intensive cohorts drive the work for this project. These cohorts consist of classroom faculty and
student support programs and services that meet for an entire academic year as they move through
the implementation cycle. The project speaks directly to the college’s mission, focuses on student
learning through increased faculty involvement and engagement, and provides fundamental
principles and processes that can be adopted or adapted at other colleges throughout the state.
West Los Angeles College – Leadership Retreats
The Leadership Retreats program at West Los Angeles College is truly a “home grown” program.
Created in response to accreditation recommendations, this program is coordinated locally by a
diverse planning committee, which hosts an annual retreat to focus on various topics, including the
college’s mission, participatory governance practices, planning and accreditation, retention strategies
and teaching practices under the belief that “all are leaders.” The program integrates classroom
instruction with student services, counseling and administration. The program has received
dedicated support and funding from various campus constituencies, including the academic senate
and college president. Currently, many of the new ventures on campus include ideas that found their
genesis at a leadership retreat. West LA Leadership Retreats focus on topics that directly address the
core missions of the California community colleges and providing a sustainable model of
stakeholder support.

A Final Word

If you have read the statistics on the lack of success/completion of
our basic skills students (see Chapter 1 of this handbook at
http://www.cccbsi.org/basic-skills-handbook), you know that it is
up to us to make changes to assist our adjunct faculty who teach a
majority of our courses, particularly in noncredit.
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The Role of Adjunct (Part-time) Faculty in Basic Skills

Appendix 1: “State of the State” of Adjunct Faculty
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Appendix 4: A Check on the Legal Status of Adjunct Support
Appendix 5: Minimum Qualifications Required for All Faculty to Teach a Course in
the Community Colleges
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Appendix 8: Course Outline Information (The COR)
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Appendix 1
“State of the State” of Adjunct Faculty - Quiz Answers
Question 1 - D
Approximately how many total faculty serve the 2.6 million students in the California community
colleges?
A. 1 million faculty
B. 500,000 faculty
C. 200,000 faculty

D. 60,000 faculty
E. 36,000 faculty

According to the latest report by the Chancellor’s Office there are 60,789 faculty in the California
Community Colleges.
Fulltime Tenure Track Faculty
Number

Tenure Track Faculty Full Time
Equivalents

17,840

19,723

Temporary Faculty Number

Temporary Faculty
Full Time Equivalents

42,949

16,149

Total faculty in the CCC’s
60, 789

Question 2 – E
Each of these groups represent approximately what percent of the full time equivalent faculty
(FTE) in California community colleges?
A.
B.
C.
D.

80% fulltime and 20% temporary
60% fulltime and 40% temporary
50% fulltime and 50% temporary
40% fulltime and 60% temporary

E. 30% fulltime and 70% temporary
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Temporary
Faculty
42,949

Fulltime

Tenure
Track
17,840

42,949 are temporary faculty this represents 71%
of the faculty. Tenure track faculty represents
19,723 faculty in the system, only 29% if you are
looking at sheer numbers of faculty.
Question 3 – C
Approximately what percent of the full time
equivalent faculty (FTE) does each of these
groups represent?
A.
80% fulltime and 20% temporary
B.
75% fulltime and 25% temporary

C. 55% fulltime and 45%
temporary
D.
E.

Number of Faculty in
California Community
Colleges

50% fulltime and 50% temporary
40% fulltime and 60% temporary

The FTE ratio of tenure track and temporary
faculty are 55 and 45 percent respectively. These
numbers illustrate the very significant and
essential contributions of temporary faculty. In
addition, a recent study indicates a significantly
higher percentage of part time faculty teaching
basic skills courses than other courses and this
mirrors a nation-wide trend. Take a moment to
consider the resources these faculty have. How do
they get professional development? How
connected are they to our statewide Basic Skills

Initiative?
Trained, supported, and
informed faculty are essential
Percent Full Time Equivalent (FTE)
to student success. In
addition, as we consider the
for California Community Colleges
Basic Skills Initiative, SLO
Assessment and Accreditation
challenges, we need faculty
Temporary
Tenure
with professional development
Faculty
beyond their discipline fields.
Track
FTE
At a recent Basic Skills
Faculty
Steering Committee meeting,
45%
FTE
Dr. Shannon of Chaffey
55%
College emphasized the
importance of seeing our part
time faculty pool as a source
of knowledgeable faculty. He underscored the importance of viewing part time faculty training as an
investment in our CCC system’s future.
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Appendix 2: Part-Time Faculty Survey– Selected Responses from
Participation of Part-Time Faculty in the Academic and Professional Life of the
College

(Note: Answers include the percent of respondents and then the total number of respondents for each
answer. This is not the entire survey and the questions have been renumbered for easy reference)

1. Respondent Name: (Optional)
answered question 53 ; skipped question 29
**It should be noted that not all the responses were from part-time faculty, but rather from full-time faculty leaders
answering on behalf of their understanding concerning part-time issues and involvement. Over 46 respondents
indicated from their response to the question below that they were likely fulltime faculty serving as academic senate
presidents answering indirectly. The remaining were part-time faculty and a number were from a single college where
the survey was distributed effectively to adjuncts.)
2. Respondent Title/Position:
answered question 82; skipped question 0
3. College/District:
answered question 82: skipped question 0
4. Describe your overall sense of whether your college actively encourages the participation of part-time faculty in
wider academic and professional activities beyond their scheduled classroom hours and class preparation.
answered question 73; skipped question 9
A. Not at all 5.5% (4)
B. 19.2% (14)
C. 41.1% (30)
D. 28.8% (21)
E. In every way possible 6.8% (5)
Selected comments to the above question.
Pay for flex activities, participation in SLOs.
Part-time representatives on Senate Council.
Part Timers are not excluded, but they are also not considered.
We provide stipends for PT participants, but we see minimal involvement.
Effective communication via email/phone/mail is an issue.
As a part-timer at XXX College for eight consecutive years, I feel slighted at every turn with the disrespect given me by the
District via non-equity pay. The District is not concerned with actively engaging part-timers; we are "expendable" as
determined by the non-equity pay.
We are not discouraged; however, there isn't any compensation for our involvement.
The college fulltime faculty and administration encourages part-time faculty to do free work for the college, however parttime faculty work is not publically recognized and used as a criteria when hiring fulltime faculty.
I have never been encouraged to participate in meetings at the department (division) or college level.
Twice yearly department meetings. Curriculum development is discouraged.
We have included them in many areas since 1998. They have two representatives to our local senate organization.
Unfortunately, many of them are not available to participate or union issues are brought into senate meetings.
Faculty have voting seats on the Academic Senate, stipends to participate in the Union, attend staff development activities
and participate in a number of key committees on campus. Faculty also play a key role in the development of curriculum.
There is still room for improvement, but they are valued participants in every department..
We do in some programs more than others but it is not a concerted effort. We struggle with asking part-timers to 'work'
volunteer for free.
FT Faculty are open and encourage participation, but there is no financial remuneration from the administration to help
make this a reality.
The adjunct faculty on the senate have been very active in recruitment.
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We could do a better job of out-reach but for those who are able to attend semester orientations, they are given plenty of
information about their options.
We have just included adjunct faculty into the union and previously restructured to a faculty chair structure so that the
adjunct instructors would have more consistency in who to contact at the college.
Most encouragement takes place at the department level and is extremely variable, with some departments actively involving
part-timers and others ignoring them.
certainly not discouraged; some recruitment (individual - not organizational); little compensation, if any
Certain Depts. are more active than others at including P/T.
We have a new faculty orientation that has pretty good attendance by P/T.
Without a means of compensating the adjunct instructors, they are encouraged, but not actually able to participate.
PT fac have been participating in SLO discussions. They are encouraged to participate in department and school meetings,
however unless they need the flex time it is not worth their time. There is no compensation.
5. Describe your sense of the level of actual participation of part-time faculty in the wider academic and professional
life of the college.
answered question 73; skipped question 9
A. Not at all 9.6% (7)
B. 50.7% (37)
C. 34.2% (25)
D. 4.1% (3)
E. In every way possible 2.7% (2)
Selected comments to the above question.
Time constraints mainly - I would love to participate but I work other jobs, too
A few part-timers participate in MANY activities, but this is a small minority. Most don't participate in anything beyond
class.
I believe many members would be more active if they did have compensation
The college could not function without the participation and commitment of the Part-time faculty. As part-time faculty,
most of us have other jobs, which take us off campus during the day. Unfortunately, most of the meetings are during the
day and during the week.
Part-timers serve on interview committees, serves as Chapter President for the AFT, etc.
I personally have some concerns about their participation on interview committees Part-timers don't have the time
available to be as active as they would like. Many are "freeway fliers" working at more than one community college.
It would be easier to get part-time faculty to participate in the areas described above if there were more ways of being
recompensed - if activities could be considered part of their load or if they received a stipend for some activities.
We would like more participation in program review and SLO and assessment.
It varies widely from discipline to discipline.
We have an adjunct senate vice president, and a few adjunct faculty on different shared governance committees.
Locally we have a very active adjunct faculty participating in teaching communities and other professional development,
but that is because we have grant money to pay for their participation.
Although encouraged to participate, many of our part time faculty members teach at more than one college and have
limited time.
We have a few who are very involved - we are a small community so most of our programs have begun with the work of
adjunct instructors. Of course, we also have quite a few who are not actively involved - especially those who teach online
for us and live outside of our service area.
Encouragement is modest and participation beyond a very few actively engaged is even more modest.
We see P/T at Div. meetings, orientation, & opening day. Some at Recognition is the spring.
limited due to time restraints
While we do provide every opportunity for part-time faculty, the reality is that most of them are balancing work at several
different colleges and/or districts. Their schedules & energy levels preclude many from participating.
6. Describe the type of participation. (Check all that apply.)
answered question 70; skipped question 12
Departmental/Discipline 90.0% (63) ; College governance 64.3% (45);
Other (Specify, e.g.: district, union, student club) 48.6% (34)
Selected comments to the above question.
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They come to discipline activities as a option
Department involvement varies between departments.
We have very few part-time faculty participating in college governance.
our faculty union is mostly run by part time interests.
Union (6 additional identical responses)
The part-time faculty are always asked to write letter and attend the BOT meetings to support union positions.
They advise student clubs, etc.
Only department meetings, (once or twice per semester)
Seats on Academic Senate, Union representatives, participants in developing curriculum and carrying out departmental or
discipline-specific goals (in the library, part-time faculty participate in materials selection and staff development activities).
Some disciplines have only part-time faculty. They are involved in curriculum development and instruction.
Our Faculty Senate has two adjunct faculty who are serving as representatives this year.
Many adjuncts also participate in departmental meetings.
Primarily through the Senate
union, special task forces
Union and ASU clubs (2 identical answers)
We have two active senate reps of part time instructors.
There are part time faculty members on both our bargaining local (CCA/CTA (and senate), but they tend to be the same
individuals and elections are often uncontested.
student clubs and organizations; shared governance
We provide a non teaching pay rate for participation in the Senate as well as governance committees.
They are not able to mentor student clubs if it pushes them over the limit for their contract.
My college encourages part-timers to the extent that we have had part-time department chairs, Senate presidents, and
committee chairs.
7. How is such participation encouraged? (Check all that apply.)
answered question 64; skipped question 18
College policy 43.8% (28)
Senate policy 56.3% (36)
Union contract 39.1% (25)
Stipend 34.4% (22 )
Ad-hoc peer encouragement 60.9% (39)
Other Mechanism 15.6% (10)
Selected comments to the above question.
Flex compensation.
Each of our associates can earn Flex credit for planned or individual activities for up to the number of hours in their weekly
assignment.
Flex Hours
Email memos about activities on campus open for voluntary participation.
Department meetings are part of professional development so most of us attend.
Adjuncts are asked to help create curriculum and SLOs for areas where we don't have full-time faculty. They are given stipends
for this.
We have workshops for our adjuncts also grants encouraged by departments and the senate when recruiting for participants
Opening day and adjunct/new faculty orientations
8. Does your local academic senate actively encourage such participation by specific resolutions or actions?
answered question 70; skipped question 12
A. Not at all 20.0% (14)
B. 28.6% (20 )
C. 30.0% (21)
D. 14.3% (10 )
E. In every way possible 8.6% 6
Explain how your local academic senate does or does not actively encourage participation.
Selected comments to the above question.
We do not have any exec members representing PT, nor are any PT members elected as Senators. Hence, the perspective is
usually from a FT perspective
We have had PT faculty try to get on Senate Exec, but show a very narrow perspective which would argue against such
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involvement.
We have different PT representation now and the tone is improving.
We recently passed a resolution calling on the District to give stipends to PT faculty who engaged in college governance.
Historically we have been weak in this endeavor but more recently have been striving to improve
We have Associate Faculty serving on the senate and committees.
I do not believe the academic senate takes on many part-time issues.
Calls to all staff, e-mail with reminders.
I have never even received a college-wide email encouraging participation.
Of course, why would they encourage the people who might want fair pay and benefits and take away from their benefits?
Local Senate and both of its standing committees have part-time representatives. Most core campus committees do as well.
Part-time union reps attend senate meetings as non-voting members
Once in a while receive stuff in mailbox from senate, though rarely.
Our Academic Senate has a total of nine members. Two members are part-timers.
The constitution of the local senate was recently re-written to allow part-time faculty a full vote in the election of the
president. In addition, the provisions under which a part-time faculty senator serves were rewritten to allow a p/t senator
who lost their assignment in a semester to complete that semester IF they had "re-employment preference" as defined in our
contract. This should allow for greater stability in our part-time representation on the Senate.
We have a few resolutions, but could probably create more to make a more powerful statement.
I meet with part-time faculty during orientation sessions and let them know about opportunities to serve on the senate and
shared governance committees. Our goal for the coming year is to more effectively nurture and support our part-time
faculty. We will be working with our union to implement this goal.
part time staff receive email invitations and reminders in their mail boxes....
Adjunct faculty are always given ballots for senate elections.
We ask for input through survey monkeys on issues.
The senate president tries to include them on emails to faculty.
Our constitution includes adjunct faculty whose load is 50% or higher as voting members of the electorate. Members of the
electorate may serve as a Senate representative.
9. Do part-time faculty have dedicated
10. Accreditation Self Study
11. Academic Senate Meetings
representation on your local academic
answered question 66; skipped
answered question 68; skipped
senate?
question 16
question 14
A. None 13.2% (9)
answered question 68; skipped question
A. None 21.2% (14)
B. 27.9% (19)
14
B. 48.5% (32)
C. 27.9% (19 )
Yes 73.5% (50)
C. 21.2% (14)
D. 16.2% (11)
No 27.9% (19)
D. 7.6% (5 )
E. Complete 16.2% (11)
E. Complete 3.0% (1)
12. Academic Senate Committees
answered question 64;
skipped question 18
A. None 21.9% (14)
B. 35.9% ( 23)
C. 28.1% (18)
D. 6.3% (4)
E. Complete 9.4% (6)

13. Curriculum Approval Process
answered question 68;
skipped question 14
A. None 42.6% (29)
B. 36.8% (25)
C. 11.8% (8)
D. 7.4% (5)
E. Complete 2.9% (1)

14. Other Governance
answered question 56;
skipped question 26
A. None 44.6% (25)
B. 32.1% (18)
C. 16.1% (9)
D. 3.6% (2)
E. Complete 3.6% (2)

15.. Union Activities
answered question 65;
skipped question 17
A. None 7.7% (5)
B. 21.5% (14)
C. 30.8% (20)
D. 27.7% (18)
E. Complete 13.8% (8)

16. Full-Time Faculty Hiring
Teams
answered question 67;
skipped question 15
A. None 65.7% (44)
B. 22.4% (15)
C. 4.5% (3)
D. 6.0% (4)
E. Complete 3.0% (2)

17. Part-Time Faculty Hiring Teams
answered question 65;
skipped question 17
A. None 70.8% (46)
B. 21.5% (14)
C. 6.2% (4)
D. 3.1% (2)
E. Complete 0.0%
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18. Evaluation of Administrators
answered question 62;
skipped question 20
A. None 46.8% (29)
B. 30.6% (19)
C. 3.2% (2)
D. 11.3% (7)
E. Complete 9.7% (5)

19. Basic Skills Initiative
answered question 60;
skipped question 22
A. None 25.0% ( 15)
B. 40.0% (24)
C. 15.0% ( 9)
D. 13.3% (8)
E. Complete 8.3% (4)

20. Office Hours
answered question 65;
skipped question 17
A. None 18.5% (12)
B. 23.1% (15)
C. 21.5% (14)
D. 21.5% (14)
E. Complete 16.9% (10)

21. Department Meetings
answered question 65;
skipped question 17
A. None 4.6% (3)
B. 29.2% (19)
C. 41.5% (27)
D. 21.5% (14)
E. Complete 4.6% (3)

22. Curriculum Development
answered question 65;
skipped question 17
A. None 15.4% (10)
B. 41.5% (27)
C. 30.8% (20)
D. 10.8% (7)
E. Complete 3.1% (1)

23. Course Level SLOs
answered question 63;
skipped question 19
A. None 17.5% (11)
B. 41.3% (26)
C. 17.5% (11)
D. 22.2% (14)
E. Complete 3.2% (2)

24. Program Review
answered question 63;
skipped question 19
A. None 28.6% (18)
B. 41.3% (26)
C. 20.6% (13)
D. 9.5% (6 )
E. Complete 1.6% (1)

25. Discussions of Pedagogy
answered question 62;
skipped question 20
A. None 14.5% (9)
B. 41.9% (26)
C. 29.0% (18)
D. 14.5% (9)
E. Complete 1.6% (1)

26. Evaluation of Faculty Peers
answered question 63;
skipped question 19
A. None 69.8% (44)
B. 22.2% (14)
C. 4.8% (3)
D. 3.2% (2)
E. Complete 1.6% (1)

27. Selection of Textbooks and
Materials
answered question 64;
skipped question 18
A. None 12.5% (8)
B. 29.7% (19)
C. 25.0% (16)
D. 18.8% (12)
E. Complete 15.6% (9)

28. Basic Skills Initiative
answered question 57;
skipped question 25
A. None 22.8% (13)
B. 36.8% (21)
C. 21.1% (12)
D. 12.3% (7)
E. Complete 8.8% (4)

29. College Mailbox
answered question 66;
skipped question 16
A. None 0.0%
B. 3.0% (2)
C. 6.1% (4 )
D. 12.1% (8)
E. All 78.8% (52)

30. College Phone/Voicemail
answered question 66;
skipped question 16
A. None 4.5% (3)
B. 16.7% (11)
C. 9.1% (6)
D. 13.6% (9)
E. All 56.1% (37)

31. Individual "Private" Office
answered question 65;
skipped question 17
A. None 72.3% (47)
B. 23.1% (15)
C. 4.6% (3)
D. 0.0%
E. All 0.0%

32. Shared Common Office Space
answered question 66;
skipped question 16
A. None 4.5% (3)
B. 19.7% (13)
C. 13.6% (9)
D. 21.2% (14)
E. All 40.9% (27)

33. College Email address
answered question 66;
skipped question 16
A. None 1.5% (1)
B. 3.0% (2)
C. 12.1% (8)
D. 15.2% (10)
E. All 68.2% (45)

34. Access to Computer/Printer
answered question 65;
skipped question 17
A. None 0.0%
B. 13.8% (9)
C. 21.5% (14)
D. 12.3% (8)
E. All 52.3% (34)

35. Duplicating/Printing (Large jobs)
answered question 66;
skipped question 16
A. None 0.0%
B. 4.5% (3 )
C. 4.5% (3)
D. 7.6% (5)
E. All 83.3% (55)
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36. Self Service Copier (Small jobs)
answered question 66
skipped question 16
A. None 3.0% (2)
B. 3.0% (2)
C. 10.6% (7)
D. 18.2% (12)
E. All 65.2% (43)

37. Office/Classroom Supplies
answered question 64
skipped question 18
A. None 6.3% (4 )
B. 12.5% (8)
C. 10.9% (7)
D. 18.8% (12)
E. All 51.6% (33)

38. Faculty Mentor
answered question 65
skipped question 17
A. None 18.5% (12)
B. 33.8% (22)
C. 27.7% (18)
D. 10.8% (7)
E. All 9.2% (6)

39. COST FREE professional
development opportunities (e.g.: on
campus workshop)
answered question 66;
skipped question 16
A. None 4.5% (3)
B. 10.6% (7)
C. 16.7% (11)
D. 15.2% (10)
E. All 53.0% (35)

40. REIMBURSED professional
development expenses (e.g.:
conference registration fees)
answered question 65;
skipped question 17
A. None 26.2% (17)
B. 24.6% (16)
C. 20.0% (13)
D. 9.2% (6)
E. All 20.0% (13)

41. COMPENSATED professional
development activities (not required
flex) (e.g.: salary for hours spent at
conference)
answered question 64;
skipped question 18
A. None 48.4% (31)
B. 23.4% (15)
C. 12.5% (8)
D. 1.6% (1)
E. All 14.1% (9)

42. Health Benefits paid by
college/district
answered question 62; skipped
question 20
Yes 32.3% (20)
No 67.7% (42)

43. Optional Health Benefits paid
by employee
answered question 60;
skipped question 22
Yes 53.3% (32)
No 46.7% (28)

44. Retirement Benefits paid by
college/district
answered question 61;
skipped question 21
Yes 47.5% (29)
No 52.5% (32)

45. Optional Retirement Benefits paid
by employee
answered question 57;
skipped question 25
Yes 54.4% (31)
No 45.6% (26)
48. Seniority/rehire preference for parttime positions
answered question 63;
skipped question 19
Yes 71.4% (45)
No 28.6% (18 )

46. Regular evaluation by
students and peers
answered question 64;
skipped question 18
Yes 92.2% (59)
No 7.8% (5)
49. Preferential consideration for
full-time hiring
answered question 64;
skipped question 18
Yes 9.4% (6)
No 90.6% (58 )

47. Part-time hiring process essentially
the same as full-time process
answered question 64;
skipped question 18
Yes 31.3% (20 )
No 68.8% (44 )
50. Parity pay goal has been defined
by college/district
answered question 56;
skipped question 26
Yes 50.0% (28)
No 50.0% (28)

58. Parity pay goal has been achieved
answered question 57;
skipped question 25 –
Yes 12.3% (7) No 87.7% (50)
Comments on Services/Benefits section
answered question 14; skipped question 68
Honestly not sure what our campus policy is re: reimbursing professional development expenses. My sense is that
although this is currently not in place our union is actively negotiating for this. In 19 years I have never been
compensated for professional development expenses nor have I tried to be. As a night-time instructor, I do not have
access to the large reprographics jobs needed for my classes. I must submit them online three days before and often don't
have time to do this. Plus, to use the reprographics, I must take a class that is only offered during the day. Since I am a
part-timer, I have other jobs, which prevent me from doing this. Do you see the catch-22? It seems as if we take our parttimers for granted and do little to further their teaching abilities and careers as instructors. varies year to year and dept to
dept; most part-times I know normally pay their own way to conferences and use their own time to be there Hilarious!
Bought all supplies, share an office, computer and printer with 15 people. Of course, this just means bringing work home
and providing all the supplies myself, from pens (cheap) to printer cartridges (not cheap). Reimbursed conferences are
available only if the administrator in charge of a department/division has funds to pay - not by contractual arrangement.
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District email is available to all part-time faculty if their department chair requests it for them, although many choose not
to utilize it. I completed this from the perspective of how many take advantage of the opportunity - not how many are
offered the opportunity. For instance, all adjuncts are offered attendance at faculty development workshops and also
offered email. Not all take advantage. PTers can participate in all faculty development on campus and can apply for funds
for off campus Some of our full time faculty members are still trying to get email addresses, office computers and
printers. We are an equal opportunity behind the times college. Quite a few of our adjunct faculty are online and do not
live in our service area - they have limited access to the college, but are provided with college emails and online resources
(like student assistants and tech support). Local instructors who have access to the college also have more access to
support. If approved for a conference, P/T will be compensated for class time missed. reimbursement (even for fulltime, let alone part-time) is not sufficient for a yearly conference -- funds can be banked or transferred or used in
conjunction with one-time funding from other sources
Comments on Benefit/Activity section answered question 14 ; skipped question 68
Only a small number of part-time faculty qualify for health benefits.
parity is always an issue as is having some preferential treatment for hiring when full time becomes available
With a 60% load the district pays 1/2 of my health benifit premium.
Benefits are partially paid with 1/2 time status. Full time (15 units) receives full Health Coverage.
We teach in one of the most expensive areas in the state and receive the worst pay. Also, our pay is not even close to being
equal.
Part-timers are given an opportunity to interview, but we do not give priority.
Our Union and Senate have repeatedly refused to endorse a seniority practice for part-time faculty applying for full-time
positions. However, we do have a contractually specified "re-employment preference" policy for part-time faculty who
have been evaluated over a specified length of time. We are currently in the process of negotiating most of these items
with the union - adjunct faculty are new to the union
Benefits are received by P/T who teach 7.5 units and up. Consideration for F/T hiring only if meet desirable quals. (but a
lot of progress has been made with equity pay and has been a major focus for the last two contract cycles.)
From the academic senate perspective, are there other concerns/issues about the academic and professional environment
for part-time faculty at your college/district?
answered question 11; skipped question 71
Parity is a TREMENDOUS area of concern (or lack thereof.) Although the union has recently gotten part-timers a little
closer, they are still far from the same level as full-time faculty.
Our Department Chairs need more release time to devote to the care and feeding of Associate Faculty.
Our pay scale is significantly lower than the full-time scale and the district tends to like it that way. As with most colleges,
we are highly taken advantage of. For the amount of work we put in, we get treated like inferior colleagues. This is
evidenced by the fact that we are not given enough time for office hours, nor a place to hold them.
On the whole, part-time faculty are not well integrated into the life of the college, though this stems as much from the
attitudes of full time faculty as it does administrative disinterest.
No academic freedom for "at will" P/T faculty No consistent dept. philosophy for mentoring & training P/T that would
create greater teaching excellence.
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Appendix 3
Part-time Faculty: Where Are We Now?

By Richard Mahon, ASCCC Executive Committee Member, Riverside City College
Published in the Academic Senate Rostrum, December 2008
No fact of community college life is as problematic as our structural dependence on exploited parttime faculty. One part-time colleague comments, “As a part-timer at […] College for eight
consecutive years, I feel slighted at every turn with the disrespect given me by the District via nonequity pay.” A simple comparison of the salary for a full time faculty member and the accumulated
salary for a part-time faculty member teaching the same number of classes reveals the second class
status our part-time colleagues tolerate, and that’s without even considering “fringe” benefits. The
statewide average salary for a part-time instructor is 39.27% of full-time wages though using a
second means of comparison, it might rise as high as 69.82%. 1 Our system has relied on the lower
wages paid to part-time faculty to balance its books for many years, with slow but steady increases in
that dependence. In Fall 2007, the statewide percentage of instruction attributed to full time faculty
sank to 59.2%, with the lowest district (Mt. San Jacinto) providing only 42.4% of instruction by full
time faculty. Thus it is not surprising that many resolutions have asked the Executive Committee to
investigate various aspects of the role of part-time faculty in our system.
The Senate’s primary document on part-time faculty is the Spring 2002 adopted paper, “Part-Time
Faculty: A Principled Perspective.” Among the nine policy level recommendations of the 2002
paper is the following:
4. The Academic Senate should undertake a comprehensive statewide review of part-time
faculty hiring and evaluation policies, procedures, and their implementation. Such a review
would include: the extent of implementation of fair and effective hiring and evaluation practices;
an analysis of turnover and retention of part-time faculty; an analysis of long term changes in the
diversity of part-time and full-time faculty; and the impact of current part-time faculty
employment practices on full-time faculty and administrative responsibilities.
The design of the survey was assigned to the 2006-07 Educational Policies Committee, which found
that conducting a comprehensive statewide survey was not feasible. Thus the 2007-08 Educational
Policy committee undertook a more limited survey to take the pulse of the status of part-time
faculty. 81 respondents (including full- and part-time faculty) addressed 65 questions to provide a
not scientific but still broadly based portrait of the roles and integration of part-time faculty within
our colleges. The committee hopes to repeat this survey in the future to determine any changes in
district behavior—caused, for example, by the Basic Skills Initiative or increased noncredit funding.
1

Trying to estimate this percentage accurately is extremely difficult. This figure leaves out both institutional
service and “fringe” benefits. The 39.27% figure is reached by dividing the average full time salary by the
average part time salary achieved by teaching 30 units. Despite the 60% law, it is possible for a part time
faculty member to teach 30 units in a year at a district that has both winter and summer sessions. Two aspects
of full time faculty service and compensation are excluded from this calculation: institutional service/office
hours, and “fringe” benefits. The averaging also treats all districts equally, though in general larger districts
pay their part-time faculty above average. The percentage rises to 69.82% if one assumes that all full time
faculty work a 40-hour week, and then compare part-time salaries to those of full time faculty not including
institutional service; this second measurement still excludes the value of health care and other benefits.

40

Chapter 17

What do we see in our portrait? In general, those services that can be most cheaply provided for
part-time faculty are widely available. Most part-time faculty have access to a physical mailbox
(78%), email (83%), voicemail (69%), and copy services for large copy orders (83%). While these
numbers are fairly high, it would be reasonable to ask why such fundamental services are not
available to 100% of instructors. Taking a very small step backwards, however, already begins to
reveal an even worse picture of access to services that most full-time faculty would consider essential
for effective professional participation and service to students. Most academic senates across the
state appear to provide dedicated representation for part-time faculty (72.7%). The presence of one
or two part-time faculty serving on a local senate, however, is a far cry from meaningful involvement
of part-time faculty in the intellectual life of the institution. 78.8% of respondents indicate that parttime faculty play little to no role in the respondent’s college curriculum approval process (this figure
is achieved by combining the two lowest responses on a five-part Likert scale, with the lowest
response indicating no involvement at all). The levels of neglect are almost equally bleak in a number
of other crucial areas, including accreditation self study (68.8%), Program Review (68.8%), or
developing course-level SLOs (59%). While participation of part-time faculty is usually welcomed it
seems clear that it is not actively sought or encouraged. One respondent commented, ““I have never
been encouraged to participate in meetings at the department (division) or college level.” While we
sometimes absolve ourselves by reasoning that part-time faculty are happy to be left alone, another
respondent commented, “I had the opportunity of being on the hiring committee for the college
President. This was the first time in the history of the college. It was a great honor.”
Figure 1
Adjunct Access to Services
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In general, it would appear that colleges do a reasonable job providing some tools to help link students
to faculty: email, voicemail, and physical mailboxes are widely—but not universally—available.
Shared (and seldom private) office space is less available for part-time faculty members to meet with
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their students. The great divide comes when we look at the efforts colleges make to involve part-time
faculty in the intellectual life of the institution outside of the classroom, in accreditation, curriculum,
program review or the Basic Skills Initiative.
It should not be a secret that part-time faculty are educating higher percentages of developmental
students. The statewide average for credit basic skills courses shows 52% of instruction being
provided by part-time faculty. Six colleges provide over 70% of basic skills instruction by part-time
faculty; 26 colleges provide over 60% of instruction by part-time faculty. Nothing in these figures
suggests that these faculty members are not well trained, committed, and compassionate faculty
members, but the part-time survey does suggest that part-time faculty are generally not well
integrated into institutional dialogue about pedagogy, curriculum design, program review, or
accreditation, the processes which would indicate meaningful part-time faculty connection to the
institution and not just their teaching discipline. Such integration was one of the key predictors of
success cited in the research for the Basic Skills Initiative. In spite of this, 59% of respondents report
little to no involvement in the local Basic Skills Initiative and 55% report little to no involvement in
local discussions of pedagogy; one respondent noted, “There is no institutional support for part time
faculty to encourage their participation in academic and professional activities beyond teaching.”
Improving outcomes in basic skills is a systemwide priority that provides a clear reason to improve
the professional status of our part-time faculty. Another systemwide priority that affects many of
our most vulnerable entry-level students—namely noncredit instruction—provides a similar
incentive. Enhanced funding for career and college preparation noncredit classes has focused
attention on the astonishing lack of full-time faculty in such programs (less than 5% in a 2006
Academic Senate survey) and the corresponding lack of paid office hours and time for class
preparation.
Standard III.A.2 of the ACCJC’s 2002 Accreditation Standards requires that “The institution
maintains a sufficient number of qualified faculty with full-time responsibility to the institution.”
Unfortunately, despite its fondness for data and quantifiable precision elsewhere, the Commission
provides no guidance as to what constitutes “a sufficient number,” and there appears to be little in
the Standards for institutions to fear if they do not integrate part-time faculty into basic institutional
processes. For a discussion of this issue see the September 2008 Rostrum article on the 75/25 FullTime Faculty Standard.
What perhaps emerges most clearly from the survey is the existence of an enormous cadre of faculty
who are not on anyone’s radar. If student success really is the most important outcome our colleges
strive to meet, we must rethink the notion that 40% of instruction statewide—and even higher levels
in developmental courses—can be provided by faculty in whom our colleges have made a minimal
investment in resources and the intangible but crucial qualities of respect and involvement. The time
is ripe for change.
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Appendix 4
A Check on the Legal Status of Adjunct Support
1. Are there legal protections in the California Education Code about WHEN adjunct faculty
should be informed of their assignments?
Answer D: Adjuncts must be notified about their assignments six weeks in advance.
2. Are there any protections in the California Education Code regarding when adjuncts should be
paid for a class that is cancelled just prior to the semester beginning?
Answer D: Adjuncts should be paid for the first week of an assignment when class is
cancelled less than two weeks before the beginning of a semester and if the class
meets more than once per week, they should be paid for all classes that were
scheduled for that week.
3. Do adjunct faculty have a legal right in California Education Code to have their name placed in
the schedule of classes each semester?
Answer E: The names of part-time faculty should be listed in the schedule of classes
rather than just described as "staff."
4. Are there any Education Code regulations about adjunct faculty involvement in book selection?
Answer C: Adjunct faculty are considered integral parts of departments and should
be afforded all full-time faculty rights to book selection.
5. Are there any Education Code regulations about adjunct faculty involvement in department
activities?
Answer C: Adjunct faculty are considered integral parts of departments and should
be afforded all full-time faculty rights involvement in department activities.
6. Are there any Education Code regulations about adjunct faculty and the use of college
resources?
Answer E: Adjunct faculty should be provided access to resources which include,
but not necessarily limited to, telephones, copy machines, supplies, office space,
mail boxes, clerical staff, library, and professional development.
7. Does the California education code address adjunct faculty reappointment rights?
Answer C: The issue of earning and retaining annual reappointment rights is a
mandatory subject of negotiations with all adjunct contracts and all districts.
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Appendix 5
Minimum Qualifications Required for All Faculty to Teach a Course in the
California Community Colleges
The chart below lists the minimum qualifications from the Disciplines List for the disciplines in
which most basic skills courses are taught.
Discipline Credit Courses
Noncredit Courses
English
Master’s in English, literature,
For a noncredit basic skills course in
comparative literature, or composition
reading and/or writing, either: a
OR Bachelor’s in any of the above AND bachelor’s degree in English, literature,
Master’s in linguistics, TESL, speech,
comparative literature, linguistics, speech,
education with a specialization in reading, creative writing, or journalism; or a
creative writing, or journalism OR The
bachelor’s degree in any discipline and
equivalent.
twelve semester units of coursework in
teaching reading.
ESL

Master’s in TESL, TESOL, applied
linguistics with TESL emphasis,
linguistics with a TESL emphasis, English
with a TESL emphasis, or education with
a TESL emphasis OR Bachelor’s in
TESL, TESOL, English with TESL
certificate, linguistics with a TESL
certificate, applied linguistics with a TESL
certificate, or nay foreign language with a
TESL certificate AND Master’s in
linguistics, applied linguistics, English,
composition, bilingual/bicultural studies,
reading, speech, or any foreign language
OR The equivalent.

Any one of the following:
1) A bachelor’s degree in teaching
English as a second language, or teaching
English to speakers of other languages.
2) A bachelor’s degree in education,
English, linguistics, applied linguistics,
any foreign language, composition,
bilingual/bicultural studies, reading or
speech; and a certificate in teaching
English as second language, which may
be completed concurrently during the
first year of employment as a noncredit
instructor.
3) A bachelor’s degree with any of the
majors specified in subparagraph (2)
above; and one year of experience
teaching ESL in an accredited institution;
and a certificate in teaching English as a
second language, which may be
completed concurrently during the first
two years of employment as a noncredit
instructor.
4) Possession of a full-time, clear
California Designated Subjects Adult
Education Teaching Credential
authorizing instruction in ESL.

Mathemati
cs

Master’s in mathematics or applied
mathematics OR Bachelor’s in either of
the above AND Master’s in statistics,
physics, or mathematics education OR
The equivalent.

For a noncredit basic skills course in
mathematics, a bachelor’s in
mathematics.
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Discipline
Reading/
writing
basic skills

Credit Courses
Master’s in education with a specialization
in reading or teaching reading OR
Bachelor’s in any academic discipline
AND twelve semester units of course
wok in teaching reading AND Master’s in
English, literature, linguistics, applied
linguistics, composition, comparative
literature, TESL, or psychology OR the
equivalent MA in education with reading
emphasis

Noncredit Courses
For a non-credit basic skills course in
reading, BA in literature, comparative
literature, composition, linguistics,
speech, creative writing, journalism
/OR/ BA + 12 units in teaching reading

(Note: This chapter will not address equivalencies to the minimum qualifications; however
resources are available on the Academic Senate web page www.asccc.org.)
A college has the choice on whether to list a basic skills courses for either credit or noncredit
instruction. Notice that the minimum qualifications for credit instruction do not separate basic skills
courses in the discipline from other courses within it. In other words, there are no separate
minimum qualifications to teach Algebra I versus Calculus I. If a college lists a basic skills course as
a noncredit course, then the minimum qualifications for noncredit courses would apply to the
teachers of those courses.
These state adopted minimum qualifications form the starting point to generate a pool of qualified
candidates for both full and part time hires. Again note that none of the qualifications lists separate
requirements for full time faculty. ALL faculty in the discipline are expected to meet these
minimum qualifications.
Local senates and governing boards may adopt what are often known as preferred or optional
qualifications. In these local standards it is possible for a college to be more specific about the type
of candidates it wants in the pool. For example, some colleges prefer that the candidates have
experience teaching of some kind. For basic skills teachers, a college might want to inquire about
teaching experience in basic skills courses. Other local requirements could include knowledge of
technology used in the discipline or experience teaching with technology. More and more colleges
have adopted hiring practices that focus on a candidate’s ability to work with heterogeneous
populations, with at least one college using real students in the evaluation of the teaching
demonstration.
With the emphasis on basic skills across the state, there might seem to be a need to develop a
discipline especially for those courses as a whole. This is not a new idea. Proposals have been made
to change the Disciplines List to include this subcategory of qualifications, and the resolutions were
defeated. “The Academic Senate has rejected Basic Skills as a separate discipline on numerous
occasions,” Disciplines List Review Process, Fall 2004 (page 8).
There are other arguments for and against developing a basic skills discipline or separating the
qualifications to teach lower-level courses within a discipline including the greater availability of such
faculty (high school teachers) and the fact that these teachers may be more skilled with basic skills
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students. The Academic Senate has taken a position that faculty need to be qualified at the highest
level, no matter which subject area they teach.
The reasoning here is that such teachers may very well be better equipped by training and
experience to meet the needs of our basic skills students than those with more advanced
degrees. But here, again, the reasoning is flawed. The Academic Senate has consistently
maintained that applicants with minimum qualifications to teach only lower-level or
introductory courses in a discipline may very well have the depth of knowledge to teach that
limited area; however, with such limited expertise these people will not be as likely as
someone with minimum qualifications in that discipline to have an understanding of how
each course fits into the sequence of courses in their respective disciplines. Minimum
Qualifications for Faculty Service in the California Community Colleges: Minimum Qualifications,
Placement of Courses within Disciplines, and Faculty Service Areas, Spring 2004.
Another category of faculty with a connection to basic skills success is the coordinator of a learning
center. The Disciplines List contains the minimum qualifications for such faculty or administrators:
The minimum qualifications for service as a learning assistance or learning skills coordinator or
instructor, or tutoring coordinator, shall be either (a) or (b) below:
(a) the minimum qualifications to teach any master’s level discipline in which learning assistance
or tutoring is provided at the college where the coordinator is employed; or
(b) a master’s degree in education, educational psychology, or instructional psychology, or other
master’s degree with emphasis in adult learning theory.
Minimum qualifications do not apply to tutoring or learning assistance for which no
apportionment is claimed.
The Chancellor’s Office has provided legal advice to the colleges regarding the parameters for
operating a learning or tutoring center for which apportionment is collected. The specifics are not
discussed in this chapter.
For the minimum qualifications for other faculty who might be working with basic skills students,
such as counselors (EOPS and DSPS are included in a section at the end) and librarians, please
consult the Disciplines List.
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Appendix 6
Assigning Courses to Disciplines
Each course – credit or noncredit - that is approved by the college or district Curriculum Committee
receives an assignment to one or more disciplines. The assignment to at least one discipline defines
for the college the set of knowledge and experience that best matches the goals of the course. “A
college curriculum committee must be very careful to place courses in disciplines according to the
preparation needed by the person who will be determined qualified to teach them,” Qualifications for
Faculty Service in the California Community Colleges: Minimum Qualifications, Placement of Courses within
Disciplines, and Faculty Service Areas, Spring 2004. Most courses are assigned to a single discipline, but
there are, on occasion, perfectly good reasons to assign a course to more than one discipline. Some
basic skills courses may fall into this category.
Typical mathematics or reading/writing courses have been assigned to the disciplines of
mathematics or English, respectively. These traditional courses are assigned one discipline allowing
the faculty with the most knowledge and experience in those areas to teach the courses. The same is
true for ESL courses. However, with the development of new courses for study or learning skills
designed to meet the needs of basic skills students, the question often arises, “who should teach
these courses?” Since there is no discipline called “study skills” or “learning skills,” the faculty
authors of these courses can consider the following options for recommending an assignment to
one or more disciplines by the Curriculum Committee.
Placing a Course in More Than One Discipline (Cross-listing):
A course may be placed into two or more disciplines by the Curriculum Committee. Such a decision
means that faculty meeting the minimum qualifications for either discipline are qualified to teach the
course. This would be a good option for a course that is planned to be team taught, for example, by
counselors and mathematics faculty, or librarians and English faculty. It is not recommended that a
course be placed into all disciplines at a college, however the Curriculum Committee has the
authority to place courses where it sees the best fit. Local criteria may be developed for making these
decisions, including a review of articulation agreements when courses are cross-listed in this manner.
Interdisciplinary:
Some courses may not fall clearly into one discipline over another, and the Curriculum Committee
may decide that the course must be taught with someone with preparation in more than a single
discipline. In this case, the course should be assigned to the discipline of Interdisciplinary Studies.
Humanities courses are examples of interdisciplinary courses where the faculty may have a
specialization in one discipline and extensive work in a related discipline (and some faculty have
graduate degrees in Humanities as a recognized interdisciplinary area). The Curriculum Committee
should designate which disciplines make up the nature of multi-faceted course. Faculty who wish to
teach courses assigned to Interdisciplinary Studies will have credentials demonstrating competency
in at least two of the disciplines named for the course as specified in the minimum qualifications:
Master’s in the interdisciplinary area OR Master’s in one of the disciplines included in the
interdisciplinary area and upper division or graduate course work in at least one other
constituent discipline.
The Disciplines List does not specify exactly how much coursework is required in the second
discipline.
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Appendix 7
Information for Creating a Course Syllabus
…experts say that when things go wrong in the classroom, fuzzy expectations are almost always to
blame. Some teaching experts applaud the thoroughness as a coup for student learning. The
comprehensive syllabus, they say, simultaneously protects the professor and prepares students for the
demands of the course. (Wasley, 2008, p A1)
The syllabus is one way to communicate the course goals with the students. While we’re sure that
you have a syllabus on hand, here are two websites for quick click and type Syllabus Templates:
!

http://office.microsoft.com/en-us/templates/TC010184081033.aspx?pid=CT102530631033

!

http://www.clt.cornell.edu/campus/teach/faculty/TeachingMaterials.html

!

http://honolulu.hawaii.edu/intranet/committees/FacDevCom/guidebk/teachtip/syllab-4.htm

If updating a syllabus is on the agenda, here is a list of syllabus components to consider:
Course Information
Instructor Contact Information
Course Description
Course Objectives and/or course SLOs
Course Requirements
Assignments
Course Policies
Grading, Evaluation
Texts
Required Materials
Course Calendar
Classroom Conduct
Study Tips/Learning Resources
Academic Honesty Statement
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Appendix 8
Course Outline of Record (COR)
California community colleges are legally mandated to offer courses prescribed in the Course
Outline of Record. Each college formulates course outlines differently, but here is a partial list of
what the course outline will detail:
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

Date Revised:
Title 5 Credit Status
Course Name/Number
Division:
Course Title
Units
Weekly Hours Configuration
Grading Method
Method Of Instruction (Face to Face, Distance Education, Interactive Television, etc)
Basic Skills Status
Materials Fee
Course Prerequisite
Catalog Description
Schedule Description
Course Classification e.g. Liberal Arts/AA, Community Course, Remedial, Occupational
Required, Remedial, Occupational Elective
Course Transfer Status e.g. Non-Transfer/Non-AA, Transfer CSU, Non-Transfer AA
Course Content And Scope/Topic Outline
Instructional Objectives/SLOs
Method Of Student Evaluation/Assessment
Instructional Methodologies
Writing Assignments/Proficiency Demonstration
Repeatability
Educational Materials
Curriculum Prerequisite, Corequisite And Advisory On Recommended Preparation
Details about any Distance Education components

Some colleges are listing the student learning outcomes for the course in the Course Outlines and
others have chosen not to do so. Some have them attached as an addendum to the outline, but are
not part of the outline of record.
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Appendix 9
Lesson Plan Information
Preparing a lesson plan helps organize not only the subject material but also the method of
instruction to accommodate the various learning styles. Here is a website for a click and fill in
Lesson Plan Template: http://office.microsoft.com/enus/templates/TC010184001033.aspx?pid=CT102530631033
Possible Lesson Plan Components:
Objective or SLO
Simulations, Tools, Data, Illustrations, and Images
Procedure
Assessment/Evaluation
Extensions and Homework Assignments
Connections
References
Required Materials:
Step-By-Step Procedures:
Plan For Independent Practice:
Closure (Reflect Anticipatory Set):
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Appendix 10
Previous Recommendation Summary excerpted from
Part-Time Faculty: A Principled Perspective (pp 36-37)
http://www.asccc.org/Publications/Papers/PartTimeFaculty.htm
Policy Level Recommendations
1. The Academic Senate should work to ensure that progress is made on improving the number of
full-time faculty at each college. Maintaining a corps of full-time, tenured faculty is central to
academic excellence, academic integrity, and academic freedom; it is key to serving our students well.
2. The Academic Senate reaffirms its commitment to the COFO Faculty Equity Statement, and to
increasing efforts to integrate part-time faculty into senate activities at the local and state level.
3. The Academic Senate reaffirms past guidelines and recommendations presented in the 1989
paper, Part-Time Faculty Hiring Procedures: A Model Based on Assembly Bill 1725.
4. The Academic Senate should undertake a comprehensive statewide review of part-time faculty
hiring and evaluation policies, procedures, and their implementation. Such a review would include:
!
!
!
!

the extent of implementation of fair and effective hiring and evaluation practices;
an analysis of turnover and retention of part-time faculty;
an analysis of long term changes in the diversity of part-time and full-time faculty; and
the impact of current part-time faculty employment practices on full-time faculty and
administrative responsibilities.

5. The Academic Senate should develop recommended models to guide local senates in developing
career-oriented mentoring and evaluation processes for part-time faculty that more closely mirror
the tenure review process. Such models would be designed to integrate new part-time faculty into
the profession, the academic community, and the colleges; and enhance the ability of part-time
faculty to serve their students.
6. The Academic Senate should work with Consultation Council members and the Board of
Governors to develop mechanisms to ensure that all California community college faculty
assignments include the expectation that students will receive equitable opportunities for effective
contact with their instructors outside of the regular class period.
7. The Academic Senate reaffirms that "decisions regarding the appropriateness of part-time faculty
should be made on the basis of academic and program needs…and not for financial savings"
(AB1725, Section 4 (b)). The Senate recommends that the use of temporary assignments should be
limited to short-term responses to:
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!
!
!

curriculum changes, allowing for rigorous, fair, and effective hiring practices when stable
need has been established;
enrollment growth, allowing for rigorous, fair, and effective hiring practices when stable
need has been established; and,
temporary substitutions for contract and regular faculty on leave or reassignment.

8. The Academic Senate should work with other faculty and administrative organizations to develop
structures that will enhance the professionalism of all faculty and protect their academic freedom.
To these ends, the Academic Senate is committed to advising the Board of Governors and the
Legislature in support of professionally sound policies regarding employment security and due
process for part-time faculty consistent with Academic Senate policies and resolutions.
9. In seeking a long-term comprehensive solution to the many problems and issues discussed in this
paper, the Academic Senate will engage in a serious consideration of the implications and advisability
of extending the structures and protections of tenure to regularly rehired part-time faculty who have
undergone rigorous evaluation processes.
Recommendations to Local Academic Senates
1. The Academic Senate recommends that local senates work with their local collective bargaining
agent, administration and board of trustees to establish principled definitions and policies regarding
part-time faculty pay equity, "comparable pay for comparable work" and what should be the
professional expectations of all faculty.
2. The Academic Senate recommends that local senates work with their collective bargaining agent,
administration and trustees, to establish local policies and negotiated agreements that provide
compensated office hours as a part of all instructional assignments-in order to ensure that all
students have equitable access to their instructors outside of class.
3. The Academic Senate recommends that local senates work together with their collective
bargaining agent, administration and trustees to devise creative options to traditional office hours.
These options might include email accessibility, telephone office hours, and online chat rooms. Such
alternatives to traditional office space and time do not abrogate the necessity of compensating parttime faculty for services rendered, nor should they be assumed to fully replace the need for
traditional face-to-face contact between students and faculty outside of class.
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Chapter 18

More on Basic Skills Coordinators: Sustaining the Architect
Imagine constructing a building with no coordination. If the framing crew did not communicate
with the team laying the floor, the walls might be crooked or the entire house out of plumb. If the
folks hammering away on the roof joists worked on their own, not consulting with the people
installing the windows and doors just below them, someone could be hurt or the building might
leak. Though each crew might do excellent work completing their specific job with technical
proficiency, the ultimate outcome could be a mess, a leaning Tower of Pisa. Overall failure of the
rickety structure would be evident to anyone walking in the door. Students with basic skills needs see
their college career as a seamless construction, the erection of the building that houses their
academic dreams. From Admissions and Records to Registration to Financial Aid to Counseling to
the classroom – they are not concerned with each individual department’s excellence, but rather the
alignment of these disparate parts of their educational experience, working together to create a
stairway to the top floor, their pathway to success.
As we stated in the introduction of this handbook, one of the greatest problems with
developmental education for many colleges is the lack of a focused and systematic effort. (Effective
practices A.1-3 in Basic Skills as a Foundation for Student Success in California Community Colleges, 2007).
Though many sectors of an institution do excellent work with students with basic skills needs, unless
those labors are coordinated, the students’ overall experience may be disjointed or unsuccessful.
Often, programs that have shown documented success only work with a small cohort of students
and are housed in odd pockets of a college. How can we build a structure that provides pathways to
the top for all students with basic skills needs? How can we coordinate the efforts of everyone on a
campus? The Academic Senate for California Community Colleges (ASCCC) feels that this work
falls squarely on the shoulders of faculty, those who are given primary responsibility for student
services, curriculum and programs.
For many colleges, the creation of a faculty basic skills coordinator is the solution to integrate and
drive the services and courses they provide for students with basic skills needs. The ASCCC paper A
Survey of Effective Practices in Basic Skills (2003) examined two specific colleges with very different
coordinated approaches.
One of the few centralized basic skills programs is found at Contra Costa College. This
institution maintains an Academic Skills department with the same status as other academic
departments. Headed by a coordinator with 60% reassigned time, this department includes
basic reading, writing, and math. It includes four full-time faculty who specialize in basic
skills in these three disciplines. In addition, this department is part of the Resources for
2
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Student Services and Success division, which includes library services and counseling, an
organizational scheme that facilitates a close working relationship among these instructional
and support services. (p.15)
Los Medanos College employs a very effective decentralized but highly coordinated model,
which has proven very effective. At Los Medanos, the Teaching and Learning Center
Advisory Committee includes representatives from all disciplines and services that contribute
to basic skills instruction: math, English, ESL, counseling, tutoring, and the Reading and
Writing Center. Also represented are people representing general education, occupational
education, college administration, and students. Chaired by the Teaching and Learning
Center Director (a 50% reassigned time position), this group, working in concert with the
Office of Instructional Research, provides comprehensive and systematic evaluations of all
aspects of the developmental education program. (p.16)
These two models represent very different ways to coordinate and organize basic skills efforts with
the other campus components. Recently, the ASCCC conducted a survey to collect further
information on how colleges are coordinating basic skills efforts and the role of basic skills
coordinators. Initially an e-mail was sent asking local academic senate presidents to identify their
college basic skills coordinator. Only very few were identified. The survey was then sent to those
Basic Skills Coordinators and the academic senate presidents for all 109 community colleges. In the
Spring 2008, information was collected from 42 different California community colleges following
two years of categorical basic skills funding. The survey questions are found in Appendix 1. The
response rate represents about 40% of the California Community College System. The information
collected confirmed that, characteristic of our unique and diverse California community college
system, a variety of models exist to coordinate basic skills efforts at various institutions. However,
there were several colleges that could identify no central or organized institution-wide effort. After
receipt of the survey information, the Basic Skills Initiative (BSI) Phase III project coordinators
conducted seven regional training events where further information about basic skills coordinators
and basic skills coordination on California community college campuses was collected through
facilitated discussion groups. This chapter compiles both the survey and regional training
information, providing a profile of how some California community colleges have attempted to
coordinate the Basic Skills funding.

Characteristics of Basic Skills Coordinators in California Community Colleges
Of the 42 colleges that responded to the survey, 18 of those colleges have a position designated as a
basic skills coordinator. Extrapolated to the entire system, this would indicate that 43% or less than
half of the colleges have a person designated to coordinate this effort. (It may be higher than this if
colleges that did not respond failed to do so because they had no coordinator to answer the specific
details included in the questionnaire.) In many cases, the position of basic skills coordinator was
created in direct response to the recommendations in Basic Skills as a Foundation for Student Success in
California Community Colleges (2007) and only as a result of the basic skills funding provided by the
Legislature. Most of these basic skills coordinator positions (more than 93%) are held by faculty.
Sierra College has a fully reassigned (100%) faculty coordinator. Shasta College, on the other hand,
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has a 100% assigned administrator, and Citrus College has a Student Success Committee with a
faculty chair, but a coordinator who is an administrator.
Let’s look at some of the demographics and job descriptions of
our existing basic skills coordinators. Remember, this leadership
role is much like the role of an architect in constructing a
framework for basic skills on the campus. While coordinators do
not make all the decisions, or do all the building, they are aware of
the proposed building design and connect all the work being done
into a cohesive structure. Most of the basic skills coordinator
positions (66.7%) were funded through Basic Skills funding, while
others included leveraging other funding such as Title V or other
grant funds. This means that most of the coordinators (13 of the
18) are relatively new, having served for 1 ½ years or less. Only a
very few colleges have experienced coordinators with years of expertise under their tool belts. In
essence, this means that the majority of community college basic skills architects need opportunities
to share with other coordinators to improve their skills and discuss their responsibilities. In contrast
to the new role on most campuses, Los Medanos College and Citrus College both have had
coordinators for five to six years. Los Medanos has a shared position with mathematics and English
faculty co-chairs. Table 1 below shows the comparable length of service for basic skills coordinators
amongst the respondents. Table 2 reports the current term length for this position among the
respondents. Many have no idea how long they will serve in their positions. This makes it difficult to
plan and create timelines.

Table 1
Length of Time People have served as Basic Skills Coordinators
Length of time as Basic Skills
Coordinator
0-1 Semester
1 semester- 1 ½ years
2-4 years
5-6 years
Total

Number
6
7
3
2
18

Table 2
Current Term Length for Coordinators
1 semester
4

1-1½
years

2 years

3

2

Permanent
position
1

Undefined
8

Total
18

However, the undetermined length of service is not the greatest challenge reported by respondents.
Often the compensation was inadequate or undefined with an unclear means of funding.
Comments on the survey made it clear that this task is not something that can be
accomplished in addition to a full-time load. In fact, many of the comments from the survey
indicated that the coordination, depending upon how the college defined and organized the
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responsibilities, required careful analysis including forging relationships between portions of the
college which are often independent of one another (i.e. instruction and counseling, or financial aid
and admission and records).
One problem many respondents discussed was the lack of job descriptions, including the fact that
many of the coordinators have no idea how long their term will last. Based on a concern about the
funding stream, some coordinators are on semester-to-semester renewal. Two issues of concern
arise from this:
1) Effectively serving students with basic skills needs requires long term cultural change and will not
be sustainable or efficacious if there is a great turnover or inability to make long term multi-year
plans.
2) The California Community College (CCC) Chancellor’s Office Vice Chancellor and CCC BSI
Grant monitor have repeatedly assured colleges that this funding is as permanent as any funding
since it is now a line item in the state budget. In addition, the future professional development
grants associated with the BSI funding will be for multiple years in order to allow long-term
planning and implementation at the state level. This acts as a model for the colleges to evaluate their
own coordination and planning.
One comment from faculty in the field at the BSI regional workshops was that the campus-wide
coordination as explained in Basic Skills as a Foundation for Student Success in California Community Colleges
(Center for Student Success, 2007, p16) cannot be done in addition to a full teaching or student
service load. The survey defined several methods of compensating the coordinators in order to
provide time away from other duties to become successful campus-wide leaders. This varies
amongst colleges depending upon the job description and responsibilities. However, comments
associated with small amounts of reassigned time indicated that the college-wide efforts and the time
to develop professional development, research locally and culturally appropriate interventions and
then dialogue with departments and coordinate efforts could not adequately occur with only 25%
reassigned time. One faculty member reassigned up to 50% for one semester will not return to the
position because of the inadequate reassigned time.
On the other hand, several colleges have combined job descriptions to create synergistic faculty
positions. On some colleges, the coordinator effort works well when combined with activities
directly related to basic skills interventions or support structures. Cabrillo’s Basic Skills Coordinator
receives 50% reassign time and that particular faculty member also serves as the Writing Center
Director. The Sierra College model has a faculty member who was 100% reassigned, but she has a
very broad scope of responsibility as the department chair, coordinator of academic foundations,
director of the tutoring center and coordinator of campus-wide efforts to integrate basic skills. Most
colleges that responded designed basic skills coordination as an addition to its college functions,
funded primarily by Basic Skills funding. Of the colleges that responded only Los Medanos College
has institutionalized the funding (meaning it has become part of their general fund budget) for this
coordination and created a permanent co-chair position with faculty from mathematics and English.
The college-wide co-coordinators at Los Medanos have shared 50% reassigned time for the past five
years. In addition, Los Medanos College has had 50% reassigned time for a Developmental
Education "lead" in English and another 50% for a Developmental Education lead in mathematics,
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totaling 150% reassigned time for Developmental Education leadership. Table 3 reports the
compensation and position of the basic skills coordinator positions at the time of the survey.

Table 3
Compensation and Position of Coordinator

Compensation
No reassigned time

Number of
Coordinators
4

Basic

Stipend
Overload (unspecified amount)
Less than 25% reassigned
25-50%
50-75%
100%

2 @ $1500 per semester
1
1
4
4
2

Total

18

Skills Position
Faculty positions often added
to other duties
Faculty
Faculty
Faculty
Faculty
Faculty
One faculty
One administrator

The majority of these basic skills coordinators are faculty positions. Later in the chapter we will
discuss the challenges these coordinators face. One of them is buy-in from discipline faculty. This
reason, along with the important role faculty play in development and review of curriculum and
programs, make the position a good fit for faculty. Defining the role as a faculty position allows the
leadership to bubble up and occur closer to the student. Some successful coordination has occurred
through administrative coordinators, and integrated administrative leadership is essential. However,
the appearance of top-down leadership must be carefully considered with relation to the college
culture.
On colleges where a defined position does not exist, the work occurs through other means. Some
coordinator positions are defined as the chair of Student Success Committees; others act in a
department chair role for Academic Development departments. Colleges that do not have
designated basic skills coordinator reported that volunteers have stepped up to the position or have
had a previous committee chair responsibility morph or expanded to cover this essential function,
but they have had no reassigned time provided even when they absorbed this additional task. For
example, Palo Verde added the task to the learning skills center director and Santa Barbara City
College added the responsibility to the chair of the Partnership for Student Success Steering
committee chair. Los Angeles Mission commented that they have no reassigned time and no end
date for the position but that faculty have stepped up to do the job because they believe in the
importance of the project, and someone has to get it done.

Selection of Basic Skills Coordinators
There is a broad range of practices for selecting basic skills coordinators. The largest number is
selected by administrators, though some local senates and committees are also involved. Three
6
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colleges used an official process with hiring committees involved. What would work best for your
campus culture?

Table 4
How are Basic Skills Coordinators selected for the position?
Method of selection
Appointed by an Administrator
Appointed by senate
Hired using an official process and hiring committee
Appointed by Committee
Appointed in conjunction with an administrator and Senate
Morphed from another committee position
Volunteered
Total

Number
5
3
3
2
2
2
1
18

What Criteria are Used to Select Basic Skills Coordinators?
The colleges that responded to our survey had diverse answers to this question. Some have very
specific job descriptions, but most do not. The survey would indicate that it is important to think
and plan concerning the selection process, funding, term of service, job description and potential
evaluation factors involved in this position. In Appendices 2 – 5, detailed job descriptions from
Cabrillo, San Diego Mesa, Solano and Shasta are listed. In addition, Appendix 6 includes a variety of
descriptors colleges rated in the survey with regards to importance in creating this position. Perhaps
Lake Tahoe’s simple sentence reflects the wishes and intent of many colleges that do not have a
specific job description or criteria for selection: “Passion for working with basic skills students,
experience in this area, and interest & willingness to take on the position.”

How do the Basic Skills Coordinators Fund Their Tasks or Who has a Budget?
Fifteen of the 18 coordinators either have oversight, control or input to a budget based upon the
Basic Skills categorical funding. Los Medanos with its institutionalized basic skills effort has
allocated an annual $12,000 budget from its general fund for the basic skills mathematics co chair
and for the English co-chair. For some coordinators, the funding was under the umbrella of other
efforts, considered upon request, tracked but not available or reviewed with no real mechanism that
clarified to the college how the money was being spent. It is important to remember that the
statewide Basic Skills funding, provided to all colleges, must be accounted for in the college’s
strategic plan and submitted to the Chancellor’s Office. This process is discussed (with links to the
website) in Chapters 2 and 20 of this handbook.
During the regional BSI trainings, it was apparent that funding and the budgeting of basic skills
allocations is not well understood at some colleges. There were numerous complaints about
previous years’ money not being made available or budgeting without adequate institution-wide
discussion. In order to change campus culture and as indicated in the allocation document from the
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Chancellor’s Office, it is imperative that colleges make this discussion inclusive and widespread. The
regional trainings included facilitated discussions for college teams using the worksheets provided in
Chapter 20 of the handbook. Evaluations of every one of the seven regional trainings indicated very
strongly that these facilitated discussions were very profitable and essential to the Basic Skills
Initiative. You might find these questions helpful for your college

What Do the Basic Skills Coordinator Budgets Fund?
This section of the chapter will provide insight into the planning and budgeting associated with
constructing this essential framework. First, we will share information from the survey reported by
faculty. The second portion discusses an analysis of the actual action plans submitted to the
Chancellor’s Office as part of the accountability for the expenditure of Basic Skills funds.
Survey respondents that reported, the following activities as targets for their college’s Basic Skills
funds (remember that respondents could report multiple areas). These reflect areas identified as
effective practices in the Basic Skills as a Foundation for Student Success in California Community Colleges
(2007).
!
!
!
!
!
!
!
!
!
!
!
!
!
!
!

Professional development for faculty teaching basic skills courses (12)
Student support, such as tutors, labs (10)
curriculum development, redesign or interdisciplinary courses (5)
Additional tutors (3)
Tutor training (2)
instructional materials (2)
professional development travel (1)
reassign for discipline faculty to work on basic skills (1)
additional faculty led writing labs (1)
counseling (1)
funding additional small classes of basic skills that normally would not "make" (1)
supplies (1)
program needs (1)
funding a new writing lab (1)
reassigned time for faculty across the campus to organize, report and meet regarding basic
skills issues. (1)

The following information reflects an analysis by the ASCCC (see Appendix 7) of the Basic Skills
Action Plans submitted to the Chancellor’s Office and organized by the effective practices identified
in the Basic Skills as a Foundation for Student Success in California Community Colleges (Center for Student
Success, 2007). Only 103 plans provided useable information. All four major areas identified in the
Center for Student Success document were targeted as strategies for Basic Skills funding investment:
A.) Organizational and Administrative Practices, B.) Program Components, C.) Staff Development,
and D.) Instructional Practices (pp. 4-6). Because of the variety of cultural differences within
institutions, we would expect customized action plans relevant to individual colleges. Reference the
Tips Drawn from Pilot College’s Experience in Appendix 8 for some helpful information on
addressing your basic skills plan. But meanwhile, we can analyze some trends apparent across the
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colleges that may provide some information to guide basic skills coordinators as they complete the
next set of action plans.
The most commonly identified area in the 103 plans analyzed was Instructional Practices Area D
which was identified 953 times, indicating the focus of attention on those areas that interface most
directly with students and confirming the important role of faculty leadership and involvement. This
also provides insight into the importance and focus of widespread training and communication
across the institution and disciplines. The second area identified most commonly was Organizational
and Administrative Practices, Area A with 712 overall comments in the action plans. This indicates
the very important aspect of integrating administrative and organizational practices with efforts
made at the instructional level in order to guide and facilitate overall institutional effectiveness. Staff
Development, Area C and Area B, Program Components were identified 510 and 497 times
respectively. However, when individual strategies within the areas are examined, a more diagnostic
view of the action plans emerges. The chart below displays the most common discrete practices
identified in the plans.

Most Common Effective Practices Identified as
Interventions in CCC Basic Skills Action Plans

Effective Practice*

B 3.2

43%

B 3.1

41%

C 2.1

38%

A 3.2

37%

D 2.1

35%

D.2.2

34%

C 2.2

34%

D 10.7

33%
0%

5%

10%

15%

20%

25%

30%

35%

40%

45%

Percent of Colleges Identifying this Effective Practice* in their
Basic Skills Action Plan
*as classified in Basic Skills as a Foundation for Success in California Community
Colleges (2006)

Within Area B, Program Component, the specific effective practices B 3.2, integrated counseling
and instruction were identified by 43% of the colleges (44/103) as a target for basic skills monies.
Not far behind, 41% (42/103) of the colleges identified a proactive counseling advising structure
that includes intensive monitoring and advising (effective practice B 3.1). Planned actions to carry
out these effective practices included increasing counseling through additional hires, designating
counselors to students with basic skills needs and increasing office hours. Collaborations with
instruction through “early alert” programs, better communication about available student services
Chapter 18
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workshops and increasing available workshops reflected the effort to effectively integrate student
services and instruction.
The next most identified specific area in the basic skills action plans was Staff Development
Effective Practice Area C 2.1. The proposed actions involved the design, planning, and
implementation of staff development activities specifically related to developmental education. The
actions associated with this effective practice as described by the colleges were improved
coordination between developmental education faculty by creating, reassigning and/or supporting
cross representation on task forces or committees. This effort re-emphasizes the importance of
integration between student services and instruction and efforts that link across the campus and
discipline areas. It was also noted that these groups would meet on a regular basis. Other important
activities identified in the action plans included opportunities for faculty to participate in regional
and national workshops and staff development activities. It should be noted that effective practice C
2.2 indicating that faculty development activities address both educational theory and practice was
identified in 35% of the reports.
Based upon institutional structure, a dedicated administrator or lead faculty clearly identified and
accorded responsibility for college-wide coordination of basic skills program(s), as indicated in
effective practice A 3.2, was identified by 37% (38/103) of the colleges as an important intervention
in their action plans. The planned actions included hiring, appointing, assigning or designating
personnel to lead the basic skills efforts. Some colleges planned to seek funding for additional hires.
In addition, colleges planned to establish steering committees to examine best practices associated
with student success. Effective practice A 2.2, emphasizing the importance of diverse institutional
stakeholder involvement, was indicated by 32% of the colleges as important to this process. As a
result of these plans, we expect the number of basic skills coordinators across the state to rise.
Appendix 7 has the complete summary of the findings of 103 college action plans in relation to the
effective practices. These examples of where colleges invested their allocation or are planning to are
just a small measure of the opportunities available through the Basic Skills funding to really help
students succeed. The regional training facilitated discussions resulted in more specific, unique and
highly interesting plans for upcoming basic skills allocations. It should be noted here that in Chapter
19 of the handbook there are very clear requirements as to how and when this money should be
spent. The money is not to be used in any way to supplant any efforts currently funded by the
general fund. For instance, it is incorrect to say that existing counselors will now be funded from
BSI dollars. It is allowable, however, to hire additional counseling faculty or tutors over and above
existing levels.

What Challenges are Basic Skills Coordinators Facing?
At a recent BSI Institute, basic skills coordinators came together to discuss challenges and potential
solutions to increase basic skills success and staff development at their institutions. Twenty-seven
people attended this breakout; twenty-one of them identified themselves as functioning in the
coordinator position. When the survey, cited at the beginning of this chapter, was originally
distributed, there were 18 responses from people that had the role of basic skills coordinators. Since
that time, we have seen several new positions being funded for either basic skills coordinator or an
equivalent leadership position involved in organizing the institution-wide efforts. Requests have
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been made to redistribute the survey and update the information. Meanwhile, the latest information
we have available was collected at the BSI Summer Institute in August 2008. The input from
individual participants was validated through independent reviews and focus groups during the
Institute.
The basic skills coordinators and attendees are concerned about basic skills coordination. Using
delta analysis to identify core issues from respondents in three independent breakouts, we see those
core issues as 1) getting buy-in, 2) getting part-time faculty involved, 3) creating useful strategies to
distribute funding, and 4) communicating basic skills issues broadly across institutions. Discussions
about these issues produced a collection of suggested solutions which are included in the table
below.
Table 5
Solutions to Challenges Faced By Basic Skills Coordinators
Information from BSI August Institute, Newport Beach, August 2008

Potential Solutions to Getting Buy-in
1. Start awareness activities
2. Professional development
A. Two hours per week for meeting
B. Use continuing education units, salary advancement, flex for incentives
3. Identify what can be changed
4. Identify those who want to affect change
5. Provide modeling experiences and various access points for faculty and administrators
6. Pay for participation on college committees, including basic skills
7. Give mini-grant opportunities for implementing effective practices
8. Provide stipends
9. Include the basic skills program in the institutional master plan
10. Identify the appropriate stakeholders—get them talking about how to create a program
11. Create a well-defined program with specific outcomes
12. Create a specific definition for the program
13. Define the role of the basic skills committee
14. Invigorate, or reinvigorate, the basic skills committee
Potential Solutions to Getting Part-time Faculty Involved
1. Have two adjuncts on the local academic senate and other committees
2. Give them stipends for participation
3. Include adjuncts in setting up meeting/committee schedules
4. Allow adjuncts to be paid an additional $1500 per semester that doesn’t count against their
60% load.
5. Start a Blog
Potential Solutions to Strategies to Distribute Funding
1. Set specific criteria for planning
2. Integrate adjuncts into planning, decision making, evaluation, and redesign
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Potential Solutions for Educating People about Basic Skills
1.
2.
3.
4.
5.

Explain a campus-wide definition
Explain who knows about it on your campus
Get feedback from students on what they think it is
Demystify basic skills and its name
Create a “passport to success,” step-by-step process for student success that is shared
campus-wide

Basic Skills Action Plans
The basic skills action plan represents your blueprint to successfully engaging campus-wide dialogue
and buy-in. It provides a pathway to your future basic skills innovations. In addition, it represents an
accountability report to the Chancellor’s (CCCCO) Office and the Legislature about the use of Basic
Skills funding. In response to numerous requests from the field, Chapter 2 of the handbook includes
two college action plans identified by the CCCCO as good models.

Where is Your Campus or What is Actually Happening in the Field?
Finally, as basic skills coordinators it is important for you to have a strategic timeline and
implementation plan. Using the effective practices in Basic Skills as a Foundation for Student Success in
California Community Colleges, we created a matrix and asked colleges to determine where they fell
concerning implementation (Center for Student Success, 2007). How sophisticated are the majority
of the colleges in their implementation of the basic skills effective practices? The majority of the
colleges that responded were at the beginning developmental stage for nearly all the criteria. The
only criteria the majority of colleges reported as being developed were: identification of basic skills
students and coordination of tutoring for basic skills students. Where is your campus? What would
help to move your campus forward?
Please review the data in Table 6. The number in parenthesis shows the number of colleges that
assessed themselves in that column and the percent is the percentage of total responding colleges.
The boldfaced data highlights the median response. The goal would be to repeat this survey in the
future and analyze how the field is moving to more widespread, well-developed basic skills programs
and services.
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Table 6
Evaluate the status of coordination of Basic Skills program with other existing programs
and services on YOUR CAMPUS, IN YOUR OPINION, regarding the following aspects of
Basic Skills work.

Basic Skills
planning process
Implementation of
Basic Skills as a
program
Identification of
Basic Skills
Students
Outreach to
potential
unidentified Basic
Skills students
Orientation of
Basic Skills
students
Coordinating
counseling services
to Basic Skills
Coordination of
tutoring for Basic
Skills students
Integration of ESL
programs with
Basic Skills support
Organization of
Basic Skills Study
Skills classes
Coordination of
Basic Skills Study
Groups
Providing Basic
Skills Professional
Develop for all
faculty
Monitoring Student
Progress through
Basic Skills
Cooperation and
Understanding of
discipline faculty
about Basic Skills
strategy
Coordination of
Basic Skills
program with other
existing programs
and services
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Net yet
begun

Beginning
to develop

Developed
on most of
the campus

Developed
campuswide

Response
Count

13.2% (5)

Well Developed
and Integrated
into campus
decision-making
15.8% (6)

2.6%
(1)
13.2%
(5)

52.6% (20)

15.8% (6)

52.6% (20)

13.2% (5)

10.5% (4)

10.5% (4)

38

2.7%
(1)

29.7% (11)

40.5% (15)

21.6% (8)

5.4% (2)

37

31.6%
(12)

50.0% (19)

10.5% (4)

5.3% (2)

2.6% (1)

38

27.0%
(10)

48.6% (18)

16.2% (6)

2.7% (1)

5.4% (2)

37

26.3%
(10)

47.4% (18)

13.2% (5)

10.5% (4)

2.6% (1)

38

7.9%
(3)

36.8% (14)

39.5% (15)

13.2% (5)

2.6% (1)

38

26.3%
(10)

47.4% (18)

18.4% (7)

5.3% (2)

2.6% (1)

38

23.7%
(9)

39.5% (15)

18.4% (7)

13.2% (5)

5.3% (2)

38

36.8%
(14)

42.1% (16)

13.2% (5)

5.3% (2)

2.6% (1)

38

23.7%
(9)

50.0% (19)

18.4% (7)

5.3% (2)

2.6% (1)

38

26.3%
(10)

44.7% (17)

23.7% (9)

2.6% (1)

2.6% (1)

38

10.5%
(4)

60.5% (23)

23.7% (9)

2.6% (1)

2.6% (1)

38

18.9%
(7)

54.1% (20)

16.2% (6)

8.1% (3)

2.7% (1)

37

38
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Basic skills coordinators have a big job dealing with campus culture, cross disciplinary differences,
integrating student services and instruction, investing Basic Skills funding in the best options, yet,
this is the key to helping our students succeed. This chapter has sought to provide a plumb line so
that you could reference where you are and your college in relation to other colleges in the state. So
build on, architects! And keep taking opportunities to network with others in your position to share
ideas, solutions to challenges and provide support.
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Appendix 1
Basic Skills Coordinator Survey
Introductory e-mail for Basic Skills Coordinator Survey
Basic Skills as a Foundation for Student Success in California Community Colleges (a literature
review written by The Center for Student Success and the RP Group sometimes called the
“poppy copy”) documents the importance of a centralized and coordinated Basic Skills strategy
to increase student success. In order to help in this effort, many institutions have developed a
Basic Skills Coordinator position to integrate and disseminate services to students. The Basic
Skills Initiative would like to know more about how your school is working with Basic Skills in
general, with the Coordinator position and what kinds of training needs you might have. Please
answer the questions below.
Basic Skills Coordinator/Leader Survey
Name _
_______________________College ___________________
Position !"#$%%-time Faculty !"&'()-Faculty !"*%'++,-,./"+)'--"""!"0/1,2,+)(')3(""""
other_____________
______
Contact E-mail_______________________
Contact Phone Number _
1. Does your campus have a Basic Skills Coordinator?
If yes, go to questions 2 If no go directly to question 10
2. How long have you been a Basic Skills Coordinator and/or Basic Skills Committee Chair?
0-1 Semester
1 semester to 1.5 years
2-4 years
5-6 years
3. What is the length of your assignment as Basic Skills Coordinator/Chair?
1 year
2 years
3 years
4-6 years
Other
4. Help us to understand the amount of time you were given to perform the basic skills
coordinator duties. Indicate the answer closest to percent of your reassigned load or stipend
for this academic year (07-08).
!"-$%%4 reassigned 100%
!"(.'++,52./ 75-90% (3/4 or more of your load)
!"(.'++,52./ 50-70% (1/2 – 2/3’s of your load)
!"(.'++,52./ 25-50% (1/4 – ½ of your load)
!"(.'++,52.d less than 25% of your load
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!"(.6.,7./"'"+),8.2/"3("37.(%3'/
!"(.'++,52./")9(3$59"3)9.("/$),.+":$)".;8.6)./")3"633(/,2')."6'18$+-wide basic skills
efforts (such as department chair or grant director etc)
!"No reassigned time
Comments ______________________________________
5. How is the Basic Skills coordinator position funded?
Basic Skills Grant
General Fund as department chair
Other categorical funding Explain_______________
Other grant funding related to student success Explain__________
Comments_____________________________________________________________________
______________________________________________________________________________
____________________________________________________________
6. Does the coordinator have a budget? No_____ Yes________
If a budget exists, what is it? _______________________
7. If a budget exists, what are the main uses?
Professional development for faculty teaching basic skills courses
Student support, such as tutors, labs
Other _________________________________________________________
8. How is the Basic Skills Coordinator/Chair selected?
Appointed by an administrator
Appointed or elected by the academic senate
Volunteered
Appointment was made by a committee
Morphed into role as part of another committee, e.g. accreditation or curriculum
No process
Other _________________________________________________________
9. Were any particular criteria used in the selection process for the Basic Skills Coordinator?
No _____ Yes ________
10. If criteria were used for the selection, please copy and paste the criteria or job description in
the box below or enter “No criteria or job description”.
Comments:___________________________
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11. Whether you have a Basic Skills Coordinator or not, please select all of the following skills
or knowledge you feel are necessary to the Basic Skills Coordinator position. Check all that
apply.
Knowledge of:
principles of leadership, management and supervision including planning, organizing,
assigning, and reviewing work; performance appraisal and discipline; employee
selection.
Federal, state and other regulations pertaining to the Basic Skills and other programs and
services.
Current issues and opportunities in Basic Skills in California community colleges
Procedures and requirements for student program eligibility.
Principles and practices of program budget development, implementation and
monitoring.
Methods and techniques for grant proposal writing.
Basic computer software use.
Campus and community resources and referral agencies related to the population served.
Skill in:
Planning, developing, implementing and managing a comprehensive program of services
and programs for educationally disadvantaged students, including recruitment, retention
and outreach.
Reading, interpreting and applying regulations, policies, and procedures related to the
program.
Planning and tracking program budgets.
Representing the program at a variety of internal and external committees and meetings.
Establishing and maintaining a variety of records and data.
Preparing effective written reports and correspondence.
Establishing and maintaining effective working relationships with those contacted in the
course of the work; sensitivity to and ability to work effectively with educationally
disadvantaged students of diverse ethnic and cultural backgrounds.
Ability to:
Manage the activities and operations of a college department.
Exercise initiative and creativity to meet educational needs and solve problems.
Motivate faculty, staff, and colleagues to continually improve programs and services.
Plan, direct, and manage the activities and operations of community college Basic Skills
lab.
Establish and maintain effective working relationships.

Education/Experience
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Master’s degree, preferably in Education, with an emphasis in Reading; English; ESL; or
Mathematics; OR the equivalent.
Minimum of one year of formal training, internship, or leadership experience in a
management role.
Commitment to provide instruction for students with diverse abilities and interests.
Personal qualities to work effectively and sensitively in a multicultural student
environment.
Understanding of and commitment to the mission and philosophy of the California
community college system.
12. Are there any knowledge, skills, abilities or education/experience not listed above that you
feel would be necessary on your campus?
Comment:

13. Please evaluate the status of your campus, in your opinion, regarding the following aspects
of Basic Skills work.
Use 1 = not
yet begun; 2 = beginning to develop; 3= developed on most of the campus; 4 = developed
campus-wide; 5 = well developed and integrated into campus decision-making.
Your Opinion of Your Campus
A. Basic Skills planning process
B. Implementation of Basic Skills as a program
C. Identification of Basic Skills Students
D. Outreach to potential unidentified Basic Skills students
E. Orientation of Basic Skills students
F. Coordinating counseling services to Basic Skills
G. Coordination of tutoring for Basic Skills students
H. Integration of ESL programs with Basic Skills support
I. Organization of Basic Skills Study Skills classes
J. Coordination of Basic Skills Study Groups
K. Providing Basic Skills Professional Develop for all faculty
L. Monitoring Student Progress through Basic Skills
M. Cooperation and Understanding of discipline faculty about Basic
Skills strategy
N. Coordination of Basic Skills program with other existing
programs and services
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14. Which of the following training strategies would benefit a Basic Skills Coordinator/Chair?
(Check all that apply)
a statewide listserv for Basic Skills Coordinators/Committee chairs
regional meetings for Coordinators/Committee chairs
planned training institutes for Basic Skills Coordinators/Committee chairs
a web page dedicated to Basic Skills issues, including effective practices,
pedagogy, outcomes and assessment resources
coordinated networking with other Basic Skills Coordinators/leaders
access to local experts (faculty, researchers, etc) to resolve very specific issues
workshops to order, training brought to your campus and your faculty on specific
topics
training on creating Basic Skills Student Learning Outcomes and Assessment
training on integrating equity issues with student success issues
discipline specific training for basic skills areas (e.g. math, English, writing, reading,
counseling, or study skills)
peer review for your college’s Basic Skills action plan
organization and implementation of learning communities addressing basic skills
help with gathering data to assess your program
integrating student services into your Basic Skills strategic plan
15. List any other specific things that would provide support the Basic Skills Coordinator/Chair.
Comment_______________________________________
16. Prioritize the following training opportunities (by numbering 1-9) that would assist a Basic
Skills coordinator/chair? And check any of the Which would you be willing to assist others
with? (Check all that apply)
Prioritized needs
Effective practices in Basic Skills
Basic Skills assessment basics
Class and program SLOs and assessment techniques (closing the assessment
loop)
Learning communities
Discipline specific pedagogy
Integrating Student Services
Institutional Support
Training for Part-time faculty
Help for Transfer faculty working with Basic Skills students
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17. Do you any expertise you would share in the following topics (check all that apply).
Could help with
training
Effective practices in Basic Skills
Basic Skills assessment basics
Class and program SLOs and assessment techniques (closing the assessment
loop)
Learning communities
Discipline specific pedagogy
Integrating Student Services
Institutional Support
Training for Part-time faculty
Help for Transfer faculty working with Basic Skills students

18. List any other specific training that would be beneficial.
Comment________________________________
19. Do you have any comments concerning how the Academic Senate of the California
Community Colleges and the Basic Skills Initiative can meet these needs other than those
mentioned above?
20. Would your college be willing to host a regional meeting? Yes ______ No _______
21. Do you know of faculty who might be presenters or workshop leaders on Basic Skills issues
or pedagogies?
Name ____________________
Topic ___________________
Email or phone number___________
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Appendix 2
Cabrillo College Basic Skills Coordinator Job Description
Support to all campus personnel and departments in the service of expanding the instructional
services to students who assess into basic skills courses. In addition, she chairs the Basic
Skills/Emerging Scholars committee and makes recommendations on behalf of the committee to
the Vice President of Instruction. She produces a yearly report of her activities, which she submits
to the Office of Instruction.
1. Train or coordinate training for Cabrillo faculty in current trends and effective practices in
basic skills education through flex workshops, division and department meetings, and
individual sessions to:
a. Understand and participate in the California State Basic Skills Initiative
b. Assess and employ current effective practices at Cabrillo, in model programs at
other colleges, and via appropriate organizations
c. Interpret and apply research (both local and external) in planning for basic skills
courses and programs
d. Develop a coordinated action plan for the college (the Emerging Scholars Institute-ESI)
2. Facilitate meetings of the Emerging Scholars Advisory Committee to:
a. Bring together a range of voices on-campus to advise on the development of
the Emerging Scholars Institute
b. Shape the logistics of the ESI
c. c. Create task forces/subcommittees to focus on research processes, site visits
and inquiry at other colleges, and distribution of resources.
d. Inform committee members of changes, new information, and progress
towards developing the ESI in accordance with planning at the state and
regional levels.
3. Attend conferences and visit other colleges with programs that have goals and strategies
that could inform the ESI
a. Participate in regional conferences sponsored by the Basic Skills Initiative
b. Participate in conferences hosted by colleges sponsored by relevant bodies working
towards improvement in developmental education (such as the one-day event at
Laney College Nov. 9th)
c. Travel to colleges elsewhere in California to observe their coordinated basic skills
efforts (such as a first-year experience, learning communities, centralized programs,
etc.).
4. In coordination with the Vice President of Instruction and a budget analyst, monitor basic
skills money from the state:
a. Develop a process and forms to request and distribute funds for curriculum and
professional development, instructional equipment, etc.
b. Consult with lab directors and other program chairs to provide in-class tutoring in
basic skills classes where appropriate
22
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c. Work with the Planning and Research Office to ensure that accountability measures
are observed for expenditures as-needed.
5. Work with faculty to develop learning communities and other experimental approaches to
basic skills education and related curriculum:
a. Advise faculty on the creation of new curriculum and courses
b. Troubleshoot related issues such as scheduling and advertising new cohorts and
communities
c. Advise faculty on contractual matters related to developing learning communities
and communicate new wrinkles to CCFT for future deliberation.
6. In consultation with Research and Planning, coordinate Cabrillo’s self-assessment process
and action plan for the Basic Skills Initiative
a. Communicate with faculty and staff across campus to identify existing strategies
and programs at the college
b. Communicate with student services programs to identify existing support and
potential gaps that could be filled via the ESI (such as EOPS, Counseling, Financial
Aid, etc.)
c. Document existing strategies and practices campus-wide
d. Work with PRO to complete self-assessment documentation for internal use and
potential external audit
e. Fine tune the college action plan for submission to the state in May
7. Participate in campus planning leading up to the establishment of an Emerging Scholars
Institute
a. Attend relevant meetings/consult with the Facilities Planning and Advisory
Committee to determine available space for the ESI in Aptos and Watsonville, as
well as possible dedicated classroom space.
b. Consult with grant writing effort to obtain Title V monies for Cabrillo that may
serve to establish the ESI
c. If position is extended beyond 2007-2008, participate in staffing for ESI
(determining staffing needs, developing job descriptions, recruiting & hiring).
d. Coordinate other planning for establishing and equipping the ESI in phases.
8. Archive all campus basic skills activities.
a. Keep meeting notes for the Emerging Scholars Committee
b. Archive meetings, self-assessment and other activities on the ESI website.
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Appendix 3
Solano College Basic Skills Coordinator Job Description
Basic Skills Coordinator – District Wide Assignment - (40%)
Plan for Spring Semester projects including evaluation of plan components.
Coordinate meetings of faculty working on basic skills projects being formulated in Spring
2007.!
Monitor progress of various basic skills projects throughout the semester.
Evaluate effectiveness of plan components
If possible, attend one or more conferences or workshops on Basic Skills education.
!Arrange speakers and/or workshops at Solano College related to Basic Skills instruction.
Write and/or present a summary and review of findings, conclusions, and Basic Skills
education recommendations for Solano College.
Make recommendations to the Basic Skills Committee and to FABPAC for future
expenditure
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Appendix 4
Administrative Basic Skills Coordinator Position at Shasta College
Plans, directs, and coordinates the activities and operations of the Basic Skills and Adult Literacy
Programs of the District.
! Develops and implements policies, procedures, and processes designed to improve student
learning outcomes.
! Works with the faculty to develop programs that assist students to succeed in basic skills
classes.
! Directs and coordinates the skill labs in Math, English, and Reading.
! Develops, coordinates, and administers budgets; controls and monitors expenditures in the
basic skills areas in conjunction with the Dean.
! In collaboration with the faculty, leads the efforts to develop and monitor student learning
outcomes in the basic skills classes and programs.
! Determines staffing needs, and makes appropriate recommendations for the Basic Skills
Programs.
! Participates in the selection, training, orientation, and development of faculty and support
staff.
! Directs and supervises the work of faculty and support staff in the Basic Skills Programs;
reviews, approves, and conducts performance appraisals.
! Participates in a variety of administrative, board, and other meetings; conducts department
meetings; works closely with faculty coordinators.
! Participates in professional organizations, and maintains an understanding and working
knowledge of current ideas, research, and practices related to the Basic Skills and Adult
Literacy Programs.
! Prepares written and oral reports in evaluation of student learning and basic skills.
! Coordinates and maintains computerized records on student progress in achieving goals.
! Performs other duties similar to the above in scope and function as assigned.
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Appendix 5
San Diego Mesa College Basic Skills Initiative Coordinator

Reassigned Time Opportunity for Spring 2008
Approved by President’s Cabinet, October 30, 2007

To coordinate the activities of the Basic Skills Initiative, a 40% faculty non-classroom reassigned
time position is available for Spring 2008. This position reports to the vice president of instruction.
The individual selected will work closely with the Basic Skills Success and Retention Committee, and
with lead faculty in English, ESOL, Mathematics and other areas to implement the activities required
under this initiative. This individual will also serve on the committee, which meets monthly. A range
of disciplines and services are involved in the initiative, therefore, the coordinator will have a major
responsibility to communicate broadly and effectively with many individuals and groups, as well as
coordinating the preparation of a single final assessment and planning report.
Basic Skills Initiative Coordinator Responsibilities:
Basic Skills Assessment Tool and Action Plans
! Coordinate the preparation of the required BSI assessment and action plans.
o Present the assessment and plans to the Committee and other participatory
governance groups.
! Assist in the preparation of the final report due to be submitted to the state Chancellor’s
Office by May 2008.
! Department Basic Skills Initiatives
! Assist departments in the implementation of basic skills initiatives such as supplemental
tutoring, common assessment techniques, etc.
! As appropriate, align departmental work on student learning outcomes and assessment with
departmental basic skills initiatives.
Research
! Serve as liaison between departments engaged in research and the college-based researcher.
Communicate research activities to the Committee
!

Professional Development and Curriculum Training Activities
o Serve as liaison between vice president of instruction and faculty/departments
engaging in basic skills professional development training.
o Assist, coordinate and/or lead basic skills faculty development training, conferences,
and workshops.
o Assist in coordinating curriculum workshops for Mesa faculty with high school
teachers.

Budget
! Serve as liaison between vice president of instruction and faculty/departments engaging in
basic skills activities requiring funding.
o Assist in monitoring funding.
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Communication and Reporting
" Communicate progress on basic skills initiative activities regularly(at least twice per
semester) to department faculty, the Basic Skills Success and Retention Committee, the
Mesa College Academic Senate, the President’s Cabinet, and other groups as appropriate.
" Provide a written report at the end of the semester on the outcomes of activities.
Application Process: This position is open to both full time and adjunct faculty. Letters of interest
(maximum of two pages) should be sent to Vice President of Instruction Elizabeth Armstrong at
earmstro@sdccd.edu by 4:00 pm on Friday, November 16, 2007. Letters should address the job
responsibilities and requirements described above. A subcommittee of the Basic Skills Success and
Retention Committee will review applications and make recommendations to the vice president,
who will make the final selection.
The coordinator must see beyond the developmental education efforts, integrating efforts and
educating faculty in all other disciplines and vocational courses and services.
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Appendix 6
Three Tables of Descriptors for Basic Skills Coordinators
Knowledge, Skills, Abilities and Education
Descriptors of Basic Skills Coordinator Knowledge
26. Whether you have a Basic Skills Coordinator or not, please select the following KNOWLEDGE you
feel are necessary to the Basic Skills Coordinator position. (Check all that apply.)
Response
Percent

Respons
e
Count

Principles of leadership, management and supervision including planning,
organizing, assigning, and reviewing work; performance appraisal and
discipline; employee selection.

87.2%

34

Federal, state and other regulations pertaining to the Basic Skills and other
programs and services.

79.5%

31

Current issues and opportunities in Basic Skills in California
community colleges

97.4%

38

Procedures and requirements for student program eligibility.

56.4%

22

Principles and practices of program budget development, implementation
and monitoring.

64.1%

25

Methods and techniques for grant proposal writing.

46.2%

18

Basic computer software use.

74.4%

29

Campus and community resources and referral agencies related to the
population served.

71.8%

28

answered
question

39

28
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Descriptors of Basic Skills Coordinator Skills
27. Whether you have a Basic Skills Coordinator or not, please select all of the following SKILLS you feel
are necessary to the Basic Skills Coordinator position. Check all that apply.

Response
Percent

Response
Count

Planning, developing, implementing and managing a comprehensive program
of services and programs for educationally disadvantaged students, including
recruitment, retention and outreach.

92.3%

36

Reading, interpreting and applying regulations, policies, and procedures
related to the program.

92.3%

36

Planning and tracking program budgets.

76.9%

30

Representing the program at a variety of internal and external committees and
meetings.

94.9%

37

Establishing and maintaining a variety of records and data.

87.2%

34

Preparing effective written reports and correspondence.

97.4%

38

Establishing and maintaining effective working relationships with those
contacted in the course of the work; sensitivity to and ability to work effectively
with educationally disadvantaged students of diverse ethnic and cultural
backgrounds.

94.9%

37

answered
question

39
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Descriptors of Basic Skills Coordinator Abilities and Education
28. Whether you have a Basic Skills Coordinator or not, please select all of the following ABILITIES you feel
are necessary to the Basic Skills Coordinator position. (Check all that apply.)
Response
Percent

Response
Count

Manage the activities and operations of a college department.

62.2%

23

Exercise initiative and creativity to meet educational needs and solve problems.

94.6%

35

Motivate faculty, staff, and colleagues to continually improve programs
and services.

97.3%

36

Plan, direct, and manage the activities and operations of community college
Basic Skills lab.

64.9%

24

Establish and maintain effective working relationships.

97.3%

36

answered
question

37

29. Whether you have a Basic Skills Coordinator or not, please select all of the following
EDUCATION/EXPERIENCES you feel are necessary to the Basic Skills Coordinator position. Check all that
apply.
Response
Percent

Response
Count

Master’s degree, preferably in Education, with an emphasis in Reading; English;
ESL; or Mathematics; OR the equivalent.

74.4%

29

Minimum of one year of formal training, internship, or leadership experience in a
management role.

56.4%

22

Commitment to provide instruction for students with diverse abilities and
interests. Personal qualities to work effectively and sensitively in a
multicultural student environment.

94.9%

37

Understanding of and commitment to the mission and philosophy of the
California community college system.

84.6%

33

answered
question

39

30
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Appendix 7
Effective Practices and Planned Actions
Summary
Analysis by the ASCCC
Data for this summary was obtained from the 2007-2008 Basic Skills and ESL Action and
Expenditure Plans.
103 Colleges provided Action Plans with usable information.
The top Practices and their related planned actions identified by the colleges are listed for each
category. The planned actions listed are a general representation of a majority of colleges that
identified these strategies.
For more details on which colleges identified specific Practices, please see the Effective Practices
spreadsheet.
A. Organizational and Administrative Practices
A.3.2 (38 colleges) Based upon the institutional structure, a dedicated administrator or lead
faculty is/are clearly identified and accorded responsibility for college-wide coordination of basic
skills program(s).
The planned actions associated with Practice A.3.2 include:
! Hire, appoint, assign or designate personnel that will lead the Basic Skills program and/or
coordinates with other departments campus-wide. Colleges plan to seek funding for any
additional hires.
! Establish a steering committee/task force to look at administrative structure and best
practices that ensure Basic Skills student success.
B. Program Components
B.3.2 (44 colleges) Counseling and instruction are integrated into the developmental
education program.
B.3.1 (42 colleges) A proactive counseling/advising structure that includes intensive
monitoring and advising serves students placed into developmental education courses.
The planned actions associated with Practices B.3.1 and B.3.2 includes:
! Increasing counseling through additional hires, designating existing counselors to Basic Skills
students specifically or increasing office hours
! Establishing or increasing collaboration and liaison between counselors, students and faculty
in Basic Skills classes; collaborations could include “early alert” programs
! Stress availability of existing student services through workshops or additional presentations
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C. Staff Development
C.2.1 (39 colleges) Developmental education faculty are involved in the design, planning,
and implementation of staff development activities related to developmental education.
The planned actions associated with Practice C.2.1 include:
! Improve coordination between various developmental education faculty and administration
by creating, reassigning and/or supporting cross representation on task forces/committees
that meet on a regular basis.
! Provide opportunities for developmental education faculty to attend/participate in regional
statewide seminars/conferences/workshops that look at innovative strategies and latest
research on developmental education program development.
D. Instructional Practices
D.2.1 (36 colleges) Developmental courses/programs implement effective curricula and
practices for English (e.g., reading/writing integrations, writing across the curriculum, and use of
writing labs).
The planned actions associated with Practice D.2.1 include:
! Expand, enhance, develop or increase the visibility of Learning Communities on campuses
! Enhance existing (or create new) Writing Centers. Related to the Writing Center
enhancement is, training tutors specifically in developmental education.
! Provide opportunities for faculty to develop and share strategies and best practices in
developmental education.
All strategies, combined and ranked
Effective
Practice

Number of colleges identifying these strategies
35-44
25-34
15-24

A

Total
times this
area is
identified
712
3.2

B

497

C

510

D

953
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3.2,
3.1
2.1,
2.2
2.1,
2.2

2.2, 3.4, 3,
2.1, 1.1, 4.4,
5.1
1.2, 2.5, 1.1,
4.1, 1.4, 3
4, 3.2, 3, 3.3,
2
10.7, 6.1, 10,
10.5, 2, 9.2,
2.3, 2.4, 3.3,
10.6

2.4, 3.1, 1, 1.4, 2.3, 4.2, 1.5,
5.3, 6.2, 1.2, 4.1, 5, 5.2, 3.5,
4, 3.3, 1.3, 2, 6.1
2.2, 3.4, 3.3, 1.3, 2, 2.4, 1.5,
2.1, 2.3
1.2, 2.6, 5.2, 2.3, 1, 3.1, 5.3,
2.5, 4.4, 5, 1.1, 2.4,
1, 7, 1.1, 3, 6, 7.1, 6.3, 8,
9.1, 5.1, 5.2, 6.2, 10.3, 7.3,
1.3, 3.4, 5.3, 8.1, 1.2, 3.5,
7.2, 9, 10.4, 4.1, 5, 8.2

5-14

0-4

6, 6.4, 7.1, 7.4,
4.3, 5.4, 7, 7.2

6.3

4, 1, 4.2, 4.3,
4.4, 7.3, 7.5, 7.6
5.1, 4.5, 4.2,
4.1, 4.3, 4.6
3.1, 4, 10.2, 4.3,
3.2, 4.2, 8.3,
10.1

4.7

Chapter 18

Appendix 8

TIPS DRAWN FROM PILOT COLLEGES’ EXPERIENCES
(taken from the Basic Skills Website
http://www.cccbsi.org/Websites/basicskills/Images/Tips_Fm_PilotCollegesExp.doc)
These tips describing what colleges felt worked well and what they’d do
“next time” are drawn from 12 pilot college phone interviews and 29 online
survey responses. Nearly all interviews included the CIO, one also included a
CSSO, and three interviews included faculty. Survey responses represent eight
colleges; 15 of the 29 survey responses were from faculty.
!

Start now! Lack of time was a major hurdle for all the pilots. Colleges will now have twice as
long (almost two semesters rather than one) to complete the self-assessment. However, we
would still advise you to “start now”. Do not have larger groups meet more frequently than
every two weeks as participants need time to reflect and gather information between
meetings.

!

If possible, use an existing committee or other existing structure for the bulk of the selfassessment discussions. Alternately, consider a “retreat” approach to “get away from
campus” in order to spend significant time discussing complex issues. In either case, have all
the key players there. At least one college provided flex credit to faculty who participated. A
few provided food.

!

Colleges who were most satisfied with the self-assessment process had visible support from
college leadership and substantial participation of faculty. Consider asking key department
chairs (English, ESL, mathematics, counseling, learning assistance) to recommend 2-4 faculty
members for participation. Most colleges tried to get as many faculty involved as possible.

!

When gathering participants, consider how commitments to other major college projects
may impinge on the time participants can give to the self-assessment. If possible, find ways
to create synergy between projects. Pilot colleges were divided about which was more
important for participants to have: energy or experience.

!

Review accreditation-related and other college documents which may be useful for the selfassessment. Do not “reinvent the wheel” or replicate work. When possible, build on what
you already have. Example: One pilot college was preparing for an accreditation review cycle
and therefore starting a revision of both their Educational Master Plan and Strategic Plan.
When possible, they plan to integrate items from the basic skills self-assessment planning
matrices into these to institutional plans. One of the challenges that has already emerged is
the need to separate what is specifically being done in basic skills from broader institutional
initiatives. So, for example, in the initial consideration of staff development, there was a
perception that the college is particularly strong in staff development. However, once they
looked at staff development that focused on basic skills, they found that they did not do a
very good job of providing staff development in the basic skills area.

!

CRITICAL. Have leaders who are well versed in literature review. One suggestion is to
“task” committee members with responsibility for being versed in the literature review-ideally have several experts for each area. The literature review was used by most of the
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pilots to provide context, create a common framework and provide legitimacy for the selfassessment process.

34

!

Consider the use of a separate, initial process such as preceding departmental meetings to
document “existing practices”. A focus group approach may also work, but it may be more
difficult to get participants.

!

In order to keep focus, ask new participants to review the working definition of “basic skills”
on page 13 of the Basic Skills as a Foundation… publication. For the purposes of the selfassessment, the terms “basic skills” and “developmental education” are used
interchangeably.

!

Fostering cross-college dialogue is a primary purpose of and benefit from the selfassessment process. It is important for leadership and participants to re

!

main open to the discussion of ideas—particularly those drawn from the 26 effective
practices presented in the literature review.

!

There can be a tendency for participants to respond to each item with, “Oh, we do that.”
Moreover, it is difficult to get people to thoroughly read and comprehend the lit review prior
to engaging in the process. Therefore, at least two colleges started with the self-assessment
items, allowed participants to express their ideas, then sent participants back to the literature
review for verification or revision of their assessment. This process allowed the colleges to
focus more specifically on the practice or strategy.

!

The self-assessment will help you develop an action plan. Keep the overall picture in mind;
don’t get bogged down in lots of details which can be attended to later.

!

Remember that the self-assessment tool is an internal document. (Except the planning
matrices / action plans, which must be submitted to the system office.) Use the tool in the
ways most helpful to your college. As one survey respondent put it, do not “slavishly” follow
the self-assessment tool. “I think that it can become distracting to try and fill in each of these
boxes. It seems to me that it's less of a priority that we respond to every "best practice," and
more important that we identify some practices that we want to pursue [based upon the
literature review] and discuss how to proceed.”

!

Decide ahead of time how to handle complaints such as “we cannot make assessment
mandatory” or “we don’t have the money to do xyz”. Bad attitudes are contagious (so are
good attitudes!) Sometimes people need time to vent; at the same time, avoid too much
self-congratulation or immediately jumping into enthusiastic “spending mode”. Set a
productive and optimistic (yet realistic) tone. Focus on what can be done.

!

Plan ahead on how to include non-developmental education faculty in the self-assessment
process. You may have to occasionally remind them that we all serve students with
developmental education needs.
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!

There is a learning curve to consider when sequencing the strands. At least one pilot college
felt very clear that it was important to tackle the Instructional Practices strand after
participants were comfortable using and relying on the literature review.

!

Other tools to facilitate and focus discussions include handouts with definitions and
literature review key points. These are especially helpful if there are “newbies” at each
meeting—so valuable time is not spent orienting them.

!

Facilitators should be experienced and should not “hold the marker” (i.e. use note takers for
flip charts). One college used a clicker approach to ascertain the level of agreement on
various items, then further discussed items for which there was not yet agreement. Another
college hung “blow ups” of the self-assessment pages in order to keep discussions focused.

!

“Repetition” may arise as working groups come up with similar ideas (e.g., “we need a
developmental education coordinator”). You can take the view that this is positive as it
confirms the desired direction of the college. Realize that having more small work groups
(e.g., doing separate breakout groups for each effective practice) will “spread the work” but
will also increase the amount of repetition.

!

After ideas are generated, consider using a smaller group to organize them into “themes” in
order to complete the planning matrices. It is difficult for a larger group to discuss budget
implications.

!

Use the support of other colleges in the CCC system. One college used a visiting team which
they found quite helpful. Other colleges wish they had communicated more with sister
institutions.

!

Include a researcher to assist the self-assessment process in interpreting the available
research--not as a source of blame or bad news, but as a tool for understanding institutional
effectiveness.
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Appendix 9
Resources for Chapter 18
Academic Senate for California Community Colleges(ASCCC). (2003, April). Survey of effective practices
in basic skills. Retrieved from Academic Senate for California Community Colleges at
http://www.asccc.org/Publications/Ppr.asp.
Basic Skills Website. (2007). Tips drawn from pilot colleges’ experience. Retrieved October 11, 2008 at
http://www.cccbsi.org/Websites/basicskills/Images/Tips_Fm_PilotCollegesExp.doc
Center for Student Success. (2007). Basic skills as a foundation for success in California community colleges.
Sacramento, CA: California Community Colleges Chancellor's Office. Retrieved on October
11, 2008, from http://www.cccbsi.org/publications.
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Organizational/Administrative Role in Developmental
Education/Basic Skills Programs:
Earthquake-proofing the Structure
The role of the college administration and its organizational structure in creating a supportive
environment where students with basic skills/developmental education needs and their programs
will flourish is critical. While faculty develop curricular structures, sequences, and pedagogical
processes that enable students to succeed educationally, administrators develop the college
structures, cross-functional processes, and timing dynamics that enable the work to be developed
and accomplished by empowered faculty and staff. They construct and maintain the figurative
“buildings” that house the basic skills programs on their campuses, ensuring that they are welldesigned, function smoothly and are well-built. More than dispensing the requested funds to
projects and programs, one administrator called it “pooling the raindrops” of individual efforts into
a flowing stream resulting in organizational change. Others have called it organizing for integration,
synergy and sustainability. Finally, as the subtitle to this chapter asserts, the work of administrators
also earthquake-proofs new and sometimes fragile existing organizational structures so that they
withstand the turmoil of external and internal pressures such as California funding crises and
campus-level politics. This chapter is organized into six parts:
!
!
!
!
!
!

2

Examples of organizational and administrative effective practices in developmental
education/basic skills programs in California community colleges, based on the strategies
discussed in Basic Skills as a Foundation for Success in California Community Colleges (2007)
A chart of current basic skills funds and an explanation of funding categories
Examples of how colleges might complement the Basic Skills Initiative (BSI) funds with
other funds in their budget
Implementing the Downstream Cost/Revenue Model
An analysis of the 2007-2008 Basic Skills Action plans describing where colleges plan to
spend their Basic Skills Funding
Minimum Qualifications and Basic Skills Faculty
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Administrator Self-Assessment
Before we start, however, you might want to take a closer look at your important role as the seismic
engineer who earthquake proof the structures on campus. In case you missed it in Chapter 3 of this
handbook, Appendix 1 of this chapter contains a self-assessment instrument that you can use to
gauge where you are now and where you may like to grow as you continue to be an effective support
to the programs on your campus. The assessment instrument may give you hints of approaches to
your work that will enhance it, while the effective practices listed in the next section of the chapter
may give you concrete ideas of approaches you can implement as well. With the help and feedback
of several people, Dr. Jane Harmon created this administrative self-assessment rubric based upon
effective practices in the literature (AAHE, 1998; Center for Student Success, 2007; Chickering and
Gamson, 1987; NASPA, 1996). We invite you to check out the rubric in Appendix 1 and send us
feedback concerning its usefulness.

Effective Practices
The college sees students with basic skills needs and programs as an institutional
priority.
Recognized as an effective practice in Basic Skills as a Foundation for Success in California
Community Colleges (Center for Student Success, 2007), this also appears to be a practice embraced
by many California community colleges. Clearly the Academic Senate for California Community
Colleges has played a significant role in fostering this practice, as has the California Community
Colleges System Office, significantly through its Goal B: Student Success and Readiness team, chaired by
Carole Bogue-Feinour, Vice Chancellor, Academic Affairs. It also appears in the mission statements
and strategic goals of many colleges.
At Kern Community College District, the Board of Trustees adopted new Strategic Initiatives in
2006 which listed “Better serving the under-prepared student” as one of the six initiatives for the district.
As a result, a district-wide committee began meeting via CCCConfer conference call system (to
ensure involvement across the district of more than 24,000 square miles) to discuss what was
happening on each campus to support the goal. As has occurred at many districts across the state
with the categorical funding secured through the Basic Skills Initiative, KCCD has focused new
energy on this goal of serving students with basic skills needs. California community colleges are
doing serious seismic retrofitting to ensure that the structure supporting the under-prepared student
is earthquake-proof.
The college shares an overarching philosophy of developmental education/basic
skills.
Administrators can coordinate individual activities, good practices, and good programs into a more
cohesive and effective strategic effort by focusing the college on the significance of, efforts in,
research on, and celebration of achievement in basic skills. Framing the message according to the
college’s mission and benchmarking its effectiveness puts everyone on the same page rather than at
cross-purposes.
Chaffey College is an example of an institution whose structure has been transformed through a
transition to an overarching philosophy of recognizing developmental education/basic skills as
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integral to the college’s mission. In but one manifestation of this shift, the entire structure of
learning support has evolved and is now provided through a series of College Success Centers. All
tutoring is provided through these centers, which depend heavily on teaching and counseling faculty
working together to integrate services to students.
The college supports a developmental education/basic skills program that is
centralized or highly coordinated.
This particular effective practice may very well be the most controversial; there is strident debate
arguing both for and against centralized approaches such as the formation of an integrated “Basic
Skills” or “College Skills” department. However, it does seem that there is nearly universal
agreement on the notion that colleges would benefit from a more highly coordinated approach to
developmental education. The recent support for and initial forays into creating campus Basic Skills
Coordinators (often faculty, occasionally working directly with administrators) suggests the potential
for significant future evolution of this idea. (Please see Chapter 18 of this handbook on Basic Skills
Coordinators.)
Some specific examples of such changes are the more deliberately aligned and coordinated
approaches built into reorganization of administration at colleges such as College of the Sequoias
and reorganization of all committee structures at Irvine Valley College. In another increasingly
common practice, Las Positas College has integrated learning centers with mathematics, English,
English as a Second Language (ESL) labs, and tutor certification. Many colleges and districts have
revamped their organizational structure to focus on student success, thereby bringing together many
of the programs already focused on this goal – Extended Opportunity Programs and Services
(EOPS), Disabled Students Programs and Services (DSPS), Student Equity, and Retention
Committees. At Skyline College, the goals of these committees were integrated during a
management retreat to ensure that the college was not working at cross-purposes and that efforts
could be strengthened in all arenas.
The college supports institutional policies that, immediately upon matriculation,
get students involved in necessary college preparation coursework and support
systems.
Currently most California community colleges do not have mandatory orientation, assessment, and
placement. However, research supports the value of this requirement and some colleges are looking
at mandatory orientation in the form of a required First Year Experience. Santa Barbara City
College’s Gateway to Student Success Program, a part of its Partnership for Student Success
Program, is an example of a comprehensive first-year program with a proven track record which
may serve as a model for other California community colleges as they explore mandatory
assessment, placement, and orientation.
Bakersfield and Skyline Colleges were both selected to participate in a self-guided year-long study
and improvement process for a student's first-year experience. This nation-wide program, called
Foundations of Excellence, requires careful follow-up and will again provide valuable information
for colleges looking for evidence to support mandatory assessment, placement, and extended first
year orientation.

4
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The college supports a high integration of academic and student support services.
Administrators, having a 30,000-foot high picture view of the organization, can map the
overall loci of college activities with respect to basic skills whether they are located in specific
departments, special programs, committees, equity and student learning outcome efforts, special
grants, etc. as a basis for asking key coordination questions and strategically planning for
improvement over time. Some specific examples of changes undertaken to integrate academic and
student support services in California community colleges are the planned alignment built into the
reorganization of administration (College of the Sequoias) and reorganization of all committee
structures (Irvine Valley College) in order to achieve better coordination of basic skills.
Administrators can guide the “big picture” of coherency and progress by requesting research and
asking challenging questions that cut across traditional domains. They can bring to bear additional
ideas, research, and strategies from outside the college and note the value of a wider perspective
without discounting the internal perspective. They can guide multi-year endeavors and support
priorities even without special funding by mixing and matching sources of funding, reallocating the
funding for impact, and as is being done at Las Positas College, using project-based management to
foster co-authored funding requests. Administrators can help to bring a focus on the entirety of the
student experience and thus provide leadership across the traditional instructional and student
service boundaries.
Coastline College has been led by a mission statement for over a decade which guides innovation
aimed at broader student access and greater student achievement. They have merged their
Matriculation Committee, their Student Equity Committee, and their Basic Skills Initiative and
created a Student Success Committee. The mission of this committee is:
To provide a shared framework for the discussion, development and implementation of processes and programs that
integrates Matriculation, Basic Skills, and Student Equity to optimize and enhance student achievement and success.
The Committee will reflect a broad representation from faculty, staff, and students.
Making these changes in the very structure of long-standing programs takes both faculty and
administrative leadership. As one administrator stated, “Sometimes you have to jump off cliffs and
build wings as you fall.” It is clear, however, that the rewards for students can be great when
artificial barriers are broken down.
The college recruits, hires and supports instructional and student service faculty
and staff who are enthusiastic about developmental education/basic skills.
At Bakersfield College, questions regarding community college demographics are included in the
interviews with candidates for instructional and student service faculty and staff positions. This
allows the screening committees an opportunity to see if candidates are aware of the under-prepared
student and to gauge their enthusiasm for serving this critical population. For new faculty there is an
extended orientation that focuses on student demographics, introduces the new faculty to the range
of students they will find in their classroom, and also gives suggestions for dealing with students at
various levels of development. In an often overlooked step, faculty additionally receive an
introduction to services available for students and how they can assist students in accessing these
services.

Chapter 19

5

The college manages faculty and staff expectations regarding developmental
education/basic skills.
In an intriguing application of funds, a Title III grant at Napa Valley College focuses on two major
activities: Activity One, Strategies for Student Success and Retention, and Activity Two, Teaching
and Learning Resource Center for Faculty and Staff. Although there are two strands, there is only
one ultimate focus--student success. Activity One approaches student success through improving
instruction and supporting services for students by building a solid foundation. Activity Two
reinforces that foundation by providing training and professional development for faculty and staff.
Technology and curriculum development (student learning outcomes) are inherent in both activities.
Columbia College’s Academic Achievement Center also provides support for both faculty and
students, recognizing that faculty expectations of students with basic skills needs must be managed
in order to ensure that a focus on student success becomes an integral part of all instruction.
The college manages student expectations regarding developmental
education/basic skills.
Mt. San Antonio College has developed a comprehensive Summer Bridge Program that serves as a
port of entry for under-prepared students. The process begins with Cash for College, a financial aid
workshop, a one-stop application, and an assessment of the financial aids program. Word of mouth
has taken this program to the point where there were 800 applications for 300 available spots for
Summer 2008. Students get help with their academic skills, are introduced to learning communities,
and as one administrator stated, “they conquer their fear before the beginning of the academic year.”
They will go into their first year of college knowing what is expected of them to become prepared
for college success, knowing the value of involvement in learning communities, and knowing where
to go if they need assistance in anything whether it be student services or instruction-related.
San Diego City College has developed a First Year Experience program designed to provide
students early access to matriculation and remediation, which again helps students understand what
they need to do to achieve success and reach their goals. The process begins in high school, thus
ensuring that students will have realistic expectations about what their path to success will entail. An
Individualized Education Plan provides students with a written plan that takes them beyond
matriculation to program completion and incorporates all necessary support the under-prepared
student needs to succeed and achieve their goals.
The college widely disseminates information on successful developmental
education/basic skills, so that everyone is aware and in the loop.
While we did not receive specific examples supporting this practice, we expect that in addition to
the number of colleges who have successful and focused communication pathways, we will find that
many more colleges will devote some of their energy to more thoroughly disseminating key basic
skills information and successes as a result of the Basic Skills Initiative. Further, there will certainly
be increased scrutiny of developmental education outcomes as a result of regular Accountability
Report for Community Colleges (ARCC) reporting, increased Accrediting Commission for
Community and Junior Colleges (ACCJC) interest in outcomes, and the supplemental report to
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ARCC that will include basic skills metrics and provide the framework for demonstrating
improvement in basic skills, a necessary outcome for continuation of BSI funding. This increased
scrutiny should be built into campus communication streams to demonstrate an evidence-based
feedback loop.

Funding the Effective Practices
Present Basic Skills Funding Allocations
The Basic Skills Initiative has been funded by the Legislature for the last three years and the colleges
have already received three major allocations for this effort and at this point they can anticipate ongoing re-direction of funds for ESL and basic skills improvement. Many faculty and administrators
believe this is the only reason that the community colleges have been able to mount an effort to
resolve this growing gap in student success, even though the concern has been expressed for some
time. Below is a simplified table of the funding provided by the Legislature, limitations on spending
and accountability factors. Included in Appendix 2 is the original 2007-2008 summary e-mail from
Dr. Juan Cruz at the Chancellor’s office and Appendices 3 and 4 have the 2008-2009 memorandum
and instructions for the Basic Skills Expenditure and Action Plan template also available at
http://www.cccbsi.org/.
Year and Amount of
Redirected Funds

Are there any
limitations on
spending?

Accountability

Type of
funding

When
funds
must be
used

Phase 1
2005-2006

There are specific
categories where the
funds must be spent
(See attached
Expenditure Report
Form for 2005-06

1.Overall accountability is
the *ARCC section for BS
& ESL
2. Acton & Expenditure
Plans (See Forms CCC
Chancellor’s Office)

Categorical/
Restricted
Funds in the
General Fund

June 30,
2009

$29,974,000
Noncredit FTES
Allocation: based on
credit & noncredit with
$50,000 minimum
/district
Professional
Development grant:
$750,000 ($50,000 for
literature review
Phase 2
2006-2007
$31.5 million
$1.6 Professional
Development grant

*Accountability Report for
Community Colleges –
ARCC report available at
http://www.cccco.edu
There are specific
categories where the
funds must be spent
(See e-mail from
CCCCO Expenditure
Report Form for
2006-07

1.Overall accountability is
the ARCC section for BS &
ESL
2. Action & Expenditure
Plans
(See Forms CCC
Chancellor's Office)

This phase also
implemented
the Literature
Review.

Categorical/
Restricted
Funds in the
General Fund

June 30,
2009

Allocation: based on
credit and noncredit
FTES with $100,000
minimum per college
minimum
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Year and Amount of
Redirected Funds

Are there any
limitations on
spending?

Accountability

Type of
funding

When
funds
must be
used

Phase 3
2007-2008

There are specific
categories where the
funds must be spent
(See e-mail from
CCC Chancellor’s
Office Expenditure
Plan Form for 200708)

1.Overall accountability is
the ARCC section for BS &
ESL
2. Tied to Basic Skills
Action & Expenditure
Plans due on May 1, 2008
(See Forms CCC
Chancellor’s Office)

Categorical/
Restricted
Funds in the
General Fund

June 30,
2010

There are specific
categories where the
funds must be used
See the email in
Appendix 2 at the
end of this chapter.

1.Overall accountability

Categorical/Res
tricted
Funds in the
General Fund

*Please
note new
forms
found in
Appendix
4 of this
chapter

$31,500,000 total
Professional
Development Grant
$1.6 Million Minimum
$100,000 per college:
Based on credit &
noncredit FTES
with weight on
students under 25
Phase 4
2008-2009
$31,500,000
$100,000 college:
Based on credit &
noncredit FTES
1.6 million professional
development grant

tied to ARCC report & a
new supplemental report.
2.Action and expenditure
plans. A Mid-Year Report
due on January 31, 2009
showing expenditures to
date & an End-of-Year to
show all expenditures in
2008-09 due on July 31,
2009.

More on Funding Categories
Expenditures of these funds must be related to making improvements in serving basic
skills/ESL students. These redirected funds may not supplant existing resources or programs.
Colleges can, however expand best practices already in place; for example, expanding tutoring or
learning communities to serve more students is an acceptable use of new funds. Each year of
funding in the chart above includes basically the same categories. Each year the Expenditure Plans
specify the categories designated in the Budget Act. While there has been slight variation, each year’s
categories have been nearly identical. The last item on each list is identified as “Other Activities for
the Enhancement of Basic Skills” (reworded in the Expenditure Plan for 07-08 to say “Other
purpose directly related to the enhancement of basic skills, ESL instruction, and related student
programs”). Dr. Juan Cruz, Basic Skills/ESL Specialist, and Carole Bogue-Feinour, Vice Chancellor,
Academic Affairs, said that you can fund all efforts that support basic skills/ESL students. If what
you are funding does not have a separate category (for example, research is not specifically listed in
the 07-08 Expenditure Plan), you can include research in the “other activities” category with an
explanation of its direct support of basic skills/ESL.
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Two things to remember about these funds are as follows:
1. These funds must be used to support/ESL and basic skills students.
2. These funds must not supplant what is already in place and funded at the colleges.
In addition to the above considerations, it is important to note that this funding is categorical and
does not impact the 50% law calculations. Consequently the funds can be used for counselors and
tutors, as well as for basic skills faculty, or administrators above and beyond the current number of
positions, not supplanting existing efforts. However, as with all categorical funding, this requires
careful thought and planning regarding contractual agreements and sustainability.

Complementary Funding and Support Services
One of the positive things that can be done with the basic skills/ESL
funds is to find ways to leverage them and other categorical funds to
serve the same students. Some of these categorical funds are listed
below:
EOPS Categorical Program Funds
(Extended Opportunity Programs and Services)
CARE Categorical Program Funds
(Cooperative Agencies Resources for Education)
DSPS Categorical Program Funds
(State-wide Disabled Students Programs & Services
Matriculation Categorical Program Funds
Credit
Noncredit
California High School Exit Exam (CAHSEE)

106 Million

Categorical Grant Funds
SB 361 Noncredit Enhance Funding
Basic Skills
ESL
SB 70 Career Technical Education Pathways Initiative
Career Advance Academies

10 Million

15 Million
110 Million
81 Million
20 Million

8.5 Million
12.7 Million
5 Million

An example of creatively combining funds is at Chaffey College where Success Centers provide
tutoring for all students, thus freeing up EOPS and DSPS funds for other purposes. It should also
be noted that matriculation includes many services that overlap with BS/ESL categories – research,
articulation, student assessment, and staff development. Combining funds potentially allows colleges
to use funds from both programs together to better meet college goals.
Because there are common elements in both Matriculation and basic skills, orientation,
assessment/placement, counseling/advisement, coordination, training/staff development, and
follow-up, the funds for these programs can be optimized. Though categorical funds cannot be
Chapter 19
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mixed, the integrated structures, processes, curriculum, and activities can be supported by the
appropriate credit and noncredit matriculation and basic skills funds.
In addition to these funding sources, funding from private foundations, such as The William and
Flora Hewlett Foundation and the Irvine Foundation, have been very helpful in supporting these
efforts.

Downstream Funding
Part 3 of Basic Skills as a Foundation for Student Success in California Community Colleges introduces a
different way of thinking about funding non-traditional developmental education programs (Center
for Student Success, 2007, p. 139). As colleges consider how to invest their BSI funding, Part 3
provides a description of what the end game can look like - a more systemic approach to doing
things differently in developmental education.
In a nutshell, the return-on-investment (ROI) approach introduced in Part 3 suggests that if
nontraditional programs are successful in producing increased goal achievement for basic skills
students, incremental apportionment funding becomes available to offset the up-front costs of the
programs. This is especially important because, although wonderful, the BSI funding is certainly not
sufficient to fundamentally change the colleges' approaches to basic skills on its own. Given this, we
can then view the BSI funding in the way it was originally envisioned - as "seed money" to provide a
cathartic nudge to change the system.
While there are caveats to this approach (most notably the enrollment cap), Part 3 also provides
actual data from programs at four colleges across California - demonstrating its real-world
applicability. In each of these cases, the results show that the program's success covers costs, and in
a couple of the cases, is clearly "profitable" to the college. In the end, this approach points out a
financial incentive for modifying a system that we know we have a moral, ethical, and societal reason
to change.

Where Have Most Colleges Planned to Spend their Basic Skills Funding?
The following information comes from Chapter 18 of this handbook (p.8-10) but for your
convenience we have included it here. The following information reflects an analysis by the ASCCC
of the Basic Skills Action Plans submitted to the Chancellor’s office and organized by the effective
practices identified in Basic Skills as a Foundation for Student Success in California Community Colleges
(2007). In addition, Chapter 2 of this handbook includes two basic skills action models provided by
the Chancellor’s Office as good examples.
Only plans from 103 colleges provided useable information. All four areas identified in the literature
review were targeted as strategies for basic skills funding investment: A.) Organizational and
Administrative Practices, B.) Program Components, C.) Staff Development, and D.) Instructional
Practices. Because of the variety of cultural differences within institutions, we would expect
customized action plans relevant to individual colleges. However, looking at some trends apparent
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across the campuses may provide some information to help you guide basic skills coordinators as
they complete the next set of action plans.
The most commonly identified area in the 103 plans analyzed was Instructional Practices Area D
which was identified 953 times, indicating the focus of attention on those areas that interface most
directly with students and confirming the important role of faculty leadership and involvement. This
also provides insight into the importance and focus of widespread training and communication
across the institution and disciplines. The second area identified most commonly was Organizational
and Administrative Practices, Area A with 712 overall comments in the action plans. This indicates
the very important aspect of integrating administrative and organizational practices with efforts
made at the instructional level in order to guide and facilitate overall institutional effectiveness. Staff
Development, Area C and Area B, Program Components were identified 510 and 497 times
respectively. However, when individual strategies within the areas are examined, a more diagnostic
view of the action plans emerges. The chart below displays the most common discrete practices
identified in the plans.

Most Common Effective Practices Identified as
Interventions in CCC Basic Skills Action Plans
Effective Practice*

B 3.2

43%

B 3.1

41%

C 2.1

38%

A 3.2

37%

D 2.1

35%

D.2.2

34%

C 2.2

34%

D 10.7

33%
0%

5%

10%

15%

20%

25%

30%

35%

40%

45%

Percent of Colleges Identifying this Effective Practice* in
their Basic Skills Action Plan
*as classified in Basic Skills as a Foundation for Success in California Community…

Within Area B, Program Component, the specific Effective Practices B 3.2, integrated counseling
and instruction, was identified by 43% of the colleges (44/103) as a target for basic skills monies.
Not far behind 41% (42/103) of the colleges identified a proactive counseling advising structure that
includes intensive monitoring and advising (Effective Practice B 3.1). Planned actions to carry out
these effective practices included increasing counseling through additional hires, designating
counselors to students with basic skills needs and increasing office hours. Collaborations with
instruction through “early alert” programs, better communication about available student services
workshops and increasing available workshops reflected the effort to effectively integrate student
services and instruction.
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The next most identified specific area in the basic skills action plans was Staff Development
Effective Practice C 2.1. The proposed actions involved the design, planning, and implementation of
staff development activities specifically related to developmental education. The actions associated
with this effective practice as described by the colleges were improved coordination between
developmental education faculty by creating, reassigning and/or supporting cross representation on
task forces or committees. This effort re-emphasizes the importance of integration between student
services and instruction and efforts that link across the campus and discipline areas. It was also
noted that these groups would meet on a regular basis. Other important activities identified in the
action plans included opportunities for faculty to participate in regional and national workshops and
staff development activities. It should be noted that Effective Practice C 2.2 indicating that faculty
development activities address both educational theory and practice was identified in 34% of the
reports.
Based upon institutional structure, a dedicated administrator or lead faculty is clearly identified and
accorded responsibility for college-wide coordination of basic skills program(s), as indicated in
Effective Practice A 3.2, was included identified by 37% (38/103) of the colleges as an important
intervention in their action plans. The planned actions included hiring, appointing, assigning or
designating personnel to lead the basic skills efforts. Some colleges planned to seek funding for
additional hires. In addition, colleges planned to establish steering committees to examine effective
practices associated with student success. Effective Practice A 2.2, emphasizing the importance of
diverse institutional stakeholder involvement, was indicated by 32% of the colleges as important to
this process.
Appendix 5 has the complete summary of the findings of 103 Action Plans in relation to the
effective practices. These examples of where colleges invested their allocation are just a small
measure of the opportunities to really help students succeed. At the BSI Phase III regional trainings,
facilitated discussions by college teams, following the presentation of basic skills statewide data and
highlighting effective programs, resulted in more specific, unique and highly interesting plans for
upcoming basic skills allocations. As noted earlier in this chapter, there are very clear requirements
as to how and when this money should be spent. The money is not to be used in any way to
supplant any efforts currently funded by the general fund. For instance, it is incorrect to say that
existing counselors will now be funded from BSI dollars. It is allowable, however, to hire additional
counseling faculty or tutors over and above existing levels.

Minimum Qualifications and Basic Skills Faculty
In the same way that all building projects want to have the most qualified workers at
each stage of the construction project, students, faculty and administrators alike
affirm that having the best teacher in the classroom can be the most effective means of improving
student success in any course. Defining “best” can be a personal choice, but in all cases, that teacher
will be highly qualified based on state and local criteria. In basic skills courses, hiring the most
qualified faculty remains the goal, but often there are challenges in finding qualified hiring pools
resulting in attempts -- sometimes well intentioned -- to circumvent the minimum qualifications for
faculty teaching basic skills courses for a number of reasons. Additionally, colleges are not always
clear about options and requirements for creating new courses and appropriately assigning these
courses to disciplines thus ensuring that the best qualified faculty are teaching the classes. This
portion of the chapter provides a review of the minimum qualifications for basic skills faculty and
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learning assistance center faculty, reviews the assignment of courses to disciplines and the options
available to curriculum committees, and provides some simple guidelines about nurturing the careers
of professionals dedicated to teaching basic skills courses. Much of this information you already
know, but in case you need all of it that pertains to basic skills courses and programs gathered in one
place, here it is.
One issue that should be considered as we think about minimum qualifications and moving basic
skills forward has to do with the reading minimum qualifications. As discussed in Chapter 10 of this
handbook on reading, research has indicated that reading lies at the core of many of the struggles of
basic skills students. Lack of reading skills has been identified by mathematics instructors as one of
the key difficulties in word problems. In To Read or Not to Read: A Question of National Consequence, the
data led to three conclusions. First Americans are spending less time reading by choice, between 712% less time than in the previous decade. Second, essential reading skills are being lost, reducing
comprehension. And third, that “these declines have serious civic, social, cultural, and economic
implications” (National Endowment for the Arts, 2007, p. 7). Yet when we look at the number of
minimally qualified faculty employed in reading we find it is low. The minimum qualifications below
indicate that 12 semester units of course work in teaching reading is necessary. Where can faculty get
these reading courses? Are we making training accessible? Have we targeted reading qualifications to
address the core needs in basic skills? These are questions we must answer as we look at not only the
minimum qualifications, but the pool of qualified faculty needed for the basic skills initiative to make
a difference.
Minimum Qualifications for Credit and Noncredit Courses
As you know, when a college decides that it wishes to increase its number of faculty teaching
mathematics, English or ESL, a job announcement is developed that lists the state adopted
minimum qualifications for the position, and occasionally, preferred qualifications developed locally.
Both sets of qualifications assist search committees in making good decisions about which
candidates appear to be best qualified for the position. In addition, most colleges also include
teaching demonstrations and role play situations to assess the candidates with greatest chance to
succeed.
The Board of Governors, relying primarily on the Academic Senate, have has been tasked through
Education Code (section 87357) to develop and update the list of qualifications for faculty teaching
in any discipline. This grand list is known as the Minimum Qualifications for Faculty and Administrators in
California Community Colleges(2008) commonly referred to as the Disciplines List. The Disciplines List
contains the minimum qualifications for all faculty assignments, including Learning Assistance
Center coordinators and noncredit faculty. It is updated on a two-year cycle with review from
faculty, Chief Instruction officers, and professional organizations throughout the state, and
resolutions recommending a change to the Disciplines List are voted on by the Academic Senate for
California Community Colleges at its Plenary Session in accordance with the cycle and timeline.
These recommendations are then proposed for adoption by the Board of Governors to be included
in the Disciplines List.
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The chart below lists the minimum qualifications from the Disciplines List for the disciplines in
which most basic skills courses are taught.
Discipline
English

Credit Courses
Master’s in English, literature,
comparative literature, or
composition OR Bachelor’s in any of
the above AND Master’s in
linguistics, TESL, speech, education
with a specialization in reading,
creative writing, or journalism OR
The equivalent.

Noncredit Courses
For a noncredit basic skills course in reading
and/or writing, either: a bachelor’s degree in
English, literature, comparative literature,
linguistics, speech, creative writing, or
journalism; or a bachelor’s degree in any
discipline and twelve semester units of
coursework in teaching reading.

Discipline
ESL

Credit Courses
Master’s in TESL, TESOL, applied
linguistics with TESL emphasis,
linguistics with a TESL emphasis,
English with a TESL emphasis, or
education with a TESL emphasis OR
Bachelor’s in TESL, TESOL,
English with TESL certificate,
linguistics with a TESL certificate,
applied linguistics with a TESL
certificate, or nay foreign language
with a TESL certificate AND
Master’s in linguistics, applied
linguistics, English, composition,
bilingual/bicultural studies, reading,
speech, or any foreign language OR
The equivalent.

Noncredit Courses
Any one of the following:
1) A bachelor’s degree in teaching English as
a second language, or teaching English to
speakers of other languages.
2) A bachelor’s degree in education, English,
linguistics, applied linguistics, any foreign
language, composition, bilingual/bicultural
studies, reading or speech; and a certificate in
teaching English as second language, which
may be completed concurrently during the
first year of employment as a noncredit
instructor.
3) A bachelor’s degree with any of the majors
specified in subparagraph (2) above; and one
year of experience teaching ESL in an
accredited institution; and a certificate in
teaching English as a second language, which
may be completed concurrently during the
first two years of employment as a noncredit
instructor.
4) Possession of a full-time, clear California
Designated Subjects Adult Education
Teaching Credential authorizing instruction in
ESL.

Discipline
Mathematics

Credit Courses
Master’s in mathematics or applied
mathematics OR Bachelor’s in either
of the above AND Master’s in
statistics, physics, or mathematics
education OR The equivalent.

Noncredit Courses
For a noncredit basic skills course in
mathematics, a bachelor’s in mathematics.
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Discipline
Reading

Credit Courses
Noncredit Courses
Master’s in education with a
For a non-credit basic skills course in reading,
specialization in reading or teaching
BA in literature, comparative literature,
reading OR Bachelor’s in any
composition, linguistics, speech, creative
academic discipline AND twelve
writing, journalism /OR/ BA + twelve units
semester units of course work in
in teaching reading
teaching reading AND Master’s in
English, literature, linguistics, applied
linguistics, composition, comparative
literature, TESL, or psychology OR
the equivalent MA in education with
reading emphasis OR The
equivalent.
(Note: This portion of the chapter will not address equivalencies to the minimum qualifications;
however resources are available on the Academic Senate web page www.asccc.org.)
You are certainly aware that a college has the choice to list a basic skills course for credit or
noncredit instruction. Note that the minimum qualifications for credit instruction do not separate
basic skills courses in the discipline from other courses within it. In other words, there are no
separate minimum qualifications to teach Algebra I versus Calculus I. If a college lists a basic skills
course as a noncredit course, then the minimum qualifications for noncredit courses would apply to
the teachers of those courses.
These state adopted minimum qualifications form the starting point to generate a pool of qualified
candidates for both full- and part-time hires. None of the qualifications lists separate requirements
for full time faculty. ALL faculty in the discipline are expected to meet these minimum
qualifications, whether adjunct or full-time tenure track faculty.
Local senates and governing boards may adopt what are often known as preferred or optional
qualifications. In these local standards, it is possible for a college to be more specific about the type
of candidates it wants in the pool. For example, some colleges prefer that the candidates have
teaching experience of some kind. For basic skills teachers, a college might want to inquire about
teaching experience in basic skills courses. Other local requirements could include knowledge of
technology used in the discipline or experience teaching with technology. More and more colleges
have adopted hiring practices that focus on a candidate’s ability to work with heterogeneous
populations, with at least one college using real students in the evaluation of the teaching
demonstration.
With the emphasis on basic skills across the state, you may ask whether there should be a discipline
especially for basic skills courses as a whole. This is not a new idea. Proposals have been made to
change the Disciplines List to include this subcategory of qualifications, and the resolutions were
defeated. “The Academic Senate has rejected Basic Skills as a separate discipline on numerous
occasions” (ASCCC, 2004, p. 8) There are other arguments for and against developing a basic skills
discipline or separating the qualifications to teach lower-level courses within a discipline including
the greater availability of such faculty (high school teachers) and the fact that these teachers may be
more skilled with students who have basic skills needs.
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These arguments contend that such teachers may very well be better equipped by training or
experience to meet the needs of our basic skills students than those with more advanced degrees.
But here, again, the reasoning is flawed. The Academic Senate has consistently maintained that
applicants with minimum qualifications to teach only lower-level or introductory courses in a
discipline may very well have the depth of knowledge to teach that limited area; however, with such
limited expertise these people will not be as likely as someone with minimum qualifications in that
discipline to have an understanding of how each course fits into the sequence of courses in their
respective disciplines. (ASCCC, 2004b, p. 7).
Further, what many basic skills faculty find is that teaching basic skills requires additional teaching
techniques and greater patience than working with students who have mastered these skills. By
hiring faculty who meet the minimum qualifications for the entire discipline and not solely the
lowest courses in the sequence, discipline faculty can opt for a break in teaching basic skills to
refresh and reenergize before recommitting to work with basic skills students. In addition,
departments can consider how to rotate full-time faculty teaching assignments through the higher
and lower level courses. The experience of teaching the higher and lower levels of courses, and
working with basic skills students regularly, can strengthen the commitment of department members
to meet identified goals and outcomes for program and student success.
Minimum Qualifications for Learning Center Faculty
Another category of faculty with a connection to basic skills success is the coordinator of a learning
center. Title 5 contains the minimum qualifications for such faculty or administrators (Section
53415):
The minimum qualifications for service as a learning assistance or learning skills coordinator or
instructor, or tutoring coordinator, shall be either (a) or (b) below:
(a) the minimum qualifications to teach any master’s level discipline in which learning assistance
or tutoring is provided at the college where the coordinator is employed; or
(b) a master’s degree in education, educational psychology, or instructional psychology, or other
master’s degree with emphasis in adult learning theory.
Minimum qualifications do not apply to tutoring or learning assistance for which no
apportionment is claimed.
The Chancellor’s Office has provided legal advice to the colleges regarding the parameters for
operating a learning or tutoring center for which apportionment is collected. The specifics are not
discussed in this chapter but you can find them through the Chancellor’s Office at
http://www.cccco.edu/SystemOffice/Divisions/Legal/LegalOpinions/tabid/293/Default.aspx.
For the minimum qualifications for other faculty who might be working with students who have
basic skills needs, such as counselors (EOPS and DSPS are included in a section at the end) and
librarians, please consult the Disciplines List.
Assigning Courses to Disciplines
Each course – credit or noncredit - that is approved by the college or district curriculum committee
receives an assignment to one or more disciplines. The assignment to at least one discipline defines
16
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for the college the set of knowledge and experience that best matches the goals of the course. “A
college curriculum committee must be very careful to place courses in disciplines according to the
preparation needed by the person who will be determined qualified to teach them”(ASCCC, 2004b,
p. 9). Most courses are assigned to a single discipline, but there are, on occasion, perfectly good
reasons to assign a course to more than one discipline. Some basic skills courses may fall into this
category.
Typical mathematics or reading/writing courses have been assigned to the disciplines of
mathematics or English, respectively. These traditional courses are assigned one discipline allowing
the faculty with the most knowledge and experience in those areas to teach the courses. The same is
true for ESL courses. However, with the development of new courses for study or learning skills
designed to help students with basic skills needs, the question often arises, “who should teach these
courses?” Since there is no discipline called “study skills” or “learning skills,” the faculty authors of
these courses can consider the following options for recommending an assignment to one or more
disciplines by the curriculum committee.
Placing a Course in More Than One Discipline (Cross-listing):
A course may be placed into two or more disciplines by the curriculum committee. Such a decision
means that faculty meeting the minimum qualifications for either discipline are qualified to teach the
course. This would be a good option for a course that is planned to be team taught, for example, by
counselors and mathematics faculty, or library science and English faculty. It is not recommended
that a course be placed into all disciplines at a college; however the curriculum committee has the
authority to place courses where it sees the best fit. Local criteria may be developed for making these
decisions, including a review of articulation agreements when courses are cross-listed in this manner.
Interdisciplinary:
Some courses may not fall clearly into one discipline over another, and the curriculum committee
may decide that the course must be taught with someone with preparation in more than a single
discipline. In this case, the course should be assigned to the discipline of Interdisciplinary Studies.
Humanities courses are examples of interdisciplinary courses where the faculty may have a
specialization in one discipline and extensive work in a related discipline (and some faculty have
graduate degrees in Humanities as a recognized interdisciplinary area). The curriculum committee
should designate which disciplines make up the nature of multi-faceted course. Faculty who wish to
teach courses assigned to Interdisciplinary Studies will have credentials demonstrating competency
in at least two of the disciplines named for the course as specified in the minimum qualifications:
Master’s in the interdisciplinary area OR Master’s in one of the disciplines included in the
interdisciplinary area and upper division or graduate course work in at least one other
constituent discipline.
The Disciplines List does not specify exactly how much coursework is required in the second
discipline. In addition to these minimum qualifications and assignment of courses within disciplines
it is essential to consider the effectiveness of learning communities that allow teams of faculty to
integrate reading, writing and other basic skills experiences into discipline coursework. The literature
contains a lot of data on the effectiveness of multi-disciplinary learning communities (Center for
Student Success, 2007). We have included discussions about learning community organization and
effectiveness with examples in Chapters 4, 6, 7, 10, 12 and 13 of this handbook.
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Conclusion
We hope that this review of the minimum qualifications for faculty teaching basic skills and some of
the debates that may arise about them will help you as you shore up the buildings that house basic
skills programs on your campuses. We know that you have received the information about basic
skills funding every year but have tried to combine the history, funding pathways and accountability
in this chapter as an accessible source. The information about basic skills action plans throughout
the state displays both similarities in college planning and diversity at the local level of
implementation. Widespread dialogue and campus-wide involvement are very important to the
success of the plan in really addressing the enormous challenge of basic skills. The decisions that
your college makes about these matters must fit the culture of that college; as the seismic expert, you
are the one who may know best how to earthquake proof those buildings, providing safety for them
when shaken by the winds of change and controversy.
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Sage Administrator

Engaged Administrator

Mentor Administrator

1. Basic Skills
Initiative an
Institutional Priority

I support my institution serving the
underprepared student.

I can articulate the goals of the Basic Skills
Initiative and I see my role in making the Basic
Skills Initiative an institutional priority.

I work with colleagues, faculty, and staff to teach them about the
Basic Skills Initiative and to incorporate serving underprepared
students as an institutional priority.

2. Shared Philosophy
of Basic Skills

I support the philosophy of basic skills.

I can articulate a basic skills philosophy and see
my role in building a shared basic skills
philosophy in the areas I supervise.

I work with colleagues to help them develop a shared philosophy for
basic skills within my own institution and with colleagues across the
state at their own institutions.

3. Basic Skills
Program Organization

I understand the concept of centralized or
highly coordinated basic skills programs.

I can envision and I advocate for a centralized or
coordinated the Basic Skills Program at my
college.

I am working with colleagues to develop and implement the
structure and budgeting necessary for a highly coordinated Basic
Skills Program.

4.Early Basic Skills
Student Involvement

I recognize the value of early student
involvement in basic skills.

I can identify early student involvement strategies
that are effective for students with basic skills
needs.

I work with faculty and staff colleagues to share and implement
effective practices for early student involvement in basic skills.

5. Integration of
Instruction and
Student Services

I understand the value of integrating
instruction and student services to better
serve students with basic skills needs.

I work to identify and implement ways to integrate
instruction and student services to better serve
students with basic skills needs.

I work with faculty and staff colleagues to share effective practices
and implement integrated instruction and student services strategies
aimed at holistically serving underprepared students.

6. Faculty and Staff
Supportive of Basic
Skills

I recognize the importance of having faculty
and staff who are supportive of the basic
skills.

I work with others to ensure that we recruit and
hire faculty and staff that are knowledgeable and
enthusiastic about basic skills.

I work with colleagues to ensure effective practices in recruitment
and to hire faculty and staff who are knowledgeable and
enthusiastic about serving the underprepared student.

7. Professional
Development

I understand the importance of providing
professional development for the basic skills
initiative.

I work to ensure that on-going professional
development regarding the needs of the basic
skills student is provided and available.

I work with colleagues to utilize effective practices in professional
development for faculty and staff in meeting the needs of the basic
skills student.

I am learning about the factors that influence
basic skills student success and retention.

I can describe some strategies that foster success
for all students in all aspects of their chosen
academic goals.

I work with colleagues to ensure effective practices for managing
faculty and staff expectations for the success of underprepared
students.

I am aware that underprepared students
need to understand what they need to be
successful in college.

I work to create and implement solid programs
that clearly define for underprepared students
what they must do to be successful in college.

I work with colleagues to utilize effective practices for programs that
clearly prepare underprepared students for success in college.

I have collected and read the CCC system-wide
information about basic skills initiatives.

I work with colleagues to disseminate information about statewide
and national strategies and initiatives to help underprepared
students succeed. I understand the importance of an integrated
statewide initiative involving K-12, Career and Technical Education
and transfer institutions to improve the success of underprepared
students.

8. Faculty and Staff
Expectation
Regarding Basic
Skills
9. Student
Expectations
Regarding Basic
Skills Needs
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10. Information
Dissemination

I know that there are basic skills efforts being
undertaken.

Appendix 2
Summary information on BS-ESL Categorical Funding
STATE OF CALIFORNIA

CALIFORNIA COMMUNITY COLLEGES
SYSTEM OFFICE
1102 Q STREET
SACRAMENTO, CA 95814-6511
(916) 445-8752
HTTP://WWW .CCCCO.EDU

November 2, 2007
Memorandum
TO:

Chief Business Officers
Chief Instructional Officers
Contact Persons Basic Skills and English as a Second Language Education

FROM:

Juan G. Cruz, Specialist
Academic Planning and Development
Academic Affairs

SUBJECT:

Summary information on BS-ESL Categorical Funding.

There have been three allocations of Basic Skills (BS) funding to date. The first allocation was the
redirection of 2005-06 BS in Fiscal Year 2006-07; the second was an allocation of 2006-07 BS funds
at the end of Fiscal Year 2006-07 to be used in Fiscal Year 2007-08; the third is the allocation of
2007-08 BS funds to be used in 2007-08. The following are the particulars on each of the
allocations.
I.

2005-06 basic skills overcap funds allocated at the beginning of the 06-07 academic year
on July 27, 2007.
A. $750,000 was used to conduct a review and analysis of the literature ($50,000
contract) and for professional development efforts ($700,000 grant)
B. Balance of $29,974,000 allocated to colleges with minimum of $50,000 per district to be
spent in the following areas or categories:
a. Research
b. Curriculum Development
c. Professional Development
d. Articulation
e. Student Academic Assessment
f. Other Student Needs
g. Student Counseling
h. Basic Skills / ESL Tutoring
i. Instructional Materials
j. Other Activities for the Enhancement of Basic Skills
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C. Expenditure reports and Dates:
1. Midyear Expenditure Report due January 31, 2007
2. End of Year Expenditure Report July 31, 2007, which includes carry over funds by
category into 2007-08
3. 2005-06 Fund Expenditures will continue to be reported separately;
i. 2005-06 Midyear Expenditure Report (carryover funds) due January 31, 2008
ii. 2005-06 End of Year Expenditure Report (carryover funds) due July 31, 2008
iii. 2005-06 Midyear Expenditure Report (carryover funds) due January 31, 2009
iv. 2005-06 End of year and Final Expenditure Report (carryover funds) due July
31, 2009
II.

2006-07 basic skills overcap funds allocated at the end of 06-07 academic year on June
29, 2007
A. $33,110,000 million on ESL/basic skills FTES basis
B. Areas of allowed expenditure
a. Curriculum Development
b. Course Articulation
c. Research
d. Professional Development
e. Instructional Equipment and Materials
f. Counseling
g. Tutoring
h. Other Activities for the Enhancement of Basic Skills
C. Expenditure Reports and Dates:
1. Midyear Expenditure Report due January 31, 2008
2. End of Year Expenditure Report July 31, 2008, which includes carry over funds
by category into 2008-09
3. 2006-07 Fund Expenditures will continue to be reported separately;
i. 2006-07 Midyear Expenditure Report (carryover funds) due January 31,
2009
ii. 2006-07 End of Year and Final Expenditure Report (carryover funds) due
July 31, 2009

III.

2007-08 basic skills overcap funds allocated at the beginning of the 07-08 academic year
on October 29, 2007. This is ongoing funding
A. $1.6 million for professional development efforts ($1,600,000 grant)
B. Balance of $31,500,000 allocated to colleges with minimum of $100,000 per college to
be spent in the following areas or categories:
a. Program and Curriculum Planning and Development
b. Student Assessment
c. Advisement and Counseling Services
d. Supplemental Instruction and Tutoring
e. Articulation
f. Instructional Materials and Equipment
g. Other purpose directly related to the enhancement of basic skills , ESL
instruction, and related student programs
C. 2007-08 (only) Action and Expenditure Plans due on or before May 1, 2008
a. Subsequent Action and Expenditure plans will be due at the beginning of each
academic year.
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D. Expenditure reports and Dates:
a. No Midyear Expenditure Report due
b. End of Year Expenditure Report July 31, 2008, which includes carry over funds
by category into 2008-09
c. 2007-08 Funds will continue to be reported separately;
i. 2007-08 Midyear Expenditure Report (carryover funds) due January 31,
2009
ii. 2007-08 End of Year Expenditure Report (carryover funds) due July 31,
2009
iii. 2007-08 Midyear Expenditure Report (carryover funds) due January 31,
2010
iv. 2007-08 End of Year and Final Expenditure Report (carryover funds)
due July 31, 2010
Please be advised that this ongoing allocation will continue in 2008-09 and subsequent years
creating expenditure reporting requirements with similar calendar dates. There will be on going Mid
Year and Ending Year Reporting requirements for all subsequent Basic Skills and ESL categorical
funding and carry over funds respectively.
CONTACT: If you have any questions or concerns regarding program expenditures, and reporting
requirements please contact me at (916) 327-2987 or jcruz@cccco.edu
Cc: Linda Michalowski
Carole Bogue-Feinour
LeBaron Woodyard
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Appendix 3
2008-09 ESL/Basic Skills Memorandum from Carole Bogue-Feinour, Vice
Chancellor, Academic Affairs Division
Memorandum
August 15, 2008
TO:

Chief
Chief
Chief
Chief

Executive Officers
Instructional Officers
Student Services Officers
Business Officers

FROM:

Carole Bogue-Feinour, Vice Chancellor
Academic Affairs Division

SUBJECT:

2008-09 ESL/Basic Skills

Thank you so much for submitting the ESL/Basic Skills 2007-08 Expenditure Reports that
were due on July 31, 2008. We anticipate ongoing and continued funding in Fiscal Year
2008-09 in support of “Student Success for Basic Skills Students.” In the proposed Senate
Bill 1067 for the 2008-09 State Budget, $31,500,000 is earmarked for allocation by the
Chancellor to community colleges for improving outcomes of students who enter college
needing at least one course in ESL or basic skills, with particular emphasis on students
transitioning from high school. If this amount changes, upon adoption of the State Budget,
we will inform colleges immediately.
Please find attached updated templates for the Action Plan and Expenditure Plan due at the
Chancellor’s Office on October 15, 2008. Based on college-wide discussions and evaluation
of 2007-08 Action Plans submitted to the Chancellor’s Office on May 1, 2008, each college
must complete a 2008-09 Action Plan. On the Action Plan template the college will need to
provide several five-year long-term goals for ESL/basic skills. The college will then specify
2008-09 planned actions and respective effective practices that will be implemented to
reach the long-term goals. The college should include planned actions that require 2008-09
basic skills funds as well as those that are supported by the general fund and activities that
will not require additional funds.
The Action Plan that the college completes will drive completion of the Expenditure Plan.
On page one (1) of the Expenditure Plan, the college must indicate the planned
expenditures per category A-G. The total amount must equal the college’s 2008-09
allocation. See attached proposed district/college allocation based on $31,500,000. A
separate template is provided for each of the categories (A through G). We ask that you use
the respective templates for your expenditure detail information. Categories specified on the
expenditure plan templates are those designated pursuant to Chapter 489 of the Statues of
2007-08 and as required by proposed 2008-09 State Budget Senate Bill 1067 language.
College allocations were based on 2007-08 (July 15), “Annual” ESL/Basic Skills FTES and,
with the current emphasis on addressing the needs of recent high school graduates,
ESL/Basic Skills FTES generated by students 24 years old or younger, with $100,000
minimum allocation per college. As, indicated above, if the total allocation changes and the
amount to be allocated to each college is revised, we will inform you immediately. The
minimum amount of $100,000 per college will remain the same.
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ACTION/DATE REQUESTED: Please review this information, prepare action and
expenditure plans as directed in this communiqué and submit them before or on October
15, 2008 to:
California Community Colleges
Academic Affairs: Juan G. Cruz
1102 Q Street, 3rd Floor
Sacramento, California 95814-6511
CONTACT: If you have questions regarding this communiqué, please contact Juan G. Cruz
at (916) 327-2987 or jcruz@cccco.edu.
cc:

Linda Michalowski
Erik Skinner
LeBaron Woodyard
Arturo Reyes
Juan G. Cruz
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Appendix 4
ACTION PLAN AND EXPENDITURE PLAN INFORMATION
Please find attached updated templates for the Action Plan and Expenditure Plan due at
the Chancellor’s Office on October 15, 2008. Based on college-wide discussions and
evaluation of 2007-08 Action Plans submitted to the Chancellor’s Office last May 1,
2008, each college must complete a 2008-09 Action Plan. On the Action Plan template
the college will need to provide several five-year long-term goals for ESL/basic skills.
The college will then specify 2008-09 planned actions and respective effective practices
that will be implemented to reach the long-term goals. The college should include
planned actions that require 2008-09 basic skills funds as well as those that are
supported by the general fund and activities that will not require additional funds.
The Action Plan that the college completes will drive completion of the Expenditure
Plan.
On page one (1) of the Expenditure Plan, the college must indicate the planned
expenditures per category A-G. The total amount must equal the college’s 2008-09
allocation. See attached proposed district/college allocation based on $31,500,000. A
separate template is provided for each of the categories (A through G). We ask that you
use the respective templates for your expenditure detail information. Categories
specified on the expenditure plan templates are those designated pursuant to Chapter
489 of the Statues of 2007-08 and as required by proposed 2008-09 State Budget
Senate Bill 1067 language.
College allocations were based on 2007-08 (July 15), “Annual” ESL/Basic Skills FTES
and, with the current emphasis on addressing the needs of recent high school
graduates, ESL/Basic Skills FTES generated by students 24 years old or younger, with
$100,000 minimum allocation per college. As, indicated above, if the total allocation
changes and the amount to be allocated to each college is revised, we will inform you
immediately. The minimum amount of $100,000 per college will remain the same.
CONTACT: If you have any questions or concerns regarding program expenditures,
please contact Juan G. Cruz at (916) 327-2987 or jcruz@cccco.edu
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ACTION PLAN TEMPLATE
Long-Term Goals (5 yrs.) for ESL/Basic Skills
Chapter 19

ESL/Basic Skills (Due on October 15, 2008)
Action Plan for 2008-09

D
Instructional
Practices

C
Faculty and
Staff
Development

B
Program
Components

A
Organizational/
Administrative
Practices

Section

Planned Action
Example:
Conduct institutional review of the mission,
goals and objectives for developmental education
and update as needed.

District:
College:
Effective Practice and Strategy
A.2.3 Developmental education mission,
philosophy, goals and objectives are reviewed and
updated on a regular basis.

Target Date for
Completion
November 30, 2008

Responsible Person(s)/
Department(s)
Chief Executive Officer,
Chief Instructional
Officer, Chief Student
Services Officer

Example:
Conduct instructional and counseling faculty
meetings to address educational needs and
integrate support services for students enrolled in
developmental writing courses.

B.3.2 Counseling and instruction are integrated
into the developmental education program.

February 28, 2009

Chair of Counseling and
Matriculation
Departments,
Writing Program Chair

Example:
Participate in statewide regional events
conducted through $1.6 million grant and arrange
for follow-up workshops on campus.

C.2.1 Developmental education faculty is involved
in the design, planning, and implementation of
staff development activities related to
developmental education.

June 30, 2009

Chief Instructional
Officer, Chair of Credit
and Noncredit ESL and
Basic Skills

Example:
Improve and increase the effectiveness of the
academic support center by including
recommended software and other materials in
reading and facilitating active learning, study
groups, and workshops.

D.10.7 An academic support center provides
diverse and active learning experiences such as
workshops, study groups, self-paced instruction
via video or software, and experiential learning.

June 30, 2009

Reading Program Chair,
Learning Center
Director
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______________________________
Signature, Chief Executive Officer

___________
Date

________________________________
___________
Signature, Academic Senate President
Date

Section A – Organizational/Administrative Practices
28

(Due on or before October 15, 2008)

District:
College:

Planned Action

Chapter 19

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date

Section B – Program Components
Chapter 19

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date
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Section C – Faculty and Staff Development
30

(Due on or before October 15, 2008)

District:
College:

Planned Action

Chapter 19

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date

Section D – Instructional Practices
Chapter 19

(Due on or before October 15, 2008)

District:
College:

Planned Action

______________________________
Signature, Chief Executive Officer

Effective Practice and Strategy

___________
Date

Target Date for
Completion

Responsible Person(s)/
Department(s)

________________________________
___________
Signature, Academic Senate President
Date

31

EXPENDITURE PLAN TEMPLATE
Page 1 of 2 (A-G)
ESL/BASIC SKILLS EXPENDITURE PLAN
(Due on October 15, 2008)
District:
College:

CATEGORY
A. Program and Curriculum
Planning and Development
B. Student Assessment
C. Advisement and Counseling
Services
D. Supplemental Instruction
and Tutoring
E. Articulation
F. Instructional Materials and
Equipment
G. Other purpose directly
related to the enhancement of
basic skills, ESL instruction,
and related student programs.

TOTAL

____________________________
Signature, Chief Executive Officer
Date: __________

2008-09 ESL/BASIC
SKILLS EXPENDITURES
OF ALLOCATION
$
$
$
$
$
$
$

$

_______________________________
Signature, Academic Senate President
Date: __________

[Type text]
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Page 2 (A-G)
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
For each of the expenditure “Categories” on page one (1) in which the college has included an amount for
planned expenditures, identify the specific item(s) under that category and indicate for the item(s) the
respective effective practice(s) from the 26 effective practices listed in the Basic Skills as a Foundation for
Student Success in California Community Colleges publication, or another effective practice(s) for which
student success has been documented.
Note: A template is provided for each expenditure category (pages 2A through 2G). The college
is not required to have planned expenditures in all categories; therefore, colleges do not need to
complete all of the forms that follow. Colleges may duplicate the page for any category (pages 2A
through 2G) if additional space is needed.

Example:
EXPENDITURE CATEGORY: A. Program and Curriculum Planning and Development.

EXPENDITURE ITEM(S)

EFFECTIVE PRACTICE(S)

Example:

A.3 The developmental education program is
centralized or highly coordinated.

One new full-time faculty position in reading to provide
instruction and coordination of the developmental
education program with student services support.
Six additional developmental reading, writing and math
course sections.

Example:
Participation of 6 – 8 reading, writing, and math faculty in
state/national conferences and in professional
development activities conducted through the $1.6 million
grant to enhance curriculum planning and development
efforts.

John Doe_______________

Chapter 19

A.6 Faculty who are both knowledgeable and
enthusiastic about developmental education are
recruited and hired to teach in the program.
A.5 A comprehensive system of support services
exists and is characterized by a high degree of
integration among academic and student support
services.
C.1. Administrators support and encourage faculty
development in basic skills, and the improvement
of teaching and learning is connected to the
institutional mission.

Jane Doe__________________
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Signature, Chief Executive Officer
Date: __________

Signature, Academic Senate President
Date: __________

Page 2A
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: A. Program and Curriculum Planning and Development.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2B
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: B. Student Assessment.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2C
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: C. Advisement and Counseling Services.

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2D
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: D. Supplemental Instruction and Tutoring

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________

Chapter 19

EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2E
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: E. Articulation

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2F
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditure in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: F. Instructional Materials and Equipment

EXPENDITURE ITEM(S)

______________________________
Signature, Chief Executive Officer
Date: __________
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EFFECTIVE PRACTICE(S)

__________________________________
Signature, Academic Senate President
Date: __________
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Page 2G
District:
College:

2008-09 ESL/BASIC SKILLS EXPENDITURE PLAN DETAIL SHEET
If applicable, please complete the information for this category below. Identify a specific item(s) under this
category and indicate for that item(s) the respective effective practice(s). Duplicate this form as needed.
Note: The college is not required to plan for expenditures in this category; therefore, the college
does not need to complete the information below if it does not apply.

EXPENDITURE CATEGORY: G. Other Purposes directly related to the enhancement of basic skills,
ESL instruction, and related student programs.

EXPENDITURE ITEM(S)

EFFECTIVE PRACTICE(S)

______________________________
Signature, Chief Executive Officer
Date: __________

__________________________________
Signature, Academic Senate President
Date: __________

ACCOUNTABILITY
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The $31,500,000 allocated pursuant to the above referenced legislation shall be
accounted for as restricted in the General Fund. This revenue shall be expended only
for those items defined herein. The allocated funds shall augment, and not supplant,
current expenditures by districts/colleges on basic skills, ESL and student services
programs. The revenue shall be recorded as Restricted State General Fund Revenue,
appropriated for Community College Districts. The expenditure of this money shall be
recorded in accordance with the California Community College's Budget and Accounting
Manual.
EXPENDITURE REPORTS
Each college will be required to provide a Mid-Year and an End-of-Year expenditure
report on forms developed by the System Office. Mid-Year reports are due on January
31, 2009 showing expenditures to date. The End-of-Year expenditure report will show
all expenditures in 2008-09 and the items purchased/funded that were specified in the
Expenditure Plan Detail Sheets. This report will be due on July 31, 2009.
CONTACT: If you have any questions or concerns regarding program expenditures,
please contact Juan G. Cruz at (916) 327-2987 or jcruz@cccco.edu
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Appendix 5
Effective Practices and Planned Actions
Summary 1
Data for this summary was obtained from the 2007-2008 Basic Skills and ESL Action and
Expenditure Plans.
103 Colleges provided Action Plans with usable information.
The top Practices and their related planned actions identified by the colleges are listed for each
category. The planned actions listed are a general representation of a majority of colleges that
identified these strategies.
For more details on which colleges identified specific Practices, please see the Effective
Practices spreadsheet.
A. Organizational and Administrative Practices

A.3.2 (38 colleges) Based upon the institutional structure, a dedicated administrator or
lead faculty is/are clearly identified and accorded responsibility for college-wide coordination of
basic skills program(s).
The planned actions associated with Practice A.3.2 include:
! Hire, appoint, assign or designate personnel that will lead the Basic Skills program and/or
coordinates with other departments campus-wide. Colleges plan to seek funding for any
additional hires.
! Establish a steering committee/task force to look at administrative structure and effective
practices that ensure Basic Skills student success.
B. Program Components

B.3.2 (44 colleges) Counseling and instruction are integrated into the developmental
education program.
B.3.1 (42 colleges) A proactive counseling/advising structure that includes intensive
monitoring and advising serves students placed into developmental education courses.
The planned actions associated with Practices B.3.1 and B.3.2 includes:
! Increasing counseling through additional hires, designating existing counselors to Basic
Skills students specifically or increasing office hours
! Establishing or increasing collaboration and liaison between counselors, students and
faculty in Basic Skills classes; collaborations could include “early alert” programs
! Stress availability of existing student services through workshops or additional
presentations

1

Create the citation for the work done on the Basic Skills Action Plans Analysis
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C. Staff Development

C.2.1 (39 colleges) Developmental education faculty are involved in the design,
planning, and implementation of staff development activities related to developmental education.
The planned actions associated with Practice C.2.1 include:
! Improve coordination between various developmental education faculty and
administration by creating, reassigning and/or supporting cross representation on task
forces/committees that meet on a regular basis.
! Provide opportunities for developmental education faculty to attend/participate in
regional statewide seminars/conferences/workshops that look at innovative strategies and
latest research on developmental education program development.
D. Instructional Practices

D.2.1 (36 colleges) Developmental courses/programs implement effective curricula and
practices for English (e.g., reading/writing integrations, writing across the curriculum, and use of
writing labs).
The planned actions associated with Practice D.2.1 include:
! Expand, enhance, develop or increase the visibility of Learning Communities on
campuses
! Enhance existing (or create new) Writing Centers. Related to the Writing Center
enhancement is, training tutors specifically in developmental education.
! Provide opportunities for faculty to develop and share strategies and effective practices in
developmental education.
All strategies, combined and ranked
Number of colleges identifying these strategies
Effective
Total
35-44
25-34
15-24
5-14
0-4
Practice
times
this area
is
identified
A 712
3.2
2.2, 3.4, 3,
2.4, 3.1, 1, 1.4, 2.3, 4.2,
6, 6.4, 7.1, 7.4, 6.3
2.1, 1.1, 4.4, 1.5, 5.3, 6.2, 1.2, 4.1, 5,
4.3, 5.4, 7, 7.2
5.1
5.2, 3.5, 4, 3.3, 1.3, 2, 6.1
B
3.2,
1.2, 2.5, 1.1, 2.2, 3.4, 3.3, 1.3, 2, 2.4,
4, 1, 4.2, 4.3,
497
3.1
4.1, 1.4, 3
1.5, 2.1, 2.3
4.4, 7.3, 7.5,
7.6
C
2.1,
4, 3.2, 3,
1.2, 2.6, 5.2, 2.3, 1, 3.1,
5.1, 4.5, 4.2,
4.7
510
2.2
3.3, 2
5.3, 2.5, 4.4, 5, 1.1, 2.4,
4.1, 4.3, 4.6
D
2.1,
10.7, 6.1,
1, 7, 1.1, 3, 6, 7.1, 6.3, 8,
3.1, 4, 10.2,
953
2.2
10, 10.5, 2,
9.1, 5.1, 5.2, 6.2, 10.3, 7.3, 4.3, 3.2, 4.2,
9.2,
1.3, 3.4, 5.3, 8.1, 1.2, 3.5, 8.3, 10.1
2.3, 2.4, 3.3, 7.2, 9, 10.4, 4.1, 5, 8.2
10.6
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Appendix 6
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Where to go From Here: Building Maintenance and Expansion
The key question for any college working to support basic skills students is how to maintain and
expand the effort. As the strategies and effective practices documented in this handbook clearly
demonstrate, wonderful work is being done throughout the state. But it is usually occurring in small
pockets, reaching only a portion of basic skills students. How can we ensure that the programs,
pedagogies and strategies listed in this handbook are available for the 70% -85% of our incoming
students who have basic skills needs? What can your college do to expand the services it is already
providing and institute new programs and strategies? This chapter attempts to provide some
suggestions.
First, Take Your Own Temperature
Before thinking about how to expand the efforts at your college, it is important to see where you are
in terms of working with basic skills students. In Chapter 3 of this handbook, you took an
assessment quiz and placed yourself on one of two rubrics. After rolling up your sleeves and
working with the handbook, have you changed? Take the assessment quiz again.

Self-Assessment Quiz
General Knowledge about California Community Colleges, Basic Skills Students
and Yourself.
A note about answering these questions:
! This is anonymous. Answer honestly; no one is looking.
! This is self-assessment.
! For each question, please select the best answer.
1. Approximately what percent of California Community Colleges students assess into one or
more basic skills course in reading, writing, ESL or mathematics?
a. 0%
b. 25%
c. 35%
d. 50%
e. Over 70%
2
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2. What percent of the students in your class probably require additional pre-collegiate training
in order to be successful in college-level course work?
a. 10%
b. 20%
c. 40%
d. 60%
e. Over 70%
3. The definition of basic skills is: Those foundation skills necessary for students to succeed in
college-level work in
a. Reading
b. Writing
c. Mathematics
d. English as a Second Language (ESL)
e. Any of the disciplines above as well as learning and study skills
4. How many students who start three or more levels below college level actually make it to a
college level course?
a. Less than 10%
b. 15% - 30%
c. Approximately 40%
d. Over 60%
e. 80% or more
5. What is the AVERAGE number of hours our California community college students work
per week? (as reported by the Chancellor’s Office)
a. 8 hours/week
b. 16 hours per week
c. 24 hours per week
d. 28 hours per week
e. 32 hours per week
6. Which of the following is true of students with basic skills needs in California community
colleges?
a. They generally assess uniformly low on placement tests in all areas; reading, writing,
mathematics, and ESL.
b. They may assess low on placement tests in one discipline while testing at collegelevel in other areas (i.e. a college level writer but require additional work in
mathematics).
c. They are easily identifiable in our classes by sex, age or ethnicity.
d. They usually have learning and study skills necessary to succeed in college-level work.
e. They are found only in the California community colleges and are only rarely found
at the University of California (UC) and California State University (CSU) campuses.
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7. Which of the following is true about student success in basic skills courses?
a. The success rate in basic skill classes is the same as other college class success rates.
b. Ethnic diversity has no effect on student success in basic skills.
c. There are obvious and very different success patterns in basic skills courses based on
ethnicity.
d. Students that take basic skills classes always do better in the college level classes.
e. The majority of basic skills students complete the entire basic skills class sequence.
8. Latina/o students represent the fastest growing population of community college students
(averaging 27% of California community college students statewide but up to 85% at some
individual colleges). Approximately what percent of Latina/o students and parents were
unable to name even ONE source of financial aid funding?
a. 5% -15%
b. 15% -30%
c. 30% -45%
d. 45% -50%
e. 50% -65%
Self-assessment
! Answer these questions realistically with regards to your present work.
! Select the answer that most closely represents your belief and practice.
9. In the courses I teach and/or in the work that I do with students (e.g., as a counselor,
librarian) I consider student learning styles
a. Irrelevant with no conclusive research.
b. Possibly significant, but I don’t know much about them.
c. Valid, but the students should adapt learning styles to teaching styles.
d. Important, but I don’t know how to incorporate them into my class or work with
students.
e. Essential, I include students learning style analysis opportunities for students and I
adapt my work in consideration of various learning styles.
10. I inform students about expectations by:
a. Referring students to the student expectations in the catalog or student handbook.
b. Informally discussing my overall expectations with the students.
c. Providing clearly documented expectations specific to the situation (e.g. instructions,
process handout, syllabus, or rubric).
d. Describing a wide range of expected student behaviors associated with academic
achievement, intellectual and psychosocial development, and personal
responsibilities.
e. All of the above.
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11. Concerning the design of your course or the way you interact with students in student
services, which is most true? (Select the single answer that best represents your practice.)
a. I have worked hard to create the course organization or student interaction dynamics
as it is now and I am satisfied with my work.
b. I have worked on my interactions with students/course design and attempt to assess
its effectiveness, but have been unable to incorporate assessments or any changes.
c. I regularly reassess my interactions with students/course design, content, and
strategies.
d. I regularly reassess my course content, design and teaching strategies then document
and share those changes and the data that led me to make them with my colleagues.
e. I adopted my course design or student interaction style from a senior faculty member
and it has served me well.
12. On a regular basis, in my work with students, I require them to
I. Work collaboratively or join a learning
community
II. Review and analyze their work
III. Create projects or products involving
multiple components of high level application
IV. Turn in written work
V. Examine complex problems or case studies
a.
b.
c.
d.
e.

VI. Communicate with me via e-mail or office
visit
VII. Give oral presentations
VIII. Participate in field trips or observations of
current relevant applications
IX. Attend at least one office hour
X. Become involved in campus or community
activities (service learning)

None of the above are required
One of the above is required
A few of the above are required
I require at least five of the above
I require all of the above in my work with students

13. In my work with students I
a. Do not have planned assessments.
b. Occasionally assess students.
c. Limit assessments to final summative assessments such as exams or final report.
d. Assess students frequently, including formative and summative assessment.
e. Assess students frequently in a variety of different ways (projects, labs, quizzes, case
studies), taking into account various learning styles, and authentic to real world tasks
that relate to my course material.
14. The feedback I provide students is
a. Oral only.
b. Written only.
c. Either oral or written depending on the situation.
d. Either oral or written feedback and within hours or a couple of days at most.
e. Some form of oral or written feedback as quickly as possible and based upon criteria
or a rubric with diagnostic and specific information.
Chapter 20
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15. I consult with colleagues on my work with students
a. Very infrequently or never.
b. Occasionally.
c. In department meetings.
d. When accreditation or program review requires dialog.
e. On a regular and scheduled basis to improve practice.
16. I believe that student interactions and classroom instruction should
a. Allow students the opportunity to express what they know.
b. Respect diverse talents and ways of learning including potential cultural differences
or perspectives.
c. Emulate real world experiences, not those unique to academic environments.
d. Consider first what the student needs to learn and be able to do, then second what
information or content is essential.
e. All of the above.
17. With regards to professional development dedicated to student success and basic skills
a. I do not participate usually.
b. There are very few options on our campus, but I would participate.
c. I participate in some faculty development opportunities on my campus.
d. I participate in faculty development opportunities in venues outside of my campus.
e. I participate in faculty development opportunities on my campus and in other
venues. (such as statewide, national, online or other professional meetings).
18. Which of the following would be most beneficial to increasing student success in your area
of work?
a. Principles of learning theory.
b. Specific pedagogical and student service practices.
c. Holistic student development.
d. Culturally responsive teaching theory and practices.
e. Curricular and program alignment strategies.
(A matrix linking these self-assessment questions to the Effective Practices in Basic Skills as a Foundation
for Student Success in California Community Colleges and other seminal literature is found in the Appendix
1.)
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Examining our Practices
The following exercises use a series of rubrics to stimulate self
evaluation with regard to effective practices. There are three
rubrics and you should complete the rubric or rubrics consistent
with the type of student involvement you have.
Rubric 1: Student Services
The first rubric addresses student service interactions such as
counseling, library, financial aid, student clubs and student
government, etc.
Rubric 2: Instructional Services
The second rubric addresses instructional interactions in the
classroom, tutoring lab, library, or counseling, etc.
Rubric 3: Administrative Services
The third rubric addresses administrative duties that direct and support our services and
instruction to students. This rubric is in the experimental stages as we try to define the
effective practices that enhance and build a foundation for meeting those basic skills needs
addressed in the Basic Skills Initiative.
The rubrics on the next pages provide another opportunity for self-assessment of
our practice based upon important principles of good undergraduate education and
principles of good practice for student affairs. Both The Principles of Good Practice in
Undergraduate Education (1987) and The Principles of Good Practice for Student Affairs
(1996) have been supported by research on teaching and learning over the last 50
years (a summary is available in the Appendix 1). These rubrics were developed to
educate and diagnose areas of potential improvement. These rubrics are not
evaluation tools or used to justify what you are doing, but rather to stimulate us all to
keep learning by identifying a few key areas.
The first rubric addresses work in student services, the second rubric addresses
instructional work. Some people will need to complete both rubrics to cover the
expanse of their work. Please circle the boxes that truly represent your practice, then
place a star in the boxes that represent ways you would like to change your practice.
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Student Services Practitioner Self-Assessment Rubric
Engaged Practitioner

Mentor Practitioner

1. Core Function

I see the core function of my role to serve
students.

I see my core function to serve and educate students.

I see my core function to serve and educate students, but also to focus on
student learning outcomes.

2. Active Learning

I see my role in student services as providing
necessary information and advice for a
student to be successful.

I see my role in student services as providing information,
advice, and leading the student to make a good decision.

I see my role in student services as providing learning opportunities so that
the student can discover information, know when and where to seek advice,
and think critically about decisions.

3. Values and Ethical
Standards

I do not feel I should participate in ethics and
value discussions; this is the purview of the
dean of students.

B) I feel the ethics and values discussions are covered well
in the student handbook and I address them if a student
asks.

I emphasize that college is a learning community with values and ethics
meaningful for all of life and I model these for students.

4.Expectations for
Student Learning

I want students to be aware of campus
learning expectations.

I regularly communicate the high expectations our campus
has described in the student handbook or catalogue and
mission statement.

5. Perception about
Learning Styles

I have heard about learning styles, but am
unclear how to incorporate them into my
student interactions.

I understand that students learn differently and have various
talents. I want to know more and have spoken with
colleagues about strategies

6. Systematic Inquiry
to Improve

I get evaluated regularly and know how well I
do my job.

My work is indirectly assessed through the student
satisfaction survey we do periodically.

I regularly assess my work, including student input, and then dialogue with
colleagues about results in order to improve.

7. Student Interactions

When talking with students I listen carefully
and answer their questions.

In addition to listening carefully and answering questions, I
also refer students to the appropriate academic support
services.

I listening carefully, answer questions, and refer students to academic
support services, while helping students consider learning, academic, and
personal goals.

8. Achieving the
Institutional Mission
and Outcomes

I am very concerned with students but I am
not how larger institutional goals are reflected
in my work.

I have read the institutional mission and found it interesting
or helpful. I am concerned about helping students meet the
institutional learning outcomes.

I try to translate policy, such as our institutional mission, into a reality in
student lives. I stay current on research and effective practices in human
development and learning theory to help my students meet learning
outcomes.

9. Interaction with
other Student
Services and
Instructional Faculty

I don’t see the advantage of discussing my
work with others.

I meet with colleagues occasionally to discuss my work
activities and inform other departments about pertinent
information.

I regularly share things I am learning and new strategies or learning research
with colleagues. I make an effort to forge educational partnerships with
colleagues across the campus

10. Faculty Perception
of Multicultural
Students

I understand that many of my students are
from diverse backgrounds with different ways
of understanding the material.

I understand that I may need to alter my style to
communicate effectively with students from different cultural
backgrounds.

I have identified some of the different cultural backgrounds and perspectives
among our students. I try to create an inclusive and appreciative learning
environment with this in mind.

11. Building
Community

I identify myself with the department in which I
work.

I have created a few connections with people from other
departments, when it has served the student’s needs.

I cultivate supportive communities that connect faculty, students and student
services colleagues.

12.Commitment to
staff development

I occasionally attend professional
development activities and conferences.

I attend professional development activities and conferences
and bring information back to share with fellow faculty.

I present ideas and research at conferences and campus professional
development activities.

13. Faculty
commitment to staff
development

I occasionally attend professional
development activities and conferences.

I attend professional development activities and conferences
and bring information back to share with fellow faculty

I presents ideas and research at conferences and campus professional
development activities
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Sage Practitioner

I communicate and hold students to high learning expectations by checking in
with them and discussing not only our college expectations, but also the
student’s own personal expectations.
I understand that people learn in different ways and have various talents they
use to succeed in college. I believe students need diverse opportunities to
show what they have learned and should continue to grow in the way they
learn.
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Instructional Faculty Self-Assessment Rubric
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Sage Teacher

Engaged Teacher

Mentor Teacher

1. Faculty Perception
about Learners

I have heard about learning styles, but am
unclear how to incorporate them into my
teaching.

I understand that students learn differently and have
various talents. I want to know more and have
spoken with colleagues about teaching strategies

2. Course Design and
Documented Student
Expectations
3. Course
Organization

I provide statements of course expectations in my
syllabus and other course documents and review
them the first week of class.

I provide statements of course expectations in my
syllabus and other course documents and I attempt
to clarify and make them attainable to the students.

I understand that people learn in different ways and have various talents they
use to succeed in college. I believe students need diverse opportunities to
show what they have learned and should continue to grow in the way they
learn.
I have communicated and documented high expectations for every student in
my courses. I try to ensure that the students understand and can meet them.

I have worked very hard to get my courses
organized and I am satisfied with the way they
are.
I provide feedback to the students, but the
demands of my course content prohibit in depth
discussion.
I provide three or fewer assessments AND these
assessments are of one variety (only exams, for
example).
My assessments are not aligned with the course
outcomes.

I assess my own teaching, but have difficulty
changing my course organization.

I constantly assess my own teaching and make frequent changes to my
course organization to reflect student needs.

I offer relevant and instructive feedback, but it is
difficult to provide it and help students to make
appropriate adjustments.
I provide three or fewer assessments OR these
assessments are of one variety (only exams, for
example).
My assessments are aligned with the course
outcomes, but results are not used to make
adjustments to my teaching or course design.
In addition to listening carefully and answering
questions about course subjects and materials, I also
refer students to academic support services.

I provide concise, timely and instructive feedback that affords students
opportunities to make appropriate adjustments.

4. Faculty Feedback
5. Faculty Assessment
Practices
6.Assessment
Alignment

I assess students frequently and in a variety of ways (projects, labs, quizzes,
case studies, Classroom Assessment Techniques (CATs), exams, etc.).
I follow a clear cycle in the classroom of teaching, and assessing, then
dialoguing about results with colleagues, to make adjustments to the course
design and delivery.
I listen carefully, answer course subject questions, and refer students to
academic support services, as well as, consider learning needs, academic
goals, and personal goals.
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7. Student Interactions
Outside of Class

When talking with my students during office
hours, I listen carefully and answer their
questions about course subjects and materials.

8. Faculty Interaction
with other faculty
9. Student Metacognition (Thinking
about Learning)

I don’t see the advantage of discussing
assessment techniques or results with
colleagues. And I am too busy to examine outside
learning research material.
I believe this is the responsibility of other
departments (first-year experience courses,
academic development, counseling, etc.).

10. Faculty Perception
of Multicultural
Students

I understand that many of my students are from
diverse backgrounds with different ways of
understanding the material.

11. Linkage to the
Institution

I am very concerned with my own students but I
am not sure what resources are available and
how to connect them with campuses services,
events, and activities.

12.Connection and
Integration with
Student Services
13. Faculty
commitment to staff
development

I can name the services available to help
students at my college.

I know the student services available for students
and often send them for help to specific services
(tutoring, supplemental education, etc).

I have regular communication with faculty and staff in student services and
instruction. I see the important connection between instruction and student
services and actively facilitate student use of available services.

I occasionally attend professional development
activities and conferences.

I attend professional development activities and
conferences and bring information back to share with
fellow faculty

I present ideas and research at conferences and campus professional
development activities

I meet with colleagues occasionally to discuss
classroom activities. I read learning research that is
sent directly to me.

I regularly share assessment results and new teaching strategies with
colleagues. I make an effort to stay current on new learning research.

My students take assessments to become aware of
their learning.

I regularly challenge my student to think about their own learning and provide
assessment and guidance to help them understand some of the new learning
theories.

I understand that I may need to create new
assignments or methods of teaching my course
material in order to communicate effectively with
students from different cultural backgrounds.
I sometimes mention services, events or activities on
campus that students might find interesting or
helpful.

I have identified some of the different cultural backgrounds and perspectives
in my classes and ask students to provide input on their diverse viewpoints. I
try to use this information to improve my teaching material and strategies.
I actively send students to campus services, events and activities and/or
create opportunities through class projects or activities.

Administrator's Self-Assessment Rubric
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Sage Administrator

Engaged Administrator

Mentor Administrator

1. Basic Skills
Initiative an
Institutional Priority

I support my institution serving the
underprepared student.

I can articulate the goals of the Basic Skills
Initiative and I see my role in making the Basic
Skills Initiative an institutional priority.

I work with colleagues, faculty, and staff to teach them about the
Basic Skills Initiative and to incorporate serving underprepared
students as an institutional priority.

2. Shared Philosophy
of Basic Skills

I support the philosophy of basic skills.

I can articulate a basic skills philosophy and see
my role in building a shared basic skills
philosophy in the areas I supervise.

I work with colleagues to help them develop a shared philosophy for
basic skills within my own institution and with colleagues across the
state at their own institutions.

3. Basic Skills
Program Organization

I understand the concept of centralized or
highly coordinated basic skills programs.

I can envision and I advocate for a centralized or
coordinated the Basic Skills Program at my
college.

I am working with colleagues to develop and implement the
structure and budgeting necessary for a highly coordinated Basic
Skills Program.

4.Early Basic Skills
Student Involvement

I recognize the value of early student
involvement in basic skills.

I can identify early student involvement strategies
that are effective for students with basic skills
needs.

I work with faculty and staff colleagues to share and implement
effective practices for early student involvement in basic skills.

5. Integration of
Instruction and
Student Services

I understand the value of integrating
instruction and student services to better
serve students with basic skills needs.

I work to identify and implement ways to integrate
instruction and student services to better serve
students with basic skills needs.

I work with faculty and staff colleagues to share effective practices
and implement integrated instruction and student services strategies
aimed at holistically serving underprepared students.

6. Faculty and Staff
Supportive of Basic
Skills

I recognize the importance of having faculty
and staff who are supportive of the basic
skills.

I work with others to ensure that we recruit and
hire faculty and staff that are knowledgeable and
enthusiastic about basic skills.

I work with colleagues to ensure effective practices in recruitment
and to hire faculty and staff who are knowledgeable and
enthusiastic about serving the underprepared student.

7. Professional
Development

I understand the importance of providing
professional development for the basic skills
initiative.

I work to ensure that on-going professional
development regarding the needs of the basic
skills student is provided and available.

I work with colleagues to utilize effective practices in professional
development for faculty and staff in meeting the needs of the basic
skills student.

I am learning about the factors that influence
basic skills student success and retention.

I can describe some strategies that foster success
for all students in all aspects of their chosen
academic goals.

I work with colleagues to ensure effective practices for managing
faculty and staff expectations for the success of underprepared
students.

I am aware that underprepared students
need to understand what they need to be
successful in college.

I work to create and implement solid programs
that clearly define for underprepared students
what they must do to be successful in college.

I work with colleagues to utilize effective practices for programs that
clearly prepare underprepared students for success in college.

I have collected and read the CCC system-wide
information about basic skills initiatives.

I work with colleagues to disseminate information about statewide
and national strategies and initiatives to help underprepared
students succeed. I understand the importance of an integrated
statewide initiative involving K-12, Career and Technical Education
and transfer institutions to improve the success of underprepared
students.

8. Faculty and Staff
Expectation
Regarding Basic
Skills
9. Student
Expectations
Regarding Basic
Skills Needs
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10. Information
Dissemination

I know that there are basic skills efforts being
undertaken.

The Student Services Practitioner Self-Assessment Rubric (p. 8) was designed based upon the
Principles of Good Practice for Student Affairs (1996) jointly created by the National Association of
Student Personnel Administrators (NASPA) and the American College Personnel Association
(ACPA) with additional principles from the American Association for Higher Education (AAHE),
Nine Principles of Good Practice for Assessing Student Learning (AAHE, 1998). The Principles of Good Practice
for Student Affairs are available online with inventories relating to each practice at
http://www.acpa.nche.edu/pgp/principle.htm.
The Instructional Faculty Self-Assessment Rubric (p. 9) was designed based upon the Seven Principles
for Good Practice in Undergraduate Education developed through “50 years of research on how teachers
teach and students learn” (Chickering and Gamson, 1987 p.4) and on the American Association for
Higher Education (AAHE) Nine Principles of Good Practice for Assessing Student Learning (AAHE, 1998).
Both can be found in the appendix 1 in further detail.
The Administrator’s Self-Assessment Rubric (p.10) was designed by Dr. Jane Harmon (author of
Chapter 19 of this handbook), a developmental educator and administrator, based upon the
references above and directed towards good administrative principles.
A word about the rubric titles:
As higher education faculty, we have been trained as content experts.
Sage teachers deeply embrace this fact, understanding and
contributing to their field and believing that this is essential to all
disciplines. Sage faculty and practitioners are skilled in their area
of expertise, generally focusing on content and organizing their
course and student interactions around that material. Though
probably interested in active learning, they feel so rushed to cover the
content in their courses and don’t know how to incorporate the
techniques, leaving them like a building plan sitting on the shelf that
they will never find the time to construct. Most of us have been
overly concerned about delivering content which may or may not be
adequately absorbed and digested by our students. Just walk into
almost any class the week before finals as we attempt to cover
everything left!
Engaged faculty and practitioners are those faculty who
incorporate active learning with their content delivery. A good
metaphor for their teaching is like a television building show,
demonstrating measurements, ways to approach a project and
explaining about the best quality materials. Obviously, this will
impact the amount of content covered. A teacher can only “show” so
many how-to projects, but viewers may be more likely to reproduce
them on their own.
Finally, the Mentor faculty and practitioners represent faculty who
coach other faculty in research validated good practices. This includes
handing over the building plan and materials so new faculty can learn
and contribute. In the classroom and student services, mentors have
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passed on the architectural drawings, demonstrated important things,
but the lesson is not over until the faculty member or student service
practitioner can see what the student is actually able to do.
All three of these types of faculty or practitioners are good at what
they do but have different strengths and values. It’s important to
know where you are now, as you set off to learn about what methods
and approaches are most effective for basic skills students and where
you might grow. No matter whether you’re a sage, engaged or mentor
faculty member or practitioner, this handbook is full of strategies that
will help you to do this work.

Handbook Goals
Now that you’ve taken these two assessments, take a few minutes to think about your
goals for using this workbook. What are your strengths in working with basic skills
students? How would you like to grow? Jot down any of your thoughts here concerning
things you would like to work on or examine more carefully in the other chapters, the appendix and
resource pages. Self evaluation is only useful if you consider how you will respond and act on your
analysis.

Did you see any difference in your answers and your thoughts about your role on campus? Note
any changes in the box below.
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As a next step, take a look at the goals for using this handbook that you noted in Chapter 3. Were
they met? Have they changed? Note any differences in the box below.

Exploring College Goals
We hope that you’ve found a strategy, program or approach to working with Basic Skills students
that you would like to bring back to your college. Use the form below to explore how you might do
that in more detail. This may be more effective if you can work with a team from your school.
First, describe the strategy in the box below.
Strategy

Next, brainstorm how it might work on your campus by answering the questions in the forms on
the next pages:

Chapter 20
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What strategy or strategies do you see most needed at your college based upon your Accountability Report for Community Colleges
(ARCC) report and Student Equity data? The Student Equity Plan is available from your Student Services administrator. The
ARCC report for you college is available at
http://www.cccco.edu/SystemOffice/Divisions/TechResearchInfo/ResearchandPlanning/ARCC/tabid/292/Default.aspx
Strategy Selected:______________________________________________________________________
1. What resources (human,
facilities, funds, etc.) will you
need to carry out and sustain
the strategy over time?

2. How many students would
this strategy need to serve in
order to meet the Basic Skills
needs of your college? How
will you make this happen?
3. What types of staff
development will you need?

4. How will you assess the
effectiveness of the strategy?
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Second Potential Strategy Selected:______________________________________________________________________
1. What resources (human,
facilities, funds, etc.) will you
need to carry out and sustain
the strategy over time?

2. How many students would
this strategy need to serve in
order to meet the basic skills
needs of your college? How
will you make this happen?

3. What types of staff
development will you need?

4. How will you assess the
effectiveness of the strategy?
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Finally, explore how you might work with the entire campus to make this strategy come alive at your school.
Outcome: This plan creates specifics for incorporating buy-in at the college, integrating the student equity plans into the action
plan, alerting the college to sensitivity to about socioeconomic status and culture, and promotes collaboration between student
support services and instruction.
Selected Strategy:
Question
1. How will you recruit Basic Skills
champions you’re your strategies at all
levels (administrators, faculty, staff,
students) on your campus?

2. How will this strategy create systemic
change on your campus and allow you to
supplement rather than supplant your
existing efforts?

3. How will you integrate student services
and instruction when you implement this
strategy?

4. How will this strategy result in a positive
cultural shift on your campus?

Plans

Estimated cost or
resources to do this
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5. How does this strategy advance your
current Basic Skills Action Plan?

6. How does this strategy advance your
student equity plan goals and potentially
improve your ARCC outcomes?

7. What other data do you need, or
questions should you ask, to implement the
strategy and to assess its effectiveness?

8. What else would you need to consider to
successfully implement your strategy?
And/or What are your next steps?
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Professional Development
Contributed by Rose Asera
Before exploring your next steps to bring this strategy to your campus, consider using Staff
Development as a vehicle. Basic Skills as a Foundation for Student Success in California Community Colleges
identifies comprehensive staff development as one of four essential strands to strengthen basic
skills. However, the review also notes that the evidence for the effectiveness of professional
development both in terms of professional learning and subsequent effect on student learning is
thin. This may be because professional development has an uneven history in community colleges.
For almost a decade, the California state legislature allocated millions of dollars annually to the
colleges for professional development programs as a result of AB 1725 (1988), but those funds were
cut during the difficult budget times of the late 1990s. The rationale for the cuts included a lack of
evidence that professional development programs made any difference for student progress and
success at the colleges. Professional development funds were most often used for a wide range of
one-time workshops, speakers or conferences that may or may not be directly related to the
educational work of the institution.
In attempting to establish a connection between professional development and student learning, it’s
necessary to look beyond higher education research to the K-12 literature, which has a growing
pool of studies that demonstrate that a particular approach to professional development (as opposed to
professional development in general ) is directly connected to improvements in student learning
over time. When professional development is ongoing, is directly linked to the curriculum and
instruction, and is undertaken collaboratively and collegially, it makes a difference. In other
words, when professional development is integrated in to the educational work of the institution,
and is defined as part of the professional responsibility of teachers, professional learning is
connected to student learning and, ultimately, to student success.
Here are some types of professional development currently being used to expand faculty learning on
working with basic skills students. All of them are faculty directed collaborative experiences that may
expand your view of what professional development at the community colleges can be.
Evidence Process activities: The Evidence Process engages faculty from a range of disciplines teaching
to collaborate in assessing student work using protocols developed to allow for a thorough and
systematic examination of a piece of student work (see Project Zero: Evidence Process,
http://www.pz.harvard.edu/Research/Evidence.htm). The protocols were developed by
Interdisciplinary experts and are based on an empirical understanding of the cognitive and social
dimensions of interdisciplinary work; the protocols also serve as practical tools to guide quality
interdisciplinary learning. The student work examined comes from students engaged in learning
communities, where faculty researchers can study the development of interdisciplinary
understanding. Faculty members engage in collaborative discussions about authentic assessments of
student learning. Cerritos College uses the Evidence Process to support faculty development with
faculty teaching in learning communities, many of whom teach basic skills classes. Faculty members
report the process to be very intellectually engaging and beneficial in helping them to develop
integrated assignments supporting deep, interdisciplinary learning. The revised assignments often
reflect an enhanced understanding of the holistic nature of learners and the inseparability of learning
and identity.
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Scholarship of Teaching and Learning/Faculty Inquiry Group collaborations: According to the Northern
Essex Community College web site, the Carnegie Scholarship of Teaching and Learning (SoTL)
refers to the deliberate and systematic “process of studying and researching student learning,
opening this work to critical review, and then sharing ideas” learned through this form of inquiry
with a broader professional community. The focus on assessment central to SoTL helps faculty
appreciate assessment as part of a thoughtful inquiry into student learning. “A community of
practice is created for faculty who wish to explore teaching and learning and study their craft in a
collaborative environment of supportive colleagues.” Often these professional communities include
a broad cross section of faculty, both from instruction and support services. Community college
faculty members, while committed to teaching, have little time for “the reflective practice and
scholarly research that sustains and energizes teaching and learning. Rarely do these faculty members
have the opportunity to benefit from peer review which can often seem burdensome instead of
beneficial.” By engaging in a collaborative SoTL environment, however, a supportive community of
practice is built.
At Pasadena City College a faculty inquiry project, “How Jay got his Groove Back and made Math
Meaningful,” engaged a team of faculty researchers studying teaching and learning of pre-algebra
students. Curriculum, pedagogy, and assessments were modified to better reflect meaningful Student
learning outcomes for the course. Findings from the project included: a more student-centered
classroom; a shift in focus from teacher to learner; more discussion about teaching and learning
among mathematics faculty; and an increase in retention and success rates.
Collaborative Lesson Study: Lesson study is a process in which a small group of teachers collaboratively
plans, teaches, observes, revises and reports results on a single class lesson. (Lewis, C. 2002) The
teachers are often from the same discipline, but interdisciplinary groups, including counselors, can
provide a variety of insightful perspectives. A "lesson" is a teaching and learning episode that usually
takes place in a single class period. A lesson is carefully planned to address one or more student
learning goals. The lesson plan describes not only what the teacher might say or do, but also how
students are likely to respond to the lesson activities. As an object of study, a lesson offers a
manageable "unit of analysis," one that reveals the richness and complexity of actual classroom
practice. There are four major purposes that motivate lesson study: 1) To better understand how
students learn what you teach; 2) To create usable products for other teachers in your field; 3) To
improve teaching through systematic, collaborative inquiry; and 4) To build a pedagogical knowledge
base in which teachers can benefit from one another’s knowledge of teaching. Teachers work
through the following steps:
!

Form a Team – Three to six faculty with similar teaching interests are identified.

!

Develop Student Learning Goals - Team members discuss what they would like students to
learn as a result of the lesson.

!

Plan the Research Lesson -- Teachers design a lesson to achieve the learning goals,
anticipating how students will respond.

!

Gather Evidence of Student Learning -- One team member teaches the lesson while others
observe, collecting evidence of student learning.

!

Analyze Evidence of Learning -- The team discusses the results and assesses progress made
toward learning goals.
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!

Repeat the Process - The group revises the lesson, repeating steps 2-5 as necessary, and
shares findings.

Los Medanos mathematics faculty engaged in a Lesson Study for its Elementary Algebra course and
identified very concrete instructional changes to improve student learning outcomes in
communications, problem solving, and multiple representations. Faculty also developed an action
plan to implement improvements and continued assessments.
Identifying and Assessing Institutional SLOs: Staff from across the institution, including both
instructional and counseling faculty, administration and support staff collaborate in identifying
intended Institutional Learning Outcomes: the skills, knowledge and understandings that students
should have attained from attending their institution. Institutional learning outcomes are
overarching, cumulative and relatively few in nature. For some colleges, assessment of these
outcomes engages the campus community in first identifying evidence of student learning outcomes
within “capstone” courses and from relevant service and activity areas. At others, evidence is taken
from any course where the outcome can be demonstrated by an embedded course assignment.
Faculty members, both instructional and counseling, collaborate together in assessing and
interpreting evidence of student learning. Although there is no hard evidence, it has been observed
that, through this collaboration, faculty gain a more integrated comprehensive sense of what
students have learned and become as a result of attending their institution. As faculty collaborate
they gain a greater understanding of and value for a diversity of instructional and student
development perspectives. This, in turn, informs their practice, be it teaching or counseling; the
educational enterprise becomes more attentive to holistic outcomes.
The College of San Mateo has implemented Institution level student learning outcomes across
campus in the areas of effective communication, quantitative skills, critical thinking, social awareness
and diversity, and ethical responsibility. Faculty from both instruction and student support services
are mapping their courses and services to these outcomes and assessing the Institutional level
learning outcomes in their respective courses and services. For more information, see
http://www.collegeofsanmateo.edu/SLOAC/sl_sloac.htm.
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Would any of the above activities be an appropriate way to explore the strategy of working with
basic skills students that you want to bring to your campus? Use the box below to brainstorm how
any of these forms of professional development might work for you.

Role of the Academic Senate
The Senate paper, The State of Basic Skills Instruction in California Community Colleges (April 2000),
describes the role that local senates should play in improving the success of basic skills students. The
Senate can be a powerful ally in any work you would like to do with basic skills.
The paper recommends that:
! Local senates should lead their faculty and administration to view basic skills instruction as
central to the community college mission.
! Local senates should study the basic skills programs in their colleges and support basic skills
instructors and program leaders by:
a. Recognizing basic skills students’ particular needs for programs that include a
personalized approach and supporting smaller class sizes;
b. Urging administration to provide adequate ongoing funding for basic skills
programs;
c. Working with counseling faculty and matriculation officers to ensure that all
assessment of incoming students includes consideration of valid multiple
measures and effective counseling and advising;
d. Reviewing course content to assure that it is aligned with results of
placement information;
e. Supporting the hiring of faculty who are not only discipline experts but who
are also committed to basic skills learners;
f. Acknowledging the importance of quality reading instruction to all areas of
the curriculum and supporting the allocation of optimum conditions for
reading instruction, including adequate classroom space and equipment to
provide an environment conducive to learning;
g. Advocating for specific research geared toward identifying methods to help
basic skills students to receive appropriate placement, and to increase their
retention and success rates; and
h. Providing faculty development opportunities to inform all faculty about
needs and methods of instruction best suited to basic skills students.
! Local senates should lead the college to take a more global approach to the instruction of
basic skills students so that faculty from all areas participate in an Across-the-Curriculum
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approach to basic skills learners. Successful approaches involve student services faculty as
well as faculty from all disciplines, teaching both general as well as vocational education. As
with successful transfer efforts, serving basic skills students needs to be an institutional
commitment.
In the Senate paper, Issues in Basic Skills Assessment and Placement in the California Community Colleges
(2004), the additional recommendations were made with regard to assessing student in basic skills
1. Resources: Adequate resources must be provided to colleges to perform validation of
assessment tests and prerequisites. In addition to funding for research staff, this includes
support for the process of test validation and establishment of cut scores.
2. Writing Assessment: Appropriate assessment of writing ability needs to be implemented
because one of the requirements for college-level study is the ability to communicate
effectively in writing. Adequate resources need to be provided to permit such assessment.
3. Technical Assistance: The Academic Senate and the Chancellor’s Office should provide
technical assistance to colleges whose assessment processes are inadequate according to their
own reporting.
4. Orientation: High school students who complete language and mathematics requirements
for graduation often find themselves placed in pre-college-level work after undergoing
assessment at a community college. Colleges can do little to affect the preparation received
in high schools. However, they can work to encourage entering students to address their
English and mathematics needs right from the start. Orientation should address the
importance of basic skills, ESL, and mathematics preparation.
5. Counseling: Adequate counseling resources need to be provided to further encourage underprepared students to enroll in coursework that will ultimately lead to their success in collegelevel work.
6. Common Definitions: A clear understanding of “college-level” work needs to be shared
among all segments of higher education. The Academic Senate should work with its higher
education partners in clarifying what constitutes “college-level” and “pre-collegiate” work
and expectations for students entering higher education.
7. Availability of Data: Current MIS data collection concerning assessment and matriculation
fails to provide important information for the review of the success of basic skills programs.
The Academic Senate should work with the Chancellor’s Office to identify additional types
of data that need to be collected with regards to basic skills programs and student success in
these programs.
8. Placement Assessment Coordination: Urban area colleges in close proximity to one another
may consider opening discussions on how to discourage such placement/assessment
strategies as “college shopping” and “assessment shopping.”
Has your college implemented any of these recommendations? What role might your local Senate
play in helping you to implement the strategy that you would like to use for increasing basic skills
students’ success? Use the box below to jot down your thoughts.
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Don’t forget that in developing your strategies you have many resources designed especially for
California Community Colleges.
The Literature Review: Basic Skills as a Foundation for Student Success in California Community Colleges
(sometimes referred to as the “Poppy Copy” because of the color of its cover) builds on the
work in Basic Skills Initiative Phase I that provided research of effective practices in
developmental education. The first of its kind, this research provided a comprehensive report on
effective practices in the United States. Over 1,600 administrators, faculty, and staff participated
in training about this research last year under Phase II of the Initiative. We highly suggest you
become familiar with this document. You can download a copy at:
http://www.cccbsi.org/Websites/basicskills /Images/Lit_Review_Student_Success.pdf.
A follow-up to the literature review is currently under development. This version will focus on
equity/diversity strategies (in general and, specifically, for African-American and Latina/Latino
students), high school to community college transition, and noncredit to credit basic skills
courses.
Summary Brochure: In an effort to provide a quick summary of the comprehensive review
conducted in Phase I of this Initiative, the project developed a brochure. The brochure
represents a synthesis of the findings in Basic Skills as a Foundation for Student Success in the California
Community Colleges, which was circulated statewide. This brochure is very useful in providing
detailed information in a brief format. You can download a copy to share with media, local
legislators, or campus groups from our website at: http://www.cccbsi.org/Websites/basicskills
/Images/ BasicSkills_booklet-2.pdf
The Regular BSI Newsletter: As mentioned above, the third phase is an aggressive project to
improve basic skills instruction on California Community Colleges. The newsletter about the
progress of the Basic Skills Initiative: Student Success Continuum provides you with a brief
summary of the Initiative. You can download a copy to distribute to the media or other
constituents from our website at: http://www.cccbsi.org/Websites/basicskills/Images/BSINewsletter.pdf
Remember that we are assembling a database of Local Effective Strategies and Programs. You
can submit your great ideas through the survey at http://bsi.cccco.edu
And you will be able to search these innovative and effective strategies at
http://www.cccbsi.org
We believe that many California community colleges have practices that are effective in
improving the ability of basic skills students to succeed. We highly suggest that you begin to
seek out programs on your own campus to highlight. We have found that the connection of
legislators to their own community is very effective in advocating the need for more funding
is In an effort to help you find these local programs, we plan to communicate with your
administrators, faculty, and staff asking them to share with you these effective practices. It is
our hope that as they feed you this information, you will share their good work with the local
media and legislators in your area.
The next pages include some talking points for local, statewide and federal legislators.
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Talking Points about the Basic Skills Initiative
From the California Community College Chancellor’s Office
Student Success -- Basic Skills Initiative Messages (Legislation)
o The Student Success-Basic Skills Initiative recently signed by Governor Schwarzenegger as
part of AB 194 redirects $33.1 million in the state’s community college budget to ESL and
Basic Skills improvement. In addition to significant professional development, colleges are
examining ways to fund increased student success through incorporation of tutors, new
instructional materials and software and, various effective practices and curriculum
improvements in the areas of ESL and Basic Skills.
o $1.6 million, provided through AB 194, was distributed as a grant from the System Office
dedicated to critical faculty and staff development to improve curriculum, instruction,
student services and program practices in the areas of ELS and basic skills.
Student Success -- Basic Skills Initiative Messages (General)
o The Student Success-Basic Skills Initiative goal is to increase student success rates among
academically under-prepared community college students in the areas of mathematics,
reading, writing and ESL.
o Basic skills education programs provide the foundation for success in academic pursuits and
career technical education that will enable the community colleges to contribute significantly
to California’s economic health.
o Basic skills education is the first step on the track in academic achievements in community
college, preparation for career technical education and success in the workforce, and transfer
to four-year institutions.
o The Student Success-Basic Skills Initiative addresses the ever-increasing population of
students who need assistance in basic skills education to succeed in college and the work
place.
Basic Skills Initiative Messages (Funding)
o Well-funded Student Success-Basic Skills Initiative efforts are critical to assist those
underprepared for college-level work, the majority of incoming students, in achieving
success in college course work.
o With the dramatic increase of underprepared students in our colleges, an ongoing investment
in basic skills programs and continued professional development is needed to help students
succeed academically and professionally.
Basic Skills Initiative Messages (Program)
o Through the professional development grant, continued statewide training and support are
provided to address the professional needs of community college administrators, faculty,
and staff in the effective practices that will serve incoming students, the majority of whom
need one/more courses in ESL or Basic Skills.
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o Through the professional development grant a collaborative effort among all 109
community colleges was initiated in this state to share effective practices, exchange teaching
strategies, and utilize a self-assessment tool – a critical first-step for colleges to examine their
ESL and Basic Skills instructional programs.
Economy/Workforce Messages
o With demand on the rise for an educated workforce in California, basic skills education
provides the opportunity to dramatically increase workforce preparedness and availability.
The demand also is for higher levels of knowledge and skills than in the past while
simultaneously the level of incoming students has dropped.
o More than ever, California community colleges are seeing dramatic increases in underprepared students in basic skills. In a time when the state’s economic engine is in desperate
need for an educated and well-prepared workforce, it is vital to focus our efforts on basic
skills that lead to success in career technical education and success in the workplace.

Next Steps
Well, surely you knew that this question was coming. What are the concrete
steps you need to take to bring this strategy to your college? Use this page to
make a list. And continue learning. The last pages contain resources with
proven strategies. Remember, if we do not wisely change the course of Basic
Skills in California, we will not be serving our students and the health of
California. Its economy and its global leadership will markedly decline.
1.
2.
3.
4.
5.
6.
7.

Chapter 20

25

Chapter 20 Appendix
Where to go from here: Building Maintenance and Expansion

Appendix 1: Resources for Future Study
Appendix 2: Matrix with answers to the Quiz
Appendix 3: Resources for Chapter 20

26

Chapter 20

Appendix 1
Resources for your further study on basic skills needs.
Academic Senate for California Community Colleges (2000) The State of Basic Skills Instruction in
California Community Colleges. The Academic Senate for California Community Colleges
retrievable at http://www.asccc.org/Publications/Papers/BasicSkills.htm.
Academic Senate for California Community Colleges (2000). Academic Literacy: A Statement of
Competencies Expected of Students Entering California's Public Colleges and Universities. Sacramento,
CA. Retrievable at
http://www.asccc.org/Publications/Papers/AcademicLiteracy/main.htm.
Academic Senate for California Community Colleges (2003). Consultation Council Task Force on
Counseling. Sacramento, CA. Retrievable at
http://www.asccc.org/Publications/Papers/ConsultationCouncilTask%20Force.htm.
Academic Senate for California Community Colleges (2003b). A Survey of Effective Practices in Basic
Skills. Sacramento, CA. Retrievable at
http://www.asccc.org/Publications/Papers/BasicSkillsEffective.htm.
Academic Senate for California Community Colleges (2004). Issues in Basic Skills Assessment
and Placement in the California Community Colleges retrievable at
http://www.asccc.org/Publications/Papers/BasicSkillsIssuesAssessment2004.html.
American Mathematical Association of Two-Year Colleges (2002). Position Statement on Initial
Placement of Two-Year College Students Into the Mathematics Curriculum. Available at
http://www.amatyc.org/PositionPapers/Placement.pdf
Angelo, T.A., & Cross, K.P. (1993). Classroom assessment techniques: A handbook for college teachers. (2nd
ed.). San Francisco, CA: Jossey-Bass.
Bartholomae, D. & Petrosky. A. (1986). Facts, artifacts and counterfacts: Theory and method for a reading and
writing course. Portsmouth, NH: Boynton/Cook Publishers.
Boylan, H.R. (2002). What works: Research-based best practices in developmental education. Boone, NC:
Continuous Quality Improvement Network with the National Center for Developmental
Education.
Boylan, H., Bliss, L., & Bonham, B. (1997). Program components and their relationship to student
performance. Journal of Developmental Education, 20(3), 2-9.
Boylan, H., Bonham, B., White, R., & George, A. (2000). Evaluation of college reading and study
strategies programs. In R. Flippo & D. Caverly (Eds.), Handbook of college reading and study
strategy research (pp. 365-402). Mahwah, NJ: Lawrence Erlbaum & Associates.
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Boylan, H.R., Shaws, G., Saxon, D.P., Materniak, G., Clark-Thayer, S., & Rodriguez, L. (2001).
Topics for training and professional development: Report of a NADE survey, part II.
Research in Developmental Education16(4), 1-4.
Bloom, T. (Ed.) (1994). Community of classrooms: A handbook for preparing students for reading
and writing in college. St. Paul, MN. : Student Success Programs, Minnesota Community
College System.
Board of Governors of the California Community Colleges. January 2008. Report on the System’s
Current Programs in English as a Second Language (ESL) and Basic Skills. Academic Affairs
Division of the System Office, Sacramento, California.
California Teachers of English to Speakers of Other Languages (CATESOL). (2000). California
Pathways: The Second Language Student in Public High School, Colleges and Universities. California
Community Colleges Chancellor’s Office. Sacramento California. Available through at
http://www.catesol.org/pathways.pdf
Chickering, A.W., & Gamson, Z.F. (1987, June). Principles for good practice in undergraduate education
[Special insert to The Wingspread Journal, June 1987]. Racine, WI: Johnson Foundation
http://www.fctel.uncc.edu/pedagogy/enhancinglearning/SevenPrinciples.html
Faculty Development: A Senate Issue (2000). The Academic Senate for California Community
Colleges.
Grubb, N. (1999) Honored but invisible: An inside look at teaching in community colleges. New York, N.Y.:
Routeledge.
Grubb, N. (2001, April) Basic Principles for Basic Skills: Criteria for Exemplary Approaches in Community
Colleges. Paper presented at a meeting of the Community College Cooperative, University of
California, Berkeley.
Intersegmental Committee of Academic Senates [ICAS]. (Spring 2002 ) Academic Literacy: A Statement
of Competencies Expected of Entering Students Entering California’s Public Colleges and Universities.
p.42. Retrieved from
http://www.asccc.org/Publications/Papers/AcademicLiteracy/main.htm
Levine, J.H. (Ed.). (1999) Learning communities: New structures, new partnerships for learning. (Monograph
Series No. 26) Columbia, SC: University of South Carolina, National Resource Center for
The First-Year Experience and Students in Transition
Maxwell, M. (1997). The role of counseling in a comprehensive developmental program for postsecondary students. Kensington, MD: MM Associates ( ERIC Document Reproduction
Service No. ED 415 932).
McCabe, R.H. (2000). No one to waste: A report to public decision-makers and community college
leaders. Washington, D.C.: Community College Press.

28

Chapter 20

McLaughlin, M.A., Price, P.T., & Shoultz, G.R. (1992). Whole language, critical literacy and
accountability. Journal of College Reading and Learning, 25(1), 29-39.
Minnesota Community College System (1994), Community of Classrooms: A Handbook for Preparing
Students for Reading and Writing in College.
National Association of Student Personnel Administrators. 1998. Principles of Good Practice for Student
Affairs retrievable at http://www.naspa.org/resources/principles.cfm
1875 Connecticut Ave., NW, Ste. 418 · Washington DC, 20009
phone: (202) 265-7500 · fax: (202) 797-1157
Oropesa, R.S., & Landale, N.S. (1997). In Search of the New Second Generation: Alternative
Strategies for Identifying Second Generation Children and Understanding Their Acquisition
of English. Sociological Perspectives, 40(3), 429-455.
Payne, Emily Miller and Barbara G. Lyman (1996). “Issues Affecting the Definition of
Developmental Education”. 1996 Monograph: Defining Developmental Education: Theory, Research,
& Pedagogy. National Association of Developmental Education: Findlay, OH. Available at
http://www.nade.net/documents/Mono96/mono96.2.pdf
Perin, D. (2002, April). The organization of developmental education: In or out of academic
departments? Community College Research Center Brief (14).
Roueche, J.E. & Roueche, S.D. (1999). High stakes, high performance: Making remedial education work.
Washington, DC: Community College Press.
Smith, B.L. (1991). Taking structure seriously: The learning community model. Liberal Education
77(2), 42-48.
Smittle, P. (2001, October) Using research from successful developmental education programs to develop successful
developmental education teachers. Paper presented at the 3rd National Conference on Research in
Developmental Education, Charlotte, NC.
Shultz, C. (2000). Remedial education: practices and policies in community colleges. Research Brief:
Washington DC: American Association of Community Colleges.
Tinto, V. (1997) Classrooms as communities: Exploring the educational character of student
persistence. Journal of Higher Education, 68 (6), 599-623
Additional Online Resources:
Accrediting Commission for Community and Junior Colleges Western Association of Schools and
Colleges. (ACCJC-WASC). http://accjc.org
Information on your student demographics can be accessed at
http://misweb.cccco.edu/mis/onlinestat/studdemo_annual_college.cfm.
Your campus Student Equity Plan (SEP) is probably housed with your Vice President; however, the
administrative summary can be found at the Chancellor’s Website at
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http://www.cccco.edu/SystemOffice/Divisions/StudentServices/StudentEquity/tabid/617/Defaul
t.aspx
Project Zero: Evidence Process, http://www.pz.harvard.edu/Research/Evidence.htm
San Mateo College SLO website, http://www.collegeofsanmateo.edu/SLOAC/sl_sloac.htm.

Professional Development Training Resources Websites
This first resource from Valencia District in Florida provides self paced development with excellent
videos. A great resource to use with Adjunct faculty who have time constraints but want to grow
professionally
http://faculty.valenciacc.edu/development/
We have permission to download any text and copy it and distribute it.
http://www.league.org/gettingresults/web/
Annenberg has a variety of excellent resources
http://www.learner.org/resources/browse.html
Training in Student Services
Starting Right Toolkit for Student Services Faculty and Staff
http://www.ccsse.org/sense/startingright/starting_right_toolkit.cfm
Excellent individual training sessions appropriate to all
Assessment and Social Cognitive Theory.
http://www.learner.org/resources/series162.html#
This is an excellent PowerPoint contain best practices in power point based on active learning
http://www1.umn.edu/ohr/teachlearn/tutorials/powerpoint/learning.html
Our CCC training available online
http://www.4faculty.org/
Center for Teaching and Learning University of Minnesota
http://www1.umn.edu/ohr/teachlearn/index.html
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Appendix 2
Matrix Linking Questions and Rubric Components to Source Data
answers
1. e
2. varies
3. e
4. a

5. e
6. b
7.c
8. d
9. e

10. e
11.d
12. e
13. e
14. e
15. e
16. e
17. e
18. any
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Source
CCC Chancellor’s Office Document nation-wide the average is the same
Thought question which may vary in some courses with multiple prerequisites, but probably
reflects the same percentages of first year students unless basic skills are addressed
Basic Skills as a Foundation for Student Success in California Community Colleges (p 13)
If you take the percent success in a single course and multiply it by those that progress to the
next course and then by those that succeed in the subsequent course – the result in CCCs is less
than 10% this is supported by data from NADE and national organizations on developmental
education
CCC Chancellor’s Office report see Patrick Perry in the Management Information System
division
Varies at institutions; some may be uniformly low most are in one area or another; the key here
is not to assume someone is uniformly low. Sometimes students have scored low in English or
mathematics but were at college level in the other assessments
Accountability Report for Community Colleges data analysis, Student Equity Plans and Basic
Skills as a Foundation for Student Success in California Community Colleges (p 102)
From Green and Red Tape by The Institute for College Access and Success (p 23)
http://www.ticas.org/files/pub/Green_Lights_Red_Tape.pdf
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning and Basic Skills as a Foundation for Student Success in
California Community Colleges (D.1, D.9 and p. 71-75)
and Accrediting Commission for Community and Junior Colleges (ACCJC) Accreditation
Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning and Basic Skills as a Foundation for Student Success in
California Community Colleges (D.1, D.9 and p. 71-75 ) and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning and Basic Skills as a Foundation for Student Success in
California Community Colleges (D.1, D.9 and p. 71-75)
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs and ACCJC
Accreditation Standards and ACCJC Accreditation Standards
Principles of Good Practice in Undergraduate Education & AAHE Nine Principles of Good
Practice for Assessing Student Learning & Principles of Good Practice for Student Affairs
ACCJC Accreditation Standards
Depends upon person’s own desire and needs all are beneficial according to Basic Skills as a
Foundation for Student Success in California Community Colleges
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Resources for Chapter 20
American Association for Higher Education (AAHE). (1998). Nine principles of good practice for assessing
student learning. American Association for Higher Education Assessment Forum. Retrieved
from http://www.aahe.org/assessment/principl.htm.
Carnegie Scholarship of Teaching and Learning (SoTL) at Northern Essex Community College.
(2008). Office of Faculty and Staff Development, Northern Essex Community College.
http://cit.necc.mass.edu/ofsd/sotl.shtml April 10, 2008.
Chickering, A.W., & Gamson, Z.F. (1987, June). Principles for good practice in undergraduate
education [Special insert to The Wingspread Journal, June 1987]. Racine, WI: Johnson
Foundation. http://www.fctel.uncc.edu/pedagogy/enhancinglearning/SevenPrinciples.html
Hutchings, P and Shulman, L.S. (2007) Perspectives. Learning about Student Learning from
Community Colleges. The Carnegie Foundation for the Advancement of Teaching retrieved
February 16, 2008, from
http://www.carnegiefoundation.org/perspectives/sub.asp?key=245&subkey=1096
Lewis, C. (2002) Lesson study: A handbook teacher-led instructional change. Philadelphia, PA: Research for
Better Schools
National Association of Student Personnel Administrators (NASPA). (1996) Principles of good practice
for student affairs. http://www.naspa.org/resources/principles.cfm
1875 Connecticut Ave., NW, Ste. 418 · Washington DC, 20009
phone: (202) 265-7500 · fax: (202) 797-1157
Principles of Good Practice for Student Affairs National Association of Student Personnel
Administrators http://www.naspa.org/resources/principles.cfm
1875 Connecticut Ave., NW, Ste. 418 · Washington DC, 20009
phone: (202) 265-7500 · fax: (202) 797-1157
Project Zero: Evidence Process , http://www.pz.harvard.edu/Research/Evidence.htm
The Research, Planning and Assessment Group for California Community Colleges (RP Group).
(July 2007). Basic Skills as a Foundation for Student Success in California Community Colleges, (second
edition).
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