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Abstract
This quantitative causal-comparative research study investigated the effect of participation in
accelerated paired course programs on the persistence of African American and Latino male
developmental education students at Lone Star College, a community college system in Houston,
Texas. Seeking to reduce high rates of attrition among its developmental education students, the
college introduced paired courses, in which developmental education students could pair their
developmental courses with college-level courses or other supplemental programs. Using Tinto’s
Model of Student Integration and Expectancy-Value Theory as a framework, the researcher
hypothesized that accelerating the completion of developmental education course sequences
through course pairings would reduce time towards graduation and costs associated with degree
completion, thus increasing persistence towards graduation among the college’s male students of
color. Archival data consisting of enrollment records for an academic year were analyzed using
Fisher’s Exact Test to test the null hypothesis, with persistence defined as students who were
enrolled during the fall semester and re-enrolled the following spring semester. Results indicated
that both paired-course African American and Latino male developmental education students
showed higher rates of persistence compared to their counterparts who were enrolled in both
mainstream with supplemental support courses and unpaired courses. Results also indicated that
while any type of course pairing increased persistence for African American male developmental
students, the same relationship was not present among their Latino male peers. The study’s
findings contribute to literature on community college student persistence and have implications
for how methods of accelerating developmental education sequences can impact the persistence
of students of color.
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Executive Summary
High attrition, or the lack of retention and graduation of students, is considered the
greatest of all concerns that community colleges face. Students who attend community colleges
often fail to persist towards graduation, leaving the school before they complete their degree.
Researchers suggest that the high attrition and lack of persistence of community college students
is in large part that nearly half of all students accepted into U.S. community colleges enroll in
these educational institutions underprepared with the fundamental academic skills that are
necessary to succeed in completing college-level coursework (Brock, 2010).
To address the lack of preparation of incoming students, community colleges often assign
these underprepared students to complete a sequence of developmental education courses to
boost their academic skills in key subject areas like reading, writing, and math. Traditionally,
these developmental course sequences must be completed before the students are eligible to
enroll in college-level coursework and they do not count towards graduation. Thus, participation
in developmental courses not only increases the time that it takes for students to complete the
college credits that they need to graduate, but the classes increase the costs associated with
obtaining a college degree and reduce students’ motivation to persist towards graduation (Bailey,
2009).
Being assigned to developmental education courses is associated with a lack of
persistence and progress toward graduation: less than one-third of students who enroll in
developmental education courses complete a certificate or a degree within eight years of their
enrollment in the college (Bailey & Morest, 2006). This is because when students perceive that it
will take too long to complete their degree, they tend to lack persistence, and they drop out of
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school prior to the completion of a degree or before transferring to another educational
institution.
While a lack of persistence and progress towards graduation is a concern for all
community college students, it is of marked concern for African American and Latino students,
particularly the male members of these cultural minority groups (Brock, 2010). This is because a
significant gap in educational attainment exists between men of color and other students who
attend postsecondary colleges and universities, and they have the lowest college completion rate
of all other race and ethnic groups on college campuses (Center for Community College Student
Engagement, 2014).
Community colleges are faced with the challenge of developing innovative methods
around the traditional process of developmental education that will help them to effectively
retain academically underprepared students, particularly minority students (Bailey, 2009). One
such method that is currently being piloted at some institutions is course pairing, which is offered
as an alternative to the traditional method of completing developmental education sequences.
Accelerated course pairing allows students to simultaneously complete developmental education
courses and college-level courses (referred to as paired courses), or to pair a college-level course
with some other developmental support course (referred to as mainstreaming with supplemental
support), but designated as mainstream ‘paired with support’ throughout this dissertation. This
experimental method of course pairing has been shown at other community colleges to increase
students’ persistence in staying in school and progress towards graduation (Visher, Weiss,
Wesissman, Rudd, & Wathington, 2012).
Lone Star College (LSC) system has begun offering developmental education students
across its six campuses the opportunity to participate in paired coursework programs, a move
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designed to accelerate the time necessary for developmental education students to graduate.
Administrators believe that if LSC can effectively implement developmental education
acceleration programs and encourage students to participate in them, this could be a key factor in
fostering persistence among its developmental education students on the campus. In turn, LSC
would benefit by seeing a reduction in the rate of attrition among its students, an outcome that
benefits all involved. While course pairing was introduced on LSC’s campuses, it was not known
how effective the paired-coursework model of acceleration would be in fostering persistence and
progress towards graduation of the school system’s African American and Latino male
developmental education students.
In conducting this research, the researcher examined whether participation in paired
coursework learning communities could facilitate persistence and progress towards graduation
among African American and Latino male developmental education students. The purpose of the
research study was to investigate how participation in an accelerated paired-course program
could influence the persistence of African American and Latino male developmental education
students to progress towards graduation. Based on previous research, the researcher predicted
that African American and Latino male developmental education students engaged in accelerated
paired-course programs would demonstrate greater persistence than those enrolled in unpaired,
non-accelerated developmental education courses.
Every developmental education student on LSC’s campuses received the opportunity to
voluntarily enroll in paired courses during the Fall 2016 semester. With records received from
LSC registrars on each campus, the researcher examined how many male developmental
education students of color enrolled in developmental English as paired courses (or as
mainstream ‘paired with support’ courses) during the Fall 2016 and how many of them took an
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unpaired developmental English course. Of these students, those who also enrolled in the next
course in their sequence during the Spring 2017 semester were considered to have shown
persistence.
After analyzing the enrollment records of the male developmental education students of
color for the two consecutive semesters, the researcher ascertained that differences existed
between African American and Latino males who participated in paired courses versus those
who participated in developmental English as a standalone course. Specifically, the researcher
found:


When African American and Latino male developmental education students were
examined as a collective group, those who enrolled in paired courses showed the
highest levels of persistence (87%), followed by the mainstream ‘paired with
support’ group (77.2%), and then the control group (67.6%).



When African American and Latino male developmental education students were
examined as a collective group, the persistence of those who enrolled in paired
courses (87%) was higher than the persistence of their counterparts who enrolled
in mainstream ‘paired with support’ courses (77.2%) and the persistence of the
control group enrolled in unpaired courses (67.6%).



When African American and Latino male developmental education students were
examined as individual groups participating in paired courses versus unpaired
courses, participation in paired courses affected African American and Latino
males’ persistence differently. Enrollment in mainstream ‘paired with support’ or
paired courses significantly (based on p-value) increased persistence for African
American males (89.7% compared to 64% in the unpaired control group), but the
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same significant relationship did not hold for Latino males enrolled in paired
courses (75.3% compared to 69.2% in the unpaired control group).
The goal of the current research study was to gather data that would help community
colleges develop more effective paired coursework acceleration programs for African American
and Latino male developmental education students, programs that would be effective in helping
this population of students to persist and graduate from their institutions. As such, based on the
outcomes of the research, the researcher recommends that community college leaders consider
the following:


Focus on culture-based equity when addressing minority male persistence



Seek to identify and address what hinders Latino males from realizing the benefits of
participation in paired courses



Offer paired courses over mainstream ‘paired with support’ courses to increase minority
male persistence.
Based on the findings and conclusions of this research, the researcher proposes the

development of an intervention on community college campuses that would require African
American and Latino male developmental education students to participate in paired courses, in a
program that includes a culture-specific mentoring component, until all required developmental
education sequence is completed. This intervention is designed to reduce time towards
graduation and costs associated with obtaining a college degree while increasing the expectancy
of and fostering the persistence towards graduation of male students of color enrolled in
community colleges (Bailey, 2009; Visher et al., 2012).
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Chapter 1: Introduction to the Study
In 2009, President Barack Obama established a goal designed to have a significant impact
on the development of the nation’s workforce, and subsequently, stimulate the trajectory of the
U.S. economy: to graduate five million more Americans from U.S. community colleges by the
year 2020 (Obama, 2009). In setting forth this goal, President Obama openly acknowledged the
significance of community colleges and the role that they play in helping to prepare a skilled
workforce, a key factor in addressing the widespread economic challenges faced by the nation
(Lothian, 2009). Additionally, placing community colleges in the national spotlight by linking
them to the nation’s overall economic well-being placed unprecedented pressure on these
educational institutions to increase their graduation rates (Burns, 2010).
To attain the goal of graduating millions more Americans from community colleges, it
remains necessary for community colleges to not only enroll but also to retain, develop and
graduate a skilled workforce that is sufficiently prepared to meet the human resource needs of
U.S. employers (Burns, 2010). However, while enrollment of students in community colleges
has not been an obstacle, the retention and graduation of these students has remained problematic
(Brock, 2010). In fact, it is considered the greatest of all the concerns that many colleges face
(Kuh, Cruce, Shoup, Kinzie, & Gonyea, 2008). Although more high school graduates are
enrolling in college than ever before, this increase has not resulted in a proportional increase in
students completing and graduating from college (Bound, Lovenheim, & Turner, 2010). In an
analysis of the National Longitudinal Study of the High School Class of 1972 and the National
Educational Longitudinal Study of 1988, Bound and colleagues (2010) compared the eight-year
college completion rates between high school students who graduated in 1972 and those who
graduated in 1992. They discovered a nearly five percent drop in completion rates among
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students who attended community colleges and less-selective universities with almost all of the
decline in college completion rates being among men (Bound et al., 2010).
According to Brock (2010), students who start their higher education journey at a fouryear university or college had a 60% graduation rate in the 1995-1996 school year while students
who started their higher education journey at a community college had a graduation rate of 32%
in the same year. The most recent data indicate that in 2000, three-year graduation rates among
first-time community college students was approximately 30% (Integrated Postsecondary
Education Data System (IPEDS), 2003), and less than half of all students who entered
community college completed their studies to earn a certificate or degree within eight years of
first enrolling at the institution. Of this less than 50% of students, 6% earn certificates, 18% earn
bachelor’s degrees, and 15% earn associate’s degrees (Bailey and Morest, 2006).
Academic literature supports that the high attrition rate and failure of students to
complete college, particularly where community colleges are concerned, is directly attributable
to the lack of developmental education effectiveness necessary to prepare students to enroll and
succeed in college-level courses. In a study of 57 community colleges across the U.S., Hern’s
(2012) research showed that among the developmental education student population, when
students are placed three or more proficiency levels below college-level math at an institution,
less than 10% of these students will ever progress toward taking and completing a college-level
math course. According to Hern (2012), “community colleges weed out more than 90% of these
[developmental education] students before they get through the first gate” (p. 60).
Researchers have consistently found that students who enter community colleges
underprepared to begin college level work and in need of remedial development tend to not
persist in completing the required coursework and graduating (Brock, 2010). According to
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Bailey (2009), “students who enroll in remediation are less likely to complete degrees or transfer
than non-developmental students” (p. 15). Brock (2010) posited that “college completion rates in
the United States are not likely to improve until substantially greater numbers of students break
through the remedial barrier” (p. 119), while Orange and Ramalho (2013) reported that
“postsecondary remedial education is a major problem for higher education, affecting retention
rates, degree completion rates, and cost of enrollment” (p. 52). As Hern (2012) explained, “the
problem is fundamentally structural. Attrition is high in developmental sequences, but more
important, attrition is exponential. As students fall away at each level, the pool of continuing
students gets smaller and smaller until only a fraction of the original group remains to complete
the sequence” (p. 61).
While lack of persistence and progress towards graduation is a concern for all community
college students, it is of marked concern for African American and Latino students, who tend to
leave community colleges before certificate or degree completion and without transferring to
another college or university at rates disproportionately higher than their White and Asian
counterparts (Davis & Palmer, 2010). While only 31% of White students need developmental
education, 41% of Latino students and 42% of African American students require some level of
developmental education when they enter college (NCSL, 2012; Orange & Ramalho, 2013).
Community colleges are faced with the challenge of developing innovative methods
around the traditional process of developmental education that will help them to effectively
retain academically underprepared students, including minority students. Recognizing this, many
community colleges have embarked upon “a dramatic expansion in experimentation with new
approaches” towards retaining developmental education students, helping them to persist and
ultimately succeed (Bailey, 2009, p. 12). One such method that is currently being piloted at some

8

institutions is that of pairing courses, which allows developmental education students to
accelerate the time that it takes to complete their recommended courses and fulfill graduation
requirements. The accelerated paired-course option is offered as an alternative to the traditional
model, which requires students, for example, to complete remedial-level coursework before
being permitted to take college-level coursework (Visher, Weiss, Weissman, Rudd, &
Wathington, 2012). This experimental method of course pairing has been designed to increase
students’ persistence in staying in school and progress towards graduation. However, it was not
known how effective the paired-coursework model of acceleration would be in fostering
persistence and progress towards graduation of the school system’s African American and Latino
male developmental education students. Thus, additional research was necessary to determine if
participation in accelerated paired coursework learning communities could facilitate persistence
and progress towards graduation among African American and Latino male developmental
education students.
Background of the Study
Males of Color & Collegiate Attainment
A significant gap in educational attainment exists between men of color and other
students who attend postsecondary colleges and universities (CCCSE, 2014). Not only do White
and Asian students outpace African American and Latino men of color, but their female
counterparts also experience greater levels of success, creating a wide and consistently-growing
gender gap (CCCSE, 2014). “Black and Latino males are among the least understood community
college students. Most educators are aware that, overall, women are doing better than men… but
few understand the reasons behind these gender inequities and, most important, what to do about
this perplexing issue” (CCCSE, 2014, p. 4). It is incumbent upon federal, state, and local policy
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makers as well as educational institution leaders, to understand and address the crisis that exists
among men of color in the nation’s community colleges.
Three fundamental facts are utilized by CCCSE (2014) as a starting point to
understanding the need for better understanding men of color in community colleges:
1. Current solutions are not adequate to address the nature and scale of the challenges
that colleges must rise to meet.
2. Everyone benefits if community colleges better serve men of color.
3. Colleges can better serve men of color by implementing effective educational practice
for all students, while also emphasizing campus diversity, cultural competence, and
other strategies for reducing stereotype threat (p. 4).
According to Victor Saenz, Executive Director of Project MALES and the Texas
Education Consortium for Male Students of Color, “ultimately, a commitment to the success of
male students of color must be woven into the very fabric of the institution. It must be reflected
in all student success initiatives, all interventions, and all strategic planning conversations”
(CCCSE, 2014, p. 1). This commitment begins with a comprehensive understanding of the
backgrounds of African American and Latino men of color, including their educational
background, cultural contexts, and challenges.
African American Males & Collegiate Attainment
African Americans and education. Prior to the 1960’s, because of discriminatory
attitudes and federal laws, African Americans were not permitted to enroll in colleges and earn
college degrees in many states in the U.S. (Brock, 2010). In 1963, the U.S. government
introduced a groundbreaking program, a move that would lead to an increase of African
Americans in college. This program, which increased government spending on higher education
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in 1966 to $3.5 billion (up from the $655 million that it spent in 1956), provided funding for the
construction of facilities with a concentration on Historically Black Colleges and Universities
(HBCU’s) and community colleges, the types of educational institutions that served many
African Americans (Brock, 2010). Around the same time, several other historical events
occurred, each of which would result in African Americans’ increased enrollment in higher
education institutions: (a) the U.S. Congress made race-based discrimination illegal in schools
and other public sites through the passing of the Civil Rights Act of 1964 and the Higher
Education Act of 1965; (b) civil rights leaders successfully fought against many of the de jure
and de facto laws set in place to keep African Americans excluded from institutions of higher
education and to prevent African Americans from receiving a quality education, especially in the
southern states of the U.S.; and (c) scores of Great Society initiatives and programs, championed
by civil rights leaders, helped to provide low-income African Americans with the funding that
they needed to pursue higher education (Brock, 2010).
College enrollment. Although there is increased access to higher education and more
diversity among higher educational institutions as a whole, the rates of college enrollment among
African Americans relative to other populations remains low. For example, in 2006, while the
number of Whites ages 18 to 24 enrolled in college was 44%, African Americans enrollment for
the same demographic and in the same year was only 32%, and for Latinos, it was 25% (Brock,
2010). As Brock (2010) explained, “rates of college attendance for African American and Latino
males are particularly low” (p. 115). There are several reasons to which researchers attribute the
lower enrollment of African Americans in college, including such deterrents as: (a) the financial
cost of obtaining a college education, (b) the inability to receive financial aid, and (c) the lack of
knowledge about what steps one should take to enroll in college (Brock, 2010).
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Reasons for selection of community colleges. Another issue affecting African American
college student enrollment is the under-preparedness of many African American students.
African American students graduate from high schools underprepared at disproportionate rates to
their White and Asian counterparts and are, as a result, overrepresented in developmental
education programs in community colleges throughout the U.S. at twice the rate of their White
and Asian peers (Davis & Palmer, 2010). Thus, when many African Americans do enroll in
college, because of the limitations that prevent them from being qualified for admission to many
four-year colleges and universities, many of them enroll in community colleges (Davis &
Palmer, 2010). The open enrollment policy of community colleges, which allows open
enrollment to all students, has helped to increase diversity among the demographics that
compose student body populations across the U.S. “Specifically, females, African American, and
Latino students are disproportionately enrolled in community colleges” (Brock, 2010, p. 114).
This trend is not without challenges. Davis and Palmer (2010) found that “African American
students who begin higher education at two-year colleges are significantly less likely to complete
a baccalaureate degree program when compared to their peers who begin at a four-year
institution” (p. 514).
College completion. Gaining access to entry at U.S. colleges and universities is only the
beginning of the challenge that exists among African Americans and academia. Once African
Americans are enrolled, colleges and universities must develop innovative ways to retain these
students and to ensure that all students, including racial and ethnic minorities, succeed in school
and graduate so that they are adequately prepared to develop careers, live sustainable lives and
make valuable contributions to society (Creighton, 2007). Like other populations, African
Americans also desire to complete their college education, as the community realizes that
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obtaining a college education is considered in the U.S. to be the means to a better life because it
allows an individual access to greater employment opportunities, higher earnings, and increased
social capital (Tinto, 1993).
When enrolled in colleges and universities, Buchmann and DiPrete (2006) found that
African Americans receive significantly lower grades than their counterparts of other ethnicities.
There are also differences in college attainment among African American men and women. In
general, male students tend to fare worse in completing college and completing a degree than
other populations. The research of Bound and colleagues (2010) showed a decline in the rates of
men’s college completion when they examined high school graduates from 1972 to 1992, noting,
“college completion rates have been the most pronounced for men who first enroll in less
selective public universities and community colleges” (p. 129). Women represent 67% of all
bachelor’s degrees earned by African Americans (Buchmann & DiPrete, 2006). White men once
earned the majority of all bachelor’s degrees awarded to Whites, but this trend reversed in 1982
when White women began earning the majority of all bachelor’s degrees awarded to Whites.
However, among African Americans, as the gender gap has always existed between men and
women, with African American women earning the majority of all bachelor’s degrees awarded to
African Americans as recorded in research from as early as 1954 (Buchmann & DiPrete, 2006).
When the lower completion rate of males are coupled with the low completion rate of African
Americans, this suggests that African American males fare the worse of all students attending
college in the U.S. (Hagedorn & Maxwell, 2001) and makes the topic of how to increase African
American male persistence and progress toward graduation a topic worthy of research
consideration.
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Persistence among African American college students. Persistence among African
American students is a topic of great relevance when undertaking research on community
colleges. Brock (2010) reported rates of persistence and college completion by race and
ethnicity, noting that the group with the highest rates of persistence and completion at public
four-year colleges and universities are Asian and Pacific Islanders, followed by Whites (nonLatino), Latinos, and finally, African Americans (non-Latino). The group leading in rates of
persistence and completion, the Asian and Pacific Islanders, were almost two times as likely to
complete a college degree or still be enrolled in college after six years as African Americans
(non-Latino) in 1995-1996 (Brock, 2010). Brock (2010) also recorded rates of persistence and
college completion between males and females, noting that the rates between the two genders
differed by institution type; females demonstrated higher rates of persistence and college
completion than men at public four-year universities and colleges, although the difference is a
slight one, being only 5% higher. However, the study showed that males demonstrated higher
rates of persistence and college completion than women at community colleges. Overall,
regardless of whether the educational institution is a two-year community college or a four-year
university or college, females are awarded more degrees – both associate’s and bachelor’s
degrees – than men (Brock, 2010).
According to Creighton (2007), most research that has investigated the retention of
African American students has focused on: (a) students’ attributes prior to entering the college or
university; (b) how well they are personally and normatively integrated into the college’s culture;
(c) students’ academic goals and commitments towards their academic institution; and (d) the
experiences they have while enrolled at the institution.
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First, pre-entry traits and characteristics possessed by the individual have a strong bearing
on the retention of African American students. Schwartz and Washington (2002) conducted a
study to determine how student attributes prior to enrollment and experiences in college would
impact the academic performance and retention of 229 African American freshmen. The results
indicated two strong factors positively associated with retention and returning to college the
following semester: having a higher rank in high school and having a perception of being
strongly integrated into the fabric of the college campus. Researchers have also discovered other
pre-entry attributes that affect retention among African American students in general, including
participating in pre-college academic programs, which significantly and positively impacted
retention rates, and students’ unrealistic expectations of college, which negatively impacted
retention rates (Creighton, 2007). Among African American male students specifically,
researchers have discovered a link between having better grades in high school grades and
experiencing higher rates of retention in college (Hagedorn, Maxwell, & Hampton, 2002).
Buchmann and DiPrete (2006) discovered that African American males “gain a differential
advantage when they have a father in the home with some college education, and that they lose
this advantage when their father has only a high school education or is absent” (p. 534).
Next, how well African American students are personally and normatively integrated into
the college’s culture can impact their level of retention. Among students in general, when
students are actively involved in the life of the campus, successfully integrated into the culture of
the school, and have a social life that connects them to peer groups, other students,
administrators, and faculty members of the university of community, this has a significant
positive effect on their retention (Terenzini, 2005). Among African American students
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specifically, student development counselors and their work to help African American students
become integrated into the campus culture has a positive impact on retention (Flowers, 2004).
Then, African American students’ goals of attaining a college degree and commitment
towards their academic institutions also significantly impact their level of retention in college.
Among students in general, according to Tinto (1999), when students are committed to their
academic institutions, their rates of retention are higher because there is a greater likelihood that
they will persist and complete school. This is also true for African American students: when they
perceive that their personal goals and academic interests are consistent with the mission of the
college or the university they attend, this may increase their sense of social support, and
consequently, their level of commitment to the academic institution (Flowers & Pascarella,
2003).
Finally, the experiences that African American students have while enrolled at an
institution impact their retention and progress toward graduation. Rowley (2000) discovered that
when African American students experienced a lack of support services on campus, or when they
experienced incidents of discrimination or social isolation, these experiences negatively
impacted their retention. Jackson (2007) affirmed this notion, explaining that racial
discrimination is problematic for African American students, negatively impacting their
educational progress towards graduation. Researchers have identified the presence of
discrimination through institutional racism, which is designed to negatively impact and
systematically impede the progress of people of color, is entrenched in many public policies and
institutions. Colleges and universities are no exception; the institutionally racist policies not only
keep African American students from accessing higher education, but they subvert the academic
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success of African American students who are enrolled, resulting in disproportionate levels of
attrition amongst this population (Darling-Hammond, 2005).
Other factors found by researchers to negatively impact the educational progress of
African Americans include faculty members having low expectations and negative perceptions
of these students (Osburne, 2001). Tinto (2004) found that when students had a balance due to
the educational institution after their financial aid and family contributions had been applied,
they tended to enroll in classes part-time, live off-campus, and/or work an excessive number of
hours at a job. These factors negatively impacted their persistence and progress toward
graduation. Demetriou and Schmitz-Sciborski (2011) noted that minority and low-income
students will tend to have greater retention if they receive financial aid in the form of grants
rather than loans.
Gladwell (2000) reported important considerations for improving student retention of
African Americans attending predominantly White academic institutions, each of which centered
on enhancing the institutional experiences of African American students. These considerations
included: (a) developing support programs designed specifically for African American students;
(b) ensuring that all faculty and staff underwent diversity training, (c) increasing the numbers of
African American staff and professors working at the university, (d) providing more interaction
between faculty members and their students, (e) developing a program in which counselors
would be trained to address the specific needs of African American students, and (f) allowing
students to play a role in the development of the programs designed to meet their needs.
Recommendations for increasing persistence among African American students. In
order to demonstrate a heightened level of commitment to the retention of African American
students, Gruenwald (2003) recommended that academic institutions: (a) evaluate the ability of
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the institution to work with this population of students, (b) examine the mission and philosophy
of the institution, (c) allow the students to schedule visits to the institution early on in the college
preparation process, (d) evaluate the readiness of incoming African American students, both
academically and socially, (e) provide assistance to African American students to help them
navigate and function within the organizational structure of the institution, (f) establish
relationships with the students, (g) assist with preparing the students for effective functioning in
the work world, (h) establish a mentoring program specifically for these students, and (i) help the
students evaluate and explore their career options.
Latino Males & Collegiate Attainment
Latinos and education. Latino immigrants comprise a large portion of the American
population and are a significant part of the U.S. workforce. According to Luna and Martinez
(2013), “many suggest that the country’s ability to be the global leader largely depends on the
ability to educate and graduate Latino youth” (p. 2). Considering this, it should become a
national priority to find strategic ways to ensure that members of this population set and attain
educational goals and prepare for participation in the labor market so that they can become
productive contributors to the nation’s economy (Teranishi, Suarez-Orozco, & Suarez-Orozco,
2011). The researchers also asserted that community colleges play an important role in helping
Latinos achieve such outcomes because their institutional structures tend to be more compatible
with the needs of many Latinos. For example, community colleges: (a) have lower tuition than
four-year universities, (b) have open admissions policies that allow all students to enroll, (c) are
often more conveniently located within traveling distance of neighborhoods where students live,
and (d) are more accommodating of students who have economic and/or family responsibilities
outside of the classroom (Teranishi et al., 2011).
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Saenz and Ponjuan (2011) contribute to the argument for the need for greater attention on
the educational attainment of Latino males by asserting that because the Latino community is
such a strong and growing presence in the U.S. (the population increased 45 percent over the past
decade and is now the largest group of ethnic minorities in the U.S.), it is incumbent upon both
policymakers and educational institutions to assist this demographic group with educational
attainment so that they can be contributors to the nation’s economy. To not make such an
investment in Latinos, particularly Latino males, would be problematic for not only the Latino
community, but the nation. Saenz and Ponjuan (2011) explain, “missing this opportunity to
provide economic and social advancement for this community will have a profound impact on
the future of U.S. citizens and the nation’s economy” (p. 3).
Saenz and Ponjuan (2011) also reported on the seriousness of the lack of educational
attainment of Latino males, explaining:
The future of our nation’s Latino male student population is in peril. Even as the total
number of Latinas/os attending college and attaining degrees has increased steadily in
recent decades, the proportional representation of Latino males continues to decline
relative to their female peers. This growing gender gap is not unique to Latino male
students, but it has largely gone unnoticed and under-examined by policymakers and
education leaders. Such an unacknowledged crisis has untold implications for the future
economic prosperity of our country and the well-being of our rapidly growing Latina/o
communities (p. 4).
Because of low levels of educational attainment, although Latinos have traditionally
participated at high levels in the U.S. workforce, they are often relegated to low-skill jobs or
occupations that offer low pay, that are seasonal or unstable, that tend to be more dangerous, that
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do not empower them for economic mobility, and that do not offer health insurance. Their low
educational attainment, (Saenz & Ponjuan, 2011) combined with their language barriers, their
lack of training, and other factors makes them less employable. The primary way to increase the
stability, upward economic mobility, and to make them productive contributors to the national
economy is to increase their educational attainment. This makes the role of community colleges
all the more important (Saenz & Ponjuan, 2011).
While much research has been conducted on the success factors that contribute to the
educational attainment of Latina females, little research has been conducted on Latino males
(Saenz & Ponjuan, 2011). The research that does exist shows that the educational attainment gap
that exists between Latino males and females does not begin in college; it begins in early
childhood, persists throughout every grade level of primary and secondary school, and continues
into college (Saenz & Ponjuan, 2011). Research notes that the same trend occurs between Black
males and females, beginning in early childhood, justifying the need for further research into the
cause of this phenomenon.
Although males of color tend to fare worse in educational attainment than other groups,
some researchers deem African American males to have traditionally received greater amounts
of attention and resources to boost levels of educational attainment than Latino males. Because
of this, Saenz and Ponjuan (2011) assert that equal attention and additional efforts are necessary
to booth the educational attainment of Latino males. They explained, “similar to the ongoing,
well-established efforts to improve the educational outcomes of African-American/Black males
in higher education, the nascent national movement on behalf of Latino males suggests that we
consider promising regional and local initiatives that target Latinos (Saenz & Ponjuan, 2011, p.
12). Despite the clear crisis of a lack of Latino males in postsecondary institutions and the
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growing gender gap that exists between Latino males and females, researchers have only recently
begun to focus their research specifically on Latino male community college students (Saenz,
Bukoski, Lu, & Rodriguez, 2013). These findings and recommendations justify the immediate
need for investigating innovative ways in which colleges can increase the enrollment,
persistence, and educational attainment of Latino males.
College enrollment rates. The high school dropout rate among the Latino community
has decreased significantly. The rate was 32% in 2000 and dropped to 12% in 2014, although the
dropout rate of this group remains higher than every other group, including Blacks (Pew
Research, 2016). Researchers attribute the dramatic reduction in the rate of high school dropouts
among Latinos to the increases that have been seen in college enrollment. In 1993, only 22% of
Latinos ages 18 to 24 were enrolled in either a community college or a four-year college, but by
2014, this number rose to 35% of young adult Latinos being enrolled, or approximately 2.3
million students (Pew Research, 2016). However, although college enrollment rates are higher
than they have ever been for Latinos, their rates are still significantly lower relative to the
general population, particularly for Latino males.
Researchers have identified several factors that contribute to the lower levels of college
enrollment among Latino students, including: (a) not having sufficient information about how to
apply for or gain admission to college, (b) academic under-preparedness, (c) having parents with
low level of education, and (d) being from low-income families (Saenz & Ponjuan, 2011). The
rate of underrepresentation of Latino males is so low in postsecondary institutions that the U.S.
Census Bureau reported that for every Latino male in a college dormitory, there are 27 Latino
males in jail dormitories (Saenz & Ponjuan, 2011). Latino males are also the third largest
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demographic of males that enlist in the military as an alternative to going to college (Saenz &
Ponjuan, 2011).
The main challenge to becoming enrolled in college for Latinos remains to be economic
factors. For example, “in a 2014 National Journal poll, 66% of Hispanics who got a job or
entered the military directly after high school cited the need to help support their family as a
reason for not enrolling in college, compared with 39% of whites) (Pew Research, 2016).
Another factor that researchers believe to contribute to lower rates of college enrollment among
Latino males is the cultural value of ‘familisimo,’ which places a high priority on and attachment
to one’s family, both immediate and extended (Saenz & Ponjuan, 2011). Operating out of a sense
of familisimo includes a strong sense of responsibility to protect, care for, be loyal to, and
provide for the family. In light of this, immediately after high school, Latino males tend to be
more likely to get a job to financially provide for their family rather than go on to college to
attain a degree (Saenz & Ponjuan, 2011). However, researchers have also studied the impact of
familisimo on educational attainment and found that this strong sense of connectedness to family
can help Latino students who choose to go to college to persist and attain favorable educational
outcomes (Saenz & Ponjuan, 2011).
Reasons for selection of community colleges. According to Pew Research (2016),
almost 50% of the Latino students who go to college enroll in two-year community colleges.
This percentage of community college enrollees is significantly higher than any other ethnic
group, including Whites (30%), Asians (32%), and Blacks (36%) (Pew Research, 2016). Both
male and female Latinos are more likely to enroll in community colleges, outpacing their White
counterparts’ enrollment two to one (Saenz et al., 2013). Saenz and colleagues (2013) reported
that there are four primary reasons that Latina/o students primarily enroll in community colleges
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rather than four-year universities. The first reason is because they tend to originate from families
of a lower socioeconomic status and cannot afford the higher expenses of universities. Second,
Latina/o students enroll in two-year institutions because community colleges offer greater
flexibility to students who have other obligations outside of school (like work and family
responsibilities) allowing students to attend classes part time and in the evenings. Third,
community colleges have greater appeal to Latina/o students because they tend to offer
certification programs and courses that equip students with skills and proficiencies that will
allow them to immediately go to work, which is essential to Latinos, as they tend to value the
prioritization of work. Finally, because more community colleges are working with four-year
universities that allow students to transfer from two-year colleges into their institutions, the
ability to complete core courses at a community college and then transfer to a four-year
university offers greater affordability for students with limited financial resources (Saenz et al.,
2013).
Another factor in Latina/o students’ selection of community college is the preparedness
factor: after completing high school, they discover that they are underprepared for college-level
coursework. Boden (2011) investigated the perceived academic preparedness of first-generation
Latino college students, who are typically considered underprepared for college-level work upon
enrollment for college based on their placement test scores. The findings of the study revealed
that although students perceived that they were prepared for college, their academic preparedness
was low and showed that they were not prepared for college-level academics. Because of this
lack of preparation and need for developmental education to boost their academic proficiencies,
their most feasible choice is to attend community college.
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Cultural factors, such as the centrality of family and strong bonds with family members,
also play a role in Latina/o students choosing to attend community colleges, because these more
accessible educational options allow students to continue to live at home or close to home while
in school (Saenz et al., 2013). Another cultural factor involved in Latina/o students selecting to
attend community colleges is that these schools tend to offer English as a Second Language
courses, which are essential for college success, while four-year universities typically do not
(Saenz et al., 2013).
College completion. Community college completion and attainment of credentials for
Latinos has made notable increases over the past 20 years. According to Mullin (2011), the
number of Latinos earning credentials from community colleges has increased 440% over the
past 20 years (since 1991), and the number of Latinos enrolling in community colleges has
increased by 226%. Also, over the past 20 years, the number of Latino students earning an
associate’s degree from community colleges has increased 383%, the number earning short-term
certificates increased 1,338%, the number earning moderate-term certificates increased 302%,
and the number earning long-term certificates from community colleges increased 80% (Mullin,
2011).
Unfortunately, even though more Latino students are attending college than ever before,
this group still falls behind all other ethnic groups in their rates of graduating with a college
degree from a four-year college or university. Pew Research reported that only 15% of Latinos
ages 25 to 29 have a bachelor’s degree or higher, a low percentage when compared to Asians
(63%), Whites (41%), and Blacks (22%) (Pew Research, 2016). Also, Saenz and Ponjuan (2011)
report that men of color, primarily Latino males, have significantly lower college enrollment and
degree completion rates than their female counterparts, creating an educational crisis that must
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be addressed. In 2010, females earned three out of every five degrees that Latinos earned in
2009, and this degree attainment gap between the two genders continues to grow.
Where Latino students choose to attend college also matters when examining their rates
of completion. The Texas Higher Education Coordinating Board (2012) reported that Latina/o
undergraduates are more likely to drop out of school when they attend two-year community
colleges than when they attend four-year universities. Additionally, research indicates that fewer
than 50% of Latinos who enroll in community colleges finish a degree or certificate. However,
when they attend four-year universities, more than 60% of Latina/o students who begin at the
university complete a bachelor’s degree (Saenz et al., 2013).
Latino-serving institutions, which are able to meet the unique academic and cultural
needs of Latino students, are one means of increasing college completion rates among Latino
students. Nunez, Sparks, and Hernandez (2011) examined how Latino-serving institutions (HSIs)
affect the enrollment and completion of Latinos attending community college. The researchers
discovered that Latinos who attend Latino-serving institutions as opposed to community colleges
that are not Latino-serving institutions exhibit a reduced risk for leaving college before they
attain credentials. The study also reported on the profile of Latinos who tend to enroll in HSIs as
being older, male, first-generation college students who also had elevated expectations about
educational attainment and high grade point averages, suggesting that they were serious about
school and serious about persisting towards the completion of school and graduation (Nunez et
al., 2011).
Persistence among Latino college students. Researchers have discovered several
factors that influence the persistence of Latina/o college students, including: (a) support received
from immediate and extended members of their family and community, (b) receiving constant
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cultural validation, and (c) having favorable experiences with mentors throughout their college
career (Saenz & Ponjuan, 2011). Barnett (2011) conducted research on persistence among
community college students and offered insights on how various factors affected the persistence
of minority students, notably how validation affected their persistence. The study results showed
that “higher levels of academic integration in the college predict a stronger intent to persist in
college” (209) with Latino students demonstrating significantly higher persistence (defined by
expressing their intention to re-enroll in the next semester) than their White counterparts. When
examining how levels of faculty validation affected academic integration for students in the
community college, the researcher found that the higher the levels of validation that the faculty
members offered to the students, the stronger the students’ sense of academic integration would
be. This was especially true for minority students (Latino, Black, and Asian) whose results were
significant in comparison to White students. The research study also indicated that Latino and
Black students were significantly more likely to persist in college when they received higher
levels of validation from the college’s faculty members.
Saenz and colleagues (2013) examined the experiences of Latino males attending
community college in an effort to determine how constructs of masculinity affected their college
experiences and completion. Their findings showed how several factors affected the academic
success of Latino male students. For example, the presence of machismo, or the Latino ideology
of cultural masculinity associated with power, pride, aggression, competition, and control, was
evident among the student subjects. Saenz et al. (2013) indicated, “the Latino males in this study
reflected such characteristics and behavior, which was often displayed by their avoidance in
asking for help, even in the face of impending failure” (p. 89). However, machismo also served a
positive purpose, serving as a competitive force to drive the male students towards
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accomplishing their academic goals, not allowing their Latina female counterparts’ academic
achievements to surpass their own. Additionally, Saenz and colleagues (2013) reported that
Latino males expressed a fear of failure, despite the front of confidence that they maintained out
of a sense of machismo. The researchers explained:
This fear revealed itself as anxiety; when faced with challenges, men were more likely to
quit, opting to take pride in meeting familiar obligations than pride in persisting in
school. These decisions demonstrate a fight or flight response; by choosing to drop out,
males could run away from the source of their fear of failure – education – but
simultaneously run towards a source of confidence and strength – a job (p. 90).
Another dominant theme that Saenz et al. (2013) reported was the Latino male students’
pressure to achieve status. Again, out of their cultural values which equate manhood with
employment and earning an income, the students were often “tempted by opportunities to make
quick and easy money, especially for those with a family to support” (p. 91). Thus, they were
challenged with enduring the process of achieving an education and earning a degree rather than
leaving school and earning money, resources that would immediately increase their sense of selfworth and their self-perceived status.
Based on the findings of their research, Saenz et al. (2013) offer implications for
increasing the educational attainment of Latino males. These suggestions include the following:
(a) re-framing programs and services with men in mind (including the cultural values out of
which sub-groups like Latino men tend to operate), (b) integrated career and academic pathways
(that combine classroom learning with on-site job opportunities), and (c) messaging to Latino
males and their families (to leverage the collective support that exists in these communities to
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encourage their males to remain in school, overcome challenges, succeed academically, and
graduate).
Luna and Martinez (2013) examined high-achieving Latina/o students attending college
and how the students utilized their community’s cultural wealth, which consisted of networks,
skills, knowledge, and abilities, to persist and become academically successful. Findings showed
that the educational goals and aspirations of the students were primarily shaped by their parents,
who were able to offer encouragement and words of inspiration rather than financial, academic,
or assistance with navigating college. Thus, not only did parental support drive the students
towards enrollment in college, but their support also helped students to persist. Luna and
Martinez (2013) assert that this type of parental support should not be undervalued because it
does not include financial support or support with applications, navigating college, etc. Instead,
their type of support should be considered assets that are necessary to help Latina/o students to
persist, succeed, and complete their education.
Additionally, Luna and Martinez (2013) found that Latina/o students benefited from the
community cultural relationships that they shared with other Latina/o students. The researchers
reported, “social capital fostered trust, norms, and expectations among youth who came to share
a common goal of academic success by doing homework together, sharing a computer, or
belonging to a study group” (p. 14). Another key finding in Luna and Martinez’s (2013) study
was that although faculty members had low expectations of the academic abilities of their
Latina/o students (which were often due to cultural differences that existed between the students
and the faculty members), the students maintained high educational aspirations.
Based on the findings of their research, Luna and Martinez (2013) offered
recommendations to increase student success and persistence, including the following: (a)
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schools should establish and maintain high academic expectations and educate students about
how to navigate college, (b) placing greater value on Latina/o parental involvement in whatever
forms it is offered, (c) recognizing and respecting Latina/o students’ native language and using it
as a tool to increase comprehension, and (d) creating campus climates that are welcoming of
Latina/o students so that the student feel that they belong.
According to Saenz and Ponjuan (2011), one factor that cannot be ignored when
discussing persistence in college attainment among Latino males is that of paying for a college
education. To address this issue, the researchers suggested greater transparency by colleges of
the total costs that students must pay to attend the college, greater education for Latino families
about the process of financial aid and its different forms, and realistic, accurate data on how
much time it will take to earn a degree. Such information will allow the families of Latino males
to make clear and informed decisions about college attendance and develop an action plan of
how they will support the student through college until he or she can complete a degree or
certificate (Saenz & Ponjuan, 2011). Tovar (2015) examined how additional factors affected
persistence among Latino students, including Latina/o students’ interactions with various oncampus supports, including advisors, counselors, faculty members, and support programs,
affected the academic success and persistence of the students. Study findings showed that
interacting with these college supports, both the individuals and support programs, had a
significant impact on Latina/o students’ success.
While most research on Latina/o college student persistence focuses on the external
factors that affect their ability to remain in college like having employment, financial and family
responsibilities outside of school, few focus on the unwelcoming college campuses marked by
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racial hostility and how the challenges existing in such environments can affect Latina/o student
college experiences and their willingness to persist (Luna & Martinez, 2013).
Recommendations for increasing persistence among Latina/o students. “Latino male
college students are vanishing from postsecondary institutions” (Saenz, Bukoski, Lu, &
Rodriguez, 2013, p. 82). Considering this, it is of critical necessity that community colleges
could more effectively meet the needs of Latino students, specifically Latino immigrants,
because “although there are many good ideas for interventions that can boost enrollment and
improve the performance of immigrant students in community colleges, rigorous research on
effective programs is scant” (Teranishi, Suarez-Orozco, & Suarez-Orozco, 2011, p. 153).
The findings of researched conducted by Teranishi and colleagues (2011) showed that
there were various ways in which community colleges could attract, enroll, and retain Latino
students, including the following: (a) offering outreach programs designed to make college
appealing to young Latino immigrants and that would help them to complete college
applications, (b) provide assistance to help the students apply for and receive financial aid, (c)
allow funds received for financial aid to cover English as a Second Language courses that might
be needed by some Latino students, and (d) offer additional funds and scholarships for
undocumented students and documented Latino immigrants. By offering such interventions,
community colleges can increase their effectiveness in attracting, retaining, and graduating
Latino students (Teranishi et al., 2011).
Based on their research findings, Saenz and Ponjuan (2011) provided the plans for a
program for what they consider to be a blueprint for Latino male success in education. The
blueprint includes the following actions: (a) create awareness, (b) develop a support network, (c)
develop a vision and mission statement or theory of change, (d) identify short- and long-term
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measurable goals and objectives, (e) develop key benchmarks and track progress, (f) design
research-based programmatic activities to meet the designated objectives, (g) garner resources,
(h) create financial and nonfinancial sustainability, and (i) inform stakeholders (Saenz &
Ponjuan, 2011). One of the recommendations that research experts on Latino males offer as a
means of addressing the crisis of low collegiate attainment of these students is that of linking
academics with such social developmental supports as learning communities (Saenz & Ponjuan,
2011). Additional supports might also include tutoring, instruction on study skills, and
mentoring, counseling, or advising (Saenz & Ponjuan, 2011). Researchers also recommend that
education institutions hire additional Latino American faculty and other men of color for
teaching positions.
Saenz and Ponjuan (2011) also proposed five critical components that programs and
policies designed to ensure the college readiness and success of Latino males should entail.
These include the following:


Emotional Support – Encourage caring and respect through mentoring, peer support,
and individual counseling.



Instrumental Support – Offer tangible interventions, such as workshops focused on
financial literacy, study skills, and time management.



Informational Support – Offer valuable information related to academic transitions,
academic advising, and career choices.



Appraisal Support – Offer ongoing feedback based on student progress.



Structural Support – Provide formal and informal structures to improve the school’s
culture and climate (p. 14).
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Male Students of Color & Developmental Education
Many male students of color who enroll in college discover that they are underprepared
for the demands of college coursework. This is often because many of these students are
educated in public school systems and schools that are urban, predominantly minority, poorly
structured, underfunded, and lacking the resources necessary to equip their students for college –
resources that are abundant in the school systems and schools that their White and Asian peers
attend and that equip them to graduate adequately prepared for the demands college coursework
(Condron & Roscigno, 2003; Jackson, 2007). Of all demographic groups, students of color
graduating from high school were less likely than any other group to meet College Readiness
Benchmarks; only 4% of African Americans met all four benchmarks. Further, roughly 50% of
African American and Latino students did not meet any of the four College Readiness
Benchmarks after graduating from high school (ACT, 2012).
Researchers have uncovered several problems that have historically contributed to the
graduation of students of color underprepared for college coursework, including having teachers
who are unqualified to teach subject areas, school facilities that are inadequate for the proper
education and development of students, the use of educational materials that are outdated, a
shortfall of academic resources to serve students such that there are not enough to distribute to all
students who need them, low rates of students passing Advanced Placement exams, and the use
of college preparatory curricula that are weak and ineffective (Kozol, 2005). Davis and Palmer
(2010) summarized the shortcomings of the educational systems in which many minorities are
educated, which do not equip them with the basic academic skills that they will need to realize in
academic success:
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…academic under-preparedness among African American students originates early in
their school experience, and is often the consequence of poorly funded schools and
ineffective school officials. In other words, many African American students are
adversely affected by the conditions under which they learn and develop as children in
elementary and secondary schools, especially those from low-income, urban school
districts. These conditions include insufficient materials, unqualified teachers, poor
facilities, low expectations, weak college preparatory curricula, stereotype threat, and
systemic racism (p. 512).
Many students of color graduate from high school in need of post-secondary remedial
education because they have a greater tendency to be enrolled in school systems that do not
sufficiently prepare them with the basic skills necessary to manage college coursework (Davis &
Palmer, 2010). According to Davis and Palmer (2010), underrepresented minority students
require remedial education at a disproportionately higher rate than other students in order to gain
access to four-year colleges and universities. Attewell, Lavin, Domina, and Levey (2006)
reported that students of color consistently lag behind their White and Asian peers in the subject
areas of science, reading, and math, which are critical for being adequately prepared to take
college-level coursework. This has resulted in an achievement gap that persists between students
of color and their White and Asian peers. Kreysa (2006) reported that while minorities in general
had a positive correlation with enrollment in remedial courses, the correlation was even stronger
among students of color and enrollment in remedial courses. Further, this gap persists when the
analysis controlled for socioeconomic status, indicating that whether they attend schools in richer
communities or poorer communities, minority students continue to lag behind their White and
Asian counterparts in each of these key academic subjects.
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Considering that many states and systems of higher education are significantly
downsizing their developmental education programs or eliminating them altogether in their fouryear colleges and universities because of their high cost, the ability to access postsecondary
remedial programs in community colleges has become more critical than ever to the ability of
minority students to obtain a college education (Davis & Palmer, 2010), as they are often
underprepared for college coursework and rely on postsecondary remedial education to succeed
in college (Attewell et al., 2006). Parker (2007) reported that approximately 22 higher education
systems (or the states that govern them) have already ceased to offer or drastically reduced
developmental education to underprepared students. Developmental education is a critical tool
for the success of minority college students. According to CCCSE (2014), men of color were
enrolled in developmental education programs at twice the rate of White students. The inability
to access postsecondary remediation programs designed to boost the capacity of underprepared
students to take college coursework and succeed in school would introduce a significant
hindrance to college attainment in the minority community in ways that their absence would not
significantly impact non-minority communities (Davis & Palmer, 2010). Thus, as there has been
a steady increase in students of color attending college over past decades, the need for colleges to
provide post-secondary remediation that is effective in developing the basic academic skills of
these students has also increased (Merisotis & Phipps, 2000).
Developmental Education in Community Colleges
Each year, a large percentage of students entering community college do so academically
underprepared to take college-level courses (Bailey, 2009). Bound and colleagues (2010) offered
a potential explanation for this trend: the composition of the type of students attending college is
because many people are now recognizing the higher lifetime returns they can receive with a
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college degree. As a result of the increased demand for college degrees, colleges are enrolling
academically underprepared students at unprecedented levels. However, as these students
attempt to matriculate through the higher education system, because they have weaker academic
skills, they stand a greater likelihood for dropping out of school and not completing college and
graduating (Bound et al., 2010). Further, because community colleges are less selective and
more likely to admit academically underprepared students, these institutions have suffered the
greatest declines in student rates of college completion. Thus, these types of school are faced
with the greatest challenges of reducing attrition (Bound et al., 2010).
Most commonly, academic institutions use versions of the Accuplacer and Compass tests
to assess the academic preparedness of students entering community college, although other
assessments exist. Both the Accuplacer and Compass tests assess students’ skills and knowledge
in the subject areas of reading, writing, and math in order to identify a student’s strengths and
developmental needs in each respective area. However, no standard skills assessment exam is
used in the United States to determine whether students are in need of developmental education
(Bailey, 2009). It is important to note that “developmental education assessments are not
designed to predict future college outcomes, but rather to determine the appropriate course into
which students should be placed” (Bailey, 2009, p. 24).
College students whose fundamental skills are not deemed to be strong enough to
succeed in college-level coursework are typically prescribed a sequence of developmental
courses that must be completed prior to being permitted to enroll in college-level courses.
Attewell and colleagues (2006) examined data from the National Education Longitudinal Study
between 1988 and 2000 and found that, among college students of traditional age: (a) 58% of
students attending community college took at least one developmental course, (b) 44% of
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students took between one and three developmental courses, and (c) 14% of students took more
than three developmental courses. Other research has produced similar findings. For example,
Bailey (2009) utilized community college data from a national database (Achieving the Dream:
Community Colleges Count) comprised of reports from 83 community colleges across 15 states
in the U.S. to track three years of data on more than 250,000 first-time students. Study results
revealed that 59% of students in the database were enrolled in at least one remedial or
developmental education course (Attewell et al., 2006). Students can be faced with taking several
semesters of developmental coursework before moving on to enroll in college-level coursework.
Bailey (2009) explained:
Students are often referred to a sequence of developmental courses comprising two, three,
or even more levels below the entry-level college course in a given area. Thus, some
students are judged to need three or more semesters of course work before being prepared
to learn college material (p. 14).
Bailey’s (2009) research revealed additional insights about student participation in
developmental education, including: (a) about one-fifth of the students referred to take
developmental math did not enroll within the three years tracked by the study and only 31% of
these students actually complete their developmental courses in math; and (b) about one-third of
the students referred to take developmental reading did not enroll within the three years tracked
by the study, and only 44% of these students actually complete all of their developmental courses
in reading. Further adding to the challenge of using developmental education as a means of
preparing students to succeed in college is the fact that while some community colleges
recommend that students who score low on assessment tests and have weak academic skills take
remedial courses before attempting college-level coursework, they do not require them to do so
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before enrolling in college courses (Bailey, 2009). Attewell and colleagues (2006) found that
nearly 21% of students that community colleges referred to take developmental math did not
enroll in the math classes within three years of initial college enrollment and 33% of students
referred to take developmental reading did not enroll within three years of initial college
enrollment.
Developmental education is a field of practice that “involves colleges and universities
admitting students who they believe have the ability to complete a degree with some
developmental assistance” (Davis & Palmer, 2010, p. 505). The concept of developmental
education originated in the mid- to late-1800’s as remedial programs and were commonly
referred to as “college preparatory” programs, with the first formal program of this nature
offered at Wellesley College in the late 1800’s (Kreysa, 2006). Today, while the purpose of the
programs remains the same, the term “developmental education” is now used interchangeably
with the terms “postsecondary remediation” or “remedial education” (Attewell et al., 2006) and
“learning assistance” (Kreysa, 2006, p. 253). The purpose of developmental education is to boost
the academic deficiencies of students who enroll in college underprepared with the basic skills
necessary to navigate college-level coursework (Attewell et al., 2006). Kreysa (2006) described a
more specific purpose for developmental programs at community colleges: “the purpose of these
programs is to help students from deprived – often economically or socially disadvantaged –
backgrounds to ‘catch up’ academically with their peers” (p. 252). Developmental education
programs vary by state and institution but typically range from offering remedial courses in key
subject areas and academic support to offering comprehensive support services to meet students’
academic and social needs, tutoring, counseling, and success seminars (Attewell et al., 2006).
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Most developmental education offers remedial courses in the key subject areas of writing,
reading, and math (Orange & Ramalho, 2013).
According to McCabe (2003), any developmental education program should be defined
by two primary goals: “(a) to ensure that every student is prepared for the academic rigors of
progressive courses in a particular content sequence; and (b) to ensure that students are not
allowed to enroll in a course in the sequence until they are prepared to be successful in that
course” (pp. 82-83).
The business of preparing students in need of remediation for taking college coursework
can be of significant cost to community colleges around the nation. Breneman and Harlow
(1998) found that the financial cost that colleges invest in providing developmental services is in
excess of $1 billion annually. A decade later, research conducted by Strong American Schools
(2008) reported that this annual cost of providing developmental education at community
colleges had risen to between $1.9 and 2.3 billion. The expense that colleges incur in providing
remedial education for underprepared students is of great concern to institutional leaders and
policymakers, leading them to question the efficacy of providing developmental programs at
their institutions and prompting them to find creative ways of balancing the cost of maintaining
the academic quality of the institution with the cost of focusing on equity for all students,
including those underprepared for college coursework and in need of remediation (Davis &
Palmer, 2010).
The question still remains among researchers about whether developmental education
actually affects the retention and graduation rate of developmental education students when
compared to non-developmental students. Most researchers examining postsecondary remedial
education indicate that remedial programs positively increase the likelihood that students will
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persist in college and progress toward graduation (Davis & Palmer, 2010). Of students who do
enroll in developmental education, research shows that they tend to complete their coursework at
varying rates depending on the subject area. According to Attewell et al. (2006), among students
enrolled in developmental courses, only 30% pass all of their math developmental classes in
which they were enrolled. This result is in contrast to other courses in which students experience
greater success. For example, 71% of students pass developmental reading while 68% pass the
developmental writing courses in which they are enrolled (Attewell et al., 2006). Additionally,
Kreysa (2006) found that there was no difference between the levels of graduation and retention
rates between the two groups. This finding suggests that participating in developmental
education can help students to catch up with their peers to the extent that those who enter college
academically underprepared persist at a rate similar to students who enter college prepared to
navigate the demands of college-level coursework (Kreysa, 2006).
Despite these results, Bailey (2009) painted a bleak picture of developmental education in
U.S. community college, highlighting the fact that many students who are recommended to take
a sequence of developmental education courses never enroll in them, and among those who do
enroll in one course, many of these students do not return to take the next course in the sequence.
Further, among those students who do complete their recommended developmental education
course sequence, many of these do not go on to enroll in the college-level courses for which they
were being prepared in their developmental courses. Thus, the data surrounding persisting
throughout developmental education (and even after the completion of developmental education
courses) is discouraging (Bailey, 2009).
It is a widespread belief among researchers that the developmental education process for
community college students is in need of at the very least, improvement, and at the most, reform.
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In fact, several states, notably California, Kentucky, Tennessee, and Texas, are ahead of the
curve in attempting to develop innovative, comprehensive initiatives to improve their
developmental education programs (Bailey, 2009). Various researchers have contributed to the
dialogue of what types of reforms are necessary to improve the effectiveness of developmental
education, increase retention, and bolster graduation rates among underprepared students. For
example, Bailey (2009) suggested that developmental education be reformed according to an
agenda that is comprised of several items, including: (a) a more thorough and comprehensive
method of assessing students’ academic proficiencies, (b) additional research that focuses on
examining how underprepared students navigate their early years on the community college
campus, (c) not making such a clear and noticeable differentiation between developmental
students and those who are sufficiently prepared for college-level coursework when designing
coursework, and (d) developing methods of streamlining developmental course sequences so that
students can begin enrolling in college-level coursework sooner, reducing their time towards
graduation.
Barbatis (2010) recommended using competency-based course curriculum so that
students can have a series of small wins – incremental successes – so they can accelerate through
the developmental education portion of their college career and move on to taking college
courses. Further, Barbatis (2010) suggested:
If skills learned in the developmental courses (i.e., reading) can be applied in related
college-level courses… and students can earn college-level credits simultaneously, they
are more apt to discover interdisciplinary application and make progress in earning
credits toward their degree. Developmental courses should not be taught in isolation but
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rather in ways that allow students to see the connected relationships among disciplines (p.
21).
As one approach towards the reform of remediation programs, Brock (2010)
recommended that colleges accelerate the speed at which underprepared community college
students could complete their developmental coursework and move on to college-level courses.
Brock (2010) offered several options that colleges could consider in order to achieve this
acceleration, including: (a) allowing students whose assessment scores fall slightly below what is
required for college-level coursework to take a short review class instead of requiring a semesterlong course in the subject area; (b) setting up short-term immersion courses that require students
to spend a greater amount of time in class each week, but which allow them to learn the material
in a shorter amount of time; (c) offering short term and accelerated immersion courses at nontraditional times like between semesters and during breaks; and (d) allowing incoming students
to undergo intensive remediation prior to taking assessments that measure their basic skills so
that they can avoid having to take developmental classes altogether.
Offering further suggestions for the reform of developmental education, Fowler and
Boylan (2010) suggested that colleges steer developmental educators towards addressing more
than academics; they would serve students better and increase retention by focusing on the
personal and non-academic factors that have a strong bearing on students’ academic performance
and persistence. These issues might include financial issues, employment issues, transportation
issues, family and childcare issues, or even a student’s personal medical issues, all of which have
the ability to negatively impact the students’ academic progress and persistence towards
graduation. This is especially true considering that such non-academic factors are of greater
importance and have a greater impact on developmental skills are already weak (Fowler &
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Boylan, 2010). Without addressing these key non-academic issues in a developmental education
student’s life, the offering of developmental education itself is unlikely to result in desirable
academic outcomes for the student (Fowler & Boylan, 2010).
Persistence among Community College Students
Student persistence is measured based on a student’s completion of a college degree or
certificate and on a student’s continual enrollment in college (Brock, 2010). There are marked
differences between the rates of persistence between students who begin their college studies at
community colleges versus those who begin their college studies at a four-year university or
college. The persistence rate of those who began at four-year universities or colleges is 80%
while the persistence rate of those who began at community colleges was 52%. The type of
educational institution that a student attends also affects persistence rates; those who attend both
private four-year universities and colleges and private community colleges have higher
persistence rates than those who attend public four-year and two-year institutions (Brock, 2010).
Students engaged in the developmental education process at community colleges can
persist towards graduation. According to Fike and Fike (2008), completing a developmental
course is a key predictor of retention and persistence, particularly the completion of a remedial
reading course. However, the level of development a student requires upon entering community
college affects the likelihood of persistence and progression towards graduation. Bailey (2009)
reports that when students start three developmental levels below what is required to take college
courses, only 16% of math students complete their full sequence of developmental math courses
and 22% of reading students complete their full developmental sequence in reading in three
years. Further, approximately 25% of all students who are referred to take remedial courses that
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are three levels below what is required to take college courses in both math and reading will drop
out of school between courses.
Ultimately, the research indicates that when students enter community college requiring
the completion of developmental courses, the likelihood that they will persist and progress
towards graduation is rare, although not impossible. Bailey’s (2009) research results indicated
the following about students who enrolled in a developmental education course in their
community college: less than 33% of students who enrolled completed a certificate or a degree
within eight years of their enrollment, and of the students who enrolled, 14% of the students
transferred to a four-year college before they completed a certificate or degree at the community
college. Bailey (2009) contrasted these results with the statistics surrounding students who are
not referred to enrollment in developmental education. Of these students, nearly 40% completed
a degree within eight years of their enrollment, and 14% of these students transferred before they
completed a certificate or degree at the community college.
Statement of the Problem of Practice
Lone Star College, a publicly-funded, two-year community college system serving the
northern and northwestern portions of the greater Houston, Texas area is experiencing high
attrition among its developmental education student population. The attrition rate is especially
high among the college system’s African American and Latino developmental education male
populations, two groups that have consistently had the highest attrition rate of any other groups
on Lone Star College’s multiple campuses (Lone Star College, 2016). Researchers have
indicated that accelerating the rate at which developmental students are able to complete their
developmental education coursework fosters greater levels of persistence in the students, which
in turn can reduce attrition (Barbatis, 2010; Brock, 2010; Hodara & Jaggars, 2014). It is also
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documented in research that paired coursework programs can be an effective means of
acceleration (Bailey, 2009). However, it was not known how effective the paired coursework
model of acceleration could be in fostering persistence and progress towards graduation of the
school system’s African American and Latino male developmental education students.
Advancing Scientific Knowledge
In this research study, the researcher examined the persistence exhibited by African
American and Latino male developmental education students who participated in accelerated
paired course programs as compared to the persistence exhibited by the same demographic of
students who enrolled in standalone, non-accelerated courses. Although developmental education
is a standard offering at most U.S. community colleges because so many of their students enroll
academically underprepared for college-level coursework, developmental education has fallen
under great scrutiny, and there are many experts who have called for a reform of the traditional
model with new models, such as developmental education course acceleration. This is especially
relevant in conversations about African American and Latino male college students, who have
significantly higher rates of attrition when compared to their non-racial and ethnic minority
counterparts. While some literature exists about the benefits of acceleration programs on student
persistence in general, there is limited research about how accelerated paired course programs
specifically affect the persistence of African American and Latino developmental education
students on community college campuses.
The theoretical framework underlying this research study was comprised of two theories:
Tinto’s model of student integration (Tinto, 1975), which focuses on how social integration
factors play a major role in helping students to persist towards graduation, and Eccles and
Wigfield’s (2000) expectancy-value theory which emphasizes how certain factors play a role in a
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student’s belief that he or she can complete educational tasks (i.e., completing developmental
education courses, persisting, and progressing towards graduation). Although there are numerous
studies that have been grounded in Tinto’s model of student integration and that have utilized
expectancy-value theory to attempt to address student persistence, little to no research has been
conducted to examine how the model of student integration affects expectancy-value beliefs of
students, particularly African American and Latino male students on community college
campuses. With this research study, the researcher attempted to make a valuable contribution to
the body of literature on student persistence by investigating how the acceleration of
developmental education coursework can affect student persistence by increasing their
expectancy and values that they can remain in school, progress towards graduation, and
completes their degree.
Significance of the Study
This research study is significant for two primary reasons. First, it is significant because it
addressed a gap in the literature by focusing on the direct impact of accelerated paired-course
programs on the persistence of African American and Latino male developmental education
students. Second, it is significant because it was conducted in response to calls for the
quantitative, systematic evaluation of developmental education programs and how they affect the
persistence of students of color.
The results that have been produced by traditional developmental education programs
have been ineffective, at best (Bailey, 2009). Aware of this shortcoming in their programs, many
community colleges are attempting to modify how they offer remediation to their students in
need of such development, beginning their change efforts with a focus on empirically measuring
how these students fare in their developmental coursework and how their levels of academic
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attainment in these courses is related to their persistence and progress towards graduation. As
Bailey (2009) explained, “there is now a growing commitment to better evaluation and
quantitative analysis of student progression in community colleges that promises a more
systematic and informed process of program and policy development” (p. 12). More than ever
before, community colleges are engaging in research that is driven by student statistics and that
is designed to closely track and monitor how their underprepared students are navigating their
developmental education sequences. The goal of such research is to provide insights that will
help community colleges develop more effective paired coursework acceleration programs for
African American and Latino male developmental education students – programs that will
actually result in helping this population of students to persist and graduate from their
institutions.
Although several programs and reforms have been implemented over the years by
community colleges, the evaluation of their abilities to cause students to persist and complete
college remains deficient (Brock, 2010). Burns (2010) noted, “systematic evaluation of
developmental education at community colleges is woefully lacking, despite indications of low
effectiveness increase the urgency” (p. 41). Parker (2007) recommended that more research is
necessary to understand if and how developmental education can effectively impact the
outcomes of diverse students at two-year community colleges and four-year universities. Hodara
and Jaggars (2014) recommended engaging in empirical research about how accelerating the
progress of developmental education community college students affects the students’ outcomes.
In response to Bailey’s (2009) and Burns’ (2010) calls for the systematic evaluation and
quantitative analysis of the effectiveness of developmental education programs, Parker’s (2007)
recommendation that more research be conducted to determine how developmental education
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can be used to more effectively serve students of color. In addition, Hodara and Jaggars’ (2014)
call for more empirical research to be conducted on how acceleration of developmental students’
coursework affects their progression. This study is also significant because it is built upon the
work of previous researchers who have deemed further investigation into the evaluation of how
developmental education programs and their impact on students of color.
Summary and Organization of the Remainder of the Study
The trend of high attrition among developmental education students persists despite the
comprehensive sequences of developmental courses that community colleges offer to build
students’ proficiencies in subject areas necessary to prepare them to take college level courses
and ultimately succeed in college (Bailey, 2009). While some research studies show that
developmental education, or postsecondary remediation, can have some impact on the likelihood
of student success, persistence, and progress towards graduation, the results are mixed, and most
developmental education students still do not complete college (Davis & Palmer, 2010). This is
an especially relevant topic of discussion when discussing the persistence and progression of
African American and Latino male developmental education students towards graduation, who
tend to have the worst rates of college completion in comparison to Whites, Asians, and other
ethnic groups (Parker, 2007). The low college completion rate of students who are referred to
developmental education exists, in part, due to the finding that the landscape of traditional
developmental education is grim and is consequently in need of significant reforms that will
improve its helpfulness in not only preparing students for higher levels of study, but helping
them to persist in remaining in school (Bailey, 2009). To bring about this type of reform,
developmental education course sequences must be reduced and accelerated, allowing students to
fulfill the requirements of the courses in a shorter amount of time while building the skills they
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need to succeed in college-level coursework (Hern, 2012). Various accelerated paired-course
programs exist throughout the LSC system, and developmental students voluntarily enroll in
them. However, it was not known how effective the paired coursework model of acceleration
could be in fostering persistence and progress towards graduation of the school system’s African
American and Latino male developmental education students. The purpose of this quantitative
causal-comparative research study was to investigate how participation in an accelerated pairedcourse program could influence the persistence of African American and Latino male
developmental education students to progress towards graduation.
The remainder of the study will be organized as follows. Chapter Two will provide a
needs assessment in the form of an empirical examination of factors underlying the persistence
of developmental education students, including a context of study, details about the methods
used, and findings of the assessment. The outcomes of the needs assessment will provide
evidence justifying the need for the current research study. Chapter Three will consist of a
literature review of literature relevant to the intervention, including the theoretical framework
that provides the foundation for the intervention and a synthesis of current research that the
researcher will use to argue for the proposed intervention. Chapter Four will present the
intervention procedure and program evaluation methodology, including the research design, how
the process and outcomes will be evaluated, and detailed descriptions of the intervention, data
collection, and data analysis. Finally, Chapter Five will introduce the study results, including the
process of implementation, the outcomes of the implementation, the conclusions drawn from the
outcomes, and a discussion about how the results relate to the literature, the theoretical
framework, and practice.
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Chapter 2: Empirical Examination of Factors Underlying Persistence of Developmental
Education Students
Developmental education programs are a field of practice that community colleges use to
assist underprepared students who possess weak academic skills. Developmental students are a
diverse group and bring with them varied background experiences and attitudes. The role of
community colleges is to teach students college-level material, but the majority of students arrive
unprepared to effectively engage and succeed in college-level work. Therefore, they enroll in
remedial courses in the areas of reading, writing or math to advance their academic skills.
Research shows “students who enroll in remediation are less likely to complete degrees” (Bailey,
2009, p. 15). In addition, a report from the American Association of State Colleges and
Universities notes that “students who complete their developmental education requirements are
four times more likely to graduate from college than those who do not” (Boylan & Saxton, 2009,
p. 3). According to Holmquist, Gable, and Billups (2013), persistence in remediation as
preparation for higher education continues at less than 50%. Further, Boylan and colleagues
(2009) noted that attrition rates are high in developmental sequences in community colleges. “As
students fall away at each level, the pool of continuing students gets smaller and smaller until
only a fraction of the original group remains to complete the sequence” (p. 3).
Researchers have identified psychosocial variables that influence the persistence of
college students, including self-regulation, social connectedness, and self-efficacy. Each of these
factors is considered to play a key role in the motivation of college students to persist toward
graduation. For example, according to Savi (2011), “students who have higher levels of cognitive
abilities, self-efficacy and self-regulation persist, even though they may not feel integrated into
the institution academically” (p. iii). In a study of persistence among students at an urban
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community college, Liao (2014) found that self-regulated learning efficacy was a predictor of
student persistence. Concannon, Serota, Fitzpatrick, and Brown (2018) studied how qualities like
self-regulation and self-efficacy impacted undergraduate persistence, and their findings indicated
that self-regulation was a fundamental factor in predicting persistence, while their abilities to
self-regulate affected their self-efficacy beliefs. Also, according to Tinto (1993), social
connectedness, which is a product of social integration and based on the quality of the
interactions students have with the social system at their college, has also been shown to
influence persistence. Jdaitawi (2015) examined how various factors affected college students’
self-regulation, which is necessary to persist and succeed in college, and found that there was a
significant relationship between self-efficacy, social connectedness, and self-control on selfregulation. Overall, researchers generally agree that self-regulation, social connectedness, and
self-efficacy influence the persistence of college students.
Lone Star College – Montgomery (LSC-M), a branch of the publicly-funded, two-year
community college system serving the northern portions of the greater Houston, Texas area, is
experiencing high attrition rates among its developmental student population. Developmental
students are not completing the necessary developmental courses at the community college level.
By not completing required courses and enrolling for the next course in their required
developmental sequence, they do not persist and progress towards graduation, and this causes the
rate of attrition among this population to continue to rise at the institution. Therefore, there is a
need to reduce attrition and increase the persistence of developmental education students at the
college. In this needs assessment, the researcher examined the relationship between three
psychosocial factors that have been shown to influence student persistence and several
demographic variables of LSC-M developmental education students to better understand the
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factors underlying persistence of their developmental education students.
Goals and Objectives
The goal of this needs assessment was to examine the relationship between several
demographic factors of developmental education students at LSC-M and their levels of selfregulation, social connectedness and self-efficacy, which have been shown to influence
persistence among community college students.
The needs assessment was guided by the following research questions:
RQ1: What is the relationship between the gender of freshman developmental education
students and levels of self-regulation, social connectedness, and self-efficacy?
RQ2: What is the relationship between the marital status of freshman developmental
education students and levels of self-regulation, social connectedness, and self-efficacy?
RQ3: What is the relationship between the age of freshman developmental education
students and levels of self-regulation, social connectedness, and self-efficacy?
RQ4: What is the relationship between the ethnicity of freshman developmental
education students and levels of self-regulation, social connectedness, and self-efficacy?
Methodology
The researcher used a quantitative approach to conduct the needs assessment in order to
determine the underlying causes and factors associated with developmental education students’
decision to persist at Lone Star College – Montgomery.
Context
Lone Star College – Montgomery, has more than 78,000 students in credit classes, and a
total enrollment of more than 90,000. Lone Star College is the largest and the fastest growing
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institution in the Houston area. The campus (LSC-M) serves approximately 13,000 students, it
operates on a semester system, and offers May and winter mini-mester sessions.
Participants
Study participants included 100 developmental education students, predominantly
freshmen, at Lone Star College – Montgomery. Students were approached with an invitation to
participate in the research study by their professors, whom the researcher recruited with the
request for the professors to administer the data collection instruments in their respective classes.
LSC-M offers two developmental English courses: (1) ENGL 0302, Integrated Reading and
Writing I, the lowest level course, and (2) ENGL 0309, Integrated Reading and Writing II, the
highest-level course. During the 2014-2015 academic year, the Developmental Education
department serviced approximately 491 students during the fall semester, 350 students during the
spring semester, and 118 students during the summer semesters. The frequency distribution of
students is shown in Table 1. See Appendix B for additional descriptive statistics.
Table 1
Frequency Distribution of Students
Ethnicity

N

%

Latino/Latino

40

40.0%

Asian/Pacific Islander

9

9.0%

White/Caucasians

30

30.0%

Black/African American

18

18.0%

Other

3

3.0%

Total

100

100%

Instrumentation
The researcher utilized a pencil-and-paper data collection tool consisting of demographic
questions followed by three surveys consisting of seven questions each: (a) a self-efficacy
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survey, (b) a self-regulation survey, and (c) a social connectedness survey. The surveys were
obtained from peer-reviewed, published research studies. The data collection tool was used to
collect data about participants’ self-efficacy, self-regulation, and social connectedness, each one
a construct that researchers have indicated as having the ability to affect student retention. Each
of the three surveys was preceded by an introductory paragraph that informed sample
respondents of the purpose of the research study followed a description of the construct that was
being studied in that particular survey. For example, on the social connectedness survey, the
construct description read, “social connectedness is defined as an aspect of the self that manifests
the subjective recognition of being in close relationship with the social world. It directs student’s
feelings, thoughts, and behaviors in social situations.” This description was followed by seven
questions designed to evaluate students’ scores on the construct. This was repeated for the selfefficacy and self-regulation surveys.
Participants responded to the following seven questions on the self-regulation survey
developed based on questions extracted from the “Learning Strategies” section of the Motivated
Strategies for Learning Questionnaire (MSLQ) (Pintrich, Smith, Garcia, & McKeachie, 1991, pp.
44-48). The self-regulation survey used a five-point Likert scale ranging from one (Strongly
Disagree) to five (Strongly Agree). After reading and considering the question, participants
indicated their response by circling the most appropriate number on the scale.
1. During class time, I often miss important points because I’m thinking of other things.
2. When reading for this course, I make up questions to help focus my reading.
3. When I become confused about something I’m reading for this class, I go back and try to
figure it out.
4. Before I study new course material thoroughly, I often skim it to see how it is organized.
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5. When I study for this class, I set goals for myself in order to direct my activities in each
study period.
6. I often find that I have been reading for class but don’t know what it was all about.
7. If I get confused taking notes in class, I make sure I sort it out afterwards.
Participants responded to the following seven questions on the self-efficacy survey
developed based on questions extracted from the “Academic-related Perceptions, Beliefs, &
Strategies” section of the Patterns of Adaptive Learning Scale (PALS) (Midgley, et al., 2000, p.
20). The survey used a five-point Likert scale ranging from one (Strongly Disagree) to five
(Strongly Agree). After reading and considering the question, participants indicated their
response by circling the most appropriate number on the scale.
1. I’m certain I can master the skills taught in class this year.
2. I’m certain I can figure out how to do the most difficult class work.
3. I can do almost all the work in class if I don’t give up.
4. Even if the work is hard, I can learn it.
5. I can do even the hardest work in this class if I try.
6. It is easy for me to stick to my aims and accomplish my goals.
7. When I am confronted with a problem, I can usually find several solutions.
Participants responded to the following seven questions on the social connectedness
survey developed based on questions extracted from the social connectedness Scale (SCS) (Lee,
Draper, & Lee, 2001) using a five-point Likert scale ranging from one (Strongly Disagree) to
five (Strongly Agree). After reading and considering the question, participants indicated their
response by circling the most appropriate number on the scale.
1. I feel part of a group of students committed to learning.
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2. I am able to relate to my peers.
3. I am able to connect with other people.
4. I don’t feel I participate with anyone or any group.
5. I catch myself losing a sense of connectedness with the college community.
6. I have little sense of togetherness with my peers.
7. I don’t feel I participate with anyone or any group.
Data Collection
The researcher obtained consent from seven instructors to administer the data collection
tool to their respective developmental education students. The researcher visited the class of each
consenting instructor on a designated day and time and was introduced as a researcher by the
instructor. The researcher then explained the purpose of the research study and disseminated
consent forms to the students in the class to read and sign as a prerequisite for participating in the
research study. Upon collecting consent forms from each of the developmental students, the
researcher distributed the pencil-and-paper surveys. When students completed their surveys, they
returned them to the researcher. The total time for data collection in each class did not exceed 20
minutes. The researcher also collected data from developmental students in her own class
following the same process. Data was collected from a total of 100 developmental students.
Data Analysis
After the researcher collected all completed surveys, respondents’ answers were entered
into an Excel spreadsheet, which served as the primary data collection record and allowed for
ease of statistical analysis. SPSS was used to analyze data collected from each of the pencil-andpaper surveys with a one-way analysis of variance test (ANOVA). The researcher proceeded to
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convert these files to STATA data sets, renamed the variables, cleaned the data, and conducted a
preliminary analysis, which included basic descriptive statistics.
Variables
Four independent variables were in the analysis for the needs assessment study: (a)
gender, (b) marital status, (c) age group, and (d) ethnicity. Three dependent variables were used
in the analysis for the needs assessment study: Self-Regulation Scale score, Social
Connectedness Scale score, and Self-Efficacy Scale scores.
Self-regulation. Self-regulation is the ability to develop, implement, and flexibly maintain

planned behavior in order to achieve one's goals. Self-regulation is defined as the effort put forth
by students to deepen, monitor, manipulate, and improve their own learning (Boylan, 1999;
Pintrich, 2000). Boylan (2002) suggested that many students “not only fail to understand when
they do not comprehend material, they do not know what to do differently to facilitate
understanding” (p. 100). Comprehension monitoring is especially valuable for adult,
developmental students, who are more likely than other students to lack self-regulation (Boylan,
1999). Dinsmore, Alexander and Loughlin (2008) defined self-regulation as “reciprocal
determinism of the environment on the person, mediated through behavior” (p. 393). Therefore,
it is essential to engage students’ self-regulatory behaviors by encouraging them to reflect on
their thinking, set goals, plan for learning, monitor their progress, and adjust thinking as needed
(Pintrich, 2000; Zimmerman, 1990).
Social Connectedness. Social connectedness can be defined the way in which one views
oneself in relation to the external world (Lee & Robbins, 2000 cited in Williams & Galliher,
2006). It considers all aspects of social interaction including family, friends, and the community;
and refers to one's relationship with "others" in general. Consistent and positive interactions are
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also part of what makes up one's sense of social connectedness. Another construct suggests that
interpersonal relationships are directly linked to persistence, the development of educational
aspirations, completion of a bachelor’s degree, and subsequent enrollment in graduate school
among college students overall (Dukakis, Duong, Ruiz de Velasco, & Henderson, 2014). In
addition, DaDeppo (2009) proposed “students’ experiences at college, primarily the extent to
which they become socially and academically integrated, have a direct impact on their
institutional and goal commitment and thus retention” (p. 123).
Self-efficacy. Self-efficacy refers to an individual's belief in his or her capacity to execute
behaviors necessary to produce specific performance attainments (Bandura, 1986). Selfefficacy reflects confidence in the ability to exert control over one's own motivation, behavior,
and social environment. When individuals have a stronger sense of self-efficacy, they tend to
take greater control over their learning behavior (Bransford, Brown, & Cocking, 2000).
Developmental students “must learn to recognize when they understand and when they need
more information" (Bransford et al., 2000, p. 12). In addition, Bean and Eaton’s (2000)
psychological model of college student retention posits “that as academic social self-efficacy
increases, academic and social integration into university life will also increase leading to student
persistence” (Demetriou & Schmitz-Sciborski, 2011, p. 307).
Needs Assessment Results
This section provides a basic summary of some key results of the Needs Assessment. The
subsequent results represent a first attempt to use the collected data to provide an evidence-based
description of the extent of the problem, as it exists at LSC-M.
RQ1. What is the relationship between the gender of freshman developmental education
students and levels of self-regulation, social connectedness, and self-efficacy?
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Table 2
One-Way Analysis of Variance of Self-regulation by Gender
Source
Between Groups
Within Groups
Total

df

SS
3.12
30.33
33.46

1
98
99

MS
3.12
0.31

F
10.09

p
0.00

Table 3
One-Way Analysis of Variance of Social Connectedness by Gender
Source
Between Groups
Within Groups
Total

df

SS
3.62
38.73
42.35

1
98
99

MS
3.62
0.40

F
9.15

p
0.00

Table 4
One-Way Analysis of Variance of Self-efficacy Scale by Gender
Source
Between Groups
Within Groups
Total

df

SS
0.66
25.33
25.99

1
98
99

MS
0.66
0.26

F
2.54

Table 5
Gender, Self-regulation, Social connectedness and Self-efficacy
Subscale

n

ANOVA

Self-regulation

100

F(1,98) = 10.09, p < 0.01*

Social Connectedness

100

F(1,98) = 9.15, p < 0.01*

Self-efficacy

100

F(1,98) = 2.54, p < 0.11

* Significant at 0.05 level
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p
0.11

Three one-way ANOVAs were calculated to determine if differences existed in average
scores of self-regulation, social connectedness, and self-efficacy, respectively, between male and
female respondents. Results of the analysis for self-regulation scores suggest that there was a
statistically significant difference on self-regulation between males and females (F(1,98) =
10.09, p < 0.01). Female students showed significantly higher self-regulation scores than male
students and scored higher than males, on average. Results of the analysis for levels of social
connectedness indicated that there was a statistically significant difference on social
connectedness between males and females (F(1,98) = 9.15, p < 0.01). Female students showed
significantly higher levels of social connectedness than male students and scored higher than
males, on average. There was no significant difference in levels of self-efficacy between male
and female students (F(1,98) = 2.54, p < 0.11).
RQ2. What is the relationship between the marital status of freshman developmental
education students and levels of self-regulation, social connectedness, and self-efficacy?
Table 6
One-Way Analysis of Variance of Self-regulation by Marital Status
Source
Between Groups
Within Groups
Total

df
1
98
99

SS
0.72
32.74
33.46

MS
0.72
0.33

F
2.16

p
0.15

Table 7
One-Way Analysis of Variance of Social Connectedness by Marital Status
Source
Between Groups
Within Groups
Total

df
1
98
99

SS
0.85
41.49
42.35

MS
0.85
0.42
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F
2.02

p
0.16

Table 8
One-Way Analysis of Variance of Self-efficacy Scale by Marital Status
Source
Between Groups
Within Groups
Total

df
1
98
99

SS
0.16
25.83
25.99

MS
0.16
0.26

F
0.60

p
0.44

Table 9
Marital Status, Self-regulation, Social Connectedness, and Self-efficacy
Subscale

n

ANOVA

Self-regulation

100

F(1,98) = 2.16, p = 0.15

Social Connectedness

100

F(1,98) = 2.02, p = 0.16

Self-efficacy

100

F(1,98) = 0.60, p = 0.44

* Significant at 0.05 level

Three one-way ANOVAs were calculated to determine if differences existed in average
scores of self-regulation, social connectedness, and self-efficacy, respectively, between single
and married respondents. Results of these tests suggest that there was no statistically significant
difference between average scores for single and married respondents on subscales representing
self-regulation (F (1,98) = 2.16, p = 0.15), social connectedness (F (1,98) = 2.02, p = 0.16), and
self-efficacy (F (1,98) = 0.60, p = 0.44). Thus, the apparent differences in average scores can be
explained by a random variation as opposed to any systematic effects.
RQ3. What is the relationship between the age of freshman developmental education
students and levels of self-regulation, social connectedness, and self-efficacy?
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Table 10
One-Way Analysis of Variance of Self-regulation by Age
Source
Between Groups
Within Groups
Total

df
3
96
99

SS
1.25
32.21
33.46

MS
0.42
0.34

F
1.24

p
0.30

Table 11
One-Way Analysis of Variance of Social Connectedness by Age
Source
Between Groups
Within Groups
Total

df
3
96
99

SS
1.28
41.07
42.35

MS
0.43
0.43

F
1.00

p
0.40

Table 12
One-Way Analysis of Variance of Self-efficacy Scale by Age
Source
Between Groups
Within Groups
Total

df
3
96
99

SS
1.41
24.57
25.99

MS
0.47
0.26

F
1.84

p
0.15

Three one-way ANOVAs were calculated to determine if differences existed in average
scores of self-regulation, social connectedness, and self-efficacy, respectively, between different
age groups. Results of these tests suggests that there were no statistically significant differences
across age groups in average scores representing self-regulation (F (1,96) = 1.24, p = 0.30),
social connectedness (F (1, 96) = 1.00, p = 0.40), and self-efficacy (F (1, 96) = 1.84, p = 0.15).
Thus, the apparent differences in average scores can be explained by a random variation as
opposed to any systematic effects.
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RQ4. What is the relationship between the ethnicity of freshman developmental education
students and levels of self-regulation, social connectedness, and self-efficacy?
Table 13
One-Way Analysis of Variance of Self-regulation by Ethnicity
Source
Between Groups
Within Groups
Total

df
4
95
99

SS
2.29
31.17
33.46

MS
0.57
0.33

F
1.74

p
0.15

Table 14
One-Way Analysis of Variance of Social Connectedness by Ethnicity
Source
Between Groups
Within Groups
Total

df
4
95
99

SS
0.98
41.37
42.35

MS
0.24
0.44

F
0.56

p
0.69

Table 15
One-Way Analysis of Variance of Self-efficacy Scale by Ethnicity
Source
Between Groups
Within Groups
Total

df
4
95
99

SS
1.64
24.35
25.99

MS
0.41
0.26

F
1.60

p
0.18

Three one-way ANOVAs were calculated to determine if differences existed in average
scores of self-regulation, social connectedness, and self-efficacy, respectively, between different
ethnic groups. Results of these tests suggests that there were no statistically significant
differences in average scores across ethnic groups on subscales representing self-regulation (F
(1,96) = 1.74, p = 0.15), social connectedness (F (1, 96) = 0.56, p = 0.69), and self-efficacy (F
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(1, 96) = 1.60, p = 0.18). Thus, the apparent differences in average scores can be explained by a
random variation as opposed to any systematic effects.
Reliability and Validity Analysis
A reliability analysis was conducted for each scale. The Cronbach's alpha coefficient for
each scale was calculated to examine its internal consistency. It demonstrated that the internal
consistency of two of the scales was high. For this survey, the self-efficacy scale (α = .83) and
the social connectedness scale (α = .80) are relatively good. However, the analysis showed that
the self-regulation scale (α = .57) should be rechecked and modified.
Implications
This needs assessment offered some preliminary information about the psychosocial
factors underlying the persistence of freshman developmental education students at Lone Star
College – Montgomery. Findings revealed a statistically-significant difference on self-regulation
and social connectedness between males and females. In relation to male students, female
students showed significantly higher self-regulation and social connectedness scores. However,
this study was correlational in nature, and for this reason, it could not establish causal effects
between variables. While a statement that self-regulation and social connectedness traits are
more characteristic of females as opposed to males could not be fully supported by this study, the
study results nonetheless implied that this might indeed be the case.
The lack of any association between social connectedness and age was unexpected and
contradicted other findings in the literature. For example, Cornwell, Laumann and Schumm
(2008) summarized research on social connectedness and concluded that “age has been found to
be negatively related to network size, closeness to network members, and the number of nonprimary-group tie” (p.113). Similarly, lack of association between the ethnicity and social
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connectedness also contradicted common knowledge that such association must exit (Walton &
Cohen, 2007). These inconsistencies suggested that the study might possibly be affected by
methodological flaws that might have arisen due to sampling biases, issues related to validity and
reliability of survey instruments or some other reason. Additional research to address the
limitations of this study and to investigate influence of gender and ethnicity on social selfregulation and social connectedness is needed. As a result, my research included a focus on the
male gender (because the needs assessment showed that they are less socially-connected than
females), ethnicity (because previous research has shown that ethnic minorities tend to be less
socially connected than students of the majority population), and social connectedness, also
known as student engagement. Specifically, the research study examined African American and
Latino male developmental education students and whether their participation in paired
coursework learning communities could increase their level of student engagement and thereby
foster their persistence towards graduation during the Fall 2016 semester.
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Chapter 3: Developmental Education and Persistence Literature Review
An empirical examination of factors underlying persistence of developmental education
students at Lone Star College-Montgomery revealed that there was a statistically-significant
difference in measures of the construct of social connectedness between male and female
developmental education students. This result, coupled with statistics highlighting the
significantly high attrition rate of African American and Latino males on college campuses,
served as justification for a quantitative evaluation of how alternative developmental education
programs could help African American and Latino males become more socially connected, or
socially engaged, so that their likelihood of persisting and progressing towards graduation would
increase.
The pervasiveness of developmental education as a part of the higher education landscape
is an issue of national concern (Orange & Ramalho, 2013), particularly as it pertains to
academically underprepared African American and Latino male students. Although the college
enrollment of African American and Latino male students is the highest that it has ever been
historically, the attrition of these students remains problematic, and their college completion
rates remain the lowest as they tend to come from economically deprived contexts that do not
adequately prepare them for the rigors of college coursework (Hagedorn & Maxwell, 2001;
Kreysa, 2006). The current processes community colleges use to provide developmental services
are in need of reform to reduce attrition among their students, particularly ethnic minority
students such as African Americans and Latinos. However, despite the work of researchers who
have been studying persistence and retention for nearly five decades, academicians are still
unclear of how to remedy the problem of high attrition among developmental education students
(Rigali-Oiler & Kurpius, 2012). Researchers recommend shortening and accelerating the course
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sequences used in developmental education as a means of increasing student persistence and
progress towards graduation (Jaggars, Hodara, Cho, & Xu, 2015). There are several means of
accelerating developmental education coursework that have a positive impact on developmental
education student persistence. One of the most viable means of acceleration leading to increased
persistence among this population is through student participation in paired-coursework learning
communities, which are shown to have a positive impact on developmental student persistence
(Jaggars, et al., 2015). However, it has been unknown how effective the paired-coursework
model of acceleration could be in fostering persistence and progress towards graduation of Lone
Star College’s African American and Latino male developmental education students. The
purpose of this quantitative causal-comparative research study was to investigate how
participation in an accelerated paired-course program could influence the persistence of African
American and Latino male developmental education students to progress towards graduation.
The research question that guided the study was:
RQ1. What is the effect of participating in accelerated paired-course programs on the
persistence of African American and Latino male developmental education community
college students?
This chapter will present a literature review of the most current research relevant to the
study. After introducing Tinto’s model of student integration and Eccles and Wigfield’s (2000)
expectancy-value theory as the conceptual models to develop the theoretical framework, the
chapter will present reviews of the literature on the following: (a) factors negatively impacting
persistence among developmental education students in community colleges; (b) factors
positively impacting persistence among developmental education students in community
colleges; and (c) programs that accelerate the completion of developmental education
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coursework. This will be followed by a synthesis of the literature and an overview of the
proposed research study.
Theoretical Framework
The challenges surrounding the retention of African American and Latino male students
are complex. Thus, no one model or theory can comprehensively explain the factors that
influence the retention of this special population of community college students. Considering
this, the researcher utilized two conceptual models to develop the framework guiding the study:
Tinto’s (1993) model of student integration and Eccles and Wigfield’s (2000) expectancy-value
theory. The following section contains an overview of each of these models and a rationale for
their use in developing the framework used to guide this research study.
Tinto’s Model of Student Integration
Tinto’s (1975) model of student integration was developed to explain how students
persist throughout college. It has “gained widespread acceptance in the literature and has become
a principal theoretical tool of choice for researchers” examining persistence among college
students (Kreysa, 2006, p. 254). Tinto’s premise was that academics alone were not enough to
foster the levels of persistence that students needed to complete college; social integration factors
played a major role in helping them to persist towards graduation. According to Tinto (1993), the
extent to which students become integrated into their campus community, both academically and
socially, directly impacts their institutional and goal commitment to persist and progress towards
graduation. Tinto (1993) characterized academic integration as a construct that describes
students’ satisfaction with the academic systems of the institution, including faculty,
administration, and their peers and how they perceive that these systems are impacting the
growth and development of their intellect and influencing their personal values, beliefs, and
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attitudes. Tinto (1993) characterizes social integration as a construct that describes students’
interactions with their peer groups, administrators, faculty, the school’s social systems, and
participation in extracurricular activities, to the extent that students feel personally cared for by
people who have a genuine interest in them.
According to Tinto (2004), some students do not socially integrate into college and
university life as successfully as others. This is especially true among minorities attending
college from underrepresented populations. While Tinto’s (1993) model did not specifically
highlight race and ethnicity of students, he suggested that when students of the same race or
ethnicity were connected on the college campus, this connection could serve to help them more
readily adjust to college, and consequently, foster persistence and progress toward graduation.
Thus, educational institutions bear the responsibility of removing cultural barriers so that these
students can successfully connect to the college community, including other students in the
community who share their race or ethnicity, and thereby increase their odds of retention through
persistence and progress toward graduation.
Researchers have questioned whether Tinto’s model would be applicable to
nontraditional students. Karp, Hughes, and O’Gara (2010) examined Tinto’s student integration
framework in a qualitative research study using a sample comprised of two community colleges
located in urban areas of the northeastern U.S. Based upon Tinto’s framework, which posits that
social integration weighs heavily on a student’s decision to persist or to depart from a college,
the researchers sought to discover whether the persistence of community college students, who
are often perceived to lack the time necessary to participate in on-campus activities like clubs,
organizations, and events that facilitate integration into the social climate of the college, would
be affected by a perceived lack of opportunity for social integration. Data from in-depth
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interviews with community college students indicated that the majority of students in the sample
reported developing attachments to their community colleges, and Karp and colleagues (2010)
found that this attachment was directly related to the students’ persistence to remain in college.
Additionally, the researchers found that the community college students’ integration occurred on
both social and academic levels and that the same activities in which the students engaged helped
them to relate to others on both a social and academic level. Based on the results of this research,
Tinto’s model can be applied to nontraditional, or community college students.
Ashar and Skenes (1993) utilized Tinto’s model in a research study that examined
whether Tinto’s model of student departure could be applied to explain retention among
nontraditional students, or adult learners, who live off campus, are employed, and commute to
college. The researchers utilized 25 classes in a college of management and business, all of
which were comprised of adult learners, to evaluate four independent variables: (a) class size, (b)
social, (c) academic, and (d) career integration. Results of the study showed that smaller classes
were also more socially integrated and resulted in greater retention of students than larger and
less socially-integrated classes. Thus, Ashar and Skenes (1993) concluded that the social
environment in which learning occurs among nontraditional students is what helps to retain these
students.
The work of Dukakis, Duong, Ruiz de Velasco and Henderson (2014) is closely linked to
the fundamental tenets of Tinto’s model of student integration. Dukakis and colleagues (2014)
posit that interpersonal relationships are directly linked to persistence, the development of
educational aspirations, completion of a bachelor’s degree, and subsequent enrollment in
graduate school among college students overall. Additionally, DaDeppo (2009) proposed that the
experiences that students have in college, which help to integrate them into the life of the campus
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socially and academically, directly impact their commitment to their educational institution and
personal goals. This, in turn, impacts their retention. Solid connections or social help systems
with associates, personnel and staff can be essential in encouraging both scholastic character and
social improvement. Interpersonal connections are likewise specifically connected to the
development of diligence, the improvement of instructive goals, completion of a four-year
certification, and ensuing enlistment in master's level college students (Dukakis et al., 2014).
Eccles and Wigfield’s Expectancy-Value Theory
Eccles and Wigfield’s (2000) expectancy-value theory is an achievement motivation
theory engaged to explain how a student’s expectancies and values influence achievement task
choices, persistence and performance. The theory is built upon an expectancy-value theory that
was first introduced by Atkins in 1954 (Demetriou & Schmitz-Sciborski, 2011). According to
this theory, several factors play a role in a student’s belief that he or she can complete certain
educational tasks, including ability beliefs, perceived difficulty of task, individual goals, and
affective memories. In an application of this theory, Bong (2001) conducted research to predict
college student course performance and enroll in future courses and found that student
enrollment was directly influenced by the value they assigned to their coursework. In a later
research study grounded in expectancy-value theory, Bruinsma (2004) examined first and second
year college students and found a positive association between the total number of academic
hours a student earned and his or her expectancy and values. This was a valuable contribution to
the body of research on retention in education because “earned hours are important indicators of
persistence and progress toward graduation” (Demetriou & Schmitz-Sciborski, 2011, p. 309).
Thus, the theory has great applicability to retention research and practice.
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Expectancy-value theory is of particular relevance to discussions surrounding students
engaged in developmental education course sequences. For example, in an argument for offering
intentional affective support for developmental students, Hern (2012) explained:
When developmental students aren’t successful in their classes, the core issue is often not
their ability to handle the course content. They may well have the capacity to write a
good essay or solve a particular math problem. But when they encounter a difficult task,
or receive critical feedback, or start to feel hopeless about their prospect of success, many
of them will disengage, withdraw effort, and even disappear from class (p. 64).
Consistent with expectancy-value theory, the challenges of participating in
developmental education coursework can affect students’ ability beliefs, perceived difficulty of
task, individual goals, and affective memories. If they are not provided with some type of
intervention with these struggles, there is a high probability that they will become leavers who
abandon their college attainment pursuits, not because they cannot handle course content, but
because their participation in developmental education process and its associated costs cause
them to abandon their beliefs that they can complete the educational tasks before them.
Eccles and Wigfield’s (2000) expectancy-value theory has been used to examine the
persistence and educational values of adult learners. O’Neill and Thomson (2013) conducted a
review to explore factors contributing to the persistence of adult learners, particularly those who
are considered to be low-skilled. The researchers used expectancy-value theory to explain the
various challenges faced by low-skilled adult learners who return to school in order to identify
research-based strategies that colleges and professors can engage when designing educational
programs for this nontraditional population. Sullins, Hernandez, Fuller, and Tashiro (1995)
engaged expectancy-value theory in a research study to predict which university undergraduate
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students would choose a major in a science-related discipline. Fong and Asera (2010) utilized
expectancy-value theory in their cognitive motivational research that focused on developing a
theoretical framework that could be used to increase the persistence of community college
students who were enrolled in developmental math courses. The researchers concluded that the
inclusion of a consideration of developmental and social theories such as expectancy-value
theory is critical when developing support structures for community college students that will
help to increase their motivation and persistence and ultimately succeed in school. Based upon
the use of expectancy-value theory to study adult learners and college communities, it is assumed
that this theory can be used for research pertaining to examining student persistence in
community colleges.
Factors Negatively Impacting Persistence among Developmental Education Students in
Community Colleges
The most often-referenced researcher of student persistence, Vincent Tinto (1994),
conducted extensive investigations into the underlying reasons why students depart from college
– both four-year and two-year colleges and universities – prior to completing their degrees, with
particular emphasis on two factors: the attributes of the student and the practices of the
institution. Additional researchers have uncovered other variables that negatively impact
persistence among developmental students, including the following factors.
Requirement to Enroll in Developmental Education
Many students who graduate from high schools in low-income communities discover, for
the first time, that they are underprepared for college only after they take basic skills assessment
exams. Their lack of preparedness is often attributable to the fact that the low-income schools
that they attended did not have adequate resources necessary to prepare their students with the
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skills that they would need to succeed in college (Wimberly & Noeth, 2005). This lack of
preparation and the subsequent developmental education that underprepared students are
required to take can serve to lower their motivation to enroll, persist in school and ultimately
graduate. According to Bailey (2009), “student resistance to remediation requirements may help
explain the low enrollment rates and high attrition rates” (p. 22). Venezia, Bracco, and Nodine
(2010) discovered that many community college students who are referred to a developmental
education coursework sequence after they have already graduated from high school often grow
confused and frustrated at having to complete the courses as prerequisites to taking college-level
coursework, and this “could translate into an erosion of academic aspirations and commitment”
(Hodara & Jaggars, 2014, p. 249). Jacobson and Mokher (2009) conducted a longitudinal study
of students in Florida and discovered that academically underprepared students who enrolled in
community college were not likely to still be in college for more than one year. Of those who
remained in college, no more than 19% earned a degree or certificate.
Adding to the de-motivation that students experience when they are required to take
developmental education courses before being permitted to take college-level coursework is the
realization that much of what they are learning in their developmental courses seems to be
irrelevant (Jaggars et al., 2015). Grubb (2013) explained that if students who are enrolled in
developmental education courses assess what they are learning and perceive that the curriculum
is not strongly connected to the skills that they will need to succeed when they take the
corresponding college-level course, there is a strong likelihood that they might abandon the
academic motivation that is necessary to succeed in the developmental course.
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Financial Costs
Students who are referred to and participate in developmental education required as a
prerequisite to enrollment in college-level courses pay a cost that could ultimately reduce their
likelihood of graduation (Bailey, 2009). Bailey (2009) explained:
…developmental education carries significant financial and psychological costs to the
students. While in developmental classes, students accumulate debt and spend time,
money, and, in many cases, financial aid eligibility while not earning credits toward a
degree. Even if no tuition is charged, remedial students bear the opportunity cost of lost
earnings. In practical terms, taking developmental courses lengthens the time required to
complete a degree, and factors that lengthen the time to degree… (p. 22).
Melguizo and colleagues’ (2008) research compared the financial costs and time costs among
transfer students in community colleges in Los Angeles and found that students in greatest need
of remediation (predominantly comprised of African American and Latino students) suffered
more financial and time costs than those who needed less or no remediation. Students who were
the least prepared for college-level coursework and had to take more remediation paid a
considerable cost of time (being enrolled for five years in community college) and money
(almost $7,000) that their better-prepared counterparts did not pay; their peers who were more
prepared for college-level coursework only spent two-and-a-half years enrolled in community
college and a little more than $4,000.
Further, the financial costs of being required to take developmental courses have an even
greater impact on students from low-income families than students of higher socioeconomic
status. Bailey and colleagues (2005) found that students of lowest socioeconomic status were
more likely to drop out of school and less likely to transfer to another degree-granting institution.
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Emotional / Psychological Costs of Being Labeled “Remedial”
Developmental education students often pay an emotional cost for having to take
developmental education courses. Research conducted on developmental students by Strong
American Schools (2008) revealed that the majority of the students thought that they were
prepared for college. This discovery took an emotional toll on the students as Bailey (2009)
noted, explaining, “it is also the case that students referred to developmental classes, most of
whom are high school graduates, are often surprised and discouraged when they learn that they
must delay their college education and in effect return to high school” (p. 22). Further, DeilAmen and Rosenbaum’s (2002) research discovered that when students were made aware of the
unanticipated deficiencies in their skills, and once they received the results skills assessment
exams that highlighted their lack of preparation, discouragement resulted. The researchers
asserted that these were causes of students growing so frustrated that they did not persist towards
progressing through college and ultimately left college altogether (Deil-Amen & Rosenbaum,
2002).
Brock (2010) reported that underprepared students also paid the psychological price of
being labeled on community college campuses. Although the open-admission policy of
community colleges allows for underprepared students to enroll and attend classes on campus
and utilize the institution’s resources, it is clear that there is a distinction made between them and
the other students on the campus that are considered “college ready” thus marginalizing and
isolating underprepared students from their peers (p. 116).
Time-to-Degree Delays
Results from the National Education Longitudinal Study conducted by the U.S.
Department of Education showed that having to take developmental classes delayed the time that
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it took for community college students to complete their degree (Brock, 2010). The higher costs
of time and money that underprepared students must pay to complete their community college
degree tend to decrease their likelihood to persist through the process and towards graduation. As
such, Bailey (2009) recommends, “one objective should be to get such students to college-level
courses as soon as possible to minimize the expense and discouragement associated with
remediation” (p. 27) by combining remediation levels or reducing lapses in time between levels.
Hodara and Jaggars (2014) conducted a research study designed to examine the impact of
accelerated coursework among developmental education students at the City University of New
York after they were enrolled in shorter developmental education coursework sequences. The
researchers discovered that “accelerating students through developmental education in shorter
sequences results in greater access to college-level coursework and long-term success but may
have consequences for student performance in college-level coursework” (p. 246). This notion is
best summarized by Hern (2012), who observed that community college students leave school
“at higher rates when facing semester after semester of classes that earn no credit toward a
longer-term goal” (p. 61).
Lack of Adequate Institutional Resources
Institutional factors can potentially have an influence the completion rates of
developmental education students (Bound et al., 2010). Additional financial resources are
required for educational institutions to be able to provide supplemental human and programmatic
resources necessary to remediate underprepared students in preparation to take college
coursework. However, if these financial resources are not available, the human and
programmatic resources that the educational institution is able to make available for the
remediation of students is limited, thus affecting collegiate attainment of students who enter
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college with weaker academic skills (Bound et al., 2010). However, while such institutional
factors can have some bearing on college completion rates of students in developmental
education, it is significantly outweighed by the factor of students entering college underprepared
(Bound et al., 2010).
Environmental Pull Factors
There are certain environmental factors present in a minority student’s life that serve to
draw students into their campus environment, both academically and socially, which helps them
to persist, while other factors serve to pull them away, which decreases their persistence and
progress towards graduation (Nora, 2003). Variables that are considered to pull students away
from social engagement in campus life include responsibilities with their families, financial
issues, working an off-campus job, living off-campus and commuting to school, and being on
campus part-time versus being a full-time student on campus (Nora, 2003). Bailey, Jeong, and
Cho (2010) reported that nearly 15% of developmental community college students did not reenroll for the next course in their sequence even though the students successfully completed
every other developmental course in which they were enrolled. The researcher used these results
to suggest that their lack of persistence was not due to academic difficulties, but there were other
factors at work – environmental or external pull factors – that pulled these students out of school
(Jaggars et al., 2015).
According to Jaggars and colleagues (2015), environmental pull factors have a significant
impact on the persistence and progress of students towards graduation: (a) nearly 79% of
students enrolled in community college are employed, usually working 32 hours each week; (b)
35% of community college students care for children or other dependents; (c) 15% of community
college students are single parents; and (d) 50% of community college students are at risk of
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dropping out of school as a result of financial issues. Crisp and Nora (2010) identified how
environmental pull factors, including financial aid, working a certain number of hours each week
(in addition to attending school), and the intensity of the student’s enrollment impacted
persistence among Latino community college students. The results of the study indicated that
each of these environmental pull factors had an impact on the success of developmental students
during their second year of college, negatively impacting their ability to persist and complete
their education.
Fowler and Boylan (2010) identified the same types of non-academic factors in students’
lives, which have a significant impact on students’ academic progress and persistence towards
graduation. The researchers noted that while such factors are an important consideration for all
students, they become an especially important consideration for students who require
developmental education. Not addressing these non-academic factors tend to negatively affect
the academic outcomes of developmental education students more than any other student
population. For this matter, rather than focusing solely on academics with these students, Fowler
and Boylan (2010) recommended that the educational institution also collect data about students’
personal attributes and non-academic factors and use this information to create innovative
programs that the school can administer to help them navigate these challenges.
In the study, Fowler and Boylan (2010) detailed a program that integrated components to
address each area of need for developmental students. To address students’ academic needs,
program facilitators offered developmental coursework and tutoring. To meet students’ personal
and non-academic needs, program facilitators used academic advising (at an intrusive level
whereby the advisor is concerned about both academic and personal issues in a students’ life),
clear student guidelines that detail exactly what is expected of all students, and transitional
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coursework. The results of the research showed that students who participated in the program
showed improvements in all measures of success, including their cumulative GPA. Fowler and
Boylan (2010) attributed these desirable outcomes to the attention program administrators
offered to students. The researchers reported of their results:
…nonacademic and personal factors are as relevant to student success as are academic
factors, especially with students who are underprepared in all subjects. The “high touch”
environment provided by the PWAY Program seems to set the stage of increased student
success and retention beginning with orientation (p. 9).
Considering the significant impact that environmental pull factors can have on the persistence
and progress towards graduation of community college students, Jaggars et al. (2015) highlight
the need for institutions to “create curricular structures that would reduce the time to degree and
thus reduce opportunities for life events and other outside commitments that pull students away
from school before they earn skills of value” (p. 5).
Factors Positively Impacting Persistence among Developmental Education Students in
Community Colleges
Researchers have indicated several factors that have been demonstrated to positively
impact the persistence of developmental education students to progress toward graduation and
complete college. For example, Barbatis (2010) conducted research driven by the question, “to
what did underprepared community college students who participated in a learning community
and completed their developmental classes attribute their having graduated (graduates) or
earning at least 30 credit-bearing college credits (the persisters) as compared to those who
participated in a learning community but did not complete their developmental classes and who
dropped out of college (dropouts)” (p. 16). The qualitative research, which engaged a sample of
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22 subjects at a large community college in an urban area, was driven by individual semistructured interviews and a focus group yielded findings that centered on four emergent themes:
(a) pre-college characteristics and traits, (b) external college support/community influences, (c)
social involvement/student engagement, and (d) academic integration. Each of these themes is
supported throughout the literature as being major influences on persistence among
underprepared and ethnic minority community college students and are thus used to discuss the
literature on factors contributing to student persistence in higher education.
Pre-college Characteristics and Traits
The pre-college characteristics factor is defined as “those attributes students bring to
college” (Barbatis, 2010, p. 19). This factor tends to include such internal traits as: (a) sense of
responsibility, (b) goal orientation, (c) resourcefulness, (d) determination, (e) cultural and racial
self-identification, and (f) faith. These traits tend to impact the persistence of developmental
students toward graduation (Barbatis, 2010).
Research indicates that pre-college characteristics like race and ethnicity, socioeconomic
status, gender, and economic class are associated with higher attrition, or failure to persist
towards the completion of college and graduation among students who are referred to and enroll
in developmental courses (Barbatis, 2010). For example, Barbatis (2010) found that students
who persisted towards the completion of college “more frequently mentioned a sense of
responsibility, goal orientation, resourcefulness, and determination” as factors leading to their
persistence and success in college” (p. 19). This was in contrast to the finding that students who
tended to drop out, allowing challenging life situations to deter them from achieving their goals
(Barbatis, 2010).
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Research by the U.S. Department of Education showed that there are two indicators that
are able to best predict which students are most likely to persist and earn a college degree:
immediate enrollment in college after graduating from high school and educating students with a
curriculum in high school that emphasizes the student’s ability to read at a level commensurate
with his or her grade and ensuring that the student takes math classes above the basic algebra
level (Brock, 2010). Additionally, having a higher income or socioeconomic status and being
classified as a traditional student as opposed to (nontraditional student students who might be
single-parents, have full-time jobs, did not immediately enroll in college after high school, etc.)
are predictors of persistence and college completion (Brock, 2010).
Burns (2010) offered additional factors that contribute to persistence and college
completion. In addition to being from a high-income family, and attending college immediately
after graduating from high school, and being a traditional full-time student, other factors that
increase the likelihood of college completion include being prepared in high school with strong
academic skills, being from a household in which both parents attended a college or university.
Tinto’s (1997) research also revealed several factors that characterized students’ lives before
entering college contributed to their persistence toward completing their coursework and
graduating. These factors included: (a) being of middle class to upper class socioeconomic
status, (b) displaying positive levels of achievement, and (c) having strong family support.
However, Tinto (1975) also emphasized that it was necessary for students to disengage from
their families, cultures, and past relationships to effectively assimilate themselves into the culture
and campus life of the college that they attended and persist towards completion. This is in
contrast to Barbatis’ (2010) research in which those who persisted maintained a close connection
to their friends, family member, and culture.
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Consistent with other researchers, Karp, O’Gara, and Hughes (2008) reported a positive
association between being academically underprepared and the lack of social capital that
increases a student’s likelihood of completing college. Without having access to social capital
like parents who have attended college, having earned a high school diploma, having immediate
or extended family members who either attended or graduated from college, or having access to
other people or resources that can provide them with college information, help them with college
applications, or know where to go to find certain college resources (like tutoring, counseling,
advising, etc.), students often do not have access to the knowledge and services that they need to
persist in college and ultimately graduate. Students with greater levels of social capital exhibit
greater tendency to seek and take advantage of support services on their college campus (Karp et
al., 2008). Unfortunately, those who are academically underprepared typically have low social
capital, and therefore they do not have access to people to point them in the right direction or to
any other means that will help them to access to the information and resources that they need to
be academically successful (Karp et al., 2008).
External College Support / Community Influences
The external college support / community influences factor is characterized as
“supportive families who include parents, (mothers were named more often than fathers),
siblings, grandparents, cousins, and fiancées. In addition, friends developed in K-12, as well as
high school teachers…” (Barbatis, 2010, p. 19). These factors tend to tend to impact the
persistence of developmental students toward graduation (Barbatis, 2010).
Student Engagement / Social Involvement
The social involvement factor is characterized as “students who are involved on campus
in different clubs and organizations and their interaction with other students” (Barbatis, 2010, p.
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19). This factor tends to include the influences of student life activities and peer interaction, and
it tends to impact the persistence of developmental students toward graduation (Barbatis, 2010).
The construct of social involvement parallels student engagement, which has been shown to be a
valuable factor in increasing student retention and promoting academic success in adult learning
environments (Allen & Lester, 2012). Termed student engagement theory, the fundamental
premise of the construct is that “students must be meaningfully engaged in learning activities
through interaction with others and worthwhile tasks” (Allen & Lester, 2012, p. 9).
Student engagement as a means of contributing to student persistence is grounded in the
theory of Tinto’s (1975) model of integration, which posits that there is an increased likelihood
that students will persist through college when they feel more integrated in the college
community and feel that they are valued by the college community. A notable shortcoming of
Tinto’s (1975) work, however, is that it failed to examine student integration on college
campuses among students who are underprepared and culturally underrepresented (Barbatis,
2010). Tinto (1994) found that although students enter colleges with varying levels of
preparation, skill development, educational goals and objectives, and responsibilities outside of
school, these pre-existing factors are not the sole determinants of their ability to persist and
complete college. Instead, what is equally important is what occurs with the students when they
enter into college, like how successfully they are integrated into their classrooms, their living
quarters like dormitories, cafeterias, and other social spaces where interaction occurs (Tinto,
1994). Thus, while some researchers argue that the challenges that colleges face with low student
persistence could easily be remedied by ensuring that all students were equipped in elementary,
middle, and high school with the academic skills necessary to prepare them for more advanced
learning in college, Tinto (1994) argued that this is not necessarily the case. The role that higher
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educational institutions play in integrating, acculturating, supporting, and ensuring student
success is as important a role as the preparation of the students when they enter the college or the
university (Brock, 2010). Thus, while academic preparation is undoubtedly a key factor in
student persistence, there are other institutional factors that underlie the persistence of students in
colleges and universities.
Consistent with Tinto (1994), Fowler and Boylan (2010) touted the benefits of
developmental coursework as transitional programming for first-year students, particularly
concerning how it helped to foster student engagement among these students. Not only do these
programs equip underprepared students with the academic skills they need to succeed when
taking college-level courses, but they close monitoring that they undergo as participants in
developmental programming helps to foster a sense of community among these students and the
faculty who teach them as well as feeling a sense of safety and support, thus contributing to their
levels of student engagement on the campus. According to Fowler and Boylan (2010), these nonacademic benefits of students’ participation in developmental education are just as critical to
fostering student engagement, and therefore persistence, and the academic courses themselves.
The researchers explained:
Such programs allow students to feel they have a safe environment in which to learn,
matter to the institution, and are supported as they form social support networks…
Inherent in these programs is continuous student engagement and interaction with faculty
and advisors, both of which allow a student to develop a professional relationship and
feel a sense of connectedness with faculty, academic advisors, staff, and the institution as
a whole (p. 3).

84

Student engagement can be particularly purposeful for first year students. Kuh and
colleagues (2008) examined academic attainment and persistence among first year college
students and found a positive relationship between these outcomes and student engagement.
Their research discovered that student engagement produced a compensatory effect that was
present for all the students in the study, although it was present at an even greater level for
students who possessed lower academic abilities. Because of these effects produced by student
engagement, the first-year students in the study were more likely to persist and re-enroll for a
second year at the same college (Kuh et al., 2008).
Liff (2003) examined social and emotional intelligence in developmental education
students and concluded that because social interaction and student engagement were so critical to
a student’s academic success, it is necessary for developmental educators to integrate teaching
about social and emotional intelligence into their developmental classes. Possessing emotional
intelligence would increase their students’ abilities to engage with others using social skills in a
more appropriate and comfortable way, build connections, and foster relationships with others,
thus increasing their social interaction and student engagement and contribute towards
developing the persistence that they need to be academically successful and graduate (Liff,
2003).
Engagement in extracurricular activities outside of the classroom. Astin (1984) found
that the more time a student spent engaged in co-curricular and extracurricular activities beyond
the classroom, the higher the student’s persistence and ultimate academic success. Karp, Hughes,
and O’Gara (2010) conducted a study in which they examined community college students and
found that although it is often assumed that these non-traditional students do not have the time to
participate in extracurricular activities outside of the classroom, they do engage in socially-
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integrating activities, which contributes to their persistence to remain in school in the same way
that it does traditional college students.
Engagement in relationships. Relationships can lead to positive outcomes in retention
due to the sense of being an integral part of the college community that it fosters in the lives of
students (Gilardi & Gulgielmetti, 2011). Barbatis (2010) explained, “failure to connect with
others on campus, including peers, student organizations, faculty, and/or staff, contributes more
to voluntary withdrawal than almost any other factor” (p. 20).
Engagement in learning communities. Other forms of student engagement like the
formation of learning communities can have a positive effect on student outcomes, with the most
notable outcome being persistence characterized by re-enrollment at the same institution. There
is a positive association between participation in a learning community and other persistencefostering factors such as: (a) a student’s level of engagement in learning, both on an active,
individual basis as well as in collaboration with other students; (b) a higher level of interaction
with members of the college faculty; and (c) a higher level of satisfaction overall with their
college experience as a whole (Zhao & Kuh, 2004). Academically underprepared students
enrolled in developmental education learning communities tend to academically outperform
students enrolled in developmental education without participating in learning communities
(Raftery, 2005).
Brooklyn, New York-based Kingsborough Community College conducted a learning
community intervention entitled “Opening Doors,” which was developed for increasing the
academic success of its low-income students attending the community college. In this
intervention, 1,500 low-income freshmen, most of whom were required to take a developmental
course in English, were either randomly assigned to small program groups consisting of 15 to 25
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other students who took three courses that were linked together during their first semester or to a
control group comprised of students who did not take linked courses or participate in a learning
community. The freshmen who were a part of the linked-course learning community took three
courses together in their first semester: (a) a student success class in which a college counselor
taught skills including how to manage their time, how to study effectively, etc.; (b) a collegelevel course like health or introductory psychology; and (c) an English course, which was a
developmental level course for most students. After evaluating the students in the learning
community and the control group over two years (four semesters), study findings showed that
“students in the learning communities were more likely to feel integrated at school and to be
engaged in their courses and with fellow students and instructors” and that these students also
“passed more courses and earned more credits during their first semester, moved more quickly
through remedial English requirements, and were more likely to take and pass an English skills
assessment test that was required for graduation” (Brock, 2010, p. 117-118). However, Brock
(2010) also notes that although these differences between the intervention and control groups
existed, they were modest, and the effect on the students’ persistence was not an immediate one.
Visher et al. (2012) examined six community colleges that paired courses in various ways
to form learning communities. The study produced several key findings. First, the researchers
discovered that learning communities had “no discernible effect on persistence” (p. 29). The
students who participated in the learning communities did not exhibit any greater likelihood of
re-enrolling in the college in the subsequent semester or in two or three semesters after the
semester in which they participated in the learning community. Next, the Visher et al. (2012)
study found that there was “a positive effect on progress in a targeted subject (either English or
mathematics)” (p. 29). Students participating in these communities were significantly more
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likely to attempt and earn credits in either English or math, than students who did not participate
in the learning community, and some of the program’s impact was still evident in the students up
to two semesters following their participation in the learning community (Visher et al., 2012).
Then, the researchers discovered that there was “no discernible effect on progress outside the
targeted subject” (Visher et al., p. 31). Therefore, the only benefits that students realized on their
academic progress were those directly tied to the paired-course subject area that was targeted in
their learning community. Also, the study results indicated “a small positive effect on overall
academic progress (total credits earned)” (Visher et al., p. 31). When students participated in the
paired-course learning communities, they earned a half-credit more than their counterparts who
took the developmental course in the traditional format. Thus, by the end of the semester, their
group accumulation of credits was slightly higher (by 8%) than the control group. However, over
the next two semesters, the impact of this small increase grew less and less significant, to the
point that it was not statistically significant by the end of the third semester following their
participation in the learning community (Visher et al., 2012). Finally, the study of six community
colleges that paired courses for developmental education found a “varying effectiveness among
colleges with respect to progress in the targeted subject area but fairly similar effects across eight
colleges with respect to overall academic progress” (p. 31). Therefore, in the area of credit
accumulation, which is an indication of persistence and progress towards graduation and
attaining a degree, there was a consistency in the results produced among all of the colleges in
the study. Their average effectiveness points to the credibility of the study and increase
confidence that the outcomes are “a reasonable summary of the average effectiveness of learning
communities” at the six colleges used in the research study (Visher et al., 2012, p. 31).
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Academic Integration
The academic integration factor is characterized as “students’ inclusion in the campus
academic culture and their interface with academia” (Barbatis, 2010, p. 19). This factor tends to
include the influences of: (a) faculty, (b) campus resources, (c) time management, and (d) selfreliance / independence and tend to impact the persistence of developmental students toward
graduation (Barbatis, 2010).
Astin (1993) examined factors contributing to student success and persistence and
discovered that the more frequent interactions the students shared with faculty members, the
more satisfied that they were with their overall college experience, more so than any other
student engagement factor. However, Nora and Cabreara’s (1996) research noted that certain
students, particularly those engaged in developmental or remedial education, and cultural and
ethnic minority students tend to rarely develop close relationships with the faculty members who
teach their classes. Thus, they do not benefit as widely from this persistence-boosting effect as
their non-developmental and White mainstream counterparts.
Research indicates a positive relationship between the engagement of students in
activities that are educationally purposeful and higher grade attainment as well as increased
persistence towards academic goals (Pascarella & Terenzini, 2005). In contrast, students who do
not persist and leave college without receiving any credentials tend to be less academically
engaged than their fellow students who persisted and completed college (Hughes & Pace, 2004).
Barbatis (2010) found that students who persisted towards the completion of their courses and
progressed toward graduation were more likely to have had “good experiences and positive
interactions with college faculty” (p. 20). Additionally, this group of students was more likely to
access campus resources (Barbatis, 2010).
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A considerable amount of weight is attributed to the role of academic integration in the
retention in college students and student success, even above other factors that were traditionally
thought to be solid predictors of student success. For example, student engagement activities like
tutoring can outweigh the influence of standardized test scores, which were considered to predict
student success (Laskey & Hetzel, 2011). Allen and Lester (2012) explain, “once college
experiences are taken into account – enrollment status, working off campus and so forth – the
effects of pre-college characteristics such as ACT or SAT scores diminish considerably” (p. 9).
Lloyd and Eckhardt (2010) also found that student engagement through tutoring and coaching
resulted in increased academic attainment in students’ first and last years of college and affected
the persistence of first year students to enroll for a second year at the same school.
Allen and Lester (2012) conducted a study supporting how academic support could
impact persistence. The research was conducted on a two-year technical college in Georgia that
was facing troubling student retention rates and after analyzing a six-term period found that
academic attainment in learning support math courses offered by the college directly influenced
the retention of its students; the alarmingly high attrition rate of students in some of the learning
support math courses they offered was associated with low academic attainment in the courses.
Seeking to address this challenge, the researchers developed a College Survival Skills Course, a
program to enhance student engagement in order to increase the performance of students taking
remedial courses in math. The course, taught by a success coach, focused on tracking and
benchmarking students’ academic progress, helping to foster a sense of connection between the
students and the institution, building a sense of relationship students and the instructors who
taught their learning support classes, helping students to visualize success, teaching students to
be accountable, and engaging students in dialogue about their college experience, among other

90

strategies. Analysis of a survey distributed to students who took the College Survival Skills
course, results revealed that student engagement in the program led to better academic
performance in learning support math courses than for students not enrolled in the success course
(Allen & Lester, 2012). Thus, the research of Allen and Lester (2012) supported that “student
engagement leads to improved academic performance and retention, especially with learning
support students” (p. 12) and corroborated other research yielding similar results (Kuh et al.,
2008).
Based upon the body of research about the positive effects of student engagement on
academic attainment and persistence, Allen and Lester (2012) report that “institutions should
seek ways to channel student energy toward educationally effective activities, especially for
those who are academically underprepared” (p. 9).
Programs that Accelerate the Completion of Developmental Education Coursework
Researchers generally agree that in order to increase the likelihood that developmental
education students will persist and progress towards graduation, the traditional process of
offering developmental education must undergo reform. This reform will require administrators
and educators to change their mindsets about both the goal of developmental education and the
structure of the course sequences through which they are offered by using innovative approaches
like modularization and course acceleration (Perry, Bahr, Rosin, & Woodward, 2010).
Only with widespread reform in developmental education processes and curriculum will
community college institutions be able to keep students motivated and hopeful of being able to
reach and complete their college-level courses to earn credits towards graduation (Hern, 2012).
In research on “stopping the blood loss from our developmental arteries,” Hern (2012) concluded
one primary principle that community colleges must embrace to curb high attrition of
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developmental students is by allowing students to have broader access to the college-level
courses that they need to earn credits and progress towards graduation. The researcher noted, “if
we leave our long sequences unchanged, we will never see meaningful progress in student
completion” (Hern, 2012, p. 64). Similarly, Brothen and Wambach (2004) recommended that
“developmental education practice should be geared more toward integrating underprepared
students quickly into the regular college curriculum” (p. 20). However, for such changes to take
place on a widespread level, reform must first take place on a systemic level. These reforms are
garnering the attention of many supporters, including the Bill & Melinda Gates Foundation,
which announced that it was committing up to $110 million to further research and bring scale to
developmental education programs that used innovative means to accelerate the progress of
underprepared students (Bill & Melinda Gates Foundation, 2010).
Some states, like Florida and Connecticut, have already passed recent legislation
mandating colleges to develop and implement acceleration strategies that will reduce the amount
of time it takes for students requiring developmental education to enroll in college-level courses
and graduate (Jaggars et al., 2015). Other states are considering and planning similar legislation,
having realized the positive benefits of accelerating the developmental education of their
students (Jaggars et al., 2015). Thus, it is incumbent upon academic researchers and practitioners
to begin seeking creative, innovative strategies that can be used to accelerate the development of
underprepared students, which will reduce attrition by helping them to persist and progress
towards graduation.
The acceleration of developmental coursework offers several benefits to the student: (a) it
reduces the opportunities for external environmental factors to pull the student out of school
before completion; (b) it reduces the loss of additional money and time that are associated with
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enrollment in developmental education; and (c) it minimizes the negative and de-motivating
psychological consequences that are often experienced when students realize that they have to
wear the label “underprepared” or “remedial” (Edgecombe, 2011; Jaggars et al., 2015).
Although research surrounding the topic of developmental education acceleration
remains limited, some notable observations have resulted from the research that has been
conducted (Jaggars et al., 2015). The most recent research on the acceleration of developmental
education sequences among students at community colleges indicates that students who engage
in accelerated pathways demonstrate a greater likelihood of competing corresponding collegelevel coursework within three years than their counterparts who do not engage in accelerated
learning (Jaggars, et al., 2015).
There are some in academia who hold an opposing view of the value of accelerating
developmental education. For instance, while Edgecombe (2011) found that models of
acceleration yielded promising results and was able to successfully move students through their
developmental coursework and into their sequence of college-level courses, others like Goudas
and Boylan (2012) remain skeptical of such models because they believe that the short-term
reported benefits mask a larger issue. Goudas and Boylan (2012) argue that although the
immediate short-term benefits of developmental education acceleration appear to be clear, these
results are merely a smokescreen and cover up the cons (like inadequate skills development) of
accelerating developmental coursework for some students that will only come to surface in the
future.
Jaggars et al. (2015) took issue on several points concerning previous research on the
acceleration of developmental education, which consistently reports favorable results and
indicate that developmental acceleration is a beneficial approach to increasing persistence and
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progress towards graduation: (a) most of the studies reporting positive results did not include a
control group; (b) studies that included a control group were mostly descriptive (Edgecombe,
2011); (c) other high-profile studies used a treatment (accelerated developmental model) and
control group (traditional developmental model) but did not take into consideration, attempt to
measure, or control in the analysis any pre-existing differences that might have existed between
the two groups, which limited the reliability of the findings; (d) studies usually focus on
outcomes that manifest in the short-term (one year) rather than in the long-term (two or three
years), potentially ignoring the idea that if students following the traditional educational model
could eventually complete become eligible to enroll in and complete their college-level
coursework if given more than one year; and (e) studies rarely differentiate how acceleration
affects the progress of students who score higher versus lower-scoring students who are required
to take a sequence of developmental education courses (Jaggars et al., 2015).
One of the most notable recent studies of developmental education acceleration was
conducted by Hodara and Jaggars (2014). This study was among only a scarce number of studies
that examined the long-term impact of developmental acceleration on lower-scoring
developmental education students. For English courses, the results of the study indicated that
acceleration resulted in greater numbers of this population of students being able to enroll in and
complete college-level English with a passing grade, the overall pass rates of students within
college-level English experienced a slight drop. For math courses, the study indicated that
acceleration resulted in greater numbers of this population of students being able to enroll in and
complete college-level math with a passing grade, and there was no drop in the pass rates.
In sum, the recommendations in the body of research literature on how accelerated
developmental education can best be used to help developmental students persist and progress
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toward graduation are best explained by Jaggars and colleagues (2015), who promote the concept
of “supported acceleration.” Supported acceleration is the process of “compressing or shortening
the student’s sequence while providing academic and affective supports that help him or her
succeed in that more rigorous environment” (p. 21).
Synthesis of the Literature
The topic for this research study emerged as a result of a needs assessment in which the
researcher empirically examined factors underlying the persistence of developmental education
students at select branches of Lone Star College. The findings of the needs assessment justified
the need for a quantitative evaluation of how alternative developmental education programs can
help African American and Latino males become more socially connected, or socially engaged,
so that their likelihood of persisting and progressing towards graduation will increase. In
conducting the current research study, which was grounded in the theories of Tinto’s (1975)
model of student integration and Eccles and Wigfield’s (2000) expectancy-value theory, the
researcher sought to answer the question, “what is the effect of participating in accelerated
paired-course programs on the persistence of African American and Latino male developmental
education community college students?”
There are several factors highlighted in the current body of literature that negatively
impact persistence among developmental education students in community colleges. These
include: (a) the requirement to enroll in developmental education, which tends to demotivate and
discourage students (Hodara & Jaggars, 2014) and foster a sense of resistance in the students
(Bailey, 2009); (b) financial costs, which are higher for developmental students who are required
to enroll in and pay for extra courses that do not earn college credits toward graduation
(Melguizo, Hagedorn, & Cypers, 2008); (c) emotional and psychological costs of being labeled
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“remedial” and the distinctions that are made between developmental students and college-ready
students (Brock, 2010); (d) time-to-degree delays that result because of the extra semesters of
courses that developmental students are required to complete as pre-requisites to enrolling in
college-level courses (Hern, 2012); (e) lack of adequate instructional resources, which limit the
amount of financial and support resources that institutions can offer to developmental students to
help them succeed in college (Bound et al., 2010); and (f) environmental pull factors, which
include family obligations, off-campus employment, living off campus, financial responsibilities,
being a part-time student, and other variables, all of which distract students from making
completing college their priority and pull them out of school before they graduate (Bailey et al.,
2010).
Additionally, there are other factors highlighted in the current body of literature that have
been shown to positively impact persistence among developmental education students in
community colleges. These include: (a) pre-college characteristics and traits like socioeconomic
status, race, determination, and resourcefulness, among other factors, that propel students toward
the completion of their academic goals (Brock, 2010); (b) external college support and
community influences, which provide additional support and resources to students, alleviating
distractions that might cause them to feel the need to drop out of school (Barbatis, 2010); (c)
student engagement and social involvement, which give students a sense of belonging,
integration, and connectedness to the college community and campus life (Tinto, 1994); and (d)
academic integration, which leads to students becoming integrated into the academic culture and
developing connections to faculty and administrators, trusting them to provide the guidance and
support that is necessary for them to be successful students (Allen & Lester, 2012).
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In light of previously published literature on the topic of developmental student
persistence and African American and Latino male collegiate attainment, the purpose of this
quantitative causal-comparative research study was to investigate how participation in an
accelerated paired-course program could influence the persistence of African American and
Latino male developmental education students to progress towards graduation.
Overview of Proposed Research Study
The LSC system seeks to reduce its rate of attrition for African American and Latino
male developmental education students, as this segment of the student population has one of the
highest attrition rates among all students across its six campuses. As a means of reducing
attrition rates, LSC has introduced accelerated paired-course programs, which allow
developmental education students to reduce the time necessary for the completion of their
coursework and increase their progress toward graduation. While acceleration programs have
been shown to increase student motivation and persistence in general, it was not known how
effective the paired-coursework model of acceleration would be in fostering persistence and
progress towards graduation of the school system’s African American and Latino male
developmental education students. The purpose of this quantitative causal-comparative research
study was to investigate how participation in an accelerated paired-course program could
influence the persistence of African American and Latino male developmental education
students to progress towards graduation.
The paired-coursework model of acceleration was selected for this research study
because, according to research, this model has the ability to increase the motivation and
persistence of developmental education students towards graduation (Jaggars et al., 2015). The
six LSC campuses offered course pairings in one of two ways: by pairing a developmental

97

course with its non-developmental course counterpart (referred to as ‘paired courses’) or by
pairing a college-level course with a supplemental success course (referred to as mainstream
‘paired with support’). Enrollment in paired courses on the LSC campuses was optional and
voluntary for students enrolled in Fall 2016. Students who chose to enroll in an accelerated
paired-course program on one of the LSC campuses participated in the course pairings offered by
their respective colleges. Students who chose not to participate in an accelerated paired-course
program enrolled in standalone, non-accelerated courses.
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Chapter 4: Methodology for Conducting Paired-Course Evaluation
High student attrition is a matter of great concern for community colleges across the U.S.
(Bound et al., 2010). Researchers suggest that this is in large part due to the finding that nearly
half of all students accepted into U.S. community colleges enroll in these educational institutions
underprepared with the fundamental academic skills that are necessary to succeed in completing
college-level coursework (Bailey, 2009). To address their lack of preparation, community
colleges assign underprepared students to developmental education course sequences to boost
students’ academic skills in key subject areas like reading, writing, and math before the students
are eligible to enroll in college-level coursework. However, being assigned to developmental
education is associated with a lack of persistence and progress toward graduation, as less than
one-third of students who actually enroll in developmental education courses to which they are
referred complete a certificate or a degree within eight years of their enrollment in the college
(Bailey, 2009). The attrition rate is particularly high among African American and Latino males,
which have the lowest college completion rate of all other race and ethnic groups on campus
(Parker, 2007). Community colleges have attempted to develop innovative methods of reforming
the current process of developmental education to increase the retention of developmental
students and reduce attrition (Hern, 2012). Researchers generally agree that a major modification
that can make a significant difference in the persistence of developmental education students is
accelerating the amount of time it takes to complete their developmental coursework, a factor
strongly associated with student persistence.
LSC has begun offering developmental education students across its six campuses the
opportunity to participate in paired coursework programs, a move which will accelerate the time
it will take them to graduate, which has been shown to generally increase student persistence and
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progress towards graduation. However, it was not known how effective the paired coursework
model of acceleration would be in fostering persistence and progress towards graduation,
specifically among the school system’s African American and Latino male developmental
education students. Additional research was necessary to determine if acceleration offered
through paired coursework programs could facilitate persistence and progress towards graduation
among African American and Latino male developmental education students in the community
college system.
The purpose of this quantitative causal-comparative research study was to investigate
how participation in an accelerated paired-course program could influence the persistence of
African American and Latino male developmental education students to progress towards
graduation. Participants in the study were first- and second-year African American and Latino
male students enrolled during the Fall 2016 semester in one of the following accelerated course
pairings offered on campuses throughout the LSC system: mainstream ‘paired with support’ or
paired courses. Both accelerated models paired introductory college-level reading and/or writing
with developmental courses, supplemental courses, or other learning supports and are therefore
considered paired course programs. Descriptions of each of these types of course pairings offered
by LSC is presented in detail in the following sections.
First, LSC’s mainstream ‘paired with support’ model of acceleration allows for students
with developmental education referrals to enroll into introductory college-level courses and pairs
the course with one of the following: (a) a mandatory companion class; (b) lab sessions; or (c)
other learning supports. Although the college-level is paired with either another class or another
type of supplemental support, the mainstreaming model is still considered a “paired course”
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because it is formally paired with another supplement needed by the developmental education
student. According to LSC (2016):
…with college-ready and developmental students enrolled in the same college-level
course, there are more opportunities for underprepared students to be exposed to the
classroom practices and work habits of higher-achieving students and to engage with a
more challenging and potentially enriching curriculum. The supplemental support
experiences are explicitly designed to increase the likelihood of success in the college
course. (“Mainstreaming with Supplemental Support” designated as Mainstream ‘Paired
with Support’)
Second, LSC’s paired course model of acceleration allows for students with
developmental education referrals to enroll into developmental and college-level courses
simultaneously. According to LSC (2016):
The acceleration mechanism for paired courses allows students to simultaneously pursue
developmental and college coursework and thus begin to accrue college credit earlier
than they would if they were required to complete all developmental education courses
first. The paired structure not only eliminates exit points between developmental and
college classes that would otherwise be taken in different semesters but also makes basic
skills instruction more relevant to students through immediate linkages with the college
curriculum. (“Paired Courses”)
This chapter will present the methods that were used to conduct the study. First, the
research design of the study, including the process evaluation and the outcome evaluation will be
described. Secondly, the study methodology, including descriptions of the participants and data
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sources, the procedure being evaluated, data collection procedures, and data analysis procedures.
Finally, the chapter will conclude with a summary of the research methodology.
Research Design
This quantitative research study was conducted using a quasi-experimental causalcomparative research design that used Fisher’s exact test to analyze archival data as a means of
comparing the persistence outcomes of African American and Latino male developmental
education students enrolled in accelerated paired course programs with the persistence outcomes
of those enrolled in standalone, non-accelerated courses. The researcher conducted the study to
examine the effects of participation in paired course programs on minority male developmental
education students’ persistence and progress toward graduation.
This study was guided by the following research question:
R1: What is the effect of participating in accelerated paired-course programs on the
persistence of African American and Latino male developmental education community
college students?
The hypotheses for the study were:
H0: There will be no difference between the persistence of African American and Latino
male developmental education students engaged in accelerated paired-course programs
and the persistence of those enrolled in standalone, non-accelerated courses.
H1: African American and Latino male developmental education students engaged in
accelerated paired-course programs will demonstrate greater persistence than those
enrolled in standalone, non-accelerated courses.
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Research Design
A quantitative research design was selected by the researcher to conduct the research
study. Yilmaz (2013) defined quantitative research as “research that explains phenomena
according to numerical data which are analyzed by means of mathematically-based methods,
especially statistics” (p. 311). Qualitative research methods are typically used when researchers
desire to understand the individual meaning that is ascribed to a particular phenomenon or
problem through the lens of an individual or a group of individuals (Creswell, 2014). In contrast,
quantitative research methods are generally used when researchers seek to objectively investigate
causal relationships among independent variables to explain social behaviors using numbers
(Yilmaz, 2013). A quantitative research method is “concerned with outcomes, generalization,
prediction, and cause-effect relationships through deductive reasoning” as opposed to qualitative
studies, which are “concerned with process, context, interpretation, meaning, or understanding
through inductive reasoning” (Yilmaz, 2013, p. 313). Additionally, quantitative research begins
with the testing of a theory that is used to examine the relationship among variables in a study
(Creswell, 2014).
Based on the literature, a quantitative research process was most appropriate to conduct
the research study. First, in accordance with quantitative research, the researcher was concerned
with outcomes, specifically the outcomes of African American and Latino males participating in
accelerated paired course programs. Also, consistent with the parameters of quantitative
research, the researcher’s goal was to have the ability to generalize the study outcomes to the
larger African American and Latino male college student populations. Finally, consistent with
the goals of quantitative research, this study allowed the researcher test the theory, which was
informed by Tinto’s student integration theory and expectancy-value theory, that increasing
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student engagement through participation in an accelerated paired-course program would result
in increased persistence among African American and Latino male developmental education
students, with persistence defined by students’ enrollment in the next course in their sequence for
the Spring 2017 semester. Considering that the goals of the study were aligned with the
objectives of quantitative research, the use of quantitative research was a justified approach to
conducting the research study.
The quantitative study was conducted using a causal-comparative research design.
Causal-comparative research design allows the researcher to compare two or more groups around
an independent variable (also called a “cause”) that has already occurred (Creswell, 2014).
Characteristics of causal-comparative research include: (a) the researcher does not randomly
assign participants to groups, (b) the groups that are used in the research are pre-existing or
formed naturally, (c) one or more groups are exposed to a treatment or intervention and then
compared to a control group that was not exposed to the same treatment or intervention, (d) the
researcher does not manipulate the independent variable, and (e) the researcher examines the
independent variable’s effect on the dependent variable (Johnson, 2001). Although causalcomparative research is similar to correlational research, the two approaches differ in that
correlational studies involve two or more independent variables and only one group, while
causal-comparative studies involve two or more groups and one independent variable (Gay &
Airasian, 2000). Also, causal-comparative research necessarily includes a categorical
independent and/or categorical dependent variable, which allows for comparison between two
groups, while correlational research will not include such categories, only quantifiable variables
(Johnson, 2001). Then, while causal-comparative research studies have the goal of being able to
make a strong suggestion of a cause-effect relationship existing between the variables that are
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compared, correlational research seeks to determine the degree to which a relationship exists
between two variables, and at most, suggest that causation might possibly exist (Johnson, 2001).
According to Gall and colleagues (1996), “the causal-comparative method is the simplest
quantitative approach to exploring cause-and-effect relationships between phenomena” (p. 380).
Thus, the researcher used a causal-comparative method to explore the cause-and-effect
relationship between participation in accelerated paired-course programs (cause) on the
persistence of male students of color (effect).
The current research study is also considered to be quasi-experimental. Quasiexperimental design is one of three types of major research designs, which also include true
experimental (or randomized) research and non-experimental research. In true research design,
sample participants are randomly assigned to treatment and control groups (Reichardt, 2009). To
be classified as a quasi-experimental design, one of the following is true about the research, there
is both a treatment and control group, but sample participants are not randomly assigned to them,
or there is more than one wave of measurement. In a non-experimental design, there is only one
group used in the study, and there is only one wave of measurement (Reichardt, 2009). Because
the current research study used both a treatment and control group, the study is classified as
having a quasi-experimental design.
The quasi-experimental method that the researcher used is a post-test only nonequivalent
group design, with “non-equivalent” referring to the non-random assignment of participants to
comparable or similar groups (necessary to allow fair comparisons to be made between the two
groups). Non-equivalent group design subjects research to an internal validity threat of selection
effects. According to Reichardt (2009), a non-equivalent group design is one in which “different
participants receive different treatments and the relative effectiveness of the treatment is assessed
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by comparing the performances of the participants across the different groups” (p. 54). In the
current research study, the participants who received participated in paired courses comprised the
treatment group, and the participants who did not participate in paired courses comprised the
control group. Because no pre-test was administered to either group, only a post-test, the method
is a classified as a post-test only non-equivalent group design (Reichardt, 2009). The most
common post-test only nonequivalent group design is shown below in Figure 1 (Reichardt,
2009).
NR

X O

---------NR

O

Figure 1. Post-test only nonequivalent group design diagram.
In Figure 1, NR represents the non-random groups, X represents the treatment, and O represents
the outcome. As noted, only one group received the treatment, while the other group did not.
Outcome Evaluation
Typically, an independent samples t-test would be used to evaluate the outcomes of the
study, as this test is commonly used when there is one independent, categorical variable
consisting of two levels and one dependent variable (Seltman, 2015). However, the independent
samples t-test cannot be used if the groups in the study are not randomly assigned. Thus, instead
of an independent samples t-test, Fisher’s Exact Test was used to evaluate the outcomes in this
research study.
Fisher’s Exact Test is a test of statistical significance that is used to analyze data when
the independent variable consists of two categories and the dependent variable consists of two
variables such that the table is a 2x2 contingency table (Freeman & Campbell, 2007). In this
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research study, the one independent variable that was used was course type, and the two levels of
this categorical variable were participation and non-participation. The one dependent variable
that was used was persistence, which was determined based upon whether the participants reenrolled in the next course in their sequence for the upcoming semester. The two levels of this
categorical variable were persistence and non-persistence. In order to use Fisher’s Exact Test, a
study should follow certain conditions: (a) the marginal totals that appear in the observed table
are fixed; (b) the null hypothesis of independence is true; (c) the data is collected at a discrete
point in time; and (d) at least one of the frequency counts in the table are small (Freeman &
Campbell, 2007).
Considered to be a hypothesis test, Fisher’s Exact Test analyzes whether each row
variable and column variable in a contingency table are independent and calculates the exact
probability of the frequencies of the observed cell. The test is designed to let the researcher know
whether a difference between groups on an independent variable is likely, considering the null
hypothesis that there is no difference between the two groups. If a difference is found to exist
between the two groups, however, Fisher’s Exact Test does not provide any information about
the size of the difference. According to Freeman and Campbell (2007), “the test is based upon
calculating directly the probability of obtaining the results… if the null hypothesis is actually
true, using all possible 2x2 tables that could have been observed, for the same row and column
totals as the observed data” (p. 11). The analysis tests for the null hypothesis, or that there is no
difference between the rows and the columns (i.e. the column variable and the row variable are
independent, or that there is no association between the columns and the rows of the 2x2 table)
(Freeman & Campbell, 2007).

107

When analysis is conducted, Fisher’s Exact Test generates a p-value, and the p-value that
is generated is accurate regardless of the size of the sample used in the study. This is a benefit
that the test offers over the use of chi-square, because when sample sizes are small, chi-square
results can be inaccurate. Researchers have found, however, that the test has low power,
particularly when a standard p-value is used (Upton, 1992). For this reason, more researchers
rely upon the use of the mid-P value, which can considerably increase the power of the test
(Upton, 1992).
For the purposes of this research study, the differences between two independent groups
were assessed. The treatment group consisted of African American and Latino male
developmental education students participating in accelerated paired course programs, and the
control group was comprised of African American and Latino male developmental education
students taking standalone, unpaired courses. Students voluntarily self-selected into the treatment
and the control groups through either enrolling or not enrolling in the accelerated paired-course
programs. The study compared archival data, which consisted of LSC enrollment records for
African American and Latino male students who registered for the Fall 2016 semester and the
records of the same group of students who registered for the Spring 2016 semester.
Method
Participants
The participants in the research study were developmental education students enrolled
within the Lone Star College (LSC) system of schools that offer accelerated programming for
developmental education students. However, the needs assessment used only one branch within
the LSC system as its study population: Lone Star College – Montgomery (LSC-M). Lone Star
College, a publicly-funded two-year community college system located in Houston, Texas is the
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largest higher learning educational institution in Houston and is rapidly becoming one of the
fastest growing community colleges in the United States. Founded in 1972, the college’s stated
mission is “Lone Star College System provides comprehensive educational opportunities and
programs to enrich lives” (Lone Star College, 2016, Our Mission), while its stated vision is
“Lone Star College will be a model college globally recognized for achieving exceptional levels
of success in student learning, student completion, gainful employment, equity and affordability”
(Lone Star College, 2016, Our Vision). Students from the greater Houston area and surrounding
regions attend Lone Star College to pursue Associate Degrees, industry certifications, and to
complete basic coursework before transferring to other institutions of higher education. The total
enrollment of the Lone Star College system, which was founded in 1972, was 95,000 students in
2016. The organization is comprised of six college branches, two university centers, eight
additional centers, and 11 partnering independent school districts. Lone Star College reported an
operating budget of $347,662,000 for the 2016-2017 academic year (Lone Star College, 2016, At
a Glance). The college operates on a semester system and offers summer and winter mini-mester
sessions to students.
Driven by its vision to be recognized for exceptional levels of success in student
completion, the Lone Star College system leads the Texas Completes effort, which is dedicated
to making strides towards making dramatic increases in the rates of college completion among its
students (Lone Star College, 2016). However, LSC, like most other community college systems,
is still challenged by high rates of attrition, particularly among its developmental education and
minority student populations. To address the lack of persistence of its developmental education
students, the college has implemented programs in which it pairs college-level courses with
developmental courses or other supplemental supports. LSC administrators believe that paired-
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coursework learning communities will not only accelerate the time towards graduation, which
researchers suggest fosters persistence, but it will increase students’ levels of student
engagement, which is also believed to be a major contributing factor towards student persistence.
However, it was not known how effective the paired-coursework model of acceleration would be
in fostering persistence and progress towards graduation of the school system’s African
American and Latino male developmental education students.
Sample. All African American and Latino male students enrolled in the LSC system and
who have received developmental education referrals comprised the sample for the research
study. The treatment group consisted of first and second-year African American and Latino male
students who enrolled in any type of Integrated Reading and Writing II course pairing on any
LSC campus (either mainstream ‘paired with support’ courses or paired courses). The control
group consisted of first and second-year African American and Latino male students who
enrolled in developmental English, Integrated Reading and Writing II, as standalone, nonaccelerated courses on any LSC campus. Enrollment records for first and second-year African
American and Latino males enrolled on LSC campuses for the Fall 2016 semester and for the
Spring 2017 semester were forwarded to the researcher by the LSC system registrars and were
used as archival data to be analyzed for the research study.
Participant selection. Convenience sampling, a non-random process of selecting
participants for a research study, was used for the study. The researcher used convenience
sampling because the study required the use of paired-course groups which were naturally
formed on the LSC campuses rather than randomly assigning students to participate in these
classroom groups (Creswell, 2014). The non-random assignment of participants to groups is also
reason that the research study is considered quasi-experimental. According to Creswell (2014),
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“in quasi-experiments, the investigator uses control and experimental groups but does not
randomly assign participants to groups (e.g., they may be intact groups available to the
researcher)” (p. 219). For the Fall 2016 semester, 40 African American and 80 Latino
developmental education students were enrolled on LSC campuses.
While randomization is preferred in research studies, there are also advantages to using a
non-random design such as convenience sampling. For example, the use of non-random
assignment to groups allows the researcher to conduct research without disrupting the research
setting, and the result is a reduction in any reactive effects that might occur as a result of the
treatment, thus increasing the external validity of the research design (Dimitrov & Rumrill,
2003). Another benefit when using groups that are already intact as a study sample is that the
researcher is also able to conduct the research on the participants without them being aware that
they are a part of a research study, an advantage that is often not possible when the researcher
has to randomly assign study participants to a group (Dimitrov & Rumrill, 2003). There are,
however, disadvantages to the use of intact groups such as problems with internal validity that
might occur as a result of interaction effects between selection and pretesting, history, and
maturation. While randomizing the selection process to group will equalize the groups on
characteristic differences, the use of intact groups threatens the validity of any differences that
may appear between the groups because the differences could be attributed to differences in
characteristics between the two groups rather than to the effects of the treatment (Dimitrov &
Rumrill, 2003).
Instrumentation
The researcher utilized archival data collected from the LSC system registrars as the sole
source of data for the study, specifically enrollment records for the Fall 2016 and Spring 2017
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semesters for African American and Latino male developmental education students across all of
LSC’s six campuses. No additional instrumentation was necessary for data collection for the
research study.
Procedure
The treatment selected for use in this research study was student participation in
accelerated paired-course programs, an alternative to standalone, non-accelerated courses
traditionally offered to developmental education students. When students perceive that it will
take too long to complete their degree, they tend to lack persistence, and they drop out of school
prior to the completion of a degree or before transferring to another educational institution. If
LSC can effectively implement developmental education acceleration programs and encourage
African American and Latino students to participate in them, this could be a key factor in
fostering persistence in African American and Latino male students on the campus. In turn, LSC
will benefit by seeing a reduction in the rate of attrition among its African American and Latino
male students on the campus, an outcome that benefits all involved.
Accelerated course pairings were made available to all developmental education students.
This acceleration option was offered through the college course schedule, and developmental
education students were also made aware of the course acceleration opportunities by their
advisors and counselors. As many developmental education students desired to participate in the
accelerated programs were permitted to register for course pairings. Registration for course
pairings continued until each section of the courses reached capacity (typically 20 students,
although exceptions allowing up to two or three additional students have been made in the past
with the professor’s approval). Students who opted to register for the accelerated paired-course
programs enrolled in the acceleration models that were available on their respective LSC
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campuses. Students who did not opt to enroll in the accelerated paired-course programs enrolled
in standalone, non-accelerated developmental “Integrated Reading and Writing II” courses. At
the close of the Spring 2017 add/drop period, the researcher examined the enrollment records of
the African American and Latino male developmental education students who participated in the
accelerated paired-course programs and those who enrolled in standalone courses in Fall 2016
across each of the LSC campuses. Comparison of enrollment records for the two semesters
allowed the researcher the ability to assess which students re-enrolled for the next course in the
following semester, which researchers use as an indicator of persistence.
The timeline for the study proceeded as follows:


August 29, 2016 – Classes began for the Fall 2016 semester, and students began their
coursework. At the end of the add/drop period, when course rosters are considered by
LSC to be official, the researcher requested enrollment rosters from the registrars of all
six LSC campuses, and baseline characteristics of the treatment and control group were
recorded at this time.



January 17, 2017 – Classes began for the Spring 2017 semester. At the end of the
add/drop period, when course rosters are considered by LSC to be official, the researcher
requested enrollment rosters from the registrars of all six LSC campuses in order to
determine which of the students re-enrolled for the Spring 2017 semester, an indication of
persistence.
Data collection. This research study used archival student enrollment data provided to

the researcher by each of the LSC registrars for the Fall 2016 and Spring 2017 semesters. The
researcher used the Fall 2016 enrollment data to determine which African American and Latino
male developmental education students enrolled in accelerated paired-course programs and
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which enrolled in standalone, non-accelerated courses for the Fall 2016 semester. Then, the
researcher used the Spring 2017 enrollment data to determine which African American and
Latino male developmental education students persisted in their progress towards graduation by
re-enrolling at LSC for the next course in their sequence for Spring 2017.
Data analysis. Once the data sets were received from each of the LSC registrars, the
researcher combined the data into one comprehensive dataset using an Excel spreadsheet. The
researcher used SPSS 18 statistical software to conduct Fisher’s Exact Test, a statistical test that
would test the null hypothesis for the study. When analyzing the data, the researcher used
participation in a paired-course program as the independent variable and persistence as the
dependent variable. No moderator variables were included in the analysis, as the researcher had
no reason to believe that there would be any other factors that would moderate the hypothesized
relationship between participation in an accelerated paired-course program and persistence.
Summary diagrams. Two graphical representations summarizing the research study are
illustrated in Figure 2 and Figure 3. The treatment group is defined as the group of students who
participate in accelerated paired-course programs. The control group is defined as students who
participated in standalone, non-accelerated developmental courses.
Research Question: RQ1: What is the effect of participating in accelerated paired-course programs on
the persistence of African American and Latino male developmental education community college students?
Independent Variable (IV):
Course Type
(Taken in Fall 2016)
Treatment Group
Participate in accelerated paired-course programs
Control Group
Participate in standalone, non-accelerated
developmental courses

Dependent Variable (DV):
Persistence (Defined by enrollment in next course in
sequence for Spring 2017)
Hypothesis
H1: African American and Latino male developmental
education students engaged in accelerated pairedcourse programs will demonstrate greater persistence
than those enrolled in standalone, non-accelerated
courses.

Figure 2. Research summary matrix.
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TREATMENT

CONTROL

Participation in
accelerated pairedcourse programs

Enrollment in
standalone
developmental courses

Treatment Group
Reduced Time
towards
Graduation

Increased
motivation
to achieve

(ExpectancyValue Theory)

RESEARCH QUESTION

What is the effect of
participating in accelerated
paired-course programs on
the persistence of African
American and Latino male
developmental education
community college
students?

Increased Time
towards
Graduation

Decreased
motivation
to achieve

(ExpectancyValue Theory)

Control Group
PERSISTENCE

INACTION

Re-enrollment in next
course in sequence
for Spring 2017

Do not re-enroll in next
course in sequence for
Spring 2017

Figure 3. Research summary diagram.
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Summary
This quantitative research study was conducted using a causal-comparative method,
which is a quasi-experimental post-test only non-equivalent group design. The purpose of this
quantitative causal-comparative research study was to investigate how participation in an
accelerated paired-course program can influence the persistence of African American and Latino
male developmental education students to progress towards graduation. The treatment group
consisted of students who participated in accelerated paired-course programs. The control group
consisted of students who did not participate in accelerated paired-course programs but rather
opted to take non-accelerated, standalone coursework. LSC developmental education students
were not randomly assigned to either group; after reviewing the offerings in the course schedule
and receiving guidance from their advisors and counselors, they voluntarily enrolled in their
preferred course format (accelerated or non-accelerated).
The population for the research study was the developmental education student body of
Lone Star College (LSC). First and second-year African American and Latino male
developmental education students who enrolled in either format on any LSC campus in Fall 2016
comprised the sample for the research study. Convenience sampling was used for the research
study because the researcher used naturally-formed groups rather than randomly assigning
participants to groups, and this sampling method also allowed the researcher to conduct research
without disrupting the research setting. No instrumentation was used for the study; data was
collected from the registrars of the various LSC campuses in the form of student enrollment
records for Fall 2016 and Spring 2017.
The action that was applied to the treatment group consisted of offering the students an
opportunity to participate in an accelerated paired-course program. The types of paired-course
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programs available to students, whether mainstream ‘paired with support’ or paired courses,
varied by their respective campuses. After the Fall 2016 semester, the researcher obtained
enrollment records for Spring 2017 to determine the persistence of students in the treatment and
control groups, as persistence is defined in the research study as enrolling in the next course that
follows in the student’s course sequence. The researcher used Fisher’s Exact Test to determine
the effect of participation in accelerated paired-course programs on African American and Latino
male student persistence.
The next chapter, Chapter 5, will present the results of the research study. The chapter
will include a discussion of the results of the research study and an examination of the results in
relation to theory and to past research literature, and study limitation. Finally, the researcher will
offer conclusions based on the research results, implications for practice, and recommendations
for future research.
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Chapter 5: Findings and Discussion
The lack of persistence and progress towards graduation among African American and
Latino males has become a problematic issue under investigation at community colleges
nationwide (David & Palmer, 2010). Recognizing that this challenge exists among their
academically-unprepared students, many community colleges are experimenting with new and
creative methods, like accelerated course pairings, to retain developmental education students in
order to help them to persist and succeed (Bailey, 2009). Contrary to the traditional model of
developmental education, which requires the completion of remedial-level coursework before
taking college-level courses, accelerated paired coursework allows for the simultaneous
completion of remedial-level courses and college-level courses, or the pairing of a
developmental education course with some other support course, thus accelerating the time
necessary to fulfill graduation requirements (Visher et al., 2012). This experimental method is
designed to increase students’ persistence in staying in school and progress towards graduation.
However, it was not known how effective the paired-coursework model of acceleration would be
in fostering persistence (defined in this study as enrolling in the next course that follows in the
student’s course sequence) and progress towards graduation of the LSC’s African American and
Latino male developmental education students. The purpose of this quantitative causalcomparative research study was to investigate how participation in an accelerated paired-course
program could influence the persistence of African American and Latino male developmental
education students to progress towards graduation.
This chapter presents the data process of implementation, followed by the results,
conclusions and a discussion of the research study’s conclusions. The researcher begins with a
description of the intervention, followed by descriptive statistics. Following this, the researcher
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discusses results of the data analysis. Finally, based on the results, the researcher presents several
conclusions, followed by a discussion of the results, implications for practice, and
recommendations for future research. The chapter concludes with a summary of the study
results.
Process of Implementation
The researcher investigated the persistence of more than 3,400 African American and
Latino male developmental education students across six LSC campuses. Data was collected
from the LSC system registrars, who forwarded enrollment records for first and second-year
African American and Latino male students enrolled for the Fall 2016 and Spring 2017 semesters
to the researcher.
Data Collection
The researcher requested the 2016-2017 enrollment records from registrars for all
developmental education students on Lone Star College campuses that offered course pairings of
any type in Fall 2016. All six LSC campuses offered course pairings to their developmental
education students and presented their registration records to the researcher: LSC-CF, LSC-K,
LSC-M, LSC-NH, LSC-T, and LSC-UP. LSC-CF offered courses by pairing non-developmental
college-level English Composition I (ENGL1301) with Integrated Reading and Writing II
(ENGL0309) or Competency-based Advanced Reading and Writing (0119), which are remedial
courses for developmental education students. LSC-K offered courses that paired nondevelopmental college-level English Composition I (ENGL1301) with remedial-level
Competency-based Advanced Reading and Writing (0119). LSC-M offered the same pairings as
were offered by LSC-K. LSC-NH offered non-developmental college-level English Composition
I (ENGL1301) paired with Integrated Reading and Writing II (ENGL0309) and paired Integrated
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Reading and Writing II (ENGL0309) with remedial-level courses like Supplemental Reading
(0115), Supplemental Writing (0117), and Competency-based Advanced Reading and Writing
(0119). LSC-T paired non-developmental college-level English Composition I (ENGL1301) with
remedial-level Competency-based Advanced Reading and Writing (0119). Finally, LSC-UP also
offered a course pairing of non-developmental college-level English Composition I (ENGL1301)
with remedial-level Competency-based Advanced Reading and Writing (0119).
In the data analysis, concurrent enrollment in college-level English Composition I
(ENGL1301) with Integrated Reading and Writing II (ENGL0309) was considered participation
in a “paired course,” while concurrent enrollment in college-level English Composition I
(ENGL1301) with remedial-level courses like Supplemental Reading (0115), Supplemental
Writing (0117), or Competency-based Advanced Reading and Writing (0119) was considered
participation in a mainstream ‘paired with support’ course. After all course-pairing information
was received from the registrar, the researcher compiled all enrollment information from Fall
2016 and Spring 2017 into one comprehensive data set for analysis.
Descriptive Statistics
The archival data provided to the researcher by the LSC registrars consisted of
enrollment, course completion, and persistence records for all developmental education students
enrolled in Fall 2016 on the six participating LSC campuses. Total developmental education
student enrollment across all campuses was 13,968: LSC-CF reported 3,422 developmental
education students (240 Black males and 672 Latino males); LSC-K reported 1,889
developmental education students (97 Black males and 309 Latino males); LSC-M reported
2,214 developmental education students (99 Black males and 299 Latino males); LSC-NH
reported 3,395 developmental education students (462 Black males and 575 Latino males); LSC-
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T reported 1,320 developmental education students (112 Black males and 148 Latino males); and
LSC-UP reported 1,728 developmental education students (130 Black males and 296 Latino
males).
In general, LSC’s developmental education student enrollment is mostly Latino (6,103
students, or 43%) and African American (3,226 students, or 23%) and it is mostly female (8,874
students, or 62%) than male, with majority of the students enrolled at LSC-CF (3,422, or 25%)
and LSC-NH (3,395, or 24%). The demographics of the developmental education students for
each campus are presented in Table 16.
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Table 16
Demographics of Developmental Education Students on LSC Campuses Offering Paired Courses
Ethnicity
White

African
American
Latino

Asian

Amer-Ind

Multiple

Unknown

Grand
Total

Gender

LSC-CF

LSC-K

LSC-M

LSC-NH

LSC-T

LSC-UP

LSC
System

Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total

362
267
629
363
240
603
1,039
672
1,711
158
152
310
8
2
10
51
46
97
34
28
62

379
209
588
241
97
338
503
309
812
40
24
64
1
4
5
26
19
45
22
15
37

563
345
908
170
99
269
554
299
853
36
33
69
3
2
5
50
17
67
30
13
43

132
92
224
890
462
1,352
953
575
1,528
73
59
132
2
2
4
41
34
75
55
25
80

290
185
475
213
112
325
264
148
412
22
19
41
8
2
10
23
11
34
12
11
23

183
135
318
209
130
339
491
296
787
119
75
194
2
1
3
36
8
44
23
20
43

1,909
1,233
3,142
2,086
1,140
3,226
3,804
2,299
6,103
448
362
810
24
13
37
227
135
362
176
112
288

3,422

1,889

2,214

3,395

1,320

1,728

13,968

Overall, approximately 94% of all students who were enrolled in any type of pairing,
mainstream “paired with support’ or paired course (the pairings used for the minority male
treatment group) successfully completed their courses. Both groups of minority males had
completion rates above the overall student population average, with 96.6% of African American
males (n = 28) completing their paired courses with a passing grade and 97.3% of Latino males
(n = 71) completing their paired courses with a passing grade. A summary of the overall

122

completion rates of all LSC developmental education students enrolled in mainstream ‘paired
with support’ and paired courses is presented in Table 17.
Table 17
Overall Completion Rates of LSC Developmental Education Students Enrolled in Paired
Coursework (Mainstream ‘Paired with Support’ and Paired Course)
Race/Ethnicity
White

Black

Latino

Asian

Amer-Ind
Multiple

Unknown
Grand Total

Gender

Enrolled

Completion
#

%

Female

60

56

93.3%

Male

39

35

89.7%

Total

99

91

91.9%

Female

27

25

92.6%

Male

29

28

96.6%

Total

56

53

94.6%

Female

117

114

97.4%

Male

73

71

97.3%

Total

190

185

97.4%

Female

17

16

94.1%

Male

16

14

87.5%

Total

33

30

90.9%

Female

1

1

100.0%

Total

1

1

100.0%

Female

7

6

85.7%

Male

5

5

100.0%

Total

12

11

91.7%

Female

2

2

100.0%

Total

2

2

100.0%

393

373

94.9%

In contrast, overall, approximately 86% of all students who were enrolled in Integrated
Reading and Writing II as a standalone course (the course used for the minority male control
group) successfully completed the course. The completion rates for Latino males enrolled in this
unpaired course fell slightly below the average, as only 464 Latino male developmental
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education students (83.5%) completed the course with a passing grade. However, their course
completion rates were higher than those of African American male developmental education
students (76.2%), as only 199 of these students finished the course with a passing grade. A
summary of the overall completion rates of all LSC developmental education students enrolled in
English 0309 as an unpaired course is presented in Table 18.
Table 18
Overall Completion Rates of LSC Developmental Education Students Enrolled in ENGL0309 as
a Standalone, Non-accelerated Course
Race/Ethnicity
White

African
American
Latino

Asian

Amer-Ind

Multiple

Unknown
Grand Total

Gender

Enrolled

Female
Male
Unknown
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total
Female
Male
Total

Completion
#

%

326
269
1
596
442
261
703
820
556
1,376
112
101
213
4
2
6
45
30
75
34
30
64

282
219
1
502
373
199
572
741
464
1,205
104
88
192
4
2
6
37
26
63
30
26
56

86.5%
81.4%
100.0%
84.2%
84.4%
76.2%
81.4%
90.4%
83.5%
87.6%
92.9%
87.1%
90.1%
100.0%
100.0%
100.0%
82.2%
86.7%
84.0%
88.2%
86.7%
87.5%

3,033

2,596

85.6%
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The treatment group consisted of African American and Latino male students who
participated in accelerated course pairings. There were two types of course pairings included in
the treatment group: “paired course” students who participated in college-level English
Composition I (ENGL1301) with Integrated Reading and Writing II (ENGL0309) and
“mainstream ‘paired with support’ course” students who participated in college-level English
Composition I (1301) paired with remedial-level courses like Supplemental Reading (0115),
Supplemental Writing (0117), or Competency-based Advanced Reading and Writing (0119). The
total number of minority male students who participated in mainstream ‘paired with support’
courses across the six LSC college campuses was 79 (23 African American males and 56 Latino
males). The total number of minority male students who participated in paired courses across the
six LSC college campuses was 23 (6 African American males and 17 Latino males). The total
number of minority male LSC students that comprised the treatment group was n = 102. The
demographic make-up of the treatment group, including both paired course and mainstream
pairing students, is presented in Table 19.
Table 19
Treatment Group – African American and Latino Male Students Enrolled in Paired Coursework
(Mainstream ‘Paired with Support’ and Paired Course)
Paired with
Support

Paired Course

Total

African American Males

23

6

29

Latino Males

56

17

73

African American &
Latino Males (Treatment
Group)

79

23

102
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The control group consisted of African American and Latino male students who enrolled
in Integrated Reading and Writing II (ENGL0309) as an unpaired, standalone, non-accelerated
course. The total number of minority male students who participated in the standalone course
across the six LSC college campuses was n = 817 (261 African American males and 556 Latino
males). The demographic make-up of the control group is presented in Table 20.
Table 20
Control Group – African American and Latino Male Students Enrolled in ENGL0309 as an
Unpaired, Standalone Course
Total
African American Males

261

Latino Males

556

African American &
Latino Males (Control Group)

817

Results
Results of the analysis indicated that overall, the majority of all LSC developmental
education students (82%) who enrolled in paired courses of any type demonstrated persistence
by successfully completing their Fall 2016 reading or writing courses with a passing grade and
enrolling in the subsequent course in Spring 2017. In the paired course treatment group, the
known students that demonstrated the greatest levels of persistence were Asian students (87.5%),
closely followed by African American (85.7%) and Latino (85.7%) students. Among African
Americans and Latinos in general, African American males persisted at the highest levels
(100%), while African American females persisted at the lowest levels (75%). When considering
only African American and Latino males, African American males persisted at higher levels
(100%) than Latino males (82.4%).
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Fisher’s Exact Test was used to determine if there was an association between type of the
group and persistence for the group of African American and Latino male developmental
education students (n = 919) taken as a whole. The analysis indicates that there was statically
significant association between group type and persistence (p = 0.033). The paired course group
had the highest persistence rate of 87%, followed by mainstream ‘paired with support’ group
(77.2%), and the control group (67.6%). A summary of these results is presented in Table 21.
Subgroups of Latino and African American male developmental education students were
also analyzed independently. The within-group analysis indicates that there was an association
between group and persistence (p = 0.015) for African American students, but no such
relationship held for Latino students (p = 0.474). Even though the relationship for Latino
students was not statistically significant, the paired course group of these students had the
highest persistence rate of 82.4%. This finding is consistent with what was found for African
American students in the paired course group for whom the persistence rate was 100%. A
summary of these results is presented in Table 21.
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Table 21
Cross-tabulation of Persistence and Type of Group (Control vs. Two Types of Pairing)
Persisted to
SP17
African
American
and Latino
Males

African
American
Males Only

Latino
Males Only

Yes

No

Total

%, Persisted

Paired with Support

61

18

79

77.2%

Paired Course

20

3

23

87.0%

Control

552

265

817

67.6%

Total

633

286

919

68.9%

Paired with Support

20

3

23

87.0%

Paired Course

6

0

6

100.0%

Control

167

94

261

64.0%

Total

193

97

290

66.6%

Paired with Support

41

15

56

73.2%

Paired Course

14

3

17

82.4%

Control

385

171

556

69.2%

Total

440

189

629

70.0%

Fisher's Exact
Test p-value
p =0.033*

p =0.015*

p =0.474

*Significant at 0.05 level

The analysis also revealed that the number of students in the paired course group was
low; there were only 6 African American and 17 Latino students in this group. Because the
number of students in this group was low, a decision was made to conduct the analysis by
ignoring the type of pairing and considering only if student was in a paired class of any type or
not. For the purposes of the following analysis, students from the mainstream ‘paired with
support’ group and students from the paired course group were combined into a single group
designated as “paired.” The analysis points to the conclusion that any type of pairing increases
the chance of persistence for African American students to 89.7% from 64.0% (p = 0.006);
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however, the same relationship does not hold for Latino students (p = 0.342). A summary of
these results is presented in Table 22.
Table 22
Cross-tabulation of Persistence and Type of Group (Control vs. Any Type of Pairing)
Persisted to
SP17

African
American and
Latino Males

African
American
Males Only

Latino Males
Only

Paired

%, Persisted

Yes

No

Total

81

21

102

Fisher's Exact
Test p-value

79.4%
p =0.017*

Control

552

265

817

67.6%

Total

633

286

919

68.9%

Paired

26

3

29

89.7%

Control

167

94

261

64.0%

Total

193

97

290

66.6%

Paired

55

18

73

75.3%

Control

385

171

556

69.2%

Total

440

189

629

70.0%

p = 0.006*

p =0.342

*Significant at 0.05 level

Overall, the results of the analysis suggest that any type of course pairing may improve
persistence. However, the fact that participation in paired course programs only benefitted
African American males (not Latino males) suggests that additional research is needed to clarify
this inconsistency. Additionally, paired courses appeared to be more beneficial than mainstream
‘paired with support’ courses. Yet, due to the small size of the paired course group (n = 17), the
validity and reliability of this conclusion might be considered questionable by some researchers.
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Discussion
The purpose of this quantitative causal-comparative research study was to investigate
how participation in an accelerated paired-course program could influence the persistence of
African American and Latino male developmental education students to progress towards
graduation. In undertaking the current research study, the researcher sought to answer the
following question:
RQ1. What is the effect of participating in accelerated paired-course programs on the
persistence of African American and Latino male developmental education community
college students?
The results of the analysis of this research question helped to address a gap in the
literature by focusing on the direct impact of accelerated paired-course programs on the
persistence of African American and Latino male developmental education students while
answering the call for the quantitative, systematic evaluation of developmental education
programs and how they affect the persistence of students of color. Fisher’s Exact Test was
utilized to analyze archival data of LSC student records for the Fall 2016 and Spring 2017
semesters to determine if participation in accelerated paired-course programs influenced the
persistence of African American and Latino male developmental education students. The
following represent the key findings drawn from the results of the analysis.
Despite study limitations, data analysis of the LSC developmental education student
enrollment records for Fall 2016 and Spring 2017 produced the following general results
pertaining to African American and Latino male developmental education students:
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1. Any type of course pairing (mainstream ‘paired with support’ or paired course) increased
persistence for African American students (from 64% to 89.7%), but the same
relationship did not hold for Latino students.
2. Both paired course African Americans and paired course Latinos have higher rates of
persistence compared to their counterparts who enrolled in mainstream ‘paired with
support’ courses and those enrolled in unpaired courses.
3. When considering African American and Latino males as one group, the paired course
group had the highest persistence rate (87%), followed by the mainstream ‘paired with
support’ group (77.2%), and then the control group. However, there were only 23 African
American and Latino males in the paired course group compared with 79 African
American and Latino males in the mainstream ‘paired with support’ group, and this
makes the result questionable.
Because the results of the analysis show that differences existed between African
American and Latino males who participated in paired courses versus those who participated in
ENGL0309 as a standalone, unpaired course, the null hypothesis can be rejected:
H0: There will be no difference between the persistence of African American and Latino
male developmental education students engaged in accelerated paired-course programs
and the persistence of those enrolled in standalone, non-accelerated courses.
Each of the study’s key findings is discussed in detail in the sections that follow.
Participation in Paired Courses Increases Collective Persistence among Minority Males
When the researcher analyzed the effect of paired course participation among African
American and Latino male students as a whole, results indicated that the group with the highest
persistence was the paired course group, followed by the mainstream ‘paired with support’
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group, and then the control group (students did not participate in any course pairings).
Additionally, paired course African American male students and paired course Latino male
students demonstrated higher rates of persistence compared to any of their counterparts who
enrolled in mainstream ‘paired with support’ courses and those enrolled in unpaired courses.
The research study’s finding that participation in paired courses can increase persistence
among men of color overall is consistent with existing research, which has shown that
accelerated course pairing (paired courses) fosters greater levels of persistence in developmental
education students (Jaggars, et al., 2015), and this can reduce attrition (Bailey, 2009; Barbatis,
2010; Brock, 2010; Hodara & Jaggars, 2014). However, this finding challenges the existing
research that shows men of color consistently falling behind their peers in persistence. According
to the Center for Community College Student Engagement (2014), White and Asian students
continue to outpace African American and Latino men of color. However, in contrast to the
CCCSE’s findings, the current research study showed that African American and Latino males
who participated in paired coursework outpaced their counterparts of other races and ethnicities.
The finding also challenges the research of Hagedorn and Maxwell (2000), which found that the
African American males fare worse of all students attending college in the U.S. The fact that the
current study shows African American and Latino males in paired courses fared better than their
Asian, White and other counter-parts points to the great potential of paired course participation
in helping men of color to keep pace or excel above their community college peers.
Two factors threaten to challenge this finding and prevent it from being accepted without
bias or reservation. First, it must be made clear, that these same positive effects of course
pairings on persistence were not realized when African Americans and Latino males were
examined as individual groups; the effect was only realized when the two groups were examined
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in paired courses as a whole. Second, the sample sizes were relatively small: there were only 23
minority males in the paired course group as compared to 79 minority males in the mainstream
‘paired with support’ group. Although the statistical results of the analysis were significant and
this finding can be validated by the research, the small sample size of the paired course group
threatens the validity and reliability of the conclusion.
Participation in Paired Courses Affects African American & Latino Male Persistence
Differently
The results of the data analysis showed that any type of course pairing, whether
mainstream ‘paired with support’ or paired courses, increases persistence for African American
students, but the same relationship does not hold for Latino students. That participation in course
pairing interventions increased the persistence of one group of minority males but not the other
suggests that minority males are not a monolithic group and that participation in course pairings
affects African American and Latino male persistence differently. Understanding the unique
cultural differences that exist between these two groups will be critical for colleges to develop
retention programs that are effective in increasing each group’s persistence. The finding is
consistent with Pew Research (2016) findings that even with the various programs and resources
available to minority students on community college campuses, Latino students still fall behind
all other ethnic groups in their rates persisting to graduation from college. To add to the crisis,
among Latinos, males continue to demonstrate significantly lower persistence towards
graduation than their female counterparts (Saenz & Ponjuan, 2011).
This finding supports previous research surrounding persistence among African
American and Latino males by highlighting the necessity to understand the unique needs of
students of color to increase the effectiveness of the retention programs in which they participate.
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The Center for Community College Student Engagement (2014) described African American
and Latino males as being “among the least of all understood community college students” (p. 4)
and explained that although it is clear among educators and researchers that disparities exist
between these groups and their peers, few actually understand the reasons behind them. As a
result, CCCSE (2014) encouraged colleges to focus on the unique needs of men of color and the
ways in which they can serve them more effectively, while at the same time emphasizing
diversity on the college campus, the cultural competency of the faculty and staff, and the
implementation of strategies that reduce the threat of men of color being subject to stereotypes.
Ultimately, the success of men of color on community college campuses will largely depend on
the institution’s commitment to developing a comprehensive understanding of the backgrounds
of African American and Latino men of color, including their educational background, cultural
contexts, and challenges.
The finding is also consistent with the research findings of Saenz and Ponjuan (2011),
who reported that although males of color tend to fare worse in educational attainment than other
groups, some researchers deem that traditionally, African American males have specifically
received greater amounts of attention and resources to boost levels of educational attainment
than Latino males. This could potentially explain the disparity that exists between how
participation in paired courses impacted the persistence of African American males versus Latino
males, for if one group has been provided with additional attention and resources while another
has not, the group that has received the additional attention and resources is likely to excel over
the group which has not. To remedy such discrepancies, Saenz and Ponjuan (2011) promoted the
need for the development of promising initiatives, on both a local and regional level, to target
Latinos with the culture-specific attention and resources that is needed by this group.
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Unknown Factors Hinder Latino Males from Realizing Paired Course Benefits
Participation in course pairings helped to increase persistence among African American
males but not Latino males. For course pairings to significantly increase the persistence of
African American male developmental education students but not produce the same results for
Latino male developmental education students suggests that some unknown factor is at work that
hinders Latino males from realizing the same benefits. This unknown factor, which produces
academic success for African American males but not for Latino males, could potentially be
grounded in culture, background, socioeconomic status, or a number of other unique factors or
needs. For example, existing literature indicates several factors that could potentially hinder the
persistence of Latino male students, despite their participation in paired-course programs, like
needing to work full time in order to help support their family (Pew Research, 2016), familisimo,
which places a high priority on attachment to, protecting, and caring for one’s immediate and
extended family among Latino males (Saenz & Ponjuan, 2011), machismo, which is an ideology
of cultural masculinity among Latinos that could hinder male students from asking for the
academic help they need (Saenz et al., 2013), being undocumented Latino immigrants (Teranisha
et al., 2011), the lower socioeconomic status of many Latino families (Saenz et al., 2013),
limited financial resources that do not allow Latino students to re-enroll after a successful
semester (Saenz et al., 2013), and speaking English as a second language, which might hinder
their comprehension (Saenz et al., 2013). Additional research on how these and other factors
affect the educational attainment of Latino males is of great importance if community colleges
will be effective in their efforts to help these students persist.
The finding that unknown factors hinder Latino males from realizing the benefits of
participation in paired courses can be used to support the research of Saenz and Ponjuan (2011),
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who found that little is known about why Latino males fall academically behind other groups,
and therefore, the factors that contribute to their low academic achievement remain unknown.
Much research has been conducted on the success factors that contribute to the educational
attainment of Latina females, but little research has been conducted to understand the success
factors that contribute to the success of Latino males (Saenz & Ponjuan, 2011). Saenz et al.
(2013) indicated that, despite the clear crisis of Latino males in higher education, researchers
were still only beginning to focus their research specifically on Latino male community college
students. These researchers support the need for additional research to discover the unknown
factors that facilitate and/or hinder the effectiveness of Latino male participation in retention
programs and to further understand the unique academic needs of Latino male students in higher
education. Without additional research to discover the unknown factors that affect Latino males,
community colleges will continue offering support programs and resources (like paired courses)
that are ineffective in accomplishing their goals of increasing persistence and reducing attrition
among this group.
Discussion of Findings of Student Integration and Expectancy-Value Theories
Tinto’s (2004) model of student integration is characterized by the premise that
academics alone are not enough to foster the levels of persistence that students need to complete
college and that social integration factors played a major role in helping them persist towards
graduation. There are several implications for current study when discussed in light of this
theory. First, the finding that African American male students demonstrated persistence after
they participated in both mainstream ‘paired with support’ and paired courses suggests that both
academic and social integration factors were active at a level great enough for them to persist.
However, while African American male students persisted from one semester to the next, their
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ability to persist long-term is unknown. Thus, while the researcher can conclude that academic
and social factors had to be present for African American male students to persist from Fall 2016
to Spring 2017, it is unknown whether these same academic and social factors will be present at
levels necessary for the students to ultimately persist and graduate from LSC.
Next, the finding that Latino males did not demonstrate the same persistence after
participating in the same paired academic courses as their African American male counterparts
suggests that persistence was possible among minority males on the LSC campuses, but some
factor, either an academic or social one, was not present at a level great enough level for Latino
males to persist. Tinto’s model of student integration espouses that minority students
(underrepresented populations on college campuses) do not socially integrate into college life as
successfully as others (Tinto, 1993), and this tends to result in decreased persistence and
educational attainment. According to this tenet of social integration theory, because these
students were minority males, there is a great likelihood that one or more social factors related to
their minority status likely contributed to the Latino males’ lack of persistence. Tinto (1993)
promotes that educational institutions bear the responsibility of removing cultural barriers so that
these students can successfully connect to the college community, including other students in the
community who share their race or ethnicity, and thereby increase their odds of retention through
persistence and progress toward graduation. The suggestions that follow in the discussion of the
study’s conclusion provide some key recommendations for educational institutions to consider
when seeking to advance such goals.
Eccles and Wigfield’s (2000) expectancy-value theory espouses that several factors play
a role in a developmental education student’s belief that he or she can complete certain
educational tasks, including ability beliefs, perceived difficulty of task, individual goals, and
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affective memories. Based on the finding that developmental education African American males
persisted after participation in paired courses while Latino males did not (when examined as
independent groups), it is possible that expectancy-value theory was at work with the African
American males in a different way than it was at work with the Latino male students.
For African American males, there is a possibility that expectancy-value theory worked
to help them to persist in their academic endeavors. After the Fall 2016 semester in which the
minority males were participating in paired courses, when the time came for Spring enrollment,
African American males potentially held the belief that they could complete the educational
tasks before them and held a hope and expectation that they could graduate one day, so they
enrolled for the next course in their sequence offered in the following semester, Spring 2017. In
contrast, for Latino males, there is a possibility that expectancy-value theory worked to hinder
their academic endeavors. Based on their lack of persistence after participation in paired
courses, it is possible that after the Fall 2016 semester, Latino male students might have felt that
participation in the developmental education process and its associated costs made it difficult for
them to ever expect to graduate, so they either disappeared, disengaged, or withdrew from
school, choosing not to enroll in the next course in their sequence offered in the following
semester. Based on the tenets of Eccles and Wigfield’s (2000) theory, the potential exists that
they might have become leavers who abandoned their college attainment pursuits, not because
they could not handle course content, but because their participation in developmental education
process and its associated costs caused them to abandon their beliefs that they could complete the
educational tasks before them. However, since the reasons behind students’ failure to persist to
the Spring 2017 semester were not investigated in the current research study, this application of
expectancy-value theory’s impact on persistence or lack thereof remains speculative.
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Conclusions and Recommendations for Stakeholders & Education Professionals
While a lack of persistence and progress towards graduation is a concern for all
community college students, it is of marked concern for African American and Latino students,
particularly the male members of these cultural minority groups, who tend to leave community
colleges before certificate or degree completion (Buchmann & DiPrete, 2006; Davis & Palmer,
2010). In the current research study, the researcher sought to examine whether participation in
paired coursework learning communities could facilitate persistence and progress towards
graduation among African American and Latino male developmental education students. While
some literature exists about the benefits of acceleration programs on student persistence in
general, there is limited research about how accelerated paired-course programs specifically
affect the persistence of African American and Latino developmental education students on
community college campuses. The findings of the current study serve to make a valuable
contribution to this body of literature by helping higher education administrators and
practitioners understand how to more effectively serve their African American and Latino male
developmental education students, increasing this population’s persistence while decreasing the
institution’s attrition.
The ultimate goal of the current research study was to provide insights that will help
community colleges develop more effective paired coursework acceleration programs for
African American and Latino male developmental education students – programs that will
actually result in helping this population of students to persist and graduate from their
institutions. Higher education leaders and administrators committed to achieving equity for these
students on their community college campuses are encouraged to consider the following
conclusions and recommendations for accomplishing this goal.
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Focus on Culture-based Equity when Addressing Minority Male Persistence
Because the study results indicated that participation in paired-course programs can
impact the persistence of African American and Latino males differently, community colleges
should be intentional about not addressing the two populations as a monolithic group when
designing programs designed to increase persistence among minority males. African Americans
and Latinos are commonly grouped together into one group that is referred to as “minorities”;
however, the results of the data analysis show that for the purposes of designing effective
interventions to increase persistence, the unique cultural identity of the students must be taken
into consideration; persistence interventions that work for one group might not work for the
other. Rather than focusing on equality, or providing each of the minority male groups with the
exact same programs and resources to increase their persistence collectively, educational
administrators should focus on equity by providing each respective group with the unique
programs and resources that it needs to be successful and persist towards graduation.
For instance, Gladwell’s (2000) research was focused specifically on how to improve the
retention of African Americans as minority students attending predominantly White colleges.
Among other recommendations, Gladwell (2000) proposed that support programs be designed
specifically for the needs of African American students, that a program be developed in which
counselors would be trained to address the specific needs of African American students, and
allowing students to play a role in the development of these programs that would be designed to
meet their specific cultural needs. Similarly, Saenz et al. (2013) offered recommendations
specifically designed to increase the educational attainment of Latino males. These suggestions
include the following: (a) re-framing programs and services with men in mind (including the
cultural values out of which sub-groups like Latino men tend to operate), (b) integrated career
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and academic pathways (that combine classroom learning with on-site job opportunities), and (c)
messaging to Latino males and their families (to leverage the collective support that exists in
these communities to encourage their males to remain in school, overcome challenges, succeed
academically, and graduate). Such culture-specific recommendations as these should be utilized
to develop programs designed to identify the unique needs of African American and Latino
males and then address these needs so that each group might also receive the maximum benefit
of participation in paired-courses and other programs developed to increase persistence.
Seek to Identify and Address what Hinders Latino Males from Realizing the Benefits of
Participation in Paired Courses
In light of the finding that African American male students showed increased persistence
after participating in paired courses and mainstream ‘paired with support’ courses while their
Latino male counterparts did not, educational administrators committed to increasing the
persistence and academic success of Latino male developmental education students must seek to
identify what specific unknown factors hinder Latino male students from benefiting, to a
significant degree, from participation in accelerated course pairings. Once administrators identify
these unique cultural needs, they should provide Latino male students with the additional cultural
supports that they need in order to reap the same benefits from participation in course pairings
that their African American male counterparts experience.
Existing research (Saenz & Ponjuan, 2011; Saenz et al., 2013; Teranishi et al., 2011)
suggests that the challenges that hinder Latino males from successfully persisting on college
campuses have less to do with their intellectual academic abilities and more to do with their
cultural needs not being met in such a way that they feel comfortable navigating their academic
environment, integrating socially, and taking advantage of the support programs and resources
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that are often offered on college campuses to empower them for academic success. In light of
this, consistent with the suggestion of Saenz and Ponjuan (2011), the researcher recommends
that educational institutions seeking to increase the persistence of Latino males focus their
discovery efforts on how to link academics with social developmental supports that can utilize
culturally-sensitive methods to help them excel academically. One particular source that should
not be overlooked by community colleges as they seek to increase their understanding of Latino
students academic and social needs are “Hispanic Serving Institutions” (HSIs), which are
designed to meet the unique academic and cultural needs of Latino students and have been
shown to resulting in higher persistence towards graduation (Nunez et al., 2011). These
institutions, specifically designed to meet the needs of Latinos (in the same way that Historically
Black Colleges and Universities, or HBCUs do for African Americans), significantly decrease
the risk of Latino students leaving college before they attain credentials, as compared to the
numbers of Latino students who leave community colleges before graduation (Nunez et al.,
2011). The effectiveness of HSIs in working with the Latino male population, evidenced by
consistently high persistence towards graduation, makes these educational institutions a proven
resource from which community colleges can glean a great amount of understanding.
Offer Paired Courses over Mainstream ‘Paired with Support’ Courses to Increase
Persistence
When examined as a collective group, paired course African American and paired course
Latino male students demonstrated higher rates of persistence compared to their counterparts
who enrolled in mainstream ‘paired with support’ courses and those enrolled in unpaired courses.
This finding suggests that if community college educational administrators are faced with a
decision of which type of course pairing will increase the academic success of African American
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and Latino male students over another, they best decision would be to offer paired courses
(pairing a developmental course with its non-developmental course counterpart, college-level
English) over mainstream ‘paired with support’ course (pairing a college-level English with a
supplemental success course).
Like many other community colleges, Lone Star College is under a legislative mandate to
implement the use of course pairings to increase the persistence of their developmental education
students. The implementation of this new educational policy will undoubtedly require a greater
amount of financial, human, administrative, space, and other resources at the expense of the
community college. While the LSC system possesses abundant institutional resources to
simultaneously offer various types of course pairings to its students, other colleges with more
limited resources might be pressed to choose between offering either paired-courses or
mainstream ‘paired with support’ course. This is a particularly relevant conclusion because if a
college is implementing the concept of course pairing as an entirely new offering and must
choose between which of the two types of pairings, it will offer to its students first to maximize
its resources to the fullest extent. When selecting the type of paired course to offer, this finding
provides substantive evidence upon which such a decision can be made, one that is grounded
research rather than forcing administrators to speculate which type of pairing might be best or to
randomly select a paired-course alternative.
Proposed Application of Study Findings
Based on the findings and conclusions of the current research study, the researcher
proposes the development of the following intervention on a community college campus that is
designed to increase the persistence of African American and Latino male developmental
education students. The proposed intervention would consist of both academic and social
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components. Academically, the program would require African American and Latino male
students to participate in paired courses, which would allow them to simultaneously enroll in a
developmental education-level course with college-level English, in an effort to accelerate the
completion of all course requirements and reduce time to graduation. Participation in course
pairings would be required for these students until all of their developmental education courses
are completed.
At the end of each course or semester, African American and Latino male students would
be required to complete an exit survey. The survey would be designed to evaluate student levels
of expectancy-value, that is, their levels of hopefulness in their academic progress, their belief
that they were capable of graduating, and that the energy, effort, resources that they would have
to pay to attain their academic goals was still deemed worth the cost. Based upon the results of
the survey, if the student’s expectancy-value survey score falls below a certain threshold, the
student would be required to visit a same-race male program counselor. The counselor would
then intervene with motivation, encouragement, progress-toward-graduation updates, or referrals
to financial resource providers, tutors, and any other assistance that might increase the student’s
likelihood to persist.
Socially, African American and Latino males would be enrolled in one of two distinct
programs that would cater to their unique cultural needs; they would not be grouped into a one
collective program designed simply for “minority male developmental education students.”
Groups would meet at a fixed day and time each week in a location on campus with same-race
male counselors who will facilitate the group meetings, to include rap sessions on culturallyrelevant topics of interests to students, question and answer sessions, education about helpful
resources, instruction on how to navigate campus resources, games, outings, celebrations of
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academic progress and campus accomplishments, and other topics that the counselors deem
culturally relevant and necessary to foster persistence. While the male students would
automatically be enrolled in one of the social programs, attendance at the weekly group events
would be encouraged but not mandatory. If students need to access their program counselors at
any other time, these individuals will be available via phone, with at least one counselor on call
and accessible to students 24 hours a day.
By combining paired courses (shown to increase persistence) with culture-specific
components of Tinto’s (2004) model of student integration, both of which are necessary to help
students succeed both academically and socially on community colleges on which they are
underrepresented. Additionally, the proposed intervention integrates tenets of Eccles and
Wigfield’s (2000) expectancy-value theory through requiring an ongoing evaluation of students’
expectations to graduate and of their value for what it will cost them to persist towards
graduation, providing intervention when necessary. This proposed intervention, based on
research outcomes, carries a great potential to increase persistence among African American and
Latino male developmental education students, which will result in decreased attrition on
community college campuses.
Study Limitations
This research study is subject to several limitations. The primary limitation of this
research study is its focus on a single college system: developmental education students at Lone
Star College branches. As a result, the results of the research may not be generalizable to
students in other college contexts. Second, the researcher is unable to control for any unobserved
factors that might exist between students enrolled in accelerated paired-course programs and
those enrolled in non-accelerated courses that might predispose students to enroll in one course
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format as opposed to the other. Then, the study only allows the researcher to estimate how
participation in an accelerated paired-course program will impact students who have a similar
probability of choosing the accelerated paired-course program over the non-accelerated course
format. Therefore, the study is unable to estimate how participation in accelerated paired-course
programs would impact students who are highly unlikely to opt into participating in these
accelerated programs, as it is possible that they could have external jobs with busy schedules that
do not allow them the additional time required for participation, they could have children or
other responsibilities that do not allow for the time or flexibility in their schedule, they might not
attend school full-time, they may already feel a sense of detachment from the school, etc.
Next, one of the greatest challenges when discussing this conclusion in light of the
literature is that the vast majority of researchers consistently characterize persistence in terms of
students persisting to graduation. For example, like most other researchers, Brock (2010)
measures student persistence based on a student’s completion of a college degree or certificate
and on a student’s continual enrollment in college. However, persistence in the current research
study was examined with a narrower scope: completing a course in one semester and enrolling in
the subsequent course offering the next semester. Thus, while the current research study shows
that participation in paired courses can increase the persistence of minority males, its claims are
limited to a definition of persistence from one semester to the next rather than persistence to
graduation. Considering this, the study is limited in its generalizability to ultimate student
persistence, although the reality that participation in paired courses increases persistence among
minority males stands as a significant finding.
Finally, because the study is quasi-experimental, the interpretation of the results may be
subject to scrutiny for methodological reasons. According to Kirk (2009), “in the absence of
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random assignment, it is difficult to rule out all variables other than the independent variable as
explanations for an observed result” (p. 24). Thus, the research design of the study limits the
validity of the interpretations made by the researcher after analysis of the results.
Recommendations for Future Research
Future researchers interested in investigating the problem of practice are encouraged to
replicate the current research study utilizing a larger population of African American and Latino
male developmental education community college students (perhaps regionally or on a statewide level), as one of the main limitations to the current study is the low sample size among the
non-mainstream paired course group. Additionally, it is recommended that future researchers
triangulate their data to include the collection of qualitative data about students’ expectancyvalues, which will be able to provide increased understanding and deeper insight into reasons
behind student persistence or lack thereof. Finally, future researchers would be advised to
consider conducting a follow-up investigation on the current research study that includes
examining the minority male LSC population used in the current study to determine if they
continued to persist throughout their academic journey and ultimately graduated from LSC.
Summary
In this chapter, the researcher presented the data analysis and results for the quantitative
causal-comparative research study, which was conducted for the purpose of investigating how
participation in an accelerated paired-course program could influence the persistence of African
American and Latino male developmental education students to progress towards graduation.
Data on developmental education student enrollment was provided to the researcher by registrars
at LSC campuses that offered any type of course pairing, and all of the data received was
compiled by the researcher into one comprehensive data set. Black and Latino students (9,329)

147

represented 67% of the total developmental education student enrollment across all campuses,
with Black males (1,140) comprising 8% of the enrollment and Latino males (2,299) comprising
17% of the enrollment. The control group (African American and Latino males enrolled in
ENGL0309 as a standalone, unpaired course) consisted of 261 African American males and 556
Latino males for an n = 817. The treatment group (African American and Latino males enrolled
in ENGL0309 paired with any other English or mainstream support course) consisted of 29
African American males and 73 Latino males for an n = 102.
The research question guiding the study was: What is the effect of participating in
accelerated paired-course programs on the persistence of African American and Latino male
developmental education community college students? Data analysis results suggested that any
type of course pairing (mainstream ‘paired with support’ or paired course) increased persistence
for African American students (from 64% to 89.7%), but the same relationship did not hold for
Latino students. Next, both paired course African Americans and paired course Latinos had
higher rates of persistence compared to their counterparts who enrolled in mainstream ‘paired
with support’ courses and those enrolled in unpaired courses. Finally, when considering African
American and Latino males as one group, the paired course group had the highest persistence
rate (87%), followed by the mainstream ‘paired with support’ group (77.2%), and then the
control group. These findings both supported and contradicted some of the current research
literature surrounding persistence among minority male community college students.
Three key findings were discussed: (a) participation in paired courses increases collective
persistence among minority males, (b) participation in paired courses affects African American
and Latino male persistence differently, and (c) unknown factors hinder Latino males from
realizing paired course benefits. The study’s key findings were also discussed in light of the
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theoretical foundation of the study, Tinto’s (2004) model of student integration and Eccles and
Wigfield’s expectancy value theory (1993). Based on the study’s key findings, the following
conclusions and recommendations were made to stakeholders and education professionals: (a)
focus on culture-based equity when addressing minority male persistence, (b) seek to identify
and address what hinders Latino males from realizing the benefits of participation in paired
courses, and (c) offer paired courses over mainstream ‘paired with support’ courses to increase
persistence. The researcher also offered a proposed application of the study’s findings to the
problem of practice by suggesting an intervention for African American and Latino male
community college students that integrates paired courses, a social integration program, and
checkpoint measures of students’ expectancy-values so that interventions can be made when
necessary.
Study limitations included the following: (a) a focus on a single college system, which
limits generalizability, (b) the inability to control for unobserved factors, (c) the researcher’s
inability to estimate how participation in paired courses by students unlikely to voluntarily take
the courses affects persistence, (d) the limitations on generalizability as a result of a more narrow
definition of persistence, and (e) the quasi-experimental nature of the study which subjects it to
methodological scrutiny. Recommendations for future research were presented and included
expanding the scope of the study to include a larger sample size and triangulating data collection
in order to provide deeper insight into reasons why students did or did not persist.
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Appendix C
Tables of Summarized Findings for Needs Assessment
Table 23
Frequency Distribution of Students’ Gender
Gender

N

%

Male
Female
Total

40
60
100

40.0%
60.0%
100.0%

Table 24
Frequency Distribution of Students’ Marital Status
Marital Status
Married
Single
Total

N

%

25
75
100

25.0%
75.0%
100.0%

Table 25
Frequency Distribution of Students’ Age
Age
18-25
26-35
36-45
46-55
Total

N

%

76
13
7
4
100

76.0%
13.0%
7.0%
4.0%
100%

Table 26
Frequency Distribution of Students’ Course
Course
ENGL 0302
ENGL 0309
Total

N

%

37
63
100

37.0%
63.0%
100.0%
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Table 27
Frequency Distribution of Students’ Ethnicity
Ethnicity
Latino/Latino
Asian/Pacific Islander
White/Caucasians
Black/African American
Other
Total

N

%

40
9
30
18
3
100

40.0%
9.0%
30.0%
18.0%
3%
100%

Table 28
Correlation among Self-regulation Questions (N=100)
Q1

Q2

Q3

Q4

Q5

Q6

1. During class time I often miss important
points because I’m thinking of other things.

1

2. When reading for this course, I make up
questions to help focus my reading.

-.049

1

3. When I become confused about
something I’m reading for this class, I go
back and try to figure it out.

.040

.229*

1

4. Before I study new course material
thoroughly, I often skim it to see how it is
organized.

.023

.207*

.404**

1

5. When I study for this class, I set goals for
myself in order to direct my activities in
each study period.

.179

.291**

.261**

.419**

1

6. I often find that I have been reading for
class but don’t know what it was all about.

.479**

-.047

.136

.045

.115

1

7. If I get confused taking notes in class, I
make sure I sort it out afterwards.

-.015

.143

.395**

.186

.044

.032
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Q7

1
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