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critical aspects to the overall narrative. This coding process confirmed that students’

perceptions did identify the three strategies as having been factors to success; moreover,

inductive coding helped identify additional factors which I grouped into cognitive and non-

cognitive categories: the students’ perceptions of their own academic and personal growth

within the overall course setting, and the students’ perceptions of the instructor’s influence

on their abilities to succeed.

As in Table 3 above, related tags are incorporated within brackets with the

frequency totals of Table 4 displayed below:

Table 4

Inductive Coding Pattern Categories

Category

Code Pattern

Frequency

Student awareness of
personal growth
(cognitive)

The student felt he would not have passed without
ALP [felt more confident in her abilities, believed
ALP course improved student confidence, felt ALP
course reinforced reading skills, thought ALP class
was more personable, believed ALP class helped
with other courses, liked that the ALP class
provided comfortable atmosphere, enjoyed working
with other students in the ALP class...]

67

Instructor influence on
learning
(non-cognitive)

The student enjoyed having the same instructor
[feel faculty are supportive, felt instructor become
more like a friend, felt instructor had lots of energy,
felt more confident using instructor for tutoring,
believed the instructor inspired confidence, felt
instructor respected students, liked that instructor
shared personal experiences, believed instructor
understood student level, appreciated that instructor
kept student aware of his performance, ...]

29
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As patterns emerged through both deductive and inductive coding processes,
student perceptions began to resonate as a single narrative in which course structure and
design, multiple means of engagement, and various support mechanisms became central
themes all connected, in essence, to the narrative’s “plot” centered around an inclusive
culture of collaboration and instructional care — | called this collection of patterns the
“ALP learning community.” This data was encouraging as it supported my central
methodology of narrative inquiry as a method to examine and look “to the larger and
smaller contexts in which stories are told” (Caine et al., 2013, p. 583) which became the
situational features of the central narrative. This community became the known, relational
space (Clandinin, 2006) for those contexts which students perceived. The results did reveal
that course design, intentional strategies of engagement, and tutoring supports were all
significant factors to student success, but the results also revealed that the three strategies
were not mutually exclusive; rather, the factors produced greater effects functioning as one
organic system.

Though students’ response data positioned the deliberate use of engagement
strategies above course design and supporting mechanisms, it would have been premature
to point to student engagement as having been the single most significant factor.
(Engagement may have been the main character, but it could have been acting alone!) 1 set
out to determine whether students would perceive all three strategies as having factored
into their success; results from the data indicated they did. More compelling was how the
students’ “story” perceived the three strategies as truly connected; simply, “the ALP class”

— what Butler considered to be a deliberate, embedded, and collective community of
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practice became merely the mutual expectations experienced by the students within the
class.

Three Students’ Stories

Though much of this chapter investigates the student narratives via thematic
patterns developed from the coding processes and illustrates the key relationships between
the three strategies, students’ perceptions and awareness of those strategies, and overall
student success, maintaining a level of “attentiveness and wakefulness” (Caine et al., 2013,
p. 581) to the relational experience with the students was also vital to my overall analysis.
As the collective details of the students’ experiences became embedded within the
dimensions of the “narrative inquiry space” (Clandinin, 2006, p. 47) during coding, they
confirmed the resulting thematic patterns of the study. Moreover, this study was initially
and certainly the students’ story. Their lives, their experiences became the preface to the
overall, shared narrative and need to be told.

Following are representative encounters with three of the students in the 12-student
cohort I interviewed for the study. Though all twelve student stories were unique unto
themselves, these brief “stories” serve to best exemplify the dimensions within the
narrative landscape of what would become the collective experience for the students.
Crystal’s Story

Already feeling like she was at a disadvantage because she had not been in school
for five years, 23 year-old Crystal was one of two non-traditional students in the 12-student
cohort interviewed for the study. Crystal was enrolled part-time at Butler during the fall
2016 semester and was nervous about having to take two English classes together, but she

believed she would need the additional support of the Fundamentals of English course if
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she were going to have any success. Crystal was married, was not working while she was
going to school, but she was the main care-provider for her young son whose physical
disability required round the clock attention. Admittedly, Crystal was not confident about
her ability to succeed in the ALP course set; she also feared that she just wouldn’t “fit-in”
with the younger, traditional-aged college students in her class. She was also hesitant
about how both her instructor and peers would respond when she would need to bring her
son to class.

Although she “liked reading,” she was not surprised during enrollment when she
tested into ALP; she knew she had “a lot of issues with writing.” At first, she was confused
about how the classes were supposed to work. She told me that advising had helped some,
but that it was Dr. Jones, during the first day of the ALP class, who helped explain how
things would work and who made her feel comfortable with both courses.

Crystal said her fear of not fitting in went away almost immediately in the class for
two reasons. She pointed to the instructor, Dr. Jones, as someone who was “really
understanding” about her son’s condition. She knew as long as she communicated what
was happening with her if she had to miss class because of her son that Dr. Jones was
willing to work with her. She knew she would still be held accountable for the work in the
class, but she believed she would never penalized if she had to miss class as long as she
was open with Dr. Jones about what was happening. As well, the relationships she
developed early in the semester with her classmates was something she pointed to as the
most satisfying aspect of the ALP class for her. She said the fact that “we knew everyone’s
name by the end of two weeks” and that everyone had to participate made her feel very

comfortable around her peers.
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Listening to others talk about their own struggles also made Crystal feel confident
about her ability to succeed in the class. Several times during her interview she spoke
about the honesty with which Dr. Jones spoke about personal, academic struggles while in
college. She knew at that point that if Dr. Jones could make it through those issues, she
could, too. Becoming close friends with one of the younger, female students in the ALP
class helped her create a support system that carried over into the spring 2017 semester.
Crystal talked of how they met outside of class often to go over each other’s essays and go
to the tutoring lab together.

For Crystal, realizing she had found a place where she felt not only accepted, but
also engaged as both peer and friend pointed to how essential having a shared setting ALP
students could utilize for engagement and support. Knowing she had to engage and interact
with both her peers and her instructor helped her become more confident with herself and,
as she indicated, “made me feel that [ can improve. It’s not the end of hope.”

Ann’s Story

19 year-old, Ann, was very hesitant about even starting college and was very
nervous about taking a college English class because, as she admitted, “I really felt like I
got one year of English in during my high school education.” She knew her confidence in
English was low, and she was aware of how difficult reading was for her because of her
dyslexia. However, Ann was encouraged by the ALP program during enrollment; she
knew she would rather work a little harder during one semester than take two separate
classes over the next year. “I was excited that I even had the opportunity to do that.”

Ann knew a little of how ALP worked from a high school friend of hers who had

been in an ALP section during the spring 2016 semester, and what was most attractive to
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her was the size of the ALP class. She had grown up in a small, rural community with a
high school enrollment that nearly matched a typical Butler class of 25 students; thus, she
was accustomed to a more intimate learning environment. She knew that ALP class sizes
were smaller, but she was also nervous. Living in a small town, she took comfort in that
she knew most everyone, and the ALP class, even though a smaller group of students,
would mean having to get to know a whole new set of people.

Ann’s impression of her first days in the ALP class were of Professor Baldwin, her
instructor. For Ann, Professor Baldwin helped clearly connect what she needed to do for
both classes, and she felt the professor made sure all of the ALP students understood what
had just been discussed in the EG 101 class each day. “You don’t feel like you’re wasting
everyone else’s time,” she said about being able to ask questions when she didn’t
understand. As the semester progressed, Ann mentioned Professor Baldwin taught them
not just English, but also about the college experience. She believed that made her feel
more comfortable going to some of her other classes which were much larger.

For Ann, the multiple opportunities she had to engage with other students in the
ALP course set helped her both in and outside of the class. She mentioned during her
interview that she felt more comfortable in her role as a dormitory RA because of the
different activities in the ALP class which helped her get to know her peers. She enjoyed
being able to work in groups on different projects with different people on topics that were
relevant to them; she believed that helped her open up around others. Also, she credited
Professor Baldwin with making sure everyone had a say during discussions and pointed out
“[Professor Baldwin] really tried to build up our confidence.” Ann admitted the class

wasn’t easy, but the instructor “made us feel as ease. [Professor Baldwin] would help us.”
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Ann’s narrative helped to articulate how an engaging, interactive set of activities
among a cohesive group of students strengthened her confidence in the subject matter and
in herself as a person. It also complemented the overwhelming majority of deductive
coding patterns concerning students’ awareness of high engagement as a critical factor.
More important, it placed interaction at the heart of the students’ learning community.
Tim’s Story

Tim would be the first to admit that he was never that excited about coming to
college; for that matter, he wasn’t very interested in going to his high school classes, but he
completed and felt that college was naturally the next step. A low score on his placement
test during enrollment had both Tim and his father frustrated that he would be taking a
developmental English course. When his advisor told him that ALP might be the best
option, Tim thought it might be the best way to “get it [EG 101] out of the way.” He would
also be the only student in the cohort of 12 | interviewed for the study who told me he was
very confident with his skills in English going into the semester. That changed when he
started the ALP class.

When Tim found himself in a class situation where he was asked to take on the
responsibilities of engaging with other students and, as a group, help each other analyze
various texts, edit peers’ essays, and assist with presentations, he knew his confidence level
had lowered. He was in a totally new academic setting to which he found he had to adapt.
The ALP class was the first opportunity for Tim to recognize his academic experience as
being “more hands-on” and truly his own. What he found most challenging was simply
convincing himself that he actually enjoyed the interaction. He also felt a new level of

expectation from himself; he felt he would be letting down his peers if he wasn’t engaged.
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Tim did not find the class content and work required difficult; he understood the
work and was finding success early in the course. Tim’s true ability level was probably
beyond that of developmental, but he would agree that he had always just settled with
“getting by.” ALP changed that for him with a new set of expectations: this is a new
situation where he had to rely on himself and earn the trust of his peers. He became excited
about “a class that actually gets to talk to each other and everyone else and interacts, then
you actually can get things done faster and learn more.” Tim’s evolving awareness of his
situation within the ALP class as a place where interaction and engaging with both peer and
instructor was not only necessary, but also critical to how he began to perceive his

relationship to that situation as personally relevant to his role as an academic learner.

An ALP Learning Community

Clandinin (2006) wisely encouraged those engaging in narrative inquiry to consider
the “ethics of narrative inquiry” (p. 52). Because narrative inquirers must understand this
ethic “as being about negotiation, respect, mutuality and openness to multiple voices. We
need to learn how to make these stories of what it means to engage in narrative inquiry
dependable and steady” (p. 52). It would have been inaccurate for me as the researcher to
assume to know and interpret the students’ story; rather, it was important through this
analysis to establish the context for the students’ story for “enriching and transforming that
experience for themselves and others” (Connelly & Clandinin, 1990, p. 42 in Clandinin,
2006, p. 46) and allow their experiences to provide the unbiased account. As well, it was
critical for me as a researcher to be conscious of how I was “going to be useful in those

relationships” (Clandinin, 2006, p. 47) with the students and their narratives. Caine, et al.
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(2013) indicated that doing so “requires a ‘believing-in” (p. 580), or a willingness on behalf
of the researcher for “exploring and understanding lived experience” (p. 580).

As | offered in both the Rationale and Data Analysis sections of Chapter 3, the
Narrative Inquiry methodology required not only my participation in the overall
conversation, but also my ability to ground the narrative “within the experiences of the
participants” (Caine et al., 2013, p. 577). It became essential to examine the students’
“experience, interaction, and continuity enacted” (p. 577) within the narrative space, or
setting, of the ALP course set. Thus, the students’ awareness of what led them to the ALP
setting and their place in it, how they interacted within that space and eventually thrived,
and how they perceived it now as part of their lives became the essential “transaction”
(Caine et al., 2013, p. 578) | shared with them. The remainder of the chapter sets the
context of this story by offering a more detailed analysis of students’ perceptions of the
three strategies in their own words followed by an analysis of the additional factors
revealed through the interviews and the observations | noted throughout the interviews.
Initial Perceptions of an ALP Co-Requisite Design

Butler’s developmental education task force team took a very prescriptive approach
with the design and implementation of its ALP English program. Meeting twice a month
for two hours, members tackled issues ranging from how best to link the three course
record numbers, or CRNs, for the course set (an EG 101 capped at 13 students; an EG 101
and EG 060 paired set capped at 12 students) for the BANNER system to determining what
options would be available for the additional reader in the course. Minutes from several
task force meetings revealed that when Butler had scaled its ALP program, there had been

coordinated discussions between the English department, the developmental English
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faculty, and advising on how to best market the concurrent offering to prospective students.
Though advisors had been given a set of talking points to use with students regarding ALP,
results from the student interviews indicated there was some inconsistency as to how
developmental English students were advised about the program. However, the student
data did suggest most students understood the relevancy of the concurrent enroliment as
shown in Figure 4.1 (see page 80). The English department wanted ALP enrollment to
become mandatory for all developmental English students; nevertheless, there remained
two stand-alone sections for students whose schedules would not work with the two-day-a-
week ALP timeline. However, most developmental English students did enroll in one of
the 32 ALP offerings in fall 2016.

Themes: An ALP Co-Requisite Design

As the course design was the first of the strategies students encountered for the
class, their experiences confirmed they felt trepidation early on; however, most responses
acknowledged that the students, within the first few weeks, felt a clear awareness and
understanding of the need to be in the class. Most students were also excited their time to a
credit-bearing course would be cut in half. After analysis of the data regarding students’
perceptions of the guided, co-requisite course set as a factor in their overall success in the

course, the following themes emerged:



Figure 4.1
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Related themes: low
confidence in self; low
condfidence in English

skills; personal (non-
cognitive issues); more

comfortable atmosphere for
learning

Related themes: instructor
availability from course to
course; ability to explain
relevance of paired course set;
consistency with course
expectations

Related themes: emphasis on
proper citation work for other
courses; ALP helped with
greater comprehension in other
courses

Student perceptions of the co-requisite design were mixed, but students were pleased when

they realized they would be able to complete the for-credit, EG 101 course during the same

semester.

Crystal - Well, 1 was pretty mad at first when | had to take the two English classes,

but they just said that I really didn’t do good enough on the test to take Comp. I, so

| understood.

Jake - They didn’t explain it to me that well. I didn’t realize I was taking two

classes until I got back home and looked at my schedule.
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Julie — [The advisor] showed us videos of previous ALP classes that took it which

helped a lot because it helped me understand about... yeah, now I know why I need

this class.

Knowing the qualitative data from Dadgar et al. (2013) indicated the smoother the
pathway to credit-bearing the greater the opportunity for students to succeed in the
program, students’ perceptions of both the design and their ability to navigate that design
was critical. Data from the narratives confirmed the structure was at first confusing to
students, but most students understood their placement in the course, and, in retrospect,
understood the benefits.

Evette - | always had to do more work because | had always been behind in stuff.

So, I was used to doing it; | was like, okay, this is fine; if it’s going to be, then this

if fine.

Maria - | was a little discouraged because | thought that | wasn't as good as

everybody else and that | would have to take a remedial English class, but I

understood that | needed help in English.

Mark - [The advisor] gave me two options: you can either do that course and then

the English Comp | after, or you can do two at one time and get it all done. He did

explain that it was going to be like taking two English classes at the same time.
Students also understood that the design would get them to the credit-bearing course
(English Composition I) more quickly. Several students mentioned concerns regarding the
work load and the time they would need to commit, but they were more aware of the

benefit of getting the course completed in one semester.
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Tim - They [the advisor] further explained to me that it was both gonna’ count, so I
didn't have to take them in two semesters. Or if | took them in two semesters | was
going to be behind, so I was more worried about being behind than I was taking two
English classes. I'd rather work harder during one semester than drag it out and
stress about being behind
Billy - I felt like I had lost a whole semester in Fundamentals of English, and 1 felt
that | would have lost another one had they not done English (EG101).
Samantha - I’d rather work harder during one semester than drag it out and stress
about being behind. I’d just rather do it.
The perception students had of having to take two classes and having the additional work
load was evident in the responses to overall course design and challenge, but students’
responses indicated that all had adapted to the design and understood it as a stable
environment early in the semester.
Ann - It’s like the assignments you had..., sometimes there were two essay due; not
necessarily the same topic but together? | mean, she would have us writing an
essay that was related to the other essay in the other class. That was confusing at
times, but you got to the point where you would figure that the essays were related;
she just had us writing more.
Beth - I thought it was going to be hard because | was thinking homework-wise, but
then the teacher made it go along with what he was doing in the actual Comp. |
class, so it really wasn’t that hard. It did make it easier; I found that doing it, the

ALP class, I would get my homework in Comp. | done in that class, too.
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Mark - They [advisors] further explained to me that it [ALP] was both going to

count, so I didn’t have to take them in two semesters. Or if I took them in two

semesters | was going to be behind, so | was more worried about being behind than

I was taking two English classes.

The intentional co-requisite design was new for most students and unique for
courses at Butler. From my observations during the interviews, students did not appear
bothered with any apparent inconsistency from either advisors or instructors as to the
concurrent requirement. Student responses of how they perceived the ALP class to be
different from other courses pointed to class size, the collaborative and inclusive culture,
and greater opportunity to review and practice basic skills as critical factors to their success
in the course.

Lisa - It was definitely different..., but in a good way. We were able to connect

more as a class since it wasn’t such a big class, and we did more activities together,

and we go more in depth with the reading and with our papers.

Billy — I don’t really have other differences with how other classes compare to ALP

because it was completely different from the other things I took at the time.

Ann - The class size for sure. | think we had maybe six, or a smaller class, so that

was different. We got a lot of one on one time. We could ask any questions we

needed to, and we could almost ask [Professor Baldwin] to show us anything that
we were struggling with, [Professor Baldwin] could show us, or [Professor

Baldwin] would ask us ‘what do you guys need help with?” and [Professor

Baldwin] would go over that in the class period which you can’t get in a normal

class.
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Samantha — [Dr. Welch], like, touched base for both classes, so what was going on
in one... it wasn’t dramatically different. We’d go into the ALP class and into the
other class and do something completely different, but then they went hand in hand;
it was a pretty cool experience.
As students became more comfortable with the co-requisite design, relationships formed
between students and the instructors in the ALP class created a familiar atmosphere which,
for most students, were complementary factors they identified as having been helpful in the
course.
Billy - A few aspects would be the climate was very helpful in organizing what we
needed to do and when to do it. Having the ALP class right after Comp. I helped
break down all those ideas that were thrown out in Comp. I; and, ah-ha, that helped
me to understand those for the next day in Comp. I.
Tim - I mean it made me see differently how..., at first, when I started I thought it
was just typical high school behavior, or like this is a stupid class..., | mean, this is
going to make me feel bad, but it really didn’t afterwards. Half-way through the
semester my view on that changed. | felt more confident after taking it.
Julie - 1 know [Professor LeMay’s] who for me explained Works Cited pages and
how those were supposed to be formatted and provided us with the document on
how to follow everything. I think that didn’t only help us in Comp. I, but that’s
going to help us in future classes.
Evette - I liked the small atmosphere obviously, and then... I also liked being able
to take two classes at once. They were back to back, and | thought that was really

beneficial.
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Perceptions of AVID and High Engagement Strategies

Of the three main strategies employed in the overall ALP course set design —
guided course design, high engagement, and high support — and from the results of the
deductive coding process, | was most interested in understanding why students’ perceptions
of their levels of engagement had such high frequency rates during coding. | did not enter
my analysis anticipating students to know specific terms and acronyms of the methodology,
e.g., backwards design; AVID; Think, Pair, Share; or Socratic tutoring, or that knowing the
terminology associated with the accelerated program would in fact have even been a factor
in their success. However, | did believe students would be able to elaborate about what
they perceived to be the designs, activities, and methods enabling them to engage more in
the course, with peers, and the instructors as they talked about their experiences.
Themes: AVID and High Engagement Strategies

Through their own accounts, the levels of engagement students experienced in the
ALP class were observable factors in their persistence and success. After analysis of the
data related to students’ perceptions of how AVID high engagement strategies factored as

having been critical to their overall success in the course, the following themes emerged:



Figure 4.2
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Related themes:
awareness of
importance of
peer/instructor

interaction; support of
academic (cognitive)
and personal (non-
cognitive )issues; more
comfortable
atmosphere for learning

Related themes:
collaborative activities
build a more open,
inclusive environment,
student confidence
higher in ALP course

During the interviews, students seemed more enthusiastic when talking about

activities that had them engaged in both peer-to-peer as well as larger class groups. Thus,
without specifically stating that a specific AVID strategy used in the class (though some
students did) was a factor in their level of engagement in the class, | determined students
would be able to describe a practice or specific activity which helped them engage more
with learning and with the class.
Mark - [Dr. Burns] makes sure that people get in groups and talk to each other and
makes sure that you, like, talk to the other people; he doesn’t sit there and lecture
the whole time. [Dr. Burns] would normally just have people number off one
through... however many groups he wanted. [Dr. Burns would] do it that way, or
[Dr. Burns] did lines where we’d face each other, read off a prompt, and we each

would discuss what we think about it. | think [Dr. Burns] called it Speed Dating.
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students), student self-awareness and fear of having to go to a tutoring lab, and instructors
adopting a one-on-one tutoring approach during the ALP class due to smaller class
populations and class schedules. Because of these issues, instructors compensated by using
other tutoring methods including the OWL, Butler’s Online Writing Lab (staffed by both
full and part-time English faculty); office hours, email correspondence, classroom time for
one-on-one and peer tutoring groups; and by encouraging students to form study groups
outside of class.

Themes: ALP student supports

Even with the informal structure to tutoring and support, student comments seemed
to confirm that having some level of access to additional support (even when it was part of
the actual class period) was beneficial and a factor to their success. Though the data gave
no indication which specific tutoring support mechanism (the in-person lab, a study group
of peers, meeting with the instructor, or an online writing lab) was most significant, the
results trended more positively than negatively. As well, it is noteworthy that when
students spoke of tutoring and additional supports, they spoke of them in collaborative
settings with peers, other students (outside of class), and instructors. After analysis of the
data regarding students’ perceptions of mandatory tutoring and additional outside supports
as having been factors to their overall success in the course. These themes are shown in

Figure 4.3 below:



Figure 4.3
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Related themes: low
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condfidence in English
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cognitive issues), more
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for learning

Related themes:
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citation work for other
courses; ALP helped
with greater
comprehension in other
courses; more aware of
campus resources

Yet, given the randomness of the intended tutoring strategy, students did utilize

additional supports and perceived these to be helpful. Records from both of Butler’s face-

to-face tutoring labs as well as the OWL, Butler’s online writing lab, indicated that all 12

interviewed students utilized either the face-to-face labs or the OWL a minimum of six

times during the semester.

Jake - We had to use the OWL, the online writing lab. We also had NetTutor, and

then we had campus tutoring. We had to pick one place where we had to sit there

for an hour and discuss. And you know, no one really uses resources on campus.

They don’t realize it is there, which I... it was really helpful.

Billy — I also took my papers to the tutoring lab. There’s this guy in there; he was

really good about... he was younger, so he knew where [ was coming from with

some of my view points, and they were also not judgmental... so like they knew.
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When we took it in there, they would be like, okay, you need to correct this and this
and this, but they would sit down with us and explain why we needed to put our
period here instead of here because... they made it make more sense to you.
Beth - ALP helped a lot because ALP made you get out of your box. You’re in
your box, and they made you get out and do other things. So everybody was like,
well, I have to take this because it’s for a grade; [ have to go do this [tutoring lab].
Maria - | have a really good friend in there [ALP class]. [She] and I got together a
lot to work on our papers, and we went to the tutoring lab for all that. We hung out
a lot to write our papers and looked at each other’s papers to edit together, and then
we studied together.

And students who did face obstacles to attend outside tutoring sessions found ways to

compensate and seek supports of their own.
Samantha - I’ve, actually from the ALP class, met my friend, [student in same
class], now, and we always sat together in class because we were both at the same
level, so we would always go to each other’s house, proofread our papers, and then
I did go to tutoring after | figured out where it was. And another source that | have
is [Ms. Benet] in the library. Any time I had to do source work, I’d have [Ms.
Benet] go ahead and help me revise my papers if anything was missing, and so she
would tell me, hey, this is missing; you need to make sure this is fixed. So I did
overall utilize all of those [outside supports] and now going into other classes, I still
go to tutoring. I really appreciate just from the one class understanding that there’s

more sources that just the students and the teacher himself in the classroom.
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Julie — I found the course rather challenging. 1 felt the best help I had was from the

teacher being one on one with me instead of making me do it directly on my own.

Crystal — There was a learning center, yeah, it’s the tutoring center. You know, you

go in there and talk to other students; they’re not adults, so they’re other students

that to there to help us learn. There was one time when we had to use one of the

resources from campus.

Ann — | met my teacher more. | used that because | felt more confident with using

her because [Professor Baldwin] knew what the paper needed, right? Like with

everyone else, they didn’t know exactly what... I was afraid of that so I didn’t use

them very much.

Tim — When we did our group work, we often met | the computer lab to finish our

work, and [Professor Smith], well, we could visit [Professor Smith’s] office and talk

about our papers.

Additional Factors to Success

To varying degrees, students did perceive the three-pronged strategy which Butler
implemented in the ALP course set as having contributed to their overall success, yet
within the overall student narrative there were additional factors which lay just below the
surface of the narrative, and which, at a more personal level to students, became very
meaningful factors to their persistence and success in the course. These factors were
apparent at both a cognitive and non-cognitive level and, perhaps, made lasting impacts on
students. Of these, it was clear that the relationships students built among peers and with

individual instructors was key.
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Student Awareness of Academic and Personal Growth
Although in meetings with the developmental English instructors we discussed

concepts such as “grit” and “growth-mindset” (Dweck, 2006) as possible results to emerge

from our strategies, we had not developed a meaningful rubric that would provide us with

any measurable or accurate data. | believed there would be additional factors resulting

from our ALP design, and I determined these data points could come from student

responses and their personal experiences. Many of my observational notes pointed to the

confident manner by which the students could talk about their experiences in relationship to

the three strategies. Without naming specific strategies, the students could articulate their

relationships to them and the strategies’ effect upon them. Figure 4.4 below shows the

additional factors students revealed during the interview which grew out of their ALP

experiences:
Figure 4.4
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Students noted several differences between the ALP course and other courses they
had taken. A smaller class size (the ALP sections were capped at 12 students), their
awareness of the skills levels of others in the class, and the collaborative activities used in
the class were important factors, among others, to the students.

Billy - I didn’t have as much confidence in myself, uh, until about before midway...

after the first quarter of the semester, | started to feel more confident and believing

that | would be successful. As for the why, | do not know. 1 just felt that way; |

just had a... I guess you would say a different vibe after taking that course. It was

definitely different, but I just, I just changed after taking it.

Beth - | felt safe. At first college, English in college is a little challenging for me

than in high school, so | feel a little safe to have two English classes with the same

teacher and the same classmates.

Lisa - You feel like a tight-knit group. You could really say anything; you, uh, it

just really had that atmosphere that was different from other classes.

Jake - There was... you had different sections of learning that you could

comprehend faster. You know there was this group project where you would work

with groups, and then there was the one on one with the teacher, and just throughout

the whole course you learn something new every day that you can apply to your

other classes which, you know, it’s interesting, it’s neat!

Tim — | felt like I knew what | needed to do. We did a lot of reading along with the

essays and that was tough, but I kind of got into a pattern that | knew what we

would be doing... that was good because I didn’t have to guess at what [ was
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supposed to do; that’s stressful for me, and, especially with work... yeah, I mean, |
just felt comfortable because | knew what | needed to do.

Students also seemed to have a sense the curricular structure of the ALP course set and its
principle of backwards design was integral to their work in the class. Most of the students,
though somewhat confused with the co-requisite design at first, pointed to the structure as
having been an asset to their learning and overall success.
Tim - We would go into class and, like, oh, we have so much information to learn,
but once you applied it, that, uh, you already learned, you grasped the information
really quickly which was one of the big context clues that we all used that helped us
a lot and with our regular English class as well.
Evette - They [Professor LeMay] explained more in detail what the actual main
class is about... [Professor LeMay] would explain more about fragments, grammar,
punctuation stuff, things that wouldn’t get explained in the actual Comp. I class
because you’re expected to already know that.
Instructor Influence on Student Learning
Although the experiences concerning relationships built between students and
instructors were significant to how students perceived high engagements strategies, there
were factors unique to the student-instructor relationship.
Billy — More of a, uh, guide | would say. A guide, meaning, uh, guiding us through
exactly how to properly do everything of what college-level material is supposed to
be instead of old practices in high school... [Dr. Burns] just made it more fun and
engaging because, well, [Dr. Burn’s] a very funny person, so it just... well, without

[Dr. Burns] being who [Dr. Burns] is would be less entertaining and less engaging.
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Samantha — [Dr. Welch] played a big part in it because [Dr. Welch] made sure
the... [Dr. Welch] had the energy for everyone in the class, and just... [Dr. Welch]
made us... [Dr. Welch] made you feel welcome. Rather than making it tasks and
everything throughout the semester, [Dr. Welch] actually made it entertaining. |
mean if you asked [Dr. Welch] to help you with something, [Dr. Welch] always did.
[Dr. Welch] never said “no” to helping explain something like reformatting a thesis
statement.
Lisa — If I’'m sitting with my teacher, and [Professor Baldwin] is telling me exactly
what this is, and, you know, I just learn better. That’s how I learned more with
[Professor Baldwin’s] role because [Dr. Burns] was actually engaged with one
another in the class. [Dr. Burns] tried to build a relationship with every student
there just so everyone would feel welcome and they’re not so shy anymore. [Dr.
Burns] played a big part in that... building relationships with one another.
Crystal — | think my biggest impact of him was when [Dr. Jones] discussed his
journey through college as far as... like, [Dr. Jones] dropped out a couple of times
and then didn’t come back, then just decided to try college again, and [Dr. Jones]
has done that a couple of times. So it’s always been a thing like... it’s never too
late to go back to what you really want to do. Hearing that from somebody who has
actually succeeded, and it’s not somebody who just conceded right away, I think
that left a big impact on me.
Evette — Definitely not doubting myself... anytime. Anytime I think I’d do
something wrong and erase and try to fix it until I think I have it right, but

[Professor Smith] helped me to understand, like, you don’t have it all wrong. You
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only have to understand what part you’re missing. That helped me zone in on
myself in his class and other classes to, like, this is what I’'m missing; I don’t have
to start from the beginning.

Beth — [Professor LeMay] knew us pretty well before we knew [Professor LeMay].
Ann — [Professor Baldwin’s] pretty energetic, so even if you did come in kind of
tired, it was cool experience because [Professor Baldwin] was very upbeat.
[Professor Baldwin] just wanted everyone to do good, and if you weren’t doing to
good, [Professor Baldwin] would just try to talk to you whenever no one else was
around if that was comfortable with you. [Professor Baldwin] would just make sure
that you were doing the work even if you weren’t trying to do your work.
[Professor Baldwin] would encourage you to do it, like [Professor Baldwin] wants
you to do it more.
Crystal — [Dr. Jones] just seemed to believe in us. |1 mean, [Dr. Jones] didn’t let us
get out of stuff... [Dr. Jones] was a hard-ass when [Dr. Jones] need to be, but [Dr.
Jones] was also very understanding... as long as you kept in touch and [Dr. Jones]
knew what was going on, [Dr. Jones] was just very understanding.
Jake — [Dr. Welch] didn’t like play a, you know, an instructor, in the class. [Dr.
Welch] almost seemed like... this might be weird, but like a friend almost because
[Dr. Welch] would sit down with us, and [Dr. Welch] would have us all put our
desks together and sit like a group with us.

A Culture of Collaboration
Most poignant to this researcher were the experiences students shared regarding at

what point in the semester they felt they would be successful in the course. It became clear
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that not just the strategies, but the consistency of the environment of the class in which
students thrived was its own unique factor. Students described a classroom culture built on
care and inclusivity. This environment fostered positive academic outcomes; additionally,
students noted specific, personal learning outcomes resulting from their interactions within
the ALP course.

For some students, seemingly small factors were vital — the smaller class size was
an important factor to many; others mentioned the freedom to ask multiple questions as
essential to their learning.

Ann - | came from a school with twenty-eight kids... like twenty-eight in my

graduating class. | was really nervous about getting to know people and that kind

of thing. And it [the ALP course] was more like a small-town environment, and
that’s what I was used to.

Maria - | mean, you can ask questions, but not everybody would ask those

questions we were asking in front of a big class because... they aren’t dumb

questions, they were questions we should probably know how to do by this time,
but, yeah, I liked it.

Ann - It was more like a friend [the class], family environment. We all got really

close; it wasn’t just about the English class. We got to know one another at a

personal level. I’'m even in a class, my Comp. II with another kid... I know him; I

know things about his family... like what’s going on in his personal life.

This collaborative culture created, for most of the students interviewed, the environment
where they found new levels of self-confidence in their abilities to do college-level work.

Though not often reflected in their responses, the students appeared eager to respond to
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questions and were articulate commenting on their own experiences during the interviews.
Students perceived their higher levels of self-confidence were factors not only in their
ability to complete the ALP course set, but also their other courses.

Evette — So throughout high school they said that college was going to be very hard,
and, uh, it’s going to be the hardest thing you’re going to do, but after the first week
I thought, this isn’t going to be that bad! I can do this!

Julie — I’'m like, okay, when I finally sat down when we did our group projects and
we talked to one another, you’re getting information from every student that’s
comprehending knowledge differently. So that made us like, whoa, that makes
sense now. And then like, that’s when all of us, well, I think personally all of us in
the class were like, this is going to be easy! | was like now this makes sense. Now |
know how to do it from here on out. So everything I learning in ALP, everything |
was taught like communication, reading skills, speaking, grammar... I applied it to
my other classes which made connections and made me do better my second
semester than | did my first semester.

Crystal — I'm like, okay, I’m not, you know, fresh out of high school, but I can still
get this done, and then I think it was more so after the semester because it was my
second semester of school... being able to see that | was actually doing well over all
in school, and not having a struggle and just being back at school, uh, I think it’s
cool. Being back at Butler has really helped me understand there are teachers who
are for you, who will help, and so in ALP class and any other class I’ve had, I’ve

had all very good teachers. Having them right behind me, like always offering their
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help. Outside of their classes has been like... keep going to school, you’re going to
make it, you’re almost done... so.

Billy — Well, the ALP class definitely made me feel more successful, like | can go
to college. There were certain students I knew that couldn’t go to college because
of certain reasons, and it made me think, I can do this... yeah, I can really do this.
Samantha — Right. It’s just like after [Dr. Welch] made us feel at ease. [Dr. Welch]
would help us. If we were willing to put in the work, [Dr. Welch] was going to help
us out. It was all about if you’re willing to put it in, you’re going to get stuff out in
return. And that’s, like, when I knew. It wasn’t going to be that difficult. It’s
definitely going to be a challenge, but is wasn’t going to be overwhelming.
Final Thoughts on Analysis
Clandinin & Connelly (2000) concluded the goal for the researcher in narrative
inquiry is “the search for form” (p.153), the structure holding the story together in a
cohesive whole. In a work of literature, the structural boundaries of beginning, middle, and
end are often intertwined but seldom recognizable or measurable in their constituent parts.
Also difficult to measure, this study tested whether the “form” which emerged from the
narratives of 12 students matched the theoretical form which was the ALP class and its
three intentional strategies. However, a recognizable form materialized; for students, it was
the form of an ALP community. Its boundaries — the three intended strategies — were
also intertwined and significant to the whole. But there was more to the story.
Caine et al. (2013) cautioned “that the story told is not fixed text; it is composed in,
and out of, the living” (p. 578), and Clandinin (2006) further noted that for every text there

is relative social context. For the 12 students interviewed for this study, the learning
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community created within the ALP class defined that context. Hinchman & Hinchman
(1997) suggested “Narratives, then are what constitute community. They explain a group
to itself, legitimate its deeds and aspirations, and provide important benchmarks for non-
members trying to understand the group’s cultural identity” (p. 235). Though the strategies
did associate with students’ perceptions of what helped them persist and succeed during the
fall 2016 semester, the students’ “story” spoke more deeply of the inter-relatedness of the
three strategies, of other factors which emerged from the three strategies, and of the
influence of the strategies beyond the ALP classroom. Figure 4.5 below displays the

shared relationships of the factors overlapping into the ALP community.
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I believe their “story” confirmed my hypothesis that students would perceive the

three-pronged, strategic approach to Butler’s accelerated English program was a factor to
their overall persistence and success; moreover, their collective narrative indicated the
approach cultivated additional factors such as student confidence levels, student
opportunities for greater instructor and peer collaboration in learning, and students
transferring skills learned in the ALP class to other college courses. These factors

fashioned, for students, the Butler ALP Learning Community. For this study, I had asked
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students to tell me the story of their community for which they were the authorities
(Clandinin, 2006; Clandinin & Connelly, 2000); I discovered I had listened to Butler’s

story.
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CHAPTER V
Discussion

Clandinin (2006) emphasized the more poignant questions which the researcher
engaged in narrative inquiry need clarify for an audience. Reaching the end of a narrative,
audiences may often be left wondering “’so what” and ‘who cares’” (p. 52). These
questions are best answered by turning the attention to the “social significance” (p. 52)
which emerge from the story. Ultimately, in this study, | sought to answer the question —
how did students who completed the accelerated learning program (ALP) perceive the
three-part, structured approach to the course as having been the contributing factor(s) that
helped them to persist and complete the course successfully? I wanted to determine
whether the accelerated learning model Butler Community College designed and
implemented to assist its developmental English students in reaching the college-level
English within one semester was successful from the students’ perspective. We had the
guantitative student data from the semester including GPA, retention, and completion rates,
but numbers and percentages told only one part of the story for Butler. This study revealed
the other part.

Prior to the ALP pilot semester in 2013, several discussions occurred between the
developmental English planning committee, the English department, and the departmental
and division level administrators. The focus on much of these discussions were of issues
related to scheduling and linking course sections through Butler’s BANNER system,
determining optimal student numbers for the concurrent EG 101 course, setting retention
and success goals, and choosing and training instructors committed to the ALP curricular

design and methodology. However, we were also suspect of a course design focused solely
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on efficiency thus conceivably affecting the intended rigor and quality of the college-level
experience. With that in mind, and having recently become an AVID higher education
institution, we deliberately infused what we knew to be effective high engagement
strategies (Cuseo, 2015a; Cuseo, 2015b) in the ALP course methodology along with
affective strategies from Dweck’s (2006) book on growth mindset. Thus, it was our intent
to build a program to move students more quickly through their developmental coursework,
to utilize multiple AVID high-engagement strategies in the curriculum, and to support
student learning outside the classroom with intentional tutoring opportunities.

During the original ALP pilot, ALP faculty members created an ALP Community
of Practice team and began meeting monthly to review overall progress, discuss issues in
practices, determine ways to best support students outside of class, discuss and build
rubrics for student assessment, and to norm student writing samples. Their goal was to
ensure the rigor and quality of the course were meeting the cognitive expectations of the
course and that they were identifying better ways to support any non-cognitive student
issues. However, for me, there was a missing element to the data supporting Butler’s ALP
program. To truly learn what the critical factors were to success in the model, | knew we
needed to listen thoughtfully to students who had successfully navigated the two-course set
and to let them tell us their story about their experiences. My decision to utilize Narrative
Inquiry as the methodology proved most helpful for this. Becoming a co-participant in the
students’ narratives (Caine et al., 2013) allowed me access to their lives as they perceived
them during their semester as ALP students and aided my ability to better tell their story.

We knew data from other program models (Adams et al., 2009; Cho et al., 2012;

Hern, 2012) showed positive results, but, again, these structural designs did not wholly
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consider the human element. Community college students, especially those who require
levels of remediation, truly face cognitive and non-cognitive challenges when entering
higher education, but their potentials to learn and succeed are no different than other
students. Jenkins and Cho (2014) emphasized how much “students benefit from non-
academic supports that help them create social relationships, clarify goals for college and
careers, develop college know-how, and address conflicting demands of work, family, and
college” which should “be offered in a way that is integrated into students’ primary
academic experience” (p. 9). The developmental English faculty understood the necessity
to introduce tutoring as part of the ALP curriculum and to make it as purposeful as
possible.

Through this study, I confirmed the 12 students who participated in the interviews
did respond positively to the three strategies as having factored into their overall success —
quite simply, they felt genuinely engaged in all aspects of the class. Though most admitted
there was more work with the concurrent format; however, as they progressed through the
semester (their narrative timeline), they preferred, and were often excited about, the
opportunity to complete the work in less time to move efficiently to additional college-level
coursework.

Maria - ...something that I found quite exciting... you know, you’re taking two

English classes back to back, and you’re all in this English class with 25 people the

most, and you’re sitting there, and then you go to this ALP thing, and there’s only a

certain number of students in English that go to ALP. You’re like, whoa, why is it

just these people? Why isn’t everybody taking it? It’s like something I never knew

which is why certain people got into the ALP program. Were they chosen ones? |
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found that kind of exciting because everybody was like, what’s ALP? You know,
we had our English class; we’re all friends, and everyone who’s in ALP is in
English together. It’s like, what’s due next class? And other students are like,
what’s ALP. So we have to explain what ALP is to them. They’re like, well, I
never took a class like that which, for me... I’m taking a class that no one has ever
taken before which | found very exciting.

Tim — | really appreciate that you combined it with English Comp. I. Having it
work hand-in-hand with the other class | think is why | was so successful in English
Comp. I. And then having the break between English Comp. | and English Comp.
II... you carry that... the focus on your struggles in the ALP class... that helped me
to be successful in English Comp. II. So I don’t think I would have passed English
Comp. I and English Comp. 11 had they not been integrated together.
The students perceived the specific high engagement activities which fostered an
atmosphere of inclusivity, activity, and personal responsibility to have been the most
significant factor of the three in the course design. As Julie indicated:
... we were able to connect more as a class since it wasn’t such a big class, and we
did more activities together... we got more in depth with the reading and our
papers.
Crystal — | feel like ALP should be offered to a lot of students if they get the chance
to; I feel like it would be a neat experience for others to go through. Everybody
learns differently, and | just feel that at some point in their lives when they might

drop college, they would need to take that class.
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My findings supported what Pruett and Absher (2015) recommended regarding
developmental students and how their levels of engagement relate to retention and eventual
success — “Students who persist in college ask questions in class and contribute to class
discussions, make class presentations, and work with other students on project during or
outside the class” (p. 39). Recognizing from their narratives that engagement was critical
to both the students’ navigation through the concurrent courses and their participation in
various support systems, the argument might be made that all Butler developmental
programs should introduce purposeful strategies to engage students in the whole learning
process.

Not surprisingly, when prompted to detail the levels of engagement within the ALP
course, student experience narratives encompassed both personal and collective
perceptions.

Evette — The thing that | liked the most was anytime we were doing a really good

job, or we actually comprehended after [Professor Smith] explained something,

[Professor Smith] would acknowledge that.

Thus, the common narrative of the student interview cohort indicated the creation its own

unigue community of place and interaction. This supported the argument in my Rationale
(see page 45 in Chapter 3) from Carr (1986) in Hinchman and Hinchman (1997) regarding
the use of the plural “we” when speaking as part of a specific community.

Maria - | do like the smaller classes, but that’s just me. I mean, I came to college

thinking it was going to be like the movies... big ‘ole stadium classes, but it’s really

not, which I like. I don’t like having a lot of people, but then I liked how we did the

team work with editing each other’s papers.
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Tim - ...we were all there for the same reason. We were learning from one another;

we were learning from the teacher, but then the teacher was learning stuff from us,

too, which I found very satisfying because she would be like “you know, I’ve never

thought about it that way,” so we taught the teacher even though we were

learning... that was really interesting. I found that very cool.
Fundamentally, what the 12 students experienced during their ALP semester was finding
themselves in a community which both engaged them at a more personal level and
supported them in their learning.
Considerations and Challenges

Though the study revealed significant connections between the strategies and
student success at Butler, | understand this study neither confirms a panacea for Butler
developmental English students nor for development English programs at other institutions.
Bailey (2008) reminded us of how little we still know about students in developmental
programs. It did, however, offer supporting data to what Jaggars et al. (2015) and Hern
(2012) found for students enrolled in more structured, accelerated programs and their
abilities to persist and succeed. The results from Jaggars et al. (2015) study of three
accelerated models emphasized “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. 15) of the college-level course. Butler’s results also mirrored
two critical principles from Hern’s (2012) California study: one, developmental students
are more likely to persist and complete in a more structured, shorter pathway to college-
level work; and, two, intentional support mechanisms developed around “intervening early

with struggling students, grading policies that allow students to recover from a weak start,
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and building in time for one-on-one work with students” (p. 64) are an integral feature of
the program.

As well, results confirmed what Cuseo (2015a), Cuseo (2011), Adelman (2006),
and Conley (2005) stated about engaging students in all aspects of their coursework to
encourage greater ownership, self-advocacy, and a greater commitment to learning.

Mark - | think once | got back my first big paper, | realized that | was going to do

good, and I was proud of myself. It gave me confidence because I’ve always had

low confidence every time I turn in a paper... I thought the ALP class helped me do

well on my paper... that was my biggest moment.
Personal ownership and commitment surfaced as unexpected outcomes from my results:
the students’ recognition of higher confidence levels and success as college-level students.
This outcome can be linked to the purposeful inclusion of multiple student tutoring
supports students identified as helpful. When students did make use of either in-class or
out-of-class support systems, including tutoring, they did perceive these to have been
helpful to their successful completion of the course (Daws & Schiro, 2008; Rose et al., nd).

Beth - ALP helped a lot because ALP made you get out of your box. You’re in

your box, and they made you get out and do other things... the fact that [Dr. Jones]

made us get out of our box and use our resources the campus provides helps a lot...

ALP was first to tell me, hey we have all these resources: use them, you need them;

they’re helpful because sometimes teachers won’t be available to help you.
Unique to this study were students’ perceptions of a more honest and companion-like

relationship between students and instructors.
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Ann — | would say that I got to know the people in the class more because not all of
the Comp. I class is taking the ALP class, so | feel like I am closer to that group of
ALP people than the other kids in the Comp. | class.
Though not novel, it is significant that such close bonds were established earlier in the
semester and continued. The student’s perception of the ALP class providing that sense of
continuity was apparent in the majority of the students’ narratives.
Billy — ... the climate was very helpful in organizing what we needed to do and
when to do it. Having the ALP class right after Comp. | helped break down all
those ideas that were thrown out in Comp. I; and, ah-ha, that helped me to
understand those for the next day in Comp. I... if you took the ALP class before,
like in two different semesters, | would have forgotten everything. | would have
needed more confidence in Comp | to succeed.
The fact that students went directly to their ALP class with the same instructor would seem
the most likely reason for the phenomenon; however, students’ responses indicated more
affective causes. These centered around instructors’ willingness to share personal
academic history, their abilities to set clear expectations (often in collaboration with their
students) of both the course content and policies, and their abilities to create an atmosphere
where students feel both welcomed and nurtured.
Lisa — | felt more engaged in that class than others because | could ask any question
| wanted to at that time in order to do good.
Ann — That’s really great for a class to be fun and educat[ed] at the same time. And

I am still in contact with that teacher. I think it’s because of that class, so... and
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[Professor Baldwin] was also my Comp. Il teacher. [Professor Baldwin’s] also

written for me some, uh, recommendation letters for some scholarships.

However compelling the perceptions’ unique linkages to the strategies, there
remains a central set of questions regarding these results. The first of the two questions
concerns a core definition of engagement and the levels at which and to which students are
truly “engaged” in their own learning process. Butler was fortunate to have become an
AVID higher educational institution prior to launching its ALP English program, but prior
to AVID, Butler instructors had obviously been engaging students in learning opportunities
to some level. But AVID offered two critical insights to student engagement and
instruction at Butler: first, AVID helped us give better identity and structure to the
practices and strategies which further supported overall student engagement. In some
cases, instructors discovered these were strategies they already used. Through the AVID
training, they learned how recognize what strategies worked for specific sets of students,
and they learned how to make them more purposeful to student learning within their own
curricula. Second, AVID training emphasized that engagement, when paired with
purposeful and accessible student supports, created optimal levels of student engagement
— levels which saw students becoming their own academic advocates.

Billy - ...but that was one of the most engaging classes I’ve had here. It’s the

discussions we had within the class, like we all had to participate; we didn’t have to,

but we all did because it was... well, the other students realized it would help them
if they did engage like I did myself. | thought it would actually help, so | would

engage.
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This second point supported what Caine et al. (2013) recognized about the social space
within the narrative to which “participants relate and live through stories that speak of their
experience” (p. 577). The challenge surrounding engagement for an institution like Butler
was not only whether students perceived they were aware they felt engaged in their
learning, but also whether the awareness of their being engaged in their learning was
actually helping them persist and be successful. CCSSE data could provide data for the
first indicator; higher levels of student success and completion should be the relevant
companion to it. Ultimately, their narratives offered a glimpse of their progressive timeline
from an early awareness of a lack of skills and confidence to greater self-confidence and
success. Their narratives revealed how their interactive engagement with content, peers,
and instructor made for them a known and more stable learning environment. And their
narratives told of how they found and utilized a common set of supports. Their stories
proved most compelling to Butler’s problem of practice: we wanted to know if what we
had designed would work and why. The data herein offered at least one glimpse to the
positive.
Implications for Practice and Future Research

As one of Butler’s timeless institutional values — Students Finish What They Start

— it was the intent of the English department to develop an efficient and effective program
for developmental English students comprising rigor, engagement, and support. During
initial meetings in 2012 and as we moved toward scaling what became the Butler ALP
English program, the developmental English task force well understood the need to not

only build a solid program, but also to determine a multi-level assessment model. This
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study grew out of those early meetings as the committee understood part of the model
included the need for student feedback.

Understanding there remains a greater likelihood students will drop out and not
return if they are relegated to a series of non-credit bearing courses requiring additional
time and money, Butler continued to study and explore opportunities to enhance their
developmental education programs. This study offered a first glimpse into student
perceptions of practices which did prove effective for student persistence and college-level
success within one department; moreover, it implied that success as having come from an
institutional-wide commitment and support to developmental education as being mission
critical. At Butler, we determined from the current research in accelerated programming
and our institutional involvement in AVID that the use of multiple strategies would be
more effective at creating opportunities for student to persist and succeed in ALP. We
adopted the three-pronged approach believing to some degree these factors would help
students persist and complete. Because we now know students’ perceptions did point to the
three strategies as having been significant factors and that the strategies operating together
produced additional factors students determined to be significant, the results of this study
should support further development and assessment of the accelerated English program at
Butler in three critical areas.

“All-in” focus

Bailey et al. (2015) strongly emphasized the need to design efficient programs and
pathways for remedial students and noted the importance “to accelerate all students into
college-level program-relevant coursework as quickly as possible” (p. 212). When scaling

the ALP English program, Butler made the determination to go “all-in” retaining only two
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stand-alone EG 060 for developmental students with unique scheduling circumstances.
This approach accomplished three key effects. One, full-scaling helped with the
scheduling of the concurrent course sets and instructor placement. Two, advising needed to
be more well-informed of the ALP curricular design and more prescriptive when enrolling
students who tested at remedial English levels. Three, greater collaboration among the
English faculty (full-time and part-time) became more common as faculty worked to ensure
quality support for the program and, specifically, for how to build greater curricular
consistency and student opportunity among its tutoring support services.

Commit to engagement

As an institution, Butler had committed to its AVID campus plan of having every
instructor and advisor trained in WICOR and high engagement strategies.
Determining how to best infuse into classrooms high engagement strategies with an
emphasis on activities which create collaborative learning opportunities in which all
students participate into developmental education courses became a focus for Butler’s
faculty development team in 2015. It was clear from the interview data that high-
engagement activities are not common across the institution.

Jake - ...like in my other classes it was... | mean, the instructor just usually talks

for like most of the time, so you really don’t have much... I mean, you can ask

questions, but not everybody would ask those question we were asking [in ALP].

Levin & Kater (2013) keenly noted the importance of keeping an awareness of the
balance between the perceptions instructors often have about how well they engage
students in learning and students’ actual perceptions of whether they are engaged. Student

“persistence was much better in classrooms where instructors were perceived by students
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as authorities in their subject area, and provided explicit instruction, imposed rigorous
demands, provided consistent encouragement, and gave constructive feedback on their
writing” (p. 94). Their data supported the findings of this study which emphasized the
importance of instructors balancing college-level content knowledge and academic
expectations with the support of non-cognitive issues often associated with developmental
students.

Develop active networks of student support

Hern and Snell (2013) pointed to the fact that “students come into the community
college classroom with a history of uneven, fraught, and even traumatic educational
experiences” (p. 26) for which most institutions feel unprepared. Community colleges
must develop the mindset that any interaction between a student and the institution can and
should be a tutoring/mentoring moment, especially for students in developmental
pathways. This study revealed the capacity of an intentional collaborative atmosphere to
form among students and instructors and affect student confidence, persistence, and
eventual success. The data supported what Caine et al. (2013) suggested about the ability
of narrative inquiry to offer “the possibility for understanding how the personal and social
[interactions and experiences] are entwined over time” (p. 51) for students in this study.
Thus, we can recognize this as a unique situation having emerged from the collective
narrative created the opportunity “in which we catch the moment of curriculum making
shape the stories lived and told” (p. 51). Collaboration among institutional divisions and
campus systems could add greater dimension to overall student support. Offering and
supporting multiple support mechanisms such as tutoring (in-class, instructor-led, peer-to-

peer, online, or designated labs) mentoring (all student stakeholders), and making sure
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students know of these options and ways to access them, creates a culture of collaboration
campus wide. However, the capability to provide multiple mechanisms for student support
both in and out of the classroom becomes a challenge if it is not an institution-wide priority
and becomes an active practice for all employees. Cuseo (2012a) encouraged institutions
to “adopt practices intentionally designed to overcome institutional inertia induced by
isolated and insulated infrastructures” (p. 11).

Community colleges (as well as any higher education institution serving
developmental English students) which have or are developing accelerated programs for
English should consider these results not as exemplary, but as possible starting points...an
additional piece to the developmental puzzle. Community colleges are unique in terms of
service areas, student populations, and community/stakeholder partnerships, and each
institution needs to determine what strategies would best serve students. But institutions
understand the need to make developmental pathways more cost effective and efficient for
students. This study suggests institutions should strongly consider using multiple strategies
including programs design, student engagement, and support mechanisms within the
program, and, whatever the strategies, that institutions engage in periodic assessment of the
effectiveness of those strategies including the students’ perspective.

Next Steps

After this study, | intend to share it with Butler’s developmental education task
force, the English department and interested departments of the institution with
developmental programs, and with the institution at large. The message | plan to share is
concise: high levels of engagement and student support should complement instructional

methodologies throughout the institution. Realizing this plan means purposeful training.
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All faculty should undergo Socratic tutor training to help them understand the multiple
venues where tutoring occurs and how best to direct students in how to engage in them.
Faculty should undergo training in how to establish and maintain more inclusive,
collaborative classroom atmospheres. It should be the goal of Butler that all students
would develop an “expectation for engagement” in all courses.

Both the Butler developmental education task force and the ALP English faculty
should continue to assess the three-pronged strategy in overall design, methodology, and
purpose. Tutoring mechanisms and engagement strategies need to be better defined within
the program and the institution. These strategies should also be part of institutional and
program assessment processes to determine what within the strategies are most effective as
best practices. Though such qualitative data is essential, having additional quantitative data
of these strategies would assist the institution with reports at the state level, with budgeting,
and future program scheduling.

Final Thoughts

For this researcher, this study has been bittersweet. | did not want my research to
simply fulfill the requirements of a plan of study; | wanted it — at least to some degree —
to have a positive effect on developmental student success in English. Having spent years
in the developmental English classroom and having witnessed more frustration than
success for students, the opportunity to pursue this type of study was timely. But this study
is a mere piece in a very large developmental puzzle that continues to take shape within
community colleges, so if it has contributed in some small way, it will have succeeded. For

that | am pleased.
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I also know much more might be done. Had I to begin the process again, |1 would
approach the narrative inquiry method from a more phenomenological stance and conduct
follow up interviews with students at both the midpoint and end of their next semesters to
determine whether the strategies of high engagement and student support were continuing
to be factors implicit in their persistence and success. A follow-up, roundtable discussion
with all 12 participants would also have provided a significant perspective regarding the
common narrative and would have further clarified the elements of time, place, and action
common to each student’s version of the narrative. Engaging a larger cohort of students
with even greater numbers of non-traditional students might have exposed other factors our
strategies did not address. Videotaping the interviews would also have revealed cues
related to their confidence levels (often suggested in their body language and ease of
answering prompts) and abilities to articulate about their experiences in Butler’s ALP
program. | believe students would have much more to reveal. | would want to know if the
institution was meeting the expectations of students (who at one time bore very low
confidence in their abilities) who now thrived in classroom environments where they felt
invited to actively engage in their learning. Students with developmental needs should no
longer believe that their path to success in higher education be either long or may lead to a
dead end; we, as educators, must not only direct, but accompany them to and along that

path.
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Appendix A
Pilot Cohort Interview Questions

1. Please tell me about your overall experience in the ALP English class at Butler
Community College.

2. What was different about the ALP English class from other courses you have taken?

3. Were there specific aspects of the ALP class you felt were helpful to your success in the
course? If so, please describe them and how they helped?

4. What was most challenging about the ALP class?

5. What was most satisfying about the ALP class?

6. How do define the term high-engagement? Did you feel engaged in the ALP class?
What happened during the class that made you feel more engaged?

7. How would you describe your level of engagement outside of the classroom? Did you
meet with the instructor and/or the other students outside of the classroom? If so, can
you provide an example?

8. Were there other entities from the college (advising, financial aid, etc.) that affected
your overall ability to successfully complete these courses?

9. How would you describe the role that tutoring played in your ALP class? How often
during the semester did you to the tutoring lab?

10. Are there any additional comments you would like to make about your experiences in

the ALP course?
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Appendix B

IRB Exemption Form

Office of Research and Institutional Effectiveness

Dr. Gene George, Associate Vice President Butler
(316) 322.3338 or ggeorge@butlercc.edu

Community College

afaf17

To: University of Nebraska-Lincoln Internal Review Board
RE: Dissertation study of Troy Nordman

| have reviewed the research proposal of Troy Nordman to conduct a study of student persistence and
completion in accelerated English courses at Butler Community College. The study meets Butler’s
reguirements for responsible research and he has made the appropriate arrangements with Butler
administration to conduct the study. | approve the project.
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Student Consent Form
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Nebraska

LlHCOlH COLLEGE OF EDUCATION AND HUMAN SCIENCES
Department of Educational Administration

Signed Consent Document

Title of Research:
The Road Taken That Has Made All The Difference: A Narrative Inquiry of Student Engagement and Success in Butler
Community College’s Accelerated Learning Program in English

Purpose of Research:

This study will investigate what students who successfully completed the accelerated learning program in English perceived
about the program to have contributed to their persistence and successful completion of the courses. You must be a Kansas
resident, 18 years of age or older, and currently enrolled at Butler Community College in order to participate in this research.

Procedures:

Your participation in this study will require approximately one hour of time. You will be asked to meet with the principal
investigator, Troy Nordman, for an informal interview lasting no longer than one hour. The interviews will take place in a
designated classroom on either the Butler of El Dorado or Butler of Andover campus site.

Risks and/or Discomforts:
There are no known risks or discomforts associated with this research.

Benefits:

The results of this study will be beneficial in three key way: one, it will add to the research of accelerated learning programs;
two, it will add to the community of practice among institutions that offer accelerated learning programs; and, three, the data
will aid Butler CC and other institutions regarding developmental education policy, curriculum, and teacher training and
development.

Confidentiality:

Your responses and resulting transcriptions to the interview questions will remain confidential. Once transcribed, the voice
recordings will be deleted, and the official printed transcriptions will remain with Mr. Nordman in a locked file cabinet for
one year and then be destroyed.

Opportunity to Ask Questions:

You may ask any questions concerning this research at any time by contacting Troy Nordman at tnordman@butlerce.edu or
316-218-6215. You may also contact Brent Cejda at bcejda2 @unl.edu or 402-472-0989. If you have any additional questions
or concerns may contact the Research Compliance Services Office at 402-472-6926 or irb@unl.edu.

Freedom to Withdraw:

You participation in this study is voluntary. You can refuse to participate or withdraw at any time without harming your
relationship with the researchers or the University of Nebraska-Lincoln, Butler Community College or in any other way
receive a penalty or loss of benefits to which you are otherwise entitled.

Consent, Right to Receive a Copy:

You are voluntarily making a decision whether or not to participate in this research study. Your signature certifies that you
have decided to participate having read and understood the information presented. You will be given a copy of this consent
form to keep.

Signature of Participant:

Signature of Research Participant Date

141 Teachers College Hall / P.O. Box 880360 / Lincoln, NE 68588-0360 /
(402) 472-3726 | FAX (402) 472-4300


mailto:tnordman@butlercc.edu
mailto:bcejda2@unl.edu
mailto:irb@unl.edu
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Appendix D
Interview Questions
Please tell me about your level of confidence in English before starting the ALP
English class at Butler Community College.
How did you feel when you were told that you were going to be taking two English
courses at the same time?
What was different about the ALP English class from other courses you have taken?
What specific aspects of the ALP class do you believe were helpful to your success in
the course? Please describe them and how you believed they helped?
Tell me about what was most challenging about the ALP class for you? What was most
satisfying?
Did you feel more engaged in the ALP class than in other classes you have had or are
currently taking? What about the ALP class made you feel more engaged?
How would you describe the role the instructor played in your ALP class? What did
the instructor do in the class that you believed help you to be successful?
Can you tell me about other types of support you had for the ALP class? For example,
did you utilize the tutoring labs?
At what point(s) during the semester did you begin to feel that you were going to be
successful in the ALP class? Can you tell about what made you feel this way?
Are there any additional things you would like to tell me about your overall experience

in the ALP English class at Butler Community College?
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Student Recruitment Email Form
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Nebiaska

LlHCOlH COLLEGE OF EDUCATION AND HUMAN SCIENCES
Department of Educational Administration

Dear [student name]:

My name is Troy D. Nordman, Associate Dean of Humanities, Social, and Behavioral Sciences at Butler
Community College. | am also a doctoral student with the University of Nebraska-Lincoln in the Educational
Leadership and Higher Education program. | am conducting a study on factors affecting student engagement
in Butler accelerated English programs. To assist with this | will be conducting interviews with current
Butler Community College students who successfully completed the EGO60/EG101 ALP course set in the fall
semester of 2016.

Because you are 18 years of age or older and currently enrolled at Butler Community College, you are
eligible to participate in this study. Participation will require approximately one-hour of time on either the
Butler of El Dorado or Butler of Andover campus sites in a designated classroom. If selected, you will be
asked to respond to a set of ten questions about your experiences in and perceptions of the accelerated English
program. The interviews will be digitally voice-recorded. There is nothing else required of your participation.

The information gleaned from the interviews will help the researcher identify specific factors of the
accelerated program which lead to higher engagement levels and course success. As well, the results of the
study will assist Butler Community College’s English Department in assessing the overall curriculum and
delivery of the accelerated program. Lastly, student feedback of lived experiences and perceptions will add to
the growing research on successful accelerated programs. Your identity and your responses to the interview
questions will remain confidential. Once transcribed, the voice recordings will be deleted, and the printed
transcriptions will remain with the researcher to complete the study and the Office of Research and
Institutional Effectiveness at Butler Community college.

Your participation in this study is voluntary. You can refuse to participate or to withdraw at any time without
harming your relationship to the interviewer, your status as a student at Butler Community College or the
University of Nebraska-Lincoln, or in any other way receive a penalty or loss of benefits to which you are
otherwise entitled.

By electronically signing below, you are voluntarily making a decision whether or not to participate in this
research study. Completing and submitting your response indicates that you have given your consent to
participate in this research. If you choose to participate, you should print of this request for your records.

Signature of Participant: Date:

Sincerely,

Troy D. Nordman, Associate Dean Office: (316) 218-6215
Butler Community College Cell: (316) 258-1961

715 E. 13 Street/ Andover, Kansas 67002

141 Teachers College Hall / P.O. Box 880360 / Lincoln, NE 68588-0360 / (402) 472-3726 /| FAX (402)
472-4300
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Appendix F
Interview Follow-up Email

[Date]
Butler Community College
Andover, Kansas

Dear [student’s first name]:

Thank you for taking the time to come in and interview with me. It was exciting to hear
you talk about your perceptions of the experiences you had in the ALP course set during
the fall 2016 semester, and I’'m glad to know your spring semester has been going well.

As promised, | have attached the transcription of our recorded interview. This is available
in a Word file that should open easily for you. If you have problems opening and viewing
the file, please either call or email me.

As we discussed after our interview, | would appreciate you reviewing the transcription and
doing three things:

o Look for any inaccuracies in your wording or phrasing that you would change
o Note any additions or changes that you’d like to make to your responses, and
o Send me any changes or additions that you would like to make to your responses

Again | want to say thank you for your help. Your contribution to this study will help
Butler Community College continue to improve how we deliver English instruction to
students. Good luck during the rest of your time here at Butler!

Sincerely,

Troy D. Nordman, Associate Dean
Humanities, Social and Behavioral Sciences
Butler Community College 316.218.6215
tnordman@butlercc.edu



