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The education of undgrepared college students is a topic that interested and
motivated this researcher to conduct a study on learning communitieseaisdring
change in writing apprehension and locus of control of developmental students at a
community collegeHigher education is generally viewed as a place for the intellectually
elite. However, more institutions are finding that students are enrallipgstsecondary
institutions lacking proficiency in basic skills such as mathematics, reading, and writing.
This study focused on the developmental studies area of writing.

A limited, but growingnumber of institutions are pursuing differing ways of
addressing the educational needs of students at risk of possible failurés {98,
1999) foundational research states that locus of control is a factor of consideration to
facilitate academic success for college students who are coming to some absolve
whether they have influence over, or if their effort in college is directly correlated with,
successful outcomes; that is, studemdiefs about control being external or by chance
opposed to internal based on effort or involvement. Paj@@33 research which is
grounded in Bandulmwork (1986) found that studehtsliefs about their writing have

an influence on academic outcomes.



The purpose of this study was to contribute to the sparse body of knowledge in
developmental education and thesess of developmental writing students. The goal
was to increase the knowledge base about developmental writing students-geartwo
college and their engagement in a learning community. This study examined the effect of
a learning community interventidor students attending a community college.
Specifically, the study included @&xperimental component to erae through preand
posttest measures the pedagogical implications and strategies to determine if there was
an improvement in locus of contrahd writing apprehension. The study was to
determine if three groups of community college students enrolled in a variation of two
courses would achieve positive academic outcomes after a semester of participation in the
learning community as measured hg Writing Apprehension Measure (WAM) and the
Adult Nowicki Strickland Internal External Control Scale (ANS. One group was
involved in a loosely linked learning community, i.e.;er@olled in a college success
course (CSS 110) and developmental Ehghsiting (ENGL 81). A second group was
enrolled only in ENGL 81 and a third group was enrolled only in CSS 110.

The analysis of covariance concludes that there was no statistical significance in
the posttest results among the three groups after congrédlirihe pretest score. The
instruments used were measures of writing apprehension and locus of control. The level

of writing apprehension and the higher levels of extrinsic locus of control were noted.
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CHAPTER |

INTRODUCTION

Over time, all types of colleges have seen increases in students who are under
prepared or have academic proficiency isstiess likely that at least 78% of higher
education institutions enroll underprepared students and that in all probability, more than
30% of he students require remediatidiMerisotis & Phipps, 2000, p. 7.I)herehave
been an alarming number of students in need of developmental supportsafitedec
Ninety percent of colleges and universities, including many elite institutions, now offer
some type of remedial coursework (Tinto, 1998). With this increase, policy analysts and
governmental decision makers are asking new questions about the sfice¢ssk"
students. The number of students that are admitted to college and required to take what
are now termetidevelopmental coursébas consistently been increasing. It is estimated
that these students, who have historically been referred'terasdial;’ make up over

40% of students entering college (Kane & Rouse, 1999; Tinto, 1998).

Significance of the Study

With the exception of the few elite institutions, most colleges do not have the
luxury of limiting their student body exclusively to fulyepared applicants. To do so
would too often result in a negative impact on projected enrollments (Hodgekinson,
1985; Strassen, 2003). Most public institutions have to admit students with academic
deficiencies, because they are committed to training antibuting to a literate
workforce within their statdnadequate preparation is said to be attributed to lack of
communication between-K2 and higher educatidiirst & Venezia, 2004)Colleges
knowingly admit students who will need academic suppotte teuccessful. The notion
is that everyone is entitled to continue their education (Carnevale & Rose, P004,).

developmental education is needed in all types of institutions.



History of CommunityColleges

Colleges of the late 1700s, during the Argstdic period, served only white upper
class malesThese families could afford the high cost of tuitidheir only goal was to
prepare these young men to be leaders in soditetseover, there were very few career
options These young men had a choicexadicine, law or religionn spite of the
prestige and academic rigor currently associated with these discipline areas, the young
men of this period were not necessarily motivated or academically prepaneever,
their family names afforded them adniiss(Barna, Haws, & Knefelkamp, 1978)

Meritocracy replaced Aristocracy and lasted until the 19%B0short, the
economically advantaged were being replaced bpthdemically talentedntellectual
ability is what earned most students a space in higghecatiots classroomsThe more
talented students insisted on further diversity in the curriculum to meetitheise
needsinterestsaand the changan employment opportunitiegAstin and Sax, 1998 &
Cross, 1976)

William Rainey Harper, back in¢hlate 18 c ent ury, was Uni ver si
founding president, who transformed higher education by introducing the concept of a
six-year high school, which provided the lowevel university coursework that exposed
students to the prerequisite cagsn preparation for junior and senlewvel college
material. The purpose was to provide access to more students without imposing more
demands on the university (Keand Rouse, 1999Moreover, ommunity colleges were
designed to provide an educatiamatbroader population in sociefiherefore, they were
established with open admissions policRemediation is often a necessity, because
absent selective admissions policies some students are admitted without the requisite
skills. "If remedial educatio in higher education is to exist at all, it is argued, it should be
located in thelower levelsof the higher education systéifTinto, 1998, p.1)In fact,
two-year colleges are believed to be better at serving this population of students. The

value ofthis study is that learning communities in higher education aim to retrench
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student isolation, while improving the academic outcomes. The study seeks to
demonstrate the role of learning communities in student retention and academic success
"With relatively little fanfare, community colleges have emerged in the last 40
years as an increasingly dynamic and important part of the postsecondary education
system in the United States. They enroll some 6.2 milliondnlll parttime student$
more than four auof every 10 American undergraduates. Another 5 million students of
all ages attend community college for noncredit cour&&isaffer, 2008, p.1)heir
flexible admissions policies generally require only a GED or a high school diploma
bringing large graps of underprepared or higisk students to college. These tywear
institutions help to provide pestcondary education to students whose resources and
college options are scarc@ommunity colleges do not require high standards for
admission; althougthey do have standards and requisite skills and competencies
required to enroll in credit bearing or college level courses (Kirst & Venezia,.2004)
According to the Special 20th Anniversary Edition of the Community College Week,
"Public twoyear institutons have struggled for decades to remediate studdrgyg have
succeeded at times, but mostly those institutions have 'f§fedley, 2008)As part of
their mission, community colleges seek ways to best educate these students in order to
prepare an ecamically sound workforce (McCabe, 2003)
In City Community College (BCCC)emedial needs are extensive. Siiite
percent of firstime college studentseedremediation in each of the fundamental areas
(mathematics, English and readifkgrst & Venezia, 2004) According to a report
published by the Community College Research Center (1999), nearly 60% of students
enrolled in a community college must take at least one remedial cBarsmore than a
decade, developmental education programs have been sordtiny. Less than 50% of
high school graduates take college preparation courses (Gaither, TI®®®jaryland
Higher Education Commission in 1996 started conducting a study of remediation in

Maryland public institutions. Low test scores in elemengmy secondary education and
3



low graduation rates at the pesicondary level had public officials questioning the
funding spent on remedial instruction. In addition, the general public had the
misconception that remediation at any college was a repélatlsftisat should have been
learned in high school. In factQver 50 percent of students entering all postsecondary
education institutions will take remedial courses, many in several subject @ess&
Venezia, 2004, p.1).

Towson University, for exaple, began offering free tuition to students who
graduated in the top 10 percent of their high school class. After discovering that finishing
in the top decile doe&rmguarantee academic preparedness, the university began paying
for scholarship winners tacquire basic skills at BCCC prior to enrolling at Towson
(Pulley, 2008, p. 10)

In recent years, community colleges have become an alternative choice for many
students seeking pesecondary education, who have not planned to attend college while
in highschool. Shaffer (2008) stated:

With relatively little fanfare, community colleges have emerged in the last

40 years as an increasingly dynamic and important part of the

postsecondary education system in the United States. They enroll some 6.2

million full - and parttime studeni& more than four out of every 10

American undergraduates. Another 5 million students of all ages attend

community college for noncredit coursés. 1)

Their flexible admissions policies generally require only a GED or a high school
diploma, bringing large groups of underprepared or-higfstudents to college. These
two-year institutions help to provide pestcondary education to students whose
resources and college options are scarce. According to the Special 20th Anniversary
Edition of theCommunity College WeghkPublic twayear institutions have struggled for
decades to remediate students. They have succeeded at times, but mostly those

institutions have failet(Pulley, 2008, p. 6)As part of their mission, community colleges
4



seek ways to best educate these students in order to prepare an economically sound
workforce (McCabe, 2003).

As K-12 schools, community colleges angehr institutions continue to operate
in silos, students attending community colleges may continuenfoocd roadblocks to
success in higher education Tinto (1993, 2008). However, community colleges are
leading in our nation's quest for training our workforce (Kane & Rouse, 1999). High
school students need access to information to include academic pogpanat the
college application process to be successful in college. Therefore, the open access policy
is not enough for entering community college students; successful transitioning with
strategies that facilitate successful outcomes is imperative fstudints entering
college (Kirst & Venezia, 2004). Policies of admissions and enroliment at community
colleges are simultaneously both positive and negative. Students entering can have
immediate access with little to no preparation when entering. Thegocaplete an
application and enroll all in the same day, sometimes a day or so before the semester
begins. This is the reality of open admissions, but it provides many challenges for the
student in need of remediation and the faculty and staff who haegve this population
of community college students, as described in Kirst and Venezia (2004). For diverse
groups of students aspiring to earn bachelor's degrees, community college is their entry
into higher education through a transfer program. Howevanyrhave less confidence
and academic skills, which can impact their success (Conway, 2010; Kane & Rouse,
1999).

Kane and Rouse (1999) acknowledged that, initially, two years at community
college or freshman and sophomore year was a mirror image ofecotbegses taken at
4-year colleges and universities. As the years have passed there is more vocational
training, and students opt to enroll in terminal programs or settle for an Associate's
degree when discouraged or lacking the motivation to persistaandhe bachelor's

degree (Astin, 1984, 1999; Kirst & Venezia, 2004). Additionally, remediation is a
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primary role at the community college level, as policy makers move to discontinue
remedial education at they#ar college level. They are viewed as thpegts in

developmental education and remediation. However, critics of community colleges often
view them negatively, because less thanloalé of students who enter a tvyear

college ever earn any degree (Kane & Rouse, 1999). According to Tinto (1983, 20
community college students have a higher dropout rate tiyaardcolleges and

universities, which can be attributed to the mageof the colleges being primarily

commuter institutions, which makes it more difficult for students to be involved and
immersed in the academic and social life of the campus. Overall, the result is often poorer

academic outcomes for students enrolled in community colleges.

Developmental Education Through Learning Communities

"Successful programs begin with a wedlifined mision statement and a set of
program goals addressing specific atd@asazza & Silverman, 1996, 72). The
mission of the developmental education program should be consistent with the overall
mission of the institution. There are a variety of organipafistructures for
developmental programs. They are typically decentralized, being housed in various
academic departments; for example, developmental writing is in the English Department,
and developmental mathematics in Mathematics. There are, howawerceantralized
programs that are housed inside a college, such as a College of Undergraduate Education
or the former General College at the University of Minnesota.-J&ar colleges more
often have decentralized programs, with a report by Boylan, BordradrBliss (1994)
statingmandatory placement in remedial courses contributes to greater attrition rates
Implementing learning communities has been found to improve the performance of
students in need of remediation. Tinto (192808 found that learningommunities
contributed positively towards retention of developmental particip@htspreliminary

results of a study conducted by Tinto and colleague Cathy BngatrSyracuse
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University on developmental coursework (termed basic skills courses byuthgss
researchers) and learning communities found positive academic outcomes.yddour
study included 19 campuses, 13 of which wegea@r colleges. The end result what
students performed better and felt better about their ability to be successful.

Approximately 2,209,079 developmental students are served annually by
American colleges and universitig8oylan, 1995, pl1). Moreover, good developmental
programs are aligned with the regular education curriculum and regularly assessed
(Boylan, 1999)A limited, but growing, number of institutions are pursuing different
ways of addressing the educational needs of students potentially at risk of failure.
Initiatives to retain students have reported greater returns than in the past (A Project of
the Natonal Center for the Study of Adult Learning and Literacy, 2001).

Oversized lecture halls, inconsistent feedback, and objective tests do not reflect
the best practices in pedagogy. A meaningful link is needidden teaching and
learnin@ a paradigm shiftrbm familiar ways of instructing students to a method where
students are less isolated and more involved in their learning process (Smith, 1983).
Learning communities are one of a few initiatives which boast positive outcnmes,
1998) research fourtiat developmental studehdgademic success and attitudes about
learning improveds a result of their participation in learning communit#texording to
Tinto, GoodseHLove, and Russo (1993), studémksep learning, achievement, and
persistence werenhanced by their involvement in collaborative learning environments,
also referred to as learning communities. These positive results were found to be the case
in environments where students deliberately registered as participants, or added the
courses, bcause they registered late and it was their only choice. In addition, learning
communities represent the majority of collaboration that occurs between students, their
peers, and faculty members on tywar college campuses (Bloom & Sommao, 2005;

GabelnickMacgregor, Matthews & Smith, 1990).



Since their inception in the late 1920s, learning communities have had numerous
names and instructional designs. Although learning community is the preferred term,
other terms throughout the literature include learciogters, triads, federated learning
communities, and coordinated or integrated studié8ai@on, 1997). The underlying
body of research on learning communities by Gabelnick et al. (1990) states that the
concepis the reason fahe majority of collabor#on occurring between students, their
peers, and faculty members.

This shared knowledge seeks to create a level of cohesiveness among diverse
peers within a campuenvironmenthatis established in the learning community
concept Peers are more likelp get to know one another as a result of shared experience
(Tinto, 1998). According to Chickering and Reisser (199¢rhaps the closest
facsimile to residence hall communities for commuter students is involvement in a
learning community (p. 414). Learmg communities in the simplest form couple two
courses around a thematic area and register a cohort of students, with an average of
twenty-five in a small learning groufabelnick et al., 1990)

There are several variations of learning communities (lGedbeet al., 1990;

Strassen, 2003). One is a loosely linked program where courses from various disciplines
connect around a central theme. A foundational study by McCarthy, Meier, and Rinderer
(1985) determined college studeémsrception of their own Ibaviors necessary for
academic success, such as writing apprehension and locus of control, can influence
outcomes. The purpose of their research was to provide a more comprehensive
understanding of psychological variables associated with college stuwdetirg

outcomes. Two of these psychological variables are writing apprehension and locus of
control, which are two dependent variables in this study. Both Bandura (1997) and
English composition researchers, such as Flower and Hayes (1981), have studied th
variables related to this study. The former studied anxiety, which is general intense

uneasiness, while this study focuses on writing apprehension, which is specific
8



uneasiness or distress in anticipation of writing. Bandura (1997) further described
acackmic or scholastic anxiety as egregious worry about unmet goals, uncontrollable
worries about tomorrow or the fututde suggested that this type of performance arousal,
often seen with mathematics, can be conquered byeggifatory skills which he calte

self-efficacyand this trait is positively related to locus of control

Developmental Learning

The construct of developmental learning views learning as an evolving process;
therefore using an eclectic approach taking into consideration a varietgipfides.
The idea is that individuals mature, grow, and develop from exposure. The belief is that
learning is the result of human, natural, and behavioral sciences (Hashway, 1998). All
academic programs must be deeply rooted in fundamental skills. Gdtezippmental
students display a lack of interest in their studies and appear insecure about their own
academic abilities. Curriculum is developed to either remediate or enrich and must hold
true to the process of human growth and development, which eirghtse need to

strive for independent learning.

Locus of Control

Locus of control when measured assesses an inditgadeiefs about certain
behaviors that they have some control over and effects desired ou{@andsra,
1997) Similar to Astinls (1984) landmark developmental theortyfocuses on students
choices and overall effort, including both quantity and quality. Actually, it is a stedent
involvement or their engagement in the collegiate environment. This is a theory that
developmental fadty can use to create Freshmen Year Experience (FYE) courses, which
help to facilitate student learning.foundational study by Lefcourt (1982) described
studentSbehavior as learned helplessnégere recent trends associated with

developmental studentscus more on the locus of control constréa.well, the above



referenced research can be used as teachers and administrators develop learning
communities for selected community college cohorts. Fazey and Fazey (2001) conducted
a study that required falty to address through their teaching methods any deficiencies
college students may have which could have a negative influence on their academic
outcomes. Surprisingly, in this study, there were no statistically significant differences in
writing apprehesion based on age and gender. In terms of this stuelyglesired

behavior is viewedh terms ofa shift from external to internal locus of control. Other
researchers have found similar results in writing apprehenBanefore, gender and age

are providd as only descriptive analyses in this study.

Writing Apprehension

Many foundational studies conducted on the undergraduate population have
reported a relationship between studdmtiefs about their writing and actual
achievement in writing (Pajares,@3). According to Hacket and Betz (1989), students
thoughts and beliefs about their abidityn this case, writing wasa better predictor of
success. Therefore, facutynfluence is very important to help establish students
confidence and improved comtfence. It is faculty membémipport of students and their
ability to be a positive influence for the student that facilitates successful outcomes.
These links between locus of control, writing apprehension, and the impact of learning
communitieswill form part of the foundation for this research.

Flower and Hayes (1981), in a classic study, stated that college students who
believe in their knowledge base and skill set have begun to develop a sense of self
efficacy, and are more likely to use adaptivatstgies to overcome anxiety and low
motivation, while achieving their academic pursuits and ultimately their professional
goals. Psychologists suggest that writers take active control of their lives, learn to manage
their time and prioritize (Bandura, 199%imilarly, Flower and Hayes (1981) stated that

advising students to accept responsibility for the quality of their writing assignments
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parallels psychologistsuggestions that their clients present internal control over
themselves to enhance qualityliéé, which will later in this study be defined as internal
locus of control. These are both academic anedifig skills. However, Flower and
Hayes (1981) reported a relationship between studeats of control and writing.

Bandura (1997) also dedoed individuals experiencing anxiety as obsessed with
the need to fulfill their academic demands; they are hard on themselves and take full
responsibility for their success or failure, which is essentiaigrnallocus of control. In
1985, McCarthy et afreported on a landmark study conducted at Southern lllinois
University (SIU). The university has two campuses, Carbondale and Edwardsville. They
conducted two studies. Their initial research assessed 137 freshmen students enrolled in
English in the fallthe second study was a population of 60 students in the spring. Many
of the students in the sample were basic writing students. Basic writing at SIU is a
remedial or developmental course, designed for students who need extra support with
writing skills that can lead to success in subsequent English courses or other courses that
require writing. The English curriculum at SIU is designed so students are registered for
the developmental course and the required general education English course in
consecutiveamesters with the same instructor, referred to by educatbisoamg.”
Courses are paced and sequenced to provide more assistance for those enrolled. Since a
large number of the students were taking basic writing, this means during class they had
opporunities to draft, edit and revise, and discuss their writing with instructors and peers.
All participants were administered a measure created by the researchers called-The Self
Assessment of Writing (1985) that required them to express feelings abongwAiso,
Rotters (1966) Generalized Expectancies of Internal Versus External Control of
Reinforcement measure was used. The researchers reported that of these two measures,
anxiety was significantly related to writing performance, but no significarttaeship

with locus of control was found.
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Meir, McCarthy and Schmeck (1984) conducted a study at Southern lllinois
University with freshmenrvho were takingemedial writing, required freshman writing
or honors writing courses. More thanlfhaf the parttipants (54%) were in a remedial
course High efficacy expectations were positively related to good writing performance
Participants with an internal locus of control were better at estimating their writing skills
than participants who scored more exteraghough participants in all groups were more
likely than not to overestimate their overall outcontes similar studythe lower
studentSscores were on anxiety or writing apprehension measure, the greater their
writing outcomesThe researchers r@emmended that further study should be conducted
to examine the effects of studeémgerestimating ability on outcomédleir et al., 198).
While the McCarthy et al. (1985) study is similar to this research, little is known about

the details of the actuadsearch design and the interventions are vaguely mentioned.

Purpose of the Study

The purpose of this study was to contribute to the sparse body of knowledge in
developmental education and the success of developmental writing students. The goal
was to incease the knowledge base about developmental writing students ayeatwo
college and their engagement in a learning community. This study examined the effect of
a learning community intervention for students attending a community college.
Specifically,the study included an experimtal component to exaine through preand
posttest measures the pedagogical implications and strategies to determine if there was
an improvement in locus of control and writing apprehension. The study was to
determine if thee groups of community college students enrolled in a variation of two
courses would achieve positive academic outcomes after a semester of participation in the
learning communityOne group was involved in a loosely linked learning community,

i.e., caenmplled in a college success course (CSS 110) and developmental English writing
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(ENGL 81). A second group was enrolled only in ENGL 81 and a third group was
enrolled only in CSS 110. Details of these class assignments are included in Chapter .

Astin's (193) inputs, environment, and outcomes assessment model is a
framework designed to study the overall development of college students. First, inputs
can be described as the demographics of the individual student when entering college.
Second, the environmergfers to theentirecampus setting that each student is exposed
to daily, which includes peers, faculty, staff, and program policies. Lastly, outcomes are
determined by the growth and/or development in the student after interactions and
experiencesAstin, 1993).

For this quasexperimental study, the inputs are the-f@&t measures of the
dependent variables for students identified as developmental writers. In the context of a
community college, the environment is a learning community project cogstdtthree
treatment groups as defined by two linked courses, a developmental English course, and a
first-year college success course. The outputs are the stymtesitive change in beliefs
on the postest surveys of the Adult Nowicki Strickland InterExternal Control Scale

and the Writing Apprehension Measure.

Statement of the Problem

This research considered the experience of developmental students enrolled in one
of three treatment groups: a looséhked learning community consisting of two coess
(CSS 110, College Success Seminar/ Freshman Year Experience course, and ENGL 81,
Developmental English, the second in a sequence of three developmental courses), CSS
110 alone, or ENGL 81 alone. CSS 110 provides students tools to empowseltlestn
become active learners. The goal of this course is to help students rid themselves of
"learned helplessné'sand become internally motivated to succeed and to develop a
sense of seléfficacy. Instructors teach students to set goals and transfer specific

strategies to conteriiased curriculum. Students enrolled must develop a belief system
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that supports hard work and the belief that patience can pay off. The course seeks to
develop a positive attitude as a key to success

In the studyunderpreparedatlegestudents were enrolled inGomposition
Skills 1 courseENGL 81, which is the second course in a sequence of three
developmental writing courses. Students are placed in this course based on their
ACCUPLACER Test (college computerized placement exam) scbhe othecourses
called the College Success Semifi@SS 110 provides an opportunity for students to
learn and apply strategies shown to promote success in college ant(Bditenore

City Community College Catalog, 199®98,p.117).

ResearclQuestions an#éiypotheses

Because of the exploratory nature of this study, the hypotheses are stated in null
form. Using ANCOVA to analyze the data, the following questions were answered.

Research Question 1Is there a statistically significant differenoetween the
scores on a measure of writing apprehension of two treatment groups of developmental
students compared to developmental students in a lelisledyl learning community at a
two-year college?

Hypothesis 1After controlling for initial level ofwriting apprehension, there is
no statistically significant difference in level of writing apprehension by treatment group
at the end of the treatment.

Research Question 5 there a statistically significant difference between the
scores on a measurelotus of control of two treatment groups of developmental
students compared to developmental students in a lelosiedyl learning community at a
two-year college?

Hypothesis 2After controlling for initial level of locus of control, there is no
statisti@lly significant difference in the level of locus of control by treatment group at the

end of the treatment.
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Summary

This chapter established the purpose of this gergserimental study. A brief
overview of the literature on this topic helps to createptigstion that it is a fundamental
issue in need of more complex solutions. A statement of the problem with research
guestions introdusghe contextual framework and the theory, which Chapter Il covers
more thoroughly, discussunderprepared studentsdevelopmental education,
specifically those in community colleges. The current and subsequent chapters each
build, separately and collectively, on the need for more research in these areas. The
methodology for this study is presented in Chapter Ill. Chd@tpresents the results of
the data analysis. Chapter V includes the conclusions and recommendations for further

study.
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CHAPTER Il

REVIEW OF THE LITERATURE
This chapter provides a review of the literature relevant to this study. In
particular, literatoe, concepts about developmental educatresgarch theories, and
learning communities, and their effect on writing apprehension and locus of control, are

reviewed andummarized.

Developmental Education

Developmental education is a field of practice egskarch within higher
education with theoretical underpinnings in developmental psychology and learning
theory. Education estimates from the National Center for Education Statistics (2004)
indicate that over 29% of college students attendigge? colleg@s and 19% of students
at 4year colleges lack fundamental skills to be successful in college. Developmental
Mathematics has the highest enrollment in developmental eduaatigying from 15%
to 22% at any given collegéThe most basic concept in devetogntal education is that
students are complete human beings. Their attitudes towards learning, their motivation,
their selfconcepts, and their confidence have as much or more to do with their success in
college as do their academic skKil{8oylan, 2002p. 25).

Developmental education and remediation are often used interchangedbly
more recently referred to by sormpeactitionersas transition coursebut the former is a
far more complex notion involving a combination of theoretical approaches dramn f
cognitive and developmental psychology (Boylan, 1995). Thus, it is important to note
that developmental education is not the same as remediation. Developmental education is
a more comprehensive approach to serving students borrowing from the fousldation
tenets of cognitive and developmental psychology (Chickering, 1969; Erickson, 1968;
Kohlberg, 1975; Perry, 1970). Remedial coursework, on the other hand, idakiid

assistance in one or more areas. Developmental education provides a rangees &ervic
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educate the whole student both personally and academically. According to Boylan
(1995),"these services may include counseling, advising, tutoring, topical workshops,
individualized instruction, and courses to enhance study skills and strategmestero
critical thinking, or introduce students to the rewards and expectations of t¢pedg
Developmental education programming includes tutorial services, foundation courses in
mathematics, reading and writing, and other learning supports. Bogéaades of

research in developmental education are based on the assumption that this field is very
complex, includes a range of services, and borrows from a variety of disciplines.

Although the field of developmental education grew from the fields of
devdopmental psychology and learning theory, Clowes (1992) contended that it has
sparse underpinnings of theoretical framing. Most practitioners come from multiple
backgrounds and use their diverse academic and professional experiences to provide an
eclecticapproach to the practice. It is often stated that theory is adapted to justify, but not
provide, prior planned and informed practice (Smith, 2001, 2006). This study can help to
improve practice by contributing to the research base. Theory applicatianfialthof
developmental education in the broadest sense is a paradigm&ieftreality is that
most education programs are frequently defined by local contexts such as legislation,
politics, test scores and other external factors of placérflamdell & Collins, 1999, p
11).

Theory related to developmental education is relatively nonexistent in the
professional practice. In instances where this relationship does appear, it is more likely
accidental than deliberate. Boysu(1999) research furtherdetl that courses in
developmental education have received little attention from resegnoiustsy due to
stigma. As a result, effective tools to work witle fopulation areelativelybleak

Theories to support the complexities of the profession areetrdously underdeveloped.
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History

The term remedial remains widely used in the literature in spite of the negative
connotation, because it needs no explanation when discussed within the higher education
profession or among constituent groups, such aslégrs and the media. There has
been an evolution of terms used to describe students entering college underprepared.
Prior to the 1960s, remediation was the term used for students in need of academic
supports, while throughout this same decade the samgedgevasused for the funded
programs associated with equal rights legislation. Gradually, the term compensatory was
introduced, which by definition means to compensate or make up for lacking skills
(Rouche & Rouche, 1999). Remedial implies academiddiions in need of fixing, an
approach borrowing from the tenets of the medical model. Educators in academic
services who subscribe to this model of service delivery focus on fixing the student rather
than adjusting or creating academic policies and mesthat meet the needs of students
where they are. Intentional and intense quality of academic service should be the
standard. Remedial and compensatory are labels that cast a stigma on anyone associated
with or using the services. These terms place atiparbetween students enrolled in
courses termed developmental opposed to their peers enrolled in regular credit courses
(Clowes, 1980).

Developmental education is the contemporary term used to describe specialized
courses and academic services for aigppopulation of students that can be described
as functioning at lower levels in reading, writing, and mathematics. This term came of
use in the field in the late 1970s through the influence of college student personnel
administration. With this new tergsame a transformation of the fisdautlook,
becoming more comprehensive. The term developmental encompasses the whole student
including the inclass and oubf-class experiences that impact the academic experiences
of the student. A developmental appbdocuses on meeting students where they are by

focusing on learning as well as personal issues. Moreover, this approach looks at
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studentsstrengths and finds ways to use them to improve upon their needs (Clowes,
1980).

There is not a standard of widelgcepted theory to govern the design of said
programs:'Theory is used after the fact to justify practice as often as it is used to plan
practice; there is no way to distinguish the two possibifiti€sowes, 1992, p475).

Theory has been a challenge fwactitioners, being a field mostly governed by
professional experiences. Clowes (1992) furthered enlightened practitioners in the field
of developmental education by offering an overview that held up the notion that the
framework for the field is stillacking. It is rare to find support from the top down or

chief academic and student affairs officers in higher education that would include a
conceptual framework that aligns with the mission of the institution. If that ideal were to
occur it is believednat successful learning outcomes would be promoted. The practice in

developmental education has been to take an eclectic approach.

Components of Developmental Education

Keimig (1983) in this classic research identified critical components of an
effectivedevelopmental program and found that a comprehensive program was one that
served a diverse student population. She proposed-tefairhierarchy for learning
improvement programs. Level one included a stalode basic skills course; level two
added indridualized assistance, such as tutoring; level three was more comprehensive to
include services for the complex needs of a heterogeneous learning environment. Finally,
level four programs were established from the top down and hathlzun adequate
resouces, which made them a fully acceptable part of the institutional mission. Each
level increased with complexity in methods to impact studkraming and program
design and evaluation. The needs and mission of the institution are what influences the

sce of the currently proposed project.
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The current study ian example of a level three program, integrating components
of levels one and two, and including courstated support services, such as the College
Success Seminar. Th@entof the currenstudy was to determine how the behaviors
were changed or what were the outcomes resulting from the intervention. Level three
programs encourage application of content skills, which is a practice of learning
communitylinked courses. This aspect of Keirsi§g1983) research emphasized the
complexity of the course and necessity for reinforcement to obtain mastery, while
working towards full institutional support which would have full inclusion of

comprehensive academic supports throughout the curriculum.

Researb on Developmental Education

Literature addresses numerous characteristics about college students, but very few
empirical studies are conducted to understand the profile of remedial community college
students. According to Saxon and Boylan (1999) limitegtievith regard to timeliness and
methodologywere foundwith research on community colleges and developmental
education. Strehlow (1996) reported a study at Wilmar Community College in Minnesota
which was conducted to evaluate the success of the develtghmweiting program. The
study examined entering freshman in 19&who completed the Academic Skills
Assessment Program (ASAP) testing. These students were tracked through Spring
Quarter, 1994. Grades in thefmedit freshman compositiaoursefor students who
completed a developmental writing course were compared to those of students who had
not completed developmental writing, hereafter referred to as completers and non
completers respectively. Completers were students earfildg@ above. There are
231 participants in the study. Using a Manhitney U test, Strehlow found that
completers had a significantly higher GPA. Eightyp percent of the participants passed
developmental English. It was found that completerademic performance was bette

than norcompleters subsequent to taking developmental writing. Completers earned a
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2.0, in comparison to necompleters earning a 1.0. In addition, completers had a
significantly higher number of credits earned compared to credits attempted, compared to
noncompleters. Although this study does take into effect studantsess in the writing
course, it does not provide data about studewtgall feelings about writing or locus of
control beliefs.

A large university in Minnesota with two campuses, on8t. Paul and the other
in Minneapolis, up until 2007 had a developmental education program on the
Minneapolis campus that was a feeder for both campdsgee programs. During the
time of the collegs existence many studiegre conductedith the irtention of
periodically updating the research.fail 1992, the campus began offering students the
option of registering for college courses in learning communities, which they called
packaged courses. They were registered for three or four linked comnsels included a
science or economics course; a composition course; a college successyeafirst
seminar course; and some, not all, were registered for developmental math. The study
began in 1992 and concluded in 1994. There were three groups t8@&ipgrticipants,
the first being the control group and consisting of 117 participants,-edigistered for
courses in two of the three learning communities available on campus. The experimental
group consisted of 80 participants registered for the sameses with the same faculty,
but not ceregistered for other packaged courses. There was an additional randomly
selected baseline group consisting of 107 participants who were not enrolled in any
particular program. The experimental group, which wastihgents enrolled in the
learning community, earned significantly higher mean grade point averages (2.73)
compared to students in the control group (2.36). The participants in the learning
community were predicted to demonstrate higher academic achieydéraeause faculty
help the students apply the strategies learned in the success seminar to the content area.
Pre and postsurveys were administered to participants in the study to assess their

perceived change. The results demonstrated that studehésargerimental group
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valued the study strategies they acquired, were aware of the campus resources, and were
more connected to their peers, faculty, and academic support personnel (Wilcox, delMas,
Stewart, Johnson & Ghere, 1997). That study is very ginailthis present study, but this
study was conducted at a community college where the need for additional research on
developmental education at twear colleges is made evident in the literature.

Slark (1989) found that 45% of remedial writing studevite participated in the
learning assessment retention consortium (LARC) at community colleges in California in
Fall 1986 and Fall 1987 had completed the required freshman writing course by Spring
1988. In addition, nearly half or up to 47% of these stiedeeld a grade point average
between 2.0 and 2.9. This rateuld likely have beemven higher if therbad beera
mechanism to track students who transferred to other colleges. The response rate for this
research was excellent at 95%, which included2@$pondents who participated in a
follow-up study at one of the 17 participating campuses. Although this study was
conducted more than 20 years ago, it had a large sample, which many studies in this
remedial and developmental education area do not; l§stvpeovided useful
information on the academic performance for this population.

Higbee and Dwinell (1997) looked at the cohort of admitted freshmen in
Developmental Studies at the University of Georgia in the Fall of 1986 and Fall of 1987,
when the uniersity was experiencingrastic programmatic changes. The cohort
participated in a followup survey conducted in 1997 to determine the graduation rates,
satisfaction, and benefits of participation in developmental education as provided using
selfreport cita on questionnaires that were mailed to respondents. The students whose
placement scores required them to take developmental reading and developmental math
were split in their responses (ranging from1BB6) on their perceived benefits and level
of satigaction. Students who were placed in developmental English responded favorably
about the benefits of that course. The majority (63%) of the students who took

Developmental English considered learning how to write essays the most valuable aspect
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of the clas. Moreover, they believed the course provided basic skills that facilitated their
success in related general education courses. The major limitation of this study was the
low 6% response rate. Although the sample size was small, these findings inform the
current research. This research idea was extrapolated from the pedagogical implications
for further study as identified by developmental students at University of Georgia.
Although this followup study assessed responddetdings about the course, thésano

data on their feeling about writing prior to taking the course.

"Even the most gifted students have relative weaknesses and may seek assistance
through services like supplemental instruction. Developmental education programs can
enhance educationapportunities for all studentgHigbee & Dwinell, 1997, p6).

Academic support services help colleges provide opportunities and interventions to
promote success by increasing access. However, there has always been a stigma attached
to remediation and delopmental education in higher education comparable to the shame
evoked in K12 special education. Regardless of the need and potential benefits acquired
after using academic support services, most students try to avoid being associated with

any such progms

Summary of Developmental Education

Deficiencies in fundamental skills are just one of many reasons that students fail
to do well in college. Research and practice in the field include assessment and
placement, critical thinking, developmental matbyelopmental reading, and
developmental English/writing. Sometimes reading and writing courses are combined.
There may be learning assistance in advising or tutorial programs, and student retention
services offered. Developmental education is both academdiprogrammatic, which
means it is both separately and collectively theamd outof-class experiences. It also

has the distinction of serving the most diverse population of students on any given
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campus, due to the assumption that these programs eractess to the undprepared
students, who are often minorities.

Community colleges must work to improve the success of developmental
education students by modeling appropriate academic strategies to increase involvement
and by motivating their students seek the gratification associated with acquiring goals
due to hard work and accomplishing satisfaction of increased knowledge by facilitating
high internal locus of controSince the 1970s, there has been a steady increase in the
number of students &ring college in need of academic supports in reading, English, or
mathematics and the trend leads most to believe it will be an issue of concern for a while.
According to McCabe and Day (1998), nearly 50% of the students entering community
colleges a deaxle ago were required to take some developmental education course in at
least one discipline before being allowed to enroll in a credit bearing cbBreparation
for college is a growing and persistent issue, particularly for recent high school
graduatg' (McCabe & Day, 1998, p. 32). There are occasions where students need
assistance in more than one of these courses. Stratton (1998) maintained that 19% of high
school graduates enter college without taking college preparatory courses during high
school.In addition, the fastest growing populations of college entrants are adult learners.
A large number of this student population graduated many years ago, sometimes 20 years
prior to matriculating, when college preparation programs were not an option in many
secondary schools. Campuses have not done very well justifying the necessity for and
benefits associated with remedial services. Evaluations to assess remedial activities and

their impact on student retention and graduation rates are needed, yet scarce.

Theoretical Foundations
There are three main purposes supporting student development theory as a
necessary component of this study. It helps to explain characteristics of the learners at the

community college; it also helps the researcher to predict pessibtomes: and it will
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eventually help student affairs professionals and academic support personnel to influence
the academic environment. The practice of developmental education is on the cusp of
given theories and interdisciplinary perspectives. It sphae terrains of student

development, cognitive development, and cultural theories. The goal is to improve the
fundamental skills that help foster success for community college students enrolled in
developmental courses by facilitating positive outcorhaslast a lifetime. This section
provides an overview of developmental theories that can be interpreted as an eclectic

approach that informs understanding of the experience of developmental students.

Tinto's (1987, 1993) Theory of Retention

Tinto's (1987,1993) model of college student attrition suggests that students
successful transitions to college are influenced by social and academic integration into
college life. Separation, transition, and incorporation are the three stages in his theory.
This thewy recognized that diverse groups of students may have more difficulty
successfully transitioning in higher education. Fyesar students begin to sever their
connections with former environments, including old friends and some family members,
in order toadjust to a new role. They begin to adopt new belief systems as college
students. The transition stage bridges the gap between values left behind and the new
ones needed to successfully integrate and become a part of the campus community. The
incorporatian stage requires immersion in both the academic and social sides of campus
life. Decisions to withdraw are more a function of what occurs after entry than of what
precedes it (Tinto, 1987, 1993). The attributes of the person and environment are
essential' Student departure may then serve as a barometer of the social and intellectual
health of institutional life as much as of the experiences of students in the institution
(Tinto, 1993, p. 5). Tints (1993) research on academic and social integratiomilssi
to the academic course curriculum in the college success seminar and holistic learning

community. Tintés model supports the focus of this study, which includes making the
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social and academic transition to college using an orientation course thegstea
motivational skills, English remediation that is a course teaching writing skills, with
combined efforts of a learning community to foster academic and social interaction in a
new and often challenging environment. This study focuses on the prdciiésosely

linked learning community that helps integrate relationships with faculty and peers,
providing support and building community. The learning community pairs a
developmental writing course with a college success seminar; both courses, asheell as
learning community, emphasize essential skills for a lifetime. Each treatment group
introduces lifetime learning strategies, such as fundamental writing, to increase
confidence; the orientation seminar teaches students to manage skills like time,
motivation, and feelings of self control. This study examines studsstiavioral

outcomes in writing apprehension, and locus of control to determine any effects.

Adults as Learners (Knowles, 1988)

College students should be aware that an integral part oftih@ie success must
include the establishment of relationships with peers and fatiiy. features of
cooperative learning are very consistent with the basic tenets of adult learning theory,
which Knowles term&ndragogy (Brookfield, 1986, p91). Andragogy is the term used
to give meaning to the way adults learn in contrast to the term pedagogy, used primarily
in referring to how children acquire knowledge. Knowles (1988) developed a classic
theory that is focused on adult learners and deviatestfremorms set and based on
child development. His tenets include: adults are more independent learners; they enter
the classroom with a wealth of experience to draw from; the instruction for adults should
relate to their daily life experiences and be lgagplicable; and adults are more
internally motivated than children. Adults learn best through instructional methods that
are active with experiential techniques involving discussion and problem solving which

allow them to draw on their backlog of peraband professional experiences (Knowles,
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1988).The college experience has to make personal meaning for adult learners both
socially and academically. The policies that focus on developmental students should
require academic support systems that clearkythese programs to positive academic

outcomes (seléfficacy) for students (Bandura, 1996; Horn, 1997).

Banduras (1997) Social Learning Theory

"The acquisition process can be accelerated by transmitting the rule structure of
the skill through modeligpand then refining and perfecting it experientia(pandura,
1997, p 372). Learning by trial and error is rarely as efficient as modeling behavior.
Social learning theory is described as the way humans pattern themselves by the observed
actions of othes. These actions often need to be direct and explicit to facilitate
development and address the academic needs for students experiencing writing
apprehension and the pitfalls associated with an external locus of cbhhmée who
feel powerless to altetetrimental life conditions accept things as they are. Those who
have a resilient sense of collective efficacy find ways to improve their living conditions
in the face of seemingly insurmountable obstddBandura, 1997,.d45). Self
regulation of thoghts and behavior is essential for personal-weihg and control of
daily living situations, which include demands of college for those embarking upon that
academic experience. Bandura (1997) stated that success is persistence over a period of
time. Multiple challenges in college or any other environment are less a matter of concern
than the studelstbelief in his/her ability to handle these challenges effectively.
Developmental writing students are exposed to the fundamental English skills to prepare
them for college level coursework. However, knowledge without the skills to apply
desired behavior is setfefeating. According to Bandura (1997), college students who
believe in their knowledge base and skill set are more likely to use adaptive strategies t
overcome anxiety and low motivation, while achieving their academic pursuits and

ultimately their professional goals. Locus of Control or-sedfulating behavior also
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contributes to choices that college students make outside of the clasSfbermore

strongly people believe that they can meet challenging standards, the more they intensify
their efforts (Bandura, 1997,.d129). The College Success Seminar (CSS 110), the
Developmental Writing course (DVWR), and CSS 110 linked with DVWR provide
studentswith the foundation knowledge coupled with the capacity to help facilitate

studentsinvolvement in their academics.

Astin's (1985) Involvement Theory

Astin's (1985) involvement theory which'isoncerned more with behavior
mechanisms or processes thailiate student developmeénfp. 143) provides another
conceptual framework for this study and is particularly useful in examining the
experience of students at community colleges. Students attending community colleges are
less likely to persist throughraduation due to lack of campus housing, largely
disproportionate numbers of pdirhe students and faculty, and studegéeneral lack of
college readiness. Astin staté@he most consistent findingeported in virtually every
longitudinal study of stdent developmentis that studentghances of dropping out are
substantially greater at two year college than at four year cbl{pg@&46). The impact of
commuting and underpreparedness are not the only contributors to these negative
outcomes. The lacf involvement of the student and faculty because of competing
priorities outside of the campus also affects studahtkty to become engaged inside
and outside of class. Encouraging more involvement with their peers through these

looselylinked course may be a way to promote studéatscess.

Learning Communities and Linked Courses
Learning communities in the simplest form couple two courses around a thematic
area and register a cohort of students, on average tfire@tyn a small learning group

Alexander Meiklejohn, the originator of learning communities, established the University
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of Wisconsirs Experimental College in 1927. The foundation of the content was
humanities based. The faculty facilitated discussion groups on both Greek and American
literature that students were assigned to read and reflect on faculty mentoring. This initial
attempt at learning communities continued for six years, and is the basis for
contemporary learning communities (Gabelnick, MacGregor, Matthews, & Smith, 1990).
Academic advising was a key elem@ftearning communitieshaping the college
experiencdor many underprepared stude(®hapiro & Levine, 1999). The overall

objective is sharing opinions and values while discussing the content to academically
develop andnotivate students. The goals are shared knowledge and shared knowing.
Student participants have been known to increase academic achievement, motivation, and
self-concept!'Learning communities provide a coherent academic structure that enables
the instituton to align its various actions for student suctégsito, 2000, p7).

There are several versions of learning communities (Gabelnick et al., 1990). One
of the methods is a loosely linked course where courses from various disciplines connect
around a catral theme. This shared knowledge seeks to create a level of cohesiveness
among diverse peers within a campus community. Often the content area or skills course
is linked to a freshman orientation course, with the same students jointly assigned. The
courses are taught so that there is content overlap as well as reinforcement of new
knowledge. In addition, peers are more likely to get to know one another due to the
shared experience (Tinto, 1998).

A limited, but growing, number of institutions are pursudif@ering ways of
addressing the educational needs of students at risk of failure. In 1993, Tinto, Goodsell
Love, and Russo conducted a study of3B0students enrolled in the same course. The
out-of-class contact fostering social and academic suppdtie isature of learning
communities. It was found these students demonstrated a 25% increase in knowledge,

recall, and satisfaction above those who did not participate in the intervention. Learning
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communities are one of a few initiatives that boast pasligarning outcomes (Tinto,
2003).

A population of studentwho could benefifrom participating in a learning
communityis those who enter college in need of academic support or developmental
instruction (Hill, 1985; Gabelnick, MacGregor, Matthews & Smit990, Tinto, 2003).
Nonresidential colleges serving large numbers of commuter students atichpart
students who typically work while in college are likely to begin their programs by linking
two courses, one of which is developmental in charactertendther, focused on content
or a field of study (Tinto, 1998). Another alternative could link a developmental advising
course for firstyear or exploratory students, also referred to as undecided or open majors.

In the early 1990s, LaGuardia Communityll€ge, a large very diverse
metropolitan institution, was the site of a comprehensive foundational study conducted by
Tinto, GoodseHLove and Russo (1993). This program was a partnership between
Academic Affairs and Student Affairs. Faculty worked witbfpssional staff and both
served as counselors or mentors for students. The focus of the program was collaborative.
The learning community was called théew Student HouséThere were six basic
courses in the program including two basic reading andngrdourses, a speech course,
and a freshman year experience course. Students were assigned based on their
developmental needs as measured by an assessment. The research measures were both
guantitative and qualitative. The first was a case study and tbedsasurvey, requiring
respondents to answer two questions: (1) Does the program make a difference? (2) If so,
how? The assessments were conducted separately to understand first yeat students
experiences and overall thoughts about learnihgy wereadninistered to students in
the learning community and other freshmen in similar courses outside the learning
community. These surveys were conducted at the beginning and end of the semester. The
first survey asked demographic information, including acadgoats, seHconcept,

learning styles, and educational beliefs. Measufrasudentsbehaviors in and outside of
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the classroom were derived from an adapted version ofsRackege Student
Experience Questionnaire and customized to fit the target papulatie original
versionwas designed to work with undergraduates at-fgar institutions, but can be
modified to work with special populations. Studentyeasked questions about their
academic behaviors in the current academic year that promotietracied from
academic success (Pace, 1990, 1995).

The subsequent fall, researchers obtained unobtrusive data on total credits earned,
grade point average, and persistence. The qualitative swaggonductetb understand
studentsfeelings about the leming community and overall experience as freshmen. A
purposeful sample of a diverse population of students (n3283 selectedlhe results
found that the learning communities built supportive peer grougpstoth the transition,
foster group study, andcreasanvolvement, learning, and persistence. The students in
the learning community had greater persistence and a higher pass rate, with the exception
of one class. Additionally, the students in the learning community earned more As and Bs
than the cotmol group and the general population on camRace, 1990, 1995)

Another study examining learning communities was conducted at City University
of New York(CUNY), Hunter College, a very large comprehensive teaching research
institution (Pereira & Cobl,990; Smoke & Haas, 1995). Developmental students were
selected to participate in the study after they expressed concern about being behind in the
number of academic credits earned. These students were placed in a history content
course that was paired Wit Developmental Reading or Writing course. Students placed
in Developmental Reading and Writing werearwrolled in a history course. Data
analysis demonstrated that 90% of the students in the learning community passed the
CUNY Writing Assessment Test (MI'), while norparticipants had a pass rate ranging

from 40% to 75%.
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Locus of Control and Motivation

The concepts of internal and external locus of control are a central theme in
applied psychology (Rotter, 1966). Locus of control is a distinct partrebpality that
determines whether people possess either internal or external personal traits. These
beliefs are based on individugtersonal actions towards success and whether it is
controllable or based on the actions of others, and therefore out'®tontrol (Weiner,

1980). Students with more internal locus of control believe that their success is based on
personal efforts and skill, so are viewed much more favorably than students who have an
external locus of control and believe that destiny seHaon fate or guided by luck. The
purpose of academic support interventions is to foster the belief in students that their
behavior or effort does have a direct impact on their success or failure. According to
Bandura (1997), students with internal loofigontrol demonstrated a smoother

transition to college life, academically and socially. They believed success is based on
personal ability and effort, enjoyment of learning and effective study. These students

believal in themselves and Hdnigh expectatins andvere therefore more motivated.

Students more externally drivarere less apt to persist in higheadlucation, as
demonstrated by course failure, course withdrawals, and overaibdtoptes. Bloom
(1985) found that careers and interests so vdsffgrent as high achieving athletes,
scholars, or artists have the common thread of persistence over tintkssgline, and
willingness to delay gratification to reach their goals. They share a desire to
overwhelmingly succeed. Intrinsic motivatianthe desire to perform a behavior for its
own sake and to be effective. Extrinsic motivation is a desire to perform a behavior due
to promised rewards or threats of punishn{@aindura, 1997)The more challenging
circumstances encouraged the highly mated to persevere (Findley & Cooper, 1983).
Locus of control is essentially whether actions have an effect on outcomes. Locus of
control is an outgrowth of Rotter(1966, 1975, 1990) classic conceptual framework. The

constructs of motivation and locusantrol are closely connected. Students with high
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internal motivation believe that their success is based on effort and skill. Conversely,
students with an external locus of control believe that their sucoagsstised or
predeterminedBandura, 1997). fie basis for Rottéy (1974) instrument subsequent to

his initial research was to confirm the notion that successful college students are highly
motivated and possess an internal locus of control. As a result, the Adult Nowicki
Strickland Internal Extern&ontrol Scale was developed (Rotter, 1974). Students with
external locus of control experience greater anxiety, because their belief is that external
factors or luck control their destiny (Rotter, 1966). Essentially, locus of control is
determined by amdividuals belief in whether their destiny is within or outside of their
control.

Similarly, motivation is often referred to as either intrinsic or extrinsic. Because
academic strategies can be taught, both are crucial elements in the success oht| stude
and in particular the developmental education population addressed in this study
(Dollinger, 2000; Elder & Paul, 2003; Ray, 2003). Intrinsic motivation is defined as
personal action that is inward, opposed to extrinsic motivation that relies on seamakrd
punishment or the actions of others (Mayer, 1998). Motivation in an academic context is
the longing to accomplish goals meeting a quality standard. Highly motivated
developmental education students with an internal locus of control will make the wise
choice to study and put forth the necessary effort to be successful in college (Pascarella &
Terenzini, 2005)However, students with an external locus of control will not take the
risk to study, believing that success is based on luck and not persdmalranseful
involvement (Weiner, 1980). Rouche and Rouche (1999) obséivesipossible that by
deciding not to invest any of théselvesin what happens, these students will not
identify with academics; furthermore, they will decide not t6 (py 20). There are
motivation skills and independent learning strategies that are essential qualities for
developmental education students to possess. These students are impressionable and

capable of learning the strategies to be successful in college,ssaldss attendance,
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assignment completion, and time management (Moore & Jensen, 2003; Ray, 2003). The
most successful developmental education students exhibit behaviors such as motivation,
class attendance, hard work, and regular use of academic suppicassel hese
behaviors are predictors of desired outcomes (Moore, 2006, 2007; Moore, Jensen, Hatch,
Duranczyk, Staats, &Koch 2003) . Learners must be indep
autonomous learners. Bandura (1997) described motivation as a systerreddekory
mechanisms or motivational sources of behavior.

Motivation is closely related to goal acquisition. Activgtselfevaluation
processes through cognitive comparison encompasses two factors: (1) a personal
standard; and (2) knowledge of &nperformance level. Simply adopting a goal and
having no knowledge of otseprogress towards achieving that goal or beiitigout a
goal to measure progress lacks all possibility of motivational impact. Goals motivate by
enlisting selfevaluative involvement in the select activity and are measured by personal
standards compared to perceived performances. Without the prokpeltsatisfaction
from personal accomplishments, discontent would eventually take its toll en self
motivation (Bandura & Cervone, 1983; Bandura & Jourden, 1991). Understanding why a
student is in college will explain his or her interest and/or desleata. Often, success
in an area increases ameesire to learn and further motivates. Knowledge and academic
strategies are important, but carrying out the task is essential. Motivation is the act of
completing onis daily tasks (Knowles, 1988). Direatids given to actions by creating
selfincentives to persist in those efforts until performance matches the desired goal.
Under ideal circumstances, when there are unmet goals, efforts are intensified and grow
even stronger to equal the intensity of theide(Bandura, 1997). To paraphrase Mayer
(1998), motivation is a purpogiiven power within an individual to act on a particular
goal or task and the individisldecision to persist or retreat in difficult situations.

Astin (1985) suggested that eduwratbecome more studergntered by assessing

how motivated or engaged the student is in the learning process. His involvement theory
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encourages practitioners to focus on getting students more involved in their education,
which is an observable behaviorelopmental education students who demonstrate
motivational skills may continue to have some academic difficulties, because they lack
the cultural capital to succeed in academe (Aragon & Kose, 2007; Wells & Frankenburg,
2007). These studentsalue of edaation is thwarted prior to entering college due to
unsuccessful learning experiences, including little instruction on successful learning
techniques combined with low expectations (Bandura, 1997). Faculty and learning
assistance personnel can intervenkedip motivate developmental education students
whose perception of remedial coursework is discouraging, because of the inherent
stigma. Promoting studentsse of faculty office hours, tutorial services, and study
groups can help facilitate success (Tjrit887). Moreover, the goal is to dissuade
students from reliance on tangible rewards or extrinsic motivé#iascarella &
Terenzini, 200%)

Goleman (1994) conducted a classiey#@r longitudinal study that followed the
lives of 1,528 highly intelligenthildren in California, who experienced varying degrees
of success. The study concluded that the most successful students had greater levels of
ambition, energy, and persistence. Adolescence through adulthood, these individuals
were more involved in hoblsesports, and organizations (Goleman, 1994). Bandura
(1977) stated motivation is the belief in &Gnability to conquer any given problem or
task, expressly in an educational environment. Studanteessful academic experiences
increase motivation. Del@mental students may have limited successes to draw from in
a collegiate sense. An integral part of motivation is stutemscious choices to
persevere and be successful, inherent qualities to undertake academic challenges of
varying degrees. The amuiLof effort expended is directly related to motivation and the
performance is most related to time spent on tasks (Grant & Dweck, 2003; Walters, 1998;

Weiner, 1990).
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Motivation is found to be the single most important variable to academic success
for devdopmental education students (Moore, 2004). Ray, Garavalia, and Murdock
(2003) statedMotivation is important because it affects studemifingness to approach
academic tasks, invest the required time and effort and maintain enough effort to
complete aademic tasks on schedul@. 8). Moore (2007) has developed a model that
suggests academic interventions which influence studesttaviors, such as learning
communities, paired courses, or mentor programs, are most likely to influence success in
collece.

Motivation is a general construct that encompasses a system-of self

regulatory mechanisms. Attempts to explain the motivational sources of

behavior must specify the determinants and intervening mechanisms that

govern the three main features of motiwatiselection, activation, and

sustained direction of behavior toward certain goals. (Bandura, 1997, p.

228)

After much research to understand, inform, and operationalize this variable, this
researcheformeda definition that is a synthesis Rbtterts aiginal interpretatior(1966
and Hoa& d@ymological dictionary (1986). The foundation of this term refers tésone
beliefs about where contrekistsand beliefs aboutn whomresponsibility should rest
for eventghat take place in individuallives. Potters research views locus of control in
two ways either internally or externally. The former, intatfocus of contrglwhich is
thepreferred way, views people with this stge believinghey control their own
destiny. External locus of controllsast preferregparticularly by educators, because
students have difficulty learning from previous experience and blanietties"
believing that studying harder will not improve their academic success béaaulg
dislike them. Studds with intern&locus of control are adept at making decisions that

are goal specific (Rotter, 196&@milarly, motivation as used in this study refers to'sne
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ability to act or perform with valor and purpose on the most complex tasks in the most
challenging situatiomand an expectation to persist and be successful at all things.

Dr. Skip Downing, noted educator, author, and international speaker on student
success, was the opening keynote speaker at the 2007 College Reading and Learning
Associatiors (CRLA) Annual Caference. Downing (2008) is the author of the textbook
On Courseused in many freshman year experience courses. Downmegsage to this
audience of faculty and academic support services personnel included ways to engage
and motivate their college studsnparticularly marginalized students or students in
developmental education. He stated that motivation is something that has to come from
the inside. In other words, it must be intrinsic and not extrinsic. It should be noted that
while motivation is noa variable in this study, it is so influenced by locus of control that
this area of research is included here to help understand the complexity of locus of
control, which is so important in developmental education.

In the 1990s, a motivation study was coaieéd at North Carolina State
University, a large comprehensive land grant institution (Pintrich & DeGroot, 1990). The
survey was designed to establish the relationship between motivation and intervention of
supplemental instruction (SI) for students imnaversity chemistry course. In a controlled
study, a survey was administered to 142 students during the first week of the semester.
Motivation was measured by using intrinsic and extrinsic motivational variables. This
study found that although SI and bathividual and group tutorial services had
advantages, on their own these benefits were minimal. A combination of intentional and
well coordinated academic services provided the greatest benefit for students at every
motivational level (Gattis, 2002). Stents identified with strengths in motivation still
require academic interventions as part of the solution for academic success. Thus,
Pintrich and DeGroot (1990) found students must have the willingness and ability to be

successful in the classroom.
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Grart and Dweck (2003) conducted longitudinal studies on motivation. Their
study investigated types of goals. It was found that students with learner goals that were
more internally motivated had more successful coping skills, which is a necessity in
college.Students who believe that ability was greater than effort were not as successful.
They found that helping students understand that academic success is internal and based

on effort is something they can control.

Writing Apprehension

Between 1990 and 1996& Exxon Education Foundation provided a grant to the
National Center of Developmental Education to provide a greater understanding of
underprepared students and successful academic interventions. Prior to this study there
was little information availabldescribing this population. To conduct this study,
information was obtained from about 5,000 students, attending 116 colleges (Gerlaugh,
Thompson, Boylan, & Davis, 2007). A finding of the study was that nearly 91% of
students who passed developmental ngitivere successful in crediearing freshman
English composition (Boylan & Bonham, 1992). In another more historical research
study, The Empirical Development of An Instrument to Measure Writing Apprehension
Daly and Miller (1975) researched the init@axiety towards communication,
specifically writing. The quantitative study was administered to 164 undergraduate
students enrolled in basic composition and speech communication courses at West
Virginia University. Students were selected from the speectmamication course
because it was hypothesized thatisints seeking to avoid writisigtensive courses
would select this option. Although this study supports the need for interventions to help
alleviate writing apprehension, the majority of students @s)scored moderate to high
apprehensiveness. The researchers reporteddiseits as exploratory and s# data

was their attempt to begin understanding studeetefs about their writing.
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Since the 1970s, community colleges have recognizedritiegilimitations of
many college freshmen. Some administrators and faculty have implemented programs for
writing across the curriculum as an alternative to developmental education. Study results
of these programs have found an increase in studagagment in the learning
environment and improvement in learning outcomes.

HughesWiener and Martits 1989 study of Minnesota Community

Colleges found a pattern suggesting that WAC (writing across curriculum)

instruction may improve studehtsastery of colge objectives and that

students with more writing experiences have a more positive attitude

toward writing and a better comprehension of subject material. (Williams,

1989,p. 1)

Students of low and high academic ability may experience apprehension aiiogt w

and, moreover, experience task difficulty as perfectionists (Weiner, 1980). Teachers who
provide positive, consistent feedback, introduce effective writing strategies, and foster a
favorable learning environment can improve effort and success andewrease fear of
writing. This is true in the KL2 setting where some of these studies have been done, as
well as higher education (Faigley, Witte, & Daily, 1981, 1984; Mueller & Dweck, 1998).
According to Pajares and Johnson (1994), stutimisghtsabout their writing skills are

the best predictor of academic success as measured-tespiEn writing apprehension.

A foundational study conducted by Faigley and Lester (1981) administered the
Writing Apprehension measure to college students to amalympetence in writing
performance. The study observed 110 undergraduates at a large southwestern institution.
Out of 161 in the cohort, half scored low and the other half scored high apprehension on
this measure. The question was whether the two groapklwwerform differently on
tests of writingrelated skills and different types of writing tasks. The writing samples
required subjects to demonstrate two skills: (1) writing about personal experiences and

(2) writing a position paper eliminating any memtiof personal experiences. The results
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of the study found scores on writinglated skills were lower for college students with

high apprehension. The subjects with high writing apprehension wrote much shorter and
less sophisticated pieces. Also, collsgedents with a score high in apprehension
preferred writing in anonymity, excluding personal experiences. In fact, the results were
better when subjectariting tasks took an objective stance. Although Faigley and

Lestefs study suggests that more creatnstructional methods should be used for high
apprehension writers, there is a problem understanding how writing apprehension
impacts writing performance. This study will look at writing apprehension to determine if
the instructional interventions impastudentspersonal beliefs about writing.

Faigley, Daly, and Witte (1981) conducted a foundational study examining the
academic performance and writing competency of college students. The study used two
types of essays to determine if there was anyréffiee in the way students achieved who
were identified as either high or low writing apprehensive as assessed by their
performance on the Writing Apprehension Measure (Daly & Miller, 1975). The
researchers selected 55 high and 55 low apprehensive writelarge Southwestern
university. These were 110 undergraduates registered for beginning composition. The
participants completed eight measures to determine what they knew about writing, which
included fourmeasuresleveloped by Educational Testing Seedggcthree developed by
McGrawHill Writing and the last a paragraph comprehensiontsatof the McGraw
Hill Reading Test. There was a significant difference between the high and low writing
apprehensive college students. With the exception of just tvasumes, the high writing
apprehensive scores were lower on tests of writatated skills, including usage and
formal writing. Also, writing performance was hampered, with highly anxious writers
writing shorter and less sophisticated, articulated, andldpe®d pieces. There was no
distinct difference between higipprehensive and leapprehensive writers when
writing or arguing an objective point of view, opposed to the results of significant effects

when required to write personal narratives. The resuljgested that various types of
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essays should be required when measuring performance (Faigley, 1981). Although this
study is measuring studehteliefs about their writing, their thoughts about their writing

can be positively or negatively influencedsulting from their inclass experiences.

Academic Achievement

The decision to provide academic interventions can be either proactive and based
on the characteristics of the incoming studemtseactive and result in providing support
after students arensuccessful their first semestBetrie (1999) conducted a longitudinal
study at a Canadian community college with 681 underprepared students. The students
were on academic probation and required to take a sermsgestudy skills course. This
study suported the benefits of study skills courses, because it was revealed that students
completing the course earned higher fiestd secondemester grades.

Southard and Clay (2004) conducted research at a community college in
northwest Florida on the efféetness of developmental writing. The study was based on
previous research conducted at two community colleges and two universities (Glau &
Ransdel, 1996; Raglanii997 Stein, 1982Weissman et al., 1997). Developmental
courses were required based on @haent test scores. The researchers examined the
transcripts of 929 students. There was no significant difference in the grades of the
developmental students in comparison to-dexelopmental students. However, the
developmental students passed the cieghitring English composition with fewer
attempts and at a higher rate than their counterparts. Although the study supported the
need for quality academic supports for developmental students, there were also causes for
concern. Students who passed the plas#rtest may actually have needed some
remediation because the passers failed English composition at a rate of 37%. This
indicates that students who were required to remediate pass regular English at a higher
rate than those who passed placement and therefore, exempt from remediation. The

researchers reported that assessments to place students in developmental courses are not
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completely accurate. Therefore, effective academic interventions may be necessary for all
college students, not only those itlbed as developmental (Southard & Clay, 2004).

Albin, Benten, and Khramtsova (1996) conducted a writing study at a university
in theMidwest There were 224 students in the study, and 84% were females. They found
that interest in the topic and knowledgas most important. In this study they defined
knowledge in two ways. They looked at topic knowledge and discourse knowledge. The
latter is defined specifically as what writers know about writing. They suggest that
competence increases confidence in wgitiand therefore increases the likelihood of
success.

The homogeneity of student populations, particularly at community colleges,
suggests that they may all enter with academic deficiencies in at least one basic skill.
Clearly there may be students whmsld be placed in developmental education but slip
between the cracks and are not identified. According to Rouche and Rouche (1999),
students are identified for developmental education placement in a variety of ways
including low scores on the SAT or ACIbw high school GPA, selelection by some
returning students or adult learners, and faculty referrals. Another widely used college
admissions policy or very valuable tool for first semester course registration is scores on
placement tests required of st@ntering students (Rouche & Rouche, 1999). In 1993,
Boylan, Saxon, Bonham and Parks reported only a 7% use of psychological testing for
placement. For example, instruments such as Seaw@kcognitive variables to
augment the academic measures aedipt academic success for nontraditional first
year students can supplement admissions and course placement decisions (Sedlacek &
AdamsGaston, 1992). In spite of the multiple measures and interventions, there are still
students who fall through the cracind are not identified until they encounter failure, as
evidenced by attrition rates after the first year or even worse, the first semester (Rouche

& Rouche, 1999).
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This study isuseful in helping to shed light on the fact that placement in
developmentiegEnglish is important for students underprepared in this basic skill, but it is
not always sufficient in and of itself to remediate the academic skills of all students. The
study presented here offered the variable of a learning community teatatsstudents
in developmental writing and a college success seminar/academic preparation course to
determine if this intervention would influence studeotécomes, as it relates to writing
apprehension and locus of control. The belief is that successfialss experiences will
translate into persistence which lead to successful academic outcomes. The ultimate goal
was to improve the success of developmental students through increased retention
initiatives."If learning skills programs could be implementedrenwidely, there would

be a significant reduction of attrition rat¢dohnson, 198%9. 226).

Summary

This chapter offered a review of the literature as a basis for the study. The erratic
usage of theory and the standard practice to take an eclecti@elppo theory
application was included. In addition, this notion was coupled with a profile of
underprepared students and the developmental education programs that serve them. A
description of learning communities and loosely linked courses, locus oblcawiting
apprehension and success in the academic learning environmeryearacdllege
provided the conceptual framework to help establish the direction of data collection to
obtain results that inform practice. In addition, pertinent researchdiegahe needs of
remedial students, particularly those with writing deficiencies, and exploring locus of

control was reviewed.
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CHAPTER Il

METHODOLOGY

This chapter presents a detailed description of the methodology used in this study.
In particular, theurpose, research hypotheses, study design, institutional context,
measures, sample, data collection, and analyses are reviewed.

"Nationally, 42% of firstyear students at community colleges enroll in at least
one developmental cours@Parsad & Lewis, 200, p 4). Without some type of
intervention, only 10% of community college developmental students are likely to earn a
degree (Boylan, 1999). Numerous interventions have been promoted in higher education
to reduce feelings of isolation and promote enwvimental factors that positively
influence academic success (Astin, 1993; Smith, 1989; Tinto, 1989, 1995). This study
examined the treatment effect of a loosely linked pair of courses on two constructs shown

to contribute to student success.

Purpose of th&tudy

The purpose of this study was to contribute to the sparse body of knowledge in
developmental education and the success of developmental writing students. The goal
was to increase the knowledge base about developmental writing students-geartwo
college and their engagement in a learning community. This study examined the effect of
a learning community intervention for students attending a community college.
Specifically, the study included an experimental component to determine through pre
and pettest measures the pedagogical implications and strategies to determine if there
was an improvement in locus of control and writing apprehension. The study was to
determine if three groups of community college students enrolled in a variation of two
courses would achieve positive academic outcomes after a semester of participation in the

learning communityTwo conceptual frameworks were used in the study. The first
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Astin's (1993) Inputs, Environments, and Outcomes-Q) model of assessmerg used

asa philosophical guideThe second is Bandusg1997) social cognitive theory.

Conceptual Framework

Developmental Education includes individual and institutional activiied,
addresses studeh#é&ademic backgrounds, educational needs, and demograptiies
terms to describe developmental are special, remedial, basic skills, and
underpreparednes8viuch of the published literature in developmental education lacks a
theoretical base through which the motives and goals of seemingly disparate practices
might be understood as constituting a unified core of disciplines (Lundell & Collins,
1999, p 4). Since developmental education pulls from tenets of multiple disciplines, it is
difficult to pinpoint theorytherefore practitioners adopt a pragmatic apprieaAstiris
(1993) InputEnvironmentOutcome model was appropriate to address this-quasi
experimental study.

This research must be interpreted with caution, understanding that the results on
the larger population may or may not be relevant. The partisipegre volunteers;
therefore, were not randomly assigned. The literature states there is not a comprehensive
developmental theory that covers developmental education (Chickering & Reisser, 1993;
Higbee, Dwinell, & Thomas, 2002). TheéetO model waseleced to provide a
philosophical framework for this studif wasused to helpnitigate the problem of
nonrandom assignments, such as particippetsonal characteristic of being assessed
and subsequently identified as developmerita pretest resulténputs) in this quasi
experimental studyin-classtreatments or interventiorfenvironmentjand the outputs
werethe results on the pdssts(Astin & Sax, 1998). In this study there were three
environments: (1) students in ENGL 81 only, (2) students i&8 C® only, and
(3) students in both, which in this study was the learning community. The conceptual

framework for this study as it relates to the experience within the learning community

45



was based on the efficacy research of Bandura (1997), who stdtpddpée are capable

of managing their beliefs and actions. His theory explained how individuals acquire and
maintain certain behavior patterns, while providing the basis for interventions. They must
become skilled at handling and influencing obstacleduding academics with self
assuredness and competence. Perceived academic capability and inability to control
negative thoughts, accompanied by increased academic anxiety, are within'humans
control. Participation in the learning community may lessennatriing apprehension

and move respondents to present an internal locus of control. Efficacy beliefs predict
situational issues like academic performance and proneness to anxiety, such as writing
apprehension. Achievement of sedigulated learning requiresth will and skill

(Blumenfeld & Marx, 1997; McCombs & Marzano, 1990). For this reason, education
should help students to be aware of their own thinking, to be strategic, and to direct their
motivation towards valuable rewards. The intent is for col&gdents to become
independent learners (Schunk & Zimmerman, 1994, 2001).

This study examined the outcomes of community college students in a learning
community, which ceenrolled them in two courses. They included a developmental
English course ((ENGL §la college success seminar (CSS 110) and students co
enrolled in ENGL 81 and CSS 110, termed a learning community. The partitipants
personal beliefs (selfficacy) about locus of contranhdwriting apprehension were
assessed. Students pursuing add#i@ducation at twgear schools are sometimes
doing it for more than the cost benefit or tuition savings. Many students-geavo
colleges attend because their sense of self or belief in writing skills is diminished.
Therefore, this study sought to nseiee the locus of control and writing apprehension of
this population (Inman & Mayes, 1999). The framework used to organize the study and
develop a logical arrangement for the instruments used in the experimental study was

Astin's (1993) 4E-O assessmentadel. However, Bandus(1997) social cognitive
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theory is the best conceptual fit for the participagwperience in the learning

community.

Study Design

The study was a quaskperimental, causal comparative design (Borg & Gall,
1989). The causal compdive method considers cawaedeffect relationships between
variables by comparing participants in the study with a comparison group of those with
similar academic deficiencies. By eliminating extraneous variables or controlling for
select student charaistics, change in the dependent variables can be correlated to the
treatment applied.

This study included three treatment groups. The treatments involved students
enrolled in either one or both of the following two courses: CSS 110 (College Success
Semnar) and ENG 81 (Developmental Writingpurses. Group 1, referred to as the
Learning Community Cohort, consisted of students who weenoalled in CSS 110 and
ENGL 81. Group 2, referred to as the College Success Cohort, was comprised of students
enrolled only in CSS 110. Group 3, referred to as the Developmental Writing Cohort,
consisted of students enrolled only in ENGL 81.

CSS 110 is a onsemester -&redit hour/15 week course that satidfike
collegés I-credit hour/15week orientation course regement. It meets 3 hours per
week, with 2 hours of lecture and 1 hour of a small group seminar or discussion session.
The course receives regular grades (A, B, C, D, and F). This orientation to college course
teaches strategies for creating success iegeland in life. Topics include life skills,
including stress reduction, selfteem, and academic study skillsidgnts in CSS 110
are provided direct instruction on the behavior, knowledge, and skills associated with
outcomes of successful college stoideln addition,the text for the course is designed to
facilitate studentdeliefs concerning their capabilities to learn and effectively employ the

skills and knowledge necessary to attain the valued outcomes. The primary academic
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goal is for student® learn to create coherent, grammatically correct essays that include
paragraphs with solid structure, coherence, and readability.

English 81 is the second in a sequence of three noncredit/remedial writing courses
of one semester each. The course reguitehours of lecture and 30 hours of laboratory
for tutoring, editing assistance, and reinforcement of class topics. The course is graded
Satisfactory (S) or Unsatisfactory (U). The ENGL 81 course teaches fundamentals in
composition writing, including gramar and comprehension skills. Students are required
to register for the course as a result of their score on the sentence skills battery of the
placement test.

It is important to note that all participants volunteered rather than being randomly
assignedo the treatment groups. Participants-seliected or chose to enroll in these

courses rather than being placed into any of the groups.

Research Questions ahgpotheses

Because of the exploratory nature of this study, the hypotheses are stated in null
form. Using ANCOVA to analyze the data, the following questions were answered.

Research Question 1Is there a statistically significant difference between the
scores on a measure of writing apprehension of two treatment groups of developmental
students comgred to developmental students in a loodielked learning community at a
two-year college?

Hypothesis 1After controlling for initial level of writing apprehension, there is
no statistically significant difference in level of writing apprehension katrirent group
at the end of the treatment.

Research Question 5 there a statistically significant difference between the
scores on a measure of locus of control of two treatment groups of developmental
students compared to developmental students inszliplinked learning community at a

two-year college?

48



Hypothesis 2After controlling for initial level of locus of control, there is no
statistically significant difference in the level of locus of control by treatment group at the
end of the treatment.

A significance level of <.05 (palue) was set to analyze the data.

Institutional Context

The setting was an urban community collegMaryland, with5,926 fulttime
and partime students enrolled Fall 1997, 75% females and 25% males (CCC Data Book,
1998. It should be noted that the actual name of the institution has been omitted and
pseudonyms are being uséaventy fourpercentof city residents seeking a pest
secondary education during this time period chose to attend City Community College.
This poptuation is among the most financially disadvantaged in the state. According to
the State Higher Education Commission (1998), in the distribution of total financial aid
received by State Community Colleges in 1997 when the datacellected, CCC
received 4% of the funding, only second to Midwest County College (MWCC), which
received 18%. Moreover, CCC enrolled the largest number of Pell Grant recipients at
21% and MWCC ranked second at 16%. In the early 1990s, the successtwhéystll-
time enrolledreshmen who graduated, transferred to a-f@ar institution, or were
retained at least four years after entering college was an average of only 35%, which was
consistently among the lowest in the state. The only other community colleges in the state
of Marylandreporting comparable or lower success rates during that period were Far
Northwest, Far Northeast, and Metro Capital counties (CCC Data Book, 1999, 1997).
CCC received 29% of the market share of city residents who attended state institutions in
1997. Of the total unique head count of 5,155 City residents who enrolled in CCC for the
Fall 1997 semester, 4,456 were identified as African American and 699 were identified in
one of the other racial and ethnic groups. Accordirthedtate Higher Educatio

Commission;’Among allstatecolleges, CCC enrolled 39% of the Citfrican
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Americans, but only 12% of all others. Amaostgte2-year colleges, CCC enrolled 80%
of the citys African Americans, but only 31% of all othe(€CC Data Book, 1999,.p
23).

During this same time, City Community College (CCC) had an increase of
remedial needs at the institution. According to the Office of Institutional Research at
CCC, between Fall 1990 and Fall 1998, remedial course enrollment on campus more than
doubled, rsing from 18% to 37% of all college enroliment (CCC Data Book, 1999). This
study allowed those with an interest in higher educatisunccesses and needs regarding
remediation a snapshot in time to provide perspective on the community college

developmenta¢ducation program trajectory.

Sample

This study employed an existing data set. All three treatment groups were
comprised of students enrolled in some combination of CSS 110 and ENGL 81 in Fall
1997. Students seffelected to enroll in CSS 110 in lieu bétonecredit required
orientation course, known as Pre 1@0eparation for Academic Achievemémne
section each of CSS 110 and ENGL 81 were paired courses. Therefore, if a student
registered for either course in the pilot section he/she wasmiled in the two courses,
and was therefore a participant in the learning community project. Students in English 81
are required to take the course based on their placement test score. As noted earlier,
English 81 is the second of a sequence of three renmdialvelopmental English
courses. Students could have placed in English 80, which is the first in the sequence, and
successfully completed that course prior to enrollment in English 81. Adtifistfull-
or parttime students must register for an or&itn course, so the population in the
study is mostly firssemester students. However, some secamiester students who are
either repeating the course or were unable to register for the course their first semester

due to schedule conflicts or sectidseng full could be in this orientation course. The
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study in Fall 1997 used students in ENGL 81, entitled Composition Skills, a
developmental writing course, which had a total of 25 sections with 627 students
enrolled. Fourteen sections were in the stuljaily with a potential for 221 students
eligible to complete the studiowever, only 13 sections actually completed the study.
The 14" section had no students complete posttest because the faculty member
forgot to administer the posttest to tleatire section of English 81. In additiohete

were 9 sections of a firgtear experience or orientation course entitled College Success
Seminar (CSS 110), a@®edit orientation course. All nine sections participated in the
study with the potential fat47 student participants. There were 3 sections of ENGL 81
and CSS 110 linked learning communities established to allow studentemootian

the paired courses. There could potentially be 45 students in this treatment group.

Measures
Students in all gpups were administered a gesstand postest to measure two
of the dependent variables, writing apprehension and locus of control. The Writing
Apprehension Measure (WAMMiller & Daly, 1975)and the Adult Nowicki Strickland
Internal External Control&le (ANSIE) (Nowicki & Duke, 1974) were used in this
study. Other information such as demographics of gender and age are independent

variables provided through institutional data.

Locus of Control
The Adult Nowicki Strickland Internal External Contraiede (ANSIE)
(Nowicki, Stephen, Duke, & Marshall, 1974) measures locus of cqseel Appendix
A). On this instrumentpcus of control is defined as the extent to which individuals
believe one of two extremes: that they control their destiny by theirb@havior or that
their destiny is controlled by fate, chance, or luck. Those who believe circumstances are

within their control have an internal locus of control, and those who believe things are
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outside of their control possess an external locus of@aiMowicki, 1972). This scale is

an outgrowth of social learning theory measuring expectancies (Bandura, 1996).
Expectancy is the subjective probability that a given behavior will lead to a particular
outcome or reinforaaent(Rotter, 1989). The instrumereplicates a very popular scale
designed by Rotter and associates (Rotter, 1990). However, that instrument has been
criticized for its lack of generalizability across age groups, particularly with children and
noncollege trained adults (Nowicki, 1972).

The ANSIE is written at the fifth grade reading level to more readily conform to
children, while still being appropriate for adults. Specifically, there are two forms, one
for children and one for adults. The validity and reliability were addressethasdores
have the psychometric characteristics necessary for this research (Cronbach, Gleser,
Rajaratnamé& Nanda, 1972). There is considerable evidence to support the instsiment
reliability and construct validity (Nowicki, 1972). This scale can beiastered in a
oneto-one or group setting and the scale has moderatehsphes reliability from .74 to
.86 and .63 to .76 test-test reliability. On the basis of social learning theory and other
empirical results, the scale is supported by constémdtconvergent validity (Nowicki,
1972; Wehmeyer, 1993). Sample ANSitems include:

A Do you believe that most problems will solve themselves if you just don

fool with them?

A Are some people just born lucky?

A Are most other people your age stronger thaun gre?

A Do you think that people can get their own way if they just keep trying?
Do you feel that when good things happen they happen because you work
hard?

A Are you the kind of person who believes that planning ahead makes things

turn out better?
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The adultform of the ANSIE is a nominal data forcechoice (yes or no) 4lem
instrument with scores ranging from 0 to 40he assessment yields a final score based
on the number of items answered in the external direction: the higher the score, the more
exterral the persos orientatiot (Dixon, Marsh, & Craven, 2002, p. 5). The scoring
procedures to be followed for the ANE are as follows. There were 40 statements; the
respondent was to choose a yes or a no response. The resssweatis derived from
adding the number of items that were scored correctly. Twiwgyof those 40
statements were correct if the respondent said yes; 15 of the statements were correct if the
respondent answered no. The resporiglscbre is computed by adding together the
numker of correct Yes responses with the number of coMe responses. A higher
scoretherefore, indicates more external locus of control. The reliability for this sample

appearsn Chapter IV.

Writing Apprehension

Writing apprehension was assessed by thginy Apprehension Measulsee
Appendix B)(WAM) (Miller & Daly, 1975) that was developed to determine the
constructs of anxiety, writing apprehension, or fear about writing that measurably affect
behavior patterns, which includes the process of wriiimtg completion. Specifically,
the WAM measures respondérisliefs about their ability to create weléveloped
thoughts that are grammatically corr@diller & Daly, 1975). In comparison, the same
researchers also developed the Writing Apprehensiale $&/AS) (Daly & Miller,
1975) that measures performance on standardized writing tests and is widely used for
measuring apprehension when composing on the computer. The literature also refers to
the Writing Apprehension Test (WAT) and the Writing Appredien Questionnaire
(WAQ), the latter not to be confused with Regd 984) Writing Attitude Questionnaire.
All are essentially the same. There are minor distinctions between them: the WAT isa 6

Point Likert scale to respondents settling on a neutralippsind has been used with

53



English as a Second Language (ESL) population; the WAQ looks at other subscales like
time management (Bline, Lowe, Meixner, Nouri, & Pearce, 2001, Faris, Golen, & Lynch,
1999; Miller & Daly, 1975; Phinney, 1991); the Writing Appension Measure (Miller

& Daly, 1975) predicts behavior and emotions of persons in various writing situations.
Individuals may become anxious when asked to perform a writing task on the job or in
the classroom. The WAM used in this study helps to idetti#ypropensity for certain
individuals to perform poorly in environments that require writing. These individuals will
tend to avoid written communication for fear of failure.

Miller and Dalys (1975) WAM is a 26tem selfreport survey. Respondents use a
5-point Likertscale (1=Strongly agree; 5=Strongly disagree). Each item addresses
writing avoidance, personal attitudes, and emotions that are felt during the actual writing
process. The instrument attempts to capture the anxiety associated with the actua
composition of a written message. It seeks to determine any anxiety or substandard
performance in settings where writing is an integral part. Individuals whose background
has included failure with writing tasks, such as poor grades, may be conditicsussth to
an anxiety. Subsequently, they could be found to have below average attendance or
incomplete assignments in environments where writing is necessary. Moreover, the result
appears to be a sdlilfilling prophecy. Those who experience writing anxiegngrally
perform poorly because of minimal writing practice or avoidance of opportunities that
would offer the needed experience. The instrument measures the predisposition towards
anxiety with writing. The items explore academic and professional settimg® writing

is required. Sample items include:

A | avoid writing.

A | have no fear of my writing being evaluated.
A | look forward to writing down my ideas.

A | like to write my ideas down.

A I'm nervous about writing.
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A Writing is a lot of fun.

Scores range from 2édicating a high level of writing apprehensjom 130,
indicating the lowest level of writing apprehension (Miller & Daly, 1974). The WAM
contains 26 statements to which the subject needs to respond. The scale used ranges from
1 to 5; strongly agree &1 and strongly disagree is a 5. The 26 statements are divided
into two groups of 13. One set is positively stated; the other negatively. However, the
same rating scale is used for both. The individual score is computed using an established
mean of 78 pls the score on the positive section, minus the score on the negative section.
The scores can range from 26 to 59, indicating a high level of anxiety; from 60 to 96,
indicating a modest level; and 97 to 130, indicating a low level of anxiety.

The originalversion of the WAM was a 6i8em Likertscale instrument (strongly
agree to strongly disagree), with the same response options as the measure uses in its
final 26 items. One hundred sixtgur undergraduates completed the first format at West
Virginia University in Spring 1974. Participation was voluntary. Respondents were from
a variety of majors, but were all enrolled in basic communication and composition
courses. The validity and reliability were addressed and the scores have the psychometric
charactestics necessary for the research (Cronbach et al., 1972). An oblique factor
analysis was conducted, and as a result of this further research the 26 items retained in
the instrument formed the initial measure. It was found to have loadings above .60. The
26-item instrument has a splialves reliability of .94. The instrument scotéss,
polarity reflected so high scores indicate high apprehension and yielded a mean score of
79.28 with a standard deviation of 18.§®liller & Daly, 1975, p. 4). To establisbdd
even reliability for the instrument, 141 students who were enrolled during Summer 1974
in a basic educational psychology course and the basic composition and communication
courses named in the previously mentioned study were given the instrument. This

instrument can be administered to individuals or in a group setting. The respondents
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scored .93 for odeven reliability with 71.87 for an obtained mean and 18.15 standard
deviation. These scores demonstrated predictive validity (Miller & Daly, 1975).

The two measures used in the study, the Writing Apprehension Measure and the
Adult Nowicki Strickland Internal External Control Scale, are widely used instruments
with acceptable reliability and validity. However, inherent problems cannot be
overlooked. Th&/AM is lacking in generalizability and relationships to other more
specific variables and with other personality measures. In addition, the WAM measures
success in general college level composition courses, but does not allow for behavioral
predictions sug as the success of remedial writing courses once studpptshension is
assessed. According to Miller and Daly (1975 example, we would suspect that
there would be numerous stylistic and content differences between high and low anxious
writers intheir writing' (p. 9). A limitation of theANS-IE is the instrumerg potential
bias against groups such as women, minorities, and those of loweesooi@mic status.
The aforementioned presents problems in obtaining the significant relationship between

the results and academic achieven{diawicki, 1972)

Validity

The two instruments used in this study, the WAM and the A& Svere judged
by a number of researchers named earlier to be valid for use with this student population.
The review of the literatre indicates that the instruments may be somewhat biased
against women and minorities, who because of their cultural expectations, may rate
themselves as more anxious and externally motivated based on cultural expectations. This
may be important for thistudy since its population is made up of 75% female and 86%

African American.
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Reliability

Cronbach alphas were computed to determine the reliability of the Writing
Apprehension Measure (WAM) and the Adult Nowicki Strickland Internal External
Control Scald ANS-IE) for this population. Cronbach alpha measures-itgen
reliability and consistency of the survey instrument. It is used when no pretttdst
reliability measures are available. Cronbach alphas were computed for the total on the
WAM and the ANS-IE on both the pretests and the posttests. According to Gall, Gall and
Borg (2003),

If a scale has a high alpha coefficient [typically, .60 or higher, with the

highest possible coefficient being 1.00], it means that individuals who

respond in a certamvay to one item on the scale are likely to respond in

the same way to the other items on that scale. (p. 196)

According to Daly and Miller (1975), they obtained a spétf reliability of .94
and a testetest reliability of .92 on the WAM. This reseagcltomputed a Cronbach
alpha across all participants of .64 on the pretest and .70 on the posttest. Gall, Gall, and
Borg (2003) would call those int@iem reliabilities modest. This researcher also
computed a correlation between the total pretest scdréhartotal posttest score, which
was .66. This is an approximation of a textest reliability coefficient over the period of
the course.

The authors of the ANSE indicated that sphbhalf reliabilities ranged from .74 to
.86; they felt that the test figzatisfactory internal consistency. They also computed-a test
retest reliability over a siweek period on the ANSE, which was .83. This researcher
computed Cronbach alphas on the total pretest and posttest scores on il ANS
Cronbach alpha on ¢hpretest was .58 and on the posttest, it was .63, indicating that it

had low to modest reliability.
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Procedures

Data for this study were collected in Fall 1997. Instructors for all 23 sections of
ENGL 81 were invited to participate in the study and 14ippated. However, data from
only 13 sections could be used, because the posttest was not administered in one of the
sections. All nine sections of CSS 110 participated. The-AN&d WAM were
administered as ptests during the first two weeks of thensester. The same form for
each assessment was administered again during the last two weeks of the semester as the
posttests.This research was conducted under informed conBarticipants in the
Learning Community Cohort and Developmental Writing Coheceived the
assessments in the ENGL 81 course. Students in the College Skills Success received the
assessments in the CSS course. The instructors administered the two measures by asking
students to read the brief instructions and respond to each itesadrding the
appropriate response. Both instruments were administered using paper and pencil format.
The participants were informed that their results would be part of a study, but that their
identity would remain confidential. Since the measures warenistered during class
time there was no promise of incentives. The overall response rates for the 13
participating sections of ENGL 81, all 9 sections of CSS 110 and the learning community

are reported in Chapter IV.

Developmental English 8CompositiorSkill 1

The English (ENGL 81) Composition Skill 1 teaches students effective essay
writing skills. It was the second in a sequence of three developmental courses. Students
were placed in this required course based on the results of their Accuplacereplacem
test scoreAll faculty members use the same departmentally developed syllabus (see
Appendix C). The course focuses on the basics of developing logical and grammatically
correct paragraphs and over the semester creating coherent essays. The caifse meet

hours per week for lecture and 2 hours per week for required lab. During lecture the

58



faculty members teach the foundation of writing and allow time for students to apply
written standard English skills taught in the classroom in a witerishop fomat

where peers share and review one antghesrk which is typical in most English

writing coursesThe instructos role in this environment is to guide studghtough the

peer evaluation process and to assure that students are paired heterogeha®ledby
sessions provide time for regularly scheduled review with tutors. The increased amount
of contact hours in the lectuadong with the required lab hat@ do with the pedagogical
implications for developmental students and acceptable practideeiianing and low

level writers need as much practice in writing as possible. Students are required to
compose their work on a computer and are offered technology assistance by lab monitors
if they need assistance in developing their computer literalty. Skvo required texdfor

the class aralVe Are Americéby Anna Joy andiVriting with Confidenceby Alan

Meyers. The various class activities to reinforce written language besides formal essays

include free writing, journaling, quizzes and exams on ecositent.

The College Success Semu@ientation Course

The College Success Seminar (CSS 110) teaches techniques that help to facilitate
studentssuccesses and personal ideals of dreaming, excelling and managing stressful life
situations The course fidilled an Orientation requirement is a course taught from an
edectic orientation combining Isepractices in personal effectiveness with the tenets of
business, education, psychology and athldigcets. Thénstructors participated in
requiredfacuty training and usgéa departmental syllabus (see Appendix D) xtbook
On Courséhy Skip Downing is used in all sections of the cl&sdents are required to
complete weekly journals to improve writing, engage in class activities and group
discussias, which help them focus and st&yn Course. The primary course is to
maximize control over your life by the choices students make and to beropead and

willing to try new things for better results. Another objective is to discover the best
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methodghat fit for their individual learning style. The pedagogical practices are designed

to foster sucess in college and beyond. Ttiariculum encourages students to set goals

both academic and career related, and by being critical thinkers and usingecreati

problem solvng strategies that seekly positive outcomesvoiding the victim persona

and accepting direction and support from faculty. As a result of applying new strategies
learned in the coursthe desired outcome is that students will learrtitze time

management strategies and other academic strategies to succeed in college, in careers and

in life overall.

Learning Community

The learning community in the simplest form consisted of studergarailed in
theDevelopmental English (ENGL 81jhd the College Success Seminar (CSS110)
course This is known as a loosely linked learning community.

It is important to note that Asts1(1993) model, which calls for pomllege
experiencesvas adapted and not true inputs according to the originalt iateldesign
of his model Again, this research is used as a philosophical framewbekinputs for
this study included the pitest scores from the two measuremenkte variables for the
inputs were scores on the Writing Apprehension Measure (Milleal, 1975) and the
Adult Nowicki Strickland Internal External Control Scale (Nowicki & Duke, 197H¢.
environment variables were the treatment groups and the varying experiences they
provided studentd hese include the involvement in the learning comitguwith
enhanced peer and faculty interactions, use of campus resources like tutoring, since it was
an integral part of the developmental writing course, and the additional time engaged in
academic discussion with faculty and peers, a goal of the callmgess course. Lastly,
the outputs for this study included the ptesit scores from the two measuremenke T

outcome variables were scores on the Writing Apprehension Measure (Miller & Daly,
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1975) and the Adult Nowicki Strickland Internal External @ohScale (Nowicki &

Duke, 1974).

Data Analysis
Quastexperimental designs have independent variables that are under the control

of the experimenter. However, the design is less formal with fewer restrictions to be
considered a true experimental desigan&ally in quasexperimental designs, one does
not have enough control over the situation to randomly assign subjects. Correlation
coefficients were computed for the three groups in the study on each of the instruments
used, to determine the strengthaafelationship between the pretest and the posttest. The
final analysis involved using analysis of covariance to look for-fasstscore differences

between the three groups on the two instruments, controlling fdegtrecores.

Summary

This chapter olined the methods for the researcbetudy. First, a conceptual
framework was identified that was acceptable for explaining the participaptsiences
within the learning community to influence writing apprehension and locus of control. A
second congeual framework was identified for the experimental study to control the
inputs, which are the respondémisetest scores on the ANIE and the WAM, to
determine if the experiences influenced the outcomes. The purpose, hypothesis, and study
design werericluded. This chapter presents the institutional context, with facts and
figures from the time period when the data were collected. Three treatment groups were
identified. Next, the existing data set was presented, with proposed statistical methods,

and amlysis.
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CHAPTERIV

FINDINGS

As stated in Chapter the purpose of this study was to contribute to the sparse
body of knowledge in developmental education and the success of developmental writing
students. The goal was to increase the knowledge basedsv@lbpmental writing
students at a twgear college and their engagement in a learning community. This study
examined the effect of a learning community intervention for students attending a
community college. Specifically, the study included an expamtal component to
examinethroudh pre and posttest measurethe pedagogical implications and strategies
to determine if there was an improvement in locus of control and writing apprehension.
The study was to determine if three groups of community ecobéigdents enrolled in a
variation of two courses would achieve positive academic outcomes after a semester of
participation in the learning communitihis researchés desirevasto gain a deeper
understanding of developmental students at a communliggeolTwo research questions
were developed to determine the impact of developmental education intervention
programming on the writing apprehension and locus of control of community college
students in an urban community college. The results of this shaiyd contribute to the
sparse body of knowledge in developmental education and examine the pedagogical
implications and strategies to improve the success of developmental writing students.

This chapter begins with a demographic overview of the pantitspdhe results
of the statistical analysis of ANCOVA are presented followed by a series of post hoc
dependent-tests. The data from question one were analyzed to determine the degree of
writing apprehension by treatment gro@uestion two data were dyzed to determine
if there is a difference in the level of locus of control by treatment group. The chapter

concludes with a summary of the findings for this study.
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On many community college campuses remedial coursework is required for over
40% of the campus population (Kane & Rouse, 1999; Tinto, 1998). With less than 50%
of high school students taking college preparation courses, only the most highly selective
institutions have the option of denying access to students with remedial needs (Gaither,
1999).A learning community is a developmental approach to enhance or foster success in
educational environments. This method of academic intervention can promote positive
outcomes for potentially atsk college students. For students in this study, it is aosdeth
used to provide additional academic support. In the simplest form, learning communities
are paired courses focused on a particular subject or theme; the students are registered for
courses as a cohort in a small learning group (Gabelnick et al., T9@0)wo linked
courses in this study are the developmental English course (ENGL 81) and the College

Success Seminar (CSS 110).

Participants

In order to be included in the study, 627 community college students met the
following criteria: (a) students entetl in a developmental English course (ENGL 81);
(b) students enrolled in an orientation course, entitled the College Success Seminar (CSS
110); and (c) students enrolled in both the developmental English and college orientation
course. The cenrolled couses are called a learning community. The study was designed
to determine if these three groups of community college students enrolled in either one or
both of the two specified courses would achieve positive academic outcomes.

In Fall 1997, 25 sectiond developmental English (ENGL 81) were offered;
students from 13 of those sections were used in the study. Nine sections of the College
Success Seminar (CSS 110) were offered that same semester and students from all 9
sections participated. The-emrolledcourse had 3 sections and all sections participated.

There were 627 students eligible to participate in the study. The number of

eligible participants was reduced when one instructor forgot to administer the posttest to
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230 participants. Of the remaini@§7 eligible students, 29 studémecords were

missing so many sections that they could not be used. This reduced the total number of
records potentially available to 368. There was a very low response rate based on various
reasons. The number of subgutas further reduced by such factors as students opting
out of participating in the testing, withdrawing from the courses, failing to fully complete
the survey or failing to write legibly, so that their surveys could not be coded. A large
number of studds did not complete both the piend posttest versions of either

instrument and were not used in the analysis. A total of 131 student participants
completed both the pretest and posttest surveys of the Writing Apprehension Measure
(39.8%); 126 complete@sting for the Locus of Control Inventory (38.3%) and

constitute the sample for those analyses. A core group of 110 completed both measures

(see Table 1).

Table 1
Respondents and Ndrespondents in WAM and AlNSfor the Three Groups

Treatment Learning Eng 81 CSS 110 Total
Community** only only

Population in 45 221 147 368
participating sections
WAM Completed 16 75 40 131
both prepost
WAM non- 29 146 107 237
respondent*
WAM Response rate 35.6% 33.9% 27.2% 35.6%
ANS-IE Completed 15 72 39 126
both pre & -post
ANS-IE non 30 149 108 242
respondent*
ANS-IE Response 33.3% 32.6% 26.5% 34.2%

rate

* completed only one of the prer post test, unusable response, did not participate
**earning community population is computed using average number ofresitheCSS 110 section
n=15)
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Demographics
Included here is information on the participaatge, gender, fullime or part
time enrollment, credits earned, and GPA for the group of respondents used for each
instrument in the study. This information svabtained from the college student records
of those enrolled in English 81, the college success seminar, CSS110, or those enrolled in
the two linked courses. In all cases the WAM and ANSamples were nearly identical

and they are quite similar to thoskthe norrespondents.
Table 2
Age of Participants and NeRarticipants

WAM ANS-IE Non-Respondents
Age Frequency Percent Frequency Percent Frequency Percent
1519 47 36.7 44 36.7 113 31.1
20-24 38 29.0 37 29.0 125 34.5
2529 16 12.1 15 12.1 46 12.6
3034 10 7.5 9 7.5 26 7.2
3539 8 6.1 9 6.1 25 6.9
4044 4 3.0 4 3.0 9 2.5
4549 4 2.7 4 2.7 9 2.5
5054 1 1.0 1 1.0 4 1.1
5559 1 .6 1 .6 2 .6
60+ 2 1.3 2 1.3 4 1.1
Total 131 100.0 126 100.0 363 100.0

The data in Table 2 indicate that about 66% of lineet groups were between 15
and 24. About 20% more were between 25 and 34, that these students had delayed their
entrance into postecondary education. About 10% enrolled were between age 35 and
44. The mean age for each group is: WAK2.5; ANSIE i 221; nonrespondents
23.6.

The gender of students in the study and-respondents is displayed in Table 3.

About two and ondnalf times more females than males were enrolled.
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Table 3
Gender of Participants and Neparticipants

WAM ANS-IE Non-Respondets
Gender Frequency Percent Frequency Percent Frequency Percent
Male 38 28.4 36 28.4 108 29.8
Female 93 71.6 90 71.6 255 70.2
Total 131 100.0 126 100.0 363 100.0

In terms of student enroliment, twice as many students in the study were enrolled
as fulktime students than as pairne. This was also true of the nrogspondents. These
numbers are displayed in Table 4.

Table 4

Students Enrolled Fullime or PartTime

WAM ANS-IE Non-Respondents

Status  Frequency Percent Frequency Percent Frequency Percen
Full-Time 90 68.9 87 68.9 248 68.3
PartTime 41 31.1 39 31.1 115 31.7
Total 131 100.0 126 100.0 363 100.0

As shown in Table 5, 92% of the students had recently begun their college

education and therefore had only earned about 10 credits.
Table 5

Credits Earned

WAM ANS-IE Non-Respondents
Credits Frequency Percent Frequency Percent Frequency Percent
0-10 120 92.2 116 92.2 334 92.0
11-20 6 4.1 5 4.1 15 4.1
21-30 2 14 1 14 6 1.7
31-40 1 .8 1 .8 3 .8
41-50 1 .8 1 .8 2 .6
51-60 1 7 2 7 3 .8
Total 131 100.0 126 100.0 363 100.0
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The data in Table 6 show that only 3% of the students had a GPA between 0.00
and 0.99. About 7% had a GPA between 1.00 and 1.99. Six percent had a GPA between
2.00 and 2.99; 10% were between 3.00 and 3.99. The vast majdhty stiidents, 74%,

did not have any GPAs yet since they had not been enrolled in enough coursesito earn
GPA. The nonrespondents had a somewhat higher GPA than the WAM orlENS

groups, particularly for GPAs between 3.50 and 3.99.
Table 6

Grade PointAverage

WAM ANS-IE Non-Respondents

GPA Frequency Percent Frequency Percent Frequency Percent

01049 1 .6 1 .6 2 .6
0.507 0.99 3 2.4 3 2.4 2 1.2
1.001 1.49 5 3.7 5 3.7 10 4.8
1.501 1.99 4 3.2 5 3.2 18 4.6
2.001 249 5 3.8 5 3.8 10 3.1
2.501 2.99 3 2.2 3 2.2 15 4.1
3.001 3.49 7 5.3 5 5.3 9 2.5
3.501 3.99 6 4.6 6 4.6 40 11.0
Missing 97 74.2 93 74.2 253 69.7
Total 131 100.0 126 100.0 363 100.0

Results of the Study
The means and standard deviations for the three groups on whichedata w
collected both before and during the research period on the Writing Apprehension Test
are displayed in Table 7. The WAM mean score on thégstefor the learning
community was 59.63, and on the ptest it was 54.25. It should be noted that the
number of pdicipants was below the desired number of 30 for accurate statistical
analysis. In the study skills group, the same pattern is evident; the mean on the pretest is

62.97 and on the posttest it is 60.38. The same is true for students who took
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developmentaEnglish. Their praest mean score was 67.11 and the lower posttest score
was 65.48. All treatment groups appeared to have modestly higher writing apprehension
after the courses than when they started the courses. Lower scores on the WAM mean
higher levelof writing apprehension. The direction of this effect is of interest and is

discussed in Chapter V.
Table 7

Means and Standard Deviations of the Three Groups on the WAM

N Minimum Maximum Mean S.D.

Learning Community

Pretest 16 32 84 59.63 15.58

Posttest 16 29 76 54.25 12.69
Study Skills

Pretest 40 30 103 62.97 15.88

Posttest 40 28 93 60.38 16.64
English Only

Pretest 75 26 95 67.11 15.24

Posttest 75 26 97 65.48 14.95
Totals

Pretest 131 26 103 64.93 15.60

Posttest 131 26 97 62.55 15.63

Hypothesis 1After controlling for initial level of writing apprehension, there is
no statistically significant difference in level of writing apprehension by treatment group

at the end of the treatment.

Assumptions
The researcher checkaullie sure that there were no discrepancies or violations

prior to moving forward with the analysis using ANCOVA. The first set of assumptions
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required in ANCOVA is that the covariate was measured before the dependent variable at

a point when the covariaig a reliable measure.

Results of the Analysis of Covariance for the WAM

Table 8 displays the analysis of covariance for the three groups on the Writing
Apprehension Test. The data show that there were no statistically significant differences
across thehtree groups at the end of the courses after controlling for thecopirse

level of writing apprehension. The conclusion is failure to reject null Hypothesis 1.
Table 8

Analysis of Covariance for the WAM

Sum of Mean
Squares df Square F Sig.

Podtest Covariates Pretest 13541.13 1 13541.13 105.61 .000

Main Effects Group 544.30 2 272.15 2.12 124
Model 15476.47 3 5158.82 40.23 .000
Residual 16283.96 127 128.22

Total 544292.00 131

Post Hoc Analysis for the WAM

The researcher wantedlte sure that there were no statistically significant
differences between the three groups on the Writing Apprehension Test. Therefore,
following the analysis of cwariance, she did post hoc dependdssts on the changes
in the mean scores from pretesposttest. In Tables 9 through 11, the researcher
documented the fact that in all cases, there were declines in mean scores between the
pretest and posttest and none of the declines were statistically significant. Therefore, it
can be stated with confidee that the students who took both the pretest and posttest on
the Writing Apprehension Test had a modestly lower mean score on the posttest than on

the pretest, indicating a higher level of writing apprehension.
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Table 9

Dependent-tests Between the Rest and Posttest for Learning Community on the WAM

Group N Mean S.D. t df 2-tall sig.
Pretest 16 59.63 15.78
2.15 15 .058
Posttest 16 54.25 12.69
Table 10

Dependent-tests Between the Pretest and Posttest for Study Skills on the WAM

Group N Mean S.D. t df 2-tail sig.
Pretest 40 62.97 15.88
1.30 39 .202
Posttest 40 60.38 16.64
Table 11

Dependent-tests Between the Pretest and Posttest for English Only on the WAM

Group N Mean S.D. t df 2-tall sig.
Pretest 75 67.11 15.24
1.11 74 272
Posttest 75 65.48 14.98

Means and standard deviations for the locus of control are shown in Table 12 for
the three groups on which datamecollected both before and during the research period
on the Adult Nowicki Strickland Inteal External Control Scale. The number of
participants with pretest and posttest scores is about equal to the number who took the
WAM although they are a slightly different sample of participants. The learning
community group was smaller than the numide3@ which is desired for statistical
strength. Results involving the learning community group should be interpreted with
caution. Lower scores reflect an internal locus of control and higher scores reflect an
external locus of control. It should be notkdt on English only the mean declined from

pretest to posttest.
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Table 12

Means and Standard Deviations of the Three Groups on thed ANS

N Minimum Maximum Mean S.D.

Learning Community

Pretest 15 7 17 10.20 3.52

Posttest 15 6 18 10.90 4.12
Study Skills

Pretest 39 8 19 11.00 4.00

Posttest 39 5 18 11.22 4.33
English Only

Pretest 72 9 25 14.17 4.12

Posttest 72 10 27 14.07 4.14
Totals

Pretest 126 8 21 12.87 4.36

Posttest 126 7 22 12.99 4.38

Hypothesis 2After controllingfor initial level of locus of control, there is no
statistically significant difference in the level of locus of control by treatment group at the

end of the treatment.

Assumptions

The researcher checked to be sure that there were no discrepanciegionsiola
prior to moving forward with the analysis using ANCOVA. The first set of assumptions
required in ANCOVA is that the covariate was measured before the dependent variable at

a point when the covariate is a reliable measure.
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Results of the Analysis Gbvariance for the ANSE

Table 13 displays the analysis of covariance for the three groups on the locus of
control. The data indicate that there were no statistically significant differences across the
three groups at the end of the courses after cangdtbr their precourse beliefs. The

conclusion is failure to reject null Hypothesis 2.
Table 13

Analysis of Covariance for the ANB

Sum of Mean
Squares df Square F Sig.

Posttest Covariates Pretest 281.65 1 281.65 20.47 .000
Main Effects Group 22.91 2 11.46 .83 439
Model 434.62 3 144.87 10.53 .000
Residual 963.16 122 13.76
Total 1397.78 125 19.15

Post Hoc Analysis for the ANB

Because of the results of the post hoc analysis done on the WAM, the researcher
decided to repeat throcess on the ANSE to be certain that there were no statistically
significant differences between the three groups on the Locus of Control Inventory. She
did post hoc dependentdsts on the changes in the mean scores from pretest to posttest.
In Tables 14 through 16, the researcher documented the fact that in two cases, there were
gains in scores between the pretest and posttest and none of the gains were statistically
significant. In one case, English only, there was a decline from pretest to pas$itest
students in the study were more alike when they entered than different. They did not
show significant change after the studifierefore, the students in the learning

community and study skills groups who took both the pretest and posttest on the Adul
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Nowicki Strickland Internal External Control Scédad nomeaningfulchange For
English only, the students hadrenimal shift towards amternal locus of control. None

of theseshow anysignificantchange
Table 14

Dependent-tests Between the Rest and Posttest for Learning Community on

the ANSIE
Group N Mean S.D. t Df 2-tall sig.
Pretest 15 10.20 3.52
-7.93 14 448
Posttest 15 10.90 4.12
Table 15

Dependent-tests Between the Pretest and Posttest for Study Skills on tREEANS

Group N Mean S.D. t Df 2-tall sig.
Pretest 39 11.00 4.00
-.22 38 .827
Posttest 39 11.22 4.33
Table 16

Dependent-tests Between the Pretest and Posttest for English Only on théEANS

Group N Mean S.D. t df 2-tail sig.
Pretest 72 14.17 412
A7 71 .868
Posttest 72 14.06 4.14

These analyses show no significant differences in either writing apprehension or
locus of control by treatment group after controlling for-{@#t levels of each. Changes
during the semester were maienilar than different in each group.

Descriptive observations from the population in this study suggest that
developmental students enrolled in learning communities ang/éestorientation

courses have a slightly more external locus of control arteof the courses than at the
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beginning, although the gain was not statistically significantly different among the three
groups. All treatment groups appeared to have slightly more writing apprehension after
the courses than when they started. Agair tie understanding that the findings of this
study are limited, it is important to point out that developmental students with writing
apprehension, who are enrolled in developmental writing courses in this study, appear to
show no significant change sulgsent to the intervention.

The instruments used to assess the change were a writing apprehension measure
and locus of control inventory. It should be noted thatreglort data usinggst then
pre-testmethod has inherent bias, which is inevitable. Hevequantifiable outcomes
are still captured with more accuracy using-t@#t then postest, the method used in this

study (Colosi & Dunifor, 2006).

Summary

Chapter IV described the research conducted and analyzed to answer the two
research questionmaevelopmental college studeémtsiting apprehension and locus of
control of developmental students at atysar college. Interpreted in the chapter were
the results of the aisk college student scores on the pretest and posttest inventories. The
analsis of covariance and results of dependédasts indicated that there was no
statistical significance in the posttest results for the three groups after controlling for the
pretest score. Chapter V includes conclusions based on the findings and snggdsti

areas that may warrant further exploration.
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CHAPTER V

DISCUSSION, RECOMMENDATIONS, AND CONCLUSIONS

Introduction

This chapter presents the results of this quantitative research study on
developmental students at a community colldde purpose ofiis study was to
contribute to the sparse body of knowledge in developmental education and the success
of developmental writing students. The goal was to increase the knowledge base about
developmental writing students at a tywar college and their engagent in a learning
community. This study examined the effect of a learning community intervention for
students attending a community college. Specifically, the study included an experimental
component to determine through paed posttest measures thegagogical implications
and strategies to determine if there was an improvement in locus of control and writing
apprehension. The study was to determine if three groups of community college students
enrolled in a variation of two courses would achievetp@sacademic outcomes after a
semester of participation in the learning communitythe simplest form, learning
communities are paired courses focused on a particular subject or Tveonesearch
guestions were developed to determine the impact @floemental education
intervention programming on the writing apprehension and locus of control of
community college students in an urban community coll€ge.data from question one
were analyzed to determine the degree of writing apprehension by treghmegm
Question two data were analyzed to determine if there is a difference in the level of locus
of control by treatment groufbhe reader is cautioned that the sample may not be
representative of the population of students who enroll in developnecentsles and that
the small sample size in the paired courses makes conclusions tentative. One group was
involved in a loosehinked learning community (i.e., eenrolled in a college success

course (CSS 110) and developmental English writing (ENGL 8%gcdnd group was
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enrolled only in ENGL 81 and a third group was enrolled in CSS 110 only. Specifically,
this research used existing data with a total of 131 student participants who completed
both the pretest and posttest surveys of the Writing ApprelreNgasure as well as 126
students who completed testing for the Locus of Control Inventory. This study used a
guastexperimental research method employing analysis of covariance (ANCOVA) (a
significance level of <.05 was set to analyze the data) usirgxibing data set. Post hoc
analysis was done using independetests. The analysis supported the findings of the
ANCOVA of no statistically significant differences in the means between pretest and
posttest.

This chapter presents an overview of the stodyclude: research questions,
hypotheses, statement of the problem, and study design. The summary of the findings
includes a discussion in relationship to the previous research and theory, theory and
practical implications, limitations, and recommenadiasi for further research. Finally, the

chapter ends with the conclusions.

Research Questiomsd Hypotheses

The following research questions were used to frame this study:

Research Question [k there a statistically significant difference between the
scores on a measure of writing apprehension of two treatment groups of developmental
students compared to developmental students in a |elisledyl learning community at a
two-year college?

Hypothesis 1After controlling for initial level of writing appteension, there is
no statistically significant difference in level of writing apprehension by treatment group
at the end of the treatment.

Research Question 5 there a statistically significant difference between the

scores on a measure of locus of conof two treatment groups of developmental
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students compared to developmental students in a leliskedyl learning community at a
two-year college?

Hypothesis 2After controlling for initial level of locus of control, there is no
statistically signifiant difference in the level of locus of control by treatment group at the

end of the treatment.

Statement of the Problem

All community colleges offer some form of developmental education or remedial
which was the basis of their inceptidiontgomery Court has been widely known as
having one of the best public school districts in not only the state, but also the nation.
Administrators in the system agreed that the community college in Montgomery County
has changed to meet the needs of a growing underprepturdent population (Kirst &
Venezia, 2004). Kirst and Venezia reportidt forstudents attending Montgomery
County Public Schools, entering college Fall 2001, 40% needed English remediation,
63% math remediation and 30% reading remediaBmilarly, students entering
Baltimore County Public Schools have needed developmental coursework in English and
math at 446 and reading at 40%.ikewise,suchinterventiors at 4year institutionsn
comparisorare abouB0% (Lewis, Farris, & Greene, 1996pver 60%of students
attendng community colleges take remedial courses compared to 20% of students
attending doctoragranting 4year institutions (Lewis, Farris, & Greene, 1996).

Hodgekinson (1985) pointed out over 25 years ago in a landmark study that with
theexception of the few elite institutions, most colleges do not have the luxury of
limiting their student body exclusively to fully prepared applicants. To do so would too
often result in a negative impact on projected enrollments. Most public institudgas h
to admit students with academic deficiencies, because they are committed to training and
contributing to a literate workforce within their state. Developmental education is needed

in all types of institutions.
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For over a decade, however, developmegdalcation programs have been under
attack. In 1996, the Maryland Higher Education Commission conducted a study of
remediation in Maryland public institutions. Low test scores in elementary and secondary
education and low graduation rates at the-gesbmlary level had public officials
guestioning the funding spent on remedial instruction. In addition, the general public had
the misconception that remediation at any college was a repeat of skills that should have
been learned in high school. In fact, l[#ssn 50% of high school graduates take college
preparation courses (Gaither, 1999). Therefore, community college students taking
developmental courses were less likely to be retained and outcomes were traditionally
modest. This study provided a lens torex@e the potential positive outcomes for
community college students taking developmental English and a College Success

Seminar

Study Design

The study was a quaskperimental, causal comparative design (Borg & Gall,
1989). The causal comparative methodsiders causand-effect relationships between
variables by comparing participants in the study with a comparison group of those with
similar academic deficiencies. By eliminating extraneous variables or controlling for
select student characteristics, @ba in the dependent variables can be correlated to the
treatment applied.

This study of writing apprehension and locus of control included three treatment
groups. The treatments involved students enrolled in either one or both of the following
two coursesCSS 110 (College Success Seminar) and ENG 81 (Developmental Writing)
courses. Group 1, referred to as the Learning Community Cohort, consisted of students

who were ceenrolled in CSS 110 and ENGL 81.
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Summary of the Findings

This section summarizes angclsses the major findings in relation to the
literature and elements of the conceptual framework by research question. The findings
are reported by hypothesis. The reader is cautioned that the moderate reliability of
measures for this population, smaibgp of usable responders, and small sample size in
one treatment group make these interpretations tentative.

Hypothesis 1: After controlling for initial level of writing apprehension, there is

no statistically significant difference in level of writingpaphension by treatment

group at the end of the treatment.

The analysis of covariance failed to reject null Hypothesis 1. The data indicate
that there were no statistically significant differences across the three groups at the end of
the semester after swolling for their precourse level of writing apprehension. The
changes in each group were more alike than they were different. Students in all three
groups had a modestly higher level of writing apprehension at the end of the semester
than they did athe beginning of the semester.

The findings of the analysis of covariance were confirmed when the researcher
did independenttests across the three groups. The results indicated that in all cases there
were no statistically significant differences. It shbe noted that the scores on the
posttest were lower, which can be attributed to response shift bias, which often affects
outcomes when sefeport measures are used. The intervention increases the knowledge
of the participants and therefore impacts oceses.

Colosi and Dunifon (2006) define response shift bias as a change in the
respondent metric for answering questions from the pretest to thtepbdh terms of
the respondents, research suggests that prior to exposure to a new academic program or
service, participants may overestimate their competence or level ¢fmeeifiedge, but
after the treatment their responses reflect a change (Moore & Tananis, 2009). It can occur

either consciously or subconsciously (Paulhus, 1984).
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Foxs (1980) historicastudy had two opposite findings. Fox found that writing
apprehension was (1) reduced in both the treatment and experimental groups, and (2) at a
faster rate in the experimental group. According to Fox (1980), structured and intense
instructional methodsnal academic support provided a decrease in writing apprehension.
The decrease was evident, but the means were not statistically significasstidy
recommended that a longer treatment in future studies would likely provide more striking
results. Folsfindings are not consistent with the results of this study, but the belief is
that it would be more closely aligned to the Fox (1980) study if the academic supports
could continue or be prolonged into the subsequent semester.

In this study, he first magr finding suggests that there is no statistical
significance between the pretest and posttest means for the writing apprehensions
measure. There were modest changes for the three groups of students in the study
enrolled in developmental education classethe community college. The mean scores
on the posttest are lower than the mean scores on the pretest. This suggests an area for
further research. Overall, the treatment had little or no effect on the students who
participated in the study. The findingkthis study reveal that the participants were made
more aware of their writing apprehension. Although this study was limited by the number
of participants, within the confines of this study it is possible that students may have
improved in their writingskills, but their apprehension towards writing may have stayed
the same or declined.

Hypothesis 2: After controlling for initial level of locus of control, there is no

statistically significant difference in the level of locus of control by treatment

group at the end of the treatment.

The analysis of covariance failed to reject null Hypothesis 2. There is no
statistically significant difference in the means by treatment group in posttest levels of
locus of control after controlling for pretest levels. Tinean scores for two of the three

groups indicate that the posttest scores were modestly higher than the pretest scores,
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leading the researcher to conclude that the level of external locus of control was modestly
higher than at the beginning of the treatimen

The findings of the analysis of covariance were confirmed when the researcher
again performed independerests across the three groups. The results indicate that
there were no statistically significant differences in the means of the three grespksR
should be interpreted with caution. Lower scores reflect an internal locus of control and
higher scores reflect an external locus of control. It may be cautiously inferred that
developmental students with lower level writing skills have difficulovmg from
externally driven motivators to internal, probably due to their lack of confidence in their
ability. The more improved or better the content knowledge the greater sense of self and
feelings of competency are internalized. That increased knoe/ledges less to chance
and luck, and fosters greater setintrol In this study, the analyses were the result of
selfreport data, which should be interpreted with cautioio atudentsfeelings about
their writing ability having an effect on their lpis in their control over situations and
circumstances in the academic setting.

Hansemark (1998) found that achievement and internal locus of control increased
for participants in their treatment groups as a result of involvement in an entrepreneurial
program which involved participants who were undahieving students, identified as a
mostly minority group populatiorhe population in the studikewise describes the
treatment group in this researckestudy. The entrepreneurship program has beemlfoun
similar to the learning communitio teach the characteristics of locus of contso,
like this researché&r study, the Hansemark study (1998) weasignedo influence
student engagement to learn and succeed in and outside the classroom entifidrenen
entrepreneurial program teaches transferable skills, such as relationship building, which
are tenets of involvement in the learning commuriityere were higher gains on their
posttests than their pretests. This staifipdings are in direct consato Hansemark

results after a pretest and posttest study of developmental students. The quasi
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experimental study found modest changes in writing apprehension and locus of control.
Essentially locus of control is determined by an indiviguaglief inwhether their

destiny is within or outside of their contréh. the Hansemark study participants were not
made aware of the purpoard desire for change in their personal characteristics as a
result ofparticipation The objective waw influence or promte a positive change or an
shift to a more internal locus of control, which is unlike the particibkntsvledge of

desired outcomas this researchéy study.

Interpretations in Light of Previous Research and Theory

Developmental education and remeidiatare often used interchangeably, but the
former is a far more complex notion involving a combination of theoretical approaches
drawn from cognitive and developmental psychology (Boylan, 1995). Thus, it is
important to note that developmental educatndt the same as remediation.
Developmental education is a more comprehensive approach to serving students,
borrowing from the tenets of cognitive and developmental psychology (Chickering, 1969;
Chickering & Reisser, 1993; Erickson, 1968; Kohlberg, 1®&ry, 1970). Remedial
coursework, on the other hand, is skilBsed assistance in one or more areas.
Developmental education provides a range of services to educate the whole student both
personally and academically. According to Boylan (199B)ese serices may include
counseling, advising, tutoring, topical workshops, individualized instruction, and courses
to enhance study skills and strategies, promote critical thinking, or introduce students to
the rewards and expectations of collere 2). Devebpmental education programming
includes tutorial services, foundation courses in mathematics, reading and writing, and
other learning supports. Boylardecades of research in developmental education are
based on the assumption that this field is very dermpncludes a range of services, and
borrows from a variety of disciplines. A large university in Minnesota used to register

developmental students for learning communities, which they termed package courses
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that included 34 linked courses. The Minneso$tudy had a larger sample size than this
study, which was three groups totaling 304 participants. The results of the Minnesota
study demonstrated that students in the experimental group valued the study strategies
they acquired, were aware of the cammsources, and were more connected to their
peers, faculty, and academic support personnel (Wilcox, delMas, Stewart, Johnson, &
Ghere, 1997). The message for this study may be that loosely linked learning
communities have little to no impact on studebgtiefs about their writing and locus of
control (i.e., the greater impact is personal effort on creating success). The findings could
potentially be significant if a more tightly knit learning community was established to
support developmental studentsvad-year colleges, where commuting and other
personal factors that serve as competing priorities heavily impact the potential for these
students to experience successful outcomes. Enhanced supports and consistent
encouragement from peers and faculty candrove studentgeelings about their ability

to succeed and their anxiety about writing.

Theory and Practical Implications

The experience of this study supports the need for a comprehensive body of
theory and more research regarding the experience efagemental studentSNo
common theoretical framework or groups of core assumptions have emerged to inform
t he work of devel opmental educatorséHistor
taken an eclectic approach and borrowed theories across desigimform and guide
(Chung, 2005, p. 4Astin (1985) suggested that educators become more stcelaered
by assessing how motivated or engaged the student is in the learning process. His
involvement theory encourages practitioners to focus on getirdents more involved
in their education, which is an observable behavior. Developmental education students
who demonstrate motivational skills may continue to have some academic difficulties,

because they lack the cultural capital to succeed in acadeagon & Kose, 2007;
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Wells, 2008). These studenialue of education is thwarted prior to entering college due
to unsuccessful learning experiences, including little instruction on successful learning
techniques combined with facukylow expectationBandura, 1997). Faculty and

learning assistance personnel can intervene to help motivate developmental education
students whose perception of remedial coursework is discouraging, because of the
inherent stigma. Promoting usage of faculty office hourgttra support, usage of

tutorial services and study groups can help facilitate success (Tinto, 1987). Community
colleges must work to improve the success of developmental education students by
modeling appropriate academic strategies to incretaskentnvolvement and

motivation The idea i20 avoid reliance on tangible rewards or extrinsic motivagen,

seek the gratification associated with acquiring goals and accomplishing satisfaction of
increased knowledgevhile clearly articulating the value ircquiring a high internal

locus of control. In this study it was found that the additional faculty intervention and
academic supports that are studestitered had no or minimal impact on the writing
apprehension or locus of control arsampleof developmatal college students. The
analysis concludes that there was no statistical significance in the pretest or the posttest
results for the three groups on either test. There is the possibility that it makes no

difference whether students are enrolled in enieg community.

Limitations
The majodimitations of the study werthe small samplsize in the learning
community,the loss ofesponsefrom the number of potentially eligible participaatsd
the duration of the study, which was one semeS$tez gretest losses in both writing
apprehension shift to increased external locus of control was found in the learning
community groupThere are also important questions about the validity and reliability of
the instruments. This was a quantitative study usisgjuments with forcedhoice

options; the personal stories and experiences of individuals were not available. In
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addition, lack of knowledge about respondepits-college variables, such as success in
high school, is a limitation.

One of the most widelysed quasexperimental designs in educational research
is the nonequivalent contrgkoup design. The distinctive qualities of this design are that
the pretest and posttest are administered to nonrandom assigned groups. The experiment
could be a causeubnot the sole cause of any change in behavior. The nonrandom
assignment is mitigated because the researcher in the analysis can control for the initial
differences between the groups at the beginning of the study (Borg & Gall, 1989). The
ANCOVA on the pattest means is used to test the statistical significance between
treatment group means in this nonequivalent control group design. The limitations are
partially eliminated, because the independent variable, which is the instructional method
used in both 6S 110 and ENGL 81, is the most experimentally manipulable, which
further helps to mitigate any flaws in the design and helps validate the reswitsver,
the majority of students at the community college have developmental placements in one
or more disiplines. Moreover, the institution from which these data were obtained has
the unfortunate distinction of being the college with the largest number of developmental
students in the state. In 1997, nearly 80% of their students required remediation in
English.

The fact that respondents were aware of being assessed at each point of the
process makes the probability of errors in the responses a potential limitation (Borg &
Gall, 1989). Additionally, studeritseeasons or aspirations for coming to college ointak
these particular courses are unknown. Volunteer sample groups tend to be higher in need
in terms of achievement, more often female, and more anxious tharohorneers (Borg
& Gall, 1989). Another limitation is the volunteer effect of using the sestior faculty
who agreed to participate in the study. According to Borg and Gall (1989), considerable
research has been conducted by Rosenthal and Rosnow (1991) on volunteer samples.

Although the faculty participants were not randomly selected, the cocimay
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warrant maximum confidence in them over hatunteers, because of likely participant
characteristics, such as education, sociability, and commitment to the project.

The possible limitations thhe ANSIE that it is based on Rotterinstrument aoh
both instruments were normed originally using all White respondents (Rotter, 1989).
History dictates that minority groups often engage in submissive behavior, due to past
treatments to which they were subjected and the influences of decisions passéy down
powerful rulers, so decisions were outside of their control (Helms, 1990). The results lead
to minority groups responding more externally. Also, gender bias suggests that females
may tend to respond more externally, providing socially desirable resgptmbe
consistent with cultural expectations (Roh, 1999), when in fact they may behave more
internally (Strickland & Nowicki, 1973; Strickland, 1989).

The limitations for the WAM are that the instrument does not provide users with
greater understandiraf behaviors and does not establish a profile to predict
ramifications with usetscores that would provide direction for useful treatments related
to the test results. In short, it appears that the test is better at predicting overall
apprehension butds useful in identifying specific variables when one may exhibit
anxiety where there would be slightly different patterns in behavior between high and
low apprehension scorers (Miller & Daly, 1975). The students in this study fit this
analysis. The studesmitvere presumed to have higher levels of writing apprehension
based on the known demographics of the overall population at the community college,
and due to developmental writing (ENGL 81) participants. The college students in the
study demonstrated a le&@d helplessness or presented externally driven traits as mean
scores on both the pre and posttests for both measures concluded. In fact, after the

treatment there were losses and very minimal gains in most cases.
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Recommendations for Further Research

Devdopmental educatoraim to facilitate alecrease the amount of time it takes
for these students to successfully complete their required remediation and increase the
percentage of successful students at two year colleges in developmental programs. Also,
dewelopmental educators want to be instrumental in having students successfully
complete for credit coursework that the remedial courses were designedaietirep
students for. Iis one step at a tinderetention through graduation. It has been noted that
the findings of this study were limited by the small sample size and the limited number of
participants from the number potentially available to participate in the study, as initially
anticipated. Therefore, it is recommended that this study be replicated larger
population that is more representative of the community college. What is known about
learning communities is that they create a safe and nurturing environment where students
can build relationships with faculty and peers; as a result stualenémcouraged to study
hard and use the resources of the college, which can impact student beliefs and outcomes.
Developmental education students write more slowly than the general population of
students. The reduced writing speed is further inhibitetthdly fear of error, which
results in fewer lines written per hour. These students are more concerned about the
mechanics than the content which in comparison to their peers decreases speed even
more (Fox, 1986). Implications for research would includertagievelopmental
students with writing apprehension in three treatment groups with different @utpaut
first, composing by hand; the second, composing on the computer; the third, dictating
their compositions to a scrideto determine which academic intention has a greater
impact on the grougMaslows (1954) foundational research states that students who are
motivated will rise to the occasion by demonstrating their best. The characteristic of
learned helplessness permeates developmental writing dass(eox, 1980).
According to Miller and Daly (1975), students have to overcome their fear of mechanical

errors, which is the fundamental or mechanical skill set, prior to overcoming their writing
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apprehension. Comprehensive academic services that pooliege students with the
fundamental skills that they are lacking early on in their college experience can provide
the fundamental skills to facilitate studémmtivation to write due to bolstered
confidence in their ability and their product, by thaaming writing assignments.

Each campus must determine interventions based on their demograpkisize
fits all is not an option. Regular assessment and evaluation is necessary to capture any
changesThat should be with the understanding that the [adjmm on most community
college campuses will be largely based on the local education agency or district that
surrounds them. Schools are not all equal, and they each have a profile, jusbea the
education agenclyEA or school districtand as wellite community collegégprofiles
may be largely based on that. Therefore, the interventions should be determined based on
the campus profile. As a result of this researsh@ofessional experienct® list of15
recommendations follows, which exceedsfthdingsfrom this study. These aezeas
for further studyon the topic of developmental college studexttsndingcommunity
colleges:

1. A qualitative study should be conducted to explore the perceptions of
college students taking developmental coussektheir experiences with
these courses and how they felt the courses improved select outcomes
including their self esteem. This type of study would provide an intimate
voice for the students to describe their feelings.

2. A mixed methods study usingrsey research design and interviews to
examine if there is a difference between the rgeagersecond language
speakerdnternationalstudentsand socioeconomic statuege and full or
parttime statuof students takingnultiple developmental courses a
community college.

3. A study to compare the self assessment of developmental education

studentsbelief about their writing apprehension in comparison to the
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general population. In this studyudentdhave seHlreported on their

beliefs of their writhg apprehension. Once students become aware of their
personal academic needs, it is possible that studegponses would be
more realistic after reflection and learning more about themselves.
Consider comparing developmental education students to tieeajje
population of students to determine if the general population is better or
worse about assessing their writing apprehension.

A study to compare the self assessment of developmental education
studentsbelief about their locus of control in compsam to the general
population. In this study students have-sefforted on their beliefs about
their ability to control their personal and academic experiences or
outcomes. Once students become aware of their personal academic needs,
it is possible thattadentsresponses would be more realistic after

reflection and learning more about themselves. Consider comparing
developmental education students to the general population of students to
determine if the general population to determine which group is mor
internally and externally driven, and what impact, if any the interventions
have on each group.

Following a semester of involvement inyedevelopmental course

stressing knowledge abathiem it appears that students were somewhat
confident about theiown ability, as demonstrated through the posttest.
Once students become aware of their personal academic needs, it is
possible that it translates to being more realistic. A study to compare the
self assessment of developmental education studetitss about their

locus of control in comparison to the general population should be done.
In this study they have saiéported on their beliefs of their locus of

control. Similar to the results of the Writing Apprehension Measure, the
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data appear to suggebat while there were no significant differences in
either group for preéest and postest scores. It must be noted that the
scores on the peasgst were lower, which can be attributed to response shift
bias, which often affects outcomes when-seffort masures are used.

The intervention increases the knowledge of the participants and therefore
impacts responses. Consider comparing developmental education students
to the general population of students to determine if the general population
is better or wase at assessing their locus of control.

A study on faculty expectations of their developmental education students
to determine if their beliefs have any influence on college students
feelings of empowerment and having more confidence in themselves afte
a semester of academic interventions, primarily provided by the faculty
member being assessed.

A continuation of the study for a longer period of time (longitudinal)
measuring writing apprehension and locus of control using-aapce

posttest analysiof developmental studenss study for one semester was
likely too short of a timeframe to measure any change based on the
intervention.However, after the pretest, provide students with the results
of their surveys, so they can have a goal to work tdsvakdditionally, it

is suggested that the college make available more intense academic
support services to include more than two courses loosely linked. For
example, create a learning community with block scheduling for up to four
courses, more hours aftoring, and study skills workshops with academic
coaching. These services should be requirechamdtoredfor at leastwo
semestersr until developmental placements are satisfiedtartktermine

if there are gains in writing apprehension and locusoatrol in the post

test analysis.
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10.

11

12.

13.

Onine seltpaced tutorial options and practice tests and assignments that
allow students to workn deficient skills at any time, while providing
immediate feedback and adaptive exercises that are individualized, bas
on each studeistneeds.

Require faculty of developmental students to have specialized training and
experience wiking with this population, that iSJEd/MA, EJD/PhD in
Developmental Studies or a related fialth demonstrateommitment to
serving ths population

Require individualized academic coaching by Learning Specialists
(Masterslevel professionalsdnd trained peer mentaswork on

developing studentpersonabnd academic skills, includingternal locus

of control and strengthenirignglish writing skills.

In future studies, if using the AsttnlEO model as it was originally

intended, it is important tbavemore demographic information (Inputs) at
the onset, i.e., SAT and ACT codes, as well as studetest for

attending schal (e.g., taking a course for professional development,
matriculating to pursue an Associatdegree or commitment to pursuing a
Bachelols degree so therefore, enrolling in a transfer program

Design and implement a more structured learning commtirat is

centered around a thematic area, such as studargsr goals and

interests which would give students a basis for establishing networks
building friendshipsin addition, students would be more vested in
achieving successful outcomes.

Stuckents in low performing KL2 schools need opportunities for more
academic rigor. The more exposure and experiences students have to
Advanced Placement, Honors and International Baccalaureate Programs,

the more collegeeady they become. Students must besasdivand
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encouraged to take courses beyond the required course load. If their
community school is not offering higher level courses, then using
vouchers to attend other schools, taking these courregror parallel
enrollment in the community collegestake more academically
demanding courseshould be a priority anthis positivelyimpactsscores
on college entrance exams.

14.  Students entering open access institutions may have undiagnosed hidden
disabilities, and could be inappropriately placedewvelopmental studies,
when they may actually need to be referred to Disability Support Services.

15. Decentralizeddevelopmental education may need to bevaluated, in
favor of an academic unit that houses Developmental Math, Writing and
Reading oppad to three separate and disconnected units, as well as,
decentralized academic support services of centralized academic support
units that are studefentered, such as Academic Advising, Tutoring,

Career Counseling, Counseling Center, etc.

Conclusions

The purpose of this study was to contribute to the sparse body of knowledge in
developmental education and the success of developmental writing students. The goal
was to increase the knowledge base about developmental writing students-gearntwo
college ad their engagement in a learning community. This study examined the effect of
a learning community intervention for students attending a community college.
Specifically, the study included an experimental component to determine through pre
and posttestmeasures to examine the pedagogical implications and strategies to
determine if there was an improvement in locus of control and writing apprehension. The
study was to determine if three groups of community college students enrolled in a

variation of two ourses would achieve positive academic outcomes after a semester of
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participation in the learning communitihevariablesmeasurd were writing
apprehension and locus of control, which are two dependent variables in this study. This
study found no diffenat effect of the three treatment groups on these dependent variables
after controlling for preest levels. Flower and Hayes (1981) stated that advising students
to accept responsibility for the quality of their writing assignments parallels
psychologistssuggestions that their clients present internal control over themselves to
enhance quality of life. These are both academic andblifg skills. However, Flower
and Hayes (1981) reported a relationship between individaels of control and
writing. This study viewed both variables separately, so does not support the claims of
Flower and Haye£1981) research.

The findings of the current study have informed this researcher on the magnitude
of the issues surrounding developmental education at the goityncollege level and
have shed light on those that have benefitted from its curriculum. According to Boylan,
Bonham, and Bliss (1992), students identified as having the greatest need in English
remediation and associated academic support servicestlibaefiost from the
interventions and have the most successful individualized outcomes. Structured learning
environments provide the most benefit to the students needing the most remebagion.
study was limited to sheterm resultsAlthough there mayot be evidence of statistical
significance withirthis group, college students with developmental needs who are
exposed to early interventions have a great chance of moving to eleejjeredit
bearing courses and acquiring successful life skillastearing to fowyear colleges and
often realizing success through graduation (Boylan, Bonham, & Bliss, 1992; Moss &
Yeaton, 2006; Pusser & Levin, 2007).

Finally, it is the hope of this researcher that community colleges will continue to
be the hallmarkrad the leaders in the area of developmental curriculum design and the
pinnacle of facilitating success for students needing that extra Boigevould be this

researcheés vision for the future of developmental education at the community college.
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Developnental education is highly demanded, but least researched, because practitioners
are staff, often overworked with little time to do reseaB¥mands to improve retention
through graduation aiacreasingly putting developmental education in the forefildut.
recommendation is that it be required at the administrative policy level down through the
academic department level to the college support services in order to make a serious
impact on the overall future direction of developmental education and spkygificc

two-year colleges. The ongoing change in pedagogy offers many possibilities for
community colleges and those students that benefit most from enrolling in developmental
courses, particularly English and specialized orientation or college sucoesssce

must be supportive and deliberate when working with our college students with
developmental placements and explain the time and effort it takes to be successful.
"Developmental education students should be warned that their success will depend
largely on their motivation and willingness to work hard. If students are not motivated

enough to work hard, they probably will not succe@doore, 2004, p. 122).
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Adult Nowicki Strickland Internal External Control Scale
(Nowicki, Stephen & Duke, Marshall, P., 1974)

i

PART 1: Directions: Answer the following questions by circling “Y” for “Yes” or “N” for ‘No.” There are no
right answers, only your opinion. Your name (Print clearly)

1. Do you believe that most problems will solve themselves if you just don’t fool with them?

2. Do you believe that you can stop yourself from catching a cold?

3. Are some people just born lucky?

4. Most of the time do you feel that getting good grades meant a great deal to you?

5. Are you often blamed for things that just aren’t your fault?

6. Do you believe that if somebody studies hard enough he or she can pass any subject?

7. Do you feel that most of the time it doesn’t pay to try hard because things never turn out right anyway?
Y N 8. Do you feel that if things start out well in the morning that it’s going to be a good day no matter what
you do?

Y N 9. Do you feel that most of the time parents listen to what their children have to say?

Y N 10. Do you believe that wishing can make good things happen?

Y N 11. When you get punished does it usually seem it’s for no good reason at all?

Y N 12. Most of the time do you find it hard to change a friend’s (mind) opinion?

Y N 13. Do you think that cheering more than luck helps a team to win?

Y N 14. Did you feel that it was nearly impossible to change your parent’s mind about anything?

Y N 15. Do you believe that parents should allow children to make most of their own decisions?

Y N 16. Do you feel that when you do something wrong there’s very little you can do to make it right?

Y N 17. Do you believe that most people are just born good at sports?

Y N 18. Are most of the other people your age stronger than you are?

Y N 19. Do you feel that one of the best ways to handle most problems is just not to think about them?

Y N 20. Do you feel that you have a lot of choice in deciding who your friends are?

Y N 21. If you find a four-leaf clover, do you believe that it might bring you good luck?

Y N 22. Did you often feel that whether or not you did your homework had much to do with what kind of
grades you got?

Y N 23. Do you feel that when a person your age is angry at you, there is littie you can do to stop him or her?
Y N 24. Have you ever had a good luck charm?

Y N 25. Do you believe that whether or not people like you depends on how you act?

Y N 26. Did your parents usually help you if you asked them to?

Y N 27. Have you felt that when people were angry with you it was usually for no reason at all?

Y N 28. Most of the time, do you feel that you can change what might happen tomorrow by what you do today?
Y N 29. Do you believe that when bad things are going to happen they just are going to happen no matter what
you try to do to stop them?

Y N 30. Do you think that people can get their own way if they just keep trying?

Y N 31. Most of the time do you find it useless to try to get your own way at home?

Y N 32. Do you feel that when good things happen they happen because you work hard?

Y N 33. Do you feel that when somebody your age wants to be your enemy there’s little you can do to change
matters?

Y N 34. Do you feel that it’s easy to get friends to do what you want them to do?

Y N 35. Do you usually feel that you have little to say about what you get to eat at home?

Y N 36. Do you feel that when someone doesn’t like you there’s little you can do about it?

Y N 37. Did you usually feel that it was almost useless to try in school because most other children were just
plain smarter than you are?

Y N 38. Are you the kind of person who believes that planning ahead makes things turn out better?

Y N 39. Most of the time, do you feel that you have little to say about what your family decides to do?

Y N 40. Do you think it’s better to be smart than to be lucky?

o g G
22222272
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PART 2: Directions: Below are a series of state-
ments about writing. There are no right or wrong
answers to these statements. Please indicate the

Writing Apprehension Measure
(Miler, Michael & Daly, John, 1975)

Your name:

Thank you for your cooperation in this matter.

(Print clearly)

degree to which each statement applies to you by
circling whether you (1) Strongly Agree,

(2) Agree, (3) are Uncertain, (4) Disagree, or

(5) Strongly Disagree with the statement. While
some of these statements may seem repetitious, take
your time and try to be as honest as possible.

1. T avoid writing.

2. I have no fear of my writing being evaluated.

3. I look forward to writing down my ideas.

4. ] am afraid of writing essays when I know they will be evaluated.

5. Taking a composition course is a very frightening experience.

6. Handing in a composition makes me feel good.

7. My mind seems to go blank when I start to work on a composition.

8. Expressing ideas through writing seems to be a waste of time.

9. I would enjoy submitting my writing to magazines for evaluation and

publication.

10. I like to write my ideas down.

11
12.
13.
14.
15.
16.
Lz
18.
19.
20.
21.
22.
23.
24.
25.
26.

1 feel confident in my ability to clearly express my ideas in writing.
I like to have my friends read what I have written.

I’m nervous about writing.

People seem to enjoy what [ write.

[ enjoy writing.

I never seem to be able to clearly write down my ideas.

Writing is a lot of fun.

I expect to do poorly in composition classes even before I enter them.

I like seeing my thoughts on paper.

Discussing my writing with others is an enjoyable experience.

I have a terrible time organiiing my ideas in a composition course.
When I hand in a composition I know I’m going to do poorly.

It’s easy for me to write good compositions.

I don’t think I write as well as most other people

[ don’t like my compositions to be evaluated.

I’m no good at writing.
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Baltimore City Community College
Baltimore Maryland 21215

Course Syllabus

NOTE: This departmentally devclopéd>course syllabus is

used by faculty and staff. Its contents are stored in
the College Course Syllabus System |[CSS).

English 81

Course Code

Composition Skills I

Course Tillz

English, Speech, Foreign Languages, Art, and Music

Uepartment

Sylbos Cuipul-Baltksare City Communiey Cellegs. 1992
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BALTIMORE CITY COMMUNITY COLLEGE SYLLABUS

1. Course Information

A.

E.

Course Description:

English 81, Composition Skills I, is the second course in a
three-tiered sequence of developmental writing courses. The
course is required for students who have successfully completed
English 80 and for others whose Accuplacer test scores fall
between 50 and 71 in writing. The course focuses on composition
of unified and coherent paragraphs, and it introduces students
to the logical and well-developed expository essay. ‘Grammar,
spelling, punctuation, and sentence structure are stressed both
as discrete skills and in relation to the skills of composing
paragraphs and essays. Students attend scheduled Writing Lab
sessions staffed by a tutorial staff to develop editing skills
needed to improve the quality of the compositions being developed
in the classroomn.

The requirements of this course cannot be satisfied by CLEP, or
by work experience.

. Course Credit(s) Assigned

0.0 Credits

Course contact hour(s)/Semester

2= -2 b - S 45 Contact hour/semester
*Other.....cacenvene sessienen o 30 Contact hour/semester

English 81 offers both lecture and lab. During lecture, the
principles of the writing process are explained and practiced. -
Students frequently will break into small groups to practice
writing techniques and to share written assignments. During lab,
the principles of standard English are reviewed. Students will
work, individually and in small groups, with tutors who will
direct their practice and application of prescribed concepts.

Students will be required to use electronic word processors.
IBM/CAI Lab assistants will provide help and/or instruction for
those students who have not used computers in the past.

Both lecture and 1lab sessions (5 hours per week) are
required.

Average number of pages per week for assigned reading

One Chapter -~ about 15 pages. Chapters include both explanations of writing

skills and sample (model) essays.

Frequency of offering: CHECK APPROPRIATE BOX(S) INDICATING WHEN THE
COURSE IS OFFERED) ) »

r

FALL, SEMESTER X SUMMER SESSION

_X _ SPRING SEMESTER
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F. PRE-REQUISITE(S): (LIST ALL PLACEMENT TEST SCORES OR COURSE REQUIREMENTS
STUDENTS NEED BEFORE ENTERING THIS COURSE)

Eng 80
or
Accuplacer score between 55 and 76
G. CO~REQUISITES: (LIST ALL COURSES STUDENT MUST TAKE WHILE TAKING THIS COURSE

None

H. TRANSFER POTENTIAL: (FOR TRANSFERABILITY INFORMATION, PLEASE CONSULT THE
TRANSFER CENTER LOCATED ON ROOM 106, MAIN BUILDING, LIBERTY CAMPUS) .

Non-transferrable

I. RESPONSIBILITIES OF THE STUDENT:

__X REQUIRED CLASS ATTENDANCE —  NOT USED
" _X_ REQUIRED COMPLETION OF ASSIGNMENT " NOT USED
____ FOLLOWING REQUIRED SAFETY RULES X NOT USED
T REQUIRED SPECIAL EQUIPMENT/TOOL(S) __ X NOT USED
"~ ____ OTHER REQUIREMENTS (PLEASE LIST) "X NOT USED

II. INSTRUCTIONAL MATERIAL(S) USED FOR THIS COURSE

(CHECK THE APPROPRIATE BOX(ES) AS NEEDED AND LIST)

A. TEXTBOOK(S):

X REQUIRED OPTIONAL NONE

Joy, Anna. We Are America. 2nd ed. Fort Worth: Harcourt
Brace, 1995.

Meyers, Alan. Writing With Confidence. 5th ed. New York:
Harper-Collins, 1996.

B. OTHER MATERIAL(S):

X REQUIRED OPTIONAL NONE

Dictionary, thesaurus, notebook, paper (8 1/2 x 11, white,
lined), pens (blue or black ink), computer disk (3 1/2 " double
density, double sided), and/or other supplies as required by
individual instructor.

C. AUDIO VISUAL MATERIAL(S):

REQUIRED X OPTIONAL ~ NONE




III. CRITERIA FOR EVALUATION

A. CLASS ATTENDANCE X REQUIRED OPTIONAL NONE

B. CLASS DISCUSSION _ X REQUIRED ___ OPTIONAL ____ NONE
C. PAPERS __ X REQUIRED ____ OPTIONAL ____ HNONE -
D. PORTFOLIO __X REQUIRED ____ OPTIONAL ____ NONE
E. QUIZ : __X REQUIRED ____ OPTIONAL ____ NONE
F. REPORT ___ REQUIRED ___ OPTIONAL __ X NONE
G. PRESENTATION __ REQUIRED _ X OPTIONAL ____ NONE
H. MID-TERM EXAMINATION ____REQUIRED __X OPTIONAL _ __ NONE
I. FINAL EXAMINATION ~ _X REQUIRED ___ OPTIONAL ___ NONE
J. COMPUTER ASSIGNMENT __ X REQUIRED ____ OPTIONAL ____ NONE
K. CLINICAL ___REQUIRED ___ OPTIONAL __ X NONE
L. ‘PRACTICUH __"'REQUIRED ____ OPTIONAL X _NONE
M. *OTHER __X REQUIRED ;hh_OPTIONAL _____NONE

* Writing Portfolio Assessment

IV. GRADING SYSTEM

The grades of "s" (satisfactory) and "U" (unsatisfactory) are
used in English 81. To pass English 81 a student must achieve
proficiency in each of the following areas: ;

1. 10 Classroom Quizzes (60% averaged proficiency required)

2. 10 Sentence Generating Exercises
(70% averaged proficiency required)

3. 10 Writing Lab Quizzes
(70% averaged proficiency required) -

4. Five pieces of polished writing: 2 paragraphs, 1 summary, -
2 essays (70% averaged proficiency required)

5. Writing Lab Comprehensive Exam (70% proficiency required)

6. Portfolio of selected writing (passing score required)
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GRADING: STANDARDS AND PRACTICE

1. Classroom Quizzes

The Quizzes component of English 81 is designed to accomplish a
number of things. First and foremost, it is intended to motivate
prompt and regular attendance. Students should be told on the
first day of class that beginning in week 2 (schedule must be
adjusted for 8-week summer sessions) and, except for week 7,
continuing through week 12 a series of 10 quizzes will be
administered to start the ¢lass. The instructor should determine
whether a quiz will occur at the start of the first class of the
week, or the second, or the third, and, to achieve the -desired
effect, the instructor should vary the administration schedule
from week to week. Students should know that there will be a
‘quiz each week but not the day of the week on which it will be
administered. Students must also know that missed quizzes may
not be made-up, regardless of the circumstances surrounding the
absence/lateness, and that students who miss more than 4 quizzes
will not pass the course, regardless of their performance in
other components of the course.

Students should understand that, in addition to motivating
attendance and promptness, the quizzes are intended to focus’
their attention on the work of the course. The quizzes are not
intended primarily to test knowledge or skill; instructors should
devise ways to show students that success in this portion of the
course requirement is available to them practically just for
showing up -- on time. '

A set of sample quizzes is appended to this syllabus.

2. Sentence Generation Exercises

English 81 requires that students complete 10 Sentence Generation
Exercises and achieve a 70% averaged proficiency. These weekly
exercises (10 sentences, of at least 10 words each, required for
each exercise) address the following topics:

1. identifying subjects and verbs
- 2. subject-verb agreement
3. verb tenses (simple)’
4.  verb tenses (perfect and progressive)
5. coordination
- 6. subordination
7. fragments and run-ons
8., Dpronoun case
9. ' punctuation
10. confused words

The Sentence Generation Exercises have several purposes:

» to reinforce and sharpen skills in standard written English,
and B
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» to require of students initiative, organization, and
perseverance, qualities essential to success in college.

The skills addressed by these exercises will be demonstrated and
practiced through drill each week in the Writing Lab. The
classroom instructor is expected to devote relatively little of
the lecture time to these exercises: 20-30 minutes each week to
introduce the next week's exercise and 30-40 minutes each week
to return the previous week's graded exercises.

Students are to complete the exercises outside of class and
submit them in a timely manner, with a penalty imposed for late
submission, but they are to regard them as only one part of the
course, and not the most important part. Students must be held
responsible for correctness in all written work. The
instructor's role is to require that students redo incorrect work
until it is correct, thereby heightening the students' sense of
responsibility for developing mechanically correct writing in all
their courses and personal endeavors.

The grammar component of the course should be the primary
emphasis in the Writing Lab, which will be providing instruction
on the Sentence Generation topics each week. Instructors should
not skip a week of exercises, nor should they delay introducing
the next topic for any reason, because the Writing Lab will be
moving on to the next topic with all sections of English 81.

The Sentence Generation Exercises are a great deal of work for
both the students and for the instructor. They are designed to
develop both discipline and perseverance. Developmental students
who become frustrated by being made to redo something that was
perhaps done carelessly in the first place will find it difficult
to survive the rigors of a microbiology or accounting course.

When marking/grading the Sentence Generation Exercises,
instructors should mark all errors in each sentence and not just
those items being tested. Credit (10% for each sentence) should
not be given until the sentence is completely correct and clear,
but students should be allowed to re-write/revise (these
exercises should not be word processed) correctly all sentences
that contain errors. Students should be allowed two chances to
improve their scores by revising the incorrect sentences within
two weeks of receiving them back from the instructor.

An example of marking/grading is as follows. Given the prompt,
"My ideal mate should be . , and "
if the student mis-copies "ideal” as "idea," and has no other
errors, the student must recopy the whole sentence correctly in
order to receive credit (10%) ~- no partial credit. Similarly,
if the student writes an interrogative sentence and uses a period
at the end, the error should be marked and the sentence redone.
All errors, no matter how minor, are cause for re~doing the whole
sentence.

A set of sample exercises is appended to this syllabus.
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3. Writing Lab Quizzes :

Students must achieve a 70% averaged proficiency on a series of
ten Writing Lab Quizzes. The quizzes will be directly related
to each week's topic for the Sentence Generation Exercises,. and
they will be administered during the second hour of each week's
Lab portion of the course. They will be graded by personnel in
the Lab, and scores will be reported to the classroom instructors
on a regular basis. The quizzes are not difficult, and students
who attend the Lab regularly and participate in the activity
should succeed. Students who do not attend the Lab regularly
and/or do not engage themselves in the activity, and thereby do
not achieve the required 70% average for this portion of the
course, should receive a grade of "U" for the course, regardless
of their performance in the lecture portion of the course.

4. Polished Writing

("Polished" essays refer to those essays that have been processed
through invention/discovery, draft, review [peer and instructor],
and revision. Polished essays have been edited and graded.

- Students in "English 81 must produce five pieces of polished
writing. A clear sense of audience and purpose, adequate
development, logical organization, and adherence to the standards
of written American English are essential to all successful
writing at the 81 level.

Students must produce a minimum of two polished paragraphs, one
summary and two essays, each of which will be reviewed by the
instructor in draft and which may be revised at least two times
within a two week period for higher a score. Instructors may
select from chapters 8 - 13 for kinds of paragraphs and from
chapters 7, 14, 15 for essays. Instructors may use the "Topics
for Writing" contained in the chapters. Topics for the summary
may be developed by the instructors.  These resources will
provide opportunities for idea generation through -class
discussions, journaling, and collaborative groups. The students
will submit their essays, which result from these activities, to
their groups for peer response. Through the processes of
revision and editing, students will refine their essays until
they achieve an average (for the five pieces of writing)
proficiency of 70%, based on the criteria printed in this
syllabus.

A suggested distribution of writing assignments for English 81
is as follows: '

Paragraph 1 -- 150 words

narrative of a personal experience or description of a
person or scene
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Paragraph 2 -~ 200 words
cause/effect or
comparison/contrast or
classification or
process analysis

Summary -- 250 words
a text that discusses a controversial issue

Essay 1 -- 450 words
based on prompts from Ch. 7, 14, or 15

Essay 2 -- 450 words
based on prompts from Ch. 7, 14, or 15

Pedagogical Considerations

It is now generally accepted that students in beginning writing
classes need to write as often as possible. To prepare students
for the writing demands of a college-level writing course, they
should be informed on the first day that they will be expected to
write something during each class meeting. the writing might be a
freewriting exercise, a writing skill exercise, a written reaction
to another student's paper, a summary of a reading assignment, or
a fast draft of a paragraph or an essay.

Some form of collaborative learning should be common to most
writing classrooms. Even the most basic writing class can make use
of small groups for discussion and peer review. In basic skills
Classes, peer groups are important for teaching students to work
together, learn from each other, and begin talking about their
writing. This process also helps students see how important it is
to read their papers aloud and to revise what they have written --
something that they may not be in the habit of doing.

Most groups work best with three to four students; sometimes it
is beneficial to have students work in pairs. Peer groups may be
designed as more or less permanent, or students may be permitted to
restructure their groups several times during the term. If groups
are assigned by the instructor, it is advisable to make them
representative of the range of ages and cultural backgrounds found
in the class. The instructor's role in the peer evaluation process
is important. The instructor must spend some time with each group
to make sure that they are working on the assignment and to help
them with the process. ’

Reading groups are effective when a formal activity such as the
following is followed:

» Ask students to write a journal entry, freewriting exercise,
or quiz in response to what they have read.

» Have students discuss their responses in their reading groups.



» Assign discussion questions and ask students to report on the
most important ideas that came up in their group.

» Build on the discussion that follows these reports; adding any
background information and commentary that might be important.

» List topics for writing that may emerge from the class
discussion.

The instructor must play an active part in directing class
discussions: restating students' ideas, affirming the significance
of those ideas, directing gquestions to students, synthesizing
ideas, and drawing conclusions. For successful reading or writing
groups, the following principles should be observed:

» Have students work in groups of three or four. In larger
groups of five or six, one or two students usually do all of
the talking. On the other hand, groups of two or even three
students may not have enough diversity of opinion to make the
discussion fruitful. '

» Make the students' task clear. If students are to discuss a
particular reading assignment, they must know which freewriting
exercise or discussion guestion they are responsible for. If
they are evaluating each other's papers, they should have a
list of questions or a checklist to follow.

» Have the groups choose a recorder who will list the major ideas
that emerge from the group's discussion.

» Let the students know how much time they should spend on each
task. This is particularly good advice for groups doing peer
review because they are more likely to work quickly and
efficiently when they know that they can spend only 20 - 30
minutes on each paper.

» The read-around is an effective activity for sharing students'
writing. For this exercise, have students get into groups of
four or five and pass their written assignment to the student
on their right. Ask them to read the paper that was passed to

‘them and keep reading and passing papers until all have been
read. Students should then discuss what they liked about each
paper, select the best one or two papers, and discuss what they
would like to change in their own writing. e

It is important to meet with students several times during the
semester to discuss specific papers and the student's progress in
the course, Such meetings put students at  ease and give
instructors a chance to clear up questions, discuss problems, and
suggest supplemental work.

The use of journals is discussed at length in the text and is
generally beneficial in developing critical thinking skills.
Additionally, students can use journals to freewrite about topics
they might later develop into formal essays. It is a good idea to
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ask volunteers to read their Jjournal entries to the class,
particularly at the start of the semester when students might be
confused about what they are supposed to write in their journals.

GRADING CRITERIA FOR POLISHED WRITING

In order to receive a grade, the writing should be typed (word
processed) and submitted along with the invention/discovery work,
the rough drafts, and peer reviews.

In their polished writings students should discuss subjects at a
level appropriate to college writing. (A graphic description of
"The First Time I Had Sex" might be an example of an inappropriate
subject. One of the purposes of the peer/instructor reviews of
rough drafts is to assure an appropriate subject.) Papers which
are not appropriate for a mature, reasonably intelligent audience
should be returned without a grade for total revision.

Instructors should respond to polished writing with the goal of
guiding students to improve their writing. Instructors should
‘'offer comments and make reference to the handbook and other

resources that can help students improve, revise, rewrite, or
correct their work.

When grading the polished writing, instructors should consider the
following as strengths and weaknesses in writing skills:

Purpose
Strengths:

A clear statement of the purpose presenfed early in the paper,
a statement which gives direction to the whole piece of writing.

Reminders of the purpose at strategic points during the eséay,
especially in the conclusion. -

A clear statement of purpose held until the end of the paper when
its earlier presentation would be less effective (as in the
persuasive essay which may benefit from the evidence being
presented before the purpose is revealed).

Weaknesses:

A contradiction of the stated purpose of the paper.

A change or abandonment of the stated purpose of the paper.

No clear statement of purpose anywhere in the paper.

A one-sentence introductory paragraph.
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