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Hello IOSS!

* Welcome and thank you for having me!

e communitycollegedata.com and @ccollegedata
(see the Resources page for PDF of this PPT)

* You are very important people; you have an exponential
effect on the lives of thousands of students, the economy,
the country, and the world

* Keep up your crucial work even if it seems too difficult
sometimes; this presentation may help you in this



“How to Keep the Coronavirus at Bay Indoors”
(Mandavilli, 2020).

* An analogy of postsecondary education and the
importance of a holistic approach during the pandemic:

“But ‘the conversation on risk reduction is beyond
ventilation,” said Joseph Allen, an expert on building
safety at the Harvard T.H. Chan School of Public Health.
‘It’s a layered defense approach where no one strategy

in and of itself is sufficient, but collectively they can
reduce risk’” (para. 12).



False Narratives Drive Reforms

* The best approach we can take to help at-risk students
succeed in college is similar to the comprehensive
approach necessary to address the pandemic

* Today we will discuss several false narratives that are

driving postsecondary reforms that can

e harmful

e Then we will discuss the data associatec

with them

* Finally, we will talk about what the narrative could be
and how to achieve more holistic reform



False Narratives Drive Reforms

* An anecdote is powerful

* Data quote: “The plural of anecdote is not data”
(apparently a misquote of R. Wolfinger, but it is still true)

* Once narratives are repeated, it is difficult to counteract
them; they sound true due to repetition bias

* Regardless of the discipline, anecdotes cause people to
act in ways that may not actually be helpful



False Narrative:

“Students get bored or
frustrated in
developmental education

and drop out”



False Narrative:
“Students get bored/frustrated and drop out”

* A common narrative in developmental education or
remediation is that students get bored and drop out

* This narrative has been repeated so many times that
many people believe it automatically and intuitively

* Here are some quotes that demonstrate this over time

* There are far more quotes in other articles online; this is
just a sample:



False Narrative:
“Students get bored/frustrated and drop out”

* Hechinger Report article (Marcus, 2012).:

“The studies, both by the Community College Research Center
[CCRC] at Teachers College, Columbia University, found that as
many as a third of students sidetracked into remedial classes
because of their scores on standardized tests would have earned a
B or better if they had simply proceeded directly to college-level
courses....More than 75 percent never graduate—in many cases,
the researchers say, because they drop out from boredom and
frustration [emphasis added]” (para. 2—4).



False Narrative:
“Students get bored/frustrated and drop out”

* New York Times article (Hanford, 2017).:

“Moderately or strongly prepared students were more likely
to get a bachelor’s degree if they skipped remediation
altogether and went straight to college-level classes. Why?
Researchers aren’t sure, but they suspect that many
students assigned to remedial education, which costs
money but doesn’t count for credit, get frustrated and give
up on college [emphasis added]” (para. 5-6).



False Narrative:
“Students get bored/frustrated and drop out”

* A book based on a survey of 169 remedial classes in
California started this narrative (Grubb, 2013)::

“The fact that [conventional approaches] are both
uninspiring and in violation of the precepts for high-
quality teaching [emphasis added] presented in chapter
1 highlights the need to search for alternatives” (p. 75).



What Do the Data Say?
“Students get bored/frustrated and drop out”

* As many of you have experienced, some students do
indeed get bored or frustrated

* A few may even drop out of college because of this

* However, first, it is not just a problem in developmental
education courses; it is a problem for all college students
(Grubb’s study never observed college-level courses)

* Most importantly, boredom or frustration with classes is
one of the least common reasons why students drop out



“With Their Whole Lives Ahead of Them” (2011).

With Their Whole Lives
Ahead of Them

Myths and Realities About Why So Many Students Fail to Finish College

Copyright A. Goudas 2020



“With Their Whole Lives Ahead of Them” (2011).
MYTH AND REALITY NO. 1

MYTH NO. 1: Most students go to college full-time. |f they leave without a degree, it's because
they're bored with their classes and don't want to work hard.

REALITY NO. 1: Most students |leave college because they are working to support
themselves and going to school at the same time. At some point, the stress of work and
study just becomes too difficult.

The number one reason students give for leaving school In contrast, nearly half of those who graduated

is the fact that they had to work and go to school at the (48 percent) say this statement doesn’t describe their
same time and, despite their best efforts, the stress of first year in school at all.'?

trying to do both eventually took its toll. More than half

of those who left higher ed before completing a degree or Few former students say they left college because they

a certificate say that the “need to work and make money” were bored or found that college “just isnt for them.”
while attending classes is the major reason they left. Only about 1 in 10 students who have left college say
Balancing work and school was an even bigger barrier a major reason they quit was that they didn't like sitting
than finding money for tuition. Those who dropped out in class or thought the classes were too difficult.

are almost twice as likely to cite problems juggling work

and school as their main problem as they are to blame \WORK ISTHETOP REASON YOUNG

tuition bills (54 percent to 31 percent). ADULTS GIVE FOR NOT RETURNING Copyright A. Goudas 2020
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CA Community College Study (Zhai & Monzon, 2001).

Table 8. Withdrawal Reasons by Type of Withdrawals

Applied not enrolled* Withdrew* Not persistent*
-Financial difficulties -Conflict with work -Transferred to another
(22.8%). schedule (31.0%). school (28.5%).
-Conflict with work
~-Conflict with work -Personal reasons schedule (19.2%).
schedule (22.3%). (21.1%).
-Course scheduling
Reasons for leaving -Enrolled at another -Parking issues (16.5%). | issues (10.7%).
(survey results) school (21.8%).
-Family obligations -Personal reasons
-Courses were not (16.0%). (10.7%).
available (14.5%).
-Financial difficulties -Completed educational
-Family obligations (14.5%). goal (10.7%).
(11.4%).
-Dissatisfaction with
instruction (14.3%).

*General population - total student population.
Applied not enrolled - students who filed an application but did not enroll in any classes.

Withdrew - students who withdrew from all classes during a semester.
Not persistent - studenis who did not return in the following semester.

Copyright A. Goudas 2020



CCRC Study on Early Dropouts (Crosta, 2013)..

/

Older
students
have time
and financial
constraints

Findings

Age

Perhaps the most notable demographic difference between early .
dropouts and early persisters is that early dropouts were older.
Early dropouts in our sample were about twice as likely to have 60
started college at or after age 27. The average starting age for early
dropouts was 27; for early persisters, it was 22.

Older students face substantial challenges. Compared with younger =

students, they are more likely to be married, working, have children.
Older students thus have tighter time and financial constraints.

o

49%

72%

Age=19

Age Upon Entry to College

18%

Age 20-26

. Early Dropouts

. Early Persisters

Financial Aid and Socioeconomic Status

Early dropouts in our sample were about 40 percent less likely than early
persisters to receive financial aid or a Pell award in their first term of study. This
finding also reflects age differences, as older students were less likely to receive
federal financial support than traditional-age students.

Early dropouts and early persisters did not differ on a socioeconomic status index
generated from the characteristics of their census block groups. Yet the early
dropouts’ lower likelihood of receiving financial aid may suggest that they were of
higher socioeconomic status. Itis also possible that early dropouts were less likely
to fill out the paperwork required to receive aid, possibly because they enrolled in
fewer courses. On average, while early persisters took 10 credits in the first term,
early dropouts took 7.3 credits.

Financial Aid Receipt

35
30
25
20
186
10

33%

Received
Financial Aid

. Early Dropouts

. Early Persisters

25%

Received
Pell Aid
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Why Students Drop Out (“A Matter of Degrees,” 2012)..

Student and Faculty Views: What Stands between Students and Their Aspirations

CCSSE and CCFSSE data indicate that many faculty are more likely than students to believe that various circumstances, including working full-time, caring
for dependents, or being academically underprepared, would be likely causes for students to withdraw from classes or college.

How likely is it that the following issues would cause you How likely is it that the following issues would cause students
to withdraw from class or this college? to withdraw from class or this college?
Students responding likely or very likely Faculty responding likely or very likely

Working full-time (N=434,142) Working full-time (N=35,245)

81%

BN - Financial

Caring for dependents (N=433,003) H
28% constraints

Caring for dependents (N=35,163)
73%

Being academically unprepared (N=431,316) Being academically unprepared (N=35,217)

19% I 5
Lacking finances (N=432,734) Lacking finances (N=35,745)
49% 13%
| | | ] | ]
0% 25% 50% 75% 100% 0% 25% 50% 75% 100% Copyright

A. Goudas
Source: 2011 CCSSE Cohort data. Source: 2011 CCFSSE Cohort data. 2020



What Do the Data Say?
“Students get bored/frustrated and drop out”

e Financial stress is the most common cause for students
not enrolling, withdrawing, stopping out, and not

returning to co

* This is especial

finances” and “

lege

y true if the categories of “lacking
working full time” are combined; both are

a result of problems with money

* An obsessive focus on boredom and frustration
narratives distracts practitioners from the primary issue



False Narrative:

“Remediation is a
barrier or
ineffective”



False Narrative:
“Remediation is a barrier or ineffective”

* Before almost all recent reforms had been implemented,
CCRC’s Bailey et al. (2009)s had come to the conclusion
that remediation was ineffective

* Here is a sample of the research and news articles that
have repeated the terms barrier or ineffective when
referring to remediation and developmental education:



False Narrative:
“Remediation is a barrier or ineffective”

* Bailey et al., (2010):

“Given the confusion and ineffectiveness of the
developmental system, one possible objective would
be to reduce the length of time before a student can
start college courses—to accelerate the remediation
process” (p. 28).



False Narrative:
“Remediation is a barrier or ineffective”

 Scott-Clayton & Rodriguez (2012).; article is entitled,
“Development, Discouragement, or Diversion? New
Evidence on the Effects of College Remediation”:

“The primary effect of remediation appears to be
diversionary: students simply take remedial courses
instead of college-level courses. These diversionary
effects are largest for the lowest-risk students”

(abstract).



False Narrative:
“Remediation is a barrier or ineffective”

* Scott-Clayton & Rodriguez (2012).:

“Remedial education, or ‘developmental’ education as it
is called in the field, may be the most widespread and
costly intervention aimed at addressing a perceived
lack of preparation [emphasis added] among incoming

college students” (p. 1).



False Narrative:
“Remediation is a barrier or ineffective”

* CCRC Research Overview on Dev Ed (Jaggars & Stacey,
2014).: (a compilation of all research they chose to
consider):

“Research evidence suggests that, for the most part, the
traditional system of developmental education is not
achieving its intended purpose: to improve outcomes
for underprepared students” (p. 5).



False Narrative:
“Remediation is a barrier or ineffective”

* A book based on a survey of 169 remedial classes in
California helped start this narrative (Grubb, 2013)s:

“We have sought out innovations that are departures
from the remedial pedagogy described in chapter 3, an
instructional approach that violates so many of the
precepts for effective instruction that we assume it to

be relatively ineffective [emphasis added]” (p. 75).



False Narrative:
“Remediation is a barrier or ineffective”

* Redesigning America’s Community Colleges (Bailey et al.,
2015»2

“The current system of developmental education is
hampered by inadequate placement information,
lengthy prerequisite sequences, and, in many cases,
uninspiring instruction [emphasis added]. As a result,
most students who enter [DE] never successfully
emerge from it...” (pp. 14-15).



False Narrative:
“Remediation is a barrier or ineffective”

 American Public Media (Hanford, 2016)s:

“...the nation's increasingly cumbersome problem with
developmental education, a system that is intended to
give students a better shot at succeeding in college but
which, according to mounting evidence, is costing
students time and money and actually preventing some
of them from getting degrees [emphasis added]” (para.
9).



What Do the Data Say?
“Remediation is a barrier or ineffective”

* Chen (2016); used a sample size of about 9000 students,
half of which were remedial students (tracked from
2003-2009, same starting year as Bailey et al., 2010);

* Chen divided remedial students into three groups:
completers, partial completers, and noncompleters

* Chen has been the only researcher to view remedial
students in this way; this is a type of bias in research:

If you ask a different question,
you get a different answer from the data



“Remedial Coursetaking” (Chen, 2016)
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What Do the Data Say?
“Remediation is a barrier or ineffective”

* Forty-nine percent (49%) of all remedial students in

C
T

nen’s sample completed all their remedial courses

nese students went on to graduate at a higher rate than

nonremedial students after six years:

* Nonremedial student graduation rate: 39%

* Remedial completer graduation rate: 43%

* Overall remedial graduation rate: 33%



What Do the Data Say?
“Remediation is a barrier or ineffective”
* These students participated in traditional remediation

* These students were sampled before any of the latest
reforms changed the landscape

* The sample came from the same time as the Bailey et al.
(2010); ATD study (analytic sample cohort started 2003)

* Chen (2016): results directly contradict CCRC’s claims

* Bailey et al. (2010), only tracked ATD students for three
vears and included non-enrollees



What Do the Data Say?
“Remediation is a barrier or ineffective”

* Therefore, traditional remediation has been working for
a large proportion (half) of students

* This means it cannot really be considered a barrier
* |t also means it would be unwise to eliminate it entirely

* As we will discuss, research in holistic reform (ASAP).;
has demonstrated that prerequisite remediation can be
included in a model that can double graduation rates



What Do the Data Say?
“Remediation is a barrier or ineffective”

* Harvard research into TN coreqgs (Kane et al., 2020):::

“Our findings also suggest that the role of remedial course
requirements as a cause of low completion rates has been
overstated. Prerequisite remediation is neither the major
cause of low completion (as many of its critics have
argued) nor a major solution for students with weak math
skills” (para. 9).



False Narrative:

“Corequisites are the
answer to
remediation”



False Narrative:
“Corequisites are the answer to remediation”

* Again, before almost all recent reforms had been
implemented, CCRC’s Bailey et al. (2009)s had come to
the conclusion that remediation was ineffective

* CCRC (Bailey et al., 2010), proposed a solution:

“Given the confusion and ineffectiveness of the
developmental system, one possible objective would be
to reduce the length of time before a student can start
college courses—to accelerate the remediation
process” (p. 6).



False Narrative:
“Corequisites are the answer to remediation”

* CCRC studied ALP and concluded it was an effective
model to promote (Cho et al., 2012)::

* Then interest groups heavily promoted the corequisite
model (“Remediation: Higher Education’s Bridge to
Nowhere,” 2012).

* Due to well-funded interest groups, many state systems
have mandated most or all remedial courses be
transformed into corequisites (Goudas, 2019).



False Narrative:
“Corequisites are the answer to remediation”

* Proponents of remedial reform believe that this model
will accelerate students without harm and increase
graduation rates

* Recent research by CCRC demonstrates there has been
little or no long-term positive impact on the one metric
corequisites were designed to improve: completion



What Do the Data Say?
“Corequisites are the answer to remediation”

* CCRC’s most recent study on corequisites from all 13
two-year colleges in Tennessee (Ran & Lin, 2019).s:

“The positive effects of corequisite remediation
compared with prerequisite remediation in math were
largely driven by efforts to guide students to take math
courses alighed with the requirements for their
program rather than placing most students into the
algebra-calculus track by default, as has been the
standard practice” (abstract).



What Do the Data Say?
“Corequisites are the answer to remediation”

* CCRC’s most recent study on corequisites from all 13
two-year colleges in Tennessee (Ran & Lin, 2019).s:

“We found no significant impacts of placement into
corequisite remediation on enrollment persistence,
transfer to a four-year college, or degree completion.
This suggests that corequisite reforms, though effective
in helping students pass college-level math and English,
are not sufficient to improve college completion rates
overall” (abstract).



What Do the Data Say?
“Corequisites are the answer to remediation”

* |nitial research into corequisites is flawed due to

selection bias, low numbers, and other methodological
problems (Cho et al., 2012:; Goudas, 2019..)

* Once it is scaled up, the most recent and best evidence
suggests a small improvement in gateway course pass
rates; for math, almost all the gains came from the

switch to statistics and not the corequisite model (Ran &
Lin, 2019, p. 27):s

* CCRC researchers have acknowledged this limitation



What Do the Data Say?
“Corequisites are the answer to remediation”

* CCRC'’s conclusions on recent popular reforms, including
corequisites (Jaggars & Bickerstaff, 2018).s:

“Research suggests that the most popular reform
models (including multiple measures assessment and

placement, math pathways, and the co-requisite
approach) will indeed improve students’ rate of success
in college-level math and English, but they are unlikely
to substantially improve graduation rates” (p. 496).



So what
should
the narrative be?



New Narrative:
“Holistic problems
require
holistic solutions”



Holistic Problems Require Holistic Solutions

* We now know that support for at-risk students needs to
be well-funded and sustained for almost their entire
time at college

* At-risk students in college face what | call a long-term

Support Gap



Students who
have had
support their

entire lives and
continue to get
support in
college

Students with

inconsistent or
no support

100

80

20

Model of the Probability of
Graduating College by Support Level

College
Support
Gap

2 3 4 5 6

Support H No Support
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Holistic Problems Require Holistic Solutions

* Harvard researchers’ conclusions after assessing all
interventions in Tennessee (Kane et al., 2020):::

“Many students are emerging from high school without the skills
traditionally expected for college-level course work. In order to reach
ambitious goals for increasing degree completion among their
residents, many states are rethinking their remediation requirements.
Our analysis shows that boosting degree completion will require a
more effective model of math remediation—either in high school or
college—or the elimination of other barriers to completion, such as

inadequate advising or the level of math required in gateway college
courses” (para. 34).



Holistic Problems Require Holistic Solutions:
Accelerated Study in Associate Programs (ASAP)

* CUNY ASAP comprehensiveness (Scrivener, 2015).,
* Dev Ed courses first
* Full time
* Block scheduling
* Learning communities for first year
e Group advising sessions every week (60-80 caseload)
* Meetings with adviser at least twice per month
* Mandatory tutoring
* Career specialist meeting once per semester




Holistic Problems Require Holistic Solutions:
Accelerated Study in Associate Programs (ASAP)

* CUNY ASAP comprehensiveness (Scrivener, 2015).,
* Tuition waiver
* Free MetroCards
* Free books
* Free social events
* Consistent and repeated messages
* Original out of pocket costs for institution are about S5K-S7K
more per student per year
* Good model for “free community college” discussion




Holistic Problems Require Holistic Solutions:
Accelerated Study in Associate Programs (ASAP)

* Dev Ed ASAP results:
* 896 students in original total sample
*44% Hispanic, 34% Black, 10% White, 8% Asian
* Increased credits over control group by 25%
* Increased retention second semester (80 to 90%)



Holistic Problems Require Holistic Solutions:
Accelerated Study in Associate Programs (ASAP)

* Dev Ed ASAP graduation rates after 3 years (newer
results):

* Control Group (no ASAP): 21%

* ASAP Intervention Group: 48%



Holistic Problems Require Holistic Solutions:
Accelerated Study in Associate Programs (ASAP)

* Non Dev Ed ASAP graduation rates after 3 years (newer
results):

* Control Group (no ASAP): 29%

* ASAP Intervention Group: 60%

* Three community colleges in Ohio are starting this
program; others looking into it; in fact, some replication
results are in:



Holistic Problems Require Holistic Solutions:
Replication of ASAP in Ohio (Miller et al., 2020).

*VVery recent research shows 74% of both intervention
and control groups in ASAP study were students who
required remedial coursework

* The graduation rates after 3 years:
* Control Group (no ASAP): 19%

* ASAP Intervention Group: 35%

e Cost per student per year is $2,000 to $2,700 per
student per year, depending on how it is calculated



Spectrum Thinking

What is Spectrum Thinking?

It is a process to identify effective reforms; assess them
according to research and institutional resources; place
them on a spectrum; and move toward implementing

as many of them as possible in a way that supports
existing initiatives and integrates them with new ones



Applying Spectrum Thinking

* How to apply Spectrum Thinking:
* Find: Components that work (see research)
* Ask: What are we already doing well now?

* Ask: What components can we add in a thoughtful
and well-supported way?

* Place: Existing and desired aspects on a spectrum
* Integrate: Combine new initiatives with existing

* Goal: Always integrated, holistic reform, one step at
a time; now let’s apply this to ASAP:



or ADVISING
TRANSP.

ADVISOR-
STUDENT

BLOCK
SCHEDULE

POSITIVE
MESSAGES

TUITION

WAIVER CAREER
EXPERTS
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Applying Spectrum Thinking: ASAP

SPECTRUM OF PIECEMEAL TO HOLISTIC: ALL COMPONENTS EQUAL

Holistic and Integrated Piecemeal

90% 80% 70% 60% 50% 40% 30% 20%




Applying Spectrum Thinking: ASAP

SPECTRUM OF PIECEMEAL TO HOLISTIC: ALL COMPONENTS EQUAL

Holistic and Integrated Piecemeal

90% 80% 70% 60% 50% 40% 30% 20%




Applying Spectrum Thinking: ASAP

SPECTRUM OF PIECEMEAL TO HOLISTIC: ALL COMPONENTS EQUAL

Holistic and Integrated Piecemeal

20%

90%

80% 30%

70% 60% 50% 40%
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Holistic Problems Require Holistic Solutions

* The intractable problems students and institutions face
cannot be reduced to a simple narrative of boredom and
frustration, a magic pill, or a barrier

* The education pipeline is extremely complicated

*| also recommend applying the Anna Karenina Principle:

All happy families are alike;
each unhappy family is unhappy in its own way
(Tolstoy, 1878)29



Thank you!
Keep up the good work!

References below and more reading available:

communitycollegedata.com
alexmgoudas@gmail.com

Follow me on @ccollegedata

(Sources and links on subsequent pages)



10.

11.

12.

13.

14.

15.

References
Mandavilli, A. (2020, September 27). How to Keep the Coronavirus at Bay Indoors. The New York Times. https://www.nytimes.com/2020/09/27/health/coronavirus-
transmission-indoors.html
Marcus, J. (2012, February 29). Many college students could skip remedial classes, studies find. The Hechinger Report. https://hechingerreport.org/many-college-students-
could-skip-remedial-classes-studies-find/
Field, K. (2019, January 15). Minnesota has a persistent higher-ed gap: Are new efforts making a difference? The Hechinger Report. https://hechingerreport.org/minnesota-
has-a-persistent-higher-ed-gap-are-new-efforts-making-a-difference/
Hanford, E. (2017, February 3). Trying to solve a bigger math problem. The New York Times. https://www.nytimes.com/2017/02/03/education/edlife/accuplacer-placement-
test-math-algebra.html
Hanford, E. (2016, August 18). Stuck at square one: College students increasingly caught in remedial education trap. American Public Media.
https://www.apmreports.org/story/2016/08/18/remedial-education-trap
Bailey, T. R., Jeong, D. W., & Cho, S. W. (2009). Referral, enrollment and completion in developmental education sequences in community colleges (CCRC Working Paper No. 15).
New York, NY: Columbia University, Teachers College, Community College Research Center. http://ccrc.tc.columbia.edu/media/k2/attachments/referral-enrollment-
completion-developmental V2.pdf
Bailey, T. R., Jeong, D. W., & Cho, S. W. (2010). Referral, enrollment and completion in developmental education sequences in community colleges. Economics of
Education Review, 29(2), 255-270. https://doi.org/10.1016/j.econedurev.2009.09.002
Grubb, W. N. (2013). Basic skills education in community colleges: Inside and outside of classrooms. Routledge.
Johnson, J., Rochkind, J., Ott, A. N., & DuPont, S. (2011). With their whole lives ahead of them: Myths and realities about why so many students fail to finish college. San
Francisco: Public Agenda. https://files.eric.ed.gov/fulltext/ED507432.pdf
Zhai, L., & Monzon, R. (2001, November 14-16 ). Community college student retention: Student characteristics and withdrawal reasons [Paper presentation]. Annual Meeting
of the California Association for Institutional Research, Sacramento, CA, United States. https://files.eric.ed.gov/fulltext/ED473676.pdf
Crosta, P. M. (2013). Characteristics of early community college dropouts (CCRC Analytics). New York, NY: Community College Research Center, Columbia University, Teachers
College. https://ccrc.tc.columbia.edu/media/k2/attachments/early-community-college-dropouts.pdf
A matter of degrees: Promising practices for community college student success (a first look). (2012). Austin, TX: Center for Community College Student Engagement, The
University of Texas at Austin, Community College Leadership Program. https://www.ccsse.org/docs/Matter of Degrees.pdf
Cho, S. W., Kopko, E., Jenkins, D., & Jaggars, S. S. (2012). New evidence of success for community college remedial English students: Tracking the outcomes of students in the
Accelerated Learning Program (ALP) (CCRC Working Paper No. 53). New York, NY: Columbia University, Teachers College, Community College Research
Center. http://ccrc.tc.columbia.edu/media/k2/attachments/ccbc-alp-student-outcomes-follow-up.pdf
Remediation: Higher education’s bridge to nowhere. (2012). Seattle, WA: Bill & Melinda Gates Foundation and Complete College America.
https://postsecondary.gatesfoundation.org/wp-content/uploads/2014/10/CCA-Remediation-Bridge-to-No-Where.pdf
Jenkins, D., Speroni, C., Belfield, C., Jaggars, S., & Edgecombe, N. (2010). A model for accelerating academic success of community college remedial English students: Is the
accelerated learning program (ALP) effective and affordable? (CCRC Working Paper No. 21). New York, NY: Columbia University, Teachers College, Community College Research
Center. https://files.eric.ed.gov/fulltext/ED512398.pdf

Copyright A. Goudas 2020


https://www.nytimes.com/2020/09/27/health/coronavirus-transmission-indoors.html
https://hechingerreport.org/many-college-students-could-skip-remedial-classes-studies-find/
https://hechingerreport.org/minnesota-has-a-persistent-higher-ed-gap-are-new-efforts-making-a-difference/
https://www.nytimes.com/2017/02/03/education/edlife/accuplacer-placement-test-math-algebra.html
https://www.apmreports.org/story/2016/08/18/remedial-education-trap
http://ccrc.tc.columbia.edu/media/k2/attachments/referral-enrollment-completion-developmental_V2.pdf
https://doi.org/10.1016/j.econedurev.2009.09.002
https://files.eric.ed.gov/fulltext/ED507432.pdf
https://files.eric.ed.gov/fulltext/ED473676.pdf
https://ccrc.tc.columbia.edu/media/k2/attachments/early-community-college-dropouts.pdf
https://www.ccsse.org/docs/Matter_of_Degrees.pdf
http://ccrc.tc.columbia.edu/media/k2/attachments/ccbc-alp-student-outcomes-follow-up.pdf
https://postsecondary.gatesfoundation.org/wp-content/uploads/2014/10/CCA-Remediation-Bridge-to-No-Where.pdf
https://files.eric.ed.gov/fulltext/ED512398.pdf

16.

17.
18.

19.

20.

21.

22.

23.

24.

25.

26.

27.

28.

29.
30.

31.

Edgecombe, N. (2011). Accelerating the academic achievement of students referred to developmental education (CCRC Working Paper No. 30). New York, NY: Columbia
University, Teachers College, Community College Research Center. http://ccrc.tc.columbia.edu/media/k2/attachments/accelerating-academic-achievement-students.pdf
Hughes, K. L., & Scott-Clayton, J. (2011). Assessing developmental assessment in community colleges. Community College Review, 39(4), 327-351.

Scott-Clayton, J., Crosta, P. M., & Belfield, C. R. (2014). Improving the targeting of treatment: Evidence from college remediation. Educational Evaluation and Policy
Analysis, 36(3), 371-393. https://doi.org/10.3102/0162373713517935

Scott-Clayton, J., & Rodriguez, O. (2012). Development, discouragement, or diversion? New evidence on the effects of college remediation (NBER Working Paper No. 18328).
Cambridge, MA: National Bureau of Economic Research. http://www.nber.org/papers/w18328.pdf

Edgecombe, N., Baker, E. D., & Bailey, T. R. (2013). Acceleration through a holistic support model: An implementation and outcomes analysis of FastStart@CCD. New York, NY:
Columbia University, Teachers College, Community College Research Center. http://files.eric.ed.gov/fulltext/ED539910.pdf

Jaggars, S. S., & Stacey, G. W. (2014). What we know about developmental education outcomes. New York, NY: Columbia University, Teachers College, Community College
Research Center. http://ccrc.tc.columbia.edu/media/k2/attachments/what-we-know-about-developmental-education-outcomes.pdf

Bailey, T. R., Jaggars, S. S., & Jenkins, D. (2015). Redesigning America’s community colleges: A clearer path to student success. Harvard Press.
https://ccrc.tc.columbia.edu/publications/redesigning-americas-community-colleges.html

Chen, X. (2016). Remedial coursetaking at U.S. public 2- and 4-Year institutions: Scope, experiences, and outcomes (NCES 2016-405). U.S. Department of Education.
Washington, DC: National Center for Education Statistics. https://nces.ed.gov/pubs2016/2016405.pdf

Goudas, A. M. (2019). The corequisite model: Origins, evolution, data, and net effects. National Organization for Student Success Practitioner to Practitioner, 10(1), 3—10.
https://thenoss.org/resources/Documents/NOSS%20Practitioner/NOSS%20Practitioner%20t0%20Practitioner%20Winter%202019%20first.pdf

Ran, F. X., & Lin, Y. (2019). The effects of corequisite remediation: Evidence from a statewide reform in Tennessee (CCRC Working Paper No. 115). New York, NY: Columbia
University, Teachers College, Community College Research Center. https://ccrc.tc.columbia.edu/media/k2/attachments/effects-corequisite-remediation-tennessee.pdf
Jaggars, S. S., & Bickerstaff, S. (2018). Chapter 10: Developmental education: The evolution of research and reform. In M. B. Paulsen (Ed.), Higher education: Handbook of
theory and research (pp. 469-503). New York, NY: Springer International Publishing.

Scrivener, S., Weiss, M. J., Ratledge, A., Rudd, T., Sommo, C., & Fresques, H. (2015). Doubling graduation rates: Three-year effects of CUNY’s Accelerated Study in Associate
Programs (ASAP) for developmental education students. New York, NY: MDRC. http://www.mdrc.org/sites/default/files/doubling graduation rates fr.pdf

Miller, C., Headlam, C., Manno, M., & Cullinan, D. (2020). Increasing community college graduation rates with a proven model: Three-year results from the Accelerated Study in

Associate Programs (ASAP) Ohio demonstration. New York, NY: MDRC. https://www.mdrc.org/sites/default/files/ASAP_OH 3yr Impact Report 1.pdf

Tolstoy, L. (1961). Anna Karenina (D. Magarshack, Trans.). New American Library.

Duckworth, A. L., & Yeager, D. S. (2015). Measurement matters: Assessing personal qualities other than cognitive ability for educational purposes. Educational
Researcher, 44(4), 237-251. http://journals.sagepub.com/doi/pdf/10.3102/0013189X15584327

Kane, T. J., Boatman, A., Kozakowski, W., Bennett, C., Hitch, R., & Weisenfeld, D. (2020). Is college remediation a barrier or a boost? Education Next, 20(2).
https://www.educationnext.org/college-remediation-barrier-boost-evidence-from-tennessee/

Copyright A. Goudas 2020


http://ccrc.tc.columbia.edu/media/k2/attachments/accelerating-academic-achievement-students.pdf
https://doi.org/10.3102/0162373713517935
http://www.nber.org/papers/w18328.pdf
http://files.eric.ed.gov/fulltext/ED539910.pdf
http://ccrc.tc.columbia.edu/media/k2/attachments/what-we-know-about-developmental-education-outcomes.pdf
https://ccrc.tc.columbia.edu/publications/redesigning-americas-community-colleges.html
https://nces.ed.gov/pubs2016/2016405.pdf
https://thenoss.org/resources/Documents/NOSS%20Practitioner/NOSS%20Practitioner%20to%20Practitioner%20Winter%202019%20first.pdf
https://ccrc.tc.columbia.edu/media/k2/attachments/effects-corequisite-remediation-tennessee.pdf
http://www.mdrc.org/sites/default/files/doubling_graduation_rates_fr.pdf
https://www.mdrc.org/sites/default/files/ASAP_OH_3yr_Impact_Report_1.pdf
http://journals.sagepub.com/doi/pdf/10.3102/0013189X15584327
https://www.educationnext.org/college-remediation-barrier-boost-evidence-from-tennessee/

Copyright A. Goudas 2020



