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•  Rebounding students, on probation from a university 

or seeking to improve low GPAs, may enroll in online 

or on-campus courses at community colleges.

•  Students sometimes seek to accelerate 

their programs of study by taking courses from 

community colleges in the summertime near home.

•  Scheduling convenience. Most students, even 

at four-year universities, hold jobs for twenty 

or more hours a week in addition to attending 

classes. Online courses from multiple institutions 

and community college courses provide additional 

scheduling options.

•  Special programs, such as semesters abroad or 

coursework not required by a degree program (e.g., 

a Business major seeking simultaneous computer 

networking certifi cation).

 When it comes time to consider how trends like 

this may be impacting your college and your students 

over the next few years, it may be useful to take a 

look at both the national picture and your own, more 

local data. For example:

Nationally
In 2005 the Society for College and University 

Planning reported that the majority of undergraduate 

students (59 percent) attended more than one 

college either through transfer or simultaneous 

enrollment. 60 percent of students who started in 

community colleges transferred at least once, taking 

an average of eight years to fi nish their bachelor’s 

degrees. 28 percent of all students who started 

in four-year institutions, whether public or private, 

transferred or enrolled simultaneously in two colleges. 

Locally
In a typical semester, about 27% of the students at 

my college have already attended another college 

at some point in their academic careers. They may 

have attended another community college. They 

may be returning from or simultaneously enrolled in 

a university, or they may have actually completed 

a degree already. Do you know how many of the 

students at your institution have been “swirling” or 

“double-dipping?” If it is a large number, what might 

this mean for the way you recruit, admit, register and 

provide new student orientation for them? What might 

it mean for faculty in your classrooms and tutors in 

your labs?

Implications for College Leaders
There are many important implications of these 

changing attendance patterns for leaders in higher 

education and the colleges we serve. If we are to 

successfully reach and teach our “episodic students” 

we need the following:

•  Better systems of tracking students, documenting 

their educational experiences, and advising them as 

their educational portfolio changes.

•  More and better communication and systems of 

transfer among community colleges and four-year 

colleges and universities.

•  Better methods of predicting and meeting student 

course scheduling needs.

T R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O N
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 “Shift” is happening all around us all the time, 

though the pace of change often seems to be 

accelerating. And as an organizational leader, just 

how do you accurately plan for the future when it 

keeps arriving more and more quickly? How do you 

develop strategic plans, divisional or departmental 

goals for the next year or two or three knowing that 

so much will be different by the time the ink dries? It’s 

not always easy.

 The famous professor, author, and management 

guru Peter Drucker was a gifted seer himself, 

predicting the rise of the “knowledge economy” 

during the 1950s and the threat to traditional 

colleges and universities from satellites and the 

Internet in the 1970s. Yet even Drucker proclaimed 

that, “Trying to predict the future is like trying to drive 

down a country road at night with no lights while 

looking out the back window.” 

 Still, if you’re going to make plans for tomorrow and 

the days that follow it helps to know what you might 

be planning for. So at the risk of driving off the road 

or stepping in some “shift,” here are some important 

trends shaping community college education that we 

should all be mindful of as we plan for our programs, 

departments, and colleges. 

TREND 1: SWIRLING AND 

DOUBLE-DIPPING

What is it?
The notion that most students graduate from high 

school and proceed directly to a college where they 

remain for two, four or more years until completion 

of a degree is at best a quaint relic of the past. Our 

students are on the move—constantly transferring, 

“swirling”, and “double-dipping,” in ways that have 

signifi cant implications for curriculum planning, 

program management, student services, and 

community college-university relations.

 At community colleges, we’re very familiar 

with students who transfer. One of our traditional 

purposes is to provide an educational foundation for 

students seeking bachelor’s degrees at four-year 

colleges and universities. Although complicated at 

times by transfer and articulation agreements (or the 

lack of them), the transfer is a fairly direct affair: the 

student begins at Point A, the community college, 

takes two years of coursework (perhaps more, 

or perhaps only a semester) then transfers those 

credits to Point B, a four-year school, to complete an 

undergraduate degree.

 Increasingly, though, students are following more 

complicated attendance patterns such as “swirling” 

(moving back and forth between two or more 

institutions) or “double-dipping” (simultaneously 

taking courses at more than one college). There are a 

number of possible reasons for this trend:

•  The climbing costs of college attendance are forcing 

students to fi nd their own effi ciencies—matriculating 

at universities while taking courses at nearby 

community colleges to save money.

•  Strategic students, fearful of earning a lower grade 

in a particular university setting, may take a course 

from another university, online, or from a community 

college with the expectation of passing or earning a 

higher grade.

There’s an old joke 
among futurists, 
philosophers and 

egghead comedians 
that goes like this: 

“What did one 
paradigm say to the 
other paradigm?”

“Shift happens.”

Indeed.

T R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O N
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•  New strategies for creating a sense of community 

among learners in the classroom who are more 

likely to be strangers to one another.

•  New strategies for engaging students in learning 

outside the classroom.

RESOURCES

McCormick, A.C., Swirling and Double-Dipping: New Patterns of Student  
  Attendance and their Implications for Higher Education, in J.E. 

King, E.L. Anderson, and M.E. Corrigan, eds, Changing Student 
Attendance Patterns: Challenges For Policy and Practice, New 
Directions for Higher Education, No. 121, San Francisco, CA: Jossey-
Bass, 2003.

Trends in Higher Education, Society for College and University
 Planning. July 2005. Available at www.scup.org

TREND 2: GENERATIONS AT WORK 

AND IN THE CLASSROOM

What is it?
 Ever encounter someone younger (or older) than 

you who just didn’t “get it?” Someone so out of 

step with the times or with “the way things are done 

around here” that you were at a loss for what to do 

with them? You’re not alone: For the fi rst time in the 

history of American labor, we have four generations 

jostling together in the workplace—Traditionalists 

(1900-1945), Baby Boomers (1946-1964), Generation 

Xers (1965-1980), and Millennials (1981-1999)—each 

with its own life experiences, popular culture heroes, 

perspectives, approach to work and careers, and 

ability to turn on a computer and program a VCR.

 This same population potpourri is beginning to 

redefi ne (or perhaps eliminate) the notion of the 

“traditional” college student.

 We frequently hear that community colleges serve 

more “non-traditional” students whose average age 

is somewhere between 28-30. While true, this casual 

statistic is somewhat misleading. The average (or 

median) age may indeed be 28 or thereabouts, when 

you add all the ages of your students from 16 to 80 

and divide by your student population; however the 

modal age (the most commonly occurring) is still 

typically 19-20, and for the last few years the number 

of students on most campuses in that age group has 

been steadily climbing. The U.S. is poised to graduate 

its largest senior high school class ever in 2008, the 

effect of the “baby boomlet” that occurred when the 

Baby Boomers started raising families and producing 

Gen Xers and Millennials. After that, however, hold on 

for a very different ride.

 The original Baby Boomers (you know who you are) 

are aging and retiring. There are a lot of them. And 

don’t forget this: life expectancy in the U.S. in 1900 was 

about 47 years—barely long enough to see your own 

children off to work or college, and forget about paying 

off that 30-year mortgage! In the 21st century, though, 

50 is the new 40 (or 30) and we’re expected to live to 

be almost 90—nearly doubling our time. Every part of 

society is affected by this seismic demographic shift, 

and higher education will be no different.

 At community colleges, we’ve been seeing some 

of the changes wrought by shifting life patterns 

for quite some time—and they are only going to 

continue. Already, the old pattern of attending 

college directly out of high school, fi nishing by age 

22 and going directly to work and raising a family has 

all but disappeared for us. 

 Just as 50 is the new 40, “non-traditional” is the new 

“traditional” when three-quarters of today’s college 

students don’t fi t the old mold. They delay college 

enrollment after high school, they attend part-time, 

they are fi nancially independent, they are already 

working, and many are already parents themselves. 

Going to college used to mean devoting a more-

or-less compact period of time (two to four years) 

during one’s youth to higher education as part of 

maturing into adulthood. Now, the college experience 

more commonly unfolds over about twelve years and 

is more integrated with work, family, and personal 

exploration unrelated to formal education.

And that’s only the young adults.
 At the other end of the spectrum are opportunities 

for higher education: people between 55 and 75 

looking for personal fulfi llment, and perhaps the 

chance to contribute in a different way. This twenty-

year span was once split among work, retirement 

and healthcare. Increasingly though, Americans 

are leaving primary careers earlier or simply living 

longer after normal retirement age and looking 

for new experiences, whether that means more 

education, second or third careers, or the chance 

to “give back” through volunteerism or lower paying 

employment. Perhaps you spent your middle years 

as an investment banker or civil engineer, and 

now want to pursue one of your other passions: 

environmental activism, early childhood education, or 

arts management. Be prepared for the “graying” of 

many campuses.

 What does this mean for you and your college? 

Again, it may be useful to consider both national and 

local statistics.

Nationally
 Between 1985-86 and 2005-06 the number of 

adults aged 45-54 almost doubled, refl ecting the 

aging of the Baby Boom generation. The number of 

people aged 75 and up also increased by more than 

half over the 20-year period. The only groups showing 

a decline were young adults, aged 20-29.

 In another sign of this aging trend and its potential 

effects on higher education, Gerard Badler founded 

Campus Continuum, a real estate development 

company based in Newton, Massachusetts, that 

creates 55+ living communities on or near college 

campuses across the country. He aims to provide 

older Americans the chance to live in vibrant 

communities of lifelong learners where they can 

return to school, take enrichment courses, and 

participate in the creative life of a university town. 

Badler is planning developments in Massachusetts, 

Pennsylvania, and Wisconsin, all near popular college 

campuses, with more on the way.

Locally
 In my college’s service area, we have had several 

years of steady increases in the population under the 

age of 30, which has contributed to our expanding 

enrollments. Our “traditional” college age student 

T R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O NT R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O N
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save money, help the planet, and create a positive 

community image. In addition, there are new ways 

to make money from products with useful “cradle to 

cradle” lifecycles, and from reversing the growth of 

greenhouse-gas emissions.

Nationally
 America’s colleges and universities are beginning 

to respond. University Business magazine reported 

that in a June 2006 survey they conducted of 

member institutions, “Eighty-four percent of 

respondents indicated that their schools take 

sustainability issues into consideration when deciding 

on facility construction/renovation, as well as on 

purchases of new products, equipment, systems, and 

services ranging from janitorial to offi ce products and 

furnishings.” Additionally, one out of three reported 

that they already had or were planning an Offi ce of 

Sustainability.

 A number of organizations have emerged in 

the last few years to support this growing trend, 

including the Association for the Advancement of 

Sustainability in Higher Education (AASHE), the Higher 

Education Sustainability Consortium (HEASC) and the 

Disciplinary Associations Network for Sustainability 

(DANS), an informal network of professional 

associations like the American Psychological 

Association, Computing Research Association and 

American Institute of Biological Sciences.

 Internationally, the United Nations declared a 

“Decade of Education for Sustainable Development” 

from 2005 through 2015. Soon after the UN 

declaration, the Board of Directors of the American 

Association of Community Colleges responded with 

a resolution to support education for sustainable 

development in its more than 1,200 member 

institutions and affi liated councils.

Locally
 All of the community colleges in Massachusetts, 

including mine, have signed onto the “American 

College and University Presidents Climate 

Commitment,” a pledge to formalize structures for 

sustainability practices at each college, integrate 

sustainability into the curriculum, and create a plan 

to become climate neutral. The commitment can be 

found at www.presidentsclimatecommitment.org. 

 Earlier this year, our state governor signed an 

executive order called “Leading by Example - Clean 

Energy and Effi cient Buildings.” The order instructed 

all state agencies (including all community colleges 

and state colleges) involved in construction and major 

renovation projects to meet Leadership in Energy 

and Environmental Design (LEED) certifi cation as 

well as energy performance 20% better than the 

Massachusetts Energy Code.

 LEED design requirements and the Presidents 

Climate Commitment are both spreading from college 

to college and state to state. If your institution isn’t 

involved already, your time may be near.

population (20-24) is predicted to continue growing 

by nearly 20% for the next fi ve years, then begin 

declining. At the same time, the population between 

the ages of 55-70 is expected to soar in my county by 

more than 40% over the next ten years

Implications for College Leaders
•  We cannot rely on population increases among 

“traditional” college-aged students to continue to 

fuel enrollment growth.

•  We need to consider how we appeal to a potentially 

older student base a few years from now—with 

marketing materials, classes, programs, and 

community connections.

•  We must continue to create experiences for all of 

our students that meet an increasingly wide range of 

learning styles. Traditionalists are part of the “silent 

generation” and may prefer introspection, individual 

assignments, and face-to-face conversation. 

Baby boomers may thrive on competition, enjoy 

teamwork, and challenge hierarchy and rules. Gen 

Xers tend to be entrepreneurial, prefer a “hands-

off” approach from supervisors and teachers, and 

engage passionately but selectively with technology. 

Millennials expect diversity and advanced 

technology—they have always lived with them—and 

may demand collaboration.

•  We should be prepared for a greater focus on non-

credit continuing education, both for work-related 

and personal enrichment purposes.

RESOURCES

Lynne C. Lancaster and David Stillman, When Generations Collide. New  
 York: Harper Collins, 2002.
Yankelovich, Daniel. “Ferment and Change: Higher Education in 2015.”  
 Chronicle for Higher Education, November 25, 2005.)

TREND 3: GOING, GOING, GREEN!

What is it?
 Forty-fi ve years after the publication of Silent 

Spring, thirty-seven years after the fi rst Earth Day, 

and thirty-four years after the fi rst curbside recycling 

program began in (where else?) Berkeley, California, 

environmentalism has fi nally gone mainstream. It’s a 

movement that has brought together some unlikely 

allies, including politicians from the left and from the 

right, corporate CEOs and environmental activists, 

Hollywood producers and evangelical churches. 

 Last year, former presidential candidate Al Gore 

found new life in Hollywood when his 2006 fi lm about 

global warming, “An Inconvenient Truth,” won the 

Academy Award for Best Documentary. Somewhere 

north of L.A., California’s “Governator” himself, Arnold 

Schwarzenegger, drives a Hummer converted to 

run on biodiesel fuel—vegetable oils recovered from 

restaurant fryers in Sacramento. 

 There is no doubt that the language of 

environmental stewardship—“global warming”, 

“sustainability”, “social justice”—has found common 

ground in America.

 Why? Decades of lobbying, legislation, and 

demonstrations have certainly helped pave the way. 

Today’s students are the third generation to celebrate 

Earth Day, and the fi rst to hear the topic of global 

warming emerge as a key issue in a presidential 

primary race.

 Perhaps an even bigger tipping point goes straight 

to the bottom line: Going green is fi nally beginning 

to equal green. Business, industry, and the public 

sector have all discovered that by reducing their 

consumption of energy and materials, they can 

T R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O N T R E N D S  S H A P I N G  C O M M U N I T Y  C O L L E G E  E D U C A T I O N

Americans are leaving primary 

careers earlier or simply living 

longer after normal retirement age 

and looking for new experiences, 

whether that means more 

education, second or third careers, 

or the chance to “give back” 

through volunteerism or lower 

paying employment. 
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Implications
 The implications for this trend cut across every 

organization in the private and public sectors, 

and everything is being infl uenced: architecture, 

construction, manufacturing, marketing, 

transportation, and the list goes on. As with any other 

signifi cant societal shift, as educators and leaders 

we must consider the important roles we will play, 

including the following:

•  Incorporating lessons and projects on sustainability 

into existing classes.

•  Developing new classes and programs in 

Environmental Technology, Sustainable Business 

Practices, Architecture and Design, Environmental 

Entrepreneurship, and other emerging fi elds.

•  Expanding Service Learning programs, with 

opportunities for students to get engaged in 

community environmental and sustainability issues.

•  Planning our new buildings and renovation projects 

to not only be energy effi cient and environmentally 

friendly, but to actually produce energy or products 

that contribute to the environment, and to turn them 

into teaching environments.

RESOURCES

Stuart L. Hart, Capitalism at the Crossroads: Aligning Business, Earth 
and Humanity. New Jersey: Wharton School Publishing, 2007.

Read what other colleges are doing to develop sustainable practices  
  and take an interactive quiz to see how sustainable our campus is at 

the Chronicle for Higher Education at http://chronicle.com/indepth/
sustainable/. 

The Association for the Advancement of Sustainability in Higher   
  Education web site at www.aashe.org offers many resources, 

including newsletters, listservs, promotional materials and strategies 
forincorporating sustainability into the curriculum.

TREND 4: THE FLAT EARTH

Background
 In his 2005 bestseller The World is Flat: A Brief 

History of the Twenty-First Century, New York 

Times columnist Thomas Friedman described ten 

“fl attening” forces that are completely reshaping 

education, communication, economies and politics 

around the world. From the fall of the Berlin Wall and 

the day Netscape went public, to Y2K, outsourcing, 

offshoring, supply chaining and the convergence 

of wireless, mobile, digital communication tools, 

Friedman’s list inspires wonder at what we are able 

to create, even as it raises anxieties about America’s 

declining role in the global economy.

 And Friedman’s list of worries can be unsettling. 

Three billion more people are “in the game” now 

as Russia, Eastern Europe, Latin America, Central 

America, India and China opened their political and 

economic systems during the 1990s. Competition is 

everywhere, and the balance is shifting. More than 

3 million U.S. manufacturing jobs have disappeared 

since 1998, and the Economic Policy Institute 

estimates 59% of these jobs have moved to other 

countries. And it’s not just blue collar labor that is 

suffering: white collar jobs in information technology, 

fi nancial services, and other sectors are also 

disappearing.

 This employment churning has far-reaching 

implications, including changing prospects for today’s 

college students. The most recent U.S. Department 

of Labor estimates are that today’s learner will have 

10-14 jobs by age 38. How can students prepare for 

such a world?

 Friedman suggests that in order to succeed in the 

“Flat Earth” economy, workers will have to become 

“untouchable,” that is, someone whose job cannot 

be outsourced, digitized, or automated. He describes 

three niches that may provide this kind of security:

•  Gain a skill or knowledge base that makes 

you special or specialized. Examples include 

professional athletes, musicians, and surgeons.

•  Become geographically localized or anchored. 

To do this, your job must be accomplished in a 

specifi c location because it must be done face-to-

face or involves some local knowledge. Barbers, 

chefs, plumbers, and a range of jobs in service 

and knowledge professions from custodians and 

restaurant workers to lawyers and teachers (most 

of whom, so far, still appear in local courtrooms and 

classrooms) offer career “anchors.”

•  Finally, those who pursue jobs in areas that are 

already “touchable” because they can become 

digitized or do not depend on local conditions or 

unique skills (bookkeeping, software development, 

industrial design) will need to become expert 

learners and be prepared to continually pursue 

“reskilling” themselves.

 Importantly, Friedman offers four themes to guide 

education across the landscape of the emerging “fl at 

earth.” He suggests we will best fulfi ll our mission in 

the future by:

•  Helping students learn how to learn. To stay ahead 

of digitization and remain as individually competitive 

as possible, students (and the rest of us) need to 

constantly absorb and learn new ways of doing 

old things and new ways of doing new things. In 

a world where information is doubling every two 

years, learning how to learn is absolutely essential 

for students. This means both faculty and students 

need to understand individual learning styles 

and how to best employ them; develop critical 

thinking skills to analyze abundant information (and 

sources), and learn to work collaboratively in groups 

to harness the power of diverse experiences and 

perspectives when problem-solving.

•  Cultivating passion and curiosity. In a fl at world, 

information is everywhere. Your IQ may not be as 

important as it used to be. Curiosity, though, will 

be an edge. We all know that curious, passionate 

students tend to be self-motivated and skilled at 

learning in almost any situation. We will serve all of 

our students well by helping them connect to their 

personal passion and inspiring in them a curiosity for 

discovery. 

•  Teaching them to play well with others. The new 

middle-class jobs of the fl at earth economy are 

going to require personalization and high-touch 

interactions. As computer skills increasingly become 

entry level requirements for any type of job, people 

skills will only become more valuable.

•  Nurturing creativity. The left side of the brain has 

historically dominated the American educational 

system. Rigid structure, order and analysis have 

long been the keys to success in school and in 

the workplace. While analytical problem-solving 

skills will remain necessary, on a fl at earth where 

data and information is everywhere, along with the 

 This employment churning 

has far-reaching implications, 

including changing prospects 

for today’s college students. The 

most recent U.S. Department of 

Labor estimates are that today’s 

learner will have 10-14 jobs by age 

38. How can students prepare for 

such a world?
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technology to manage it, the skills that will matter 

most are the right brain traits of artistry, empathy, 

and seeing the big picture. 

Nationally
 Both nationally and locally, the effects of the “Flat 

Earth” phenomenon are a far-reaching mixture of bad 

and good news. It is true that more than 3 million U.S. 

manufacturing jobs have disappeared since 1998, and 

the Economic Policy Institute estimates 59% of these 

jobs have moved to other countries.

 And we seem to be falling behind in preparing 

students for emerging careers in the STEM (Science, 

Technology, Engineering and Math) fi elds. As an 

example, over the last 30 years, only about 30% of 

the college degrees awarded in the U.S. have been in 

Science and Engineering. In China that fi gure is 59%. 

In Japan it is 66%.

 Technology as a “fl attener” has had an impact on 

the way colleges and universities compete. Traditional 

institutions no longer hold a monopoly on higher 

education. In other countries, for-profi t colleges 

and distance education universities have overtaken 

enrollments at traditional schools, while in the U.S. 

the University of Phoenix is projecting enrollment of 

500,000 students by 2010. 

 Yet technology has also created opportunities for 

improvements in instruction that did not exist before. 

Carol A. Twigg, president and CEO of the National 

Center for Academic Transformation, was presented 

with the Virginia B. Smith Innovative Leadership Award 

for 2007. She received the honor largely for her 

efforts developing the Program in Course Redesign 

(PCR), a project that has proven that colleges can use 

technology to reduce costs while improving the quality 

of instruction in large, multi-section “gatekeeper” 

courses. All of the 30 institutions that participated 

in the PCR reduced their costs by an average of 

37%, and produced a total annual savings of about 

$3 million. Twenty-fi ve of the projects measured 

signifi cant increases in student learning.

Locally
 How Friedman’s earth “fl atteners” affects you 

and your college will vary widely, depending on the 

nature of your local economy and the mission of your 

institution.

 The Merrimack Valley in Massachusetts,  where 

my college has two campuses, has traditionally had 

one of the highest unemployment rates in the state. 

Within the Valley, the cities of Lawrence, Haverhill and 

Methuen all struggle with particularly large numbers of 

unemployed. As the birthplace of America’s Industrial 

Revolution, the region’s economy has relied more 

heavily on manufacturing than other parts of the 

state, we tend to slightly trail the Commonwealth in 

educational attainment, and now there is a signifi cant 

population of non-native English speakers.

 According to the Merrimack Valley Workforce 

Investment Board’s 2007 “Labor Force Blueprint 

Update,” since 2001, the Valley has lost nearly 10,000 

manufacturing jobs, nearly 6 percent of all the jobs in 

the region.

 In the next seven years about 30% of all the new 

jobs in Massachusetts—some 79,000 of them—

will be in Science, Technology, Engineering and 

Mathematics (STEM) occupations. That’s an increase 

of nearly 20% over the projections for these jobs 

just a few years ago. Still, Massachusetts colleges, 

like the rest of the country, lag seriously behind the 

demand for graduates in these fi elds, and in recent 

years have only increased the number of STEM 

degrees awarded by 2.5%.

 At the same time, we are also taking advantage 

of the fl attening forces of technology by offering our 

fi rst fully online degree program as a collaborative 

arrangement with three other Massachusetts 

community colleges, brokered by Mass Colleges 

Online, our statewide distance learning partnership. 

The collaborative program will enable students to 

take all of their coursework for an associate degree 

in Criminal Justice via the Internet from multiple 

colleges, each offering a handful of the necessary 

courses. Because each college is not developing and 

offering all of the courses needed, costs are reduced 

for individual institutions and for the state. Other 

collaborative programs are on the way, in areas like 

Hospitality, Early Childhood Education, and Computer 

Information Systems.

Implications
For educators, there is a shimmering silver lining to 

the gathering clouds of earth fl attening. As a larger 

percentage of the world’s population needs higher 

education just to enter the workforce, college should 

become even less of an elite enterprise than it is 

today. This will, of course, require more effective 

education for disadvantaged and underperforming 

groups, and social policies that cover the costs of 

higher education. Additionally,

•  To put it in Friedman’s terms, the “means of 

production” in higher education and those of us 

who provide that education will continue to become 

more diverse. As competition increases, we’ll 

continue to use technology not only to reduce costs 

but also to improve effectiveness (like Carol Twigg 

and the PCR).

•  Still, the cost of that new technology continues to 

climb. Even as our resources from public sources 

(federal, state and local tax dollars) decline, we 

will be severely challenged by the cost of new 

and replacement computers, projectors, servers, 

software, and a myriad of other products that did 

not exist a few short years ago. To put it another 

way, every time a new window opens, several other 

doors may close.

•  As our own population becomes more racially, 

ethnically, culturally and linguistically diverse and 

business becomes increasingly global, we will be 

challenged to move our students and ourselves 

beyond the relatively simple acceptance of 

“diversity” and into the more active and responsible 

realm of “cultural competency.” 
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•  We will need to fi nd more ways to interest and 

engage students in the study of Science, Technology, 

Engineering and Math. Watch out for ever larger NSF 

grants, and even smaller NEH budgets.

RESOURCES
Friedman, Thomas L. (2006). The world is fl at: A brief history of the   
 twenty-fi rst century. New York: Farrar, Straus and Giroux.

Mt. Auburn Associates (2007). Merrimack Valley Workforce Investment

 Board Labor Force Blueprint Update, www.Imvwib.org.

 These are just a few of the trends shaping 

community college education that I have found critical 

to my recent planning needs. Your list may include 

these and many others. For example:

 The Underprepared Student: Not long ago, 

student development scholar Alexander Astin 

declared that, “The education of the remedial student 

is the most important educational problem in America 

today, more important than educational funding, 

affi rmative action, vouchers, merit pay, teacher 

education, fi nancial aid, curriculum reform and the 

rest.” And as the number of students in our colleges 

continues to climb, the number of students requiring 

developmental education continues to soar.

 Accountability: Last September, U.S. Secretary 

of Education Margaret Spelling’s Commission on the 

Future of Higher Education issued its fi nal report, 

calling for signifi cant changes at America’s colleges 

and universities. In what many believe is evolving into 

a “No Child Left Behind Act” for higher education, 

the Commission called for expanding student access 

and improving persistence and success, restructuring 

fi nancial aid to reward institutions that are cost-

effective and productive, creating more accountability 

and transparency for student outcomes, and 

maximizing federal investments in higher education 

through more targeted budget allocations.

 Faces in the Classroom: Over the last decade, 

college enrollments have grown by 15 percent, 

from 14.4 million to 16.6 million, with minority 

students now making up nearly 30 percent of the 

total undergraduate population. Hispanic students 

increased from 4 percent to 10 percent of the 

population, and black students from 10 percent to 13 

percent, while the population of male students overall 

has declined. The National Center for Educational 

Statistics predicts that by 2010 only 41 percent of 

undergraduates will be men. 

Even More Resources 
 Shift does, indeed, happen. It’s going on around 

us all the time, making it increasingly important that 

we’re aware of these changes as we continue to plan 

for the success of our students and the college. If you 

would like to do a little “trendspotting” of your own, 

here are a few great places to start: 

 The American Association of Community Colleges 

at http://www.aacc.nche.edu/ contains abundant 

information about community colleges, including 

a new “CC Stats” page with information about 

enrollment, college costs, demographics, “hot” 

program offerings and more. 

 The Society for College and University Planning at 

www.scup.org provides periodic “Trends to Watch in 

Higher Education” bulletins and other resources for 

college planning. 

 The U.S. Census Bureau at www.census.gov 

contains charts and reports on a tremendous variety 

of demographic information. 

Dr. Lane A. Glenn Ph.D., is Vice President of 
Academic Affairs at Northern Essex Community 
College in Haverhill, Massachusetts.  He has 
a diverse background in education and the 
performing arts that includes nearly twenty 
years of teaching and administration in 
higher education.  He is a 2000 graduate of 
the Michigan Chair Academy, and has been 

facilitating Chair Academies since 2001.  He can be reached at: 
lglenn@necc.mass.edu  
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begin their refl ective journals, complete 15 hours of 
observation, and compile teacher resources focused 
on one academic content area. In Module II, students 
continue to learn about diverse learners and concentrate 
on effective classroom strategies. They create lesson 
plans, continue the refl ective journal, compile a literacy 
resource portfolio, teach their peers, and are observed by 
the program coordinator/instructor. 
 Module III emphasizes curriculum development and 
assessment. Participants continue their refl ective journal, 
create a mini curriculum unit outlining fi ve lessons, 
develop an overall assessment rubric for the mini 

unit plan, are observed by the program coordinator/
instructor, write a research paper on a literacy topic, 
and write a paper discussing the literacy strategies that 
are used in two of their lesson plans. In addition, each 
student creates a thematic or concept driven curriculum 
unit that includes a minimum of fi ve lesson plans each 
with appropriate rubrics, assessments, objectives, and 
procedures that are connected to the Core Curriculum 
Content Standards of New Jersey. The student describes 
how the lessons will be implemented, the rationale 
for selecting specifi c activities, and what differentiated 
learning strategies will be needed (NPTNJ, 2006).

Solving the Teacher Shortage
 The United States has been experiencing a national 
teacher shortage that is projected to increase through 
the 2010s. Several factors account for this shortage 
including increased student enrollment, decreased class 
size, teacher retirements, and the need for schools to 
hire highly qualifi ed teachers to comply with the No 
Child Left Behind Act (NCLB). The need for teachers 
is especially crucial in the areas of Special Education, 
Mathematics, Science, English as a Second Language, 
and World Languages (Education Commission of the 
States (ECS), 2001). 
 The literature on alternative route teacher education 
programs suggests that such programs would serve as 
possible solutions to the teacher shortage; however, 
they pose signifi cant questions about both teacher and 
program quality (ECS, 2003; Zumwalt, 1996). Yet, 
according to Karen Zumwalt, “alternative certifi cation 
eases entry requirements, minimizes preparation needed 
prior to paid teaching, and emphasizes on-the-job 
training” (p. 40). 

New Jersey Alternate Route Program – New 
Pathways to Teaching in new Jersey
The New Pathways to Teaching in New Jersey (NPTNJ) 
Program begun in 2003 as a partnership between New 
Jersey City University and the 19 community colleges in 
the state. The program was created to answer the state’s 
teacher shortage in certain disciplines and meet specifi c 
geographic needs, as were the reasons for most alternate 
route education programs. In 2004-2005, there were 
109,576 teachers in New Jersey. Of 7,171 new teachers 
hired, 2546 completed an alternate route certifi cation 
program. The NPTNJ program allowed those with a 
bachelor’s degree to work in a classroom for one year 
while taking coursework in teaching methodology at 
a local community college during the summer and 
school year (National Center for Education Information 
(NCEI), 2005; New Pathways to Teaching in New 
Jersey, 2005b). 

 Perspective NPTNJ students must hold a bachelor’s 
degree in a core content area with a 2.75 G.P.A., apply 
and obtain a Certifi cate of Eligibility (CE), and complete 
the NPTNJ application. In addition, students must 
pass the Praxis Exam to demonstrate discipline content 
knowledge and obtain a full-time teaching position as 
an alternate route teacher in a public school district 
(Provisional Teacher Program). Pedagogy classes along 
with the full year of teaching under the supervision of 
a mentor, school administrator, and NPTNJ program 
coordinator are completed during a six-week summer 
session and the academic year. The students complete a 
fi nal summer capstone course of three weeks and apply 
to the state for certifi cation. Candidates can opt to take 
the program for graduate credit towards a Masters of 
Arts in Teaching (M.A.T), fi nishing half of the degree’s 
coursework or 15 credits during the fi rst year. The 
M.A.T is offered through Jersey City University (New 
Pathways to Teaching in New Jersey, 2005a). 
 The NPTNJ curriculum is divided into three 
modules that are connected by the following fi ve 
themes: planning and preparation, instructional 
delivery, classroom environment, school environment, 
and professional responsibilities. The NPTNJ program 
abides by the Interstate New Teacher Assessment and 
Support Consortium (INTASC) Standards. The NPTNJ 
program moves students from theory to practice using a 
variety of instructional strategies, including discussions, 
presentations, small and large group activities, role-
playing, and fi eld experience. Technology is present to 
enhance the teaching/learning environment. Attendance 
is mandatory at all sessions and active participation 
is expected. The NPTNJ Program is governed by 15 
learner/program outcomes. Upon completion of the 
program, the teacher candidate will be able to:
 Each module has a specifi c purpose and evaluation 
criteria. Module I focuses on teaching as a profession 
and begins to prepare the students for managing the 
diverse learners encountered in the classroom. The 
students conduct research on professional practices, 
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assignments allowed students to deal with what might 
happen in the classroom. In addition, both teachers and 
administrators felt lesson planning and assessing, skills 
identified as necessary in teacher preparation, were strong 
components of the Program. 
 The teacher participants proclaimed the Program 
Coordinator as the most critical component of the 
program. This coordinator was the conduit by which the 
theory and practical applications of the Program were 
learned. He taught the appropriate curriculum, connected 
students to schools, and mentored them individually and 
during the open discussions in class. He had the essential 
knowledge to help each student become an effective 
teacher.
 The following components of the NPTNJ Program 
were found to be the challenges faced by the NPTNJ 
teachers: 
 1. Summer observations;
 2. IEPs and 504s;
 3. Excessive behavioral problems;
 4. Grade-level curricula. 

 The summer observations required of the NPTNJ 
Program were lacking in quality and difficult to find. 
NPTNJ teachers were allowed to observe K-12 summer 
school, community college classes, and appropriate camp 
learning activities. The NPTNJ teachers, who had already 
had experience teaching, felt that these situations did not 
give their colleagues a true picture of what they would 
find in their classrooms in September.  
 The NPTNJ teachers were overwhelmed by the 
quantity of students with IEPs and 504s and felt they 
were unable to accommodate these students successfully. 
An IEP or Individualized Education Program is a written 
plan developed at a meeting that includes appropriate 
school staff and the parent(s). It determines the special 
education program for a student with disabilities 
through individually designed instructional activities 
constructed to meet the goals and objectives established 
for the student. A 504 Plan is for students that have an 
impairment of a major life function such as performing 

manual tasks, walking, seeing, hearing, speaking, etc. 
Any accommodations or modifications for Section 
504 eligible students must be specified in the student’s 
accommodation plan and must be consistent with the 
instruction and assessment procedures in the classroom.  
 In addition, the NPTNJ teachers discussed that 
were challenged by excessive behavioral problems. They 
explained that the students used inappropriate language, 
lied, cheated, and hurt other students. The teachers 
expressed that they were surprised by the immature 
and at times violent behavior of their students. Finally, 
several teachers struggled to develop appropriate grade-
level curricula. While several teachers and administrators 
mentioned the need and challenge of teaching grade-level 
appropriate material, they did not seem overly concerned 
with any inability on the part of the teacher. Teacher 
participants explained that they were able to discuss this 
issue with a mentor or colleague.

Conclusion
Alternate route teacher education programs have not 
had an easy time being accepted by the K-12 community 
or the traditional teacher education programs. Critics 
dismiss alternate route programs because their graduates 
do not have the traditional pedagogical background even 
though proponents share evidence of high teacher quality. 
(Feistritzer, 2005; Stoddard & Floden, 1995; Zeichner & 
Schulte, 2001). However, the environment is changing due 
to the successes of such programs as the NPTNJ. These 
programs offer solutions for not only the teacher shortage, 
but also for individuals seeking to enter the teaching 
profession. In the study of the NPTNJ Program it was 
found that all of the teacher participants spoke highly of 
the NPTNJ program. They described being prepared in 
pedagogy, assessing student learning, lesson planning, and 
classroom management. Their administrators, for the most 
part, agreed with this view. Administrators felt the NPTNJ 
Program was the best alternate route program and praised 
the Program for preparing quality teachers.
 Community colleges are well situated to partner with 

Case Study of the NPTNJ Program
In the fall of 2007, a study of the NPTNJ program was 
conducted at one community college in New Jersey that 
had offered the program since its inception four years 
earlier. The purpose of this case study was to identify the 
positive and challenging aspects of the NPTNJ Program 
at the community college level from the perspective of 
NPTNJ teacher participants and their administrators. 
Interviews were conducted with ten NPTNJ teachers 
and nine administrators who had NPTNJ teachers on 
their staff. The NPTNJ teachers had graduated from 
the Program, obtained certification, and were in their 
second or third year of teaching. The interview protocol 
answered by all participants led them to describe their 
experiences in relation to the program’s coursework and 
classroom teaching requirements Observations were 
conducted of nine of the ten NPTNJ teachers and an 
analysis of related documents was a part of the data 
collection process. Interviews and observations were 
conducted in the school in which the NPTNJ teachers 
and their administrators worked. 
 The following components of the NPTNJ Program 
were found to contribute significantly to the teacher 
participants’ preparation for the profession: 

•	 Summer	intensive	coursework
•	 	Open	discussions	about	challenges	faced	by	 

new teachers
•	 NPTNJ	curriculum
•	 	Course	assignments	focused	on	real-life	 

classroom situations
•	 Lesson	planning
•	 Assessment	methods
•	 Role	of	Program	Coordinator

 The summer component of the alternate route 
program was the time to prepare the teachers for 
the realities of the classroom they would confront in 
September. All the teacher participants and several 
administrators expressed how the summer component 
of the NPTNJ Program prepared them to begin their 

career in teaching. The basics of how to manage 
discipline issues and teach their curriculum were  
given. The NPTNJ teachers were able to take their 
beginning pedagogical knowledge and apply it directly 
to their classroom.

 

All of the teacher participants in this study described the 
open discussions held at the beginning of each NPTNJ 
class session during the school year as one of the most 
important components of the Program. During these 
discussions, the problems and challenges faced in the 
classroom were examined. The teachers were able to 
listen to various solutions and ideas from the Program 
Coordinator and fellow students. The quickness and ease 
with which problems were dealt with gave the teachers 
more confidence and the ability to handle behavioral 
difficulties that could have continued had they not had 
any intervention.
 Administrators identified the NPTNJ curriculum as 
successfully preparing the teachers. Many teachers agreed 
and specifically mentioned the course assignments such 
as journals, projects, and research papers that focused 
on real-life topics as one of the important aspects of 
the curriculum. Similar to the open discussions, these 
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the alternate programs because of their ability to adapt 
quickly to the needs of teacher education requirements 
and the needs of a diverse student population. Community 
colleges, by their very mission are meant to respond to 
the changing needs of their community. New Jersey 
community colleges and Jersey City State University have 
collaborated well to meet the changing teaching needs of 
the state.

This is an edited version of this article to receive an electronic copy of the 
full article please email the Academy at leadershipacademy@mcmail.
maricopa.edu.  Thank you.
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and research skills into their clinical performance.
 In order to accelerate the transformational journey and 
ensure the sustainability of the curriculum changes, there has 
been a very intentional strategy for building capacity across 
the organization. A targeted strategy has been developed 
to ensure that people, relationships, and resources are fully 
leveraged. This focus was driven by the need to ensure 
that formal leaders had the required time and capacity to 
engage in strategic thinking by developing the framework 
for distributed leadership and decision making. This strategy 
has been accompanied by a talent management strategy 
that ensures that high potential and high performance 

individuals are identified and supported through a personal 
development strategy that ensures that they too have 
the Best Experience, Best Education. A part of this talent 
management strategy is to identify key, critical positions 
and then develop a succession plan for each to ensure 
organizational continuity. 
 One of the key elements in this transformational journey 
has been to commit resources to the development of a 
leadership culture across the organization. This involved 
several initiatives, including a partnership with the Iris 
Group, a Toronto-based consulting firm that specializes 
in strategic leadership development. Over the past year, 
more than half of the management, staff and faculty of The 
Michener Institute have participated in A Transformational 
Leadership Journey, an eight-week process that combines 
workshops, reflective learning, coaching and team-based 
projects aligned with the strategic priorities of The Michener 
Institute. “The result has been a significant contribution 
to the transformational journey,” says Joanne Milligan, 
Vice President, Human Resources and Organizational 
Development and the sponsor or navigator of the leadership 

initiative. “It has fundamentally changed the vocabulary of 
the whole organization, bringing people together around 
a common language and philosophy of leadership.” In 
addition to this formal learning, the organization has 
been very intentional about finding both internal and 
external opportunities for high potential faculty and staff to 
engage in specific initiatives or partnerships that give them 
opportunities to demonstrate and enhance their leadership 
capacity and experiences.
 One of the key elements of the leadership language 
has been to help people learn to see the organization as a 
complex, adaptive system rather than as a static structure. 

Terms like “postmodern” and “organic” now float through 
the halls of The Michener Institute with regularity and have 
been applied to such critical strategies as Senate redesign. 
As Peter Vaill (1996) suggests, “Systems thinking asks its 
practitioner simultaneously to hold the whole in mind and 
to investigate the interactions of the component elements of 
the whole—all the component elements, not just the two or 
three most obvious and easy to examine and investigate the 
relation of the whole to its larger environment.” Central to 
systems thinking is the mathematical metaphor of a fractal, 
which reflects a self-similarity at every level of a system. We 
see such “fractal” effects in such common things as a head of 
broccoli but, when applied to an organization, it challenges 
us to look for common patterns of behaviour at every level 
of the organization. At The Michener Institute, it becomes 
a daily question: “How is what I/we are doing aligned 
with the Best Experience, Best Education?” In a fractal, 
there is no hierarchical up or down; there are no power 
structures; there are only greater levels of magnification. 
In a fractal organization, the individual is the highest 
level of magnificent, or intensity, but that is only relevant 

F R A C T U A L I Z I N G  C H A N G E

One of the key elements of the leadership language has been to 
help people learn to see the organization as a complex, adaptive 
system rather than as a static structure.

F R A C T U A L I Z I N G  C H A N G E

At the current pace of change, 
one of the biggest challenges for 
organizations is to become as 
nimble as possible by ensuring 
that there is a rapid acceptance of 
critical change initiatives throughout 
the organization. The Michener 
Institute for Applied Health Science 
is the only postsecondary institution 
in Canada dedicated to applied 
health sciences. While The Michener 
Institute has a laudable 40-year 
history of training students in 
several different disciplines, rapidly 
changing student demographics, 
rising expectations from clinical 
sites, and increasing complexity  
of the skills required of graduates 
has triggered the need for a 
significant reframing of all elements 
of the organization. 
Two years ago, incoming President and CEO Paul Gamble 
began a dialogue with all key stakeholders in order to 
develop a shared understanding of what the future of The  
Michener Institute might be. Over time, through a process 
of appreciative inquiry (Cooperrider, 1999), a statement 
of strategic intent began to emerge: “Best Experience, 
Best Education.” This deceptively simple idea put the 
organization’s emphasis squarely on two transformational 
concepts: an individualized learning experience that meets 
the needs of each learner and a commitment to the highest 
possible standards of education. 

 Michener’s senior leaders immediately embraced the 
metaphor of a journey—a transformational journey that 
would help provide the overview and signposts of the 
changes that would be required to move the organization 
from its current status to one of true leadership in allied 
health education and related research. The Transformational 
Journey Map™ is framed by the newly defined Mission, 
Vision, Values and Strategic Intent. Inside this framework 
are the critical milestones that have been achieved and still 
need to be achieved to move the organization forward. This 
4’ x 8’ “map” has been used by Gamble and other members 
of the Executive Leadership Team to communicate with 
internal and external stakeholders, creating a powerful sense 
of shared understanding and commitment. “Each time the 
map is presented,” comments Gamble “we are all amazed at 
how much has been accomplished in a very short time. The 
key now is not to rest on our laurels, but to continue to press 
forward, continuing to gather momentum and support.”
 The twin intents of Best Experience, Best Education 
led to three radical changes. The first was a commitment to 
enhancing the curriculum for all students with an infusion 
of inter-professional collaboration principles into a new 
curriculum. Research had shown that Michener graduates, 
while technically highly competent, often found their 
success in the workplace diminished by their inexperience 
in working with colleagues in a high  stress environment. 
Under the leadership of the Provost, Mary Preece, and 
her academic leadership team, a curriculum focusing on 
communication, professionalism, team work and leadership 
has been designed and implemented that is expected to 
dramatically improve the workplace experience of Michener 
graduates. The second academic innovation was to provide 
simulations that go far beyond technical skills and provide 
students with a 3600 learning experience—but in a safe 
environment where they can receive immediate constructive 
feedback. The third was to provide a robust, ongoing process 
to assess “readiness for clinical education”: a measure of 
cognitive, non-cognitive and discipline-specific skills. Like 
simulations, this assessment process looks at the ability of the 
student to integrate a full range of technical, inter-professional 
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T
here is a general concern in the United States that 
the nation is lagging behind the rest of the world in 
scientific literacy (NCES, 2006). This is true for citizens 
of all ages (McDonald & Dominguez, 2005, NCES, 
2004). Moreover, the pool of citizens who are scientists 

is shrinking. Yet, our society has an insatiable appetite for the 
modern day conveniences which are products of science and new 
technology. A society dependent upon technology necessitates 
that the average citizen feel comfortable with science or, at 
the least, does not fear it (Hsu, Jensen, Moore, & Hatch, 2005; 
McDonald & Dominguez, 2005).  
 Adding to the issue is that by the time students reach 
the college level, a prior negative experience with science or 
a science course is not uncommon (DiMuro, 2006). As such, 
some may feel excluded from the sciences (Moore, 2002b), 
have an apathetic perception of science (Marx, Honeycutt, 
Rahmati Clayton, & Moreno, 2006), or may be intimidated by 
the idea of just taking a science class, much less majoring in 
a science or science-related field (Biermann & Sarinsky, 1993). 
As a consequence, many students enter college underprepared 
(Bastedo & Gumport, 2003; Biermann & Sarinsky, 1993; Moore, 
2002a; Roach, 2000) for the content and rigors of college level 
study in the various science fields. 
 Institutions of higher education have used a number of 
approaches with underprepared students. From basic study 
skills courses and preparatory courses in specific disciplines to 
remedial courses and academic support services for students, 
institutions have offered opportunities to underprepared 
students in general, as well as to underprepared students 
studying in the disciplines of math, reading, writing, and 

the sciences (Congos & Mack, 2005; Fowler, 1988; Halloun & 
Hestenes, 1985; Hsu et al., 2005; Jensen, 1996; Jensen & Rush, 
2000; Johnson, 2001; Kull, 1999). Developmental/remedial 
education may make science more appealing to students such 
that they see science as something they could learn–to see 
an understanding of science as an attainable goal (Hsu et al., 
2005). Further, sciences taught in a developmental/remedial 
education context can also support the reading, writing, 
and math components of developmental/remedial education 
programs by providing a disciplinary context for students to 
apply and practice those skills and a rich environment for 
developing best practices in classroom instruction (Hsu et al., 
2005; Johnson, 2001).
 Community colleges are open-door institutions accustomed 
to serving underprepared students requiring developmental/
remedial education. Such institutions also help to equalize 
educational opportunities for groups of students traditionally 
underserved by higher education, including women, ethnic 
minorities, and students of lower economic status (Cohen & 
Brawer, 2003; Jenkins & Boswell, 2002; Moore, 2001, 2002a, 
2002b). And, as higher education enrollments increase and 
as more and more four-year institutions of higher education 
phase out developmental/remedial education, community 
colleges are becoming responsible for an increasing number 
of developmental/remedial programs and students (Bastedo & 
Gumport, 2003; Jenkins & Boswell, 2002; Kozeracki, 2002; Lewis 
& Farris, 1996; Phipps, 1998; Trombley, 1998). 
 There is a clear indication that four-year institutions, as a 
whole, have reduced developmental/remedial education offerings 
for their students (Bastedo & Gumport, 2003; Jenkins & Boswell, 
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in terms of that individual’s relationship with the other 
individuals with whom he/she interacts on a daily basis. 
Each action of the individual, each conversation, has an 
impact on those around, which in turn has an impact on 
the original individual, and none of these interactions are 
predicable. That is the complexity and richness of fractal 
organizations. As Margaret Wheatley (1992) points out, 
“When an organization is willing to give public voice to 
information—to listen to different interpretations and to 
process them together—the information becomes amplified. 
In this process of shared reflection, a small finding can grow 
as it feeds back on itself, building significance with each new 
perception or interpretation. As with fractals, the simple 
process of iteration eventually reveals the complexity hidden 
within an issue.” The Michener Institute has engaged in 
public dialogues or town hall conversations with Gamble 
to create space for these different interpretations, and in the 
process “fractualized” the transformational change process. 
“Fractualization,” a clever term coined by a participant 
on the leadership journey, brings together the conceptual 
framework of systems thinking with the practical need of 
the organization to actualize change. For it to be effective, it 
takes an organizational aspiration like Best Experience, Best 
Education, and the process of ongoing dialogue to make that 
aspiration meaningful at every level of magnification. 
 The approach taken by The Michener Institute is unique 
to its context and challenges but there are universal lessons 
that can be applied to other organizations. Many of these 
are supported by John Kotter (1996) when he speaks to why 
change initiatives fail. These include the need for a sense of 
urgency, the power of shared vision, and the need to generate 
critical mass, or what Kotter calls a “sufficient powerful 
guiding coalition,” to build and sustain momentum. “There 
has to be a compelling vision,” summarizes Gamble. “You 
have to imagine the oak when all you have is an acorn, 
and then you have to bring everyone into the process of 
nurturing growth. Inter-professional collaboration isn’t just a 
course of study for us; it is a way of being. We are all stewards 
of the organization, and each of us plays a valuable role in 
bringing that vision to fruition.”
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further elaborated on the types of services that were offered 
(Table 1). Developmental/remedial science courses and/or 
programs were offered at 60% of those institutions. Criteria 
were used to identify and place developmental/remedial science 
students into developmental/remedial science courses and 
programs at 40% of the institutions. At 70% of the institutions, 
tutoring services were offered, 45% offered academic advising, 
and 40% offered counseling for these students. Supplemental 
Instruction (SI) was offered for developmental/remedial sciences 
at 25% of the institutions and 10% of respondents reported 
offering additional services, such as small study groups with 
tutoring or a Basic Learning Center.
 Nearly half (49%) of respondents reported no plans to offer 
developmental/remedial sciences at their institutions in the 
future, inconsistent with the literature which suggested there is 
“every reason to conclude that remediation will continue to be 
a core function of colleges and universities” (Phipps, 1998, p. 
6). Further, Boylan et al. (1999) wrote “community colleges are 
currently the primary provider of developmental education and 
the need for them to do so will continue” (p. 97). 

Developmental/Remedial Science Services Offered
SERVICE RESPONSE %

Dev/rem sciences offered at institution No 67
 Yes 33
 No Response 0
 Total 100
Criteria used to identify and place 
students into dev/rem sciences No 40
 Yes 40
 No Response 20
 Total 100
Tutoring for dev/rem sciences 
offered at institution No 5
 Yes 70
 No Response 25
 Total 100

Academic advising for dev/rem science 
students offered at institution No 45
 Yes 20
 No Response 20
 Total 100

Counseling for dev/rem science students 
offered at institution No 40
 Yes 20
 No Response 40
 Total 100
Supplemental Instruction for 
dev/rem sciences offered at institution No 50
 Yes 25
 No Response 25
 Total 100

 Based on the fi ndings of this study, the following conclusions 
were drawn and grouped into four categories.

General Characteristics of Developmental
/Remedial Sciences
•	 	The	fact	that	developmental/remedial	sciences	were	offered	

at about one-third of the responding institutions included 
in this study gives administrators and faculty at other 
community colleges which do not offer developmental/
remedial sciences something to consider. 

•	 	Some	of	the	need	for	developmental/remedial	sciences	is	met	
by general developmental/remedial skills courses such as 
math, reading, and writing courses.

•	 	Students	were	not	prepared	for	the	science	courses	they	
took, particularly introductory level courses in the areas of 
biology, chemistry, and physical science. These fi ndings 
are consistent with TIMSS (NCES, 2006) and NAEP (NCES, 
2005) data, which indicated students were not prepared 
for math and science. Taken as a whole, TIMSS and NAEP 
data indicated students are not coming out of high school 
prepared for secondary sciences, much less college level 
sciences. These data are further supported by the fi ndings 
of Bastedo and Gumport (2003), Moore (2002a), and Wilke 
and Straits (2005), and others which indicated many 
students entering community college are poorly prepared for 
introductory sciences. 

•	 	Interviewees	projected,	based	on	their	experiences,	that	the	
need for developmental/remedial sciences will not decrease in 
the future, yet only a small percentage of survey respondents 
indicated they had plans to offer developmental/remedial 
sciences at their institutions in the future. This mismatch in 
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 Yes 33

Criteria used to identify and place 
students into dev/rem sciences No 40

Tutoring for dev/rem sciences 
offered at institution No 5

Academic advising for dev/rem science 
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Supplemental Instruction for 
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 Based on the fi ndings of this study, the following conclusions 
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2002; Kozeracki, 2002; Phipps, 1998; Trombley, 1998). For instance, 
in 1996 the Massachusetts Board of Higher Education set into motion 
policies to simultaneously increase university admissions standards 
and reduce what was termed remedial education at the universities 
in the state. In 1995, 24% of entering freshmen at the state’s 
comprehensive colleges and 22% at the University of Massachusetts 
required remediation. By fall 1997, only 10% of fi rst-time freshmen 
were allowed to enroll in remedial courses at four-year institutions, 
and by fall 1998 that number had been reduced further to 5%. 
 Community colleges were identifi ed in the . . . mission 
statement as the site of remedial education in Massachusetts, 
and the four-year colleges were encouraged to create 
partnerships with local community colleges to eliminate 
remedial education at the four-year campuses altogether. 
(Bastedo & Gumport, 2003, p. 349)
 Similar action was taken in 1998 by the City University of 
New York (CUNY) Board of Trustees when it voted to phase out all 
remedial education from its 11 four-year senior colleges, placing 
full responsibility for developmental/remedial education upon 
its numerous community colleges (Bastedo & Gumport, 2003; 
Phipps, 1998; Trombley, 1998). Other states, including Colorado, 
Missouri, Florida, and South Carolina, were among a growing list 
of states considering the same policy (Jenkins & Boswell, 2002; 
Kozeracki, 2002). 
 A 2003 National Center for Education Statistics (NCES) report 
on remedial education at postsecondary institutions in the United 
States in the fall 2000 semester revealed that 98% of public 
two-year colleges offered at least one remedial course in reading, 
writing, or mathematics (Parsad & Lewis, 2003), and public 
two-year colleges offered a greater number of different remedial 
courses than did four-year institutions. Further, 42% of entering 
college freshmen enrolled in at least one remedial reading, 
writing, or mathematics course at a public two-year college 
versus 20% at public four-year institutions. Boylan, Bonham, 
and White (1999) pointed out that community colleges serve 
as a pathway to a baccalaureate degree for many students 
whose family, fi nancial, or social circumstances prevent them 
from attending a four-year institution. They also provide 
education and training for those who have no intention of 
seeking a baccalaureate degree but still seek the benefi ts of 

postsecondary education. Both of these groups are likely to 
require substantial amounts of developmental education, 
including remediation. Community colleges are currently the 
primary provider of developmental education and the need 
for them to do so will continue. (p. 97)
 The centrality of community colleges to developmental/remedial 
education is clear (Bastedo & Gumport, 2003; Boylan et al., 1999; 
Cohen & Brawer, 2003; Lewis & Farris, 1996; NCES, 1996; Parsad 
& Lewis, 2003). If developmental/remedial students fail at the 
community college, they may not have access to other academic 
institutions; thus, effective developmental/remedial education 
at community colleges is crucial to the future academic success 
of developmental/remedial students (Southard & Clay, 2004). 
Community colleges are the institutions where students may fi nd 
opportunity and innovation in developmental/remedial services, 
classrooms, and offerings, including those in the sciences. 

Purpose and Overview
The purposes of this mixed methods study were (a) to identify and 
examine the characteristics of developmental/remedial sciences as 
it existed in the 2006-2007 academic year in terms of organization, 
structure, instructional practices, and curriculum as offered at 
community colleges in fi ve states in the central part of the United 
States; and (b) to develop a set of guidelines for community 
college faculty and administrators to use in making decisions 
about whether or not to offer developmental/remedial sciences and 
identify the general steps to follow in implementation.
 Quantitative and qualitative data were collected and analyzed 
in this mixed methods study. Quantitative data were collected 
by surveying Chief Academic Offi cers (CAOs) and individuals 
identifi ed as having administrative/leadership responsibilities for 
developmental/remedial sciences at the main campuses of American 
Association of Community Colleges (AACC) member institutions in a 
fi ve-state area in the central part of the United States. Qualitative 
data were obtained through interviews with three individuals from 
selected case study institutions where comprehensive programs of 
developmental/remedial sciences were offered.

Findings and Conclusions
CAO survey responses indicated that developmental/remedial 
sciences were offered at 33% of the institutions. These respondents 
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the data underscores the need for communication between 
faculty and administrators at community colleges regarding 
developmental/remedial sciences as well as the importance of 
identifying needs in these areas.

•	 	Community	colleges	fi	nd	student	success	in	the	areas	
of biology and chemistry important, probably because of 
the relationship of these types of courses to Allied Health 
programs offered at community colleges and because of the 
large numbers of community college students who transfer to 
Allied Health professional programs. 

•	 	Developmental/remedial	sciences	are	not	new.	As	indicated	
by a majority of respondents from institutions where 
developmental/remedial sciences were offered, developmental/
remedial sciences had been offered at their institutions for at 
least 10 years. These data were supported by the literature–the 
issues addressed at institutions offering developmental/
remedial sciences are not recent developments, consistent 
with the comments of Phipps (1998) regarding developmental/
remedial education as a whole. 

•	 	Policy	consideration	should	be	given	to	using	developmental/
remedial science courses for degrees as well as for 
institutional credit.

•	 	Policy	consideration	should	be	given	to	providing	
appropriate training for faculty who teach developmental/
remedial sciences.

•	 	Faculty	should	be	encouraged	to	use	multiple	instructional	
approaches when teaching developmental/remedial science 
courses.

•	 	Policy	consideration	should	be	given	to	the	identifi	cation	
of student strengths and weaknesses to ensure proper 
placement of students into science courses.

•	 	Policy	consideration	should	be	given	to	the	development	
of comprehensive and cohesive developmental/remedial 
science programs, which include a variety of courses and 
support services.

Importance of Faculty
•	 	Faculty	were	directly	involved	in	identifying	the	need	for	

developmental/remedial sciences and developing the 
developmental/remedial science courses and were either 
directly or indirectly involved in advising students who took 

developmental/remedial science courses. 
•	 	Because	the	process	involved	in	offering	developmental/

remedial sciences was more reactive than proactive, coupled 
with the fact that no formal process was used to identify need, 
faculty who teach science courses must be cognizant of what 
goes on in their classes and with their students so that needs 
for developmental/remedial sciences can be identifi ed.

•	 	Communication	between	faculty	and	advisors	is	important	so	
that advisors are aware of faculty expectations and course 
demands to ensure students are guided into the appropriate 
courses for their skill and knowledge levels.

Goals and Assessment
•	 	Many	of	the	participants	in	this	study	indicated	that	no	goals	

were in place for the developmental/remedial sciences offered 
at their institutions nor were assessments common. Boylan 
et al. (1999) wrote that developmental/remedial programs 
utilizing best practices employed regular and systematic 
program evaluation. But Phipps (1998) called attention to 
the reality that not all developmental/remedial education 
was delivered effectively or effi ciently, nor did institutions 
consistently assess the effectiveness of developmental/
remedial education (Roueche & Roueche, 1999). Others called 
for the alignment of goals and assessments (Bybee & Fuchs, 
2006), but if no goals exist, assessment cannot possibly align.

•	 	At	the	institutions	where	respondents	indicated	
developmental/remedial sciences were offered, nearly half 
offered courses and multiple support services, defi ned by 
this study as a program. However, the institutions selected 
for case studies did not defi ne the combination of courses 
and support services offered at their institutions as 
“programs.” Instead, they called the developmental/remedial 
science offerings at their campuses simply “courses” with 
support services that were separate. The combination was 
not recognized as a “program” at their institutions. If the 
combination of developmental/remedial science courses 
and support services were considered a program, goals and 
assessment would be more prevalent. 

•	 	If	developmental/remedial	sciences	are	offered,	goals	should	
be established to support effective instructional strategies 
and assessment.

D E V E L O P M E N T A L  R E M E D I A L  S C I E N C E S

Student Weaknesses
Apparent sources of weaknesses for students  Total responses Responses as a   
who are underprepared for science courses  top 3 weakness

# % # %
Inadequate math background 8 100 7 88
Inadequate biology background 4 50 1  13
Inadequate chemistry background 5 63 1 13
Poor reading ability 7 88 5  63
Poor writing ability 4 50 1  13
Overall lack of ability 3 38 2 25
Lack of confi dence 7 88 2 25
General fear of science courses 6 75 1 13
Lack of motivation 5 63       4     50
Poor study habits 8 100       5     63
Poor time management 7    88       3     38
Poor attitude toward the course 2    25       1     13

Developmental/Remedial Science Course Offerings
Categories of developmental/remedial 
science courses offered Course Title (Course Number) # of Courses %
Introduction to General Science Intro to the Study of Science (SCI 095)
 Basic Science (SCI 0103)
 Fundamentals of Science (PHYS 0123) 3  30

Math Review for Science Math Review for the Sciences (CH 050)
 Basic Math for Chemistry (CHEM 090 4  40

Introduction to Biology and Chemistry Basic Concepts for Allied Health Studies (BI 100)
 Basic Biology Concepts (BIO 090)
 Chemistry Review (BI 105)
 Critical Concepts in Biology (BI 106)

Pre-Chemistry Pre-Chemistry (CHE 0950) 1  10

Total  10 100
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Summary
The purposes of this mixed methods study were to identify 
and examine the characteristics of developmental/remedial 
sciences at community colleges in five states in the central 
part of the United States and to develop a set of guidelines for 
community college faculty and administrators to use in making 
decisions about whether or not to offer developmental/remedial 
sciences and then to identify the general steps to follow in 
implementation. 
 Phipps (1998) emphasized interinstitutional collaboration 
among colleges to share and replicate best practices and ideas 
as a strategy to improve the effectiveness of developmental/
remedial education. Johnson (2001) noted as I examine science 
teaching journals, much of the emphasis is content-centered, 
not student-centered. On the other hand, the developmental 
education journals are more student-centered, but they usually 
do not address the teaching of . . . science. The ideal is to get 
both groups talking to each other (p. 154). 
 I suggest the conversation commence!
This is an edited version of this article to receive an electronic copy 
of the full article please email the Academy at leadershipacademy@
mcmail.maricopa.edu. Thank you.
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D E V E L O P M E N T A L  R E M E D I A L  S C I E N C E S

•	 	Goals	for	developmental/remedial	sciences	should	emphasize	
skills and strategies, such as building foundational 
knowledge, critical thinking, and problem solving that can be 
used across disciplines.

•	 	Since	goals	and/or	assessment	were	not	part	of	
developmental/remedial sciences at many of the institutions, 
developmental/remedial sciences appeared to play second 
fiddle to nondevelopmental/nonremedial areas and to 
other developmental/remedial areas (e.g., reading, writing, 
etc.). That is, developmental/remedial sciences appeared 
to be less important because of the emphasis, or rather, 
lack of emphasis, placed on assessment. One must ask: 
Are developmental/remedial sciences important at these 
institutions? 

Promoting Reflection
•	 	Administrative	support	is	essential	to	institute	

developmental/remedial sciences.
•	 	It	is	easy	to	get	caught	up	in	the	day-to-day	work	of	

administration such that time for reflection and thinking 
from an institutional perspective is difficult. Administrators 
should adopt a systems thinking approach in order to see the 
influence of their decisions on other areas of the institution. 

•	 	Individuals	holding	administrative	titles	may	also	have	
teaching responsibilities along with their administrative 
duties. The added responsibility of teaching may take 
away from the already limited time available for reflection; 
however, teaching may also help administrators better 
remember the students as they make decisions.

Guidelines for Determining if 
Developmental/Remedial Sciences
Should be Implemented
 This research suggested ten guidelines and a process 
that may be used by faculty and administrators at community 
colleges when considering the implementation of developmental/
remedial sciences at their institutions. Guidelines are listed 
below, in sequence, to illustrate the process.
1.  Adopt an attitude of quality improvement. Consider that 

needs change over time and improvement comes with the 
identification of those changing needs.

2.  Look to your #1 resource: Faculty. Faculty have the most 
regular and direct interaction with the students. If they 
notice problems or areas in need of improvement–listen to 
them. This will also secure faculty buy-in. 

3.  Assess what you currently do in the sciences in the way of 
instruction, course offerings, etc. Then ask: Is it working? Are 
students seeing success? Are they prepared for subsequent 
courses offered at your institution and at institutions to 
which they may transfer? If not, why not? Identify the weak 
areas or areas where gaps exist.

4.  Know what you are remediating. What skill sets and 
knowledge should students have when they finish the 
developmental/remedial course or program? Ideally, 
developmental/remedial courses should be developed 
based on the competencies, knowledge, and skills needed 
for subsequent courses. At case study institutions, the 
developmental/remedial sciences were driven by faculty 
who teach nondevelopmental/nonremedial science courses 
and who, therefore, have a vested interest in students being 
prepared for those courses. 

5.  Start a conversation between the academic department and 
support services staff to create a truly integrated program. 
Consider the student population and the needs they may 
have within and beyond the classroom.

6.  Consider placement and advising. How will students be 
guided into the developmental/remedial courses and/or 
support services?

7.  Consider assessment. Define goals and a process for 
assessing those goals. 

8. Consider training and experience of faculty.
9.  Plan for the appropriate physical space and staff when 

implementing a new program.
10.  Do your homework. Look at best practices and attempt to 

incorporate as many as are appropriate and feasible. Be 
aware of the student population at your institution and 
the types of courses and support services that will best 
meet their needs. Further, be aware of the needs of the 
marketplace and how your programs can assist in meeting 
those needs by better preparing students to be productive 
members of the marketplace.

D E V E L O P M E N T A L  R E M E D I A L  S C I E N C E S
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I 
hope you all remember one of the most classic 
of American movies, “The Wizard of Oz”. Young 
Dorothy of Kansas, played by Judy Garland, 
wanted to go “Over the Rainbow” to escape the 
dull and strict life of her farm home. Having been 

caught in a tornado, she is knocked unconscious and 
dreams that her house is swept up and away to a much 
different land whereupon she states to her dog, “I don’t 
believe we’re in Kansas anymore, Toto”. There are so many 
memorable scenes and characters 
and bits of dialogue that we carry 
with us still and that many of use 
on different occasions to describe 
the situation at hand. From “if I 
only had a brain..the heart..the 
nerve” to “I’ll get you my pretty, 
and your little dog too”…we 
all have special memories and 
impressions of this movie that 
has become ingrained in our 
culture. I remember faithfully 
watching the movie as a young 
boy every year…when I much 
later got a VCR, it was one of the 
first movies I bought.
 I think this can serve as 
a metaphor for us in a couple of 
ways.  First, our students… They 
are on their journey too. For 
some, merely enrolling in college is an act in courage. They 
are timid and uncertain and fearful. Many want knowledge, 
but it is a “just the facts, please,” approach…and for some 
their hearts remain captured by their small circle of family 
and friends. They are like Dorothy, Scarecrow, Tin Man, 
and Lion who wanted specific things. Their perspectives 
are limited.
 In carrying out the Wizard’s demands, they 
embarked on an adventure they could not have imagined 
previously. While the Wizard was merely a mortal behind 
a curtain, he nevertheless challenged them to become 
what they were not. In reality he could not give them what 

they wanted, they had to do it themselves. Even though 
he concluded, “I am not a bad man, just a bad wizard”, 
I would beg to differ. The Wizard became a catalyst for 
change. Because of his demands, Scarecrow used his wits 
to scheme and plan and get them into the castle of the 
Wicked Witch; Tin Man loved Dorothy and worried about 
her and wept to see her leave; Lion became ultimately 
strong and steadfast in defense of Dorothy …and Dorothy 
learned that she was capable of achieving what no one else 
could…whether by accident or not, she succeeded.

 So too should we desire to be a 
catalyst for change in the lives of 
our students. We want them to 
leave more—see a bigger picture, 
use their reasoning and wits and 
heart and gumption to achieve…
We must encourage them to step 
out and be brave and searching 
and smart. We want them to see a 
world of different cultures, grand 
opportunities for growth and 
service. And while there is indeed 
“no place like home”, there is still 
a world out there that needs to 
be dealt with. We try to develop 
our students in ways they don’t 
expect. I can think of no greater 
compliment than for a student to 
say, “that teacher made me think 
and feel and grow.” For many, 

sadly, this does not happen, but for those who do, it is our 
one brief shining moment as teachers. As we begin another 
semester, think what we can do (or not do) to challenge 
and inspire our students to get their “brain” and “heart” 
and “courage” as we engage in this intricate and often 
inexplicable thing we call “teaching”. I thank you for all for 
all you do and wish you well. 
Dr. Larry Bouldin is Professor of 
Mathematics and Dean of Math-Sciences 
at Roane State Community College in 
Harriman, TN. He can be reached at 
BouldinCL@roanestate.edu.

Off to see the Wizard…
A  L E A D E R ’ S  S T O R Y  b y  D r .  L a r r y  B o u l d i n
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