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ABSTRACT

KEITH MOFFETT
WHY AM I DOING THIS TWICE? A CASE STUDY OF THE HIGH SCHOOL 
EXPERIENCES THAT CONTRIBUTED TO PLACEMENT OF 3.0 STUDENTS INTO 
COLLEGE REMEDIAL COURSES 
Under the direction Anthony Harris, Ed.D

There is a problem in higher education with the continuing trend in the State of Georgia 

of students graduating with a 3.0 grade point average and needing remedial coursework at the 

collegiate level. The purpose of this study was to explain how recent students who graduated 

with a 3.0 grade point average in a high school college preparatory curriculum and placed in a 

remedial course understand and articulate their college readiness and high school experiences. 

This study specifically collected students’ perceptions on the dimensions of college readiness by 

examining their key cognitive strategies, their key content knowledge, their academic behaviors, 

and the college knowledge. The theoretical framework that guided this study is David Conley’s 

2007 College Readiness model.

The research approach was that of a qualitative case study research design employing the 

methods of interviews and document review using criterion sampling. The participant criteria 

was (1) first time freshmen students (2) in the University System of Georgia who (3) graduated 

high school with a 3.0 grade point average or better in a college preparatory curriculum and (4) 

enrolled in remedial course.



The findings of this study were found to be consistent with the College Readiness Theory 

and that high school experiences that include positive interpersonal relationships, an 

understanding of the different expectations between high school and college, and access to 

college resources resulted in students ready for college level work upon entering post-secondary 

without remediation. The participants reported overall that they had positive high school 

experience but were lacking the necessary academic and non-academic skills to be considered 

college ready, therefore requiring them to enroll in remedial courses. Study findings have 

particular implications for practice by students, parents, teachers, and high school counselors; 

implications for leadership by higher education leaders and policy makers; and implications for 

future research.

xiv



CHAPTER 1 

INTRODUCTION

In President Obama’s first State of the Union address in 2009, he stated that “In a global 

economy where the most valuable skill you can sell is your knowledge, a good education is no 

longer just a pathway to opportunity—it is a prerequisite.” This establishes a clear goal for the 

American education system that every student should graduate from high school ready for 

college or a career. Nearly 68 percent o f high school graduates now go to college within two 

years of graduating (U. S. Census, 2010). Studies demonstrate that these students chose some 

form of postsecondary education for various reasons such as economic success and personal 

fulfillment (Pascarella & Terenzini, 2005). According to the United States Census Bureau 

(2010), college graduates earn far more over their working lifetimes than non-college 

graduates. The average lifetime earnings for a person with only a high school diploma is $1.2 

million dollars. This amount is in comparison to an average lifetime earnings of $2.1 million 

dollars for a person with a bachelor degree (Day & Newburger, 2002). According to the United 

States Labor Department, by the year 2028 there will be 19 million more jobs for educated 

workers than there will be qualified people to fill them (U.S. Department of Labor, 2004). Today 

most jobs that have high earning potential require more than a high school diploma. Education 

beyond high school yields other benefits, including meeting new people, taking part in new 

opportunities to explore interests, and experiencing success (Strong American Schools, 2008).

Higher education research on the transition to postsecondary education focuses on several 

areas, including college entry, high school preparation, financial aid, student persistence and
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retention, and college completion (Conley, 2007; Merisotis & Phipps, 2008). Pascarella and 

Terenzini (2005) stated that grades are the single most revealing indicator o f a student’s 

successful adjustment to the intellectual demands of a particular college’s course of study. 

Adelman 2004 reported that high school grades were a stronger predictor of persistence than 

standardized test scores. In a 2000 survey of 957 four-year institutions conducted by American 

College Testing (ACT), the Association for Institutional Research, the College Board, the 

Educational Testing Service, and the National Association for College Admission Counseling, 

high school GPA and class rank was rated as the most important factor in admissions (Zwick & 

Sklar, 2005).

The present study used the academic factor of high school grade point average and the 

Conley (2007) Theory of College Readiness to examine the continuing trend in the State of 

Georgia of students graduating with a 3.0 grade point average (GPA) or better in a high school 

college preparatory curriculum and needing remedial coursework at the collegiate level. Because 

this student population is enrolled in at least one remedial course, higher education institutions 

consider them not prepared for college level work even though several studies found that high 

school grade point average by itself is a strong predictor o f college success (Breland, Maxey, 

Gemand, Cumming, & Trapani, 2002).

Background of the Study

Many colleges set a 3.0 baseline for freshman and transfer admission, though they might 

still consider students with lower GPAs (National Association for College Admission 

Counseling, 2008). Noble and Sawyer (2002) stated, “High school GPA likely relates to both the 

cognitive and the noncognitive components of college GPA.” Geiser and Santelices (2007) 

reported that high school grade point averages in college preparatory classes serve as better



predictors than standardized SAT scores as to how students are likely to perform in college. 

Additionally, these researchers confirmed that the prediction was true not only for first-year 

college grade point averages but also for fourth-year graduation and cumulative college grade 

point averages.

A comprehensive review of state merit-based college scholarship programs was 

conducted in 2004 and found that 13 states had implemented a state funded merit-based 

scholarship program and 10 of the 13 states used high school grade point average in their 

respective eligibility requirements (Farrell, 2004). Until 2011, through the Helping Outstanding 

Pupils Educationally (HOPE) Scholarship Program in the State of Georgia, a student who is a 

high school graduate with a 3.0 grade point average for college preparatory diploma or a 3.2 

grade point average for other diploma types was eligible to receive a merit-based higher 

education scholarship. The HOPE Scholarship Program was created in 1993 under the 

supervision of Georgia Governor Zell Miller and funded entirely by revenue from the Georgia 

Lottery and is administered by the Georgia Student Finance Commission (GSFC). As of 

December 2011, more than $6.2 billion in scholarships had been awarded to more than 1.4 

million Georgia students (Georgia Student Finance Commission, 2012).

Statement of the Problem

The expectations gap between secondary and postsecondary education consists of a 

disconnection between what secondary institutions and institutions of higher education believe is 

needed to have students considered college ready. The evidence to support the theory of the 

disconnect between proficiency standards in secondary and postsecondary public institutions is 

that remedial courses are offered at 99% of public 2-year colleges and more than 75% of public 

institutions (Boser & Burd, 2009). The problem addressed in this study is the continuing trend in



the State of Georgia of students graduating with a 3.0 grade point average and needing remedial 

coursework at the collegiate level. This is problematic for students because college students who 

enroll in remedial courses, on average, have less favorable educational outcomes than students 

who enter ready for college-level work (National Center for Education Statistics, 2001). As this 

trend continues, an increasing financial burden will be placed on taxpayers, colleges, students, 

and their parents, due to the high cost of providing remedial coursework (Strong American 

Schools, 2008).

In addition, the financial burdens on taxpayers, colleges, students, and their parents over 

time will have a deleterious impact on the ability of students to pay for remedial coursework, the 

capacity of taxpayers to provide funding for remedial coursework, and the ability of colleges to 

provide remedial coursework at an affordable price. Also, the question of the effectiveness of 

remedial coursework adds another dimension to this problem, which, while important, is not the 

focus of this study.

In 2009, the University System of Georgia reported that 10% of the first-time, full-time 

incoming freshman students that qualified and received the HOPE scholarship based on a 3.0 

high school grade point average or better in a college preparatory curriculum were required to 

take at least one learning support course. Learning support courses are classes that students must 

take if they have deficiencies in reading, English, or math according to the COMPASS 

Placement Test. This test is given to students seeking to enter programs leading to a 

baccalaureate degree and they must demonstrate that they have met the University System of 

Georgia minimum established requirements in English, mathematics, and reading in order to be 

enrolled in core curriculum and degree level courses. Students failing to meet the established 

minimum standards based on high school records and SAT/ACT test scores are required to take
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the appropriate parts of the COMPASS exam to determine if remediation is required (USG 

Institutions, 2009).

The financial costs to the State of Georgia that are directly or indirectly tied to remedial 

education places a burden on taxpayers and other stakeholders (Attewell, Lavin, Domina, & 

Levey, 2006). The University System of Georgia spent an estimated $22 million dollars on 

learning support classes in reading, English, and math for more than 14,000 freshman students in 

2009 (USG Institutions, 2009). Several studies indicate that remedial students are more likely to 

drop out of college without a degree, therefore the investment from the student, the institution, 

and the taxpayer is lost (Attewell et al, 2006; Schneider, 2010).

History of the Problem

The use of admissions criteria to determine entrance to the United States post-secondary 

institutions is as old as higher education itself. Between 1600 and 1800, admissions criteria were 

subjective and depended upon the institution. At some institutions, the college president 

interviewed each applicant. The interview covered the candidate’s knowledge of classical 

languages, their readings, and moral character. Religious affiliations and personal interpretations 

by the college presidents created disparity in admissions practices (Lin, 1993).

As the number of college professors increased in the late 1800s, the admissions process 

and criteria changed. Faculty members started conducting the admissions screening process, 

which led to disparities due to different university and academic departments enacting their own 

admissions criteria. In 1893, ten of the most prominent private universities agreed to enact the 

same admissions standards and recommended a common curriculum for all high schools to adopt 

to prepare their students for college (Cabrera & Burkum, 2001). The high school curriculum was 

regarded as the main instrument to ensure students possessed the abilities, knowledge, and
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attitudes necessary to succeed in college. Six years later, the same universities formed the first 

accreditation agency, called the North Central Accreditation (NCA). The NCA was responsible 

for providing uniformity of curriculum and standards in higher education (Cabrera & Burkum, 

2001).

In 1900, the College Entrance Examination Board (College Board) was established to 

create uniformity in admissions criteria. The first college admissions criteria were in the form of 

essays that tested the understanding of specific subjects and not used to determine scholastic 

aptitude (Linn, 1993). Objectivity became the focus of admissions testing from the 1920s to 

1960s (Cabrera & Burkum, 2001). Aptitude tests were developed in 1925, which provided an 

indication of a candidate’s ability to perform college level work (Gose & Selingo, 2001). In 

1926, the first Scholastic Aptitude Test (SAT) was administered to applicants to measure 

aptitude or innate mental ability (Gose & Selingo, 2001). The SAT was required for applicants at 

the University of California in 1940, securing its popularity. The American College Testing 

Program (ACT) joined the College Board in 1959 offering standardized objective tests. The ACT 

was designed to measure the level of verbal and mathematical skills deemed necessary to 

conduct college level work (Gose & Selingo, 2001). Standardized tests were viewed as an 

inexpensive and reliable method to measure college aptitude and grew tremendously during the 

surge in enrollment after World War II (Gose & Selingo, 2001). College admissions officers 

could efficiently and economically process thousands of college applications. Standardized tests 

evolved into a measure of institution quality (Linn, 1993). During the last few years, admissions 

testing have had increasing criticism to the point of questioning their validity as measures of 

college success (Zwick & Sklar, 2005).



A number of states have implemented admissions policies using high school graduation 

rank as the primary college entrance criterion. For example, Texas admits to any Texas state 

system university all Texas high school students who graduate within the top 4 percent of their 

high school graduating class. The Florida university system admits all Florida residents who 

graduate in the top 20 percent of their graduating class (Cabrera & Burkum, 2001).

Like the Florida and the Texas admissions plans, the California plan puts heavy emphasis 

on high school ranking; however, the California plan stresses curriculum that prepares students 

to academically succeed in college by creating a two-tier college admissions system. Those 

graduating within the top 4% are guaranteed admission to a four-year institution. Those 

graduating between the top 4% and 12.5% are conditionally admitted if  they maintain at least a 

2.4 GPA during a two-year course of study at a California community college (Cabrera & 

Burkum,. 2001).

History o f Remedial Education 

By definition, according to the U.S. Department of Education (2000), remedial education 

is a series o f increasingly advanced courses designed to bring underprepared students to the level 

of skill competency expected of new college freshmen. Remedial education is a highly debated 

issue for various reasons, including, but not limited to, the following: (1) the educational, 

financial, and human resource costs to higher education institutions and society; (2) the 

pedagogical role of remediation in the two-year and four-year curricula; and (3) the level of 

underprepared high school students to adequately perform in college coursework (Green & 

Winters, 2005; Ignash, 1997). With the goal of maintaining enrollments and increasing financial 

viability, higher education institutions have offered to provide academic assistance to 

academically underprepared students in the form of remedial courses. Studies have shown that



students who are considered underprepared improve their academic potential by enrolling in 

remedial classes and receiving the compensatory assistance they need (Attewell et al., Domina, 

Boylan & Saxon, 2006).

The Colonial Era

Remedial or developmental education emerged during the colonial period with higher 

education institutions acting as seminaries to prepare ministers (Stephens, 2003). The 

preservation of their Old World religious and intellectual cultures was the bases for the creation 

of institutions of higher education. Most students came from the home of wealthy families 

(Cross, 1971). Colleges started admitting students who met the majority of the admissions 

requirements who required some level of academic preparation assistance (Stephens, 2003). 

Student assistance was given in the form of courses in time management, efficient note-taking, 

test preparation, test-taking, and good health practices. Since that time, remedial education has 

had various names: preparatory studies, academic support programs, compensatory education, 

corrective education, remedial education, learning assistance, learning support, and basic skills 

(Brier, 1984).

Remedial Education in the Nineteenth Century 

Remedial education evolved as the needs of society changed. Higher education institutes 

struggled to maintain enrollment numbers and growth; therefore, they lowered their admissions 

requirements to allow a broader segment of the population to attend. This shift in higher 

education away from the issues associated with immature learners toward a focus of self- 

preservation allowed the admittance of a large number of unprepared students (Boylan & Saxon, 

1998). The labeling of underprepared students as preparatory students began in 1800s. These 

students were assigned a series of classes in college preparatory departments prior to taking



9

courses from the normal college curriculum (Boylan & Saxon, 1998). The first documented 

program to serve preparatory students was created at the University of Wisconsin in 1849 

(Boylan & Saxon, 1998).

In 1862, with the passage of key legislation, the opportunity for higher education grew 

for those who had limited access previously. The federal government’s role in higher education 

became more noticeable with the passage of the Morrill Acts, introduced to Congress by 

Representative Justin Morrill of Vermont. The purpose of the legislation was to enact a land- 

grant bill for the funding of a system of industrial colleges based on the number of senators and 

representatives each state had in Congress. The Morrill Act was first proposed in 1857, and was 

passed by Congress in 1859, but President James Buchanan vetoed it. In 1861, Morrill 

resubmitted the act with the amendment that the proposed institutions would teach military 

tactics as well as engineering and agriculture. President Abraham Lincoln signed this 

reconfigured Morrill Act into law on July 2, 1862 (Stephens, 2003).

The First Morrill Act in 1862 gave 30,000 acres of land to state representatives for their 

constituents to be sold to fund colleges that specialized in agriculture and mechanic arts, fund the 

creation of agricultural and mechanical colleges, and extend the mission of state colleges to 

include agricultural and technical programs (Stephens, 2003). This allowed higher education to 

become more widespread and affordable with more fields of study being offered at more 

institutions across the nation. The government’s role expanded again in 1890 with the Second 

Morrill Act, which prohibited federal funding to institutions that discriminated. This allowed 

access to colleges and universities to more students with undeveloped academic skills, including 

women and minorities.
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By the late 1800s, there was an identified need for education standardization (Labaree, 

1989). In 1892, the National Education Association constituted a committee to investigate the 

problems associated with college entrance requirements and to discuss high school curricular 

issues. The committee included five university presidents, one college faculty member, two 

representatives of private schools, one nationally prominent educator, and one representative of 

public secondary schools. This committee was referred to as “The Committee o f  Ten" (Stephens, 

2003).

The Committee of Ten is credited for creating the foundation to strengthen the 

relationship between secondary and postsecondary education to better prepare students for first 

level course work (Stephens, 2003). The committee provided its recommendations in a report 

document. In the report, the Committee of Ten articulated three principles it believed should 

guide public secondary education. The first principle was to reject curricular differentiation and 

believed that all students, regardless of their destination after high school to the work force or to 

college, should study the same subjects in the same way. The second principle proposed a 

limited elective system whereby high schools would organize subjects into courses of study but 

that individual students would then choose from those available options. The third principle 

stated that if  high schools followed its recommendations and offered some or all of nine subjects 

in the manner prescribed and outlined by the Committee, then every college and university 

should accept those courses as adequate for admission (Kleibard, 1995).

Their recommendations identified the divide between secondary and postsecondary 

instruction by calling for higher expectation of all students. The recommendations were 

influential and were soon adopted by many school systems across the United States. The 

recommendations were generally interpreted as a call to teach English, mathematics, and history



or civics to every student every academic year in high school. The recommendations also formed 

the basis of the practice of teaching biology, chemistry, and physics, respectively, in ascending 

high school academic years (Sheppard & Robbins, 2002).

Four years later, in 1896, the University of Chicago established the “junior college” as 

the first two years of college with a focus in liberal studies (Stephens, 2003). This allowed a 

greater number of underprepared students to pursue postsecondary studies while allowing 

colleges and universities to accomplish their missions (Dotzler, 2003). Over time, the junior 

college has evolved to include new programs such as vocational and technical training.

Remedial Education in the Twentieth Century 

The twentieth century began with pressure for education reform due to westward 

expansion and industrial advancements (Brubacher & Rudy, 1976). These pressures led to waves 

of unprepared students being admitted to colleges and universities. In 1917, there were 76 two- 

year junior colleges to meet these challenges (Stephens, 2003). These junior colleges focused on 

preparing students who did not meet university admissions standards (Boylan & Saxon, 1998). 

This allowed universities to eliminate or reduce their preparatory programs. In the 1930s, the 

four-year institutions that continued to assist unprepared students began labeling these students 

as remedial students (Boylan & Saxon, 1998).

The next wave of unprepared students came at the end of World War II, when soldiers 

returned from the war and started enrolling in college because of the GI Bill. The Servicemen's 

Readjustment Act of 1944, known informally as the G.I. Bill, was a law that provided college (or 

high school or vocational education) for returning World War II veterans. Colleges and 

Universities assumed that adult learners required minimal basic skills review and training 

(Boylan & Saxon, 1998). These students required tutoring, counseling, and advising.
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The Higher Education of 1965 created another wave of unprepared students to higher 

education. This legislation provided federal funding to assist students to overcome the financial 

barriers of attending post-secondary institutions. The new student population included adult 

learners, women, and people of minority groups who were underrepresented due to 

discrimination, poverty, and minimal family education (Boylan & Saxon, 1998). The terms 

nontraditional and disadvantaged were now used to describe remedial students of the 1960s and 

1970s (Boylan & Saxon, 1998).

The 1980s and 1990s, experienced an increase in participation of education, an increase 

in the number of women and minorities entering the workforce, and an increase in the 

immigration from Central and South America (Breneman & Merisotis, 2002). These increases 

created more demands for remedial education. As the historical overview suggests, remedial 

education has been a part of the higher education system from the beginning and plays an 

important role today. In many instances, underprepared students had no family history of college 

attendance and were the first members of their family to attend college (Boylan & Saxon, 1998). 

Whether it was due to the inconsistent college admissions requirements in the 18th century, the 

need to increase and maintain enrollments in the 19th century, or the competitiveness among 

institutions in the 20th century, universities and colleges have had to invest in remedial education 

programs to meet the demands and needs o f new academically weak students. Green and Foster 

(2003) found that an estimated 68% of all American students leave high school minimally 

prepared. Strong American Schools (2008) reported that four out five remedial students had a 

high school grade point average o f 3.0 or higher. As a result, college administrators and state 

policy makers have increased admissions requirements such as grade point average and 

standardized test scores which contradict the mission and goals of many college and universities



to increase opportunity and equity for underprepared and underrepresented students (Institute of 

Higher Education Policy 2002).

Current Status of the Problem

There is compelling evidence that many young people graduate from high school 

unprepared for college level work (Green & Winters, 2005; McCabe, 2003). With the 

commitment to “open door” admissions, relative low cost, and geographic proximity to potential 

student populations, it is logical that community colleges will enroll a larger student population 

less prepared for college level academic work than four-year colleges and universities (Schneider 

2010).

The U.S. Department of Education reported in 2010 that enrollment in degree-granting 

postsecondary institutions increased by 9 percent between 1989 and 1999 and, by 38 percent 

between 1999 and 2009, from 14.8 million to 20.4 million. Much of the growth between 1999 

and 2009 was in full-time enrollment. According to the National Association for College 

Admission Counseling, in 2005, 74 % of public institutions and those that enrolled more than 

10,000 students set a 3.0 grade point average in a high school college preparatory curriculum as a 

baseline for freshman and transfer admission (National Association for College Admission 

Counseling, 2008).

College admissions counselors still consider the rigor o f the high school courses and the 

GPA as the main factor in college admissions. Several recent empirical studies show that high 

school records continue to be the best predictor o f how well a student will perform in college 

(Geiser & Santelices, 2007; Merisotis & Phipps, 2008; Nobel & Sawyer, 2002). Students are 

often accepted to competitive colleges with averages or even low-test scores as long as their high 

school GPA is strong. Several studies indicate that remedial students are more likely to drop out
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of college without a degree; therefore the investment from the student, the institution, and the 

taxpayers is lost (Attewell et al., 2006; Breneman & Haarlow; 1998; Schneider 2010).

The Strong American Schools (2008) analysis used higher education expenditures 

reported in the Integrated Postsecondary Education Data System (IPEDS) to determine the cost 

per student in public two- and four-year institutions. They estimated that two-year colleges spent 

between $1,600 and $2,000 and four-year institutions spent between $2,000 and $2,500 on 

remedial education per student. Cost estimates included direct and indirect instructional costs. 

Assuming students took at least two remedial courses, the report concluded that $2.89 billion 

were spent in total educational costs for remedial courses. The Alliance for Excellent Education 

(2010) took a somewhat different approach to estimating the cost o f remediation by focusing on 

savings, rather than expenses. The analysis was based on combined estimates of direct and 

indirect costs for remedial instruction and additional earnings that would be realized if 

remediation was reduced. The analysis suggests the U.S. would save more than $1.4 billion a 

year if fewer students enrolled in remedial education courses. Additionally, it was estimated that 

the nation would benefit from increased revenue of approximately $2.3 billion annually, earned 

from wages of college graduates whose contributions would otherwise be delayed by taking 

remedial courses specifically in reading. The Alliance thus found that reducing remedial 

education in public community colleges alone could save more than $3.7 billion a year.

The State of Georgia estimates $75 million a year is spent in remediation expenses. 

Remediation expenses are estimated by multiplying cost of one course by the number of students 

under the age of twenty-five who take at least one remedial course (Alliance for Excellent 

Education, 2010). A number of components comprise the high price that colleges, students and 

their families, and taxpayers pay to get students “up to speed” for postsecondary education.



Colleges must pay faculty to teach the remedial courses; provide the classroom space; and supply 

a variety of support services such as counseling, administrative support, parking, facilities, and 

maintenance.

The most common approach to define college readiness is in terms of high school course- 

taking patterns, including the titles, perceived challenge level, and the number of units required 

for graduation, combined with the grades students receive in those courses (Conley, 2007).

While course requirements for the high school diploma have increased in a number of states, 

they have yet to produce significant improvements in student performance in college (Strong 

American Schools, 2008).

Woodruff and Ziomek (2004) found the mean grade point average of high school 

students increased without an equal increase in achievement, as measured by the ACT over the 

years 1991 to 2003. More recently, data from transcript analyses performed as a component of 

the National Assessment of Educational Progress (NAEP) determined that 2005 high school 

graduates had an overall grade point average of 2.98. This represented a 0.30 GPA increase, 

from 2.68 in 1990 (Planty, Bozick& Ingels, 2006). In other words, a “B” average in high school 

now may reflect knowledge and skills equivalent to something more like a “C” average thirty 

years ago (Breland et al, 2002). This is particularly problematic because many colleges have 

raised their GPA requirements over the same period of time (Breland et al, 2002).

With 68% of all American students leaving high school minimally prepared and four out 

five remedial students having had a high school grade point average of 3.0 or higher, college 

remediation for high school students who graduated with a 3.0 or better is a growing problem 

and has captured the attention of state legislators who question the prudence and financial 

rationale of paying twice for education that students should have received in high school
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(Attewell et al., 2006; Green & Foster, 2003; Strong American Schools 2008). The “chain of 

blame” is a metaphor for the dialog taking place in the education community. It describes how 

colleges and universities blame the high school, and the high school blames the middle school, 

and middle school blames the elementary school for poor student preparation.

According to a report released by the U.S. Department of Education (2000), about three- 

fourths (76 %) of the Title IV degree-granting two- and four-year institutions that enrolled 

freshmen offered at least one remedial reading, writing, or mathematics course in the fall of 

2000. Remediation was more likely to be offered by public 2-year colleges (98 percent) than any 

other institutional types. Remediation was more likely to be offered by public 4-year colleges (80 

percent) than private 4-year institutions (59 percent) (National Center for Education Statistics, 

2001). Although some policy makers believe that community colleges are better equipped to 

support remedial intervention programs due to their open admissions standards and their mission 

to serve the community, remedial courses are needed at most institutions to help underprepared 

students succeed in college-level coursework (National Center for Education Statistics, 2001).

In a national student opinion poll in 2008 conducted by Strong American Schools, 95 % 

of students surveyed in remedial courses reported doing all or most of the work required of them 

in high school. Nearly 80 percent reported that they felt they were ready for college after high 

school graduation because they had taken the most challenging courses offered by their high 

school. A study in 1998 reported that the estimated national cost of college remediation was 

more than one billion dollars a year (Institute of Higher Education Policy, 1998). A more recent 

study estimates the annual cost of college remediation to be 3.7 billion dollars, which represent 

about 2% of the nation’s higher education budget (Merisotis & Phipps, 2008). This figure 

includes $1.4 billion to provide remedial education to students who have recently completed high
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school. In addition, this figure factors in the almost $2.3 billion that the economy loses because 

remedial reading students are more likely to drop out of college without a degree, thereby 

reducing their earning potential.

The financial and human resource costs associated with increasing numbers of 

academically underprepared high school graduates are inconsistent because colleges and states 

use different methods for calculating costs. There are several reasons why there is no exact 

defined formula for calculating remediation costs. Some of the reasons are (1) there is no 

universally accepted definition of developmental or remedial education; (2) the expenses among 

colleges are distributed to several different activities; (3) colleges have difficulty supplying 

precise breakdowns of remedial cost; and (4) it is not always clear if  reported costs are 

expenditures or appropriations (Breneman & Haarlow, 1998).

Purpose of the Study

The purpose of this study was to examine how recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences. While 

numerous studies have provided information on what constitutes remedial education, very little 

research has been conducted regarding students’ perspectives about their high school experience 

and college readiness and how those factors might have impacted their placement in remedial 

courses (Attewell et al, 2006; Boylan & Saxon, 2006). College-ready students must graduate 

from high school with the skills needed to address expectations at the college level that include 

work load, independence, self-efficacy and organizational skills. To develop college readiness, 

academic preparation must include access to high school experiences that will build strong 

cognitive strategies such as analysis, reasoning and problem solving in addition to core academic
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content knowledge in reading, mathematics, social studies, science, languages and the arts. 

Additionally, high school experiences should build contextual knowledge that includes the 

understanding of college admissions requirements, applications processes and the work and 

behaviors required for success in post-secondary education (Conley, 2007).

Research Questions

There is compelling evidence that many young people graduate from high school 

unprepared for college level work Green & Winters, 2005; McCabe, 2003). This study 

investigated the perception of students who graduated with 3.0 grade point average or better in a 

high school college preparatory curriculum and required remediation at the collegiate level. The 

following research question was answered in this study:

How do recent students who graduated with a 3.0 grade point average in a high school 

college preparatory curriculum and placed in a remedial course understand and articulate their 

college readiness and high school experiences?

The sub questions were:

1. What were the high school experiences of recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a 

remedial course?

2. In what ways did the high school college preparatory curriculum taken influence the 

students’ college readiness?

3. In what ways did personal characteristics of the students influence placement in a 

remedial course?

4. What academic and social support systems did students have (or not have) in order to 

be college ready?



Theoretical Framework

Some researchers and writers suggest that there is a problem in higher education with the 

continuing trend of high school graduates who earned a diploma with a 3.0 or better grade point 

average in a high school college preparatory curriculum and are underprepared for college level 

work, thus needing remedial assistance. (Strong American Schools, 2008; Green & Winters, 

2005). In most colleges, students are required to take placement exams based upon their 

application and admissions requirements (Green & Foster, 2003). Students whose scores indicate 

academic deficiencies are required to take one to three courses designed to prepare them for first 

level college work. This questions whether the skills to earn a high school diploma match the 

skills needed to be successful in college. One of the ways identified to reduce the need for 

college remediation and increase college readiness of students is to ensure that the high school 

experience is aligned with the expectations of college level work (Strong American Schools, 

2008).

To develop college readiness, academic preparation must include access to high school 

experiences that will build strong cognitive strategies such as analysis, reasoning and problem 

solving in addition to core academic content knowledge in reading, mathematics, social studies, 

science, languages and the arts. Additionally, high school experiences should build contextual 

knowledge that includes the understanding of college admissions requirements, applications 

processes and the work and behaviors required for success in post-secondary education (Conley, 

2007).

College readiness is defined as the level o f preparation a student needs in order to enroll 

and succeed, without remediation, in credit-bearing general education courses at a postsecondary 

institution that offers a baccalaureate degree or transfer to baccalaureate program (Conley, 2007).
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Enrolled is defined as registration for a college level course and succeed is defined as completing 

entry-level courses at the level of understanding and proficiency that allows for enrollment in the 

next level course (Conley, 2007).

For this study, college readiness consists o f four elements: (1) key cognitive strategies,

(2) academic/subject matter preparedness or key content knowledge, (3) academic behavior, and 

(4) contextual skills and awareness (Conley, 2007). Figure 1 shows the college readiness mode.

Figure 1: College Readiness Model (Conley, 2007)

Key cognitive strategies are competencies that include critical thinking and problem-solving 

skills as well as the ability to make reasoned arguments. Key content knowledge allows a student 

to demonstrate an understanding of key content important to postsecondary success. This is less 

about knowing specific facts and more about understanding the big ideas that define a discipline. 

Academic behavior is the effect of one’s ability to manage the increased level of work in 

postsecondary classrooms. Theses behavior include out-of-class preparation, a substantial time
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commitment, study independently and within study groups, accept critical feedback, and 

objectively assess their level of competence in an area and seek help where needed. Contextual 

skills and awareness requires a deeper understanding of the college culture. Students must know 

where to get help, know how to navigate the financial aid and admissions process, and be able to 

demonstrate other areas of understanding important to college success.

Procedures

Given the research purpose of examining how recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences, the research 

approach was that of a qualitative case study research design employing the methods of 

interviews and document analysis. Case studies are detailed investigations o f individuals, groups, 

institutions or other social units. The researcher conducting a case study attempts to analyze the 

variables relevant to the subject under study (Polit and Hungler, 1983). Researcher Robert K.

Yin defines the case study research method as an empirical inquiry that investigates a 

contemporary phenomenon within its real-life context; when the boundaries between 

phenomenon and context are not clearly evident; and in which multiple sources of evidence are 

used (Yin, 1994).

A qualitative case study research approach was selected as the appropriate methodology 

for this study. In contrast to quantitative research, which identifies variables and tests various 

hypotheses, qualitative research does not start with assumptions to be tested. Rather, themes and 

patterns are allowed to emerge from the data as the study unfolds and as participants’ 

perspectives are explored in their natural settings (Bogdan & Biklen, 2003). A case study was 

appropriate because based upon parameters outlined by Yin (2003), (1) the researcher cannot
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manipulate the behavior of the students involved in the current study, (2) contextual conditions - 

in this case, each students’ high school - will be covered, as they are relevant to the phenomenon 

under study, and (3) boundaries are not clear between the phenomenon and context - that is, it is 

not clear whether or not it was the students’ personal habits or the academic environment from 

which they came that resulted in their remedial course placement.

The principle difference between this case study and other research studies is that the 

focus of attention is the individual case and not the whole population of cases. Most studies 

search for what is common and pervasive. However, in the case study, the focus may not be on 

generalization but on understanding the particulars of that case in its complexity. This case study 

will focus on a bounded system - a cohort of students in a remedial course - usually under natural 

conditions (Stake, 2005).

Through interviews, the participants shared their perceptions on the topic. All participants 

were interviewed in a natural setting at the proposed research site over a 4-week period. The 

research site was a public four-year undergraduate institution in the University System of 

Georgia based on the number of number of students enrolled in a learning support course and the 

amount of remediation expenditures. In fall 2011, 32% of the first-time, full-time freshman 

students enrolled in at least one learning support course at the research site had a high school 

grade point average of 3.0 or better in a college preparatory curriculum. For the 2010-2011 fiscal 

year, the research site spent an estimated $1.8 million dollars on learning support expenditures.

The participant criteria was (1) first time freshmen students (2) in the University System 

of Georgia who (3) graduated high school with a 3.0 grade point average or better in a college 

preparatory curriculum and (4) enrolled in remedial course. Participants in the study were 

selected using a criterion sampling technique. The logic of criterion sampling is to review and
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study cases that meet some predetermined criterion o f importance (Patton (1990).

In addition to interviewing participating students, a document analysis of the high school 

quality factors was used to provide background information that allowed the researcher to 

develop a framework and get a sense of the students’ high school environment. High school 

quality factors are tangible and intangible organizational attributes that make up the school’s 

climate, culture, expectation level for students and staff, operational norms, school history, and 

family connection customs which are unique in each high school (Tam & Sukhatme, 2004). The 

high school quality factors that were examined are high school size, instructional spending per 

pupil, revenue per pupil, course offerings, number o f “advanced” courses per school, graduation 

rates, AYP status, Title 1 status, and district size.

The researcher obtained specific information filed with the state department of education. 

These forms and documents were used to obtain background information and description of the 

school prior to interviewing students and staff. Then the researcher approached the students and 

administrators to explain the purpose and significance of the research. The researcher explained 

that the best way to study the educational experience of the high school students is to conduct a 

case study design using interviews. Qualitative interviews were used as the primary strategy for 

data collection in conjunction with document analysis (Bogdan and Biklen, 2003). Open-ended 

questions were asked to allow for individual variations and allow the student to be the foundation 

of the study. The researcher used a constant comparative method of data analysis throughout the 

data collection process for examining, coding, and categorizing the data into major themes. The 

case study design had specific guidelines such as member checking and analytic memos to 

ensure trustworthiness. A detailed description of the mythology may be found in Chapter 3.
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Significance of the Study 

This study examined the educational experiences of students who graduated high school 

with a 3.0 or better grade point average in a college preparatory curriculum and enrolled in 

remedial courses. Student perceptions can be a helpful source of information for examining and 

adjusting curriculum to meet their needs (Creswell, 2008). The results of this study can be used 

by (1) P-12 leaders to determine if curriculum changes are necessary, (2) higher education 

leaders, who can determine the effectiveness of their admissions policies for determining 

remedial education requirements, and (3) legislators who can make decisions regarding budgets 

and appropriations for remedial education services.

The financial burden of high remedial education rates at postsecondary institutions 

typically falls on the student, state, colleges, and university (Michelau, 2000). By developing 

preventive policies and practices, these costs may be reduced and save the student time in 

achieving college academic success.

Limitations and Delimitations of the Study 

The limitations to the research design are:

1. Sample was limited by the number of students made available by the site

2. Study is retrospective in nature and relied on the honest and sincerity of the participates 

The delimitations to the research design are:

1. The target population is comprised of first-time, full-time degree seeking students.

2. The delimitation is that the target population is comprised of 7 first-time, full-time degree 

seeking students who volunteered to participate in the study
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Definitions of Terms 

This section provides operational definitions o f key terms relevant to this study:

Academic Success is a term used to express the accomplishment of a student’s educational goal 

or aspiration. The measure of academic success may vary for each student (Goddard, Tschannen- 

Moran, & Hoy 2001).

Academic Support System is a term used to describe networks that provide opportunities for the 

exchange of information and services that can facilitate favorable academic outcomes (Goddard 

et al, 2001).

College Preparatory Curriculum is defined by the University System of Georgia which suggests 

the following high school courses for high school preparations:

• English: four years, with significant emphasis on writing and literature

• Mathematics: four years, with significant emphasis on fundamental mathematical skills 

(algebra; trigonometry; plane, solid, and analytic geometry)

• History/Social Studies: three or more years. Such courses should include the writing of 

essays

• Science: three or more years of laboratory science

• Foreign Language: three or more years o f the same foreign language, should include the 

development of four basic skills: reading, writing, speaking, and listening comprehension

College Readiness is the level of preparation a student needs in order to enroll and succeed, 

without remediation, in credit-bearing general education courses at a postsecondary institution 

that offers a baccalaureate degree or transfer to baccalaureate program (Conley, 2007). 

Experience is the People, events, and situations that the student perceives as academic and social 

support (Tinto, 1999).
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First-year college student are students who enter college directly from high school as a first

time, full- or part-time status and having 6 or fewer transfer hours (Tinto, 1999).

Remedial courses are defined by the National Center for Education Statistics (2001) as courses 

designed for students who are deficient in general competencies necessary for a regular 

postsecondary curriculum and educational setting. In this study, remedial courses are defined as 

courses that compensate for a lack of basic reading, writing, and arithmetic (i.e., addition, 

subtraction, multiplication, and division) skills in prior learning. Remedial courses are identified 

with a “0” as the first digit in the 4-digit course number.

Remedial student is one who has enrolled in at least one remedial English, mathematics, science, 

or reading course to correct academic deficiencies utilizing a holistic approach to refine the 

education developmental process.

Social Support System is the “mechanism that emphasizes and enhances the relationships among 

students and staff. These relationships create a system through which students are able to 

develop strong networks of adults and peers to support them throughout their high school 

careers” (Goddard et al, 2001).

Summary

There is a problem in higher education with the continuing trend in the State of Georgia 

of students graduating with a 3.0 grade point average and needing remedial coursework at the 

collegiate level. This problem is evident because (1) Boser and Burd 2009 found that remedial 

courses are offered at 99% of public 2-year colleges and more than 75% of public 4- year 

institutions, (2) College Board 2003 reports that Students that are enrolled in remediation courses 

in their first year of college have only a 17-39% graduation ra te , this is support by the National 

Center for Education Statistics, 2001 who reports that students who enroll in remedial courses,
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on average, have less favorable educational outcomes than students who enter ready for college- 

level work, and (3) Strong American Schools, 2008 reports that remediation increasing the 

financial burden on taxpayers thru state appropriations; colleges thru expenditures on faculty and 

facilities, and students and parents thru tuition for non-credit coursework.

While numerous studies have provided information on what constitutes remedial 

education, very little research has been conducted regarding students’ perspectives about their 

high school experience and their college readiness and how those factors might have impacted 

their placement in remedial courses (Attewell et al, 2006; Boylan & Saxon, 2006).

The National Association for College Admission Counseling states that many colleges set 

a 3.0 baseline for freshman admission. Strong America Schools, 2008 reported that four out of 

five remedial students had a high school grade point average of 3.0 or higher. The purpose of this 

study was to examine how recent students who graduated with a 3.0 grade point average in a 

high school college preparatory curriculum and placed in a remedial course understand and 

articulate their college readiness and high school experiences.

This introductory chapter presented an overview of the study through description of the 

background, purpose, approach, significance, delimitations and limitations, and vocabulary of 

the research. Chapter two constructs the theoretical framework of the study through a review of 

literature related to the research questions. Chapter three describes the research design employed 

to conduct the study, with particular attention to methodology and technique applied to data 

collection and analysis. Chapter four presents the study results in the form of data generated and 

analyzed through application of the research design. Chapter five presents a discussion of study 

findings and conclusions related to the research questions and reviewed literature. This



concluding chapter also addresses the implications of the findings for practice and research, 

well as leadership, learning, and service.



CHAPTER 2 

REVIEW OF THE LITERATURE 

Organization of Review 

The purpose of this study was to examine the high school experience and college 

readiness of recent high school students who graduated with a 3.0 grade point average in a 

college preparatory curriculum and placed in a remedial course. While numerous studies have 

provided information on what constitutes remedial education, very little research has been 

conducted regarding students’ perspectives about their high school experience and college 

readiness and how those factors might have impacted their placement in remedial courses 

(Attewell et al., 2006; Boylan & Saxon, 2006). College ready students must graduate from high 

school with the skills needed to address expectations at the college level that include work load, 

independence, self-efficacy and organizational skills (Eckes & Ochoa, 2005). To develop college 

readiness, academic preparation must include access to high school experiences that will build 

strong cognitive strategies such as analysis, reasoning and problem solving in addition to core 

academic content knowledge in reading, mathematics, social studies, science, languages and the 

arts. Additionally, high school experiences should build contextual knowledge that includes the 

understanding of college admissions requirements, applications processes and the work and 

behaviors required for success in post-secondary education (Conley, 2007).

29
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Theoretical Framework

College readiness is the level of preparation a student needs in order to enroll and 

succeed, without remediation, in credit-bearing general education courses at a postsecondary 

institution that offers a baccalaureate degree or transfer to baccalaureate program (Conley, 2007). 

This definition includes the academic preparation and the understandings that students need in 

order to be successful at the collegiate level. Enrolled is defined as registration for a college 

level course and succeed is defined as completing an entry-level course at the level of 

understanding and proficiency that allows for enrollment in the next level course (Conley, 2007).

To develop college readiness, academic preparation must include access to high school 

experiences that will build strong cognitive strategies such as analysis, reasoning and problem 

solving in addition to core academic content knowledge in reading, mathematics, social studies, 

science, languages and the arts. Additionally, high school experiences should build contextual 

knowledge that includes the understanding of college admissions requirements, applications 

processes and the work and behaviors required for success in post-secondary education (Conley, 

2007).

Historical Overview

The research on the theory of college readiness dates back to the 1980s with the study of 

college access and choice (Hossler & Gallagher, 1987). Most o f the studies were quantitative in 

design by examining large-scale populations and then generalizing the findings to all students. 

The original term was “college access and choice” (Pema, 2006). The term was referred to as the 

“three-phase college choice” model in the 1990s, which is a linear process that all potential 

students went through: predisposition, search, and choice (Hossler & Gallagher, 1987). The first 

stage is the predisposition phase in which students determine whether they would like to
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continue their education beyond the secondary level or not. Student ability, achievement, 

socioeconomic status, parent, peer, educational activities and school characteristics affect this 

phase. The second stage is the search phase which information was gather about institutions of 

higher education and formulate a choice set that is the group of institutions to which students will 

actually apply. The search phase is affected by students’ preliminary college values, their search 

activities and college or university search activities for students. The third stage is that o f choice, 

that is, deciding which college or university a student will actually attend. Educational and 

occupational aspirations, costs and financial aids and college or university courtship activities 

influenced the choice phase (Hossler & Gallagher, 1987). Table 1 shows how individual and 

organizational factors interact to produce outcomes, which influences the student choice process. 

Table 1

Three Phase Model o f  College/University Choice Process

Model
Dimensions

Individual Factors (Influential 
Factors)

Organizational Factors 
(Influential Factors)

Student Outcomes

Predisposition 
(Phase one)

Student characteristic 

Significant others

School characteristics Search for: 

a. College options

Educational activities b. Non-educational options

Search 
(Phase two)

Student preliminary college values 

Student search activities

College and university 
search activities

(Search for students)

a.

b.

Choice set

Non-educational options

Choice Quality of students search activities Quality of college and a. Continue decision
(Phase three) university recruitment

The level of fulfillment of students activities b. Return to the search
expectations

Quality of school
phase

Student’s college or university counseling c. Leave decision (non-
experiences educational options)
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Although the original model has several similarities to the current trend (e.g. SES factors, 

social, and cultural capital) regarding the factors affecting college readiness, there are differences 

in the theoretical approach to the research. The current research is more qualitative in design and 

cognizant of increasing diversity in student population (Pema, 2006). Several studies of college 

readiness focus on the need for a systemic change that will enable policy makers to think outside 

the current structural arrangement and eliminate the disconnection between secondary and 

postsecondary ( Pema, 2006; Thomas, 2000). These studies seek a deeper understanding of the 

phenomenon by taking into account the roles of culture, history, and context, and rejecting the 

explanation that the simple evaluation of academic grades or test scores can determine a 

students’ ability to enter college and succeed.

Elements o f  College Readiness 

College readiness consists of four elements: (1) key cognitive strategies, (2) 

academic/subject matter preparedness or key content knowledge, (3) academic behavior, and (4) 

contextual skills and awareness (Conley, 2007).

Key Cognitive Strategies

Key cognitive strategies are patterns of intellectual behavior that lead to the development 

of cognitive strategies and capabilities necessary for college level work (Conley, 2007). They 

involve critical thinking and problem-solving skills to make reasoned arguments. College ready 

students must graduate from high school with the skills needed to address expectations at the 

college level that include work load, independence, self-efficacy and organizational skills 

(Conley, 2007). They must possess analytic, problem solving, and reasoning skills, as well as 

study and time management skills. Even the most “college ready” students are often surprised by 

the differences in expectations of college and university professors from those of high school
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teachers. Transcript analyses of college courses show that even courses with the same titles as 

high school courses have different goals, expectations and pace (Planty et al, 2006). College 

instructors are more likely to expect students to utilize a set of thinking skills not usually 

required or developed in high school, including expectations for analysis, interpretation, and the 

exchange of ideas that many high school graduates are unprepared for (Robbins, Lauver, Davis, 

Langley, & Carlstrom, 2004).

Conley (2007) found that “key cognitive strategies” include analysis where the student 

identifies and evaluates data, material, and sources for quality of content, validity, credibility, 

and relevance; interpretation where the student analyzes competing and conflicting descriptions 

of an event or issue to determine the strengths and flaws in each description and any 

commonalities among or distinctions between them, synthesizes the results o f an analysis of 

competing or conflicting descriptions of an event or issue or phenomenon into a coherent 

explanation, states the interpretation that is most likely correct or is most reasonable, based on 

the available evidence, and then presents orally or in writing an extended description, summary, 

and evaluation of varied perspectives and conflicting points o f view on a topic or issue, problem 

formulation and problem solving where the student develops and applies multiple strategies to 

formulate and solve routine and non-routine problems, and selects the appropriate method for 

solving complex problems; research where the student engages in active inquiry and dialogue 

about subject matter and research questions and seeks evidence to defend arguments, 

explanations, or lines of reasoning, documents assertions and builds an argument that extends 

from previous findings or arguments, utilizes appropriate references to support an assertion or a 

line of reasoning, identifies and evaluates data, material, and sources for quality of content, 

validity, credibility, and relevance, and compares and contrasts sources and findings and
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generates summaries and explanations of source materials; reasoning, argumentation, and proof 

where the student constructs well-reasoned arguments or proofs to explain phenomena or issues, 

utilizes recognized forms of reasoning to construct an argument and defend a point of view or 

conclusion, accepts critiques of or challenge to assertions, and addresses critiques and challenges 

by providing a logical explanation or refutation, or by acknowledging the accuracy of the 

critique or challenge; precision and accuracy where the student knows what type of precision is 

appropriate to the task and the subject area, is able to increase precision and accuracy when a 

task or process is repeated, and uses precision appropriately to reach correct conclusions in the 

context of the task or subject; and problem solving where the student develops and applies 

multiple strategies to solve routine problems, generate strategies to solve non-routine problems, 

and applies methods of problem solving to complex problems requiring method-based problem 

solving.

Key Content Knowledge

In order to ensure that all high school graduates are college and work ready, Alliance for 

Excellent Education (2010) recommends that high school graduation requirements are anchored 

to the knowledge and skills that colleges and employers require for success. However, the 

problem with defining adequate preparation in terms of course completion is that high school 

courses, even those carrying the same title vary greatly in terms of content, rigor and 

expectations, and are rarely aligned with post-secondary expectations (Adelman, 2004). Such 

requirements would include a core set of knowledge and skill that would form the standards 

against which high school curriculum and assessments would be built. Successful completion of 

a program based on these standards would prepare students for whatever path they choose to 

pursue after graduation (Sternberg, Reznitskaya, & Jarvin, 2007).
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Academic Knowledge and Key Content Knowledge are skills students need to 

demonstrate an understanding of major content and concepts to have postsecondary success. This 

is less about knowing specific facts and more about understanding the big picture that define an 

academic area. Results from the ACT shows that many students took high school math, reading, 

and science at their schools, but did not learn the necessary skills to be considered college ready 

(Adelman, 2004).

Conley (2007) found that “academic knowledge” includes writing where the student 

needs to know how to pre-write, edit, rewrite, and apply corrective feedback to papers that are 

free of grammatical, spelling, and usage errors; research where the student is able to identify and 

utilize appropriate strategies and methodologies to explore, answer problems, and conduct 

research on various topics; English where the student can engage texts critically and create well 

written, organized, and supported work products in written and oral formats; math where the 

student understands the basic concepts, principles, and techniques of algebra; science where the 

student engages in scientific thought in all areas; social studies where the student has general 

knowledge of geography, political science, economics, psychology, sociology, history, and 

humanities; world languages where the student can communicate with speakers from different 

authentic cultures by listening, speaking, reading, and writing; and the arts where the student has 

general knowledge of art history, dance, music, theater, and visual arts.

Academic behavior

Succeeding academically requires that students be able to study independently, accept 

feedback, evaluate their level of competence, and seek help when needed. This area of college 

readiness requires a range of behaviors in self-awareness, self-control, and self-monitoring. This 

level of college readiness differs from key cognitive areas because it is completely independent
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of content area. The key academic behaviors are mostly self-monitoring and study skills (Conley, 

2007).

Self-monitoring is the ability to analyze one's thinking. This includes awareness and 

understanding of a subject, ability to reflect on past performance and improvements to academic 

tasks, persistence of difficult tasks, and the ability to transfer learning from familiar settings to 

new ones (Bransford, Brown, & Cocking, 2000). Study skills behaviors includes time 

management, preparing for and taking examination, using information resources effectively, 

taking notes properly, and communicating with teachers and advisors (Robbins et al, 2004). 

Contextual Skills and Awareness

Students can become frustrated and alienated because of a lack of understanding of the 

context of college. College success is enhanced for students who possess interpersonal and social 

skills that allow them to interact with peers. These skills include the understanding academic 

norms, collaborating and working in teams, interacting with people from different cultures and 

backgrounds, and communicating effectively (Conley, 2007).

Students need to know where to get help, how to navigate the admissions and financial 

aid process, and understand other areas important to college success. Studies have shown that 

economically well off students are more likely to have knowledge o f this process than working 

class families or first generation students (Conley, 2007; Robbins et al, 2004).

Reviewed Literature

This chapter reviews literature in the following areas: high school factors and trends of 

high school grade point average, grades, grade inflation, and high school curriculum; the 

transition from secondary to postsecondary education with the use of standardize assessments 

such as the Scholastic Achievement Test (SAT) and American College Testing (ACT); history of
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higher education in the areas college admission history and practices, remedial education in the 

United States and Georgia; issues relating to remedial education in the areas of cost, role, and 

unprepared students; and merit programs in the United States and the state of Georgia’s HOPE 

scholarship.

A summary analysis of prominent themes and findings within the reviewed literature is 

presented at the end of the chapter. A computerized search o f Educational Resources Information 

Center (ERIC), ProQuest Dissertations and Theses database, Google, and ProQuest Research 

Library were used to conduct this literature review. Major descriptors used in this search 

included remedial education, developmental courses, remedial courses, college readiness, college 

remediation, high school experiences, student preparation for college, underprepared students, 

high school grade point average, Georgia HOPE scholarship, and life experiences of high school 

students.

High School Factors and Trends

The literature review highlighted several academic trends. Vinovskis (2008) highlighted 

the governments emphasis on improving standards. The government has in fact been promoting 

standards improvement since the “A Nation at Risk” study in the 1980‘s (Vinovskis, 2008).

Many state standards were found to be improving (Gross, Goodenough, Haack, Lemer,

Schwartz, & Schwartz, 2005).

Remediation rates in college are increasing and empirical evidence indicated that this 

trend was not improving (Adelman, 2004). Additionally, evidence has shown that high school 

students in the U. S. have not been receiving the same quality education as their counterparts in 

many other countries (Alliance for Excellent Education, 2010). Hoyt and Sorensen (2001) 

recommended that students and their parents were mostly responsible for students’ failure to take
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more rigorous college preparatory or advanced placement classes and teachers and 

administrators were responsible for inflating grades and making classes too easy. High school 

students were graduating with high grade point averages after having taken few, if  any, truly 

challenging classes and as a result, these students have not fared as well in college or the job 

market as students who did pursue a more rigorous educational path (Hoyt & Sorenson, 2001).

As the high school diploma has faded in value, more degrees or evidence of education 

has been required. Baum and Ma (2007) argued that in the wake of the standards movement, the 

high school diploma has almost no value. Light (2001) reported that parents, employers, and 

professors were losing faith in the intrinsic value of a high school diploma.

High School Grade Point Average

Community colleges as well as four-year colleges and universities are concerned with 

choosing students who will be successful at their institutions. This concern relates to the impact 

on the individual student as well as institutional accountability. Therefore, many studies have 

been conducted to identify the best predictor o f college academic success. The resulting research 

is that several studies have found that high school grade average by itself is the strongest 

predictor of college success.

Allensworth (2009) argue that a student4s high school grade point average (GPA) is the 

most important academic determinant of a student‘s chances of enrolling in college. In her study 

of high school graduates, Grades, particularly A‘s and B‘s, matter: it is not enough to simply 

pass classes, students also have to succeed in them. Nagaoka and Roderick (2004) found a 

similar result in their multivariate analyses of high school graduates: the grades o f a student 

emerged as a more important predictor of college enrollment than standardized ACT scores 

were. Aughinbaugh (2009) regression analysis of data from the 1997 National Longitudinal
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Survey o f Youth found that the chance a student would enroll in college by age 20 increased 

with their high school grades: students who reported earning mostly B‘s in high school were 

about 10 percentage points less likely to go to college by age 20 than students who reported 

having earned mostly A‘s, while students who reported earning mostly C‘s were 29 percentage 

points less likely to attend college.

Geiser and Santelices (2007) found that a student4 s GPA is the best measurement of 

academic performance. Although any single grade is an imperfect measure of a student's 

academic performance since it only indicates academic success by a particular teacher's 

standard, as well as academic success relative to other students in a particular classroom when 

averaged over an entire high school year or career, the GPA is an accurate and fair representation 

of a student's academic performance and, consequently, how likely they are to enroll in college.

In 2001, the Association of American Colleges and Universities confirmed Adelman’s 

(1999) conclusion that completing a rigorous curriculum in high school is a stronger predictor of 

college success than standardized test scores or other measures of high school academic 

performance. Noble and Sawyer (2002) stated high school grade point average relates to both the 

cognitive and noncognitive components of college grade point average and standardize test such 

as the SAT and ACT relate only to the cognitive component of college grade point average.

Geiser and Santelics (2007) conducted a longitudinal study at the University o f California 

for a sample of 80,000 students. They found that high school grade point average in college 

preparatory classes serve as better predictors that standardized SAT scores for college 

performance. Based on these finding, the University of California adopted the policy of allowing 

the top 4% of their high school class to be eligible for admission based solely on high school 

grade point average (Geiser & Santelices, 2004).
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College admissions counselors still look at the rigor o f the high school courses and the 

GPA as the main factor in college admissions. Studies have continually shown over the years 

that high school records are the best predictor o f how well a student will perform in college. 

Students are often accepted to competitive colleges with average or even low test scores as long 

as their high school GPA is strong. However, high test scores almost never compensate for poor 

grades. In fact, students with very high test scores and mediocre grades may be rejected for 

looking like underachievers.

Grades

A problem that has surfaced in recent years is that of an over reliance on grades. The 

emphasis on getting the grade spawns an unhealthy competition. Many schools and districts are 

abandoning the traditional class ranking with a valedictorian and salutatorian in favor of 

recognizing honor graduates as a group. Ozturk and Debelak (2008) suggested rerouting 

competition in the form of academic competitions.

The most popular grading system in the United States uses discrete evaluation in the form 

of letter grades. Many schools use a GPA (grade-point average) system in combination with 

letter grades. Letter grades are so ingrained in our image of school, due in part to the fact that 

80% of schools require letter grades that it is easy to overlook the multitude of meanings or 

purposes that may be assigned to grades (Polloway, Epstein, Bursuck, Roderique, McConeghy,

& Jayanthi, 1994). In general, purposed purposes involved communication of information that is 

specific to the student (e.g., strengths/needs, motivation and work habits, progress on individual 

goals), communication of information regarding general and comparative achievement (e.g., 

general achievement on curriculum, how performance compares to that of other students).
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The most fundamental measurement principle related to meaningful assessment and 

grading is the principle of validity (Stiggins, 2007). Although there are many validity issues 

involved in classroom assessment that classroom teachers should consider, such as making sure 

the way they assess students corresponds to the type of academic learning behaviors being 

assessed, the focus here is on the valid assessment and communication of final class grades as 

summaries o f students’ academic achievement of content knowledge of a subject (Ormrod,

2000). Validity addresses the accuracy of the assessment and grading procedures used by 

teachers (Linn & Gronlund, 2000). Validity is important because the sole purpose of grades is to 

accurately communicate to others the level of academic achievement that a student has obtained 

(Snowman & Biehler, 2003).

If grades are not accurate measures of the student’s achievement, then they do not 

communicate the truth about the level of the student’s academic achievement. Assigning grades 

to students is such a complex and controversial issue that some educators have proposed their 

abolition (Marzano, 2000). The current reality for most teachers is that they are required to 

assign grades indicating students’ academic achievement in the subjects they teach. Therefore, 

grading should be as valid as possible.

Although students learn many things in the classroom, the primary objective is for 

students to learn academic content knowledge of a particular subject. In order for teachers to 

know if students are achieving this academic knowledge, they generally are required to not only 

assess students’ knowledge in some way, but eventually summarize that assessment into a letter 

or numerical grade. This is known as “summative” evaluation.

Due to the wide variability in the criteria used in grading practices from teacher to 

teacher, the validity of student grades was unknown and they have limited value as guides for
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planning the academic and career futures of students (Thorndike, 1997). Thus, if  a single grade 

on a report card or transcript was to effectively communicate information to all these varied 

parties, then that single grade had to have some shared and accurate meaning (O’Connor, 1995). 

The purpose of an academic report is to communicate the level of academic achievement that a 

student has developed over a course of study. Therefore, the sole purpose of a grade on an 

academic report, if  it is to be a valid source of information, is to communicate the academic 

achievement of the student. Since important decisions were often based on a student’s grade, 

invalid grades resulted in dire consequences for the student. Grades can open up or close down 

important learning opportunities for students (Jasmine, 1999).

Letter grades or numerical grades are used to report the progress of students in grades one 

through five. In Georgia, student achievement is reported to parents as numerical grades for 

reading, language arts, mathematics, science and social studies. Assignment o f the grade by the 

teacher is certification of the degree of mastery of the essential knowledge and skills. Letter 

grades correspond with numerical scores. The percentage needed in any given course to achieve 

a certain grade and the assignment of GPA point values varies from school to school, and 

sometimes between instructors within a given school. The most common grading scales for 

normal courses and honors/Advanced Placement courses are listed in Table 2.
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Table 2

Georgia Grading Scale

Grade Normal courses Honors/AP courses

Percentage GPA Percentage GPA

A 90-100 3.5-4.0 90-100 4.5-5.0

B 80-89 2.5-3.49 80-89 3.5-4.49

C 70-79 1.5-2.49 75-79 2.5-3.49

D 60-69 1.0-1.49 70-74 2.0-2.49

E /F 0-59 0.0-0.99 0-69 0.0-1.99

Grade Inflation

Grade inflation is about students doing less academic work and receiving higher grades, 

and as a result, being less prepared for college. Grade inflation means that students obtain high 

grades without mastering the curriculum. Grade inflation is well documented (Woodruff & 

Ziomek, 2004). However, students may not be meeting all academic standards. Students may be 

receiving A’s that are not necessarily indicative of good preparation, which may result in the 

devaluation of the high school diploma.

The ubiquity of artificially inflated grades is problematic. Research performed by the 

National Center for Education Statistics (2001) measured grade inflation in a comparison to high 

school GPAs with ACT or SAT scores, representing the students’ levels of achievement. The



increasing trend o f GPAs and the decreasing trend of ACT or SAT scores indicated grade 

inflation. ACT or SAT scores really have been decreasing and that decrease was not a statistical 

anomaly, and the ACT or SAT scores actually give some meaningful measure o f how much a 

student has learned or achieved. Kohn (2002) reported that grade inflation went as far back as the 

19th century. Kohn (2002) also reported that if  grades were perceived to be inflated, then 

graduates would be perceived to not be as knowledgeable and diplomas would be perceived to be 

worth less, not worthless. An increase in GPAs and a decrease in ACT or SAT scores could be 

an indication that grade inflation was occurring (Hassel & Lourey, 2005). Students were found to 

be not as responsible as they once were (Hassel & Lourey, 2005). Students expected deadline 

extensions and high grades without putting the required effort that equates with academic 

achievement (Danielson, 2007). A student who is allowed to turn in work late is receiving an 

inflated grade and in order to eliminate grade inflation, all students must be held accountable to 

the same standards (Hassel & Lourey, 2005). All of the previously mentioned factors have 

eroded the value of a high school diploma (Cohen, Finn, & Haycock, 2004). Even though school 

stakeholders have continued to believe that they were challenging and preparing students for life 

after high school, neither college professors nor employers believed that a high school diploma 

signified that any type of minimum standard had been met (Harris, 2008).

Between 1991 and 2003, high school grade point averages (GPAs) demonstrated a 6.25% 

increase, which has been attributed to grade inflation (Woodruff & Ziomek, 2004). Gaultney and 

Cann (2001) linked an increasing lack of effort on the part of students to those students’ 

expectations of high grades. Increases in grades have not paralleled with increases in American 

College Testing (ACT) scores. These findings underscore the concern of grade inflation with 

evidence suggesting that grades are no longer a useful symbol of reflected learning (Tubaishat,
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Lansari, & Al-Rawi, 2009). Grade inflation is detrimental to students (Abbott, 2008). Grade 

inflation has been associated with a rigor gap, where students with higher high school GPA score 

lower on international proficiency assessments (Rosen, 2011).

High School Curriculum

Participation in a vigorous and challenging academic curriculum or college preparation 

track while in high school, including Advanced Placement courses, has been shown to be 

positively correlated with college enrollment (Adelman, 2004), as has higher test scores 

(Adelman, 2004), higher school grades and grade point averages (Adelman, 2004), and a higher 

class rank (Adelman, 2004). Indeed, recently proposed definitions of college readiness have been 

predominately couched in terms of whether a student passes particular courses and the grades 

that they receive on national tests. For example, in their blueprint to reform the No Child Left 

Behind legislation the Obama administration has proposed defining college readiness in terms of 

academic standards and aligned assessments in English and mathematics, as has the National 

Governors Association and the Council of Chief State School Officers under their Common Core 

State Standards framework (Paulson, 2010).

High schools that have a strong academic culture based on a rigorous academic 

curriculum, high teacher expectations, and a focus on learning rather than performance have 

been shown by the empirical literature to provide an educational environment that is conducive 

to college enrollment, by engaging their students in a set of academic experiences that builds 

their knowledge and skills and allows them to translate postsecondary aspirations into reality 

(Allensworth, 2009). Many four-year colleges and universities require (or at least strongly 

recommend) advanced courses for admission, but unless a school offers these advanced 

curricular options to their students and there are teachers who encourage and support their
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students to take them, students will not have the academic qualifications that they need to gain 

access to many of the nation4 s (more selective) postsecondary institutions (Choy, 2002).

Adelman (2004) argues that a student4 s overall academic background is the most 

important predictor of whether they will enroll in college, he also argues that it is the intensity 

and quality of a student’s secondary school curriculum that is the most important part o f this 

overall academic background. Adelman argues that each student leaves high school with a set of 

academic resources; a culmination of their academic background that consists of their combined 

curricular record; their academic performance (class ranks/grade point average) as an indicator of 

their effort; and an external measure in the form of performance on tests of general learned 

abilities. In his analysis of a national representative cohort o f students from 1988 until 2000, 

Adelman found that the high school curriculum was the most significant of these different 

components reflecting 41% of the academic resources, 30 percent for test scores and 29% for 

class rank/academic grade point average. While some researchers have argued that it is 

individual student and family background traits that have the greatest effect on student 

educational outcomes, other researchers have concluded that the environment of a high school in 

particular the college going climate of a high school matters substantially for college transitions 

(Rothstein, 2004).

It is also critical that high schools ensure that students are taught in a way that focuses on 

learning, rather than simply on test results and performance alone. In a review of more than one 

hundred studies, Watkins (2010) found that the highest achieving students and those most likely 

to enroll in college, are those students who have a learning orientation rather than a performance 

orientation: a motivation to improve their knowledge and competency, rather than simply a 

motivation to prove their competency to others. Watkins (2010) found that while a learning
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orientation in high school is positively correlated with grades and enhanced academic 

performance, critical for college enrollment, in contrast, a performance orientation could depress 

academic performance by reducing student motivation and increasing student disengagement.

In addition, empirical studies have also suggested that students who take a high number 

of vocational courses during high school are less likely to enroll in college than their peers who 

do not (Bangser, 2008). Using data from the 1997 National Longitudinal Survey of Youth, the 

United States Department of Education (2000) found that while participation in career related 

programs in itself does not generally impede college attendance, higher ratios of vocational to 

academic courses are associated with reductions in the chances of college attendance, even after 

adjusting for selection characteristics often associated with course trajectories. Oaks (1985) has 

suggested that students who take vocational courses may be less likely to attend college than 

their counterparts who do not because of a lack of college preparatory course taking, as well as 

the self-image of many vocational students that they are not college material.

Transition from Secondary to Postsecondary Education 

Degree-granting postsecondary institutions enrollment increased by 9 percent between 

1989 and 1999 and by 38 percent, from 14.8 million to 20.4 million between 1999 and 2009. 

Much of the growth between 1999 and 2009 was in full-time enrollment; the number of full-time 

students rose 45 percent, while the number of part-time students rose 28 percent. Between 1999 

and 2009, the number of 18- to 24-year-olds increased from 26.7 million to 30.4 million, an 

increase of 14 percent, and the percentage of 18- to 24-year-olds enrolled in college rose from 36 

percent in 1999 to 41 percent in 2009 (U.S. Department of Education 2010).

The transition to college from high school can be intimidating and confusing for many 

high school seniors. The rising demands of postsecondary education can add additional
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challenges to the process. Stronger communication between colleges and high school is needed 

with respect to the shared goals and direction of the educational system (Podhajsky, 1997). High 

school teachers are unaware of the requirements for students to be college ready and 

subsequently students are unaware of the collegiate level expectations (Bueschel and Venezia, 

2006). The current education system allows high school graduates to be admitted to college 

unprepared (Conley, 2007). This disconnection between secondary and postsecondary 

institutions could result in an unsuccessful transition for many students. Studies have found that 

many college faculty and administrators feel that high school students are unqualified or only 

somewhat qualified to perform college level work.

Standardized Tests

Using standardized assessments in the field of education is not new or an exclusive 

practice. Furthermore, the use of standardized assessments has also been used in other fields. 

Standardized assessments have been used by the military to accept or reject applicants and by the 

United States for the purpose of immigration as well as to establish racial and ethnic stereotypes. 

Within the field of education, standardized assessments have been used to place students into 

gifted programs or vocational education programs (Amrein & Berliner, 2002). Additionally, 

standardized tests have been used by colleges and universities to make decisions regarding 

student admissions each year. Furthermore, the important role that standardized assessments 

have come to play is evident in their use by real estate agents when rating neighborhood quality 

(Haladyna, Nolen, & Haas, 1991).

In 1901, the College Board administered the first college admissions test; since then, 

standardized testing has grown exponentially (Atkinson & Geiser, 2009). The roots of 

standardized testing, according to Zwick (2002), go back to China around 200 B.C. The Chinese
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Imperial Civil Service used testing as a part of its selection process. France, however, may have 

been the first to use standardized testing for university admission purposes. During the 18th 

century French Enlightenment Period, university admission switched to an enrollment process 

based on merit rather than privilege. Germany and England followed suit in the mid-1800s 

(Zwick, 2002).

During the early part of the 20th century, the United States began to see an increase in the 

number o f its 17 to 25 year olds receiving college degrees. At that time there was no uniform 

college entrance examination. In 1900 twelve top northeastern universities solved that problem 

by forming the College Entrance Examination Board which began testing for the knowledge of 

college-preparatory subjects (Geiser, 2009). This College Board, as it is called today, created the 

first uniform admissions test that eased the transition from secondary school to college.

Currently, the College Board has over 5,000 members consisting of institutions of higher 

learning, state and local education agencies, and individual schools (The College Board, 2009). 

According to Crouse and Trusheim (1998), the College Board, through its publications on the 

intellectual and academic achievements of America’s youth, has a tremendous influence on 

educational policy.

Scholastic achievement test (SAT). The College Board’s original admissions tests were 

written curriculum-based achievement examinations designed to assess student learning in 

college preparatory subjects, but in 1926 the College Board introduced the Scholastic Aptitude 

Test (SAT) as an alternative to the original assessment. The SAT was presented as an easily 

scored multiple-choice instrument for measuring students’ general ability or aptitude for learning 

(Lemann, 1999). The title, Scholastic Aptitude Test, was later changed to the Scholastic 

Achievement Test. Today it is simply known as the SAT. In 1941, the SAT consisted of nine
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essays, which were later changed to multiple choice questions. The first SAT was administered 

in 1926 to 8,040 students. It was multiple-choice and composed of nine subtests that included 

areas such as arithmetic problems, classification, artificial language, antonyms, analogies, and 

paragraph reading (Zwick, 2002). In 1928, the SAT was revised and the components were 

reduced to seven subtests. In 1929, the test was reduced to six subtests. In 1929, the SAT was 

divided into two sections, verbal and mathematical.

The first SAT was based on the 1900 Army Alpha Intelligence Quotient (IQ) test used to 

select and assign military recruits (Zwick, 2002). The two tests shared a number of questionable 

assumptions about human talent and potential (Atkinson & Geiser, 2009). Carl Brigham, an early 

College Board advisor, used data from the Army recruits to come to some interesting racist 

conclusions, which he later recanted. Brigham inappropriately concluded that immigrants were 

less intelligent on the sole basis of their IQ scores (Zwick, 2002). In addition, other biased 

interpretations suggested that intelligence was hereditary and that minorities were inferior on the 

basis of their performance on IQ or standardized achievement tests.

In 1947, as the importance of the educational role of the SAT expanded, The College 

Board relinquished management control of its testing program to the Educational Testing Service 

(ETS). From 1950 through 1970, due to the introduction of computers as a means to more 

quickly and accurately score large volumes of answer sheets than humans, ETS was able to 

spawn a nationwide expansion of the SAT and its testing centers. The growth of the SAT as a 

prominent college testing program solidified its first place position among secondary schools. 

Today the SAT is no longer an essay test, but a three hour multiple choice examination that 

measures verbal comprehension, writing and mathematical thinking (The College Board, 2009). 

The SAT is a pragmatically derived test that dominates university admissions and is used as a
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basis for high-stakes decisions about educational opportunities, placements, and diagnoses. 

Colleges and universities use the SAT as a predictor of early college academic performance, as 

measured by the first year GPA (Sternberg, 2004). According to Zwick (2002), the SAT is 

heralded as the gold standard of quality and is widely regarded as a test of basic mental ability 

that can give a picture of a student's past academic development and envisage academic promise. 

SAT I measures students’ ability to think and reason using words and numbers. This is defined 

as the student’s aptitude or general capacity to learn. SAT II measures the knowledge and skills 

students have learned in academic courses in high school with an emphasis on demonstrated 

mastery of specific academic subjects required of college level work. SAT II measures 

achievement (Zwick, 2002).

The SAT has its ardent supporters, who believe that the test measures native intelligence 

and it is therefore a test of merit, with merit understood as a quality objectively determined in the 

same way body temperature can be objectively determined by a thermometer (Fish, 1993). This 

idea of social mobility based on merit rather than privilege was very important during a time in 

American history when a college education was limited to the privileged. However, with the 

advent of SAT, colleges had a tool that offered some uniform measure of college readiness, and a 

means to identify students from all backgrounds, who despite inferior instruction and academics, 

were deserving of admission (Geiser, 2009). The use of high school grades was not considered as 

useful as the SAT, in the early years of pre-college assessment, because grades can vary by 

school (Geiser, 2009).

SAT non-believers assert that the test is a biased predictor of student performance in 

college, particularly when it comes to various subgroups of the general population (Wakefield, 

2003). According to Fish (2003), statistical studies have established that test scores are calibrated
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to income and ZIP codes. Students coming from families averaging over $50,000 will perform, 

on the average, twenty-five percent better than students coming from families with incomes 

averaging $12,000.

The financial differences correlate to that of a one hundred point differential in both 

reading and math verbal sections. Fish (2003) further intimated that evidence, over time, has 

consistently linked the relationship between cultural background and SAT scores. His contention 

was that test questions assume certain uniformity in educational experience and lifestyle and 

penalizes those who are not progeny of the expected norm. Fish (2003) believed that his findings 

are supported by the evidence from the Princeton Review course which coaches students in 

preparation for the SAT. Students are able, after one week of intense coaching, to improve their 

scores by 185 points. Thirty percent of students receiving the coaching are able to improve their 

scores by 250 points. The Princeton Review places emphasis on test taking skills rather than test 

content. This is proof to some detractors of the SAT that there is not much of a relationship 

between scores and academic performance.

Traditionally, measures of selection such as SAT scores and High School Grade Point 

Average (HSGPA) have served as “gatekeepers” for admission into institutions of higher 

education (Choi, 2002). Today, an increased shift in the focus among policy makers and 

professional educators from efforts to select and serve students most likely to succeed in college 

to the goal of providing college education for “all” has afforded more students, even those who 

possess less than adequate preparation, an opportunity to obtain a college degree (Roberts, 1994). 

Yet, the debate as to fairness of the use of SAT scores as a qualifier for admission and as a 

predictor of college success still goes on.
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American college testing (ACT). Standardized testing became a way of life in America 

following World War I (Perrone, 1977). As of 1963, students’ achievement and aptitude were 

measured by standardized tests such as the SAT and ACT. Unlike the SAT, which was designed 

as a non-curriculum specific, standardized measure of knowledge for college admissions, the 

ACT was designed to measure the academic skills taught in typical college-preparatory 

curriculum in high school that are necessary for success in the first year of college (Allen & 

Sconing, 2005). Taken during either the junior or senior year o f high school, the achievement 

battery encompasses four tests: English (ACT-E), Math (ACT-M), Reading (ACT-R), and 

Science (ACT-S), with a composite score (ACT-C) ranging from 1 to 36 (Weber, 1986). The 

producers of this test have regularly conducted national curricula studies to ensure that the 

content of the ACT is consistent with high school curricula across the country while different 

forms have been created with procedures that ensure the same content, difficulty, and variability 

(Koenig, Frey, & Detterman, 2008). With a reliability coefficient of .9, the ACT has provided an 

objective measure of student academic achievement and readiness for college (Allen & Sconing

2005).

Although the ACT measured academic achievement directly linked to college preparatory 

curriculum and readiness for college (Allen & Sconing,2005), it was also intended to predict test 

takers’ future grades in college (Popham, 2007). In a 1981 study by Popovics and Jonas (1991), 

grades appeared to be closely associated with general achievement and aptitude. That is, lower 

grades were associated with lower ACT scores while higher grades were associated with higher 

ACT scores. High scores on the four ACT subtests showed that a student was proficient in the 

subject areas and was ready for college level work (Allen & Sconing, 2005). Stumpf and Stanley
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t l i  th(2002) found that ACT scores at the 25 and 75 percentiles were good predictors of the 

percentage of student grades from the same institution that admitted them as freshmen.

College Admission History and Practices

The use of admissions criteria to determine entrance to the United States postsecondary 

institutions is as old as higher education itself. Between 1600 and 1800, admissions criteria were 

subjective and depended upon the institution. At some institutions, the college president 

interviewed each applicant. The interview covered the candidate’s knowledge o f classical 

languages, their readings, and moral character. Religious affiliations and personal interpretations 

by the college presidents created disparity in admissions practices (Linn, 1993).

As the number of college professors increased in the late 1800s, the admissions process 

and criteria changed. Faculty members started conducting the admissions screening process, 

which led to disparities due to different university and academic departments enacting their own 

admissions criteria. In 1893, ten of the most prominent private universities agreed to enact the 

same admissions standards and recommended a common curriculum for all high schools to adopt 

to prepare their students for college (Cabrera & Burkum,. 2001). The high school curriculum was 

regarded as the main instrument to ensure students possessed the abilities, knowledge, and 

attitudes necessary to succeed in college. Six years later, the same universities formed the first 

accreditation agency, called the North Central Accreditation (NCA). The NCA was responsible 

for providing uniformity of curriculum and standards in higher education (Cabrera & Burkum, 

2001).

In 1900, the College Entrance Examination Board (College Board) was established to 

create uniformity in admissions criteria. The first college admissions criteria were in the form of 

essays that tested the understanding of specific subjects and not used to determine scholastic
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aptitude (Linn, 1993). Objectivity became the focus of admissions testing from the 1920s to 

1960s (Cabrera & Burkum, 2001). Aptitude tests were developed in 1925, which provided an 

indication of a candidate’s ability to perform college level work (Gose & Selingo, 2001). In 

1926, the first Scholastic Aptitude Test (SAT) was administered to applicants to measure 

aptitude or innate mental ability (Gose & Selingo, 2001). The SAT was required for applicants at 

the University o f California in 1940, securing its popularity. The American College Testing 

Program (ACT) joined the College Board in 1959 offering standardized objective tests. The ACT 

was designed to measure the level o f verbal and mathematical skills deemed necessary to 

conduct college level work (Gose & Selingo, 2001). Standardized tests were viewed as an 

inexpensive and reliable method to measure college aptitude and grew tremendously during the 

surge in enrollment after World War II (Gose & Selingo, 2001). College Admissions officers 

could efficiently and economically process thousands of college applications. Standardized tests 

evolved into a measure of institution quality (Linn, 1993). During the last few years, admissions 

testing have had increasing criticism to the point of questioning their validity as measures of 

college success (Zwick, 2002).

A number of states have implemented admissions policies using high school graduation 

rank as the primary college entrance criterion. For example, Texas admits to any Texas state 

system university all Texas high school students who graduate within the top 4 percent of their 

high school graduating class. The Florida university system admits all Florida residents who 

graduate in the top 20 percent of their graduating class (Cabrera & Burkum, 2001).

Like the Florida and the Texas admissions plans, the California plan puts heavy emphasis 

on high school ranking; however, the California plan stresses curriculum that prepares students 

to academically succeed in college by creating a two-tier college admissions system. Those
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graduating within the top 4% are guaranteed admission to a four-year institution. Those 

graduating between the top 4% and 12.5% are conditionally admitted if  they maintain at least a 

2.4 GPA during a two-year course of study at a California community college (Cabrera & 

Burkum, 2001).

Historical Background o f Remedial Education in the United States

By definition, according to the U.S. Department of Education (2000), remedial education 

is a series of increasingly advanced courses designed to bring underprepared students to the level 

of skill competency expected of new college freshmen. Remedial education is a highly debated 

issue for various reasons, including, but not limited to, the following: (1) the educational, 

financial and human resource costs to higher education institutions and society, (2) the 

pedagogical role of remediation in the 2-year and 4-year curricula, (3) and the level of 

underprepared high school students to adequately perform in college coursework (Green and 

Winters 2005, Ignash 1997). With the goal of maintaining enrollments and increasing financial 

viability, higher education institutions have offered to provide academic assistance to 

academically underprepared students in the form of remedial courses. Studies have shown that 

students who are considered underprepared improve their academic potential by enrolling in 

remedial classes and receiving the compensatory assistance they need (Attewell et al, 2006; 

Boylan & Saxon, 2006).

The colonial era. The word remedial comes from the Latin word ‘remedialis’ which 

means relieving, curing, healing. The word developmental comes from the French word 

‘developpement’ which means a process of development, growth, or progress. For students, the 

term remedial is the need to remedy or correct a specific skill or shortfall. The two definitions
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represent a belief system of either students lacking basic skills or students have growth potential 

(Clower, 1980).

Since the settling of the New World, institutions of higher learning within the United 

States have identified and assisted students to become learners (Stephens 2003). As early as the 

1700s, institutions of higher learning faced problems with unprepared students (Stephens, 2003). 

Various forms of learning support were created to meet the needs of these students. The first 

institutions of higher education were primarily founded by religious groups (Stephens, 2003). 

The primary reason for their creation was for the preparation of ministers, therefore these first 

institutions were mostly seminaries. Students who did not want to study for the ministry and 

demonstrated a lack of basic knowledge of Latin and Greek were considered unprepared.

The first institutions to offer assistance to underprepared students were Harvard, Yale, 

and William and Mary in the early 1700s (Stephens, 2003). They provided education in religious 

studies. The majority of the students during this time period were wealthy men and the entrance 

requirements were primarily based on the student’s knowledge of Latin and Greek. When the 

number of students proficient in Latin and Greek started to decline, institutions started admitting 

more unprepared students to meet admission goals and self-preservation (Stephens, 2003). 

Remediation was offered in the form of tutoring.

Remedial education in the nineteenth century. Remedial education evolved as the needs 

of society changed. Higher education institutes struggled to maintain enrollment numbers and 

growth; therefore they lowered their admissions requirements to allow a broader segment of the 

population to attend. This shift in higher education away from the issues associated with 

immature learners toward a focus of self-preservation allowed the admittance of a large number
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of unprepared students (Boylan & Saxon, 1998). The labeling of underprepared students as 

preparatory students began in 1800s. These students were assigned a series of classes in college 

preparatory departments prior to taking courses from the normal college curriculum (Boylan & 

Saxon, 1998; Stephens, 2003). In 1849, the University o f Wisconsin offered the first 

developmental courses in reading, math, and writing (Taylor, 2001). Because K-12 education 

was not easily accessible, affordable, or legally required, the need for developmental education 

courses increased.

As the nation continued to grow, national policies expanded access to higher education 

and subsequently increased the need for developmental education. In 1862, with the passage of 

key legislation, the opportunity for higher education grew for those who had limited access 

previously. The federal government’s role in higher education became more noticeable with the 

passage of the Morrill Acts, introduced to Congress by Representative Justin Morrill o f Vermont. 

The purpose of the legislation was to enact a land-grant bill for the funding of a system of 

industrial colleges based on the number of senators and representatives each state had in 

Congress. The Morrill Act was first proposed in 1857, and was passed by Congress in 1859, but 

President James Buchanan vetoed it. In 1861, Morrill resubmitted the act with the amendment 

that the proposed institutions would teach military tactics as well as engineering and agriculture. 

President Abraham Lincoln signed this reconfigured Morrill Act into law on July 2, 1862 

(Stephens, 2003). The First Morrill Act in 1862 gave 30,000 acres of land to state 

representatives for their constituents to be sold to fund colleges that specialized in agriculture 

and mechanic arts, fund the creation of agricultural and mechanical colleges, and extend the 

mission of state colleges to include agricultural and technical programs (Stephens, 2003). This 

allowed higher education to become more accessible and affordable to the masses (Stephens,
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2003). In 1869, the President of Harvard University stated in his inaugural address, “The 

American College is obliged to supplement the American school. Whatever elementary 

instruction the schools fail to give, the college must supply” (Spann, 2000).

The Morrill Act of 1890 increased aid to land grant institutions, expanded existing 

programs, and prohibited states that received funding from discriminating (Stephens, 2003). This 

caused an increase in enrollment by women and newly freed slaves who had little formal 

education before applying to college and needed developmental courses (Dotzler, 2003). With 

college and university enrollments increasing, this led to an increasing number of students 

entering in an underprepared condition.

In 1890, enrollment was 157,000 representing 1.8% of the 18-24 year old population 

(Stephens, 2003). This forced the need to identify ways to bridge the gap between secondary and 

postsecondary education. In 1892, the National Education Association commissioned a report by 

a committee made up of 10 individuals of secondary teachers, administrators, and college 

faculty. The committee was called the “Committee of Ten” and made recommendations that 

called for better teacher training, a stronger secondary curriculum, and transferring topics to 

elementary school (Stephens, 2003). In 1892, the National Education Association constituted a 

committee to investigate the problems associated with college entrance requirements and to 

discuss high school curricular issues. The committee included five university presidents, once 

college faculty member, two representatives of private schools, one nationally prominent 

educator, and one representative of public secondary schools. This committee was referred to as 

The Committee o f Ten (Stephens, 2003).

The Committee of Ten is credited for creating the foundation to strengthen the 

relationship between secondary and postsecondary education to better prepare students for first
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level course work (Stephens, 2003). The committee provided its recommendations in a report

document. In the report, the Committee of Ten articulated three principles it believed should

guide public secondary education: (1) The committee rejected curricular differentiation and

believed that all students, regardless of their destination after high school to the work force or to

college, should study the same subjects in the same way, (2) The committee proposed a limited

elective system whereby high schools would organize subjects into courses of study but that

individual students would then choose from those available options, and (3) The committee

stated that if  high schools followed its recommendations and offered some or all of nine subjects

in the manner prescribed and outlined by the Committee, then every college and university

should accept those courses as adequate for admission. The report cited that:

The preparation of few pupils for college or scientific school should in the ordinary 
secondary school should be the incidental, and not the principal object. At the same time, 
it is obviously desirable that the colleges and scientific schools should be accessible to all 
boys or girls who have completed creditably the secondary school course. (Kleibad,
1995, pp. 51-52)

Their recommendations identified the divide between secondary and postsecondary 

instruction by calling for higher expectation of all students. The recommendations were 

influential and were soon adopted by many school systems across the United States. The 

recommendations were generally interpreted as a call to teach English, mathematics, and history 

or civics to every student every academic year in high school. The recommendations also formed 

the basis of the practice of teaching biology, chemistry, and physics, respectively, in ascending 

high school academic years (Sheppard & Robbins, 2002).

Four years later, in 1896, the President o f The University o f Chicago divided the first two 

years and the last two years of the curriculum into the “Academic College” and the “University 

College”. These names were later changed to “junior college” and “senior college” respectively
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allowed a greater number of underprepared students to pursue postsecondary studies while 

allowing colleges and universities to accomplish their missions (Dotzler, 2003). Over time, the 

junior college has evolved to include new programs such as vocational and technical training.

Remedial education in the twentieth century. The twentieth century began with pressure 

for education reform due to westward expansion and industrial advancements (Brubacher & 

Rudy, 1976). These pressures led to waves of unprepared students being admitted to colleges and 

universities. During this time of increase enrollments at the postsecondary level, there was also a 

rise in elementary and secondary schooling. In 1910, 74% of children ages five to seventeen 

were in school (Stephens, 2003). It was report during that year that 350 colleges had preparatory 

departments. The report stated that this was because more state funds for education went to 

elementary school than high school, thus many students finished high school unprepared for 

college.

In 1917, there were seventy-six two-year junior colleges to meet these challenges 

(Stephens, 2003). These junior colleges focused on preparing students who did not meet 

university admissions standards (Boylan & Saxon, 1998). This allowed universities to eliminate 

or reduce their preparatory programs. In 1930, less than 10% of high school graduates attend 

college (Dotzler, 2003). The four-year institutions that continued to assist unprepared students 

began labeling these students as remedial students (Boylan & Saxon, 1998).

The next increase demand in development education came after World War II with 

creation of the Service Adjustment Act, commonly known as the G.I. Bill. This allowed veterans 

access to low-cost or no-cost college education (Dotzler, 2003). Between 1944 and 1951, 2.3 

million veterans enrolled in college and needed some form of development education, such as
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tutoring, special courses, counseling, and advising (Stephens, 2003). Colleges and Universities 

assumed that adult learners required minimal basic skills review and training (Boylan & Saxon, 

1998). These students required tutoring, counseling, and advising. With the increase enrollments 

resulting from the G.I. Bill, many local institutions of higher education were established. These 

institutions later became technical institutions and combined with junior colleges to become 

today’s modem community college (Dotzler, 2003).

With open admission policies evolving and national legislation providing financial 

assistance to low-income students and prohibiting discrimination, large numbers of 

underprepared students entered colleges and universities across the nation between 1960 and 

1980. The Higher Education of 1965 created another wave of unprepared students to higher 

education. This legislation provided federal funding to assist students to overcome the financial 

barriers of attending post-secondary institutions. The new student population included adult 

learners, women, and people of minority groups who were underrepresented due to 

discrimination, poverty, and minimal family education (Boylan & Saxon, 1998). The terms 

nontraditional and disadvantaged were now used to describe remedial students of the 1960s and 

1970s (Boylan & Sxaon, 1998). This created another surge in developmental education 

(Stephens, 2003).

Four-year universities became more selective and junior colleges began to admit anyone 

who desired a post-secondary education. The 1980s and 1990s, experienced an increase in 

participation of education, an increase in the number of women and minorities entering the 

workforce, and an increase in the immigration from Central and South America (Breneman & 

Merisotis, 2002). These increases created more demands for remedial education.
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Historical Background o f  Remedial Education in Georgia

In 1974, The State of Georgia became a pioneer in remedial education and open access. 

The Regents of the University System of Georgia initiated a statewide developmental studies 

program and consolidated some existing programs in response to growing number of freshman 

students unprepared for curriculum that demanded and assumed mastery of basic skills (Presley 

and Dodd, 2008). The program was titled the Special Studies Program. All students with low 

SAT (Scholastic Aptitude Test) scores were required to complete the College Guidance and 

Placement (CGP) exam which was a competency test in mathematics, English, and reading 

developed by System faculty (Presley and Dodd, 2008).

If the CGP results reflected a weakness in any of the three subjects, the student was 

required to enroll in the appropriate course with the Special Studies Department. This meant that 

students with weaknesses in mathematics could not enroll in freshman courses involving 

mathematics until they successfully completed all developmental mathematics courses as 

prescribed by their CGP. Similarly, deficiencies in English or reading had to be addressed before 

a student could enroll in freshman English or in courses requiring heavy reading. By the end of 

the freshman year, students had to post improved scores on a re-test to remain enrolled.

Each institution developed its own test criteria as well as its own curricula. Schools were 

free to meet the challenge of increasing the success and retention of nontraditional students in 

their own fashion, as long as the criteria did not fall below statewide minimum scores.

Issues Relating to Remedial Education 

Remedial education is a highly debated issue for various reasons, including, but limited 

to, the following: (1) the educational, financial and human resource costs to higher education 

institutions and society, (2) the pedagogical role of remediation in the 2-year and 4-year
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curricula, (3) and the level of underprepared high school students to adequately perform in 

college coursework (Green & Winters, 2005; Ignash, 1997).

Cost

The majority of the financial burden of high remediation education rates at colleges and 

universities falls on the institution and the taxpayer (Michelau, 2000). Remedial courses 

represent a cost that taxpayer view as possibly paying twice (Ignash, 1997). The first time is 

when the student is in high school and then again in college. The need for college remediation 

has significant costs to the student and society. A study of the 2008 college school year found 

that remediation services cost an estimated $5.6 billion dollars. This figure includes an estimated 

$3.6 billion in direct cost for students and institutions and an additional $2 billion in lost lifetime 

wages and earning potential, since students who take remedial courses are more likely to drop 

out of college without a degree (Bureau of Labor Statistics, 2010).

In addition to direct cost, the low completion rates o f remedial students yield additional 

cost to society. Every year, taxpayers pay large amounts of monies to low-income and high- 

achieving students, assistance in the form of grants or loans. When student do not persist those 

money become a loss investment. An analysis by the American Institute for Research report that 

between 2003 and 2008, states spent more than $1.4 billion and the federal government spent 

over $1.5 billion to students who did return after their first year of college (Schneider, 2010).

Students have significant cost as well in the form of tuition and fees (Bureau of Labor 

Statistics, 2010). Remedial courses do not contribute credit toward a degree; therefore these 

expenditures are considered a sinking cost for the student. There is also the loss of time incurred 

by the student by taking remedial courses. Studies have found that student’s frustration with 

taking remedial courses have led to their dropping out (Attewell et al, 2006).
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While calculating the issue of cost, the estimate figures do not include: (1) remediation 

budget of private colleges and universities, (2) cost incurred by students through loss earnings 

and diminished labor productivity, and (3) cost to society as a whole due to not producing human 

capital. There are several reasons why there is no exact defined formula for calculating 

remediation costs. They are: (1) there is no universally accepted definition of developmental or 

remedial education, (2) cost among colleges are distributed to several different activities, (3) 

colleges have difficulty supplying precise breakdowns of remedial cost, and (4) it is not always 

clear if  reported cost are expenditures or appropriations (Breneman & Haarlow, 1998).

Role

The issue of the proper placement for remediation of underprepared student is a growing 

controversial topic (Alliance for Educational Excellence, 2010). Due to open enrollment policies, 

the community college argues that they remediate a higher number of underprepared students 

which negatively effects their transfer and programs. Four-year institutions argue that remedial 

instruction is the responsibility of the high-school and providing remediation is not their 

responsibility. High school administrators cite the lack of resources and funding for not 

preparing students for college level work. This cycle of debate is known as the blame game 

(Alliance for Excellent Education, 2010; Ignash, 1997).

This debate has led to various changes in state policy for California, New York, Florida, 

Ohio, Kentucky, and Georgia (Strong American Schools, 2008). Some argue that this debate 

over the proper placement for remediation is really a debate of who should pay for it. Because of 

declining budgets, legislators are looking for different strategies to address this growing problem.
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Unprepared Students

Unprepared students are students who are academically deficient and lacking the 

necessary skills to begin college course work (McCabe, 2003). These students’ basic skills and 

academic ability are significantly lower than average students. Numerous terms are used to 

describe these students such as remedial students, at-risk, low-achieving, developmental, skill- 

deficient, and disadvantaged.

Remedial education programs are designed to provide the basic skills of reading writing 

and/or mathematics to students who fail to show satisfactory knowledge at the college level. At 

most institutions, remedial courses receive no academic credit and require completion of an exit 

exam prior to taking credit bearing courses. The process to determine if  a student requires 

remediation varies from state to state and institution to institution. The U.S. Department of 

Education (2010) cites that the lack of national standards a flaw in the state of remedial 

education. One problem in the public policy discussion is that there are not consistent standards 

about what constitutes “college level work.” Most students who are classified as remedial are 

simply those who have the lowest scores on an assessment exam. The line separating those who 

need remediation from those who do not is arbitrary and can vary greatly from institution to 

institution.

According the Southern Regional Education Board (SREB) there are several reasons for 

high remediation rates such as (1) many students may not have enrolled in a college preparatory 

curriculum, (2) students avoided specific college preparatory classes needed to perform college 

level work, (3) students did not pass or complete college preparatory coursework, or (4) students 

completed a weak high school curriculum (Southern Regional Educational Board, 2003).
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Another reason cited for high remediation rates is the disconnection between K-12 and 

postsecondary institutions. This disconnection gives the students mixed signals about the 

expectation and requirements. An example is where students finish high school with all 

requirements and may be required to take remedial courses due to low scores on the placement 

exam because the skills and knowledge required by the high school was inconsistent with the 

post-secondary institutions expectations for competency in various subject areas (Michelau, 

2000).

The U.S. Department of Education (2003) reported high schools are short-changing 

students with watered down classes and low expectations that reduce individual choice and 

personal potential. Only 33% of high school student took a curriculum that prepared them for 

college level work. Of that number, 50% needed remediation and only half of that group 

completed a college program.

Many students who have a difficult time in school could increase their learning potential 

if the understood the learning process better. Most students are unaware of the biological 

learning process of understanding and remembering. Knowing something about how the brain 

works when thinking will aid in seeing why both understanding and remembering are needed for 

learning (Leamnson, 2002). If remediation is not offered to unprepared students, it could present 

problems of college retention.

Merit Programs

Institutions of higher education have continually attempted to attract and yield talented 

individuals to meet its desired student population objectives, including students from certain 

geographic origins, through tuition pricing and financial aid (Heller, 2002). State merit-based aid 

programs are large-scale student financial aid programs awarded on the basis of merit, sponsored
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and administered by state governments. Merit-based aid programs represent an important shift in 

state student aid funding practices. Between 1994-95 and 2004-05 merit-based aid awards grew 

by 347.9 percent in the states, whereas need-based grant aid awards grew by only 98.5 percent 

(National Association of State Student Grant Aid Programs, 2006).

Until the 1990s, the use of merit-based financial aid was largely restricted to individual 

colleges attempting to attract academically gifted students to their institutions. Since then at least 

15 states have established merit- based college scholarships (Cornwell, Mustard, & Sridhar,

2006). Three common justifications are offered for state-funded merit-based scholarships: (1) to 

increase college enrollments in the state, (2) to keep their best and brightest high-school 

graduates from attending college elsewhere, and (3) the incentive they create for academic 

achievement. Further, social benefits associated with college graduates—lower unemployment, 

higher tax revenues, and voter participation—were often cited as valuable assets for states (Baum 

& Ma, 2007).

Cornwell et al (2006) established three criteria to identify large-scale programs. Fourteen 

states meet these criteria. The first criterion is that anyone eligible for the award who applies is 

guaranteed to receive it. Second, there must not be a cap on number of students who receive the 

award in any year. Last, aid must be available over a number of years, as long as eligibility 

requirements are maintained. This last criterion excludes onetime grants, like the Michigan Merit 

Award. The programs that meet these guidelines are University of Alaska Scholars Program 

(first awarded in 1999), Arkansas Academic Challenge (1991), Florida Bright Futures (1997), 

Georgia Helping Outstanding Pupils Educationally (HOPE, 1993), Kentucky Educational 

Excellence Scholarship (KEES 1999), Louisiana Tuition Opportunity Program for Students 

(TOPS, 1998), Maryland HOPE (2000), Mississippi Resident Tuition Assistance Grant (2000),
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Nevada Millennium Scholarship (2000), New Mexico Lottery Success Scholarship (LSS, 1997), 

New Mexico Scholars Award (1997), South Carolina (LIFE, 1998), Tennessee (HOPE, 2004), 

Washington Promise (1999), and the West Virginia Providing Real Opportunities for 

Maximizing In-state Student Excellence (Promise, 2002).

Georgia Helping Outstanding Pupils Educationally (HOPE) Scholarship

Specific policies employed by numerous states were merit based award programs. 

Specifically, states stipulated that these merit based awards must be utilized at institutions 

located in the student’s home state, in an effort to incentivize talented students to stay within 

their home state for higher education. The first such program was the Georgia Hope Scholarship 

Program, which initially awarded students with full tuition to Georgia public institutions if  they 

met certain high school GPA requirements (Orsuwan & Heck, 2009).

In 1992, Georgia voters approved the Georgia Lottery for Education Act, which 

established the Helping Outstanding Pupils Educationally (HOPE) Scholarship program. Today, 

HOPE awards every Georgia resident graduating from high school in or after 1993 with a 

minimum “B” grade point average (GPA) in core courses full tuition, assistance with mandatory 

fees, and a textbook allowance at any of the State’s public institutions to which the student is 

accepted (Georgia Student Finance Commission, 2012). Residents enrolling in private 

institutions in the state receive comparable funds. The scholarship is renewable provided the 

student maintains a “B” average in college.

Due to budget shortfalls, the State of Georgia implemented changes to the HOPE 

eligibility requirements. Only for valedictorians, salutatorians and those who graduate high 

school with at least a 3.7 GPA and a 1200 SAT (math and verbal sections only) or 26 ACT score 

will see all tuition covered at public colleges. They must maintain a 3.3 in college to keep the
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award. Students with at least a 3.0 will still get HOPE, but the amount will vary each year. The 

award would be tied to lottery revenue, not tuition rates. For Fall 2011, the award will cover 90 

percent of current tuition rates, meaning it won't take into account the double-digit tuition hikes 

expected at some campuses.

Summary

This chapter reviews literature addressing research and theory related to the study of 

college readiness; high school factors and trends in the area of high school grade point average, 

grades, grade inflation, and high school curriculum; the transition from secondary to 

postsecondary education with the use of standardize assessments such as the Scholastic 

Achievement Test (SAT) and American College Testing (ACT); history of higher education in 

the areas college admission history and practices, remedial education in the United States and 

Georgia; issues relating to remedial education in the areas of cost, role, and unprepared students; 

and merit programs in the United States and the state of Georgia’s HOPE scholarship.

The literature shows a difference in the definition of remedial and developmental 

education (Spann, 2000). Remedial education is composed primarily o f sequences of 

increasingly advanced courses designed to bring underprepared students to the level of skill 

competency expected of new college freshmen. Developmental education is a field of practice 

and research within higher education with a theoretical foundation in developmental psychology 

and learning theory. It promotes the cognitive and affective growth of all postsecondary learners, 

at all levels of the learning continuum.

Remedial education is sensitive and responsive to individual differences and special 

needs among learners. Remedial education programs and services commonly address academic 

preparedness, diagnostic assessment and placement, development of general and discipline-
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specific learning strategies, and affective barriers to learning. Remedial education includes, but is 

not limited to: all forms of learning assistance, such as tutoring, mentoring, and supplemental 

instruction, personal, academic, and career counseling academic, advisement, and coursework 

(Arendale, 2005).

For nearly four centuries, development education has been a part of higher education in 

some form. Postsecondary institutions have adjusted admission standards, developed curriculum, 

and other strategies to assist underprepared high school students lack of college readiness. The 

literature and research shows that large numbers of students leave high school without sufficient 

skills to take first level college courses.



CHAPTER 3 

METHODOLOGY 

Introduction

This chapter explains the methodology of the case study in six sections. The first section 

discusses the research purpose. The second section discusses the research design. The third 

section discusses the research plan. It includes the Institutional Review Board (IRB) approval 

process, the ethical considerations, and the site and sample selection. The fourth section 

describes the data collection process. The fifth section discusses the data analysis and 

trustworthiness. The sixth and last section discusses the role of the researcher.

Research Purpose

The purpose of this study was to examine the high school experience and college 

readiness of recent high school students who graduated with a 3.0 grade point average in a 

college preparatory curriculum and placed in a remedial course. While numerous studies have 

provided information on what constitutes remedial education, very little research has been 

conducted regarding students’ perspectives about their high school experience and college 

readiness and how those factors might have impacted their placement in remedial courses 

(Attewell et al, 2006; Boylan & Saxon, 2006).

College ready students must graduate from high school with the skills needed to address 

expectations at the college level that include work load, independence, self-efficacy and 

organizational skills (Eckes & Ochoa, 2005). To develop college readiness, academic preparation 

must include access to high school experiences that will build strong cognitive strategies such as

72
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analysis, reasoning and problem solving in addition to core academic content knowledge in 

reading, mathematics, social studies, science, languages, and the arts. Additionally, high school 

experiences should build contextual knowledge that includes the understanding of college 

admissions requirements, applications processes and the work and behaviors required for success 

in post-secondary education (Conley, 2007).

Research Questions

There is compelling evidence that many young people graduate from high school 

unprepared for college level work (Bailey, 2002; Green & Winters, 2005; McCabe, 2003). This 

study investigated the high school experience and college readiness o f students who recently 

graduated high school with 3.0 grade point average or better in a college preparatory curriculum 

and required remediation at the collegiate level. The following research question was answered 

in this study:

How do recent students who graduated with a 3.0 grade point average in a high school 

college preparatory curriculum and placed in a remedial course understand and articulate their 

college readiness and high school experiences?

The sub questions were:

1. What were the high school experiences of recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a 

remedial course?

2. In what ways did the high school college preparatory curriculum taken influence the 

students’ college readiness?

3. In what ways did personal characteristics of the students influence placement in a 

remedial course?
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4. What academic and social support systems did students have (or not have) in order to 

be college ready?

Research Design

Given the research purpose of examining how recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences, the research 

approach was that of a qualitative case study research design employing the methods of 

interviews and document analysis. Case studies are detailed investigations of individuals, groups, 

institutions or other social units. The researcher conducting a case study attempts to analyze the 

variables relevant to the subject under study (Polit and Hungler, 1983). Researcher Robert K.

Yin defines the case study research method as an empirical inquiry that investigates a 

contemporary phenomenon within its real-life context; when the boundaries between 

phenomenon and context are not clearly evident; and in which multiple sources of evidence are 

used (Yin, 1994).

Nature o f the Methodology

Qualitative research is a generic term for investigative methodologies described as 

ethnographic, naturalistic, anthropological, field, or participant observer research. It emphasizes 

the importance o f looking at variables in the natural setting in which they are found. Interaction 

between variables is important. Detailed data is gathered through open ended questions that 

provide direct quotations. The interviewer is an integral part of the investigation (Jacob, 1988). 

This differs from quantitative research which attempts to gather data by objective methods to 

provide information about relations, comparisons, and predictions and attempts to remove the 

investigator from the investigation (Smith 1983).
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This study used a qualitative case study research design case studies are detailed 

investigations of individuals, groups, institutions or other social units. The researcher conducting 

a case study attempts to analyze the variables relevant to the subject under study (Polit and 

Hungler, 1983). Researcher Robert K. Yin defines the case study research method as an 

empirical inquiry that investigates a contemporary phenomenon within its real-life context; when 

the boundaries between phenomenon and context are not clearly evident; and in which multiple 

sources of evidence are used (Yin, 1994).

Appropriateness o f the Methodology to the Research

A qualitative case study research approach was selected as the appropriate methodology 

for this study. In contrast to quantitative research, which identifies variables and tests various 

hypotheses, qualitative research does not start with assumptions to be tested. Rather, themes and 

patterns are allowed to emerge from the data as the study unfolds and as participants’ 

perspectives are explored in their natural settings (Bogdan & Biklen, 2003). A case study is 

appropriate because based upon parameters outlined by Yin (2003) because (1) the researcher 

cannot manipulate the behavior of the students involved in the current study; (2) the contextual 

conditions in each student’s high school will be covered as they are relevant to the phenomenon 

under study; and (3) boundaries are not clear between the phenomenon and context because it is 

not clear whether or not it was the students’ personal habits or the academic environment from 

which they came that resulted in their remedial course placement.

The principle difference between this case study and other research studies is that the 

focus of attention is the individual case and not the whole population of cases. Most studies 

search for what is common and pervasive. However, in the case study, the focus may not be on 

generalization but on understanding the particulars of that case in its complexity. This case study
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focused on a bounded system - a cohort of students in a remedial course - usually under natural 

conditions (Stake, 2005).

Institutional Review Board Procedures 

The researcher received all the necessary institutional approvals to conduct the research 

and study. Prior to this study during the researcher’s course work, the researcher completed the 

Collaborative Institutional Training Initiative, an online training module that instructs users on 

research ethics issues. Next the researcher submitted applications to Mercer University 

Institutional Review Board (Appendix A) and the research site Institutional Review Board 

(Appendix B). After all approvals were granted and received in writing, the researcher contacted 

the research site administrator with an introductory letter (Appendix C) explaining the research 

and outlining the proposed timeline and procedures. The site visits and interview process were 

coordinated by the research site administrator who also assisted in identifying students to 

participate in the case study.

Lastly, administrators were guaranteed that the research site would remain anonymous 

and they would receive a final copy of the research finding. During the interviews, the researcher 

maintained anonymity by assigning numerical identifiers as pseudonyms to the students. All 

student identifier information was maintained in the sole possession of the researcher and only 

viewed by the researcher and the dissertation committee members.

Selection and Description of Site 

The researcher collected data from the University System of Georgia Board of Regents. 

Based on the number of students that completed high school with a 3.0 grade point average 

enrolled in developmental courses and the amount of financial resources institutions spent on 

learning support courses, a site was selected.
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The research site is a four-year undergraduate institution of the University System of 

Georgia based on the number of students enrolled in a learning support course and recently 

completed high school with a 3.0 grade point average or better in a college preparatory 

curriculum. In fall 2011, 32% of the first-time full-time freshman students enrolled in at least one 

learning support course at the purposed research site had with a high school grade point average 

of 3.0 or better in a college curriculum. For the 2010-2011 fiscal year, the purposed research site 

spent an estimated $1.8 million dollars on learning support expenditures.

It is classified as a State College under the Georgia Board of Regents guidelines. It is 

located in middle of the state with a satellite campus in the adjacent county. The college offers 

29 majors in 17 bachelor's degree programs in biology, business & information technology, 

communications & information technology, early childhood education, middle grades education, 

English, health information management, health services administration, history, information 

technology, interdisciplinary studies, mathematics, nursing (generic & RN-BSN), public service 

and respiratory therapy. Associate degrees also are offered. In the fall of 2009, the institution had 

6,615 students with 1,018 first-time freshman. Ten percent of theses student completed high 

school with a 3.0 grade point average or better in a college preparatory curriculum.
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Table 3

Site Demographics o f  First Time Full Time Freshman with system Learning Support

Research site 2001 2002 2006 2007 2009 2010 2011

Total enrollment 4485 4991 6244 6464 6615 6232 6039

First Time Full Time 
Freshman

733 765 917 1026 1018 897 1957

First Time Full Time 
Freshman with system 
Learning Support

328 381 563 615 632 191 113

First Time Full Time 
Freshman with system 
Learning Support with HOPE

117 110 128 62 62 28 36

% First Time Full Time 
Freshman with system 
Learning Support with HOPE

35.7 28.9 22.7 10.1 9.8 14.7 31.9

Selection and Description of Sample

Participants in the study were selected using a criterion sampling technique. Patton 

(1990) indicates that “the logic of criterion sampling is to review and study cases that meet some 

predetermined criterion of importance” Creswell (1998) indicates that this type of sampling 

works well when all individuals studied represent people who have experienced the 

phenomenon.

The participant criteria was (1) first time freshmen students (2) in the University System 

of Georgia who (3) graduated high school with a 3.0 grade point average or better in a college 

preparatory curriculum and (4) enrolled in remedial course. The researcher compiled an email 

list of possible participants from the institution based the criteria and sent an email to individuals 

on this list. The email described the purpose of the study, an explanation of participant 

involvement, and request for the individual to contact me by email if they were interested in
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participating in the study (Appendix D). Based on the number of students enrolled that met the 

criteria, a subset of 19 students was selected that were currently taking the same learning support 

math course. Table 4 described the 7 students who agreed to participate in the research by their 

assigned pseudonym, the high school attended, their number of learning support courses, and 

their high school grade point average.

Table 4

Participant’s Demographics

Participant Pseudonym High School Number of Learning Support Courses High School GPA

1 Debbie A 2 3.12

2 Janice A 2 3.47

3 Ann A 1 3.56

4 Robin A 3 3.02

5 Marcus B 2 3.65

6 Kelly B 1 3.54

7 Laura B 1 3.24

In addition to interviewing participating students, a document analysis of the high school 

quality factors was used to provide background information that allowed the researcher to 

develop a framework and get a sense of the student’s high school environment. High school 

quality factors are tangible and intangible organizational attributes that make up the school’s 

climate, culture, expectation level for students and staff, operational norms, school history, and 

family connection customs which are unique in each high school (Tam & Sukhatme, 2004). 

Table 5 describes the 2010-2011 high school quality factors of AYP status, title 1 status,
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Georgia High School Writing Test (GHSWT), the 11th Georgia High School Science Graduation 

Test (GHSGT), 11th Grade English Language Arts test, the number o f 2011 graduates, and the 

number of 2011 graduates eligible for the Georgia Hope Scholarship.

Table 5

High School Quality Factors 2010-2011

High School Quality 
Factor

High School A High School B District

AYP Status Did Not Meet AYP Did Not Meet AYP Did Not Meet AYP

Title-I School Yes Yes

GHST Writing Test 86.67% Meet/Exceed 
Standard

87.75% Meet/Exceed 
Standard

89.65% Meet/Exceed 
Standard

11th Grade GHSGT 
Science

85.99% Meet/Exceed 
Standard

83.19% Meet/Exceed 
Standard

82.55% Meet/Exceed 
Standard

11th Grade English 
Language Arts

86.12% Meet/Exceed 
Standard

85.09% Meet/Exceed 
Standard

84.76% Meet/Exceed 
Standard

Number of 2011 
Graduates

154 174 960

Number of 2011 
Graduates eligible for 
HOPE

46 (29.9%) 31 (17.8%) 270 (28.1%)

Table 6 describes the 2010-2011 average ACT scores for the participant’s high school. 

The table also shows the average ACT for the District, the State of Georgia, and the Nation.
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Table 6

Average ACT Scores (Composite & Subtest) fo r All Students at the School, System, State, and 
National Level 2010-2011

Level Composite Score English Math Reading Science

High School A 18.2 17.4 18.4 17.8 18.5

High School B 16.9 15.3 17.5 16.8 17.4

District 17.3 16.3 17.6 17.3 17.5

State of Georgia 20.6 20.1 20.7 20.8 20.3

National 21.1 20.6 21.1 21.3 20.9

Table 7 describes the 2010-2011 average SAT scores for the participant’s high school. 

The table also shows the average SAT for the District, the State of Georgia, and the Nation. 

Table 7

Average SAT Score fo r  High School Seniors 2010-2011

Level Average Total SAT Score for High School 
Seniors (Reflects Most Recent Scores for 

Verbal, Math and Writing)

Average Sub Total SAT Score for High 
School Seniors (Reflects Most Recent 

Scores for Verbal and Math)

High School A 1356 911

High School B 

District

1256

1256

830

845

State o f Georgia 

National

1431

1483

964

1000
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Table 8 describes the 2010-2011 Advance Placement Exams for the participant’s high 

school. The table also shows the number o f students taking tests, the number of tests taken, and 

the number of student who scored 3 or higher.

Table 8

Advance Placement Exams

AP Test High School A High School B

Number of Students Taking Tests 202 132

Number of Tests Taken 224 189

Number of Test Scores 3 or Higher 44 10

Percentage of Test Scores 3 or Higher 19.6% 5.3%

Data Collection

This case study employed the techniques of interviews and document review to generate 

data relevant to the research questions. Qualitative structured interviews were used as the 

primary strategy for data collection in conjunction document analysis (Bogdan and Biklen, 

2003). The interview protocol was followed to ensure the interview process was consistent for 

each participant. Qualitative structured interviewing utilizes open-ended questions that allow for 

individual variations. This allowed the student to be the foundation of the study and gives the 

research a significant amount of data. The researcher used the informed consent form (Appendix 

E) to ensure ethical research. The informed consent communicated the following information to 

the participants: (1) that they are participating in research, (2) the purpose of the research, (3) the 

procedures of the research, (4) the risk and benefits of the research, (5) the voluntary nature of 

research participation, (6) the participant’s right to stop the research at any time, and (7) the
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procedures used to protect confidentiality.

The interview protocol (Appendix F) was based on the components of the research 

questions. All interviews were digitally recorded. The researcher kept the digitally recordings in 

his possession in a safe place at his residence. Recordings were downloaded to a password 

protected file for transcription purposes. The researcher personally transcribed all interviews, 

maintaining one set of transcriptions with participant identifiers in the event future 

communication with a participant was necessary. A document of the transcripts was created with 

all identifiers removed and replaced with pseudonyms and participant identification numbers.

The researcher used this document with identifiers removed during the peer review process. Each 

participant received a copy of their transcript and was asked to review it for accuracy and clarity.

The inclusion of data from the documents review were important because the data 

provided a basis for the reasons that may lead to lead to a student graduating with a 3.0 or better 

in a high school college preparatory curriculum and needing remediation at the collegiate level. 

Through the collection of school documents, the researcher had access to detailed, factual 

accounts of the resources and actions that took place in the school. This was another source of 

data that contributed to the “mesh” of information used to portray a detailed description of the 

school environment.

The researcher obtained specific information filed with the state department of education. 

These forms and documents were used to obtain background information and description of the 

school prior to interviewing students and staff. The document review included high school size, 

instructional spending per pupil, revenue per pupil, course offerings, number of “advanced” 

courses per school, graduation rates, AYP status, and Title 1 status. Information about the district 

was reviewed to help discriminate between factors unique to the school site and those from the
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organizational level. The researcher retrieved these forms and documents via state department of 

education website and local board of education offices.

Data Analysis

Transcripts and interview notes served as the primary data source for the study. Students 

were informed prior to the interviews that their information would be kept confidential. 

Additionally, the research questions and the literature on academic preparation, college 

readiness, and high school experiences were used to identify key points, themes, and categories 

from the student responses. Creswell (2008) supports the analysis of data using themes.

According to Miles & Huberman (1994), the analysis o f data involves three processes, 

which are the reduction of data, the data display, and the interpretations based upon the data.

The reduction of data refers to the process whereby the mass o f qualitative data you may obtain 

such as interview transcripts and interview notes are reduced and organised by coding, writing 

summaries, and discarding irrelevant data. At this stage, the researcher will try to discard all 

irrelevant information, but ensure access to it later is maintained if  required because unexpected 

findings may require the need re-examine some data previously considered unnecessary. Data 

display refers to the continual process of drawing conclusions from the mass of data in the form 

of tables, charts, networks and other graphical formats. Interpretations refer to drawing 

conclusion and verification regarding the study. The initial conclusions were verified by their 

validity examined through referencing field notes or further data collection.

The researcher used Creswell (2008) six steps in the data analysis of this study. The first 

step was to organize and prepare the data. In this step, data was collected from the interviews and 

examination of documentation. The data was stored in a database and organized under categories 

based on the emergent themes. The second step was to read all the data. The data collected was
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reviewed to gain a sense of meaning. Since qualitative data analysis does not provide any fixed 

formulas or cookbook recipes to the researcher; much depends on the investigator’s way of 

thinking about the data, along with consideration of alternative interpretations and presentation 

of evidence (Yin, 2003). The third step was to analyze the data in detail. The data collected was 

coded into meaningful segments. Data analysis using the constant comparative method 

(Merriam, 1988) allowed for themes and patterns to emerge from the multiple sources of 

evidence. The fourth step was to describe the data in the detail. The coded data was developed 

into themes. These emergent themes and patterns were examined through the lens of the 

Conley’s (2007) college readiness framework to reveal similarities and differences. The fifth step 

was to write the narrative. The themes were analyzed to determine in what format they should be 

presented. Based on the similarities and differences, the emergent themes and patterns will be 

used to develop categories. The emergent themes and patterns were put into an excel spreadsheet 

in relation to the appropriate category. The excel spreadsheet served as a database that will 

enable the researcher to again look at all the data from multiple perspectives of participant and 

documentation. The six and final step was to develop the interpretation. The data were 

interpreted through researcher interpretation and in relation to existing literature. Yin (2003) 

cites four principles that support high quality analysis. They are attend to all of the evidence, 

including considering all alternative interpretations and rival hypotheses, thus leaving no loose 

ends; address all major rival interpretations; focus on the most important issue in the study; and 

the researcher should use his/her own prior, expert knowledge in the analysis.

Interview analysis

This study used the following procedure to analyze the interview data collected. First, the 

interviews were audiotaped-recorded with the consent of the participant. Next the researcher
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transcribed the interview sessions and provided the information to the participant for verification. 

After the participant verified the transcript, the researcher read through the transcript and began 

coding the transcripts. This helped to focus the study by reducing the amount of data into 

categories of interest for this study. The text from the interviews were extracted from the 

transcripts and recorded into a data analysis sheet. Information that stood out or appeared 

important was highlighted. Potential patterns or themes were also highlighted. The data analysis 

sheets were organized into codes. Words, phrases, and sections of text were placed into a table 

that corresponds with the codes. Codes were continually changed and modified throughout the 

data analysis process. When all the interview texts were placed in the data analysis sheet, the 

table was sorted into file folders by major themes or codes that answered the research sub

questions. This allowed for an easy way to review a particular theme or code o f information from 

within an interview. This also allowed for comparing information among participants.

Document analysis

Document analysis consisted of studying excerpts and passages from the schools’ records 

and reports. The researcher examined the relevant documents and records to develop a narrative 

description of issues and categories that emerged from the analysis. The research collected 

documents from the state board of education and local school district that contains information 

on high school size, instructional spending per pupil, revenue per pupil, course offerings, number 

of advanced courses per school, graduation rates, AYP status, and title 1 status. Data from these 

documents were sorted and organized into topics and codes. The researcher used these topics and 

codes to develop questions for the students and administrators.
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Trustworthiness (Credibility)

Trustworthiness refers to the degree of congruence between the explanations of the 

phenomena and the realities of the world. To increase trustworthiness and credibility, McMillan 

and Schumaker (2006) recommended researchers check informally with participants for accuracy 

of data collection, ask participants to review researcher's synthesis of interviews, use a tape 

recorder in each interview, phrase interviews in the informant’s language, not in abstract social 

science terms. The researcher performed all of the methods of credibility as described above.

Role of the Researcher 

Because the researcher was the main instrument in this study and interviewed the 

participants about their perceptions as recent students who graduated with a 3.0 grade point 

average in a high school college preparatory curriculum and placed in a remedial course and 

their college readiness, I feel it is important to delineate the biases and assumptions I bring in my 

role as a researcher.

I am an African-American male who was bom, raised, and educated in Macon, Georgia. I 

am a product of the Bibb County Public school system. I graduated high school with a 3.4 grade 

point average in a college preparatory curriculum and scored low on the SAT, therefore requiring 

me to take the COMPASS test. My low scores on the COMPASS exam required my placement 

in remedial math, remedial reading, and remedial writing courses upon entering a public state 

community college. Due to my poor first semester grades, I explored my options and took the 

Armed Services entrance exam. My scores qualified me for enlistment in the United States Navy 

Nuclear Power Program. I served aboard two Trident Nuclear Power Submarines as an 

Electronic Technician. While in the military I earned two Associate degrees. Since that time, I 

have earned a Bachelor’s degree, a MBA, and, presently, I am a candidate for a Ph.D. in
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Educational Leadership at Mercer University in Macon, Georgia.

My curiosity about this research topic came from own experience of not being college 

ready and talking to other higher education administrators about the number of students that are 

unprepared for college level work. I will be careful not to let my preconceptions interfere with 

my research. My role will be to conduct this study in a professional and ethical manner. 

Information that could identify the participants will be kept confidential. In additional my role 

will be to make contact with the site and participants and explain to them the topic and purpose 

of the study, as well as the data collection method.

Summary

Given the research purpose, the research approach was that of a qualitative case study 

research design employing the methods of interviews and document review. Using the criterion 

sampling method, seven participants were selected for this research. The participant criteria was 

(1) first time freshmen students (2) in the University System of Georgia who (3) graduated high 

school with a 3.0 grade point average or better in a college preparatory curriculum and (4) 

enrolled in remedial course. The participant’s high school grade point average ranged from 3.02 

to 3.65.

The research site is a public four-year undergraduate institution in the University System 

of Georgia based on the number of number of students enrolled in a learning support course and 

the amount o f remediation expenditures. In fall 2011, 32% of the first-time, full-time freshman 

students enrolled in at least one learning support course and had a high school grade point 

average of 3.0 or better in a college preparatory curriculum. For the 2010-2011 fiscal year, the 

research site spent an estimated $1.8 million dollars on learning support expenditures.
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Through interviews, the participants shared their perceptions on the topic. All participants 

were interviewed in a natural setting at the research site over a 4-week period. In addition to 

interviewing participating students, a document analysis of the high school quality factors was 

used to provide background information that allowed the researcher to develop a framework and 

get a sense of the student’s high school environment. Tam & Sukhatme (2004) defined high 

school quality factors are tangible and intangible organizational attributes that make up the 

school’s climate, culture, expectation level for students and staff, operational norms, school 

history, and family connection customs which are unique in each high school. The high school 

quality factors that were examined are high school size, instructional spending per pupil, revenue 

per pupil, course offerings, number of “advanced” courses per school, graduation rates, AYP 

status, Title 1 status, and district size.

In this chapter, an overview of the qualitative research methods was provided along with 

a rationale for the selection of the case study research design. Since (1) the purpose of the study 

was to examine the perceptions of recent students who graduated with a 3.0 grade point average 

in a high school college preparatory curriculum and placed in a remedial course and their college 

readiness, (2) rich descriptions were used to describe the case, and (3) the study was bound by 

time, the case study design was determined the best design for this study.

The research design section provided details about the site and participants. The data 

collection section provided details about the techniques that will be used, individual interviews. 

The process for data analysis was outlined and verification methods presented. Ethical standards, 

IRB approval and the role of the researcher were addressed.



CHAPTER 4 

RESULTS 

Introduction

The purpose of this study was to examine the high school experiences and college 

readiness of recent high school students who graduated with a 3.0 grade point average in a 

college preparatory curriculum and were placed in a remedial course. While numerous studies 

have provided information on what constitutes remedial education, very little research has been 

conducted regarding students’ perspectives about their high school experience and college 

readiness and how those factors might have impacted their placement in remedial courses 

(Attewell et al, 2006; Boylan & Saxon, 2006). College ready students must graduate from high 

school with the skills needed to address expectations at the college level that include work load, 

independence, self-efficacy and organizational skills (Eckes & Ochoa, 2005). To develop college 

readiness, academic preparation must include access to high school experiences that will build 

strong cognitive strategies such as analysis, reasoning and problem solving in addition to core 

academic content knowledge in reading, mathematics, social studies, science, languages and the 

arts. Additionally, high school experiences should build contextual knowledge that includes the 

understanding of college admissions requirements, applications processes and the work and 

behaviors required for success in post-secondary education (Conley, 2007).

The following research question guided this study:

How do recent students who graduated with a 3.0 grade point average in a high school 

college preparatory curriculum and placed in a remedial course understand and articulate their

90
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college readiness and high school experiences?

The sub questions were:

1. What were the high school experiences of recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a 

remedial course?

2. In what ways did the high school college preparatory curriculum taken influence the 

students’ college readiness?

3. In what ways did personal characteristics of the students influence placement in a 

remedial course?

4. What academic and social support systems did students have (or not have) in order to 

be college ready?

The findings discussed in this chapter are the result of examining the experiences and 

perceptions of the interviewed participants college readiness and high school experiences in the 

areas (1) key cognitive strategies, (2) academic knowledge and skills (key content knowledge), 

(3) academic behavior, and (4) contextual skills and awareness (Conley, 2007).

Presentation and Summary of Data

There is compelling evidence that many young people graduate from high school 

unprepared for college level work (Bailey, 2002; Green & Winters, 2005; McCabe, 2003). This 

study investigated the perception of students who graduated with 3.0 grade point average or 

better in a high school college preparatory curriculum and required remediation at the collegiate 

level. For this study, college readiness consists of four elements: (1) key cognitive strategies, (2) 

academic knowledge and skills (key content knowledge), (3) academic behavior, and (4) 

contextual skills and awareness (Conley, 2007).
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High School Experience

The first sub-research question asked what were the high school experiences of recent

students who graduated with a 3.0 grade point average in a high school college preparatory

curriculum and placed in a remedial course. Each participant was asked to describe themselves

as a high school student, discuss the academic and non-academic activities in which they

participated that helped to prepare them for college, and other relevant high school experiences.

Debbie. Debbie described herself as very energetic, outgoing, friendly, and hard-worker

at times. She sometimes did not work because she got tired and didn’t feel like doing any work.

I was kind of like a slacker at times. (How often did that happen?) it actually happened 
toward my senior year, that was not a good time to do that slacking off. I was pretty 
decent. I am very artistic. I am very observant. I don’t like to be in the in-crowd. I like to 
hang on the out crowd because you get to see a lot when you hang with the out crowd 
like how people act in different groups or clicks, so I just stayed to myself. I was just like 
a loner.

Janice: Janice stated that she loved school and liked going there. She enjoyed going to

class, participated all the time, and basically was a star student in every class.

I was the star student. Except for math, I was very quiet; I wanted to focus even though I 
didn’t understand all the time, sometime I didn’t get the help. I would ask around. 
Basically, high school was enjoyable.

High school was easy for her and she considered history and reading a breeze because

they did not do as many papers as she now does in college.

We didn’t really touch on or get in-depth research when we did a paper, like in text 
citation, things we are doing now. It was not hard or difficult, but high school was 
definitely just go to school, I could text on my cell phone and not miss anything. It was 
easy.

Ann. Ann described herself as very dedicated and motivated. She recalled making honor 

roll every year.
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I did my work, I made good grades. I was always on honor roll every year I was in high 
school. I really didn’t get into too much trouble. I just kept to myself and went to class. I 
passed.

When asked what passing meant to her, she replied:

4A’s and ‘B’s, I might have passed with a ‘C’ here and there. But that really wasn’t my 
main focus. My goal was to pass with an ‘A’.

Robin. Robin stated that she was a great student in high school, who was a little stubborn

at times. Her high school experience included working after school which taught her discipline.

I was a great student in high school. I like high school actually, a little stubborn at times.
I had a job; I worked at a day care center with little kids. It taught me discipline, I had to 
get up on time for work and stuff like that, without my parents structure and I had to do 
stuff (on my own). With or without my parents, I had to go to work.

Marcus. Marcus described himself as a hard working student that volunteered after

school at a nursing home.

(I am a) Hard working student, I had good grades in high school. I always do my work, 
turned it in on time and then got good grades all through high school. My high school 
grade point average was a 3 .5 .1 volunteered at a local nursing home where I met different 
kinds of people and it prepared me because in college you meet a lot of people. I would 
like to say that high school was a good experience. You know, the fact that I was 
successful in high school and I did graduate is what made it a good experience for me.

Kelly. Kelly’s high school experience was self-described as average.

I didn’t really study a lot, I got ‘B’s and high ‘C’s, and I was satisfied with that, so I 
really didn’t apply myself. Because I was getting good enough grades to pass, my parents 
didn’t push me and I didn’t push myself. I wasn’t extremely motivated.

She recalled some positive activities teachers did to help prepare them and how she and

her fellow classmates reacted.

I had one English course that the teacher used the last 15 minutes to help us prepare for 
the SAT. But I don’t think anybody took it serious. Everybody felt that teachers just gave 
grades. It was not hard to pass. So we didn’t really take it seriously that we had to try.

As far as non-academic activities, she had a booklet at home that she would look at once

or twice. But it did not really prepare her for college.
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Laura. Laura works after school her whole senior year and she felt that experience helped

her earned good grades.

My freshman and sophomore year, I kind of slacked off and I worked my whole entire 
high school time. So I would do work and school. I would do co-op, so I would get out of 
school early and that helped so I started making better grades because I wasn’t there all 
the time, it was from not waking up at 6 o’clock and sitting there all day so I had more 
time to study.

Summary o f Findings for High School Experiences

Based on the participant responses, their overall high school experience was positive.

Four of the students described themselves as good students who worked hard. The remaining

three students described themselves as not challenged, not focused, and not motivated. Each

student was involved in academic and non-academic activities.

Table 9 represents participant’s answers to the questions describing themselves as a high

school student, their academic and non-academic activities in which they participated that helped

to prepare them for college, and other relevant high school experiences.
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Table 9

Summarized Responses o f  Study Participants on their High School Experiences

Pseudonym Self-description Academic activities Non-Academic activities Other information

Debbie Procrastinator School department

Working and dealing 
with people

Worked at a Non-profit Loner

Artistic

Janice Star student VP of FBLA in 10th 
and 11th

Pres, of FBLA 12th

National Tech Honor 
Society

Reading

Listening to music

Not challenged

Ann Very dedicated 

Motivated 

Good grades 

Honor roll

Coursework 

BETA Club

CNA License Failed COMPASS 
test by 1 point

Robin Great student 

Stubborn

BETA club

HASA club

Web-based learning 
courses

Worked at daycare Disciplined

Marcus Hard-working 

Good grades

FBLA Community service

Worked at a nursing 
home

Good experience

Kelly Did not study a lot 

Not challenged 

Not motivated

SAT Prep course Booklet at home

Laura Not focused Co-op program Worked Just worked and 
saved money
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Key Content Knowledge

The second sub-research asked in what ways did the high school college preparatory

curriculum taken influence the students’ college readiness. The first part of the question focused

on the participants’ high school curriculum. Each participant was asked to discuss what led to his

or her decision to take college prep classes and to discuss their high school curriculum.

Debbie. Debbie stated that she grew up being told she had to go to college. When asked

who told her that, she responded no person in particular instructed her to go to college. She

remembered hearing about professors, but nothing about classes. Her impression of college was

to just take classes and pass.

Um, nobody really prepared, well in high school they told us about college and it is going 
to be serious, you are going to have professors and you (will need) to do your work, but 
they really didn’t tell us about the classes, you just, when you go to college, you have to 
take this. The teachers and parents are like just go to college. And I wasn’t, I guess I 
really was not prepared; I kind of just went with it. And I am doing it.

Her high school curriculum consisted of honor classes. She regrets not taking advanced

placement (AP) classes because it would have prevented her from taking what she considers

useless classes today.

I took honor classes. And you know you get extra point added when you take honor 
classes. And I took regular classes too, but as I started to progress into my senior year and 
junior all that good stuff. I just took regular classes. If you took AP classes, you were able 
to exempt taking college classes, some of the college classes. But I wish I did that in high 
school because I would have prevented taking some of these useless classes today.
English and Math, it is like I did this in high school, why am I doing this again?

Janice. Janice felt that college prep courses were more challenging than lower level

courses. She considered AP courses, but thought she would be more successful and comfortable

in honor courses.

They were more challenging than the lower level classes. They were in between the 
lower level classes and AP classes. I felt like that was good for me right there, because I 
know in AP, I might fall off. So I was trying to make sure that I get it right the first time.
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And I felt my classes, they were challenging on a certain day. I wanted to stay right there 
and keep it simple.

Course selection within the curriculum was challenging and signing up for courses was 

confusing. Counselors were of little help and most information about courses was obtained 

through word of mouth or self-investigation by asking around. Often she did not know which 

questions to ask.

I had a biology class and I would have taken AP biology if I knew ahead of time. With 
my curriculum, you always found out after you have taken a class. You miss out, you 
miss out a lot with the curriculum you had.

She recalled going to her counselors for assistance signing up for classes and the

confusion about the appropriate level of the AP biology class.

We sit in there and our counselors help us make our schedule or they just do it for you. 
They remember the classes you’ve taken and the courses you need. But, I remember 
when I was in a FBLA meeting and the president at the time said that she had an AP 
biology class. So I am not sure if  it was for upper level students or for anyone, but I really 
wanted to take that. I think I would have been really challenged and I would have liked 
that.

Ann. Ann’s courses were based on the type of diploma she chose which was college

preparatory. Her counselors gave her the courses offerings and schedules.

Yeah, they would give you a sheet and you have to choose your courses for the next 
semester, but if you weren’t available to take the class, they would not let you take it. If 
you did not need it they wouldn’t let you take it.

Robin. Robin decided to take college prep classes because she wanted to go to college. 

She was told that you would be bad off if you did not go to college. She felt that high school did 

not prepare her for college because in high school they kept asking for your assignments until 

you completed them without a penalty. In college, you are own your own and will not get credit 

for late work.

In high school, they keep asking you, do you have your assignment, do you have your 
assignment, are you going to do it for me yet? You answer “no, I haven’t did it yet” and



98

then they ask when are you going to give it to me, when are you going to give it to me, it 
didn’t matter. In college, they don’t tell you that it is a done deal, that it is over with. In 
high school, they asking if you are going to give it to me, maybe knock a point off, 
maybe 10 points off this paper. In college, they don’t do that for you.

Marcus. Marcus always wanted to go to college because his mother encouraged it. He

signed up for courses that he felt would best prepare him.

I took those classes because at my school we had different pathways, but because of my 
school I could take different pathways such as aviation and culinary arts and business. I 
took the same courses as any other traditional student, but my electives were business 
courses such as business essentials, business law, and entrepreneurship. I also took three 
aviation courses and three culinary courses.

Kelly. Kelly decided to go to college because she did not want to struggle like her parents 

and older sister. College is her way of overcoming her circumstances and not having to worry 

about money.

My parents were very lucky, neither of them went to college, but they got good jobs and
are living okay My sister, who is two years older than me, went to her freshman
year at ABAC and got into the wrong crowd and had to come home after her first 
semester. And now she is having a hard time, can’t get a job and still living with my 
parents and she is almost 22. And I don’t want to do that, I don’t want to ever have to 
worry about money or feel like I am restrained in life by what education I don’t have or 
what money I didn’t get because of my education.

Laura. Laura wants to be a nurse so college was an obvious goal. She does not want to

struggle in life like her mom.

I want to be a nurse and obliviously you have to have a degree for that. I watched my 
mom struggle her whole entire life. She doesn’t have a degree. I work now and I make 
just as much as she does now. So, I don’t want to be like that.

Summary o f Key Content Knowledge

Based on the participants’ response, each student decided to take college preparatory

classes because they believed that a college education would give them a better future. Each

student took some form of college preparatory curriculum.
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Table 10 represents the participants’ responses about their decision to take college 

preparatory classes and their high school curriculum.

Table 10

Summarized Responses o f  Study Participants o f their Key Content Knowledge

Pseudonym Decision to take college prep classes High school curriculum

Debbie Felt she had to Honor classes

Aware of AP courses from counselors

Janice More challenging Favorite was human anatomy 

Poor class selection process 

Class info by word of mouth

Ann Based on diploma type Course selection predetermined

Robin Had to State issues based on AYP

Told benefits High level classes

Marcus Based on diploma type Business elective

Kelly Parents non-college background 

Sister’s failure

SAT prep course

Laura Wants to be a nurse 

Watched mom struggle

Key Cognitive Skill Development 

The second part of sub-research question two focused on how well the participants 

believed their high school prepared them for college level work, to think critically, analyze 

information, and engage in college level research.

Debbie. She stated that she was semi-prepared for college level work and believed that 

high school was bluffing about college requiring hard work to be successful.
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They semi-prepared us, I mean it was just, they basically were just scaring us. This is 
college, it is so serious, you are going to die if you don’t do this. (Hard laughing). They 
really did not prepare us, you take your classes, you basically go into high school, 
graduate, and that is it. You go onto the next level, we are just here to scare you and tell 
you to do your work. They don’t prepare you. I went to Stockbridge, if you need to know 
that.

High school was considered easy work and there was no need to think critically.

Exposure to critical thinking skills was first introduction in Freshman Y ear Experience (FYE)

course which was stated a very good thing college offered. High school did not do any

preparation for analyzing information or college level research. Basically information was

distributed about college without discussion about expectation or operation.

They told us about college and informed of what you need to go to school, but they really 
didn’t go into detail of what is expected when you go to college, about the classes and the 
credit hours, all the crazy stuff that I am learning now.

Janice. College level research was not important because she recognized that the teachers

did not want to do the work. A student could just turn it work and receive an A for a grade.

They really didn’t touch on study habits in high school... You didn’t have to take any 
books home and now with college you have to read, of course, and you have to get in 
depth knowledge of what you are doing to turn in grade A work. In high school, I could 
have started brainstorming in class, write my first paragraph, it could be skimpy. The 
teachers don’t grade like college professor do, you could have 5 sentences and they 
would say that was good. They don’t really read it and in college, the professors get into 
that because you may have to turn that into your boss one day.

Certain subjects did require critically thinking like reading and English, but as soon as

students begin to analyze the information it was time to start another topic.

It was for only that day or that week because you have to keep up with the study guide or 
whatever the teachers have. In math, you end it, like my experience,

Janice felt the poor teaching led to first bad grade in math and that she did not get the

proper help to learn to think critically.

I started off with an advance math and I didn’t want to get out of that because I wanted to 
learn advance math and I ended up getting my first D in high school ever out of that math
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class. I got the same teacher, my sophomore year and got a D. In the 11th grade I got a B 
and my 12th grade year I got an A. So the teacher, I know they say don’t blame the 
teacher, but my 9th and 10th grade years, it was the teacher. We started off saying I don’t 
teach 9th graders so the teacher didn’t put her all into help you understand, she just 
expected that you walk in knowing everything. So that why I don’t do well thinking 
critically in math because when you think critically, it just falls off. You don’t really get 
help.

There were projects that required college level research and internet sites like wiki could

be used and sources were not required to be listed. In college, you have to cite your sources.

Every now and then, we were told to do a research paper or autobiography or something 
like that, but it was never in depth like go to the library and check out a book or use the 
internet. Basically you could use wiki and goggle and get an A. But in college, wiki is not 
acceptable. You have to actually have your sources listed. We didn’t have to list our 
sources that often when it came to research. It is different.

Ann. Ann stressed that learning depended on the teacher’s attitude. She indicated that she

learned more in classes that had caring teachers.

Some teachers don’t care. It is always like that in high school, some teachers care and 
some don’t. You learn more in one class than the other, it just depends on the passion the 
teachers has.

When asked how you know if a teacher cared or not, she answered that a caring teacher

was based on how they taught and disciplined their students and the kind of work they gave.

Based on how they taught their class, how they discipline their students. The kind of 
work they gave. And how they did like, you know some teachers just gave kids grades. 
But in my school, I earned everything I did because of my grades. I didn’t really too 
much be around the teacher a lot, even though teachers like me I really wasn’t one of the 
students trying to kiss their butts to get good grades.

In comparison to teachers that did not care that just gave students grades. The senior

project was the only example of an activity that prepared her for college level research

The only thing that I will say help me was my 12th grade senior project I had to do. It 
was based on how you know; we had judges judge us and a research paper. So we had to 
do more than just do a paper, and she grade it, that’s all. You know how some kids at the 
end do extra credit and you can get that. I was never one of the ones to get extra credit 
because I always did my work when I was suppose to, so some teachers give the 
opportunity to get extra credit to help if they care, or some just fail you.
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Robin. She considered high school teachers easy and lazy. She recalls one teacher that

challenged her and required her to conduct college level research. This teacher expected more

than just coping and pasting to complete a quality research paper.

That part is kind of true; we had some major papers due in the 10th grade, like in Ms. 
Reeve’s class. She was a real strict teacher. She was like the best teacher we had in high 
school. She made you think, she would get it out of you. She didn’t care how hard you 
didn’t like it, she was going to force it and get the work out of you. She made you think, 
think, think. If you give it to her, she would be like I don’t like this. She made you think, 
she got you ready for college. She got you ready. Ok, she was not easy, she was hard on 
you and she did it because she loved you and she wanted you to get your education, that 
how she is. You might do bad, then she is going to make you come in and talk to her 
today. She was a good teacher and get it out of you.

Marcus. Because of his course selection, he felt that high school prepared him very well

to engage in college level work, to think critically, and to analyze information. He stated that he

was not required to perform much college level research.

I think they did a good job with that because in class we always had to think critically, for 
example like in my aviation class we had simulators in the classroom. We operated 
airplanes and we always had to think critically like we were in a real situation, by not 
flying over this area or that area. I think it prepared my good for that aspect as well 
because in my English classes we always had to do a lot of analyzing of the information 
and different books. We did not do much research in high school.

Kelly. High school was very easy and she recalls that right before graduation how

students were given the opportunity to make up missed or failed assignment. Grades were just

handed out and no one was being prepared for college.

I feel bad like I talking bad about my school, but they did not make it very hard for us to 
get good grades, extra credit. I remember there was a class that every student was failing 
and right before graduation, they let student come in and do a whole bunch of extra 
credit, so the teacher just gave them a bunch of grades to pass.

Her critically thinking skills were learned from a critically think class her junior year.

English papers from English class allowed her to analyze information and build research skills.
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I actually took a critical thinking class. I transferred in my 11th grade and my classes got 
messed up. I had to take some lower classes and one senior class which was a critically 
thinking class. And I feel like that class helped a lot. I think that the one class, the English 
class, we did research papers and they taught us how to get extra information and stuff.

Procrastination was a huge problem and still affects her work today.

We did enough research papers that I should know how, but I was such a procrastinator 
that I just did enough to get by. I mean, I have problems with it now and I ask myself 
how do I cite stuff and how do I do this. But I should know how from the amount of 
research papers we did.

Laura. She described mixed feelings about how her high school prepared her for college.

High school did prepare her for college level work, but she felt that the high school staff and

teachers did not care if  the students attended college or not.

Classes for me later on in high school really were not that hard, if  you basically did the 
work you passed. I don’t think they really cared or not if you were going (to college). My 
school has a very high dropout rate and our freshman class to our senior class was like 
cut in half. People were dropping out. You would do you stuff and go home.

She believed teachers basically just taught the curriculum and did not prepare students to

think critically and analyze information. Teachers did do well to prepare students for college

level research by giving assignments that required looking up information.

Summary o f Key Cognitive Skill Development

Based on the participants’ responses, five of the seven participants felt prepared to

preform college level work. Half o f the students did not feel that had strong critical thinking

skills. Only one student stated that he analyzed information well and only one student felt that

she could perform college level research.

Table 11 represents the participants’ responses about their ability to perform college level

work, to think critically, analyze information, and engage in college level research.
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Table 11

Summarized Responses o f  Study Participants o f their Cognitive Skill Development

Pseudonym College Level Work Thinking Critically Analyze Information College Level 
Research

Debbie Felt semi-prepared Not good

Learning in college 
due to FYE

None None

Janice Poor study habits

Did homework in 
school

Teachers grade easy 

Lazy teachers

English class 

Short time to do it

None Not in depth

Different 
standards than 
in college

Ann Well Well Dependent on teacher 
passion

Limited

12th grade 
senior project

Robin Different standards Teachers were easy 

Teachers were lazy

High school was easy Major papers

Marcus Well Well

Class examples

Well Poorly

Kelly Poorly

Students could always 
make-up work

Took a critically 
thinking houses

Papers in English class Research papers 

Procrastinator

Laura Very well Poorly Just average

That just taught 
curriculum

Well
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Academic Behavior

The third sub-research asked in what ways did personal characteristics o f the students 

influence placement in a remedial course. The participants were asked to identify their strengths 

and weakness and discuss their time management skills, study habits, how they prepared for 

quizzes and exams, routines, and their use o f study groups.

Debbie. Debbie identified her strengths as English and art. Her weaknesses are math and 

procrastination. She developed a pattern o f doing her homework during class time in high school 

so she would not have to do any work at home. Time management was described as being able to 

set out time for that particular project or assignment that you have to do and get it done at that 

time.

The way I work in high school was to do my work in high school, so you would not have 
to go home and do it. I just did it and got it over with and went home and just enjoyed 
life. We didn’t want to do work at home. (Time management means) being able to set out 
time for that particular project or assignment that you have to do and get in done at that 
time. Organizing work in a specific set time.

There were no routines to her study habits except for occasionally using flash cards and

constantly going over the materials.

Do I have study habits, I do have study habits. I basically study before the test. I don’t do 
it after (class) or towards the test. What I do before the test, I use flash cards, you know, I 
do simple stuff. I keep asking myself rhetorical questions, going over and over the 
material and get a good grade. I don’t do routines; I just do when I have time to study.

Study groups were used one time in high school and one time while in college; both times

proved to be of little help.

Study groups really don’t work. People have other things that they get caught up in and 
do. I tried to have a study group. I have one at the beginning of the year, but it didn’t 
work out to well. But I did have one when I was in learning support. I was trying to pass 
and get out of learning support. We were trying together and got in a room like this and 
work on the computer. Some study groups help, some of them didn’t help.
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Janice. Janice described her strengths as being very social and punctual. She added

leadership due to her experience in Future Business Leaders of America. Her weakness included

math, procrastination, and asking for help.

I am very social, I do get along well with others, FBLA helped me with this and I can’t 
think o f it right now. But, when it comes to leadership, I make my own decision; 
distinguish what is right from wrong. Those are my strengths. Being able to do work on 
time, I am still working on procrastination, but being able to be punctual.

Her time management skills are weak because she is easily bored and cannot handle

frustration. Whenever she is bored or frustrated she decides to take a break like playing on

Facebook and Twitter or eat and take a nap. On a scale o f 1 (bad) to 10 (good), she rates her time

management skill as a 6.

Weaknesses, math! Studying is a weakness; I have to work on that and procrastination. 
Another weakness, asking for help and being able to explain what I need help with is a 
weakness. With my ALEX class, remedial math, it is kind of difficult because if  I am on 
Alex and I am doing a problem and I am doing it right, it just keep adding and adding, it 
is frustrating! It is like let me take a break and I end up on twitter and face book, then all 
of sudden I am hungry and sleepy. So I have to kind of sit there and just focus, once I loss 
focus on my math or anything, I want to go do something else, I want to work on that 
because I will waste time. (On a scale of 1 to 10, where do you rate your self as time 
management?) I am not that bad, I would say a 6 or a seven.

Her study habits are poor. She admits that she does not know how to study. She has tried

studying weeks ahead of time, studying the day before, and tutorials.

For math, I don’t know how to study for math. I usually try a few math problems, and 
then I started staying for tutorial because I figured out that I can’t teach myself this, so I 
stay for tutorial and I did some study problems, usually for science quizzes I would study 
for weeks in advance because I knew I wanted to get that. In English, you could usually 
study that the first few days before the test because it was simple, you have read the 
stories and that is pretty much it. (To prepare for quizzes and exams) usually I could 
study the day before, but for certain classes I would study weeks ahead of time or as we 
go along, (sometimes) the night after we learned something, I would study it, then I might 
give it a break, then I might study it some more. Occasionally, I did do tutorial.

Study groups were not effective because she felt she needs one-on-one attention.
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But here I don’t do study groups because I like one on one with my tutor. The tutor 
would have to split time with this person and this person and I can’t focus like that. I 
need to make sure, I may take a lot of time with a problem and I can’t afford to get stuck 
and have to wait on the next guy. I know it sounds kind of selfish but I have to help 
myself.

Ann. Ann described her strengths as math and science even thought she was required to 

take a math learning support courses. Her reason for taking the math learning supports courses 

was that she just made careless mistakes. Her weaknesses are in writing and research. She 

dislikes history because there is just too much information and the only thing you have to do is 

read.

Math and science, I will say math and science (are my strengths). I am not really good at 
writing papers and research. I am not good at that. And history, there is just so much 
information and the only thing you have to do is read. (On the COMPASS test) I think I 
just made careless mistakes, because when I take my math test in class today, I be like oh 
I made a mistake, I just be like oh I made a mistake.

When asked about time management, she felt that her time management skills are based 

on the task and how much she likes doing it. In high school, she recalls not having to study or 

keep any routines.

In high school, I kind of wanted to do everything before it was due, so I wouldn’t have to 
worry about but then you know after you get 9th grade you want to do everything. And 
then 10th grade you start wanting to slack and after a while you just stop. I used to do 
everything ahead of time and after a little while you start doing it the day before it is due, 
and you doing stuff like that. But, if  it had something to do with art work, or anything 
that had to do with art, I would always do it ahead of time because I like doing stuff like. 
So if it had that, like a project had a presentation, I would get that done ahead of time.
But if  it had to do with a paper, I would wait to do it until it was really, really due.

She either knew the material or she did not.

(For quizzes and exams) I really didn’t have to study, I knew it or else it was something I 
didn’t know and I would just look over it. But if I knew, I just took the test

She never used study groups until college and they are proving to be a benefit.

They are working for me, but I don’t know if they are working for them. I passed the test, 
but they didn’t pass. And they were like Janice, you passed the test, can you help us and
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then they look for me to help them. (The benefits of study groups are) it will kind of help 
depending on certain people knowing certain information, you know one thing I don’t 
know so you can teach me and I can teach you what I know. As far you studying with 
yourself, you know what you know and if you don’t know something then how are you 
going to know if  somebody is not going to be there to help you. The disadvantages are in 
your mind you might be like I already know this and listening to somebody else might 
make you feel like oh well they said this so is that really right.

Robin. Robin considered her strength areas in history and literature with an emphasis in

writing. She stated that she can write a paper with her eyes closed and has the confidence that

she can accomplish anything that she chooses to therefore she has no weaknesses.

Let me see, I am good at a lot of stuff. I can do stuff when I put my mind to it, but when I 
am lazy, I can’t do nothing when I am lazy. But when I just go in my room and do my 
work, I can do my work. What am I really strong at? I am strong at history. I am strong a 
literature, I can really write a paper. I can write a paper with my eyes closed. 
Weaknesses? Let’s see. What don’t I like? I don’t think I am weak at nothing. I can do 
anything I choose to.

Procrastination is an issue because she is used to doing everything at the last minute so

her time management skills are based on task completion and scheduling. In high school, she

mostly studied at her job. Preparation for quizzes and exams was dependent on the how she felt

about the material. She never developed routines or used study groups.

In high school, I used to procrastinate. I didn’t do anything quick, I used to do everything 
at the last minute and get it done. Oh, I studied when I chose to, when I was working; I 
studied before I went to work. When I was at the daycare, I studied while I was at the 
daycare. And that is about it.

Preparation for quizzes and exams was dependent on the how she felt about the material.

She never developed routines or used study groups.

If I had a hard test, if  I knew the test was going to be hard, I studied for it. If I knew it 
wasn’t going to be hard, I didn’t study for it. (To prepare for quizzes and exams) If I 
studied, I studied. If I didn’t, I would just go in there and wing it. If I remember the 
subject, if I sat in class when they taught it to me, then I felt that I should know 
something about this subject. That is how I do my stuff.
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Marcus. Marcuses’ strengths are history, political science, and chemistry. He very

strongly stated his weakness as math. Time management for him is different in college than high

school because in college you have more free time.

Well it was, I managed my time very well as much time management skills needed to be 
applied in high school. As for college, it is more time management skills, but I manage 
my time very well because in high school you have a lot time versus college.

His study habits were not developed because in high school he did not have to study that

much. He mainly studied about an hour before a quiz or exam. He never developed routines or

used study groups because he felt he performed better studying by himself.

In high school, even though i was a good student I didn’t study as often as I do now. In 
high school, the schoolwork that I experienced didn’t required as much studying as the 
work here in college. For quizzes and exams in high school, I studied for those. Like if  it 
was for an exam I took an hour to study. If it was like for a quiz it depended on the class. 
Like if it was for a class I knew I was weak in I would study more like two or three hours. 
If it was for a class I knew I was good in, I would spend about an hour. I didn’t do 
routines or study groups because I study better by myself. I am not into groups as far as 
studying.

Kelly. Kelly stated her strength was English and her weaknesses were in math and 

science. She admits that she procrastinate a lot which has led to the development of poor time 

management skills. She reflected on what she did in high school compared to what she could 

have done and felt that learned more at home about time management than she did in high 

school.

School didn’t really teach me anything, looking at what I did not get done and what I 
should have got done, I should have learned more at school than own my own. But more 
than anything being at home with my parents taught me, not the school.

She admits that she never really studied because paid attention in class and would write

stuff down, take it home, look at it maybe once or twice, and hope she would remember when

tested.
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I did not really study at all, if I was at home with my parents, they weren’t really involved 
in my school work and if they saw for a few days if I wasn’t really doing anything they 
would say Kelly don’t you need to be studying. I would be like okay and go study a little 
bit and I never really set aside a specific time to study. (How did you prepare for quizzes 
and exams?) In class, I try to pay attention and write stuff down, if I see it and don’t 
understand it, then I may go home and look at it, but if I don’t it is not really a big 
surprise. I just kind of hope.

She had no routines and only used a study group once. The study group was a positive

experience because it gave an opportunity for people to learn from each other.

For the finals at the end of high school, a few of my classmates got together and looked at 
study guides to compare. But besides that I have never used a group to study. (Do you 
think study groups work?) I do, I think that if you get together with other people and 
compare and see what they know to what you don’t know and help each other, I think it 
would definitely help a lot.

Laura. Laura claimed that math was her strength even though she was required to take a

learning support math courses. When asked why she had to take a learning support math course

she replied that the reason was because of her weakness at test taking.

Honestly math is my strength even though I am in remedial classes. But math is best 
subject and I really don’t know why, I just don’t do well at test. Not at all

Time management skills were developed because she had to balance her time between

work, school, taking care o f her little brother, and coaching softball. Studying was only done

when time allowed. Preparing for quizzes and exams was done using flash cards and study

guides. She had no routines in high school, but has developed one in college. She plans to try her

first study group in college.

I think I learned a lot (about time management) because I had to balance work, school, 
taking care of my little brother, and I coach softball. I did a lot of stuff, so I management 
my time well. (My study habits were) I basically get off work and study and then I will 
study before school or basically when I have time. (For quizzes and exams) I do a lot of 
flash cards, I basically write notes and if  there are any study guides I feel them out. Well, 
right now my routine is to go to my class and fill out my study guides, and study it and do 
it after work, and study mostly on Wednesday because I am off. I never have used study 
groups before. I have compared stuff before and I might go to tutoring this week for the 
first time. So we will see how it goes.
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Summary o f  Academic Behavior

Based on the participants’ responses, each student was very aware of their strengths and 

weaknesses. Half o f the students report good time management skills and two of the students 

reported that procrastination was a problem area for them. Each student reported that they had 

poor study habits. Preparation for quizzes and exams varied from flash cards to study guides. 

Two students stated that they did not do anything; they would wing it dependent on the subject. 

One student had a routine and it was based on her work schedule. Only one student found study 

groups beneficial.

Table 12 and Table 13 represent participant’s answers to the questions about their 

strengths and weakness, time management skills, study habits, preparation for quizzes and 

exams, routines, and use of study groups.
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Table 12

Summarized Responses o f Study Participants o f  their Academic Behavior Part 1

Pseudonym Strengths Weaknesses Time Management Skills

Debbie English, Art Math, Procrastination Did homework in school

Janice Very social Math, Studying Not focused

Leadership Procrastination

Asking for help

Ann Math and Science Writing, Research, History Completed work ahead of time

Robin History, Literature Nothing Poor, Procrastinates

Writing

Marcus History Math, Maybe English Very Good

Political Science

Chemistry

Kelly English Math, Science Procrastination

Laura Math Taking test Very good

History Had 5 responsibilities
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Table 13

Summarized Responses o f  Study Participants o f their Academic Behavior Part 2

Pseudonym Study habits Preparation for quizzes 
and exams

Routines Study groups

Debbie Poor Use flash cards 

Rhetorical questions

None Feel they 
don’t work

Janice Poor Study day before 

Dependent on the class

Rarely No

Were offered

Ann Poor None None None in
high
school

Uses in 
college

Robin Studied before work None None No

Dependent on test Would wing it Not
beneficial

Marcus Poor One Hour None No

High school was easy Dependent on subject Independent
learner

Kelly Guided by parents Write notes None For finals 

Beneficial

Laura Studied around work Flash cards 

Written notes 

Study guides

Yes, studied on 
day off work

No

Contextual Skills and Awareness

The fourth sub-research question asked what academic and social support systems did 

students have (or not have) in order to be college ready. The participants were asked to discuss 

how their high school experience prepared them to interact with college professors, how often 

they met with high school counselors to discuss college and future plans, how involved their 

parents were in their academics, and what their high school teachers did and did not do to help 

prepare them for college.
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Debbie. Debbie felt that high school did not teach her how interact with professors or

staff, she just figured it out on her own. In high school the only time she met with counselors was

to get grades and transcripts. Meeting with counselors at other times was usually done in large

group settings. She would have preferred more personal interaction.

Actually, we have set meetings with all the freshman and sophomores in a big old room 
and just talk to them. I wish it was a little bit more personal instead of just a big old group 
of kids. We can’t do this because everybody has different opinions on stuff.

She considered her parents very involved because they kept stressing that she could

always do better. When asked what they wanted her to do, she replied, “getting her lesson,

studying, doing homework, and obliviously making good grades”.

Very involved, they made sure, they pushed me to make sure I did my best and I did, I 
made all A’s and B’s, sometimes C’s, but to them, I could always do better so I could be 
ready to go to college. Was I ready, yeah, I felt a little bit that I was ready, you are 
making good grades and you know how to maintain theses grades. You are studying; you 
are doing your homework, and getting the lesson, obliviously. Making A’s and B’s, if I 
was making C’s it was oblivious that I wasn’t getting anything. So when you get 
something and you are able to process it, you are good, you are good to go.

To help prepare her for college, teachers tried to scare students by telling them how hard

the professors and work was going to be.

They scared us (laughing). They told us about our professors, which I feel is very 
important. People need to understand that the professors care, but at the same time they 
are still getting paid and you cannot go to their class and be fine. Professors are 
important. You need to know that when you go to college. They could have told us that 
some professors are not going to give you homework assignments. They are going to give 
you just test.

Teachers did not help them by not explaining that in college there are fewer assignments, 

but more work.

In psychology, there are just bunches of test, you have to study a lot. There are some 
classes where they give you just a couple of assignments, but they really didn’t tell us 
about you know, you really just need to study. You are not going to have a bunch of 
homework. And homework helps you just to grasp the lesson and concepts of the class.
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Janice. Janice currently interacts with her college professors just as she did with her high

school teachers. Her interactions are based on whether she has questions or not. She very rarely

met with her high school counselors.

Well, in high school, I talk to my professor, I mean teacher, if I need to. In college it is 
about the same. So if I don’t feel like I need any questions answered. Then I don’t 
interact. (I met with my counselors) Very rarely. Unless it was like a class meeting where 
they told us to get your money in or complete the FASA. Other than that, very rarely.

Her parents were described as being very involved by attending parent teacher

conferences, personal phone calls with teachers, follow-up discussions about her activities in

FBLA, and constantly reviewing her homework. She had no answer or thoughts about the

specifics that her teachers did or not do to help her prepare for college.

Well in high school, all the professors were like college is not like high school, but they 
didn’t really get into depth with why. They said you need to leam how to do you research 
and you need to this and that, but it wasn’t like sit down and let me tell you that you need 
to go to your counselor and you need to do this. That was mainly my parents and family 
members that had been to college or in college now. FBAL did the most, she helped me 
with my leadership

Ann. Ann does not interact with her college professors except maybe by email once or 

twice. In high school she only interacted with teachers that she liked because they would talk and 

encourage her.

No, as I really don’t interact with them. Like I will probably .email them once or twice, 
but I never interact with them. And that has probably been my downfall, because like I 
said, I am not good at English and reading and I didn’t do well in my English 1101 class 
and I didn’t pass. And I feel like if I would have talked to my teacher and let her know 
my situation or just at least talk to her, then maybe I would have passed, but I didn’t. I 
just got my grade from paper and went on and tried to do better next time by myself

When asked if she felt her personal relationship with some teacher influenced her grades

she replied that it did not.

Like in my 9th grade year I was cool and there was this one teacher, Mr. Martin. Like 
every year in high school I would go back to his classroom and ask how his kids were 
doing, if they were learning the stuff. I would still go talk to him and stuff. (Do you think
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interaction influences grades?) A little, just to get their feedback. If I didn’t talk to them 
and ask them what I did wrong then I would never know what I did wrong because I 
never asked.

She did not meet with her high school counselor and feels that even if she did that it

would not have made a difference.

I didn’t (meet with your counselors in high school to discuss you college and future 
plans), it was either a set date they gave us to go talk to somebody about it, it wasn’t 
because I choose to. And meeting with them would not have made a difference.

Teachers helped to prepare her for college by motivating her to set college as a goal. She

could not think of anything specific that teachers did not do to help prepare her college.

Robin. Robin felt that her high school prepared her to interact with her college professors.

Her interactions are: raises her in class and asking questions, one-on-one discussion, and office

visits. She considers these interactions important and does not feel that these actions influence

grades.

I can talk to them; I can raise my hand and just talk to my teachers. I know i can go to 
their office and talk to them; I can have a one-on-one discussion with them just like it 
was in high school, having a one-on-one discussion. If they go over something and i 
don’t get it, i know i can go and talk to them. (The teacher interaction is important 
because) we would know each other, I was in their class and they knew me. It shouldn’t 
(influence grades), just because I am talking to you it shouldn’t. I should earn my grade.

Her high school allowed for excused absences to visit colleges and she learned this

information from visiting with her counselors. She visited with her counselor frequently and

discussed all types of information. Her mother was very involved in her academics by calling her

teachers constantly. When she was asked what teachers did best to help prepare her for college

she replied that the one-on-one time was most helpful.

It was the one-on-one for me. They would tell you things that would help get you ready 
for college. At our school, we had half an hour breaks so if your lunch period was 30 
minutes that was all the time you had. If I left school early, I could go talk to them then 
to. I think they help us the best they could, the best they wanted to, like some teachers
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had this little way about them, I got mine so you get yours. Don’t be rude, don’t say that 
to me. So okay, if you got yours, help me get mine. Don’t do that to me.

Marcus. Marcus attended a high school where there was plenty of student-teacher

interaction. This experience prepared him well to interact with his college professors. He met

with his high school counselors about once a month to discuss his progress and plans.

Oh yes, because at my high school there was plenty student-teacher interactions, so I feel 
it prepared me. 9th through 11th grade year basically not at all, but my senior year, I would 
say like once a month.

His mother was involved with his academics and kept up with his grades. In his senior

year, his teachers started preparing him for college by discussing what to expect in college. He

felt his teachers did not prepare him by the level o f course work they assigned. High school work

was simple and easy. He wished that it could have been more challenging.

There were some teachers in your senior year, they told you what to expect in college. In 
your twelfth grade year, teachers told you what to expect in college. They don’t do that 
for your ninth through eleventh grade year, but for your senior year they pretty much tell 
you when you get in college to expect this, this, and this. The work we did in high school 
could have probably been more based on college work because some of the work in high 
school was just simple. It could have been more challenging.

Kelly. Kelly learned that interacting with her high school teachers resulted in positive

outcomes such as getting extra help because the teachers saw that those students cared about

their grades. She met with her counselor towards the end of her senior year to talk about college

applications and how to send them off.

I do, I feel like the people that didn’t seemed not to ask the teachers and be involved with 
teachers, the teachers seemed not to help, but the ones that were involved with the 
teachers, I feel that they gave them a lot more help because they saw that they care about 
their grades. (I did not meet with my counselors) a lot in the beginning, but towards the 
end, right before graduation, a few weeks before, I met with consolers a lot to talk about 
applications, she helped me send them off.

Her parents were not involved in her academics at all. Teachers did do specific items to 

help students prepare for college. The way teachers assigned and distributed grades did not help
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prepare students for college. At her high school, there was a strong feeling that grading was 

inefficient.

The whole thing with the teachers was that made me see that if  the teachers saw that you 
cared about your grades, if  you are helping yourself then they will help you. If they see 
that you don’t care then they are not going to care either. The grades, the way they 
handed out grades and not make us work for them.

Laura. Laura felt that her high school experience prepared her to interact with her college

professor. Interaction to her means be nice to them, do your work, and be respectful. Interaction

does influence grades because it allows you to be engaged and pay more attention in class, which

causes you to leam more.

Yeah I do (think interaction influences grades), if you are paying attention in class and 
then I guess not really because they can’t write your grades down. But, I don’t know, I 
think it does look better to pay attention in class instead of falling asleep and not knowing 
what is going on. They may see that you are trying more, you know.

She never met with her counselors in high school. She had to figure out how to apply for

college, financial aid requirements, and other college information on her own. There was no help

from her parent, teachers, faculty, and staff. She could not think of anything positive that her

teachers did to help her prepare for college. Her teachers did not do a good job of providing

information and resources about going to college.

There wasn’t a lot of means to get information about going to college, like applying and 
stuff like that unless you were an honor student and you made straight “A”s.

Summary o f  Contextual Skills and Awareness

Based on the participants’ responses, each student was aware of the concept of teacher

and student interaction, but only two students actually visited and interacted with their teachers

often. Only one student had frequent interaction with their counselor that resulted in the

scheduling of college visits their senior year. Four students stated that their parents were very

involved by stressing homework and attending parent teacher conferences. All but one student



recalled positive actions that helped them. The negative teacher interactions were stated as poor 

attitude, lack of challenging assignments, and poor grading.

Table 14 represents the participants responses of how their high school experience 

prepared them to interact with college professors, how often they met with high school 

counselors to discuss college and future plans, how involved their parent were in their 

academics, and what their high school teachers did and did not do to help prepare them for 

college
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Table 14

Summarized Responses o f Study Participants o f their Contextual Skills and Awareness

Pseudonym Teacher Interaction High school counselors Parents Positive teacher 
actions

Negative teacher 
actions

Debbie

Janice

Ann

Robin

Marcus

Kelly

Laura

Not at all

Very well

Not well

Emailed once or 
twice

Raise hand in class

Office visits

One-on-one talks

Plenty of student- 
teacher interaction

Very little 

Not personal

Rarely

Not at all

Very often

Scheduled college visits 

Once a month

T eachers gave more Not often 9 th -  11th
help to involved
students Often in senior year to do

college applications

Learned to be nice 
and respectful

Never

Had to figure out financial 
aid and other stuff

Very
involved

Very
involved

Stressed
homework

Parent
teacher
conference

Very
involved

Called
teachers

Very
involved

None

None

Shred info on college 
professors attitudes

Talked about the 
difference between 
HS and college

Motivated me

One-on-one advice

Shared college 
expectations

Did not discuss 
college level work 
and assignments

Did not stress 
studying

Nothing

Some teachers had 
poor attitudes

Easy work

Assigned
challenging
assignments

Saw benefit o f talking Poor grading 
to teachers

Just handed out 
grades

Nothing Did provide info on 
applying to college



121

Additional Information 

At the conclusion of each interview, the participants were asked what they could have 

done differently to better prepare for college and what did their high school do exceptionally 

well to help prepare them for college. Debbie felt that she could have focused more in her high 

school coursework to better prepare for college and her high school did do a good job with 

allowing college recruiters to come on campus and distribute information, flyers, and brochures. 

Janice wishes that she had taken the SAT and ACT earlier so she could have extra opportunities 

to get a higher score and her high school did a good job of offering tutoring. Ann thought that her 

high school did a good job of organizing college trips for their students. Marcus added that he 

could have taken harder courses and his high school allowed visitors to speak to their classes 

about college and different majors. Kelly felt that her parents should have been more involved in 

her college preparation and her high school announced students who were accepted to college. 

Laura could have paid more attention in her high school classes and her high school allowed her 

to take the SAT for free. Table 15 represents the participants’ responses to the additional 

information they gave.
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Summarized Responses o f Study Participants o f  their Additional Information
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Pseudonym Other actions High school actions

Debbie Wishes could have applied herself more Allowed college recruiters to come to the school

Janice Taken SAT and ACT earlier

Complete FSA earlier 

Ann Nothing

Offered tutorial opportunities

Eliminated amnesty days

Offered extra events to help prepare for 
graduation test

Robin

Marcus

Kelly

Believes she is well prepared, had a bad day on 
COMPASS

Took harder courses

College trips

Allowed college counselors to visit during 
senior year

More self-motivation and parental involvement Publish college acceptance letters

Laura Could have paid more attention

Could have reached out for assistance

Allow free SAT

Thematic Analysis

Based on the presentation and summary of data generated by the study, the researcher 

identified three major themes that answer the overarching research question of how do recent 

students who graduated with a 3.0 grade point average in a high school college preparatory 

curriculum and placed in a remedial course understand and articulate their college readiness and 

high school experiences. The major themes are: 1) Interpersonal relationships, 2) High school 

versus college expectations and 3) Accessing college resources.
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Interpersonal Relationship

The theme of interpersonal relationships was identified with the responses that related

relationships with organizations, teachers, counselors and their peers. When asked about their

high school experiences and activities, each participant responded about how working a job or

participating in an organization was a benefit to helping them prepare for college.

Marcus. I volunteered at a local nursing home where I met different kinds of people and 
it prepared me because in college you meet a lot of people.

Six o f the participants were in organizations like Future Business Leaders of America

(FBLA), The Atlanta Business League, and Beta Club. Participation in these types of

organizations helped the participants leam how to deal with college situations.

Debbie. So I guess manage to get skills from there. Working with people and dealing 
with certain situations having to deal with people and interactions all together.

Dealings with teachers and counselors were the most mentioned relationships that

influenced college readiness due instruction delivery and personal time spent with participant.

Four of the participants believed that dependent on how the teacher or counselor felt about their

students resulted in how much information about college they received.

Debbie. They told us about college and informed of what you need to go to school, but 
they really didn’t go into detail of what is expected when you go to college, about the 
classes and the credit hours, all the crazy stuff that I am learning now

Five of the seven interviewed participants spoke of strong positive teacher-student

relationships. This interaction was in the form of one-on-one conversions and mentoring.

Janice. It was the one-on-one for me. They would tell you things that would help get you 
ready for college.

These relationships developed into positive relationships with teachers who set high 

expectations and helped build their confidence.
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Robin. Like in Ms. Reeve’s class. She was a real strict teacher. She was like the best 
teacher we had in high school. She made you think, she would get it out of you. She 
didn’t care how hard you didn’t like it, she was going to force it and get the work out of 
you. She made you think, think, think. If you give it to her, she would be like I don’t like 
this. She made you think, she got you ready for college

The two students with negative experiences felt that teachers and counselors were lazy 

and did not care, therefore resulting in classes that were not challenging and resulted in a poor 

learning environment.

Ann. Some teachers don’t care. It is always like that in high school, some teachers care 
and some don’t. You leam more in one class than the other, it just depends on the passion 
the teachers has.

Only one participate felt that study groups with their peers was beneficial.

Kelly. For the finals at the end of high school, a few of my classmates got together and 
looked at study guides to compare. But besides that I have never used a group to study. 
(Do you think study groups work?) I do, I think that if you get together with other people 
and compare and see what they know to what you don’t know and help each other, I think 
it would definitely help a lot

High School versus College Expectations 

The theme of high school versus college expectations was identified with the responses 

that related to the perception of the difference between college level work with exams, projects, 

and homework. All of the participants responded in some form of how college professors and 

assignments were vastly different from their high school experiences.

The difference in acceptable research methods was highlighted by four of the 

participants.

Janice. But in college, wiki is not acceptable. You have to actually have your sources 
listed. We didn’t have to list our sources that often when it came to research. It is 
different.

Five of the participants reflected on the difference in the quality of work expectations.
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Ann. In high school, they keep asking you, do you have your assignment, do you have 
your assignment, are you going to do it for me yet? You answer “no, I haven’t did it yet” 
and then they ask when are you going to give it to me, when are you going to give it to 
me, it didn’t matter. In college, they don’t tell you that it is a done deal that it is over 
with. In high school, they asking if  you are going to give it to me, maybe knock a point 
off, maybe 10 points off this paper. In college, they don’t do that for you.

Janice. In high school, I could have started brainstorming in class, write my first 
paragraph, it could be skimpy. The teachers don’t grade like college professor do, you 
could have 5 sentences and they would say that was good. They don’t really read it and in 
college, the professors get into that because you may have to turn that into your boss one 
day.

Accessing College Resources 

The theme of accessing college resources was identified with the responses that related to 

the lack of getting information about the college classes, credit hours, and the admission process. 

Five of the participants replied that they rarely or did not meet with anyone to discuss college or 

their future plans.

Debbie. I just took regular classes. If you took AP classes, you were able to exempt 
taking college classes, some of the college classes. But I wish I did that in high school 
because I would have prevented taking some of these useless classes today.

Six of the participants recalled not being given information about college classes.

Debbie. Um, nobody really prepared, well in high school they told us about college and it 
is going to be serious, you are going to have professors and you (will need) to do your 
work, but they really didn’t tell us about the classes, you just, when you go to college,
you have to take this They told us about college and informed of what you need to go
to school, but they really didn’t go into detail of what is expected when you go to college, 
about the classes and the credit hours, all the crazy stuff that I am learning now.

Four of the participants stated that they received little assistance from their counselors.

Janice. Very rarely. Unless it was like a class meeting where they told us to get your 
money in or complete the FASA. Other than that, very rarely.

Laura. There wasn’t a lot of means to get information about going to college, like 
applying and stuff like that unless you were an honor student and you made straight “A”s
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Table 16

Frequency o f  Themes

Theme Frequency o f Theme

Interpersonal interaction and collaboration 33

High school versus college expectations 19

Accessing college resources 22

Trustworthiness (Credibility)

To ensure trustworthiness and credibility, the researcher used member checking, 

participant review, mechanically recording the data, and participant language and verbatim 

accounts (McMillan & Schumaker, 2006). In member checking, the researcher presented the 

results to the participants to ensure that they represented their feelings. The interviews were 

audio-taped, transcribed verbatim, and presented to the particpants for their review. This allowed 

the participants to read their interview and make changes or additional comments if  necessary. 

None of the participants suggested corrections or additions to their interview. The findings were 

shared with the researcher’s doctoral committee. The participants’ identity were protected by 

assigning pseudonyms. The resercher was the only person to collect, record, transcribe, code, and 

organize the raw data.

Summary

In Chapter 4, the researcher presented the data as responses to the research question and 

sub-questions. Based on the presentation and summary of data generated by the study, three 

major themes were identified by the researcher. The major themes are: 1) Interpersonal 

relationships, 2) High school versus college expectations and 3) Accessing college resources



The theme of interpersonal relationships was identified with the responses that addressed 

relationships with organizations, teachers, counselors and their peers. When asked about their 

high school experiences and activities, each participant responded about how working a job or 

participating in an organization was a benefit to helping them prepare for college. Six of the 

participants were in organizations such as Future Business Leaders of America (FBLA), The 

Atlanta Business League, and Beta Club. Participation in these types o f organizations helped the 

participants leam how to deal with college situations. Teachers and counselors were the most 

mentioned relationships that influenced college readiness due to instruction delivery and 

personal time spent with participant. Four of the participants believed that teachers’ and 

counselors’ view of students influenced the amount of information about college the students 

received. Relationships were positive with teachers who set high expectations and helped build 

students’ confidence. The two students with negative experiences stated that teachers and 

counselors were lazy and did not care, therefore resulting in classes that were not challenging 

and resulted in a poor learning environment. Only one participant believed that study groups 

with their peers were beneficial.

The finding of high school versus college expectations was identified with the responses 

that related to the perception of the difference between college level work with exams, projects, 

and homework. All of the participants responded in some form of how college professors and 

assignments were vastly different from their high school experiences.

The difference in acceptable research methods was highlighted by four of the 

participants. Five o f the participants reflected on the difference in the quality of work 

expectations. One participant stated that high school teachers do not grade like their college 

professor and sources like wiki were acceptable in high school, but not in college. Another



participant reported that college work required more than just coping and pasting; that college 

required students to go more in depth with reporting information.

The finding of accessing college resources was identified with the responses that related 

to the lack of getting information about the college classes, credit hours, and the admission 

process. Five of the participants stated that they rarely or never met with anyone to discuss 

college or their fixture plans. Six of the participants recalled not being given information about 

college classes. Four of the participants stated that they received little assistance from their 

counselors.



CHAPTER 5 

DISCUSSION 

Overview

The purpose of this study was to examine how students who graduated with a 3.0 grade 

point average in a high school college preparatory curriculum and placed in a remedial course 

understand and articulate their college readiness and high school experiences. While numerous 

studies have provided information on what constitutes remedial education, very little research 

has been conducted regarding students’ perspectives about their high school experience and 

college readiness and how those factors might have impacted their placement in remedial courses 

(Attewell et al, 2006; Boylan & Saxon, 2006). College ready students must graduate from high 

school with the skills needed to meet expectations at the college level that include work load, 

independence, self-efficacy and organizational skills (Eckes & Ochoa, 2005). To develop college 

readiness, academic preparation must include access to high school experiences that will build 

strong cognitive strategies such as analysis, reasoning and problem solving in addition to core 

academic content knowledge in reading, mathematics, social studies, science, languages and the 

arts. Additionally, high school experiences should build contextual knowledge that includes the 

understanding of college admissions requirements, applications processes and the work and 

behaviors required for success in post-secondary education (Conley, 2007).

129
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The research question guiding the study was how do recent students who graduated with a 

3.0 grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences. The sub 

questions were:

1. What were the high school experiences of recent students who graduated with a 3.0 grade 

point average in a high school college preparatory curriculum and placed in a remedial 

course?

2. In what ways did the high school college preparatory curriculum taken influence the 

students’ college readiness?

3. In what ways did personal characteristics of the students influence placement in a remedial 

course?

4. What academic and social support systems did students have (or not have) in order to be 

college ready?

Summary of the Study 

This study investigated how students who graduated with a 3.0 grade point average in a 

high school college preparatory curriculum and placed in a remedial course understand and 

articulate their college readiness and high school experiences.

Chapter One introduced the research through description of the background, purpose, 

approach, significance, delimitations and limitations, and vocabulary o f the study. Chapter Two 

reviewed the theoretical and empirical research related to the study in the areas of college 

readiness, high school factors, trends of grade point average, grade inflation, and high school 

curriculum; the transition from secondary to postsecondary education with the use of 

standardized assessments such as the Scholastic Achievement Test (SAT) and American College
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Testing (ACT); college admission history and practices; history of remedial education in the 

United States and Georgia; issues relating to remedial education such as cost, role, and 

unprepared students; state-merit programs in the United States and the Georgia HOPE 

scholarship. Chapter Three detailed the design of the study through description of the research 

purpose; the research design; the research plan which included the Institutional Review Board 

approval process, the ethical considerations, and the site and sample selection; the data collection 

process; the data analysis and trustworthiness; and the role of the researcher. Chapter Four 

presented and summarized data generated by the study design in alignment to the study research 

questions. This final chapter will discuss a summary of the findings related to the research 

purpose, theoretical framework, and reviewed literature. Chapter content will also discuss 

implications of the study for practice, leadership by higher education, and future research.

Discussion of Major Findings 

After analyzing the data from the interviews and documents along with a review of the 

literature, the researcher identified three major findings regarding the participants’ perspectives 

about their high school experience and college readiness: (1) Interpersonal relationships, 2) High 

school versus college expectations and 3) Accessing college resources.

Findings Related to Research Purpose 

The purpose of this study was to examine how recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences. The 

supporting research questions were based upon the of Conley’s (2007) Model of College 

Readiness theoretical framework which consists of four elements: (1) key cognitive strategies,
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(2) academic/subject matter preparedness or key content knowledge, (3) academic behavior, and 

(4) contextual skills and awareness.

The first sub-research question focused on the participants’ high school experience. Each 

participant was asked to describe himself or herself as a high school student, discuss the 

academic and non-academic activities in which they participated that helped to prepare them for 

college, and other relevant high school experiences. Based on the participant responses, their 

overall high school experience was positive. Four of the students described themselves as good 

students who worked hard. The remaining three students described themselves as not challenged, 

not focused, and not motivated. Each student was involved in academic and non-academic 

activities.

The second sub-research question examined the participant’s academic knowledge and 

skills (key content knowledge) and cognitive skill development. The first part of the question 

focused on the participants’ high school curriculum. Each participant was asked to discuss what 

led to his or her decision to take college prep classes and to discuss their high school curriculum. 

Based on the participants’ response, each student decided to take college preparatory classes 

because they believed that a college education would give them a better future. Each student took 

some form of college preparatory curriculum.

The second part of sub-research question two focused on how well the participants 

believed their high school prepared them for college level work, to think critically, analyze 

information, and engage in college level research. Based on the participants’ responses, five of 

the seven participants felt prepared to preform college level work. Half of the students did not 

feel they had strong critical thinking skills. Only one student stated that he analyzed information 

well and only one student felt that she could perform college level research.



The third sub-research question focused the personal characteristics (academic behavior) 

of the students. The participants were asked to identify their strengths and weakness and discuss 

their time management skills, study habits, how they prepared for quizzes and exams, routines, 

and their use of study groups. Based on the participants’ responses, each student was very aware 

of their strengths and weaknesses. Half of the students report good time management skills and 

two of the students reported that procrastination was a problem area for them. Each student 

reported that they had poor study habits. Preparation for quizzes and exams varied from flash 

cards to study guides. Two students stated that they did not do anything; they would wing it 

dependent on the subject. One student had a routine and it was based on her work schedule. Only 

one student found study groups beneficial.

The fourth sub-research question focused on the academic and social support systems 

(college knowledge) students have (or not have) in order to be college ready. The participants 

were asked to discuss how their high school experience prepared them to interact with college 

professors, how often they met with high school counselors to discuss college and future plans, 

how involved their parents were in their academics, and what their high school teachers did and 

did not do to help prepare them for college. Based on the participants’ responses, each student 

was aware of the concept of teacher and student interaction, but only two students actually 

visited and interacted with their teachers often. Only one student had frequent interaction with 

their counselor that resulted in the scheduling of college visits their senior year. Four students 

stated that their parents were very involved by stressing homework and attending parent teacher 

conferences. All but one student recalled positive actions that helped them. The negative teacher 

interactions were stated as poor attitude, lack of challenging assignments, and poor grading.
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Findings Related to Theoretical Framework 

The theoretical framework that guided this study is David Conley’s (2007) College 

Readiness model. The findings of this research are consistent with the four dimensions of 

Conley’s (2007) College Readiness Model theoretical framework. The participants in this study 

demonstrated uneven mastery of these four dimensions, which resulted in their lack of college 

readiness and placement into remedial courses. Although it is important for high schools to meet 

the needs of all students who wish to go on to postsecondary education, some students require a 

much more intentional, comprehensive program of preparation that is carefully calibrated to their 

needs (Conley, 2008).

Key Cognitive Strategies

Key cognitive strategies are competencies that include critical thinking and problem

solving skills as well as the ability to make reasoned arguments. Based on the participants’ 

responses, five of the seven participants felt prepared to preform college level work. Half of the 

students did not feel that had strong critical thinking skills. Only one student stated that he 

analyzed information well and only one student felt that she could perform college level 

research.

Colleges expect their students to think about what they leam. Students will be successful 

if  they can formulate, investigate, and propose solutions to non-routine problems understand and 

analyze conflicting explanations of phenomena or events, evaluate the credibility and utility o f 

source material, and then integrate sources into a paper or project appropriately and think 

analytically and logically, comparing and contrasting differing philosophies, methods, and 

positions to understand an issue or concept (College Board, 2009).
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Key Content Knowledge

Key content knowledge allows a student to demonstrate an understanding o f key content 

important to postsecondary success. This is less about knowing specific facts and more about 

understanding the big ideas that define a discipline. Based on the participants’ response, each 

student decided to take college preparatory classes because they believed that a college education 

would give them a better future. Each student took some form of college preparatory curriculum.

Students needs to be able to manage a set of big ideas, key concepts, and organizing 

principles that form the structure of each academic subject area, and then make the connections 

among the big ideas. Several studies have led to college readiness standards that specify key 

content knowledge associated with college success (Conley, 2007; Sternberg et al, 2007).

Writing may be by far the single academic skill most closely associated with college success, but 

the “big ideas” of each content area are also very important building blocks.

Academic behaviors

Academic behavior is the effect of one’s ability to manage the increased level of work in 

postsecondary classrooms. Theses behavior include out-of-class preparation, a substantial time 

commitment, study independently and within study groups, accept critical feedback, and 

objectively assess their level of competence in an area and seek help where needed. Based on the 

participants’ responses, each student was very aware of their strengths and weaknesses. Half of 

the students report good time management skills and two of the students reported that 

procrastination was a problem area for them. Each student reported that they had poor study 

habits. Preparation for quizzes and exams varied from flash cards to study guides. Two students 

stated that they did not do anything; they would wing it dependent on the subject. One student
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had a routine and it was based on her work schedule. Only one student found study groups 

beneficial.

In college, students must keep track of massive amounts of information and organize 

themselves to meet competing deadlines and priorities (Robbins et al, 2004). They must plan 

their time carefully to complete these tasks. They must be able to study independently and in 

informal and formal study groups. They must know when to seek help from academic support 

services and when to cut their losses and drop a course. These tasks require self-management, a 

skill that individuals must develop over time, with considerable practice and trial-and-error. 

Contextual Skills and Awareness

Contextual skills and awareness requires a deeper understanding of the college culture. 

Students must know where to get help, know how to navigate the financial aid and admissions 

process, and be able to demonstrate other areas of understanding important to college success. 

Based on the participants’ responses, each student was aware of the concept of teacher and 

student interaction, but only two students actually visited and interacted with their teachers often. 

Only one student had frequent interaction with their counselor that resulted in the scheduling of 

college visits their senior year. Four students stated that their parents were very involved by 

stressing homework and attending parent teacher conferences. All but one student recalled 

positive actions that helped them. The negative teacher interactions were stated as poor attitude, 

lack of challenging assignments, and poor grading.

Choosing a college, applying, securing financial aid, and then adjusting to college life 

requires a tremendous amount of specialized knowledge (Conley, 2007; Robbins et al, 2004). 

This knowledge includes matching personal interests with college majors and programs; 

understanding federal and individual college financial aid programs and how and when to
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complete appropriate forms; registering for, preparing for, and taking required admissions exams; 

applying to college on time and submitting all necessary information; and, perhaps most 

important, understanding how the culture o f college is different from that of high school.

Findings Related to the Literture 

A review if the litertature was conducted in areas of research and theory related to the 

study of college readiness; high school factors and trends in the area of high school grade point 

average, grades, grade inflation, and high school curriculum; the transition from secondary to 

postsecondary education with the use of standardize assessments such as the Scholastic 

Achievement Test (SAT) and American College Testing (ACT); history of higher education in 

the areas college admission history and practices, remedial education in the United States and 

Georgia; issues relating to remedial education in the areas of cost, role, and unprepared students; 

and merit programs in the United States and the state of Georgia’s HOPE scholarship. A 

computerized search of Educational Resources Information Center (ERIC), ProQuest 

Dissertations and Theses database, Google, and ProQuest Research Library were used to conduct 

this literature review. Major descriptors used in this search included remedial education, 

developmental courses, remedial courses, college readiness, college remediation, high school 

experiences, student preparation for college, underprepared students, high school grade point 

average, Georgia HOPE scholarship, and life experiences of high school students.

Finding 1- Interpersonal Relationships

The finding of interpersonal relationships was identified with participant’s responses that 

related to the interactions with organizations, teachers, counselors and their peers. The theory of 

college readiness indicates students require a deep understanding of college culture. Students 

need to know where to get help, how to navigate the admissions and financial aid process, and
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understand other areas important to college success. College success is enhanced for students 

who possess interpersonal and social skills that allow them to interact with peers (Robbins et al, 

2004). These skills include understanding academic norms, collaborating and working in teams, 

interacting with people from different cultures and backgrounds, and communicating effectively 

(Conley, 2007).

A review of the literature highlighted several studies that investigated the effects of 

positive teacher, counselors, and staff relationships on students and their success (Anderson & 

Larson, 2009; Rodriguez, 2008). Each study found that positive interactions and collaborations 

influenced success of students and their college readiness. Anderson and Larson’s (2009) case 

study of a college preparatory program found that focusing on academics alone was not enough 

to ensure student success and college readiness. They found that attention was also needed in the 

areas o f social and emotional support that meet the needs of the “whole human being” (Anderson 

& Larson, 2009, p. 111). Rodriguez’s (2008) case study of two urban schools found that school 

climate produced positive experiences that helped students feel connected their school and 

increased their college readiness.

Students reported that their interaction with teachers and counselors was the most 

important relationship that influenced their college readiness due instruction delivery and the 

personal time spent. Five of the seven interviewed participants spoke of strong positive teacher- 

student interactions. These interactions were in the form of one on one conversions and 

mentoring. These interactions developed into positive relationships with teachers who set high 

expectations and help students build their confidence. The two students with negative 

experiences expressed belief that teachers were lazy and did not care, therefore resulting in 

classes that were not challenging and were lacking in a positive learning environment. The
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interviewed participants discussed how teacher interactions affected them. Teachers who 

developed close relationships with students were viewed as caring and believing in them. These 

positive relationships encouraged students to excel and succeed.

Parental involvement was found by to be a positive factor in high school student’s college 

readiness development (Cabrera & La Nasa, 2000). Parental support can motivate students to 

take and complete rigorous high school courses. The participants recalled their parents’ 

involvement as calling teachers, parent-teacher conferences, stressing homework, and college 

planning. Parents who did not attend college may lack the knowledge to assist the children with 

college readiness (Pascarella & Terenzina, 2005). Informed parents have knowledge of college 

admissions requirements, high school classes, and postsecondary options (Wimberly, 2003).

High school counselors have a major role in college readiness and postsecondary 

planning (McCabe, 2003). Counselors assist students with developing goals, identifying 

opportunities and obtaining information. The participants stated that the limited interaction with 

their counselors was a problem and caused them not to receive information at the appropriate 

time. This problem resulted in the repeated failure of not enrolling in needed courses. In many 

schools, counselors often have little time for academic planning due to dealing with students’ 

social, emotional, and disciplinary issues (National Association for College Admission 

Counseling, 2008).

Teachers are often the main point of contact for educational planning due to counselors 

multiple duties. This often fosters a relationship between the teachers and students that results in 

proper course selection, career information, and postsecondary options. The relationship can be 

used to motivate students to take specific courses, set goals, and succeed (Rodriguez, 2008).
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Finding 2- High School versus College Expectations

The finding of high school versus college expectations was identified with responses that 

related to perceptions of the differences between instructors and level work with exams, projects, 

and homework. A review of the literature highlighted that to be successful in the transition from 

secondary to postsecondary, students must be able to adapt to a new environment of 

expectations, requirements, and discovery (Vinovskis, 2008). College courses are fundamentally 

different than high school courses (Conley, Aspengren, Stout, & Veach, 2006). The participants 

in this study summarized the differences in high school and college expectations into two main 

areas of personal freedom and instructors (teachers and professors). These differences are 

reflected in the subjectivity o f their high school grades which can result in grade inflation, 

elevated grade point averages, and being unprepared for standardize test.

Personal freedom expectations differ depending upon the student. In high school, 

classroom instruction time is mandated by law and offered free as opposed to college where it is 

voluntary and require fees. Most high school extracurricular activities require permission, and 

college activities are dependent on self-motivation and choice. Out of class time is usually 

structured in high school as opposed to a large amount o f independent time in college. The 

largest difference in personal freedom is that college courses move at a faster pace than high 

school courses (Standards for Success, 2003). A college course may require a student to read six 

or seven books in the same time frame it required them to read one book in high school.

Instructors play vastly different roles in high school and college. All of the participants 

responded in some form explaining how college professors, work expectations, and assignments 

were vastly different from their high school experiences. The difference in acceptable research
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methods was highlighted by four of the participants. Five of the participants reflected on the 

difference in the quality of work expectations.

Participants reported that there is a difference in out of class time between college 

instructors and high school teachers. College professors usually stress office hours for additional 

help or instruction while high school teachers are usually available before, during, and after 

class. The participants recalled that many of their high school teachers often give out materials 

such as handouts and write information on the board while their college professors may lecture 

nonstop with the expectation that students take proper notes and research material on their own.

Additionally, high schools that have a strong academic culture based on a rigorous 

academic curriculum, high teacher expectations, and a focus on learning rather than performance 

have been shown by the empirical literature to provide an educational environment that is 

conducive to college enrollment, by engaging their students in a set o f academic experiences that 

builds their knowledge and skills and allows them to translate postsecondary aspirations into 

reality (Allensworth, 2009). Many four-year colleges and universities require (or at least strongly 

recommend) advanced courses for admission, but unless a school offers these advanced 

curricular options to their students and there are teachers who encourage and support their 

students to take them, students will not have the academic qualifications that they need to gain 

access to many of the nation4 s (more selective) postsecondary institutions (Choy, 2002).

Finding 3- Accessing college resources

The finding of accessing college resources was identified with responses that related to 

the lack of information about college classes, credit hours, and the admission process. The 

transition to college from high school can be intimidating and confusing for many high school 

seniors. Students need to know where to get help, how to navigate the admissions and financial
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aid process, and understand other areas important to college success. A review of the literature 

highlighted that researchers have found that college readiness is not just based on coursework 

and test scores (Hearn, 1984; McCabe, 2003). Emphasis is placed on the information a student 

receives to successfully navigate the college selection and admissions process. This information 

is referred to as college knowledge. Five of the participants replied that they rarely or did not 

meet with anyone to discuss college or their future plans.

Studies have found that students have barriers to college access because of their lack of 

understanding the college application process, the complexity of financial aid system, and 

ineffective college search strategies (Alliance for Excellent Education, 2010; Cabrera & La Nasa, 

2000). Avery and Kane (2004) found that high school seniors with similar college ambitions had 

vastly differently action steps for applying to college. Roderick (2008) identified three critical 

points that contributed to college eligible students from completing the college application 

process: 1) students either delayed enrollment or planned to attend a two-year technical or 

vocational institution, 2) many did not apply until the end of their senior year, and 3) many 

students simply did not enroll. These critical points demonstrate how a lack of college 

knowledge can result in not completing the college application process. All of the participants 

reported that they had high school classmates in their honor classes that did not apply to any 

post-secondary institution their high school senior year.

The growing complexity of the financial aid process is another issue affecting the college 

knowledge of college eligible students. The American Council on Education (2004) reported 

that eight million students (nearly 50 percent) of students enrolled for credit at institutions 

offering Federal Title IV student aid programs did not complete a the Free Application for 

Federal Student Aid (FAFSA) for the academic year 1999-2000. An additional category showed
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that one in five low-income, Pell Grant eligible students never complete the FAFSA. The report 

concludes that policies should ensure that students have sufficient information about aid 

programs and the financial aid application process so that no student will miss the opportunity 

for financial assistance. All of the participants in this study received the Georgia HOPE 

scholarship and some form of financial aid.

Implications

The findings of this study further inform fields of study and behavior associated with 

college readiness. Study findings have particular implications for practice by students, parents, 

teachers, and high school counselors; for leadership by higher education leaders and policy 

makers; and for future research. They are based upon the findings in this study o f interpersonal 

relationships, high school versus college expectations and accessing college resources.

Students

Interpersonal relationships. Students should seek to build positive relationships with 

teachers, counselors, and peers. Several studies have investigated the effects of positive teacher, 

counselors, and staff relationships on students and their success (Anderson & Larson, 2009; 

Rodriguez, 2008). These positive relationships can build cognitive strategies, reduce anxiety with 

learning new materials, reduce bad academic behaviors, and increase college knowledge by 

creating an environment where students can ask questions and receive answers in a timely 

manner.

High school versus college expectations. In collaboration with their teachers and 

counselors, high school students who have decided to pursue a college education need to develop 

a strong academic foundation by selecting courses in high school that fit into their educational 

goals. Such courses should also enable them to increase their academic ability and help them
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develop critical thinking, analytical, and problem-solving skills. College-bound students need to 

take Advance Placement (AP) or International Baccalaureate (IB) courses that result in college 

credit and provide experience in college-level coursework (Geiser and Santelices, 2004). By 

taking these challenging courses, students will develop a strong academic foundation for college- 

level courses. These courses will also help students to develop time-management and study skills 

to help prepare for them for independent college-level work. Geiser and Santelices (2007) found 

that students who practice creative problem solving skills increase their written and oral 

communication and teamwork skills.

Accessing college resources. Students need to attend college workshops, talk to 

recruiters, and attend college visits. Students should work with their teachers and counselors to 

determine the workshops and activities that will be most beneficial. College workshops present 

opportunities to receive valuable information about the admission process, securing financial aid, 

and other information needed to make the transition for high school to college as easy as 

possible. College recruiters have the responsibility to give students information on the institution 

and assist in various ways with the application process. College visits give students an 

opportunity to see in-person the institution and to meet and speak with campus administrators 

and staff regarding the admission process and available and relevant resources.

Parents

Interpersonal relationships. The participants in this study stated that parents play an 

important role in a student’s college readiness. Students often form college aspirations based on 

their parent’s educational levels (Lima De La Rosa, 2006). Parents should encourage their 

student to spend time studying, working, volunteering, and taking leadership roles in 

organization starting their freshman year in high school. By performing these activities, students 

will develop academic and non-academic skills necessary for college.
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The administration at the high school should develop initiatives aimed at educating 

parents on the issues, processes, and barriers that affect their student’s college readiness. Many 

school districts have created parent academies for the sole purpose of working with parents on 

how to assist their student to be college ready.

High school versus college expectations. It is important for parents to understand the 

demands of college. By doing so, they can educate themselves on the differences between high 

school and college such as schedules and time expectations. Parents can also play an important 

role by encouraging their student to take advantage of Advanced Placement (AP) and 

International Baccalaureate (IB) classes.

Accessing college resources. Parents need to be part of the college-going culture 

(Roderick, Coca & Moeller, 2008). Many parents do not have experience with higher education, 

have false beliefs such as college is too expensive for their child to attend, and lack the basic 

information they need to support their child in the college admission process (Long, 2004). 

Parents who are aware of the financial aid process tend to have higher goals for their children 

(Long, 2004). With this information, parents can start saving for college as their children 

academic standing increases. Parents can also make a calendar showing important dates such as 

deadlines for admission, financial aid, and scholarships.

Teachers

Interpersonal relationships. Teachers should seek to build positive relationships with 

students, counselors, and peers. Teachers need to be aware of the impact their expectations have 

on student performance and, as a result, demonstrate the appropriate behavior toward students 

that communicate positive expectations. The participants in this study cited the power and 

influence teachers have in their academic preparation. They believed that encouragement from
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certain teachers increased their confidence and abilities. These positive relationships developed 

into a trusted source of information and guidance.

High school versus college expectations. Teachers can increase their impact by providing 

instruction in time management and study habits in their assignments. Stressing high 

expectations can encourage students to develop and use higher-level thinking and problem 

solving skills. High school teachers also need to teach students thinking skills critical to each 

content area. Each academic content area has its own set of practices and guidelines for what is 

considered good thinking skills (Casazza & Silverman, 1996). Many organizations such as the 

American Dipolma Project, the Standards for Sucess, SpringBoard, and QualityCore have 

developed college ready content statndards that teahcers can use in their classroom instruction 

(College Board, 2009).

Accessing college resources. Teachers need to stay in connect with students after they 

graduate high school and attend college. This connection can be a valuable source of information 

teachers can use to give insight to their current students about college life, work, and 

expectations. The communications can be via mediums such social media and emails.

High School Counselors 

Interpersonal relationships. High school counselors should seek to build positive 

relationships with students teachers, and peers. Light (2001) reported that good advising might 

be the single most underestimated characteristic of a successful college experience. The 

participants in this study found counselors to be an important source o f information about 

colleges and resources to students and their parents. Some of participants in this study cited the 

lack of interaction with their counselors was problematic to their college readiness.
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High school versus college expectations. High school counselors should refocus their 

advisement plans to provide information consistent with the academic goals of their students. 

They should help students create a plan focused on meeting the requirements for acceptance to a 

college or university that fits their interest. This plan should include taking courses that will 

prepare them for college level work. The plan should also identify the student’s strengths and 

weaknesses, which will help them to understand their leaning style so they can develop their 

academic abilities. Policies and practices should be reviewed and examined with teachers that 

govern entrance into rigorous classes. High school counselors can also collaborate with teachers 

and parents to provide instruction and guidance in time management, study skills, and use of 

technology to help more students succeed. An additional way high school counselors can 

collaborate with teachers is to build a peer support groups for students that may need additional 

assistance.

Accessing college resources. High school counselors should collaborate more with 

teachers to identify activities that meet the needs and goals of the students. These activities can 

be on campus such as recruiter visits and college fairs. Off-campus activities can include college 

visits and workshops.

Higher Education Leaders 

Interpersonal relationships. Interpersonal relations between college leaders and higher 

education organizations and prospective students, parents, teachers, and counselors can be 

created via community organizations, websites, and current students. Increased presentations at 

middle and high schools and community organizations will expand outreach on college 

attendance. Expand their outreach to prospective students and their parents by posting their 

admissions and financial aid information thru links on community organization will allow more
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students and parent to be informed of their process. And using current students as marketing and 

an information source will also aid in expanding their outreach to prospective students, parents, 

teachers, and counselors

High school versus college expectations. The transition from high school to college can be 

improved with collaboration with school districts through increased communication of 

expectations and alignment of curricula. Higher education leaders should provide instructors and 

staff with professional development opportunities that address the transition between high school 

and college.

The transition can also be improved with a stronger collaboration between high school and 

college leaders by identifying and strengthen communication means. There need to more 

communication in the areas of expectations, quality of work, and research methods.

Accessing college resources. The participants in this study stated that college visits were a 

tremendous help in their transition from high school to college. College and universities can 

provide additional academic support on campus by providing writing centers and math labs. 

Social support can be encouraged by identifying and encouraging group study opportunities.

Also mentor programs with upper classmen can be beneficial.

Policy makers

Interpersonal relationships. Policy makers should work to build relationship with college and 

high school leaders so that the transfer of information is accuarate and timely. This will work to 

ensure that descsion are made based on correct information.

High school versus college expectations. Numerous studies have found that P-12 standards 

and efforts to improve access and success in higher education are not aligned (Breland et al,

2002; Boser, & Burd, 2009; Strong American Schools, 2008). States should make it mandatory
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that P-12 and post-secondary align their courses and assessments. To accomplish the alignment, 

states should develop financial incentives and support to encourage alignment initiatives. Policy 

makers should examine the separate P-12 and post-secondary budgets together to identify 

common goals. Examples of this type of budget collaboration are the Oregon’s K-20 Finance 

Model and Indiana’s Twenty-first Century Scholars.

Policy makers should consider the development of statewide databases that can track student 

progress across educational institutions. At the P-12 level, most state databases cannot track 

students from district to district which results in ineffective assessments of reform efforts. The 

benefit of tracking students is to identify problems and design appropriate interventions.

Accessing college resources. Policy makers should be presented periodically the data 

concerning admissions, enrollement, and financial aid. The data can be used to identify and 

reduce barriers to college acess.

Future Research

The results of this study suggest that there is a need for more research into the high 

school experiences of recent students who graduated with a 3.0 grade point average in a high 

school college preparatory curriculum and placed in remedial courses. These studies can be 

quantitative, qualitative, or mix-method in design. The themes that were found from this study 

indicate that there are additional factors that contribute to a high school students’ college 

readiness. The following studies are suggested:

1. This study did not focus on the effectiveness of college remedial courses for students who 

graduated with a 3.0 grade point average in a high school college preparatory curriculum. A 

follow-up study is recommended that focuses on how college remedial students who graduated
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with a 3.0 grade point average in a high school college preparatory curriculum articulate their 

experiences in their college remedial courses.

2. This study was limited to examining the perceptions of participants at a 4-year public 

institution in the University System of Georgia. Replicating this study at another 4-year public 

institution in another state would serve to validate the research findings.

Summary

The purpose of this study was to explain how recent students who graduated with a 3.0 

grade point average in a high school college preparatory curriculum and placed in a remedial 

course understand and articulate their college readiness and high school experiences. This study 

specifically collected students’ perceptions on the dimensions of college readiness by examining 

their key cognitive strategies, their key content knowledge, their academic behaviors, and the 

college knowledge. Data was collected through interviews and document analysis of the 

student’s academic and non-academic high school activities; their courses and curriculum; their 

level of preparedness to think critically, analyze information, and perform college research; their 

strengths and weaknesses; time management skills; study habits; preparation for exam and 

quizzes; routines; study groups; and interaction with teachers, counselors, and parents.

This study continues the research regarding college readiness and students perceptions. 

The implications for practice and leadership are very basic in nature and simplistic. It is evident 

that all levels of education are not aligned with the same goals and the blame game is more 

reality than rhetoric. In order for college readiness to be achieved for all students, a shared vision 

must be adopted and implemented.

The findings of this study were found to be consistent with the College Readiness Theory 

and that high school experiences that include positive interpersonal relationships, an
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understanding of the different expectations between high school and college, and access to 

college resources resulted in students ready for college level work upon entering post-secondary 

without remediation. The participants reported overall that they had positive high school 

experience but were lacking the necessary academic and non-academic skills to be considered 

college ready, therefore requiring them to enroll in remedial courses.

«
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Subj: Opportunity for research 

Dear Director of institution Research,

I am a student at Mercer University working on a doctoral degree in Educational 
Leadership. In partial fulfillment of the requirements for the degree, I conducting a study 
entitled: A case study of the experiences and college readiness of students who graduated 
with a 3.0 grade point average or better in a high school college prep curriculum and 
placed in college remedial courses. The goal o f this research is explore how these 
students understand and articulate their college readiness and high school experiences.

I am seeking to interview students who meet the criteria of having recently graduated 
with a 3.0 grade point average or better in a high school college prep curriculum and 
placed in remedial courses. I would like to meet with you to discuss the best way to 
identify the students that may meet this criterion.

I look forward to meet with you at your convenience.

Sincerely, 

Keith Moffett
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Subj: Opportunity for Research 

Dear student,

I am a student at Mercer University, working on a  doctoral degree in Educational Leadership. In partial 
fulfillment of the requirements for the degree, I conducting a study entitled: A case  study of the 
experiences and college readiness of students who graduated with a 3.0 grade point average or better in 
a high school college prep curriculum and placed in college remedial courses. The goal of this research is 
to explore how these students understand and articulate their college readiness and high school 
experiences.

I am seeking to interview students who m eet the criteria of having recently graduated with a  3.0 grade 
point average or better in a high school college prep curriculum and placed in college remedial courses. 
Your participation will involve responding to semi-structured interviews questions and, if necessary, follow 
up questions. Interviews will last about 30 to 60 minutes, recorded, and transcribed for accuracy. Portions 
of the interviews may be quoted in the dissertation and may be used in an oral presentation.

To protect your confidentiality, you will be assigned a  pseudonym. Your participation would be voluntary 
and has no foreseeable risk. If you chose to participate, you can withdraw from the study at any time. If 
you would like to participate please respond to this email with your availability. I would like to interview 
you before April 9th if possible.

Please consider this opportunity. The results of this study will possibly be used by (1) K12 leaders to 
determine if curriculum changes are necessary, (2) higher education leaders, who can determine the 
effectiveness of their admissions policies for determining remedial education requirements, and (3) 
legislators who can make decisions regarding budgets and appropriations for remedial education 
services.

I look forward to meeting you.

Sincerely,
Keith Moffett
Adjunct Professor, MSC School of Business
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Tift College of Education

Informed Consent

A case study of the experiences and college readiness of students who graduated with a 3.0 grade 
point average or better in a high school college prep curriculum and “placed" in college remedial 
courses

You are being asked to participate in a research study. Before you give your consent to 
volunteer, it is im portant that you read the following information and ask as many 
questions as necessary to be sure you understand what you will be asked to do.

Keith Moffett
Morcer University, Tilt College of Education 
PhD in Educational Leadership 
1400 Coleman Ave., Macon, Ga. 31207 
478-361-8484

Dr. Anthony Harris 
Faculty Advisor
Associate Professor o f Research
Mercer University, Tift College of Education
678-547-6633

Pumoso of the Research
Hie problem addressed in this study is the continuing trend in the State o f Georgia of students 
graduating from with a  3.0 grade point average in a high school college prcp curriculum and 
needing remedial coursework at the collegiate level (Boscr & Burd 2009, University System of 
Georgia 2011), This is problematic for students because college students who enroll in remedial 
courses, on average, have less favorable educational outcomes than students who enter ready for 
college-level work (National Center for Education Statistics 2003). As this trend continues, an 
increasing financial burden will be placed on taxpayers, colleges, students, and their parents, due 
to the high cost of providing remedial coursework (Strong American Schools 2008).

Procedures
If you volunteer to participate in this study, you will be asked to answer question related to your 
thoughts and perceptions of graduating from high school with a 3.00 grade point average and 
needing remedial coursework at the collegiate level. Your participation will take approximately 
[hour. This process will bo in depth, scmi-structurcd interview format

Potential Risks or Discomforts
There are no foreseeable risks associated with the study.

This study is for class work only and there will not be any benefits as a result o f  you 
participating in the study

Mercer Univcrslt/JSB i 
Approval Date 8/W k -

LxpT.mon oate O/tj



Confidentiality and Dntn .Storage
You will be given an ID number to preserve the confidentiality/privacy of your participation.

Your participation in tills research study is voluntary. As a participant you may refuse to 
participate at anytime. You may withdraw at anytime by contacting me directly at 478-361-8484 
or keilh.moffctt@macon.cn.us.

Questions about the Research
Tf you have any questions about the research, please s]>eok with

Keith Moffett 
1400 Coleman Ave.
Macon, Ga. 31207

Dr. Anthony Harris 
586 ACC Building 
3001 Mercer University Drive 
Atlanta, GA 30341-4115

This project has been reviewed and approved by M ercer University’s IRB. Ifyou believe 
there is any infringement upon your rights as a research subject, you may contact the IRB 
Clmir,nt(478) 301-4101.

You have been given the opportunity to nslc questions and these have been answered to your 
satisfaction. Your signature below indicates your voluntary agreement to participate in this 
research study.

KEEP SIGNATURES

Signature of Research Participant Dole

Participant Name (Please Print) Dale

Signature of Person Obtaining Consent Dale

Rev. 7/09

Nercw UnlversUyma 
''poroval Date 031 i - l l  
rnitocoi — u

Date 1U f .
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Keith Moffett
A case study of student college readiness and thierhigh school experience

Interview protocol for students
Research questions for students
The purpose of this study is to examine the college readiness and high school experience of 
recent students who graduated with a 3.0 grade point average in a high school college prep 
curriculum and “placed” in a remedial course. The goal of this research is to explore how these 
students understand and articulate their college readiness and high school experiences.
The primary research question that will guide this study is:
•How do recent students who graduated with a 3.0 grade point average in a high school college 
prep curriculum and “placed” in a remedial course understand and articulate their college 
readiness and high school experiences?
The sub questions are:
A. What high school experiences contributed to the placement of 3.0 students into remedial 

courses? ■
B. In what ways did the high school college prep curriculum (academic/subject matter 

preparedness and cognitive skill development) taken influence the students’ college 
readiness?

C. In what ways did personal characteristics (academic behavior) of the students influence 
placement in a remedial course?

D. What academic and social support systems (college knowledge) did students have (or not 
have) in order to be college ready?

Questions to sub question A-
What high school experiences contributed to the placement of 3.0 students into remedial 
courses?
1) Describe yourself as a high school student.
2) Think back to your experiences as a high school student

a) Describe the academic activities feat you participated in that helped you prepare for 
college.

b) Describe the non-academic activities that you participated in that helped you prepare for 
college

3) What else would you like to tell me or what else should I know about your high school 
experience?

Questions to sub question B- (academic/subject matter preparedness and cognitive skill 
development)
In what ways did fee high school college prep curriculum taken influence fee students’ college 
readiness?
4) What led you to make fee decision to take college prep classes?
5) Tell me about your high school curriculum.

1
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Academic/subject matter preparedness
6)  How well did your high school prepare you for college level work (prompt: writing, math, 

science, and social studies)? If not mentioned, what types of high school classes have helped 
prepare you for this?

Cognitive skill development
7)  How well do you feel your high school prepared you to think critically? If not mentioned, 

what types of high school classes have helped prepare you for this?
8)  How well do you feel your high school prepared you to think analyze information critically? 

If not mentioned, what types of high school classes have helped prepare you for this?
9) How well do you feel your high school prepared you to engage in college level research? If 

not mentioned, what types of high school classes have helped prepare you for this?
Questions to sub question C- (academic behavior)
In what ways did personal characteristics of the students influence placement in a remedial
course?
10) Based on your academic experiences in high school, what are your strengths? Weakness?
11) Discuss your time management skills you learned in high school.
12) Tell me about the study habits you developed in high school. How did you prepare for 

quizzes and exams in high school? Did you have any routines?
13) Have you ever used study groups, if so tell me about that?
Questions to sub question D- (college knowledge)
What academic and social support systems did students have (or not have) in order to be college
ready?
14) Do you feel your high experience prepared you to interact with college professors?
15) How often did you meet with your' counselors in high school to discuss college and future 

plans?
16) How involved were your parents in your academics in high school?
17) What did your teachers do that best help prepare you for college?
18) What did your teachers not do to help you prepare for college?
Closing questions
19) What could you have done differently to be better prepared for college?
20) What did your high school do exceptionally well to prepare you for college?

2
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