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Editor’s Note

Feff von Munkwitz-Smith, Ph.D.
Editor-in-Chief
Jvon@aacrao.org

Fall is the season when many state and regional associa-
tions hold their annual meetings. AACRAO holds its
Strategic Enrollment Management conference in the
fall, and EDUCAUSE holds its Annual Conference then,
as well. No doubt, there are other conferences, meet-
ings, and events of interest to members of our profes-
sions. Perhaps you will find inspiration for an article for
College and University at one of these!

This edition includes two feature articles. In “Lo-
gistic Modeling of University Choice among Student
Migrants to Karnataka for Higher Education,” Veena A
and Sandeep Rao report on a study using the logistic re-
gression model to assess the probability of selection of a
private university by students who migrated to Karna-
taka for higher education. In “Practice What We Teach:
Using the TPACK Framework to Connect Professional
Development and Academic Programs and Processes,”
Patrick Elliott argues that institutions should align pro-
fession development and academic programs using the
TPACK (Technical, Pedagogical, and Content Knowl-
edge) framework.

There are two Research in Brief articles, “Free
Speech and Controversial Speakers: Public Institutions
Legal Responsibility, and Recommendations for Re-
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sponse,” by Brad Pulcini, and “Miscalculating Need:
How the Free Application for Federal Student Aid
Misses the Mark,” by Katy Matthuews.

There are also three Campus Viewpoint articles,
“Designing Positive Effects: Orientation and Student
Success,” by Matthew Davis, “Evolution of a Gap
Semester Program: An Experiential Challenge,” by
Elizabeth Coder, Eric Hall and Rodney Parks, and “In-
novation to Inquiry: Creating Additional Value from
Credential Expansions,” by Alexander Taylor, Rachel
Brown, Rodney Parks, Jesse Parrish, and Casey Hayes.

The edition also contains a book review by Stephen
J. Handel, Pathways to Reform: Credits and Conflict at
the City University of New York by Alexandra W. Logue,
and one by Brad Pulcini, Tyranny of Meritocracy by Lani
Guinier. It also contains reviews by S. Abu Turab Rizvi,
Demographics and the Demand for Higher Education by
Nathan D. Grawe, and by Matthew Fifolt, America’s
Broken Promise: Bridging the Communitry College Achieve-
ment Gap by Eduardo Marti and John Ebersole.

I hope dear reader that you are inspired this fall by a
book or article you read, by a presentation you attend,
or by a conversation with a colleague, and will consider
submitting an article to College and University!

COLLEGE and UNIVERSITY 1
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By Veena Andini and Sandeep Rao

ducation migration provides
useful insight for policy makers
regarding its determinants and
effects and how these may lead
to regional imbalances and im-
pede structural economic devel-
opment in certain states. Choice
of education is based mainly on
rational thinking. However, ir-
rational behavior among student

populations can also influence

their migration decisions. There
exists a legion of literature on push and pull factors for
both interstate and international migration. Two pri-
mary factors influence students’ decision to migrate:
geographic location and choice of the type of institu-
tion for education. Researchers have contributed signif-
icantly to the first question while addressing the reasons
for students’ migration to a specific geographic location
(e.g., within the country or abroad).This paper tries to
establish whether students’ demographic factors influ-
ence their choice of type of higher education institution
and specially references Karnataka, India. According
to the Directorate of Economics and Statistics, Gov-
ernment of Karnataka, this Indian state has an annual
GSDP of X 8,71,995 crores and a GDP of X 1,21,65,481
crore (2016-17).The 2011 census shows that 720,385 of
a total of 25,078,333 migrants were for the purpose of
education, an increase of 3800 percent over the 18,190
student migrants as per the 2001 census.

The 2009 Right to Education Act of the Indian Con-
stitution provides free and compulsory schooling for all
children between the ages of 6 and 14 years. The stages

93 N2 4

of the Indian education system are shown in Table 1;
classifications are in five broad categories—primary,
secondary, higher secondary, under graduation, and
post-graduation—based on age group and degree.

Table 1. Education System in India

.. Age

Level Description Range
Primary School First to Fifth Standard 6-10
Secondary School Sixth to Tenth Standard 11-16
T sy Eleventh and Twelfth 16-17

Standard/Pre-University

A three-year degree

. specialization courses
Under Graduation (. P . . ~
like engineering and

medicine can be longer)

Post-Graduation Highest education ~
(masters degree)

This paper focuses on migration for higher educa-
tion (under-graduation and post-graduation levels).
India has 45 central universities (40 are under the
purview of the Ministry of Human Resource Develop-
ment [MHRD]), 318 state universities, 185 state private
universities, 129 “deemed” universities, 5I institutions
of national importance (established under Acts of Par-
liament) under Ministry of Human Resource Devel-
opment (Indian Institute of Technology-16, National
Institute of Technology—30 and Indian Statistical Social
and Economic Research—5), and four institutions es-

COLLEGE and UNIVERSITY 3



tablished under various state legislations (MHRD 2014).
These institutes are classified broadly into private and
public higher education institutions (HEI). For this
study, private HEI include private universities, deemed
universities, and autonomous institutions wholly man-
aged and run by private bodies, societies, and/or trusts.
All other HEI are classified as public HEI.

Literature Review

The higher education choice process has changed sig-
nificantly during the past half century as a result of
shifts in student demographics as well as the develop-
ment of institutional admissions and marketing prac-
tices (Kinzie, ez al. 2004).The student decision-making
process is classified into three phases: aspirations de-
velopment and alternative evaluation; options consid-
eration; and evaluation of remaining options and final
decision (Jackson 1982).

Many previous studies distinguish among the impor-
tance of different choice factors (Bers and Galowich
2002; Geraghty 1997; Harrsiosn and Freeman 1999;

Price Matzdorf, Smith and Aghai 2003; Sevier 1993;
Shin and Milton 2006). (See Table 2, on page 5.)
Essentially, most of the research has concluded that
college and university administrators need to realize that
students have become very selective and are more well-
informed in selecting the higher institutions at which
to pursue their education. This requires more research
to better understand students’ needs and requirements.

Conceptual Framework
and Need for the Study

The literature review identifies various demographic
factors related to migration. Existing research shows
how the factors influence migration but do not deter-
mine university choice. The current research uses the
same hypotheses and the logistic (logit) regression
model to investigate whether the demographic factors
identified by previous research have any significant in-
fluence on students’ choice of type of HEI.

The primary objective of this study is to predict the
likelihood of respondents’ preference of private univer-

A Lasting Impression.

The AACRAO Guide to Graduation Ceremonies

provides everything needed to design a unique and
memorable event from start to finish. Its twenty-
one chapters cover key areas such as logistical
arrangements, commencement programs, diplomas,
regalia, and academic honors, as well as special

considerations including early commencement,
AACRAO Guide to

Graduation
Ceremonies

graduate ceremonies, and serving veterans.

Visit aacrao.org/bookstore to order your copy today!

AMERICAN ASSOCIATION OF COLLEGLATE
MUGISTRARS AND ADMISSIONS OFFICERS

American Association of Collegiate

AACRAO® Registrars and Admissions Officers
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Table 2. Summary of Literature

Serial No. Variables Identified (Literature Review) Reference
1 Learnmg enwrlo.n.ment, pglltlcal environment, concern.for students, cost of Baharun, et al. 2011
education, facilities, location parental preference and influence of peers,
2 Field of study, course preferences',ms'tltu.tlonaI reputat|<?n§, course entry James, et al. 1999
scores, easy access to home and institutional characteristics
3 Type of school attended Hoxby and Long 1999
- . Oosterbeek, et al. 1992;
4 Familial groups such as parents,relatives and teachers Hossler, et al. 1999
5 Academic repl.Jt'ation, course availgt?ility, location, tuitiqn co§ts .as well as Hagel and Shaw 2007
campus amenities ,study mode, tuition fees and the university itself
6 Reputation of the institution Kusumwati et al. 2010
Degree program flexibility, academic reputation , prestige reflecting national and
7 international recognition, physical aspects of thg Fampus such as the qualit)( of Joseph and Ford 1999
the infrastructure and services, career opportunities upon completion, location of
the institution and the time required for the completion of the program.
8 Income or the socioeconomic status of students Heller 1997
9 Academic achievement of students or standardized examination results Braxton 1990
Keskinen et al. 2008;
10 Excellence in teaching Sidin, et al. 2003;
Soutar and Turner 2002
11 Demand for private universities tends to be higher level of price sensitivity than public ones Bezmen and
P 9 P y P Depken 1998
12 Importance of price depends on the income and quality of the student Long's 2004
Paulsen 1990;
13 Gender diff !
ender differences McDonough 1997
Women view safety as an important determinant factor of choice while men place
14 more importance on scheduling and sporting activities. Females prefer information Baharun et al. 2011
regarding institutions from close social connections more than males
15 Females also prefer information provided by the institutions above males s
P P Y : Joseph 2000
16 Attending a private university Ciriaci 2014
17 Lack of access to higher education in certain regions, a commonality of Mazzarol and
languages as well as availability of technology based programs Soutar 2002, 2008
18 Types of academic program.mes available, qgallty of ed.ucatlon, e.ldmlnlstratlon Baharun 2002
standards, faculty qualifications and convenient accessible location
o, . Mazzarol 1998; Gutman
19 Institution’s good image and Miaoulis 2003
93 N2 4 COLLEGE and UNIVERSITY 5



Table 2. Summary of Literature

Serial No. | Variables Identified (Literature Review) Reference
20 Good job prospects, the reputation of the university, the availability of B\‘aac%zrsfii(e)og;
programmes desired by students and the reputation of the programmes Fernendez 2010
21 Availability of required programm.e, acaFiemlc reputation of L{nlver5|ty/college, quality bin Yusof et al. 2008
of the faculty/lecturers and financial assistance offered by university/college
22 Field of study preferences, coursg anfj in.stitutional rep\.JteTtions, course entry James, et al. 2000
scores, easy access to home and institutional characteristics
23 Quality and responsiveness of staff, research activities, social opportunities, Baksh and Hoyt 2001;
economic considerations and the size of the institution Bradshaw, et al. 2001
24 Campus safety and flexibility in course offering Espinoza, et al. 2002
25 Academic rating Arpan, et al. 2003
26 Famousness of the university, public relations and stability Punnarach 2004
Reputation and prestige, career preparation, specific academic programmes, .
27 . . . Martin 1994
distance from home, quality of research programmes and library resources
- . . e . De Jager and Du
28 Auxiliary services, reputation of the institution and admission Plooy 2006
29 Gender roles are changing- males and females differ in terms of consumer traits, Hoyer and Maclnnis
information processing, decision-making styles and buying patterns 2001: 384
. . S Sheth, Mittal and
30 Gender influences both purchase and consumption situations Newmand 1999
) . Galotti and Mark 1994;
31 Variety of gender differences Desjardins et al, 1999
32 FemaI.es rated residential I|'fe as a more important factor in the Litten 1982
selection process than their male counterparts
L . . - Mansfield’s
33 Importance of financial aid, security, academics, atmosphere and religious culture Research 2006
) . . . ) De Jager and Du
34 Female students view security as a more important choice factor than their male counterparts
Plooy 2006
sity based on their demographic characteristics—e.g., @ Age has no significant effect on predicting migrant
age, gender, current level of study, current domain of students’ selection of a private university at which
study, quota through which admission is sought, cur- to pursue higher education in Karnataka.
rent annual income of the family, and type of previous @ Gender has no significant effect on predicting mi-
education organization attended. grant students’ selection of a private university at

which to pursue higher education in Karnataka.

Hypotheses for the Study

@ Current level of course has no significant effect on
predicting migrant students’ selection of a private

Following are the hypotheses: university at which to pursue higher education in

Karnataka.

6 COLLEGE and UNIVERSITY
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@ Current domain of study has no sig-
nificant effect on predicting migrant
students’ selection of a private uni-
versity at which to pursue higher edu-

Predictive Variable

cation in Karnataka.

Table 3. Focus Group and Their Reference

Categories of Predictive Variables

Focus Group Reference Group

¢ Admission quota has no significant
effect on predicting migrant students’
selection of a private university at Gender
which to pursue higher education in
Karnataka.

4 Annual family income has no signifi-
cant effect on predicting migrant stu-
dents’ selection of a private university
at which to pursue higher education
in Karnataka.

¢ Previous education organization has
no significant effect on predicting mi-
grant students’ selection of a private
university at which to pursue higher
education in Karnataka.

Previous Educational
Organization

Limitations of the Study

@ The study was limited only to students
who migrated to Karnataka for higher
education.

@ Data were only from education hubs of
Karnataka.

Age Group

Current Level of Course

Current Domain of Study

Admissions Quota

Family Income

20-25 Years
15-20 Years

25-30 Years
Male Female

Post-Graduation
Under Graduate

Others

Commerce

Management
Engineering

Pure Science
Others
General Merit

Management Quota
Other Quotas

¥ 5,00,000-10,00,000

< ¥ 5,00,000 ¥ 10,00,000-20,00,000

> ¥ 20,00,000

State/Central University

Deemed University
Private University

Autonomous

State/Central Education Board

Table 4. Case Processing Summary

Unweighted Cases* | n | %

¢ Data were not collected from medicine- - -
. . Included in Analysis 352 100

related areas of higher education. o

Selected Cases Missing Cases 0 0
Total 352 100
Research Methodology Unselected Cases o0
Total 352 100

The research method was descriptive—
that is, the study was designed to facilitate
accurate understanding of the respondents
who participated in the study. Survey
method, one of the three types of descriptive research,
was featured. The study required primary and second-
ary data; primary data were collected from a survey
conducted in Karnataka.

Primary data relating to personal and other informa-
tion required for the study were collected by making
personal visits to the participating colleges. Second-
ary data for literature review were collected from the
EBSCO database, online sources, and prior research on
this topic.

93 N2 4

" If weight is in effect, see classification table for the total number of cases.

Because a common database on educational mi-
grants was not available, purposive sampling—a non-
probability technique—was used for data collection.
Purposive sampling is a method whereby the researcher
chooses a certain group of people or place to study be-
cause it is known to be of the type needed (McNeill
and Chapman 2005). In purposive sampling, popula-
tion elements are purposively selected and represent a
population of interest; these populations can offer the
contributions sought (Churchill Gilbert 2009). The
survey comprised closed and open-ended questions

COLLEGE and UNIVERSITY 7



Table 5. Categorical Variable Codings

Parameter Coding

Frequency
| -1 > 3 -4
Private University 75 1 0 0
State/Centel University 92 0 1 0 0
'()):-:;igil; Z:Ei::cational Deemed University 6 0 0 1 0
Autonomous 16 0 0 0 1
State/Centa | Education Board 163 0 0 0 0
Engineering 207 1 0 0 0
Commerce 31 0 1 0 0
Current Domain of Study Management 67 0 0 1 0
Pure Science 30 0 0 0 1
Others 17 0 0 0 0
<% 5,00,000 112 1 0 0
Family Income ¥5,00,000-10,00,000 115 0 1 0
% 10,00,000-20,00,000 88 0 0 1
> ¥ 20,00,000 37 0 0 0
Management Quota 179 1 0
Addmission Quota General Merit 162 0 1
Other Quota 1 0 0
UG 290 1 0
Current Leavel of Course PG 53 0 1
Others 9 0 0
15-20 Years 181 1 0
Age Group 20-25 Years 156 0 1
25-30 Years 15 0 0
— Male 263 1
Female 89 0

and also solicited age, gender, previous study details,
current study details, and more. On the basis of Rao’s
software sample size calculator, a sample size of 364
was planned. Ultimately, data were collected from
360 respondents. The survey questionnaire included
categorical and continuous variables.

Results

The researchers utilized logistic (logit) regression to
predict the likelihood of respondents’ choice between
two outcome categories—‘selecting private university’
or ‘not selecting private university’—when migrating
to Karnataka for higher education. (Logistic regres-
sion helps distinguish between two groups.) Using
IBM SPSS-21.00, the logistic regression output was
generated using ‘selecting private university’ or ‘not

COLLEGE and UNIVERSITY

selecting private university’ as dependent variables and
age group, gender, current level of course, current do-
main of study, admissions quota, family income, and
previous education organization as explanatory vari-
ables. In the logit model, ‘selecting private university’ is

[73uE}}
I

treated as success and coded as whereas ‘not select-
ing private university’ is treated as failure and coded “o0.”

Table 3 (on page 7) presents all the predictive vari-
ables, respective focus group, and reference categories.

A Hosmer and Lemeshow test statistic was gener-
ated with a 0.05 level of significance for odds ratio. The
classification cut-off (0.5) was used to classify each case
into reference and focus group.

The output of binary logistic regression is as follows.
Tables 4 (on page 7) and 5 show the total number of
respondents processed for analysis and the frequencies

of categorical variables. Table 6 (on page 9) shows

93 N24



the intercept model without any inde-
pendent variable; 52.8 percent of stu-
dents who migrate to Karnataka would
have chosen the private university for

Observed Choice

Table 6. Classification Table, Step 0

Predicted Choice of University

higher education in Karnataka, with- of University Public | Private Correct %

out further categorization of students. Public 0 166 0.0
Table 7 displays the variables in the Private 0 186 100.0

equation for the intercept model with overall%e s

no other predictive variables; an odds
ratio of 1.120 denotes that there is 1.12
times greater likelihood that a student
migrant will choose to pursue higher
education at a private university in

Table 7 Variables in the Equation

‘ B ‘ S.E. ‘Wald‘ df ‘ Sig.

Karnataka. Step 0
Table 8 shows the results of Omnibus
Tests of Model Coefficients. The model
chi-square is 59.340 and is statistically
significant at the § percent level of sig-
nificance with 18 degrees of freedom.

The Nagelkerke R-square value is

Constant

0.114 0.107 1.135 1 0.287 1.12

Table 8. Omnibus Tests of Model Coefficients

0.207 (see Table 9), suggesting that ap-
proximately 21 percent of the variance
associated with the selection of private
university is explained by all the inde-
pendent variables considered in the
model. An R-squared value equal to or
greater than 0.20 in research relating
to social science is considered substan-
tial (Cohen 1998).

‘ X2 ‘ df ‘ Sig.
Step 59.34 18 0
Step 1 Block 59.34 18 0
Model 59.34 18 0

Table 9. Model Summary

The Hosmer and Lemeshow Test
assesses how well the predicted prob-
abilities match the observed probabili-
ties using the Chi-square goodness of
fit statistic. The goal is to obtain a non-
significant p-value (Mayers, Gamst

Step ‘ X2

Step -2 Log R?
| Likelihood Cox & Snell | Nagelkerke
427.499a 0.155 0.207

Table 10. Hosmer and Lemeshow Test

and Guarino 2013).
Table 10 shows a chi-square value
of 2.312 with a p-value of 0.97, which

is non-significant at the § percent level of significance.

This shows that there is no significant variance between
the predicted and actual probabilities.

Table 11 (on page 10) shows the contingency table
for the Hosmer and Lemeshow test. Table 11 makes it
clear that the observed value and expected value of the
choice of private university are approximately equal.

Table 12 (on page 10) shows the overall predictive
accuracy of the model to be 66.2 percent with various
independent variables introduced in the model.

93 N2 4

2312 8 0.97

Table 12 indicates that 130 cases had observed cases
of ‘selecting private university’ and were correctly pre-
dicted as the case of success; 103 cases were observed to

‘not select the private university’ and were correctly pre-
dicted as failure. However, 63 cases observed to be ‘not
selecting private university’ were predicted as ‘selecting
private university,” and 56 cases were observed as suc-
cess instead of failure. Thus, approximately 66 percent
of students who migrate to Karnataka would have cho-
sen to pursue higher education at the private university.

COLLEGE and UNIVERSITY o



Table 11. Contingency Table for Hosmer

and Lemeshow Test, Step 1

odds of respondents belonging to this
age group selecting a private univer-
sity being 3.395 times the odds of the

Choice = Public Choice = Private ase group 15720 years, .controlling
University University all other explanatory variables. The
= = = = odds ratio of female to male is 1.705;
Group 5] Q 5] Q Total . .
% § % § the odds o'f stu'dents studyn.lg in s'tate/
2 2 2 2 central university for selecting private
< = < = university is 3.773 when compared to
1 28 28.203 7 6.797 35 those already studying in private uni-
2 22 23.678 13 11.322 35 versity; and the odds of students study-
3 21 20.980 13 13.020 34 ing post-graduation to select private
4 21 18.223 1 13.777 32 university is 0.645 than those studying
5 18 17.940 17 17.060 35 undergraduate programs.
6 12 14.398 19 16.602 31
7 15 14.277 19 19.723 34 . .
8 13 12.000 22 23.000 35 DISCUSSIOI’]
9 9 8.971 26 26.029 35 Using predictor variables like age, gen-
10 7 7.329 39 38.671 46 der, current level of course, current

Table 12. Classification Table, Step 1

Observed Choice

Predicted Choice of University

domain of study, admissions quota,
family income, and previous education
institution, this paper predicts the like-
lihood of respondents’ choice between
two outcome categories—selecting

of University Public | Prfvaie Casas: % private university’ or ‘not selecting pri-
Public 103 63 62.0 vate university’—when migrating to
Private 56 130 69.9 Karnataka for higher education. The
Overall % 66.2 Nagelkerke R-square value shows that

Table 13 (on page 11) shows the variables in the

equation, significance levels, and their odds ratio. Table

14 (on page 11) presents the significance of predic-

tive variables and the support for hypotheses.

Thus the Logistic model can be written as:

P(success) = A/(1+A),

where A=e(|og(odds of choice 1(selecting private university)))

If the value of probability is greater than 0.5, then

the respondent is considered to select a private uni-
versity (otherwise, the respondent selects a university
other than private, which could be state, central, or
deemed university).

Exp(B) column in Table 15 (on page 12) shows
the odds ratio associated with each predictor at a §
percent level of significance. The odds ratio for age
group 20-25 years, 3.395, can be interpreted as the

10
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approximately 21 percent of the vari-

ance associated with the selection of
private university is explained by all the independent
variables in the model; the Hosmer and Lemeshow test
shows the overall predictive accuracy of the model to
be 66.2 percent with various independent variables.
While all the factors tested for hypotheses show a sig-
nificant effect on predicting migrant students’ selection
of a private university for higher education in Karna-
taka, admissions quota has no significant effect.

The odds ratios for choice of a private university
show that the odds of respondents belonging to the
20-25 years age group selecting a private university are
3.395 times those of respondents belonging to the 1520
years age group. Similarly, ‘female’ has an odds ratio of
1.705, ‘post-graduation’ (current level of course) has an
odds ratio of 0.645, and ‘studied previously at a state/
central university’ has an odds ratio of 3.773 compared
to those who studied previously at a private university.
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Table 13. Variables in the Equation, Step 1

95% CI for Exp(B)

B S.E. Wald |df Sig. Exp(B)
Lower | Upper

Age Group 9.844 2 0.007

Age Group (1) 1.222 0.605 4.083 1 0.043 3.395 1.037 11.113

Age Group (2) 0.431 0.605 0.507 1 0.478 1.539 0.470 5.038
‘Gender(y 0534 0201 3366 1 0087 1705 094 3016
Currentlevelof Course 5713 2 0057

Current Level of Course (1) -0.438 0.862 0.258 1 0.611 0.645 0.119 3.494

Current Level of Course (2) 0.671 0.926 0.526 1 0.468 1.957 0.319 12.010
CurrentDomain of Study 139322 4 o008

Current Domain of Study (1) -1.268 0.698 3.299 1 0.069 0.281 0.072 1.105

Current Domain of Study (2) -1.370 0.792 2.992 1 0.084 0.254 0.054 1.200

Current Domain of Study (3) -1.409 0.764 3.403 1 0.085 0.244 0.055 1.092

Current Domain of Study (4) -2.820 0.825 11.682 1 0.001 0.060 0.012 0.300
Admissions Quota 066 2 o077

Admissions Quota (1) 0.341 0.715 0.228 1 0.633 0.711 0.175 2.885

Admissions Quota (2) 0.486 0.719 0.456 1 0.499 0.615 0.150 2.520
Familylncome 954 3 0023

Family Income (1) -1.442 0.469 9.462 1 0.002 0.236 0.094 0.593

Family Income (2) -1.205 0.466 6.693 1 0.010 0.300 0.120 0.747

Family Income (3) -1.183 0.478 6.114 1 0.013 0.306 0.120 0.782
Previous Educational Organisation 17731 4 o001

Previous Educational Organisation (1) 1.328 0.334 15.830 1 0.000 3.773 1.962 7.258

Previous Educational Organisation (2) 0.165 0.300 0.304 1 0.581 1.180 0.655 2.123

Previous Educational Organisation (3) -0.667 0.986 0.457 1 0.499 0.513 0.074 3.545

Previous Educational Organisation (4) 0.690 0.631 1.195 1 0.274 1.993 0.579 6.862
‘Constant 1761 1511 1357 1 o244 5818

Table 14. Significance and Hypotheses Support

Null Hypotheses P Values Hypotheses
Support
Age has no significant effect on predicting the selection of private university
. L . 0.007 Yes

for higher education in Karnataka by migrant students.
Gender has no significant effect on predicting the selection of private

L . Lo . 0.067 Yes
university for higher education in Karnataka by migrant students.
Current level of course has no significant effect on predicting the selection of

. L : L . 0.057 Yes
private university for higher education in Karnataka by migrant students.
Current domain of study has no significant effect on predicting the selection of

. N . P . 0.008 Yes
private university for higher education in Karnataka by migrant students.
Admission quota has no significant effect on predicting the selection of private

K . K S . 0.717 No
university for higher education in Karnataka by migrant students.
Annual family income has no significant effect on predicting the selection of

. R ) Lo ) 0.023 Yes
private university for higher education in Karnataka by migrant students.
Previous educational organization has no significant effect on predicting the selection 0.001 Yes

of private university for higher education in Karnataka by migrant students.
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Table 15. Odds Ratio of Predictor Variables Conclusion

Understanding migrant students’

Reference Group Reference Group Variable Exp(B) . . . .
choice of university type at which
Lz Ge i) AU (T 2D to enroll is important for private
AgeGroup(Z) ,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,,, 25—30Years 1539 ,,,,, education institutions as it pro-
Gender(1) Female 1705 vides them the necessary data
Current Level of Course (1) Post Graduation 0.645 .
to probe further into how they
Current Level of Course (2) Others 1.957 . . .
————————————————————————————————————————————————————————————————————————————————————————————————————————————————————————————————— could improve their admissions
Current Domain of Study (1) Commerce 0.281 .
) and also better formulate their
Current Domain of Study (2) Management 0.254 . K . .
) ) promotion strategies. While pri-
Current Domain of Study (3) Pure Science 0.244 L K d
Current Domain of Study (4) Others 0.060 VaFe Institutions are keen to do
Admissions Quota (1) General Merit 0.711 th.ls’ th.e goverr.lrneflts of both the
Admissions Quota (2) Other Quota 0.615 migration destination and the or-
Family Income (1) %5,00,000-10,00,000 0236 igin state can use the information
. .
Family Income (2) Z 10,00,000-20,00,000 0.300 to analyze the impact of India’s
Family Income (3) >%20,00,000 0.306 state policies on higher educa-
Previous Educational Organisation (1) State/Central University 3.773 tion. At the most basic level, the
Previous Educational Organisation (2) Deemed University 1.180 odds of ‘admissions quota’ have
Previous Educational Organisation (3) Autonomous 0513 been found to have little influ-
Previous Educational Organisation (4) State/Central Education Board 1.993 ence on the choice of university
Constant 5.818 type, especially by migrating stu-
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dents. Questions to ask are whether the quota system
in an institution’s own state is influencing migration
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Professio 0 any orgdanization,

or @ce of

an
s in institutions of higher

educati the Bsions, ich are in
icle examines

the business ach ning. T}
how colleg unive ay imp ional

development by aligning it tradi

of the
Technology, Pedagogy, and Content Knowledge (TPACK)

programs. The author advocates for a new a

framework, a model of the knowledge required for effective
teaching. By extending the TPACK model to the program

level, this article offers a blueprint of how professional
development programs may sync with the academic
enterprise for potential improvements in outcomes, efficiency,
and cost. The TPACK model appears well-suited for this new
application but is untested and will require further research.
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By Patrick S. Elliott

he social media sphere frequently

portrays a famous business parable:

A chief financial officer (CFO) asks

his boss, the chief executive officer

(CEO), “What if we train our people

and they leave?” The CEO responds,

“What if we don’t and they stay?” De-

spite the associated costs and poten-

tial risk of losing on the investment,

staff development is a necessary and

valuable endeavor. Many education

workers believe in the value of this

proposition, but learning and development budgets

are often the first to be cut. During the 2009 reces-

sion, companies across all industries reported a 4 to

8 percent reduction in learning and development staff

(Chakrabarti 2010, Leonard 2010). These data suggest

that many organizations believe only half-heartedly in

training and staff development. As education profes-

sionals, we must demand that higher education do bet-
ter; we must find ways to lead by example.

Professionals in the registrar, admission, and enroll-

ment management fields often joke that nobody ever said

she wanted to grow up to be a registrar or admission of-

ficer. Therefore, to improve succession and contingency

planning and prepare for the next generation, leaders

must build pathways of professional development (Tay-

lor and Taylor 2014). In 2006, the American Association

of Collegiate Registrars and Admissions Officers pub-

lished an article that recommended a human-centric ap-

proach to staff training (Bunis). The author concludes

that “[t]he point [of staff development] is that if you care

about outcomes, you need to focus on inputs” (Bunis
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2006, 58). As academic technology expands, institutions
of higher education (IHEs) focus primarily on the tech-
nology itself and not on training faculty and staff to use
it properly (Rienties, Brouwer, Carbonell, Townsend,
Rozendal, van der Loo, Dekker, and Lygo-Baker 2013).

Ward (2008) advocates for professional development
programs that look beyond skill and knowledge tied
directly to job duties, suggesting that such programs
must also explore the business of higher education and
its core function. A focus beyond immediate job du-
ties better positions staff for long-term career growth.
Ward’s analysis highlights another challenge: organiza-
tions often view staff development as a discrete sub-
function. As a result, staff development is typically not
linked to the organization’s academic units, pedagogi-
cal models, or learning technology.

Colleges and universities should apply their student
learning models, technology, and content to staff devel-
opment programs. After all, these programs are mission-
critical functions for all IHEs and thus are the areas in
which they excel. Linking staff development to the stu-
dent learning organization and processes will improve
the quality of professional development by folding it
into the institution’s core competencies and offerings
and will increase the organization’s learning agility
(z.e. its ability to respond to challenge through learn-
ing) (Amato and Molkhia 2016, Clark and Gottfredson
2008). By unifying student and staff learning, the or-
ganization will gain efficiency through an economy of
scale. The Institute of Higher Education Policy (1998)
found that higher education has numerous individual
benefits—economic and social—for students. Learn-
ers enjoy higher salaries and better benefits, increased
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professional mobility, and better decision making. By
elevating staff development to the same level of im-
portance as higher education, employee learners likely
would reap similar advantages. It is a win-win scenario.
Aligning staff development with academic programs
is ambitious, but some existing models—for example,
the Technology, Pedagogy, and Content Knowledge
(TPACK) framework—may ease the process. The frame-
work itself focuses on the teaching discipline by divid-
ing it into overlapping areas—technical knowledge (TK),
pedagogical knowledge (PK), and content knowledge
(CK)—in a specific context (Koehler and Mishra 2009).
The framework sits inside a given context, such as a
high school or college learning environment. Apply-
ing TPACK to professional development requires only
a change to the context. A professional development
program differs from an individual teacher. While the
TPACK model focuses on the teacher, the framework
is generalizable to the program. Institutions of higher
education can link their professional development and
academic programs through TPACK’s three areas (TK,
PK, and CK) and their overlap. This article examines
how IHEs may use the TPACK framework to align staff
development with traditional academic apparatuses,
benefiting both the institutions and their staff.

Scholarly Framework

Professional Development

It goes by many names: staff development, professional
development, training, on-the-job learning. In fact, for
education workers, professional development covers
a broad range of activities and learning (Professional
development 2013). Learning activities can be formal
or informal, structured or unstructured, individual
or group. Professional development is the process by
which employees ascertain or improve the knowledge,
skills, and abilities (KSAs) their professions require; it is
also learning more about the industry and work context
(Ward 2008).

This article uses the terms “professional develop-

3 <«

ment,” “staff development,” and “staff learning” inter-
changeably to refer to all of the various activities that
contribute to the growth of faculty staff, and adminis-
trators’ KSAs. Professional development programs are
those structured learning initiatives that an employer

or external organization manages. While the research

18 COLLEGE and UNIVERSITY

derives from work within the administrative functions
of higher education, the concepts extend to all types of
professional development.

People often associate professional development with
teachers and education workers. For example, the No
Child Left Behind Act focused, in part, on professional
development (No Child Left Behind Act [NCLB] 2002;
U.S. Department of Education 2002). It allowed more
flexibility for schools to spend their federal dollars even
as it mandated that a school use at least 10 percent of its
Title I funds for professional development. NCLB also
provides some guidelines and standards for high-quality
professional development (U.S. Department of Edu-
cation 2002). These programs also benefit education
administrators, who typically work outside of the class-
room. Bunis (2006) concludes that “[a]s administrators
in institutions devoted to developing the potential of stu-
dents who come seeking knowledge, we must constantly
ask ourselves how we can better serve that mission. One
important way is to develop the potential of every per-
son on our team to perform at the highest levels” (69).

Professional development programs provide benefits
to employees and their organizations. Reconsidering
the conversation between a hypothetical CFO and CEO,
the CEO’s point is that without professional develop-
ment, staff may not be prepared to do their job and ful-
fill the mission of the organization. Training programs
offer a two-way channel for teaching and learning from
employees (Bunis 2006). Development opportunities
help push staff beyond their comfort zone and may
propel them to the next level of their career (Taylor and
Taylor 2014).

Such programs also help managers and staff build
relationships (Bunis 2006). Bunis argues that profes-
sional networks are just as important as KSAs. Training
programs—especially those that allow coaching and
mentoring—build relationships that help teams work
together and organizations accomplish their goals.

The CFO’s concern about the loss of investment ex-
poses the primary challenge of professional develop-
ment: it is costly and, therefore, a significant investment
in the employee. Funding professional development is
a major challenge; organizations often cut it during eco-
nomic slowdowns (Chakrabarti 2010, Leonard 2010).
Education workers constitute a highly trained and
skilled workforce, making it easy for some leaders to
come to the short-sighted conclusion that training and
on-the-job learning are not necessary. These assump-
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tions, however, overlook the need for learning emergent
KSAs and improving previously developed KSAs.

Campuses typically experience competition for train-
ing resources, whether monetary or human (Ward 2008).
Often, professional development resources are in high
demand. Program structure varies between institutions
and can range from centralized (often controlled by
the human resources department) to dispersed among
various divisions, or a combination thereof.

While few would argue that there are no benefits of
professional development, there is some debate in the
education community about the risk and effect of poorly
designed and low-quality offerings (Professional Devel-
opment 2013).This risk suggests inconsistencies in these
programs. IHEs might improve consistency and qual-
ity by aligning professional development with typically
more rigorous and standards-based student learning.

The registrar, admissions officer, and enrollment
professions are rooted in professional development. In
1910, 24 registrars and university accountants met in
Detroit, Michigan, to discuss their profession and best
practices for their institutions (AACRAO 2010). Profes-
sional development was a focal point of this first gath-
ering of what would eventually become the American
Association of Collegiate Registrars and Admissions
Officers (AACRAO). AACRAOQ’s current mission “is to
serve and advance higher education by providing lead-
ership in academic and enrollment services” (AACRAO
2010). Professional development is a core component
of AACRAO’s service and advancement in the profession.
For example, the organization has core principles that
all members “remain knowledgeable of current prin-
ciples and processes of the profession; contribute to the
continuing advancement of the profession; and encour-
age the professional development of individuals at all
levels of academic and enrollment services” (AACRAO
2010). AACRAO offers career development opportuni-
ties to the higher education community and expects its
members to actively engage in and support professional
opportunities outside of the organization. For AACRAO,
lifelong professional learning is an implied value.

In 2011, AACRAO began to list professional skills and
competencies for its related professions—i.e. admissions,
registrar, and enrollment management (AACRAO 2015).
AACRAO encourages professionals to use these com-
petencies to create professional development profiles,
to participate in self-assessment, to benchmark, and
to create or evaluate profession descriptions (AACRAO

93 N2 4

2017). AACRAO refined and updated its professional
competencies in 2017, and member IHEs began to
develop plans to incorporate them into their profes-
sional development offerings (Shendy, Bream and El-
liott 2017). Work to define the skills and competencies
required for the registrar, admissions, and enrollment
professions underscores the association’s commitment
to professional development by providing a framework
and standards that practitioners can adopt and utilize.

Benefits of Higher Education

People who pursue postsecondary education increase
their earnings: Just two years of college can increase an-
nual income by 20 percent (Institute for Higher Edu-
cation Policy 1998). Furthermore, higher education is
correlated with job attainment (Hartle 1998, Institute
for Higher Education Policy 1998). The Institute for
Higher Education Policy (1998) identifies four catego-
ries of benefits: public economic, private economic, pub-
lic social, and private social. Higher education provides
immense benefits to individual learners and society as
a whole. It improves the quality and effectiveness of the
labor force and increases tax revenue (public economic
benefits) while also increasing earnings and job mobil-
ity (private economic benefits). It improves communi-
ties through charitable giving, community service, and
reduced crime (public social benefits) while enhancing
people’s quality of life through better health, decision
making, and leisurely activities (private social benefits).
In the two decades since the IHEP (1998) report,
higher education and the public’s perception of it
have shifted. Higher education has experienced demo-
graphic, economic, and cultural disruption (McGee
2015), including a shift toward enrolling older students,
increasing costs, and commoditization and a technical
revolution. Economic factors pose the greatest chal-
lenge to the economic benefits identified by IHEP (1998).
Increasingly, students have to borrow more money in
order to enroll in higher education, and they are experi-
encing lackluster results in finding jobs. As a result, the
public and personal economic value of higher education
decrease. Despite these changes, McGee (2015) notes
that in 2011, 75 percent of Americans perceived higher
education as unaffordable. This percentage is high, but
it is essentially unchanged since the early 1990s.
Linking professional development programs to
higher education processes and content will extend
some of those benefits to employees. Such programs
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Figure 1.

The TPACK
Framework

and its Content
Knowledge Types

Technological
Pedagogical
Knowledge -

could extend public and private economic benefits, cre-
ating a well-educated and highly skilled workforce. Usu-
ally, the employee and the organization share the cost of
professional development opportunities, with much of
it borne by the employer. This model is much different
from the pay-up-front and long-term return on invest-
ment typical of higher education. Therefore, expanding
the scope and quality of professional development pro-
grams may help combat negative economic drivers by
allowing employees to continue to grow and develop.

Technology, Pedagogy, and Content
Knowledge (TPACK) Framework

Standards for teachers’ technical knowledge and skills
have evolved (Koehler and Mishra 2005). As technology
became an important component of pedagogy, train-
ing standards included technical skills to implement in
the classroom. Around the year 2000, the International
Society for Technology in Education (ISTE) and the
National Council for Accreditation of Teacher Educa-
tion (NCATE) shifted the emphasis from basic technical
skills to higher-order, overarching skills (Koehler and
Mishra 2005). Koehler and Mishra (2005) contend
that the technical content approach to teachers’ techni-
cal skills did not help them learn how to apply those
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Technological Pedagogical Content Knowledge (TPACK)

Technological
_Content Knowledge

Pedagogical Content Knowledge

skills or encourage deep learning. Teachers could learn
the technical skills through applied problem solving in
the classroom. Work in this area found that technology
is a vital part of educators’ knowledge framework, on
the same level as pedagogical and content knowledge
(Koehler and Mishra 2009).

TPACK builds on the Pedagogical and Content
Knowledge (PCK) framework (Shulman 1986, 1987) by
incorporating technical knowledge (TK) with pedagogi-
cal knowledge (PK) and content knowledge (CK) (Kohler
and Mishra 2009). Figure 1 conceptualizes the model
with the three knowledge domains and their overlap. CK
is the instructor’s knowledge of the subject matter and
context (e.g., U.S. history at the undergraduate level).
PK is the instructor’s understanding of the methods and
practices of teaching and learning. TK is the instructor’s
understanding of technology and ability to apply it. The
overlap among the three core areas is relevant and mean-
ingful. Pedagogical Content Knowledge (PCK) is the in-
structor’s understanding and ability to develop teaching
methods that are well-suited for the content area. Tech-
nical Content Knowledge (TCK) is the understanding of
how technology and content work with and constrain
each other. Technical Pedagogical Knowledge (TPK) is
the instructor’s ability to modify the learning techniques
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based on the applied technology. The overlap of all the
core areas creates Technical, Pedagogical, and Content
Knowledge (TPACK), which is a teacher’s understanding
of how all three areas work together to create new teach-
ing and learning environments.

Analysis

Colleges and universities should align professional de-
velopment and academic programs using the TPACK
framework. Such an alignment could constitute a for-
mal linkage of the programs or adoption of the processes
and practices of academic programs into professional
development. This application to program develop-
ment is a natural extension of the TPACK framework.
Using that model within the professional development
domain could help maximize the efficacy and improve
the outcomes of staff learning. This section further ex-
plores the feasibility and potential application of the
TPACK framework to align professional development
programs with academic programs.

Feasibility
At its core, TPACK is a teacher knowledge framework
that guides professional development. The knowledge
areas—technical (T), pedagogical (P), and content
(C) and the overlap among them (PCK, TPK, TCK, and
TPACK) create a relational map of which knowledge,
skills, and abilities (KSAs) teachers need. Originally, the
TPACK model focused on the individual teacher, not
the program level. While this may be a new use for the
TPACK framework, it is not a significant deviation from
its origins. TPACK emerged from research on how to
create professional development programs for teachers
(Koehler and Mishra 2005). The primary difference is
the scope. This article applies TPACK to the educational,
organizational level, not just the individual educator. It
also broadens the scope of teacher/educator to include
faculty, staff, and administrators of IHEs. Given this
evolution of the model, there are some contextual dif-
ferences between higher learning and professional de-
velopment for which the TPACK model must account.
Higher education programs typically culminate
in credentials and degrees. This arrangement of KSAs
provides a broad, nearly all-encompassing view of the
content area. Undergraduate education includes a wide
variety of content (often described as general education
or liberal arts education) designed to provide students
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with foundational knowledge in the humanities, social
sciences, literature and writing, math, natural sciences,
and technology. Graduate-level education is designed
to refine further students’ KSAs in a narrow content area.

By comparison, professional development is typi-
cally more modular and context specific. Organizations
often deliver more focused content over shorter inter-
vals. For example, whereas a sixteen-week academic
class that meets for three hours each week provides en-
rolled students with 48 instructional hours—equivalent
to six full work days (assuming eight hours per day)—
professional development rarely lasts more than a week.

There is one final contextual difference: Whereas
higher education coursework generates revenue, in-
ternal professional development programs rarely cre-
ate a direct revenue stream for the organization. This
difference is at the core of the hypothetical disagree-
ment between the CFO and CEO: The CFO perceives
professional development as a risky investment because
employees may leave before the training has any posi-
tive effect on the bottom line or the organization can
gain a return on the investment; by contrast, the CEO
understands the connection between training and or-
ganizational revenue. Regardless of the type of business
(THE or otherwise), professional development benefits
the core mission and consumers.

Higher education is a business (Ward 2008), and
learning is its product. Folding professional develop-
ment into academic offerings may help the institution
understand it as a potential core product. Professional
development programs do not need to be internally
focused. A successful program may be packaged and
provided to external professionals—even at a cost. Em-
ployers may also award credentials and transcripts to
employees who participate in professional development
(Shendy, Bream and Elliott 2017).

These contextual differences require some tweaking
of the TPACK framework for professional development
program design. Aligning professional development
with academic programs may generate benefits that
outweigh the challenges.

Potential Application

Developers of professional development programs
linked to traditional academic offerings could use the
TPACK framework as a blueprint for integrating the two
teaching and learning programs. This section discusses
all of TPACK’s core and overlapping areas and describes
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steps to take and things to consider in implementation.
(This analysis is a starting point that future work and
research could expand upon and investigate.)

In staff development programs, CK constitutes the
KSAs needed for an employee to do her job or grow
in her career. As in teaching, there is an expansive list
of relevant content, with some overlapping topics. For
example, most of AACRAO’s (2015, 2017) professional
competencies constitute content for the related staff
development program.

These content areas are analogous to academic disci-
plines. A benefit of aligning staff development programs
with academic departments is access to content-spe-
cific experts, materials, and learning objects. For ex-
ample, a professional development program in change
management would incorporate learning materials
from the academic courses in that discipline. Profes-
sional development programs should seek opportuni-
ties to draw from internal subject-matter experts, such
as faculty, to create a deeper, more enriching learning
experience (Shendy, Bream and Elliott 2017).

Given any institution’s full breadth of content
knowledge (CK), a professional development program
will be limited only by the content of the institution’s
academic programs. This connection to academic con-
tent represents a shift from a piecemeal approach and
increases learning agility by providing opportunities for
employees to develop the skills they need.

Pedagogical knowledge (PK) comprises the teaching
and learning techniques required for a professional de-
velopment program. Because both traditional academ-
ics and vocational training represent forms of teaching
and learning, PK is identical for the two learning con-
texts: A professor and a corporate trainer both need to
know how to teach and should have the skill to use
multiple pedagogical approaches.

The professional development program should align
with the institution’s prevailing pedagogical model. For
example, an institution with a competency-based learn-
ing model may be better suited to adopt the AACRAO
(2015, (Shendy,
Bream and Elliott 2017). Using the same learning

2017) professional competencies
model will create an economy of scale that will enable
the institution to deliver professional development and
academic instruction more efficiently. Discrete offer-
ings may utilize the same resources and processes.
Program developers and administrators should give
considerable thought to pedagogical content knowledge
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(PCK). In most of the other areas, traditional academic
processes supersede those of staff development. (Higher
education is held to higher standards than are most pro-
fessional development programs.) While general content
KSAs are often the same as the content taught in aca-
demic programs, the PCK may not be. In other words,
teaching methods unique to the content may vary from
the “sterile” classroom to the realities of the work envi-
ronment. Developers should ensure that they share on-
the-job teaching and learning techniques with academic
content experts so they are applied to the program.

Technical knowledge (TK) represents the technology
utilized in the profession and the classroom. Develop-
ers should ensure that technology used on the job is
available in the learning environment. The reverse is
also true: any technology used in the classroom should
also be available on the job. In many cases, innovations
within THEs have not resulted in measurable improve-
ments because they have not embedded innovation or
technology within the organization (Rienties ez al. 2013).
TK requires that the organization share technology and
innovation between its professional development and
academic programs. Technology is not neutral, bearing
with it both biases and potentials (Koehler and Mishra
2009). For that reason, developers must look to the
best technology and reconcile any differences among
technology tools utilized in the different contexts.

Technical content knowledge (TCK) refers to the
technology that relates to the content areas and the
job functions of the staff. The professional develop-
ment program must account for the systems, data, and
technology the staff needs to do their work. Teaching
the content without the technology may limit staff
members’ ability to apply their learning to their work.
Program designers must make sure that the on-the-job
technology required for a KSA is available.

Technical pedagogical knowledge (TPK) is the tech-
nology related to the learning and teaching—i.e. in-
structional technology. While an organization may have
some teaching technology at the staff development
level, this is another area where the designers will give
the academic program the priority. The learning tech-
nology used in the academic context is likely to be more
scalable and robust than in the staff training context. If
tools in the staff development context are not being uti-
lized in the academic context, then developers should
share them with faculty and incorporate them into the
joint program.
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Technical, pedagogical, and content knowledge
(TPACK) is contingent on the skills and competencies
of the instructor and should be balanced. Therefore,
developers of linked programs should strive to include
all three core areas—including their overlap—in the
program design. The TPACK areas should be balanced,
without preference to anyone.

Conclusion

The title of this article, “Practice What We Teach,” is a
play on the adage “practice what you preach”: We must
model and conform to the standards and ideas that ef-
fectively teach others. This saying is particularly relevant
in the education and professional development domains.
Modeling and connecting professional development
programs with traditional higher education pedagogy
fulfill the vision of practicing what and how we teach.

This article advocates for a new application of the
TPACK framework to program and not just teacher de-
velopment. TPACK offers a checklist of which parts
of a professional development program may sync with
the academic enterprise. The model is well-suited for
this new application but is untested. Future research
should apply the TPACK framework to the creation of a
professional development program and document the
results, paying close attention to cost savings and train-
ing efficiencies. Researchers have used various quali-
tative methods, such as self-reporting, questionnaires,
interviews, and observations, to study TPACK’s efficacy
(Koehler and Mishra 2009); these studies provide a
starting point for the evaluation of TPACK as a program
development model.
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Free Speech and Controversial
Speakers: Public Institutions’
Legal Responsibility and
Recommendations for Response

By Brad Pulcini

Recently, public higher education institutions have experi-
enced an increase in requests from extreme political figures
from both the right and left to speak on campus. College
administrators must comply with laws and fulfill their le-
gal responsibilities while addressing concerns about campus
safety—including those held by students and faculry. This
article is in three parts: The first reviews free speech prin-
ciples and relevant legal cases; the second examines recent
requests by controversial figures to speak on public campuses
and steps institutions have taken to protect free speech; and
the third recommends best practices that institutions should
consider when responding to requests to host controversial

figures on campus.

Free Speech Principles and

Relevant Legal Cases

The U.S. Supreme Court has declared that “above all
else, the First Amendment means that government has
no power to restrict expression because of its message,
its ideas, its subject matter, or its content” (Police Dept.
of Chicago v. Mosley 1972). In addition, the court has ex-
plained that “content-based regulations are presump-
tively invalid” (R.A. V. v. City of St. Paul 1992). Further
review of major free speech principles is needed to
examine why schools—especially public institutions—
may find it difficult to block controversial speakers
from their campuses. The first free speech principle,
“content discrimination,” states that attempts to regu-
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late the content of speech are suspect (Kaplin and
Lee 2014). Viewpoint discrimination is almost always
deemed unconstitutional (Corry v. Stanford University
1995; lota Xi Chapter of Sigma Chi Fraternity v. George
Mason University 1993; R.A. V. v. City of St. Paul 1992).
Any institution thus should be leery of trying to limit a
person’s speech on the basis of disagreement with his
viewpoints.

The next free speech principle is that of “offensive
speech,” which stipulates that speech cannot be regu-
lated or prohibited solely on the grounds that people
who hear the message may be offended by it (Kaplin
and Lee 2014). Again, the U.S. Supreme Court has
ruled that the First Amendment prohibits any repres-
sion of an idea solely on the basis that society disagrees
with the idea or finds it offensive (7exas v. Fohnson 1989).
Thus, even though a speaker’s views may contradict
the values of the university, speech on campus cannot
be prohibited on the basis that many would deem the
speech offensive. The “underbreadth” principle gener-
ally states that if the expression of certain viewpoints or
topics in an unprotected area were restricted, then the
expression of other viewpoints within that same area
might also have to be restricted (Kaplin and Lee 2014).

The rights of minority opinions must also be con-
sidered. Smuth v. Collin (1978) allowed a decision
by a lower court to permit a group of Nazis led by
Frank Collin to demonstrate and march in the Chi-
cago suburb of Skokie. This decision is important for
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two reasons: First, it confirmed that the First Amend-
ment protected the right of minority groups to express
unpopular viewpoints or ideas without government
interference; second, it confirmed that at events held
in public spaces and announced in advance, potential
hate speech can be avoided or countered by opposing
speech (Strossen 1990).

In the seminal case Schenck v. United States (1919),
Justice Holmes’s opinion, widely cited today, allows
regulation or limitations on speech only if that speech
creates a clear and present danger. Years later, the U.S.
Supreme Court established the “fighting words doc-
trine” by a 9—o decision in Chaplinksy v. New Hampshire
(1942), in which it held that First Amendment pro-
tections are not afforded to “insulting fighting words,
those that by their very utterance inflict injury or tend
to incite an immediate breach of the peace.” Proving
that the speech creates clear and present danger or is
classified as “fighting words” can be difficult. This is
evident in a recent federal court ruling involving Au-
burn University.

Free Speech and
Controversial Speakers on
College Campuses Today

Multiple public institutions have recently responded to
requests by controversial speakers to speak on campus.
Auburn University tried to bar white nationalist Rich-
ard Spencer from speaking on its campus, citing safety
concerns especially in the wake of then-recent events
in Charlottesville, Virginia (Heim 2017). Court docu-
ments stated that Auburn University would have to
prove that Spencer’s words promote violence, or consti-
tute fighting words, to justify cancelling the event (Wil-
liford 2017). On the basis of the First Amendment, the
federal judge in the case reversed the school’s decision
to cancel the event (Padgett v. Auburn University 2017).

The University of Florida initially denied Spencer’s
request to speak on its campus (Associated Press 2017).
As Auburn University had done, the school cited im-
mediate concerns about campus security and cancelled
the event after it assessed the risks to the campus, com-
munity, and law enforcement in light of the violence in
Charlottesville, where Spencer had spoken (Associated
Press 2017). After the institute Spencer heads threat-
ened to file a federal lawsuit, the University of Flor-
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ida reopened conversations to identify a new date for
Spencer to speak on campus, in accordance with First
Amendment principles (Weiner 2017). He spoke at the
University of Florida in September 2017 and at Michi-
gan State University in March 2018 (Mathias 2018).

A number of states proposed legislation in 2017 with
the stated intent of reaffirming the First Amendment
guarantee of freedom of speech on college campuses
(Hinds 2017). Several of these bills passed in response
to a proposal from the Goldwater Institute (Hinds
2017). The proposal includes provisions to prevent a
campus from disinviting a speaker who has been invited
by a member of the campus community and for cam-
puses to sanction students who attempt to or success-
fully disrupt events or speakers (Kurtz, Manley, and
Butcher 2017). This legislation is mostly a reaction to
conservative leaders who perceive college campuses as
too liberal.

The cases, rulings, and free speech principles de-
scribed in this article make it difficult for public col-
leges and universities to bar speakers from campus
on the basis of concerns about hate speech. The First
Amendment and the Supreme Court remain constant
in their protection of speech (Kaplin and Lee 2014).
The court’s rationale is based on the notion that the
free exchange of thoughts and ideas—regardless of how
hateful or vile some may be—is more beneficial than
their suppression (Klepper and Bakken 1997). Rather
than regulating hate speech on campus, student af-
fairs professionals should encourage critical and honest
evaluation of all forms of expression; teach acceptance;
and provide evidence to the campus community of
how destructive and harmful hateful expression can be
(Klepper and Bakken 1997).

Recommendations

Although federal law and relevant court cases largely
protect the rights of controversial speakers on public
college and university campuses, institutions should
not ignore student and faculty concerns. The Southern
Poverty Law Center (Carrier 2017) provides guidance
on responding to controversial speakers in a proactive
way that does not limit free speech principles.

The Southern Poverty Law Center’s guide recom-
mends encouraging students to hold an alternative
event, away from the speech in question, that high-
lights the campus’s commitment to inclusion and the
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nation’s democratic values (Carrier 2017). This is simi-
lar to the approach Texas A&M took when Spencer
spoke at its campus in late 2016. Texas A&M organized
and sponsored a “counter event” that highlighted the
school’s commitment to inclusion and diversity, al-
lowed speeches denouncing Spencer and hate move-
ments, and provided a designated space in the form of
a wall where people could write and express their unity
(Jaschik 2016). Follow Texas A&M’s lead: Plan an event
at which students, faculty, and staff can celebrate their
institution’s commitment to the free exchange of ideas,
diversity, and inclusivity.

In addition, institution officials should continue to ex-
plore opportunities to engage students in dialogue about
hate speech (Hatfield, Schafer and Stroup 2005) and to
encourage “moral conversations” that promote a colle-
giate environment that fosters student learning (Harris
and Ray 2014). Research shows that engaging students
in conversations about hate speech decreases their per-
ception of the appropriateness of such speech and in-
creases their overt reactions to hate messages (Hatfield,
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Strategic enrollment management (SEM) has evolved into one
of the most powerful ways for colleges and universities to shape
their enrollment goals and outcomes. Building highly-effective

Schafer and Stroup 2005). Initiating and continuing di-
alogues about hate speech can help institutions continue
to work toward their missions of inclusion.

Higher education scholars have argued that “moral
conversations”—the sharing of stories that give mean-
ing to the lives of people—give students the opportu-
nity to come together in community and make meaning
of the world in which they live (Nash, Bradley and
Chickering 2008). Student affairs professionals on the
front lines should engage in moral conversations with
students not only in times of controversy such as those
our institutions are currently facing, but also as a mat-
ter of everyday discourse (Uecker 2011). “The complex
diversity of today’s college campus gives rise to envi-
ronments that are rich with opportunities for learning,
personal growth, and meaningful interactions” (Har-
ris and Ray 2014, 185). Controversial speech on col-
lege campuses is not a new phenomenon. At the core
of higher education’s mission is equipping students
with the tools with which to confront a host of different
ideas with a bias toward open dialogue (Kruger 2017).

systems for turning these goals into reality depends upon a
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Miscalculating Need:
How the Free Application
for Federal Student Aid
Misses the Mark

By Katy Mathuews

At more than one hundred questions, the Free Applica-
tion for Federal Student Aid (FAFSA) has often been the
source of sharp criticism. Indeed, the length, complex-
ity, and timing of the FAFSA have left many students,
parents, and institutions frustrated, prompting policy
makers to demand reform. The urgency to reform is
especially salient when low-income students are not
awarded enough aid to meet college costs or adequate
resources to support a fulfilling college career. Despite
recent improvements in the FAFSA’s length, complex-
ity, and timeliness (Dynarski 2016, Field 2017, Onink
2017, Stratford 2015), critics remain preoccupied with
the form itself. Yet in order to make real progress in
higher education accessibility and affordability, policy
makers must reframe the conversation to consider
more nuanced critiques of the FAFSA need calculation.
This article reflects on common critiques of the FAFSA
need calculation and introduces new considerations to
improve the understanding of student need.

Critiques of the Formula

Onink (2017) points out that the FAFSA need calcula-
tion is only a snapshot of a student’s financial status
at one point in time, ignoring fluctuations within the
year and from one year to another. Perhaps the most
significant critique draws on the role of parental sup-
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port. FAFSA need calculations are heavily weighted
toward parental income and assets without any knowl-
edge of parents’ willingness or ability to support their
college-going children (Goldrick-Rab 2016). This as-
sumption ignores the fact that many students do not
receive money from their parents and, in many cases,
may be working to help financially support their par-
ents, siblings, and other relatives. Goldrick-Rab (2016)
asserts that “the financial situations of low-income stu-
dents and their families are more complicated and chal-
lenging than FAFSAs reveal” (153). The assumption that
parents have the luxury to provide financial support to
their college-going children is a biased view that privi-
leges higher-income students. In addition, parents may
not be generally accommodating of the FAFSA process.
Goldrick-Rab (2016) describes students whose parents
did not readily provide their income tax information
because they were skeptical of providing it when they
were not helping the student pay for college.

Even these critiques, however, miss the mark. In or-
der to truly gauge student financial need, calculations
should ensure that student need is, in fact, being con-
sidered. Financial support for higher education is in-
adequate if students lack basic resources to make the
most of their college experience. The following section
highlights several areas that may be helpful to consider
when determining student financial need.
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New Considerations for the
FAFSA Need Calculation

In an appeal to the Technical Review Panel of the
National Center for Education Statistics’ National
Post-Secondary Aid Study, Goldrick-Rab and Nellum
(2015) assert that the current model for determining
student need is biased in favor of traditional college
students. They contend that college students are in-
creasingly nontraditional and face unique challenges
that financial aid calculations do not consider, such as
commuting distance and family obligations. In particu-
lar, they assert that food insecurity should be added to
data gathering to more accurately assess student need
(Goldrick-Rab and Nellum 2015).

A study by the Wisconsin HOPE Lab found that as
many as 27 percent of Pell grant recipients in Wiscon-
sin reported being food insecure (Goldrick-Rab and
Nellum 2015). The study points out the inability of stu-
dents to concentrate and make the most of their college
experience when they do not receive proper nutrition
(Goldrick-Rab and Nellum 2015). The struggle with
food insecurity highlights one way in which students
may demonstrate financial need that the FAFSA may not
consider, with the result that students are awarded insuf-
ficient aid to make the most of their college experience.

Likewise, in Paying the Price: College Costs, Financial
Aid, and the Betrayal of the American Dream, Goldrick-
Rab (2016) asserts that aid calculations underestimate
need in yet another way: housing insecurity. In recent
years, the FAFSA began asking applicants if they were
experiencing homelessness. In 2012-13, approximately
58,000 students who completed the FAFSA reported
experiencing homelessness (Goldrick-Rab 2016). Not
only are financial considerations a challenge for stu-
dents experiencing homelessness, but the stresses of
housing insecurity distract from the time and attention
they can devote to coursework.

Even when students live with family, it can be easy
to underestimate need. First, when students and their
families complete the FAFSA, they must report where
the student will live while enrolled. When the cost of
attendance is considered in need calculations, schools
use the estimated cost of living for both on- and off-
campus options. Often, the cost of living on campus is
estimated to be higher than that of living off campus,
resulting in less aid for students who expect to live off
campus. Goldrick-Rab (2016) notes, however, that at
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one-fifth of institutions in the United States, the cost
estimates for off-campus living are at least 20 percent
less than what would be required to maintain a modest
standard of living. Further, living off campus often in-
troduces challenges not considered by the FAFSA, such
as inadequate heating, cooling, plumbing, and main-
tenance, both structurally and with regard to pests
(Goldrick-Rab 2016). As with food insecurity, housing
insecurity suggests that students who cannot afford a
healthy and secure living environment may not be able
to focus fully on educational pursuits and thus may be
unable to maximize their college experience.

Other scholars are beginning to examine the impact
of so-called “time poverty” on college students (Bur-
ston 2017). First introduced by Vickery (1977), time
poverty challenges the notion of considering poverty
on a strictly financial basis. Vickery (1977) contends
that when poverty is measured by strictly monetary
means, it ignores the usage of resources that households
typically expend in an effort to overcome their poverty.
Vickery (1977) explains that members of low-income
households often work longer hours and participate in
additional activities in order to compensate for finan-
cial shortfalls. This constrains not only the quantity of
time but also the quality of time people can contribute
to alleviating poverty and maintaining their well-being
(Vickery 1977).

The same scenario can be applied to students. When
student financial aid does not fully cover college costs,
a gap occurs that students must make up via student
loans or work at off-campus or on-campus jobs. School,
work, self and family care, and household responsibili-
ties create situations in which students are poor in time
as well as money. The time deficit can lead to exhaus-
tion and time away from curricular and co-curricular
activities, adversely affecting student outcomes. In or-
der to fully support students’ financial and personal
well-being, policy makers should consider time in addi-
tion to money deficits.

Recommendations

One way to better understand student need could be to
shift the focus from income to ability to pay. Currently,
the FAFSA does not consider financial obligations not
reported on income tax forms, such as healthcare bills,
transportation costs, or the support of family members.
Rather than basing the FAFSA on income tax, there may
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be value in basing it on the income statement or state-
ment of cash flows approach of the accounting world.
This would allow income to be considered in the con-
text of all financial obligations in order to gauge the
availability of money to allocate toward education ex-
penses. This information could be paired with the avail-
ability of money in college savings plans (such as 529
plans), which could be further incentivized to encour-
age participation. Focusing on college-specific savings
plans would also control for the willingness of parents
to allocate money toward their children’s schooling
rather than assuming, as the FAFSA currently does, that
the mere existence of assets indicates a willingness to
help pay for college expenses. Moreover, adapting the
formula to consider the amount of financial support
necessary to ensure adequate food, housing, and time
could help students maximize their college experience.

Conclusion

Ensuring that students can afford access to college has
long been a value of higher education. Yet the process
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Designing Positive Effects:
Orientation and Student Success

By Matthew Davis

It is easy to believe that the better prepared someone is
for an undertaking, the more successful the endeavor
could be. The same could be said of a student begin-
ning a new experience at a college or university. There
are academic plans to review and choose and resources
to know about and use throughout the course of an
academic career. At many institutions, the answer to
students’ needs for preparation has been in the form of
new student orientation. Orientation experiences have
been designed to support student performance and re-
tention and also to ease students’ transition from sec-
ondary to postsecondary education. These experiences
are designed to complement the transactional nature
of first-term enrollment in college and ultimately to
deliver a more transformative student outcome. Thus,
the short-term gains of orientation might include a
positive emotional change for the student, an opportu-
nity to network with a group of peers, and just-in-time
knowledge transfer for enrollment procedures. It is
the student’s longer-term performance gains, broader
academic and career networking, and persistence that
complete the overall picture when considering student
success measures.

To truly determine if a student’s overall success has
been influenced by participation in orientation, sev-
eral factors need to be examined. Simply reviewing the
student’s opinion of the experience and how her feel-
ings and knowledge have changed would not provide a
complete view of the transformational changes, though
these factors are important. More concrete examples
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of student success—such as academic performance,
student experience, feelings of fitting in, and overall
learning outcomes—should also be considered in mea-
suring the effects that orientation experiences can have
on a student.

Measures of Success

Among the measures of success that appear to be in-
fluenced by orientation experiences—and the one that
is perhaps most intuitive when thinking about stu-
dent success—is academic performance. In a study at
The Ohio State University, Black and Murphy (2017)
tracked all students who completed the orientation ex-
perience and compared that list with one of students
who were still enrolled in subsequent years. By compar-
ing students who had completed orientation with those
who had not and then correlating supporting data on
students’ GPA as well as program, status, etc., differ-
ences between the two groups were identified. Average
GPA increased significantly for students who completed
the orientation experience as compared to those who
did not.

Overall student retention is another measure that
indicates the effectiveness of orientation experiences.
Academic performance is key, but absent retention, per-
formance cannot be an indicator for the student who
disenrolls and consequently is excluded from internal
academic performance tracking. In addition, retention
is viewed as a key indicator in the success of the student
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because only retained students are able to be served
and assisted through the resources presented at orien-
tation. In Black and Murphy’s (2017) study at Ohio
State, student retention was tracked and analyzed in
the same manner as academic performance. Students
who completed orientation and who remained enrolled
at the institution during the study period were retained
at 93.7 percent whereas those who did not complete
orientation were retained at only 82.7 percent (412).
Regarding predominantly online and distance learning
students, Jones (2013) reported overall student reten-
tion in online courses of 7.7 percent at Richland Com-
munity College after its orientation.

Student experience itself can be another measure of
the success of an orientation program. Hullinger and
Hogan (2014) examined pre- and post-experience anxi-
ety levels in incoming graduate students. They found
that anxiety levels were significantly lower after the ori-
entation experience (mean scores decreased from 38.4 to
36.3 across the entire sample). Jones (2013) found that
among students who completed orientation, 90 percent
felt that orientation was helpful, and 93 percent reported
feeling either confident or very confident when consid-
ering their use of the college’s learning management sys-
tem (a key outcome of the orientation curriculum).

Evaluation of students’ perceptions (as through
Jones’ 2013 survey) provides valuable insight into a
strong predictor of success. Mayhew, Vanderlinden, and
Kim (2010) concluded that students’ perceptions were
one of the most important predictors of the impact of
orientation: “How students evaluated orientation with
helping them understand academic and social expecta-
tions was also highly predictive of an orientation’s im-
pact” (338). Worrall (2007) noted importance in how
students perceived that they either did or did not fit in
with regard to whether they were ultimately successful
in college and drew linkages between orientation ex-
periences and those feelings. Further, because orienta-
tions are designed to help students feel that they are
expected and welcome, students’ perception of belong-
ing and fitting in increases after their participation. This
is corroborated by Hatch, Mardock-Uman, Garcia and
Johnson (2018) in their description of orientation ex-
periences as “rehearsing college going.” This idea of
students’ getting to “try out” both the social and the
learning aspects of college prior to engaging in real
classroom learning with peers in an environment where
their performance results in grades is key. Students who
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feel a sense of belonging have fewer social distractions
in the classroom and, consequently, greater ability to fo-
cus on the academic portion of their college experience.

Learning outcomes based on orientation curricula
also have a strong impact on students’ success overall
through the skills they learn as part of the orientation
experience. In Samson’s (2010) study on information
literacy as a contributing factor to success, mere ex-
posure to certain tenets of the literacy model resulted
in learning. The finding that “first-year students cited
newspapers and Web sources significantly more than
capstone students” (204) indicated that learning was
applied and knowledge maintained through the edu-
cational experience. While the population has shifted
such that more students who are entering college are
already computer literate, information literacy remains
an important part of orientation curricula. As a student
progresses through an institution’s program, instruc-
tors can focus students’ attention more on research and
the citation of primary sources when defending ideas.
Many orientations include either visits to the college
library or librarians teaching in the classroom. It is no
surprise then that Samson (2010) reported that “stu-
dent work product is an extremely useful gauge of the
role of library instruction in higher education” (209) as,
in fact, information literacy is directly linked to perfor-
mance in other classes.

Design
To ensure that students achieve success and learning
outcomes as a result of participating in orientation,
consideration should be given to the design of the ex-
perience itself. The outcomes sought from such an ex-
perience will dictate its design. Mayhew, Vanderlinden,
and Kim (2010) noted the importance of incorporating
a diverse set of learning opportunities to ensure that
minority and non-minority students learn in settings
in which both feel comfortable. Planning to meet stu-
dents’ various traditional and social learning needs in
the orientation experience can have either positive or
negative outcomes. Following a social learning model,
Mayhew et al. (2010) suggest that a return to the “’fun
and games’ approach” (339) could yield significant re-
sults as social learning takes a more predominant place
in the design of orientations.

Orientations can be delivered in face-to-face and vir-
tual formats. Wilson and Minhas-Taneja (2016) note
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several issues with face-to-face orientation—including
length of orientation, volume of information offered,
and students’ need to wait until orientation to receive
information—that can be overcome by offering online
formats. The authors advise that investment and buy-in
from the entire institution is important to making sure
that orientation remains focused on the student experi-
ence. Jones (2013) notes that the mandatory orientation
experience at Richland Community College is online
and, thus, self-paced but stresses that the content is allo-
cated into modules that students complete in a specific
order. In this way, the asynchronous and online ver-
sion of orientation content traditionally developed and
shared face to face retains the quality of a guided ex-
perience without the limitations of face-to-face delivery.

In Worrall’s (2007) experience developing orienta-
tions for nursing students, the design of an orientation
that incorporated “forced networking” immediately
bolstered feelings of belonging while “failure to intro-
duce students to key people could add to feelings of not
fitting in” (31). Along with a campus tour, the commu-
nication of facts about the institution and other basic

knowledge transfer that is completed during classroom
instruction allow for additional social learning.

It is important to note that the actual content of the
orientation curriculum is perhaps the most impactful
design element. As mentioned, a feeling of belonging
and inclusion in social learning remains a key tenet of
orientation; designing experiences accordingly is likely
to foster student success. Benavides and Keyes (2016)
echo the importance of how peer groups are designed,
with some of their study’s participants expressing fear
or anxiety with regard to the age gaps between them-
selves and their orientation classmates; other students
expressed appreciation for the participation of alumni
and graduate students.

Conclusion

By looking first at the different measures of student
success that can be influenced by orientation experi-
ences, developers of both curriculum and delivery have
a focus on which to base their review of existing cur-
riculum for improvement and their design of future
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orientation programming. With the key measures of
academic performance, retention and persistence, and
social well-being serving as the blueprint, strong design
elements can help ensure that students are equipped
for success. Of course, much work and research remain
to be completed. Much of the research outlined in this
article focuses on the general facets of success (e.g., per-
formance, retention, etc.)—those most commonly mea-
sured through survey and statistical analysis. But there
is a dearth of information comparing how students en-
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FORUM Campus Viewpoint

Evolution of a Gap Semester
Program: An Experiential Challenge

By Elizabeth Coder, Eric Hall, and Rodney Parks

This study examines the college transition of first-year stu-
dents who engaged in a university-sponsored gap semester
program during their first semester. A transition survey col-
lecting both short-term and longitudinal data (depending on
the class year of the respondent) was administered to first-
vear students, sophomores, juniors, and seniors who completed
the gap semester program. Findings indicate that the reten-
tion of the gap-semester program participants was signifi-
cantly lower than that of their peers who did not complete the
program. This was based on myriad factors including social
integration with peers upon their return and campus culture.

Gap Semester Program

In an effort to create innovative pathways in undergrad-
uate education, a mid-sized liberal arts university in the
southeastern United States (referred to here as South-
ern University) launched a semester-long gap program.
The experience was developed on the theoretical foun-
dation that many young adults seek to become more
self-aware and independent prior to beginning their
formal undergraduate studies and that this may be best
accomplished through so-called high-impact practices
(Kuh 2008, Swaner and Brownell 2009). The program
was conceptualized to meet a charge in the university’s
strategic plan to create a first-year gap semester pro-
gram that would integrate service learning and evolve to
include other high-impact practices, including leader-
ship and global engagement. Students develop leader-
ship skills through a 26-day wilderness expedition with
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the National Outdoor Leadership School (NOLS) fo-
cusing on leadership; methods and approaches to team
building; emergence of individual leadership styles;

“leave no trace” principles and certification; and other
outdoor skills necessary to survival in the backcountry.
Courses offered through NOLS are transcripted by the
University of Utah and entered as transfer credit in the
form of four credit hours that count toward the univer-
sity’s core curriculum requirements.

After completing NOLS, students begin the service-
learning portion of the experience, traveling across the
country to learn about social justice issues and to en-
gage in service with local non-profit agencies meeting
community-identified needs. Each week represents a
different service locale at which students explore top-
ics ranging from poverty and oppression to hunger and
food systems, environmental management and culture,
and homelessness and community organizing. Dur-
ing each service week, a faculty or staff member from
Southern joins the group to help facilitate the service-
learning curriculum and to further connect the group
to members of the Southern community. A curriculum-
specific text provides background information on each
community partner and social issue that will be focused
on during the week. Students are also encouraged to
think critically and reflectively about their experience
by generating weekly goals and blog entries, respond-
ing to prompts, and engaging in daily structured group
discussion. Students earn one course credit for this
portion of the semester-long experience and meet an

37



experiential learning requirement in service learning
for the university.

After a weeklong fall break, students engage in a six-
week global engagement experience and Spanish immer-
sion in either Costa Rica or Spain. To complement the
coursework, students live with local host families to im-
prove their cultural competence and Spanish-language
skills. Classes are held daily, with weekend excursions to
areas of cultural and/or historical significance. Students
earn four academic course credits for this part of the
semester, which also counts toward core curriculum re-
quirements. In total, students earn nine academic course
credits for the semester-long experience, satisfying areas
of the Southern core curriculum including completion
of one of two experiential learning requirements.

Gap students enroll in one four-credit class on cam-
pus the following January, during winter term. Gap
students have several transitional touchpoints during
winter term, including a meeting with a librarian to
learn about research resources, a resume workshop
with the career counseling office, and a one-on-one
meeting with the coordinator of gap programs, the
professional staff member who oversees the program
and travels with the cohort during the service-learning
and global engagement portions of the program. The
spring semester starts at the end of January. First-year
students admitted for the spring semester and mid-
year transfer students typically enroll at Southern at
the start of the spring semester. During the spring se-
mester, the gap cohort is enrolled in the same first-year
one-credit-hour seminar course, which serves as an
extended orientation and re-entry course coupled with
academic advising. Gap students are also paired with
sophomore mentors (who completed the program the
previous year) to help ease the transition to campus.

Southern’s Gap Program:
Following the Traditions of
Experiential Education

University-sponsored gap semester programs are rela-
tively young within the burgeoning field of student affairs.
To date, little formal research on this unique population
of students has been conducted. Southern’s Gap Expe-
rience students are exceptionally unique in that they are
first-semester, first-year students who are fully matricu-
lated Southern students completing coursework in three
highly experiential off-campus environments.
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Southern University has embedded experiential
learning in its curriculum for more than twenty years, of-
fering deep structural support for high-impact practices
(Kuh 2008). In recent years Southern has advanced and
deepened the general education requirement that stu-
dents complete two units of study from five designated
experiences: study abroad/study USA, service-learning,
leadership, undergraduate research, and internships.
Each of these experiences is mentored by university
faculty or staff and integrates the traditional liberal arts
curriculum—in which students are introduced to con-
cepts, theories, and methods—with knowledge gained
through experience. The combination has powerful and
transformative results and produces graduates who can
think critically and solve problems.

These same foundations underlie Southern’s semes-
ter-long Gap Experience, with mentored programming
in service learning, leadership, and global engagement.
While little research exists on the impact of a gap semes-
ter, Ethan Knight (2016) of the American Gap Associa-
tion points out that “when students return to campus,
they are more motivated to do well and engaged in the
classroom because they have a taste of what the world
will be like after they graduate.” Research on students
who took a gap year found improved academic perfor-
mance in college, with the strongest impact for students
who had applied to college having earned grades in high
school at the lower end of the distribution (Crawford
and Cribb 2012). There is no question that college can
be an exploratory time for students to discover their
passions with the help of teachers, mentors, and peers.
But what differences exist for students who participate
in a structured gap semester?

Methods

In March 2016, a transition assessment was designed
and sent to all four Gap Experience cohorts. Twenty
(43 %) of the 46 Gap alumni completed the survey. Par-
ticipants included eight first-year students, five sopho-
mores, three juniors, and four seniors. Students were
asked to use a Likert scale to respond to questions
about the student experience, including how informed
they were about the transition to campus, course regis-
tration, campus housing options, financial aid, declar-
ing a major, academic advising, and involvement in
co-curricular experiences, among others. Although the
response options differed according to the questions, a

93 N24



response of 1 indicated the most successful outcome
and a response of 4 the least successful outcome.

Transitioning to Campus

Students felt most informed about Southern’s month-
long winter term, course registration for spring, and
campus housing options. Students felt the least informed
about campus culture, with a total of fifteen (75%) saying
they were neutral, somewhat informed, or not informed.

When asked about their transition to campus after
the fall semester, eleven students (55%) indicated that
it was either very easy or somewhat easy; nine (45%)
indicated that it was either difficult or very difficult. In
their qualitative responses, students expressed a wide
variety of opinions about the benefits of arriving on
campus during winter term. One (5%) indicated that
“winter term was a great time to come into campus be-
cause things were slower” whereas another wrote that
“I felt like there was no one on campus and no way for
me to get involved during this time. After having a very
tight and busy schedule on Gap, I had nothing to do
all day during winter term.” More than half of students
(55%) indicated a significant difference between the
types of students they met on Gap versus those they
met on campus: “I think multiple parts were hard, but
the hardest parts were...expecting Southern students
to be similar to the students that did the Southern gap
semester.” Three respondents (15%) expressed similar
sentiments about the differences between students who
participate in Gap and the ‘typical’ Southern student.
This is clear cause for concern and serves as a call to re-
view many facets of the program, including recruitment
and selection, re-entry, and transition programming.

Students were also asked about their orientation
experience—including meetings with the coordina-
tor of gap programs about course registration, aca-
demic advising, and housing selection—in addition to
the orientation held once students arrive on campus
in January. All students indicated that these meetings
were somewhat helpful, helpful, or very helpful; that
the orientation process is necessary; and that a more
robust orientation incorporating previous Gap Experi-
ence students as mentors would be beneficial.

When asked how confident they were in their ability
to find the appropriate campus resource when in need
of assistance, students’ responses varied. Only two
(10%) indicated that they were not confident in finding
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appropriate campus resources whereas eighteen (90%)
indicated some level of confidence. The coordinator
of gap programs, the university website, and other gap
alumni were the three most commonly cited resources
students sought out to assist them with integration. Six-
teen students (80%) indicated that they figured things
out for themselves.

When asked about their level of campus engagement
and whether they considered themselves engaged mem-
bers of the Southern community, all 20 respondents
(100%) said yes. Sixteen students (80%) indicated that
they were members of a student club and/or organi-
zation, and fourteen (70%) had attended university-
sponsored events and were members of a sports team
(club or intramural). Eleven students (55%) had contin-
ued their involvement in service or volunteer activities,
seven (35%) obtained on-campus employment, and two
(10%) had engaged in undergraduate research. Thus,
gap students displayed a willingness to engage with the
campus community following their gap semester.

When asked if they felt connected to their residen-
tial community upon their arrival on campus—whether
through attendance at campus events or interaction with
a resident advisor (RA) or other residents—results were
divided evenly, with ten students (50%) indicating that
they did feel connected and ten (50%) indicating that
they did not feel connected. The reasons for this var-
ied widely. Students indicated that having a roommate,
suitemates, and floormates who were welcoming helped
them feel connected to their residential community; con-
versely, other students cited the outgoing or approach-
able nature of their RA and the physical location of their
residence as hindrances to their sense of connection.

Half of respondents (50%) indicated that their resi-
dential community made an effort to engage with them,
and half indicated that it did not. As mentioned, the
reasons for this varied widely. Some students felt that
other students on their floor already had a group of
friends or were participating in sorority recruitment
and thus were not interested in fostering new friend-
ships; others mentioned that their roommate’s and
resident advisor’s willingness to engage helped them
feel connected. Overall, the data indicate that the gap
coordinator should further collaborate with residence
life to provide information for resident advisors about
the needs of incoming Gap Experience students—in-
formation that is also pertinent for January-start and
mid-year transfer students.
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Responses to an inquiry as to how connected Gap
students felt to other Gap alumni revealed that all
twenty (100%) felt at least somewhat connected, con-
firming that having a gap alumni community is a valu-
able resource for newly transitioning gap students.
However, when asked about the process of integrating
into existing social circles upon their arrival on campus,
fourteen students (70%) considered their path to en-
gagement on campus easy, whereas six (30%) consid-
ered it difficult. The primary reason respondents gave
for the challenge of integrating into existing social cir-
cles was a feeling that continuing students on campus
had already formed firm social groups.

When asked about the most rewarding aspect of
transitioning to Southern, gap students indicated that
gaining an alternate perspective, sharing their gap ex-
perience, bringing the lessons they learned from gap
to their coursework and co-curricular experiences, set-
tling into campus life, and creating new friendships
were highlights of their experience. Students also in-
dicated that knowing about the university’s writing
center, hearing from their gap mentor (a sophomore
student who completed the program the previous year),
knowing more about what life is like on campus, and
additional academic advising would have been helpful
in their transition to campus life.

Retention

One of the most important measures of the viability
of the gap semester is retention. Students have been
successfully retained following their participation in
the Gap Experience. First- to second-year retention is
a key performance indicator for the university and is
critical to evaluating the success of the gap semester
program. (See Table 1, on page 41.)

A total of 75 students have enrolled in Southern’s
Gap Experience program since the program’s inception
in 2012; of those, seventy-one (95%) completed the fall
semester program. Interestingly, Southern Gap Experi-
ence students have an overall lower than average reten-
tion rate from the first to the second year (87 percent)
than do Southern students who did not participate in
the Gap Experience. Absent a formal exit interview for
students who have left Southern, their reasons for do-
ing so are purely speculative. Qualitative data collected
via exit interviews indicate that several students over at
least the past two years indicated their intent to trans-
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fer early in the fall semester, prior even to their arrival
on campus. This suggests that some students are inter-
ested in participating in the Gap Experience but are not
committed to Southern. (Two students from the 2015
cohort transferred in the fall of their sophomore year.)
Some data have been analyzed to better understand
where the 75 gap alumni currently reside. (See Table 2,
on page 41.)
Baseline qualitative feedback from students who
decided to transfer described the students who par-
ticipated in the fall semester Gap Experience program
and those on Southern’s home campus as coming from
“two different schools.” Students who transferred also
pointed out that they sought “more opportunities to
engage with people from different backgrounds and
socioeconomic statuses similar to their gap cohort
[who] were not found on campus.” One student who
transferred pointed out that there is “not a lot of socio-
economic diversity on campus” while another said that
“it feels like most people at Southern are only focused
on partying, and there is too big of an emphasis on
Greek life.”

Baseline Assessment

At its inception in 2012, the Gap Experience opted to
utilize the Global Perspectives Inventory (GPI) (Bras-
kamp, Braskamp, Merrill, and Engberg 2012), an in-
strument designed to assess a global and holistic view
of student development, to assess the program’s origi-
nal learning outcomes (see Appendix) which aligned
closely with the goals of the GPI. The GPI assesses de-
velopment across three dimensions: cognitive, intra-
personal, and interpersonal. At the time, the Global
Education Center (GEC) at Southern utilized the GPI
in order to assess the intercultural competency devel-
opment of upperclassmen students studying abroad;
the gap semester program was one cohort within this
group that was analyzed.

The Global Perspectives Inventory is a self-assess-
ment of what Braskamp ez al. (2012) define as “the
capacity and predisposition for a person to think with
complexity, taking into account multiple perspectives,
to form a unique sense of self that is value based and
authentic and to relate to others with respect and
openness especially with those who are not like [him/
herself]” (p. 2). The measure consists of six subscales
within three broad dimensions:
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Table 1. Completion, Retention, and Persistence to Degree

Students who...

Gap 2015 Gap 2014 Gap 2013 Gap 2012

n % n % n % n %

began the program
completed the program and attended spring semester

were retained first to second year

15 100 15* 100 15 100 15 100

15 100 13 87 15 100 15 100
13 87 13 100 11 73 15 100

* In fall 2014, two students were dismissed from the program and were suspended for the semester for violating the student Code of Conduct during NOLS. One of those students
returned to Southern for the spring, and the other transferred. Because they did not complete the program, they are not included in the first- to second-year retention.

@ Cognitive (knowing; knowledge);

@ Intrapersonal (identity; affect); and

@ Interpersonal (social responsibil-
ity; social interactions).

The inventory is administered pre—, post—, and de-
layed post— (April) gap semester. Results are pre- and
post-aggregated across the three cohorts (2012, 2013,
and 2014). A summary of these data indicates that gap
students at the end of the semester rate themselves, on
average, somewhat higher than norms for first-year
undergraduates. These data indicate that gap students
report statistically significant growth (pre- to post-) for
the following subscales:

¢ Knowledge (cognitive): degree of understanding

and awareness of various cultures and their impact
on the global society and level of proficiency in
more than one language;

Table 2. Current Status of Gap

Experience Participants,

2012-2015
Number
Status Ex(;)fefi?:lce

Alumni
Currently Enrolled 47
Graduated 13
Transferred 9
Dismissed (Honor Code Violation) 1
Medical Withdrawal 1
Joined Military 2
Unknown 2
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¢ Identity (intrapersonal): level of awareness of
one’s unique identity and degree of acceptance of
the ethnic, racial, and gender dimensions of one’s
identity; and

@ Social Interaction (interpersonal): degree of en-
gagement with others who are different from one-
self and degree of cultural sensitivity in living in
pluralistic settings.

Additional assessment of the most recent cohorts of
students is needed to better understand the impact of
the Gap Experience.

Conclusion

One of the most concerning outcomes of the Gap Ex-
perience semester is decreased retention. While it is
clear that students are successful during the gap term
and their subsequent transition to the home campus,
decreased overall retention from students’ first to sec-
ond year is disconcerting. Whether gap students already
possess certain qualities and characteristics that can
make them feel like outsiders on campus or whether
these qualities and characteristics are cultivated during
the Gap Experience is largely unknown. What is known
is that these incoming first-year gap students have an
experience that is incredibly unique compared to that
of their peers, and there is a distinct disconnect between
their experience of Southern University during the fall
semester and their experience on campus. Additional
work is needed with the Office of Institutional Research
to administer the Cooperative Institutional Research
Program (CIRP) Survey (a survey that all other incom-
ing first-year students at Southern complete during
New Student Orientation), for gap students may help

COLLEGE and UNIVERSITY 41



clarify key indicators that could inform strategies for

increasing gap student retention.

Results suggest a more robust January orientation
process for gap students upon their arrival on campus.
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FORUM Campus Viewpoint

Innovation to Inquiry:
Creating Additional Value
from Credential Expansions

By Alexander Taylor, Rachel Brown, Rodney
Parks, Fesse Parrish, and Casey Hayes

The Challenge of Innovation
in the Knowledge Economy

To stand out in a crowded marketplace, every organiza-
tion must find or create a competitive edge. Compa-
nies without a unique advantage get lost in a tide of
rivals. A reliable first-level approach to honing this edge
is to focus on one or more elements of the marketing
mix, traditionally defined as the combination of prod-
uct, price, promotion, and place. Most successful ven-
tures depend on at least one of these elements, even at
the expense of another. However, in today’s economy,
markets are inundated with a bevy of new competitors
each year—Ilargely as a result of the computerization
of information—and each addition further dilutes the
value of a unidimensional advantage. Numerous start-
ups are riding the wave of the “everything as a service”
model, which features low barriers to entry, little to no
capital expenditure, and massive scalability.

This environment seems to demand innovation that
transcends the concepts of the traditional business
model. It fosters today’s disruptive innovation, “a pro-
cess by which a product or service takes root initially in
simple applications at the bottom of a market and then
relentlessly moves up market, eventually displacing es-
tablished competitors” (Christensen n.d.). As compa-
nies innovate faster than the needs that their customers
require, they create products or services that are ac-
tually too sophisticated, too expensive, and too com-
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plicated. This allows disruptive products to enter the
marketplace and outperform competitors in the field.

While disruptive innovations tend to gain headlines
in the media, severe disruption in industries such as
higher education could have detrimental consequences.
A recent article in Inside Higher Ed describes how disrup-
tive innovation can easily become destructive. Higher
education today can be viewed as a partnership among
institutions, individuals and their families, and employ-
ers. This partnership is grounded in the trust that in-
stitutions will provide substantive skills that graduates
can apply in the workplace and in life. Disruptive in-
novations, though groundbreaking, may erode trust if
proper measures of accountability and means of com-
munication are not implemented (Warner 2017).

Typically, disruptive innovation consists of mo-
mentous change and requires significant overhaul of
standard procedures and/or service delivery. To the
detriment of budgets, this means that if such a solution
cannot be created internally, it must be purchased. For
organizations adrift in a sea of competitors, the most
pressing question is “What can we do to maintain com-
petitiveness without increasing cost?” This question has
become especially significant for the registrar profes-
sion. As higher education enrollment and funding fluc-
tuate, administrators increasingly are expected to meet
students’ demands with fewer staff, fewer resources,
and fewer funds. If any investments are made, they are
subject to scrutiny.
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Return on innovation investment is assessed primar-
ily on the basis of impact; the chief criterion to consider
is additionality (Brest and Born 2013). Roughly, “ad-
ditionality” means that an innovation must yield some
positive effect or contribution beyond the solution it
provides. For example, if a university plans to deploy
an online advising model to facilitate advising conver-
sations, but engagement in and satisfaction with these
conversations remains the same, it is not additional. By
contrast, if the new model generates greater interest in
the advising program or earns the institution renown
that attracts more applicants, then its implementation
has yielded additionality.

In the context of higher education, the registrar’s of-
fice rarely commands the resources to achieve dramatic
overhauls. Rather, incremental innovation offers a far
more efficient use of available human and material re-
sources. Unlike disruptive innovation, which seeks to
develop new solutions altogether, incremental innova-
tion focuses on improving existing solutions (Norman
and Verganti 2014). This approach requires changing
component elements of service delivery or value propo-
sition, not reinventing the process from end to end.

This paper outlines a pathway to incremental inno-
vation befitting the work of the registrar in the context
of credential expansion. Although disruption is promi-
nent in many stories of innovation, it is not the goal of
the registrar. Rather, the registrar’s goal is to identify
areas of improvement in the nooks and crannies of in-
stitutional operations and service delivery that increase
value for all stakeholders, whether students, employers,
or partners. Nevertheless, incremental innovation may
unintentionally amount to disruption, as was the case
with Elon University’s implementation of the Visual
Experiential Transcript (Visual EXP).

Elon’s Visual Experiences
Transcript (A Short Story)

Engaged learning at Elon University offers deep struc-
tural support for five high-impact practices (HIPs) (Kuh
2008): global education (study abroad), undergraduate
research, internships, service learning, and leadership.
To ensure student growth, each HIP incorporates criti-
cal reflection, such as written analyses or group discus-
sions exploring how one’s actions impact others and
how to apply one’s experiences to life after Elon. The
Elon Experiences Transcript (EET), launched in 1994,
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was a student affairs initiative designed to capture and
document these practices.

In 2012, Elon’s administrators realized they had
missed an important opportunity by limiting access to
the EET to students, who could obtain copies only in
print format from student affairs. Making the data acces-
sible to academic advisors and faculty would allow these
mentors to monitor their students’ experiential learning
progress in the same way they did their academic prog-
ress and thus to advise them academically and experi-
entially. Incremental innovation was well underway at
Elon in 2013 following the hiring of a new registrar who
gradually transformed the letterhead experiential tran-
script into a verified university credential. These early
steps were accomplished using existing technology.

As the benefactors of good fortune often parrot,
“Luck is what happens when preparation meets op-
portunity.” In 2015, AACRAO and NASPA teamed up
to bring together registrars and student affairs profes-
sionals to identify emerging institutional practices that
sought to document student learning in a broader way.
The goal was to create a framework to guide the devel-
opment of new credentialing models that would better
serve students and external constituents. As a result of
documenting nontraditional learning, learning out-
comes, and co-curricular experiences, students could
present credentials that would enable hiring supervi-
sors to evaluate their workforce qualifications beyond
their academic performance.

The partnership between AACRAO and NASPA was
in conjunction with a $1.27 million Lumina Founda-
tion grant to explore how to “collect, document, and
distribute information about student learning and
competencies, including what is gleaned outside of the
traditional academic classroom” (Fain 2015). In recog-
nition of the initial work to supplement the academic
transcript with the experiential transcript, Elon Uni-
versity was selected as one of twelve members of the
project, with a plan to convert the traditional EET into
a graphical, fully electronic version. This resulted in the
shift to the next generation of the EET: the Visual EXP.

Adoption of the new Visual EXP prompted the regis-
trar’s office to chart a course of incremental innovation,
this time with an internal focus on performance rather
than an emphasis on external promotion. Building on
the established foundation, the Office of the Registrar
identified a unique opportunity to continue to revamp
its business processes. An important byproduct of
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the development of the Visual EXP thus became the
clean-up and reorganization of experiential data. No-
menclature was made more consistent, more robust de-
scriptors were developed, and data were embedded in
the transcript to showcase students’ accomplishments.

These adaptations to the Visual EXP prompted fur-
ther discussions about how to address retention and en-
gagement. What could be learned about students and
their experiences, and how could partners be empow-
ered? The answers emerged when experiential learn-
ing data were mined to uncover patterns and inform
conclusions about engagement across student cohorts
and over time. With the revamp of business processes,
Visual EXP data could be extracted from the student
information system. For example, the registrar’s office
was already entering credit-bearing internships in the
student record. To add depth to the co-curricular ex-
perience, fields such as the name of the organization
with which a student interned, the number of hours
the student participated in the internship, and other
supplemental fields were incorporated.

A Focus on OQutcomes

Before mining co-curricular data, the registrar’s office
had to identify which metrics would be tracked. The
metrics would provide a framework for what conclu-

sions could be drawn and how they would tie to the
mission of the office. For the first round of data mining,
the focus was how co-curricular engagement influenced
retention. Developing a relationship between co-curric-
ular data and student retention was one of the primary
benefits of tracking and certifying co-curricular data. A
major institutional benefit of storing co-curricular data
in a central database is the ability to analyze student
profiles in ways that help the university identify which
experiential pathways lead to higher retention rates.
Path analysis can be challenging because there are mul-
tiple ways that a student may navigate various co-cur-
ricular opportunities. However, if the optimal paths (as
measured by students’ academic standing) correspond
with higher retention, then institutions can allocate re-
sources to new or existing programming accordingly.

Figure 1 presents the paths of students who partici-
pated in leadership experiences throughout their aca-
demic careers. These students also participated in other
co-curricular experiences identified by the event cate-
gory legend. Tying these unique pathways to metrics on
academic standing can help institutions assess current
programs and develop new opportunities.

Similarly, data can be used to compare the levels of
engagement in co-curricular experiences among vari-
ous student demographics. Figure 2 (on page 46)
provides insight into the total number of co-curricular
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Figure 2.
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experiences and its relationship to GPA. This provides
a snapshot of student behaviors that would not be cap-
tured through traditional academic metrics. Further
data can be compiled by looking at each co-curricular
category in the context of student retention.

The interconnected data embedded in the student
system provide the ability to examine the experiential
track of any demographic and ascertain the paths of
successful Elon students. What do the experiential path-
ways of students who have withdrawn or been dismissed
from the institution look like? Are differences in engage-
ment evident within a single underrepresented group?
These questions and many others provide a foundation
for creating new models for student retention.

New Marketing Initiatives

With the adoption of new technologies and the decen-
tralization of many of the registrar’s traditional duties,
students, faculty, and staff may wonder “What does
today’s registrar’s office do?” After all, everything is
online, right? The reality is that it’s difficult to justify
requests for new resources if campus constituents don’t
understand the scope and depth of the work registrars
do day in and day out.

Co-curricular transcripts have the potential to in-
crease awareness of the registrar’s work by highlighting
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new outward-facing initiatives. For example, the newly
developed co-curricular platform provides an oppor-
tunity to produce new analytics that market student
achievement. Registrars can showcase data-mining
tools via touchscreen media (see Figure 3). Such pro-
grams give prospective students and parents a chance
to mine experiential data, get a comprehensive view of
the student experience, and imagine how they might
contribute to the institution. These new tools can help
attract incoming students by differentiating campus
initiatives from those of peer institutions.

Lessons learned from analysis also inform marketing
activities. For example, a heat map of participation in
global education enables students to see where peers in
their major tend to study abroad. This can inform stu-
dents’ and advisors’ consideration of various programs
abroad and reduce speculation about whether a pro-
gram is feasible for a particular major.

Internal marketing of co-curricular initiatives to the
institutional community is vastly important. It takes
the whole community to encourage student buy-in to
new initiatives such as co-curricular transcripts. When
people care about and believe in an initiative, they’re
inspired by a common sense of purpose and identity
and motivated to work harder to implement the change.
Without community support, colleagues may inten-
tionally or unintentionally undermine the institution’s
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expectations relative to new initiatives. In some cases,
they may not understand the goals of the project, with
the result that they end up working at cross-purposes;
in other cases, they may not trust the new technology
or may feel disengaged—or, worse, hostile—in response
to the additional work they perceive the technology will
create for them or their office.

In an effort to put research into practice, the Elon
University registrar’s office launched a partnership—the
Mobile Registrar—with the Student Professional Devel-
opment Center (SPDC) to educate students and em-
ployers about the new credentials (the CeDiploma and
Visual EXP). Both parties agreed that the new creden-
tials were valuable to students and employers. The two
offices set up tables during the bi-annual Career Expo
and invited students to print complimentary resumes,
transcripts, and co-curricular transcripts; information
about the new credentials was distributed to more than
1,000 students. All students also received a pamphlet
introducing the CeDiploma and Visual EXP and show-
casing the services of Elon’s registrar’s office. (Elon
currently charges $8.00 for an academic transcript, but
students can order the Visual EXP for free at any time.)

With an increasing number of institutions adding
co-curricular elements as graduation requirements,
registrars must develop creative ways to program these
requirements into the degree audit, for the benefit
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of academic advisors as well as students. Institutions
should treat co-curricular transcripts like academic
transcripts, providing unofficial versions to students
via self-service portals. Providing static links to new co-
curricular transcripts like the Visual EXP will allow the
transcript to be hyperlinked within the body of the de-
gree audit itself, offering a one-stop shop for academic
and co-curricular advising.

With analytics indicating that engagement in co-cur-
ricular experiences yields higher retention rates, regis-
trars can extrapolate the data to track which practices
advisors may use to yield increased levels of student
engagement. These results and conclusions can then be
disseminated to advisors so they, in turn, can advise stu-
dents about the value of co-curricular activity. Academic
advisors must have access to view the transcript and be
trained in how to help students accumulate co-curric-
ular experiences in order to prepare for the workforce.
Resources produced by the registrar can be utilized in
numerous areas—from the writing center to academic
advising, from career development to teaching and
learning technologies—to improve student outcomes.

Conclusion

The world is always searching for easy answers. Disrup-
tive innovation is often more alluring than incremental
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innovation because it draws the crowds, the profits, and
perspective. It is worth noting, however, that many of
the greatest ideas in the information age—from smart
phones to Gmail—have been the result of less exciting
but equally useful ideas. Incremental innovation argu-
ably provides the bulk of constructive potential.

Incremental innovation lends itself to inquiry more
easily than does its disruptive counterpart because the
changes that provoke learning are more manageable;
more energy can be devoted to reflection and self-
analysis before each successive design step. The Visual
EXP’s success can be attributed to the office of the
registrar’s focus on moderate functional improvements
over time. The result of Elon’s participation in the Ex-
tending the Transcript project could be considered a
disruptive innovation as it fundamentally changes the
way the institution and its students communicate with
employers. Nevertheless, the Visual EXP would not
have been possible without a litany of unnamed incre-
mental innovations in prior years.

This type of thinking lends itself well to the habit and
heritage of the registrar. Faculty, staff, and students

have long maligned registrars as bearers of bad grades,
institutional gatekeepers, and curmudgeons working
at a glacial pace to process student requests. Although
most registrars have evolved in the information age, the
stereotype has proven difficult to overcome. In truth,
registrars have rarely been at the forefront of change,
compelled as they are to plod away at data entry and
transcript printing like a modern-day Sisyphus. But
they are not doomed to remain this way forever. As
stewards of massive modern enterprise systems, regis-
trars have the technology and expertise to make opera-
tional enhancements that benefit campus constituents.
Incremental innovation is an exceptional fit for the
technical and cyclical nature of the work of the regis-
trar, leading over time to marked improvements in ser-
vice delivery and analytical prowess.

Elon’s Visual EXP is an excellent example of the fruit
of deliberate endeavors: It has fostered a culture of prog-
ress that continues to stimulate improvement. Over the
last four years, Elon’s Office of the Registrar has reen-
gineered itself and its services to promote and empower
students. Elon alumni now have a concise, intelligible,
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and interactive record of their co-curricular experi-
ences—a record that has garnered interest and positive
feedback from employers (Parks and Taylor 2016).

The registrar’s office is harnessing its innovative
expertise to improve the delivery of co-curricular ex-
periences. The same data that power the Visual EXP
are now used in sophisticated analyses that will reveal
trends in participation, persistence, and effectiveness.
These data, in turn, can inform decisions about new
initiatives to improve student outcomes and institu-
tional efficiency. These activities can address areas of
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FORUM | Book Reviews

Pathways to Reform: Credits and Conflict
at the City University of New York

LOGUE, A.W. 2017. PRINCETON, NJ: PRINCETON UNIVERSITY PRESS. 431 PP.

Reviewed by Stephen J. Handel

Nearly 50 percent of all undergraduate students in
higher education are enrolled at community colleges.
Surveys show that the majority of those who are first-
time college students plan to transfer to a four-year in-
stitution and earn a baccalaureate degree. Given that
the number of traditional-age college students seeking
a four-year degree is leveling off or even decreasing in
regions such as the Northeast and Midwest, it is clear
that community colleges—and the transfer function—
will become an increasingly important higher education
pathway for students seeking the baccalaureate degree.

This should be music to the ears of enrollment lead-
ers at four-year institutions throughout the nation. For
most, however, it’s not on their radar. Accustomed to
recruiting high school students, the notion of recalibrat-
ing their efforts toward community college students is
rarely considered in any serious way. It is hard to blame
them. Helping students transfer from a community col-
lege to a four-year institution is a slog for students, a
frustration for counselors, and an irritating distraction
for faculty and administrators at both two- and four-
year institutions. Not surprisingly, despite the fact that
the vast majority of first-time community college stu-
dents seek to transfer and earn a four-year degree, only
a small proportion are successful.
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In the midst of this transfer quagmire comes Alexan-
dra W. Logue’s Pathways to Reform: Credits and Conflict
at the Ciry University of New York. Her book is not only
timely but also long overdue. The topic of transfer rarely
captures the interest of book publishers (it is likely that
fewer than a half dozen texts have been devoted ex-
clusively to the topic in the past 30 years). The book
also arrives at a time when there is upheaval relative
to the cost and even the necessity of higher education.
Critics openly question the “practicality” of a college
degree; families are reluctant to rely on loans to fund
their sons’ and daughters’ education; and states are less
willing to invest in traditional public postsecondary
education institutions. Reforming critical pathways to
college completion—in this case, credit transfer among
postsecondary education institutions—would be a pro-
ductive way to bolster higher education’s tarnished rep-
utation. Logue seizes on this opportunity early in her
book: “Awareness [is] just beginning to dawn in higher
education that more effective credit transfer could of-
fer another way to increase degree production without
increasing funding per student” (4).

Logue begins her narrative in 2011 at a pivotal City
University of New York (CUNY) Board of Trustees
meeting. At that time, a comprehensive proposal to
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streamline transfer throughout the system was debated.
Logue served as the executive vice chancellor of the sys-
tem and was the primary author of the proposal. The
impetus for this reform was the fact that CUNY’s trans-
fer students were 18 percent less likely to earn a de-
gree or credential compared to students who remained
at a single institution and that 46 percent of CUNY’s
courses were deemed nontransferable among the cam-
puses that comprise that system. These statistics, remi-
niscent of national figures concerning credit transfer,
are more startling because they describe the failure of
transfer within a single system—a federation of two- and
four-year institutions governed by one board of trust-
ees employing faculty represented by the same labor
union and all within the boundaries of New York City.
Logue turns this localism into a virtue by using CUNY’s
challenge as a case study to examine the broader—and
sometimes broken—transfer system in America.

For Logue, what ails transfer at CUNY and across
the nation are capricious, unfair, or absent institutional
credit transfer policies that, however inadvertent, stymie
the progress of students toward a degree or credential.
Students plying a traditional transfer pathway—from a
community college to a four-year institution to earn a
baccalaureate degree—are at the mercy of the receiv-
ing institutions’ willingness to accept their course cred-
its toward their intended degrees. Although four-year
institutions are unlikely to deny all credit previously
earned by transfer students, evidence shows that these
institutions will apply it, at best, as elective credit.

To combat this problem, CUNY’s Board of Trustees
instituted a new policy to streamline transfer. The com-
ponents included the creation of a general education
core curriculum that would be accepted by all nine-
teen CUNY colleges; a policy that all courses completed
by students at any CUNY campus would be accepted
for credit by all other campuses in the system; and a
requirement that three to five courses required in the
most popular majors would have equivalent courses at
all colleges that offered the same majors.

From the outset, several constituencies opposed the
proposal, the CUNY Academic Senate most vocifer-
ously as it brought suit against the trustees. But Logue’s
book also highlights the efforts of those who believed
the proposal was a much-needed reform that would
serve students and the institution well; these groups
included most members of the board of trustees and,
especially, currently enrolled students, whose advocacy
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was especially notable given that they would not per-
sonally benefit from the policy’s implementation.

Still, it is the antagonists—mainly the Academic
Senate leaders—who take center stage in Pathways to
Reform. Two main arguments framed their opposition:
(1) revising the curriculum was the exclusive purview
of the faculty; thus, the proposal was an overreach on
the part of the trustees and therefore illegal; and (2) the
proposal undermined student preparation by creating a
systemwide curriculum that was not sufficiently rigor-
ous and thus would dilute the value of CUNY degrees.
Logue notes that the faculty’s opposition to a change
in curriculum was predictable; such a move is often a
lightning rod for conflict at any institution that honors
shared governance. And she acknowledges that prece-
dent-setting actions by governing boards can have the
long-term effect of undermining faculty authority in
other areas. But Logue’s sympathy for her colleagues is
limited (she was once a member of the faculty). For her,
it was hard to square the ferocity of the Academic Sen-
ate’s challenge, which included lawsuits, publicity cam-
paigns, and mobilization of local political officials, with
the clear benefit that the proposal promised for CUNY
students. If it was true that most transfer students strug-
gled to have their course credit accepted at institutions
within the same system, would it not make sense for
like-minded academicians—with the deepest under-
standing of the curriculum, pedagogy, and academic
progression—to develop at least a counterproposal? Ac-
cording to Logue, the Senate hinted on several occa-
sions that it would offer its own solution but never did
so. She also documents that previous attempts by the
faculty to streamline transfer had led nowhere. Logue
emphasizes that the trustees had no other recourse than
to act boldly; the harm to students was too widespread
and the risk to the institution’s credibility too great.

Logue notes that there are all kinds of motivations
for an institution to deny credit to transfer students.
The sordid but largely untold story is that because
courses equal enrollment and enrollment equals money,
institutions are loath to allow students the opportu-
nity to waive required courses or to substitute transfer
credit for the completion of “local” courses. Quoting
former Harvard President Derek Bok, “The typical
college curriculum may lack a convincing rationale but
it succeeds brilliantly in satisfying the concerns of all
the principal interested groups” (43), Logue acknowl-
edges that such self-interest is often disguised. Students
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are told that the course they completed elsewhere is
not “equivalent to” the course at the receiving institu-
tion or is simply not as rigorous. It is difficult to argue
against such explanations, which are wrapped in the
agreeable but perhaps disingenuous concern that it is
in the student’s best interest to be properly prepared
academically before advancing toward the degree at
that institution. For transfer students this amounts to
a punch in the stomach. Spending two or more years
at a community college with little to show in the way of
progress toward a degree could be viewed as a higher
education version of bait and switch.

Ultimately, the CUNY proposal was fully imple-
mented, but the battle was hard fought. What Logue
conveys effectively is how difficult it is to streamline the
transfer pathway, even within a single institution; how
intractable and entrenched the battle lines can become;
and how individuals whose discourse is centered on the
rational arts can act so irrationally. Yet, while Pathway ro
Reform helps the reader appreciate the need for transfer
reform, the book does not inspire others to take up the
challenge. Part of this stems from the book’s extraordi-
nary emphasis on the personalities who played a role in
the CUNY saga. Logue’s book shifts repeatedly from a
traditional analysis of policy and practice to a step-by-
step, occasionally moment-by-moment description of
meetings, face-face conversations, and e-mail exchanges
that relate to the implementation of this policy at CUNY.
Logue alerts us of her strategy early in the book:

Events are not separable from the people who create
and witness them, and thus understanding the interac-
tion of people with their environments and with each
other is key to understanding the events in which these
people are involved (3).

Accepting this premise as fair, however, does not
mean it is successful. Logue confuses her interest in
events with the reader’s interest in reform and out-
comes. Understanding the messy tactics and shameful
public behavior of opponents who wished to prevent
the implementation of her proposal makes for occa-
sionally salacious reading but distracts us (and, appar-
ently, the author) from the issue of transfer reform. The
veracity of Logue’s claims is not in question; she docu-
ments her conversations and impressions with the skill
of an experienced academician. But this strategy occa-
sionally comes off as score-settling rather than analysis,
bulking up a book that at 431 pages is comprehensive
but also wearing.

Perhaps Logue would argue that part of the lesson of
this story is the multitude of constituencies that must
be addressed or accommodated in the difficult work of
higher education reform. Certainly Pathways to Reform
is a testament to the administrators, faculty, and stu-
dents who worked diligently despite entrenched oppo-
sition to bring clarity and honor to credit transfer while
reshaping curriculum across a large and complex sys-
tem. Logue’s book also highlights important themes re-
garding transfer credit throughout the nation: Transfer
is never “seamless,” almost always requires students to
complete more credits than they need, and is rife with
inconsistent policies and practices that discourage even
the most motivated students from successfully transfer-
ring from one institution to the next. Logue and her col-
leagues’ success in improving the process for students
at CUNY is reason enough to recommend Pathways to
Reform, with the hope that it motivates higher educa-
tion leaders across the nation to take a second look at
their policies concerning credit transfer.

Iyranny of the Meritocracy:
Democratizing Higher Education in America

GUINIER, L. 2015. BOSTON, MA: BEACON PRESS. 177 PP.

Reviewed by Brad Pulcini

In The Tyranny of the Meritocracy: Democratizing Higher
Education in America, scholar and civil rights activist
Lani Guinier argues for higher education institutions
to shift away from so-called testocraric merit toward
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democratic merit. Guinier explains that in a testocratic
society, merit is defined by test-based admission stan-
dards, such as ACT or SAT scores, that are a reproduc-
tion of privilege. Data support this, showing that SAT
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scores are highly correlated with family income: The
higher the family income, the higher the average SAT
score (College Board 2016). Guinier (2015) goes so far
as to state that the SAT is most reliable as a “wealth test.”

Why democratic merit?

The U.S. higher education system is seen as a demo-
cratic institution that serves as an engine of social mo-
bility. This purpose is especially important today, as
low-income students are now enrolling in college at
a higher rate than are students from the middle class
(NCES 2017). In addition, the enrollment gap between
more affluent students and low-income students con-
tinues to narrow (NCES 2018). Is the U.S. higher edu-
cation system still selecting and graduating privileged,
elite students while not meeting the needs of a demo-
cratic society?

This question is even more important given con-
tinued inequality in the childhoods and education of
children in the United States. We do not live in a soci-
ety where everyone encounters and is exposed to the
same level of education and college preparatory pro-
grams within the K—-12 system. Lareau (2011) found
that working-class and poor youths aspire to attend
and graduate from college but do so at lower rates than
their middle-class peers. She examines a public high
school where half the student body comes from low-
income backgrounds. The school offers no AP, man-
datory college prep, or SAT prep classes and employs
one guidance counselor for 473 students. It is no sur-
prise that the school has a much lower graduation rate
than the middle-class schools in the same district or
that its students’ SAT scores, on average, are more than
300 points lower than those of students who attend the
middle-class high schools (Lareau 2011). In a society
that favors merit and academic achievement, the odds
are stacked against a large proportion of U.S. society.

Democratic merit views higher education as a pub-
lic good. Guinier (2015) writes that democractic merit
does what testocratic merit fails to do by creating an
incentive system that emphasizes the development of
more individuals who contribute to and serve the goals
of a democracy not only for their own good but also
for the collective good of society. She argues that it is
important that we grant these individuals access to our
higher education system, regardless of any perceived
talent in a testocratic society, in order to promote the
development of higher-level problem solving.
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Guinier divides her book into two parts: “the prob-
lem” and “the solution.” In setting forth “the prob-
lem,” Guinier describes the college admissions race
and competition as a rite of passage for students that
is beginning earlier and earlier in their K—12 educa-
tion; how colleges came to rely on students’ scores on
standardized tests such as the SAT and ACT in making
admissions decisions; how college rankings tie into ad-
missions practices; and affirmative action, its current
role in higher education, and the challenges to it in at-
tempting to move away from a testocratic to a demo-
cratic merit system. In discussing the “solution(s)”,
Guinier devotes five chapters to examining how col-
leges, foundations, society, etc. are striving toward a
more democratic merit system in higher education and
the work that still needs to be completed.

The Problem

Early in the book, Guinier (2015) presents an argument
for her central idea and theme—that we need to chal-
lenge and change our understanding of merit. In U.S.
society, we put a premium on higher education merit
defined as higher SAT and ACT scores and cumulative
GPAs. This is evident in the so-called “admissions arms
race.” Students with higher scores gain admission to
highly selective and selective institutions. In addition,
merit is recognized and rewarded financially at most
institutions as the top-performing academic students
receive the highest amounts of institutional aid in the
form of grants and scholarships. Guinier (2015) pres-
ents the opinion that to maintain a strong democracy,
we need to most value students’ abilities to think cre-
atively and collaborate with others.

In Chapter 1, Guinier reminds the reader of the 2012
affirmative action case Fischer v. University of Texas at
Austin. Justice Clarence Thomas agreed with the ma-
jority in the case but argued that affirmative action
and any consideration of race in the admissions pro-
cess is generally unconstitutional. In Thomas’s mind,
an attempt by a university to achieve diversity in the
student population is the kind of racial discrimination
that maintains segregation because it means the uni-
versity is considering race in the first place (Guinier
2015). Thomas argues that affirmative action policies
mismatch students, with the result that many black and
Hispanic students who may have excelled at less selec-
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tive schools are placed at more selective schools where
underperformance is all but inevitable (Guinier 2015).

So why does Guinier focus on Fischer v. University
of Texas at Austin and Justice Clarence Thomas’s argu-
ment in support of the ruling? Guinier (2015) high-
lights that Thomas’s mismatch argument is a reminder
that institutions have moved away from their public
missions of creating active citizens in a democratic so-
ciety. The focus instead has shifted to the moment of
admission. Have institutions developed into little more
than sorting factories in an admissions-driven higher
education system? Are colleges and universities only ac-
cepting and valuing through institutional aid disburse-
ments those students who already possess the skills and
attributes they need to be successful? How does the SAT
factor into all of this?

Guinier provides the history of how the SAT came
into existence and common use. Readers should spend
some time on this section of Chapter 2 as it provides the
context of how the SAT came to be the powerful gate-
way exam it is today. Tyranny of the Meritocracy invites
readers to consider whether the College Board should
control the K—12 curriculum by prioritizing the SAT as
the sorting test that it is. Guinier (2015) acknowledges
that nearly 800 institutions have moved away from or
have devalued the SAT and standardized testing in their
admissions and sorting practices. Yet doing so has com-
promised another important attribution of colleges and
universities: their institutional ranking.

U.S. News & World Report’s annual college ranking
continues to promote a higher education arms race.
The average SAT score of admitted students is an im-
portant determinant of a college’s ranking. Schools
that forgo the submission of SAT scores as part of their
admissions process risk having their ranking negatively
impacted. In Tyranny of the Meritocracy, Guinier de-
scribes how U.S. News & World Report dropped Sarah
Lawrence College’s average SAT score 200 points when
the college decided to stop accepting the SAT, thereby
negatively impacting its overall ranking. This action
was explained to Sarah Lawrence College as follows:
schools that do not accept the SAT must be admitting
less capable students and should lose points on their
selectivity index (Guinier 2015). Guinier (2015) argues
that “this is testocracy in action, an aristocracy deter-
mined by testing that wants to maintain its position
even if it has to resort to fabrication” (18).
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The Solutions

Guinier argues that the solutions to dismantling our te-
stocratic society are already occurring and highlights a
number of different ways this is happening. The book
provides a number of examples, two of which stand out.
The first is University Park Campus School (UPCS)
in Worcester, Massachusetts. The school is operated
through a joint partnership between Clark University
and Worcester Public Schools. Clark University mas-
ter’s students and undergraduates complete work-study
requirements by tutoring students after school; UPCS
teachers co-teach professional development courses
with Clark faculty during the summer, and UPCS teach-
ers and Clark faculty often teach together or teach one
another’s classes. Clark welcomes UPCS students to
campus, where they carry college IDs of their own and
have access to athletic facilities, the library, campus
events, and mini-seminars offered by Clark faculty and
can take courses tuition free (Guinier 2015). The school
has ranked among the top urban schools that serve low-
income students (a ranking based on students’ scores
on state English and mathematics graduation exams)
and within the top quartile of all state schools over the
last four years (Guinier 2015).

Guinier examines a number of challenges that the
University Park Campus School and its students ex-
perience. While it is important to recognize these chal-
lenges, Guinier might have further discussed how K-16
collaborations have the potential to close the achieve-
ment gap and narrow the divide between secondary
schools and higher education. In setting up “the prob-
lem” earlier in the text, Guinier provides relevant re-
search and data to support her argument. It would have
been beneficial if previous research and data on K-16
collaborations had also been included to further dem-
onstrate how UPCS is an example of the dismantling
of the testocracy. This could have been accomplished
by citing studies similar to that by Domina and Ruzek
(2012), who found that K-16 partnerships may increase
high school graduation and college enrollment rates.

The second most prominent example Guinier pro-
vides is that of The Posse Foundation. The foundation’s
mission is to identify promising urban public high school
students who lack what Guinier describes as traditional
testocratic indicators of success, such as high SAT scores.
The foundation sends selected students to college in
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“posses” (groups) of ten. Guinier (2015) argues that this
model is democratic merit in action: students are en-
couraged to work together to solve problems and attain
success through the creation of supportive learning en-
vironments. Guinier describes The Posse Foundation in
detail, including its selection process, students’ experi-
ences in the program, and student outcomes. Guinier
(2015) writes that The Posse Foundation is redefining
merit as “something other than cumulative GPA and
SAT and AP scores and focusing instead on character-
istics such as leadership, the ability to collaborate with
and learn from others, and drive” (78—79).

Conclusion

There are myriad reasons that society has become te-
stocratic, valuing academic achievement over all else.
Guinier presents a number of these reasons in her text
while offering hope that society can shift to more highly
value democratic merit. In fact, Guinier (2015) writes
in her conclusion that “a culture shift can happen. It is
happening. And we need to work together to make it
happen” (139). Given that three years have passed since
Tyranny of the Meritocracy was published, this culture
shift may be more important now than ever. Although

the enrollment of low-income students in higher educa-
tion has increased (NCES 2017), how many low-income
students does our testocratic society continue to keep
out of higher education?

Tyranny of the Meritocracy is a great introduction to
the inequality that continues to persist in higher educa-
tion admissions as well as institutional policy and prac-
tices. The depth of explanation of “the problem” and

“the solution” is limited by the book’s 139-page length.
Readers who want to dig more deeply into these issues
should examine how differentiating levels of social class
influence the experiences and success of students—es-
pecially of low-income students who are gaining addi-
tional access to higher education through the solutions
described in Guinier’s book. (Texts by Lee [2016] and
Stuber [2011] are particularly worthwhile.) Guinier ac-
knowledges and frames issues that continue to make
higher education a systematic machine of horizontal
stratification. The book offers some solutions and in-
vites the reader to think more deeply and critically about
how society can do better. Tyranny of the Meritocracy
particularly invites consideration of how experiences
and success—especially by low-income students—can
be positively and negatively impacted by shifting to-
ward becoming a more democratic merit society.

Demographics and the Demand for Higher Education

GRAWE, N. D. 2017. BALTIMORE: JOHNS HOPKINS UNIVERSITY PRESS. 192 PP.

Reviewed by S. Abu Turab Rizvi

“There is no question,” writes Nathan Grawe, that
changes in the college-age population are coming. Pat-
terns of immigration, movement across state lines, and
changes in fertility mean that states with increasing
numbers of high-school graduates will almost all be in
the southwest and the northwest. Many states in the
Northeast and the Midwest—regions long associated
with large numbers of colleges and universities—will
experience decreases in the number of high-school
graduates of 15 percent or more. Regions of the United
States that will experience increases have not had high
rates of college attendance, and those that will experi-
ence decreases will be in areas that historically have had
high college-attendance rates. Grawe, an economics
professor at Carleton College, uses the 2011 American
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Community Survey and extends his forecast period to
2029, when children born in 2011 will be of college-
going age. Thus, his book has the clearest implications
for the next decade—one that should be eventful. A key
demographic pattern is the 12 percent decrease in fer-
tility beginning with the great recession in 2007 (a phe-
nomenon Grawe calls the “birth dearth”) that shows
no signs of reversing. This means that when post—great
recession babies start to reach college age, in the mid
2020s, there will be a sharp decrease in the number of
high school graduates (6).

These shifts in geographic, race/ethnicity, and high
school graduate trends are familiar to admissions of-
ficials and registrars. What is not as clear is the answer
to an even more important question: What is the prob-
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ability that a student will want to enroll at a particular
higher education institution? For example, a college in
the Northeast United States might not be affected by
the birth dearth in its region if the population decrease
took place chiefly among families whose children did
not typically attend college. Also: does it matter if a
college is a two-year, four-year, or elite four-year insti-
tution? It is precisely in thinking through these kinds
of questions that Grawe’s book has ample value. With
Grawe’s book in hand, forecasters at particular types of
institutions, in a given region, and with particular ad-
missions goals can do better than simply rely on overall
national trends.

Attention to demographic detail does make a differ-
ence. Grawe notes that enrollment patterns at different
institutional types vary widely by region. Attendance
rates at colleges ranked in the top 50 and at universi-
ties ranked in the top 50 by U.S. News & World Report—
institutions Grawe calls “elite” or “top ranking”—are
almost ten times greater in New England than they are
in the Census region that includes Texas (West South
Central). Race/ethnicity, family income, and parent ed-
ucation also matter, and they are all correlated with re-
gion and institution type. Almost half of non-Hispanic
whites enroll at four-year higher education institutions,
and § percent attend top-ranking schools. Asian Ameri-
cans have even higher attendance rates at these insti-
tutions whereas those for Hispanic students are about
half those of non-Hispanic whites. Children from fami-
lies with annual incomes greater than $100,000 are
six times more likely to enroll at an elite school than
are those from families whose annual incomes are less
than $50,000. Parental education also makes a big dif-
ference: A child with no parent who completed high
school is half as likely to attend any postsecondary in-
stitution as a child with at least one parent with a col-
lege degree—and twelve times less likely to attend an
elite institution (22-25).

It is clear that the chance that a high school student
will attend a particular type of college varies signifi-
cantly according to demographics. To describe these
patterns does not imply that they are ideal or should
be accepted as inevitable. To be sure, institutions try
to counter these trends—for example, by recruiting un-
derrepresented minority, low-income, first-generation,
and geographically distant students—yet in the aggre-
gate, these efforts have not had much impact. Conse-
quently, for the purpose of his analysis, Grawe assumes
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the existing patterns to be stable and notes that any
given institution can make choices that counter the
dominant trends.

The chapters of Demographics and the Demand for
Higher Education explore the implications of these ob-
servations. In particular, Grawe develops the “Higher
Education Demand Index” (HEDI); uses it to analyze
the common wisdom on upcoming higher education de-
mand; considers the implications for two- and four-year
institutions; analyzes demand by students from families
with high incomes; describes how institutional or policy
responses can affect the trends he identifies; and, finally,
peeks beyond the year 2030. In other words, Grawe cov-
ers a lot. This remainder of this review focuses on topics
most relevant to admissions officers and registrars.

Higher Education Demand Index

Grawe divides the United States into 63 locations:
the 29 largest metropolitan areas and the 35 non-met-
ropolitan areas of states with populations of at least
two million people. For each of these he estimates the
expected number of college attendees by year based
on how likely a student with particular demographic
and locational characteristics will be to attend college,
weighted by the total number of students with those
characteristics. This is painstaking data work and bears
the reader’s careful review and attention. The choices
Grawe makes in his estimations are sound, and he lays
them out clearly. The HEDI is the foundation for the
rest of the book.

Overall Trends

The HEDI generates the following results: The num-
ber of college-going students will hold steady through
the early 2020s, then will increase for a few years by 5
percent before a “precipitous reduction of 15 percent
or more” from 2025 until 2029 (45). Grawe calls this
drop “staggering” because a reduction of this scale has
never occurred in so short a time. (For example, this
decrease would be twice as great as the 7 percent reduc-
tion between 2009 and 2012.) These changes will vary
significantly by region. The detail is interesting: South
Carolina, Charlotte, and Atlanta are among the bright
spots in the East. The large markets of New York, Phila-
delphia, and Boston will experience 15 percent—plus de-
creases in the number of college-bound students. The
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non-Hispanic white population will decrease by greater
than 15 percent. Non-Hispanic black students of col-
lege age will experience some increase in non-urban
areas in the West and also in the cities of San Antonio,
Houston, and Philadelphia. However, the number of
Asian and Hispanic students will increase significantly.
Because college attainment rates have increased re-
cently, there will be a broad-based and unappreciated
increase in the number of households in which both
parents have a bachelor’s degree. This difference from
the conventional wisdom, which focuses on increases
in the population of first-generation college students,
is striking. All in all, these pages merit careful study in
setting institutional strategy.

Two- and Four-Year Institutions

The two-year higher education sector will experience
an even greater reduction in overall enrollments than
predicted for postsecondary education as a whole, ac-
cording to Grawe. The forecast is for drastically de-
creasing numbers of non-Hispanic white and black
students, with relatively modest increases in the num-
ber of Hispanic students. The four-year higher educa-
tion sector will do better, with little change in overall
enrollment until 2023. But then, following a 7 percent
increase through 2025, there will be a 15 percent de-
crease until 2029, resulting in overall enrollment 10 per-
cent less than at the beginning of the period. Regional
and national four-year universities will demonstrate
similar patterns of enrollment stability followed by a
decrease while elite institutions will fare much better.
Elite institutions will experience a significant enroll-
ment increase—of 25 percent—until 2025, followed by
a lower-than-average decrease of 9 percent. For them,
there is growth over the forecast period rather than de-
cline. Generally speaking, the more elite and selective
the institution, the better it is forecast to fare.

Students Who Can Pay

Grawe makes a valiant effort to predict the number of
high-pay students over the forecast period. He fully re-
alizes that it is difficult to forecast who will have high
incomes in seventeen years, by which time the econ-
omy may undergo any number of shifts. Grawe defines
“high paying” as students whose family incomes are in
the top eighth of the income distribution and who have
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two parents who have earned bachelor’s degrees. Even
if this definition can be questioned, Grawe approaches
it with his typical clarity and honesty. And the question
is crucial. Even if potential enrollments at an institution
increase, there is no guarantee that students will have
the ability to pay.To date, the overall pattern is concern-
ing: Between 1965 and 2000, family incomes grew such
that colleges could increase net tuition at rates greater
than inflation and families could afford the increases.
This was true even at lower levels of income (88). Since
2000, inflation-adjusted incomes have largely flattened,
making it difficult for institutions to increase net tu-
ition levels. This has meant that as sticker prices have
increased, tuition discount rates have also increased as
families’ capacity to pay has stalled. Even in this envi-
ronment, incomes in the top quintile have risen, leading
colleges to enroll more high-paying students so as to
increase net tuition revenue even as discount rates rise.
(This assumes that increases in non-tuition revenue—
say, from endowment income for private institutions
and state aid for public institutions—are not sufficient
to make up the gap.) The importance of high-paying
students is clear. Grawe’s analysis is encouraging as he
predicts an increase in the number of such students
until 2023, followed by a decrease because of the birth
dearth, but an overall increase nonetheless.

Implications

What does this all mean? What’s an administrative of-
ficer to do? Grawe discusses several possibilities, focus-
ing on what he calls the “nimble path.” This is to accept
the realities of demographic change, use the HEDI to
estimate more precisely the nature of this change, and
seek ways for the “individual institution to beat the
odds by carefully adjusting recruitment efforts to auspi-
cious new student pools” (99). At the same time, it will
make sense to attend to aspects of other paths Grawe
explores. One option is to increase revenue other than
through tuition and to be attentive to cost reduction;
another is to monitor large-scale changes—as in the
college versus high school income premium—and their
effects on overall demand. A key takeaway is not to
overcommit (e.g., to tenured faculty, buildings, debt)
on the basis of peak demand, taking on too much fixed
cost prior to 2025, given that there will be a reckoning
in the years following. Grawe realizes that in a broadly
declining market, at least post 2025, not every institu-
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tion will be able to follow the nimble strategy of “going
where students are” because the losses will have to be
distributed, too. Consequently, he predicts a need for

continuous adaptation. In this quest, Demographics and
the Demand for Higher Education and the style of analy-
sis it contains will be a most helpful guide.

America’s Broken Promise: Bridging the
Community College Achievement Gap

MARTTI, E. 2016. ALBANY, NY: HUDSON WHITMAN EXCELSIOR COLLEGE PRESS. 201 PP.

Reviewed by Matthew Fifolt

In America’s Broken Promise, Marti recounts the histori-
cal development of community colleges in the United
States and discusses how their multiple and frequently
conflicting roles have both shaped postsecondary educa-
tion and limited its potential. The author notes that from
the very beginning, community colleges were unlike any
other public or private educational enterprise; they were
designed as both an endpoint to traditional secondary
education and a beginning point for further study.

According to Marti, this duality of purpose and tac-
itly inferior role within higher education has remained
a confounding legacy of community colleges in the
United States. He states, “The early but firm associa-
tion with secondary schools ensured that the attributes
that made the junior college institution so ductile con-
ferred on the institution a rigidly subordinate position
in American higher education” (16). Nevertheless,
community colleges have been notable for their open
access policies for all students, regardless of gender,
race, class, and creed.

Between the early and mid-2oth century, community
college courses and curricula shifted away from tradi-
tional transfer programs and toward vocational and
occupational training. This strengthened the base of
support for community colleges but further weakened
their position as educational equals within U.S. higher
education. By mid-century, many community college
missions were so diffuse that they included “transfer,
general, remedial, occupational, cultural, and continu-
ing education” (34).

New Path Forward

Marti suggests that attempts to be “everything to every-
one” have reached a liminal point. In order for commu-
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nity colleges to play a relevant and meaningful role in
transforming higher education, leaders, administrators,
faculty members, and policy makers must redefine and
clarify the educational product of community colleges
based on the promises of access and achievement.

Consistent with proposals by Bailey, Jaggars, and
Jenkins (2015), Marti advocates that community col-
leges move away from the “cafeteria-style” model of
education in which students select from an endless
menu of program and course offerings to a “guided
pathways approach” with fewer but more coherent
educational course sequences. Even this approach, he
says, may not go far enough. Therefore, Marti proposes
a model of education in which administrators, faculty,
and staff proactively intervene “before [students’] lives
are pushed off course by circumstances that are often
outside of their control” (67). He refers to this model
as a “culture of care” and suggests that in order to be
effective, postsecondary education needs to recognize a
basic truth: “Community colleges and community col-
lege students are [fundamentally] different” (70).

Similar to findings by Cox (2009), Marti notes that
community college students frequently struggle with
low self-worth; their enrollment in community college
often reinforces the message that they are not good
enough for “real” college. However, by recognizing stu-
dent differences, academic leaders can begin to develop
structures and policies that support student success in
community colleges. Marti states:

oo many of our students come to community college
unprepared and insecure: they constitute the major-
1y, not the minority, of our population. These students
need help, but they also need to know thar providing
that help is part of the community college’s institu-
tional promise. (69)
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A culture of care recognizes that community college
students have unique academic, financial, and social
needs and seeks to address individual challenges in or-
der to promote success. Building and promoting a cul-
ture that respects students as individuals, he notes, is a
first and essential step to any effective retention program.

Remediation

To be more responsive to student needs, community
college leaders, administrators, faculty, and staff must
shift their thinking regarding the need for remedial ed-
ucation. Rather than viewing remedial education as a
necessary evil, Marti sees it as a core tenet of the com-
munity college mission: “We must activate an attitude
on our campuses that reflects a belief in remediation
as a manifestation of the culture of care as a type of
assistance from which the majoriry of our students can
benefit” (97).

According to Marti, one of the biggest challenges to
remediation is an ineffective system of placement tests.
Currently, these tests “are incapable of functioning as
a meaningful diagnostic tool” and too frequently pro-
mote a “one-size-fits-all approach” to student success.
In lieu of placement tests, Marti recommends inten-
sive academic advising and individualized entry-level
services that balance student goals with realistic and
navigable pathways to achievement (Rodriguez 2015).

Garcia (2015) notes that nearly half of students en-
rolled in remedial coursework at public two-year insti-
tutions never complete them, let alone credit-bearing
courses that students could transfer or apply toward
an associate’s degree or certificate. In response, Marti
highlights a number of schools and programs that have
successfully combined remediation and pedagogical
interventions to promote student progress in courses
that fulfill degree requirements. This is an important
distinction because remedial education courses do not
count toward degree completion.

Featured interventions in remedial education focus
on decreasing financial barriers for students, integrating
remedial education into the academic community, and
grouping students by areas of academic interest. Irre-
spective of emphasis, Marti notes that program success
hinges on leaders, administrators, and faculty members
working together to develop and implement remedia-
tion strategies. He states, “We must [work together to]...
implement a pervasive culture whereby all participants
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in community colleges recognize, accept, and welcome
remediation as a part of every classroom” (97).

Student-Centered Services

In addition to offering inclusive and more effective re-
mediation, Marti encourages community college lead-
ers to use a team-based approach to provide academic
and support services to students. Teams would com-
prise a success coach, faculty member, student support
staff member, and other members of the college com-
munity according to a student’s specific needs, such as
mental health services, financial aid, and tutors. These
teams would be responsible for addressing students’
academic and nonacademic issues. Marti writes, “Cru-
cially, the team approach to student success places the
responsibility for retention on the college rather than on
the student” (110).

The author also recommends greater use of high-
impact practices in the classroom, such as learning
communities, service-learning, technology, original re-
search, and activities that address global and diversity
issues. Kuh (2008) describes high-impact practices in
higher education as activities that help students make
meaningful connections between personal and aca-
demic experiences in a variety of contexts. According
to Marti, “Community colleges must...meet the needs
of those students who have secured access but who are
not adept, interested, or engaged in the complexity of
postsecondary success” (114).

Funding

Marti wisely notes that community colleges cannot
adopt widespread structural or systemic change with-
out first identifying significant and stable funding
sources. Consistent with findings by previous authors,
Marti observes that state appropriations are no longer a
reliable, steady revenue stream for community colleges
as states first must meet mandatory expenses for Med-
icaid, K—12 education, and corrections (Best and Best
2014, Mettler 2014). He therefore recommends that
community college leaders diversify funding sources
through a combination of federal funds, strategic busi-
ness alliances, traditional fundraising efforts, and phil-
anthropic and private foundation support.

With regard to contractual alliances with commu-
nity businesses, Marti suggests that these relationships
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further and positively extend the hyperlocal nature of
community colleges. At the same time, however, he
cautions community college leaders and administra-
tors to consider whether their institutions can “accom-
modate the needs of local employers without unfairly
disrupting the mission of the institution” (136). Never-
theless, the author views these strategic partnerships as
being as important to community college development
as government funding.

In addition to external resources, Marti encour-
ages community college leaders to closely examine in-
ternal operations to ensure that their institutions run
efficiently without sacrificing the quality of education.
Tough decisions may have to be made, including ter-
minating persistently ineffective programs and firing
or “facilitating retirement” of faculty and staff who are
apathetic to the community college mission or who
demonstrate a lack of commitment to college and/or
student success (153). “Only by shoring up the finan-
cial viability of our institutions,” states Marti, “can we
enact student-centered transformation that will allow
our schools to make good on their promises and fulfill
their democratic potential” (150).

Moving Forward

To reinvigorate the institutional promise of commu-
nity colleges and safeguard their relevance, Marti sug-
gests that community colleges must demonstrate an
incredible will to succeed. Furthermore, for commu-
nity colleges to become student-centered institutions,
all programs and personnel must be “functional and
contributory to [a] common goal” (154).

At the same time, community colleges must support,
recognize, and reward faculty and staff members for
their contributions to student and institutional success.
Marti encourages community colleges to extend the
culture of care to faculty and administrative person-
nel through structured opportunities for professional
education and development. The author notes that by
building professional competence and engaging indi-
viduals in skill building—especially skills related to cus-
tomer service—community college leaders ensure the
institutional culture they wish to see for students (165).

In addition to advocating for full-time faculty and
staff, Marti advocates for comprehensive and cohesive
professional development for part-time/adjunct/con-
tingency faculty. The author recognizes that more than
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half of all faculty members at community colleges are
hired on a part-time basis and suggests that given the
current economic climate, this hiring practice is un-
likely to change anytime soon.

Yet in order to change the institutional culture, Marti
argues that part-time faculty must be integrated more
fully into the community college. Considering the chal-
lenges adjunct faculty face, including lower rates of
compensation, few if any benefits, and lack of an in-
stitutional home, it seems highly unlikely that a large
number of contingent faculty members could be mo-
bilized in the near future. (One could argue that hiring
faculty is as much about values as it is about economics.)

Finally, Marti recommends that community college
personnel recognize student progress based on aca-
demic milestones. “Rather than pushing recognition and
celebration to a traditional terminal point, milestones
enable recognition of the process toward a goal that may
still be in the distance” (172—73). The author identifies
potential milestones as number of credit hours com-
pleted, percentage of degree requirements completed,
or completion of intermediary steps toward a certificate.
Current data regarding dropout rates among commu-
nity college students indicate that this simple recom-
mendation could go far in promoting student retention.

summary

America’s Broken Promise is a well-written and instruc-
tive text regarding the challenges and opportunities fac-
ing community colleges in the United States. With more
than 30 years of executive-level experience in multiple
community college settings and systems, Marti is an
authority on the topic. More important, however, he
demonstrates an empathic understanding of the needs
of many community college students and offers recom-
mendations not for self-promotion but from a genuine
concern for the “least ready” students (Rodriguez 2016).

In many ways, Marti’s suggestions are not revolu-
tionary but rather best practice for serving students at
all colleges and universities. For example, all students
would benefit from excellent academic advising, thor-
ough and intensive student support services, effective
financial aid interventions, and extraordinarily well-pre-
pared faculty members who understand the challenges
students face every day (62). His recommendations for
funding these interventions, however, are more general
than specific, which may undermine their value.
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Marti’s call for efficient and effective systems for
remediation, while exactly right in terms of need, is
wildly ambitious given increasingly restrictive budgets.
Even the author acknowledges that more than half of
all students entering community colleges are either un-
prepared or underprepared for postsecondary educa-
tion and will require one or more remedial classes. He
makes no mention, however, of working with secondary
education to bridge this gap. Furthermore, while Marti
argues a strong case for the value of a well-educated
and well-trained workforce, he concedes that commu-

nity colleges have not effectively communicated this
message to their constituents.

Overall, America’s Broken Promise is an interesting
and informative read, especially for individuals who are
not familiar with the history of the community college
system in the United States. Given the current national
debate regarding free or subsidized tuition for the first
two years of college and the national agenda for in-
creasing the overall number of U.S. college graduates
by 5 million in the year 2020, America’s Broken Promise
is both relevant and timely.
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