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From Collaborative to Collegial Communities:
Transitioning from Student Affairs Practitioner to
Faculty

Michelle L. Boettcher (Clemson University)
Dena Kniess (University of West Georgia)

Mimi Benjamin (Indiana University of Pennsylvania)

While student affairs (SA) practitioner expertise can inform a faculty member’s knowledge in the
classroom, the transition into a tenure-track faculty role from student affairs administrative roles
is complex. One of the differences new faculty members with SA administrator backgrounds ex-
perience is a change in the work community and shift from collaborative to collegial cultures.
While studies have examined the transition of student affairs professionals from graduate pro-
grams to full time student affairs practitioner roles and graduate students into the professoriate,
there is limited scholarship on the transitional experiences of student affairs practitioners moving
into faculty positions. This qualitative study examined the differences in senses of community
based on the experiences of 30 former practitioners in tenure-track faculty roles. Loss of SA

community and differences between faculty and SA communities emerged as primary themes

from this study.

Boettcher, M.L., Kniess, D., & Benjamin, M. (2019). From collaborative to
collegial communities: Transitioning from student affairs practitioner to
faculty. Georgia Journal of College Student Affairs, 35(1), 5-22. \l‘
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Student affairs (SA) graduate programs often
benefit from having former practitioners as
faculty. The expertise of those who have
worked in SA offices enhances the dialogue
and connections students make between
classroom and practice as emerging profes-
sionals. While students learn about being
part of a larger community of practitioners in-
side and outside of the classroom, practition-
ers-turned-faculty learn about the differences
between their former SA collaborative com-
munities and their new faculty collegial com-
munities primarily on the job.

Many of these former administrators,
now tenure-track faculty, come from a collab-
orative developmental SA culture focused on
growth and service to others (Berquist &
Pawlak, 2008) that is a community-oriented
culture of collaboration and teamwork (Cal-
houn, 1997). They shift to faculty communi-
ties that are collegiality-focused cultures of
autonomy (Berquist & Pawlak, 2008; Bess &
Dee, 2014; Haviland, Ortiz, and Henriques,
2017; Kuh & Whitt, 1988). As a result, these
emerging faculty can lack a sense of commu-
nity and belonging.

The research question for this study
was: How do experiences of community
change for student affairs practitioners who
move into tenure-track faculty positions?
This study examined the transition experi-
ences of former full-time SA administrators

who transitioned into full-time, tenure-track

faculty roles. Our study builds on the work of
Kniess, Benjamin, and Boettcher (2017) and
McCluskey-Titus and Cawthon (2004) who
examined challenges transitioning to faculty
culture for SA professionals such as having
confrontational colleagues and unproductive
or adversarial faculty meetings. While the
McCluskey-Titus and Cawthon (2004) study
utilized a survey, we interviewed 30 partici-
pants who spoke about the loss of their SA
community and the difference between SA
and faculty communities. Participants shared
that they lost a sense of team they had in
their SA communities, lost the ability to con-
nect with SA communities when they be-
came faculty, and found faculty communities

and cultures to be very different.

Literature Review
Socialization in an academic context has of-
ten focused on graduate students (Austin,
2002; Weidman, Twale & Stein, 2001). How-
ever, Feldman (1981) identified three key ar-
eas of faculty socialization: acquisition of ap-
propriate role behaviors, development of
work skills and abilities, and adjustment to
new norms and values. A focus on this final
transition, particularly norms and values in
work relationships and community, is absent
from the literature about transitions of SA
practitioners into faculty roles.

Previous work focused on the ab-

sence of socialization to faculty work in



Georgia Journal of College Student Affairs

graduate education (Austin, 2010) and the
lack of socialization for new faculty members
(Berquist & Pawlak, 2008; Fleming, Gold-
man, Correll, & Taylor, 2016). In addition,
new faculty struggle with isolation in their
new roles (Bogler & Kremer-Hayon, 1999;
Haviland, Ortiz, & Henriques, 2017; Kniess,
Benjamin, & Boettcher, 2017; Tierney &
Rhoads; 1994; Trower, 2010). The lack of so-
cialization and solitariness of academic work
exacerbate the sense of disconnection from
others and community for faculty coming
from student affairs positions.

The idea of learning new organiza-
tional cultures was examined by Feldman
(1981) through the roles of behaviors, skills,
norms, and values in organizational sociali-
zation of new members. Similarly, other au-
thors have focused on the importance of so-
cial support in employee transitions to organ-
izations (Allen, 2006; Fisher, 1986; Jokisaari,
2013; Jones, 1986; Lapointe, Vanden-
berghe, & Boudrias, 2014; Van Maanen &

Schein, 1979). Previous studies explored the

Table 1. Faculty & Student Affairs Cultural Factors

differences between administrative and fac-
ulty cultures (McCluskey-Titus & Cawthon,
2004) and transition from SA practitioner to
faculty roles (Kniess, Benjamin, & Boettcher,
2017), however, this specific transition from
administrator to faculty and the experience of
community (or lack thereof) has not been
fully explored in the context of community
and culture.

For this study, we use Schein’s
(1984) definition of culture as an organiza-
tion’s artifacts, values, and basic assump-
tions about relationships to examine the tran-
sition of SA practitioners to faculty roles as a
theoretical framework. The table below iden-
tifies different priorities of SA and faculty
communities and how each culture affects in-
dividuals engaging with one another. (See
Table 1). The existing literature identifies dif-
ferences in work (culture, mindsets, relation-
ships, and styles); different guiding docu-
ments; and differences in measures of suc-

cess and achievement.

FACULTY STUDENT AFFAIRS PRACTITIONERS
Primary Identity | Scholar Administrator
Work Culture Collegial (Berquist & Pawlak, | Developmental (Berquist & Pawlak,
2008) 2008); Administrative (Kuh & Whitt,
1988; Bess & Dee, 2014)
Mindsets Self-Focused & Autonomy- | Learner-Centered & Community-Ori-

& Whitt, 1988).

Oriented (Berquist & Pawlak,
2008; Bess & Dee, 2014; Kuh

ented (Berquist & Pawlak, 2008; Bess
& Dee, 2014; Kuh & Whitt, 1988).
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Work
Relationships
Work Style

Guiding
Documents
(Artifacts)

Measures of
Success /
Achievement

Collegial (Berquist & Pawlak,
2008)

Individuals working toward
individual goals (Kniess,
Benjamin, & Boettcher, 2017)

Tenure & Promotion Guide-
lines (Sax, Hagedorn, Arre-
dondo, & DiCrisi, 2002)

Tenure & Promotion (Sax,
Hagedorn, Arredondo, & Di-
Crisi, 2002), Teaching (Perry,
Menec, Struthers, Hechter, &

Schonwetter, 1997)

Collaborative (Calhoun, 1997).

Individuals working toward collective
goals (Kniess, Benjamin, & Boettcher,
2017)

Job Description (Hirt & Winston,
2003).

Evaluation by Supervisor (Creamer &
Janosik, 2003).

The components in the chart above make for
dissimilar work cultures and communities.
Additionally, former SA practitioners often re-
tain their administrative mindset and SA
identities as they take on faculty roles
(Kniess, Benjamin, & Boettcher, 2017), fur-
ther complicating their culture shift.

While faculty appreciate the auton-
omy in their new roles (Couture, 2014), many
have sought to develop their own communi-
ties. Pifer and Baker (2012) found that early-
career faculty developed connections by net-
working, awareness, and impression man-
agement. Other researchers focused on the
role of mentoring for newer faculty in building
communities as sources of connection and
support (LaRocco & Bruns, 2006; O’'Meara,
Terosky, & Neumann, 2008; Rockquemore &
Laszloffy, 2008; Terosky & Gonzales, 2016).
By centering the concept of community, this
study contributes to existing literature by ex-

amining its role in the transition of newer SA

faculty and specifically on how SA practition-
ers navigate past and enter into new commu-

nities.

Methodology
The focus on understanding participant ex-
periences in deep and meaningful ways
made qualitative research appropriate for
this study (Creswell, 2013). Our focus on the
lived experience of participants made a phe-
nomenological framework appropriate for
this study (Van Maanen, 1990). This ap-
proach aligns with Bollen and Hoyle’s (1990)
work on perceived cohesion. Additionally,
phenomenology is appropriate because
“[this framework] is suited to understanding a
variety of collective affiliations, formed in
large environments, that can contribute to an
individual’s sense of belonging to the larger
community” (Hurtado & Carter, 1997, p.
328). In this study, we focused on partici-
pants’ own experiences with SA’s collabora-

tive work relationships and developmental /
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administrative culture in the past and their
current experiences in collegial faculty rela-

tionships and culture.

Researcher Positionality and Reflexivity

As former student affairs professionals in
tenure-track faculty positions at the time of
the study, we wanted to explore the practi-
tioner to faculty transition. Each of us worked
in the field for at least 11 years and transi-
tioned to tenure-track faculty roles just prior
to data collection. Our background was simi-
lar to participants and provided a “more truth-
ful, authentic understanding of the culture
under study” (Merriam, Johnson-Bailey, Lee,
Kee, Ntseane, & Muhamad, 2001, p. 411).
The shared experiences of transitioning from
practitioner to faculty also helped build rap-

port with colleagues and were vital to data

Table 2. Study Participants

meaning making (Creswell, 2013). Our team
engaged in researcher reflexivity (Gouldner,
1971) by debriefing throughout the process
to identify how constructed themes related

(or not) to our experiences.

Participants

Participants were recruited through a faculty
listserv (CSPTalk) and social media (a Face-
book group for new faculty), as well as snow-
ball sampling (Creswell, 2013) via our con-
nections. Thirty full-time, tenure-track faculty
(11 men and 19 women) in SA/higher educa-
tion programs participated over the course of
three years (Table 2). Their full-time SA ex-
perience ranged from 4-20 years and in-
cluded work in residence life, campus activi-
ties, leadership advising, and new student

programs.

Pseudonym Gender Years in Student Pseudonym Gender Years in Student
Identity Affairs Identity Affairs

Abigail W 17 Mary Ann W 16
Alex M 5 Maxine W 6
Alice w 17 Melissa w 18
Audrey W 4 Mitchell M 14
Beth w 12 Mona w 10
Callie W 5 Nancy W 12.5
Carol w 18 Nathan M 15
Deanna W 17 Owen M 7
Eileen w 10 Artie M 6
Erica W 21 RB W 20
Jason M 11 Ruth W 4
Joe M 12 Ryan M 12
Zoey w 6 Sebastian M 6
Leonard M 10 Suzanne w 13
Lynn W 11 Virgil M 5
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Data Collection and Analysis

We used semi-structured interviews to afford
participants the opportunity to share their
perspectives (Giorgi, 1997). Interviews were
conducted by phone, transcribed and shared
with participants for review to ensure accu-
racy. Open coding was used to create cate-
gories and construct themes (Saldana,
2013). Each researcher reviewed categories
for themes and we collaborated to narrow
those themes. Throughout the data collec-
tion period, we discussed emerging themes,
participant perspectives, and ways partici-
pants made meaning of their experiences.
This began as interviews were conducted
and continued through transcription, analy-

sis, and development of findings.

Trustworthiness

According to Lincoln and Guba (1985), indi-
cators of trustworthiness include dependabil-
ity, credibility, transferability and confirmabil-
ity. Typically, dependability is assumed if
credibility is established (Lincoln & Guba),
and we established credibility through trian-
gulation, member checking, and peer de-
briefing. Triangulation occurred as multiple
investigators were immersed in the data (Lin-
coln & Guba). Member checking (Lincoln &
Guba) was employed, with participants re-
viewing both transcripts and themes. While
not all participants had the same experi-

ences, there was consistency among

themes. Additionally, we engaged a peer re-
viewer familiar with the topic who confirmed
our initial findings and themes. Finally, both
confirmability and transferability were ad-
dressed through conference presentations
where we received affirmation from at-
tendees whose experiences mirrored those

of participants (Lincoln & Guba, 1985).

Findings
The research question for this study was:
How do experiences of community change
for student affairs practitioners who move
into tenure-track faculty positions? Two over-
arching themes emerged regarding sense of
community in transitioning from SA to faculty
roles: loss of a sense of team and of SA com-
munity, and differences between SA and fac-
ulty communities. The findings are high-

lighted below.

Loss: Loss of SA Community and Isola-
tion
For participants, loss included losing collab-
orative SA communities and SA connections
in general. This was accompanied by more
individualized and less team-oriented work.
While participants had a desire to maintain
connections with SA practitioners, that inter-
est was not always reciprocated. Alice said,
| wanted to be connected and | felt
like | made a lot of overtures for stu-

dents and staff... | just felt like they
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didn’t care at all. Like they didn’t re-

ally want me involved... | was really

surprised there seemed to be no in-

terest in partnership.
RB shared a similar perspective. Beyond an
introductory meeting with departmental di-
rectors, he had no connection to student af-
fairs on his campus. He said he believed
there should be ways to connect, stating,
“There has to be a logical way in which | can
contribute. And maybe | haven’t figured that
out yet and so it’s on me. And maybe they’re
not interested... It feels like we’re underutiliz-
ing each other.” Participants sought both
competence as faculty and to be acknowl-
edged for the experience as former practi-
tioners but found their expectation to main-
tain SA connections unmet. Instead of utiliz-
ing their practitioner knowledge and experi-
ence, participants felt their expertise as for-
mer practitioners had gone untapped.

In their faculty communities, partici-
pants noted challenges in making connec-
tions. Zoey said faculty do not encounter one
another often. She said that in SA, because
most people are working and on campus at
similar times, they have more interaction.
This is often missing in faculty connections
since faculty do not have to be on campus to
do their work. She said, “When you don’t see
people as frequently... you can’t just have
happenstance that you’re going to run into

someone.” Participants’ sense of connection

in SA went beyond job tasks, and included
locations and work style, which were differ-
ent as a faculty member. Instead of working
together in a single office or space on cam-
pus as a team focused on shared goals, fac-
ulty work on campus, off campus, at research
sites, and other locations on individual pro-
jects.

Faculty meetings were infrequent
and interaction outside of meetings was rare,
and as a result some participants felt they
lost a sense of workplace community. Carol
said, “l kind of miss that camaraderie from
the office. When you’re in an administrator
position you have people around you all of
the time, you're always in meetings, and you
seem to be a little more socially connected.”
The transition from a highly engaged com-
munity to one with infrequent interaction was
a significant change for some participants.
However, not all participants experienced
this community change as a loss. Jason said,
“l don’t think about it as | lost a community
because I'm not [in] residence life anymore...
I’'m not sure | ever felt | needed to replace a
community that | never felt | needed to begin
with.” Jason said he defined his community
as immediate family and not work, so the
need for a community at work was not an is-
sue.

Isolation. Some participants experi-
enced the shift to autonomy and independent

work as not just a different type of
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community, but as isolating. Joe said faculty
do much of their work independently and
rarely have opportunities to be “working
closely with people, forming relationships
with the staff you supervise or who are su-
pervising you.” Deanna also spoke about the
isolation her work required:
| prepare my classes alone, | teach
alone, yeah students are there, but
there's no other faculty member
there, | grade alone, | do my research
pretty much alone, even when | col-
laborate, it is usually at a distance.
Joe said, “What | found as a faculty member
is [the experience is] so isolating.” Callie

agreed, describing her experience as “in-
credibly lonely.” Though most participants re-
alized this would be part of the nature of their
work as faculty members, both the shift and
the impact of that shift were greater than par-
ticipants had anticipated.

Owen went so far as to share he felt
unsuccessful in transitioning to a faculty role
because of his lack of community. He said,
“If ‘successful’ has to do with building rela-
tionships with other faculty, to build my com-
munity of folks that | can reach out to and
connect with at my institution, then probably
no, | haven't been very successful at that.”
Participants measured success not only
against the traditional academic areas of
achievement — research, teaching, and ser-

vice — but also against the residual measures

of success related to collaboration, connec-
tion, and community associated with their SA
experiences.

Ruth said she was ready for the tran-
sition but cautioned that others could experi-
ence loss moving to faculty roles. She said,
“You really have to evaluate when you trans-
fer into a faculty role... you have to be very
conscious of why youre making that
choice... because | think that student affairs
professionals [may be] set up to be disap-
pointed.” Trading SA community for faculty
autonomy was not negative for all partici-
pants. Some were ready and had different
community needs and expectations; they
were ready for working independently on
their own projects and tasks rather than ex-
pecting teamwork to be the focus as it had
been when they were SA practitioners. Oth-
ers felt isolated and a sense of loss in shifting

from one type of community to the other.

Difference: SA versus Faculty Work Cul-
ture

Although faculty and SA professionals work
in the same campus environment, the culture
of faculty work was identified as markedly dif-
ferent from SA culture. In addition to being
surprised by the isolation they experienced,
some participants did not realize how differ-
ent the leadership of their academic depart-
ments would be from their SA departments;

they also did not anticipate the pace of



Georgia Journal of College Student Affairs

13

administrative work that participants felt took

longer.

Loss of leadership and guidance.
The role of leadership in participants’ new
work environments was different than in SA.
Department Chairs and other leaders within
the organization do not function in the same
sort of hierarchy or with the same kind of in-
fluence as supervisors in student affairs or-
ganizations. Additionally, faculty administra-
tive leaders often lacked the administrative
training and skills of their SA counterparts,
which was evident to our former administra-
tors-turned-faculty. While participants were
accustomed to departmental or divisional
leaders with significant experience, Deanna
talked about faculty leaders’ lack of experi-
ence:
Some [faculty leaders] don't know
what they are doing in terms of ad-
ministrative work. They aren't good at
running meetings, and they're not
good at being timely, they don't know
how to process paperwork.
Deanna did not see clearly demonstrated
leadership in her academic department that
aligned with what she experienced in SA.
Participants also talked about having
less guidance as new faculty members than
they had as SA professionals. Audrey ex-
pected more support from senior faculty, but

“that expectation wasn’t met.” Eileen added,

“That has been one of the harder things for
me to work through. | do feel like I'm working
through [my new role] on my own.” In SA, ori-
entation, training and supervision tended to
address these issues, but the independence
of faculty work did not result in similar guid-

ance.

Loss of collective goals. The col-
laborative versus collegial culture was high-
lighted by Melissa, who noted both the simi-
larities and differences between her faculty
and SA experiences:

We would have great discussion [in

SA] and that’s very similar to the fac-

ulty role. The one thing that was dif-

ferent when we sat around in my of-

fice, we had one specific goal ... As a

faculty, we bring our similar exper-

tise, but we have 10 different people
in the room; we may have 10 different
goals.
Nathan also noted differences between SA
and faculty meetings:
The [faculty] meetings were so
slow... [Faculty] would talk for hours
about nothing... Senior faculty would
just fill the time with air... [In SA] the
supervisor says you’ve got to make it
happen, and meetings are efficient.
As SA administrators, participants shared
work and common goals, but when a group

of faculty focused on individual goals came
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together, the conversations were difficult to
facilitate. Faculty work focused on individual
achievement and personalized goals rather
than shared goals accomplished by a team,
and while participants understood this cogni-
tively — individual research agendas and
teaching assignments mean individual work
- the lack of team focus on success of the or-
ganization or department remained a discon-
nect.

Zoey saw this lack of teamwork as a
practical result of the nature of faculty work.
“If [interaction] happens all the time as a fac-
ulty member, then you don’t get your work
done.” Many participants talked about the
need to protect their time. They appreciated
having fewer meetings — even if it meant less
connection with others.

Most participants expected and
looked forward to a different routine and
fewer meetings as faculty. Erica said, ‘I
thought it would be different in that | would no
longer have 20 meetings a day.” Leonard
agreed, “l wasn't interested in spending the
rest of my career sitting in meetings from
sun-up to sundown.” However, many partici-
pants did not understand the impact of the
change. Robin said, “I spend a lot of my time
working on my own and that’s very new. |
think | expected that but | don’t think | ex-
pected it to the degree that I’'m experiencing.”
Navigating this change — whether seen as

positive or negative (or both)- was an

important theme in their experiences of com-
munity.

Some faculty also shared how their
work routine decisions impacted their ability
to find time to connect with other faculty.
Deanna said, “I rarely have to come to cam-
pus for anything after | teach... people come
in, do their thing, and then leave.” Leonard
agreed adding, “For the most part I’'m only on
campus one to two days a week and then
when | teach at the satellite campus, | just go
down there.” For some faculty, the lack of en-
gagement was related to how they exercised

autonomy in their schedules.

Discussion
This study reinforces existing scholarship
about faculty socialization and fills a gap in
literature specific to former SA professionals
shifting to faculty. Previous work focused on
the lack of cultural socialization for first-time
faculty (Berquist & Pawlak, 2008; Fleming,
Goldman, Correll, & Taylor, 2016). While that
scholarship is essential to understanding the
experiences of faculty, our work further con-
tributes by examining the cultural shift of
practitioners moving into faculty roles. Simi-
lar to previous studies (Bogler & Kremer-
Hayon, 1999; Haviland, Ortiz, & Henriques,
2017; Tierney & Rhoads; 1994; Trower,
2010), our participants discussed ways that
they as new faculty struggled with isolation.

All  participants also  affirmed they
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experienced different cultures in SA and fac-
ulty contexts - a collaborative and adminis-
trative SA culture (Kuh & Whitt, 1988; Bess
& Dee, 2014) and collegial faculty culture
(Berquist & Pawlak, 2008).

Sense of Community
An area addressed in this study that has not
been fully explored in other studies is the
sense of loss of participants’ practitioner
communities in exchange for faculty commu-
nities. Participants more quickly felt a con-
nection to SA communities and their roles
within those communities whereas it took
longer to feel a sense of belonging in a com-
munity of scholars. This finding aligns with
challenges identified in other studies on the
experiences of early career faculty in terms
of connections in new faculty communities
(Berquist & Pawlak, 2008; Bess & Dee, 2014;
Haviland, Ortiz, & Henriques, 2017; Kuh &
Whitt, 1988). Participants acknowledged as-
pects of SA communities they missed, but
also discussed advantages to the faculty cul-
ture such as autonomy and flexibility. What
participants shared fits with what McCluskey-
Titus and Cawthon (2004) found in terms of
a trade-off in making the shift from SA to fac-
ulty; one trades strong senses of community
for more autonomy.

Additionally, participants’ struggles to
navigate their new culture emerged as loss

related to community. This loss surfaced in

participant descriptions of teamwork, leader-
ship, and isolation. Participants highlighted
the difference between collegial and collabo-
rative work, teams, and communities that
aligns with Berquist and Pawlak’s (2008)
work. Our study also highlights what sur-
prised participants in navigating the new cul-
ture of academics and faculty communities —
senses of isolation and a lack of shared
goals, which LaRocco and Bruns (2006)

found as well.

Implications for Practice
This study provides a number of implications
for practice and for future research. Sharing
information about transitioning to faculty
roles with SA administrators and full-time
doctoral students with SA work experience
can provide helpful guidance so they can
best decide whether or not to move from SA
practice to faculty roles. By providing first-
hand accounts of what that transitional expe-
rience is like — particularly in terms of the
changing nature of community — current
practitioners can discern if faculty communi-
ties will meet their personal and professional
needs. In addition, former SA professionals
who take on faculty roles can be informed
about the differences and potentially be
change agents if a different sort of commu-
nity is needed for faculty. Additionally, it can

prepare potential faculty job seekers to ask
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key questions about community and connec-
tions during the job search.

In addition to informing those consid-
ering making this transition, this study can in-
form the practice of SA professionals / super-
visors. As staff members consider doctoral
work, supervisors can encourage them to
think strategically about the future. By shar-
ing the themes that emerged here, SA prac-
titioners can reflect on what they need and
value through supervision dialogue. What
values around group interaction do staff
members hold? How might those be met (or
not) in a faculty position? Answers to those
questions can aid practitioners in making this
career decision.

This study also highlights a need and
an opportunity for professional organizations
to play a significant role in the development
of additional cross-institutional faculty com-
munities that bridge both the student affairs
and faculty cultures. Organizations planning
faculty-specific events are important as well
as planning opportunities for faculty and ad-
ministrators to build and maintain connec-
tions around the work they each do. These
initiatives could take the form of conference
sessions, webinars, faculty-SA circles or
learning communities, faculty retreat experi-
ences, or other chances to foster connection
and provide support to new faculty.

Participants shared that once they

became faculty members, there was often no

longer a place for them in SA beyond re-
search and teaching. Participants attributed
the lack of connection with their SA divisions
to a lack of interest on the part of SA to work
with faculty. A number of possibilities for mu-
tually beneficial collaboration emerged from
this study. Examples include partnering
around student projects, assistantships, and
field experiences; research pairing faculty
and practitioners; and the opportunities for
faculty to meet service expectations through
collaborations with SA. SA leaders should
recognize that, while the general faculty may
feel the need to “protect their time” and thus
not be interested in student affairs-related
service activities, those faculty in student af-
fairs/higher education departments may feel
differently and may welcome those service
opportunities that are fitting with their teach-

ing and scholarship.

Implications for Research
In terms of future scholarship, this study pro-
vides the foundation for a variety of addi-
tional areas of focus related to communities
for administrators moving into faculty roles.
These include studies related to the role of
identity in the SA to faculty transition and
search for community; studies identifying
strategies for academic administrators (pro-
gram coordinators, department chairs and
others) for onboarding new faculty who come

from SA positions; and potentially how
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understanding SA and faculty communities
might help each group identify new opportu-
nities for collaboration.

This scholarship can inform future re-
search in a number of ways. While the study
focused on SA, there is a need to explore
similar transitions of other practitioners to
faculty, such as business, K-12 education
(teachers and administrators), and public ad-
ministration. In addition, this study was not
designed to explore issues of identity. How
gender impacts individuals’ experiences nav-
igating academic culture as new faculty
members is an area for additional research.
Similarly, the difference in experiences
based on race, ethnicity, ability, religious af-
filiation or any other identity (or the intersec-
tionality of multiple identities) is important to
explore. Finally including an examination of
institutional type could provide deeper and
richer information about these transitions
and community (or lack thereof). An exami-
nation based on the types of institutions
where individuals worked as practitioners
and the types of institutions where they work
as faculty would be useful. This could also
include issues such as institutional size and

geographic location.

Limitations
In this study, nearly two-thirds (19/30) of the
participants were women. While we had a

number of women participants, this study

does not focus on gender issues and how
gender identity influences one’s sense of
connection, desire for, or ability to build com-
munity. Although the data were not analyzed
for themes related to gender, the dispropor-
tionate number of women participants may
impact the findings. Additionally, we did not
collect demographic information about race,
which prevented any analysis of the experi-
ences of community through a lens of race

for faculty participants.

Conclusion
Participants in this study experienced loss of
their SA community and identified differ-
ences between collaborative SA communi-
ties and collegial faculty communities. Partic-
ipants felt a sense of loss of previous SA
communities and lost a sense of connection
with SA altogether. While participants gener-
ally enjoyed the new autonomy of their fac-
ulty roles, they missed the sense of working
together toward common goals. Additionally,
participants talked about a lack of leadership
and guidance for faculty. This study can
serve to inform faculty orientation and
onboarding for former SA professionals. By
stating the differences between the work and
the communities of each culture, new faculty
will have an understanding that this is part of
the shift rather than a shortcoming of their
departments or their own abilities to navigate

the job transition. Perhaps most importantly,
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this work provides insight into the experience
for SA practitioners considering a move into

faculty roles.
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This study sought to answer if a relationship existed between required corequisite support and
success in gateway College Algebra courses. Complete College America and Complete College
Georgia initiatives over the last ten years have sought ways to increase access to higher
education with high progression and completion rates. Efforts such as the Momentum Year in
University System of Georgia schools utilize developmental corequisite courses for gateway
English and Mathematics to ensure early success and progression. This study used a chi-square
test to analyze two groups of new freshmen and their success in College Algebra—one group
who participated in corequisite learning (n=55) and one group who did not participate in
corequisite learning (n=158), finding that a higher proportion of students succeed in College

Algebra when also enrolled in corequisite support.
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In 2009, Complete College America (CCA)
was developed as a nonprofit organization to
focus on increasing access to higher educa-
tion and degree completion in the United
States (Complete College America, n.d.).
CCA has six main strategies to help students
succeed in earning a post-secondary cre-
dential: 15 to Finish, Math Pathways,
Corequisite Support, Momentum Year, Aca-
demic Maps with Proactive Advising, and A
Better Deal for Returning Adults (Complete
College America, n.d.). These strategies are
also part of Complete College Georgia
(CCQ), the state-level program stemming
from CCA with the same goals, established
in 2011 and now administered by the Univer-
sity System of Georgia (USG) (University
System of Georgia, n.d.). Degree comple-
tion rates in Georgia are far below the na-
tional average, according to the National
Center for Higher Education Management
Systems (2018). The Center reported a six-
year graduation rate for the fall 2009 cohort
pursuing a bachelor's degree of 38.7%
whereas the national rate is 53.8%. In late
2017, the USG began implementation of the
Momentum Year, one of the original CCA
tenets, as a mandatory initiative for all USG
institutions. Momentum Year, both at the na-
tional CCA level and in the state CCG level,
incorporates many of the main CCA tenets,
but is focused solely on the freshman year

of college to give new students a strong

starting point to propel them through their
degrees (Complete College America, n.d.;
University System of Georgia, n.d.). Efforts
include the use of academic focus areas with
specific program maps, taking a fuller sched-
ule, and pushing an academic mindset (Uni-
versity System of Georgia, 2016).

One key performance indicator in
successful progression toward a degree—
one that is also central to the USG and CCG
Momentum Year plan and overall CCA initi-
atives—is completion of the appropriate
gateway (entry-level) math course (Cal-
cagno, Crosta, Bailey & Jenkins, 2007; Den-
ley, 2016; Leinbach & Jenkins, 2008).
Corequisite learning, widely discussed in
CCA and CCQG literature, has been found to
facilitate success in gateway courses, in-
cluding College Algebra (Berryman & Short,
2010; Brower et al.,, 2017; Denley, 2016;
Logue & Watanabe-Rose, 2014; Mireles,
Acee, and Gerber, 2014; Royer & Baker,
2018). This instructional model is proposed
as a way to increase gateway success
through participation in the college-level
course alongside a concurrent course using
the concept of “just-in-time academic sup-
port” (Complete College America, 2019),
with remediation and support occurring in
real time with gateway course learning. Ad-
ditionally, corequisite learning can decrease
time and cost to degree (Belfield, Jenkins, &
Lahr, 2016; Mireles et al., 2014). The USG
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has included this model in the Momentum
Year with required corequisite support in
gateway English and mathematics for stu-
dents meeting certain criteria including low
high school grade point averages (GPA) and
college entrance exam scores. The criteria
developed for mathematics differ based on
the course; College Algebra has a higher ex-
emption threshold, meaning students must
have higher GPAs or test scores if they are
starting a math sequence with College Alge-
bra (University System of Georgia, n.d.). As
of fall 2018, corequisite support is the only
learning support option for students, with ab-
solute discontinuation of prerequisite, or
foundation, support.

While there is a wide range of re-
search on corequisite learning and success
in mathematics, the learning support re-
quirements by the USG were new for the
2018-19 academic year. The purpose and
significance of this comparison study was to
inform the use of corequisite support for Col-
lege Algebra and the overall learning sup-
port policy of the USG. This quantitative
study compared College Algebra grades be-
tween two groups of freshmen—one group
enrolled in corequisite support and the other
group not enrolled in corequisite support—to
discern if a relationship existed between re-
quired corequisite support and success in

gateway College Algebra courses.

LITERATURE REVIEW
The Momentum Year initiative is “a suite of
strategies” that lead students “on a path to
achieve their educational goals, including
successful degree completion and on-time
graduation” (University System of Georgia,
2016, para. 1). Corequisite learning policies
enacted by the University System of Georgia
as part of the Momentum Year are based on
evolving theory and research on college per-
sistence, retention, and graduation at institu-
tions across the United States. The use of
corequisite learning as a strategy to increase
degree completion can be traced through a
review of the literature, looking at completion
initiatives, gateway course success
measures, and developmental learning
practices. While still a fairly recent construct
in education success theory, corequisite
learning was designed out of a desire to find
the best student-centered path to achieve-

ment.

College Retention and Graduation

Complete College America (CCA) was de-
veloped to address achievement gaps in the
growing population enrolled in higher educa-
tion, noting that undergraduate degree com-
pletion rates had not increased in almost 40
years (Complete College America, n.d.). At
the time of CCA'’s creation, the national six-

year graduation rate for a bachelor’s degree
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was 55.5%; the national three-year gradua-
tion rate for an associate’s degree was
29.2% (The National Center for Higher Edu-
cation Management Systems, 2018). In the
time since, rates have not increased much.
Shapiro et al. (2017) reported that students
who began a degree program at a college or
university during the fall of 2011 have a
56.9% six-year degree attainment rate. Ad-
ditionally, they found variations in comple-
tion rates by student type, race and ethnicity,
and institution type.

Research showing disparities based
on student demographics are plentiful. Race
was found to be a powerful predictor in
completion with Whites graduating at much
higher rates than Blacks, Hispanics, and
other minorities (Arcidiacono & Koedel,
2014; Contreras & Contreras, 2015; Fletcher
& Tienda, 2010; Tracey & Sedlacek, 1987).
Socioeconomic status also played a factor
(Castleman & Long, 2016; Goldrick-Rab,
Kelchen, Harris & Benson, 2016; Witkow,
Huynh & Fuligni, 2015), along with first-gen-
eration status (Petty, 2014; Stephens & Ha-
medani, 2014). Perhaps the top indicator is
college preparation, defined as the combina-
tion of high school grade point average and
college entrance exam scores (Daugherty &
Lane, 1999; Pike, Hansen & Childress,
2014).

Aside from student factors that show
a predisposition for completion, student suc-
cess initiatives coordinated by the college or
university showed to greatly affect
graduation rates. Millea, Wills, Elder, and
Molina (2018) pointed out the importance of
scholarships and small class sizes. Social
integration was noted as a key factor
(Daugherty & Lane, 1999), along with deter-
mination and grit (Martin, Galentino & Town-
send, 2014). However, CCA and CCG initia-
tives look beyond racial, social, and even in-
coming academic preparation factors to pro-
vide key institutional strategies that move
students along their academic path, wher-
ever they begin. CCA and CCG recognize
the imbalance by these demographic factors
but have developed scalable efforts that
work for all students (Complete College
America, n.d.). One key piece of these pro-
gression plans by CCA and CCG is early
student completion of required college-level

math and English courses.

Gateway Course Completion

Nearly all core curriculums for associate and
bachelor degree programs include at least
one entry-level English composition course
and one mathematics course, most of which
are taken in the first year of college work.
Denley’s (2016) research in Tennessee
showed that students who failed to complete

these gateway courses were less likely to
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persist and graduate. Denley (2016) re-
ported that community college students who
did not pass all three gateway courses in
their first year (English Composition |, Eng-
lish Composition I, and general education
math) had an 18% six-year graduation rate.
Conversely, those who did pass the courses
had a 48% graduation rate. Because the
completion of these courses can have such
an impact on persistence, instructional
methods to aid in pass rates are highly
sought. Developmental, or remedial, educa-
tion is the approach most post-secondary in-
stitutions use to assist students in mastering
the necessary skills to successfully
complete gateway English and mathematic

courses.

Determining the Need for Developmental
Learning

The role of developmental learning is to en-
sure that academically underprepared stu-
dents can be successful in college-level
course work. Logue (2018) reported that
68% of public community college freshmen
and 40% of public four-year college
freshmen enroll in at least one developmen-
tal course. However, the process of develop-
mental learning has become a method of
quality control that weeds out students who
cannot complete the remedial work (At-

tewell, Lavin, Domina, & Levey, 2006). Stu-

dents are selected for participation most of-
ten based on high school performance, col-
lege entrance exam scores, college place-
ment exam scores, length of time out of the
classroom, or even self-selection. A mix of
all indicators is considered best practice
(Edgecombe & Bickerstaff, 2018; Rutschow
& Mayer, 2018; Scott-Clayton, 2012;
Woods, Park, Hu & Jones, 2018).
Placement exams are commonly
used to assess students for remedial work,
evaluating skill levels prior to beginning
courses. However, California is moving to
rely more on high school work and college
entrance exams to decrease the number of
students in remedial coursework while also
placing them directly into college-level work
(Smith, 2017). The University System of
Georgia has moved to the exemption
method, assuming all students should take a
developmental course unless they meet one
of many options that include a minimum high
school GPA, college entrance exam score,
or placement exam score (University Sys-
tem of Georgia, n.d.). Conversely, Attewell
et al. (2006) found that placement into devel-
opmental coursework was rather arbitrary
and varied greatly by institution and institu-

tion type.

Developmental Learning Support
The traditional definition of remedial or de-

velopmental education refers to prerequisite
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courses taken in advance of the gateway
course, designed to help an underprepared
student learn the skills needed for success
in the college-level course. Studies to deter-
mine value in remedial education have
nearly always been flawed and mixed results
have been reported (Bettinger & Long, 2009;
Rodriguez, Johnson, Mejia & Brooks, 2017).
Recent studies showed that highly under-
prepared students who take remedial pre-
requisites have stronger degree completion
rates than students who do not take the
courses (Bettinger & Long, 2009; Boatman
& Long, 2018). However, students on the
cusp of being considered college-ready
were found to have less success through re-
mediation (Boatman & Long, 2018).

While most colleges and universities
are non-selective or open access, there has
been a decrease in developmental educa-
tion offerings over the past 20 years (At-
tewell et al., 2006; Bahr, 2010; Fair, 2017).
This decrease can be attributed to the afore-
mentioned mixed findings from research, in-
crease in time to degree completion, cost to
the student, low pass rates, and low persis-
tence rates (Berryman & Short, 2010; Bet-
tinger & Long, 2009; Smith, 2017). Poor
pass rates and persistence to the next level
seem to be the most influential factors in the
discontinuation of developmental education

and the call for reformation (Clotfelter, Ladd,

Muschkin & Vigdor, 2015; Complete College
America, 2012; Denley, 2016).

With all the controversy surrounding
remediation, revised methods have been
tested, including accelerated/compressed
remediation, modular courses, contextual-
ized experiences, and corequisite learning
(Brower et al., 2017; Saxon & Martirosyan,
2017). Research on these areas is burgeon-
ing, but early studies showed positive re-
sults. Lucas and McCormick (2007) saw re-
sults indicating success at Middle Tennes-
see State University as the Tennessee
Board of Regents pioneered the redesign of
developmental learning. More recently,
Park, Woods, Hu, Jones, and Tandberg
(2018) found that students who self-select
into accelerated developmental math
courses had the highest subsequent pass
rate in their gateway math (over those with
no development education or corequisite
support). Corequisite learning has garnered
the most attention, though, with most devel-

opmental models morphing into this peda-

gogy.

Corequisite Learning

Research on the corequisite model of devel-
opmental learning increased in the last two
to three years and has become the hallmark
of CCA initiatives (Complete College Amer-
ica, 2019) and CCG’s Momentum Year initi-

atives (University System of Georgia, n.d.).
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One of the primary goals of CCG and the
USG is to increase the successful comple-
tion of gateway courses early in a student’s
academic career through concurrent enroll-
ment in a support class and the college-level
course associated with this support class
(University System of Georgia, n.d.). Berry-
man and Short (2010) wrote that Austin
Peay State University was one of the first to
develop just-in-time learning when Tennes-
see overhauled all developmental learning,
creating Supplemental Learning Assistance
with support sections of college courses.
Fair's (2017) dissertation asserted that stu-
dents taking corequisites alongside their
math course passed at the same rate as
those exempted from developmental/learn-
ing support for the same gateway math
course. Additional research published by
Brower et al. (2017), Complete College
America (2012), Denley (2016), Logue and
Watanabe-Rose (2014), Mireles et al.
(2014), and Royer and Baker (2018) con-
curred that this method has been successful
in student completion. Despite the early suc-
cess, Edgecombe and Bickerstaff (2018) ar-
gued that while corequisite learning is a step
in the right direction, learning support does
not end with 30 credit hours; and it should be
integrated throughout the academic experi-
ence.

There are numerous side benefits to

the corequisite model when compared to the

more traditional sequential developmental
courses prior to the credit-bearing gateway
course. Developmental learning has always
been concerning as it adds to cost and time
to degree (Lucas & McCormick, 2007; Mitch-
ell, 2014; Scott-Clayton & Rodriguez, 2014);
the corequisite model helps to combat these
shortfalls by putting students directly into
their required core courses, saving the time
and money required to complete prerequi-
site courses prior to enroliment (Belfield,
Jenkins, & Lahr, 2016; Mireles et al., 2014).

Success in Gateway Algebra

Nearly all students earning a bachelor’s de-
gree completed an entry-level math course,
and many of them likely took College Alge-
bra, regardless of their program of study.
Recent placement trends, however, focus
on appropriate math pathways for students
based on their major (Massachusetts De-
partment of Higher Education, 2018;
Merseth, 2011). College Algebra should be
for students progressing to Calculus, which
narrows down the population needing this
traditionally challenging course (Complete
College America, 2019). This shift not only
places students in a more useful course for
their degree, but also decreases the number
of students needing developmental courses.
Rutschow, Diamond, and Wallender (2017)

wrote that 50-70% of community college stu-



Georgia Journal of College Student Affairs

30

dents enter unprepared to take College Al-
gebra with less than 20% ever passing the
course. Rodriguez et al. (2017) found signif-
icantly higher success rates for California
community college students taking statistics
or compressed algebra pathways over the
traditional algebra paths. Completion barri-
ers like this are key to CCA and CCG initia-
tives and were recently implemented in USG
colleges and universities, along with the new
corequisite model for gateway mathematics
learning.

Reviewing the literature on college
completion initiatives, gateway course suc-
cess programming, and developmental
learning systems showed that corequisite
learning is the trending best practice,
adopted by national and state college com-
pletion groups. Research on corequisite
success is still limited, however, especially
in conjunction with higher level gateway
math courses like College Algebra. This
study adds to the literature in this area of ed-
ucational pedagogy and informs future prac-

tice.

METHODS
With corequisite learning now the sole
method of college readiness coursework in
Georgia, and little definitive research on its
success thus far, there is a need to examine
early trends of student performance. This

study begins that work, comparing students

at one institution who completed corequisite
support for College Algebra with those who
did not.

Participants

Participants for this study were enrolled at a
public Carnegie Doctoral/R2 comprehensive
institution in the University System of Geor-
gia offering associate, bachelor, master, and
doctoral degrees. This multi-campus institu-
tion enrolled over 26,000 students for the fall
2018 term with over 87% undergraduate en-
rollment. Participants were from the fall 2017
(3,561 students) and fall 2018 (4,362 stu-
dents) cohorts of new freshmen enrolled at
one campus of the university. Institutional
Research from the university defined the
student records provided: “first-time fresh-
men are first-time, full-time, degree-seeking
only” and “includes first-time summer and
fall students” as well as “advanced place-
ment students above the freshman level and
joint enrolled students becoming regular stu-
dents (Institutional Research, personal com-
munication, February 13, 2019). These
groups were narrowed down to represent (1)
fall 2017 students who took College Algebra
during the fall 2017 term and would have
been required to enroll in corequisite support
if the USG requirement had been in place
during their enrollment, and (2) fall 2018 stu-
dents who took College Algebra during the

fall 2018 term and were also enrolled in—
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and completed—required corequisite sup-
port.

To prepare the fall 2017 cohort for
analysis, student records meeting the follow-
ing criteria were removed: had a summer
matriculation term, were considered fresh-
men transfers, did not have a MATH 1111
(College Algebra) grade, had a MATH 0999
(corequisite support) grade, and had a
MATH 1111 W or WF grade. Next, each
MATH 0999 exemption criteria was applied
to remove students who would have been
exempt had the requirement been in place
for fall 2017: Area A math credit, math
placement index over 1265, high school
grade point average over 3.40, ACT math
test equal to or over 20, old SAT math test

score equal to or over 470, redesigned SAT

Table 1. Cohort Demographics

math test score equal to or over 25.5, or
ACCUPLACER elementary algebra score
equal to or over 79. After all record removal,
158 records remained.

To prepare the fall 2018 cohort for
analysis, student records meeting the follow-
ing criteria were removed: had a summer
matriculation term, were considered fresh-
men transfers, did not have a MATH 1111
grade, did not have a MATH 0999 grade,
and had a MATH 0999 or MATH 1111 W or
WF grade. Two additional students were
found to have met exemption criteria as
listed above but still enrolled in MATH 0999;
both student records were removed. After all
record removal, 55 records remained. Table
1 shows a demographic overview of the two

groups.

Cohort Mean Age Sex Race/Ethnicity
Fall 2017 18.22 55.1% female 4.4% American Indian/Alaskan Native
(No Corequisite) 44.9% male 1.9% Asian
(n=158) 25.9% Black/African-American
5.7% Hispanic
1.9% Two+ Races
59.5% White
2.5% Unknown
Fall 2018 19.05 43.6% female 3.6% American Indian/Alaskan Native
(Corequisite) 56.3% male 0.0% Asian
(n=55) 40.0% Black/African-American

14.5% Hispanic
3.6% Two+ Races
36.4% White
1.8% Unknown




Georgia Journal of College Student Affairs

32

The fall 2017 group who did not take the
corequisite course tended to be slightly
younger than the fall 18 group who did par-
ticipate in the corequisite course. The fall 17
group was majority female whereas the fall
18 group was majority male. The groups pre-
sented slightly different race/ethnicity break-
downs as well, with the fall 17 cohort being

over half white, followed by just over a quar-

Table 2. Cohort Academic Achievement Means

ter Black/African-American. The fall 18 co-
hort, however, was 40% Black/African-
American followed by 36% White. Hispanic
students also made up a larger portion for
fall 18 group than for fall 17. Both groups are
representative of the overall university de-
mographics in age, sex, and race/ethnicity.
An overview of the groups’ academic

achievements is presented in Table 2.

Cohort Mean High Mean SAT Mean ACT
School GPA Total Score Composite Score

Fall 2017 2.86 1049.64 21.73

(No Corequisite)

Fall 2018 2.70 1040.32 20.15

(Corequisite)

The fall 2017 group had a higher mean high
school grade point average, SAT total score,
and ACT composite score than the fall 2018
group. It is important to note that admissions
requirements changed for fall 2018 incoming
freshmen at the university studied. The min-
imum high school grade point average rose
from a 2.0 to a 2.5. The SAT total lowered
from a 1090 to a 1030, and the ACT compo-

site lowered from a 21 to a 20.

Data Collection and Analysis
Data were gathered at a single point in time

and included multiple demographic points,

information related to corequisite support re-
quirements, corequisite course grades, and
College Algebra course grades. The inde-
pendent variable was enrollment in College
Algebra corequisite support and the depend-
ent variable was the grade earned in College
Algebra. Descriptive statistics were used to
show frequency (count and percent) and
central tendency (mean) of sample students’
age, sex, and race/ethnicity as well as mean
of academic achievement levels. A chi-
square analysis was used to determine if a
relationship exists between the noted varia-

bles.
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Data were provided from the univer-
sity’s Department of Institutional Research
and the primary point of comparison for this
study was earned grades in College Alge-
bra. College Algebra was graded on a letter
scale of A, B, C, D, or F; passing—or suc-
cessful—grades include A, B, and C. The
university catalog description for College Al-
gebra, or MATH 1111, defines the course:

This course provides an in-depth

study of the properties of algebraic,

exponential and logarithmic func-
tions as needed for calculus. Empha-
sis is on using algebraic and graph-
ical techniques for solving problems
involving linear, quadratic,
piece-wise defined, rational, polyno-
mial, exponential, and logarithmic
functions.
The differentiation between comparison
groups is Support for College Algebra, or
MATH 0999. The University System of Geor-
gia provided this course description:

This Learning Support course pro-

vides corequisite support in mathe-

matics for students enrolled in MATH

1111 — College Algebra. Topics will

parallel topics being studied in

MATH 1111 and the course will pro-

vide support for the essential quanti-

tative skills needed to be successful
in MATH 1111. Taken with MATH

1111, this course provides an in-

depth study of the properties of alge-
braic, exponential and logarithmic
functions as needed for calculus.
Emphasis is on using algebraic and
graphical techniques for solving
problems involving linear, quadratic,
piece-wise defined, rational, polyno-
mial, exponential and logarithmic
functions. (University System of

Georgia, n.d.)

Limitations
Several limitations were found prior to and
during this study. Because this study looked
at specific cohorts affected by state govern-
ing board policy changes, it is not one that
could be replicated. Also, there were small
and uneven population counts between the
two groups. Prior to receiving the data sets,
it was expected that the fall 2017 group
would be smaller than the fall 2018 group
due to new lower admission criteria. The op-
posite was true, however, with the fall 2018
group being one third the size of the fall 2017
group. Upon review of additional policy with
the Director of the Academic Success Cen-
ter at the university studied, this is attributed
to better student placement into the appro-
priate math for their respective majors (per-
sonal communication, February 13, 2019).
Another limitation is that the review
was only of the first cohort of students since

implementation of the College Algebra
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corequisite requirement. Over time, staff and
faculty could modify instructional methods
for this new course leading to changes in
outcomes. It should also be noted that most
of the previous research in the area of
corequisite learning is regarding lower-level
mathematics courses and not College Alge-
bra. As a higher-level math course with
higher exemption criteria, comparison to
other research may be considered less ap-
plicable. While that does not impact the find-
ings of this study, it is inaccurate to fully
equate it to previous research, supporting
the case for additional study on this level or

course.

FINDINGS
This study sought to answer if a relationship

existed between required corequisite sup-

port and success in gateway College Alge-
bra courses. The results of the chi-square
test for independence were significant (X2 =
4.593, df=1, p=0.32), confirming the pres-
ence of a significant relationship between
these variables. Earned grades of A, B, and
C in College Algebra (MATH 1111) were
grouped as they are the successful, passing
grades. Earned grades of D and F were
grouped as they are the non-successful
grades. Table 3 shows these groupings, with
a larger portion of A, B, C grades for the fall
2018 group (72.7%) than the fall 2017 group
(56.3%). From this analysis, it can be de-
termined that students who enrolled in a
corequisite math course did better in

College Algebra than those who did not

enroll in the corequisite.

Table 3. College Algebra (MATH 1111) Grades by Cohort

MATH 1111

MATH 1111

Cohort A, B, C Grades D, F Grades Totals
Fall 2017 89 69 158
(No Corequisite) 56.3% 43.7% 100%
Fall 2018 40 15 55
(Corequisite) 72.7% 27.3% 100%
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DISCUSSION

Higher education is facing a number of ob-
stacles: greater scrutiny of success
measures like retention, progression, and
graduation; shifts in the demographics of
high school graduates with a majority of mi-
nority racial and ethnic groups; overall de-
creases in high school graduates; and in-
creases in adult learners. All these issues
have led to new methods of course support
with a focus on remediation. The University
System of Georgia recognized that success-
ful remediation can be key to progression for
many students and corequisite learning is
central to their efforts. The purpose of this
comparison study was to inform the use of
corequisite support for College Algebra and
the overall learning support policy of the
USG, determining if early success could be
found at the institution studied.

Results of this study showed that stu-
dents who took the corequisite support
course (MATH 0999) alongside College Al-
gebra (MATH 1111) earned an A, B, or C
grade at a rate of 72.7%, whereas students
who did not participate in corequisite learning
earned those passing grades at a rate of
56.3%. The outcomes of this research is con-
sistent with findings from Brower et al.
(2017), Complete College America (2012,
2019), Denley (2016), Logue and Watanabe-
Rose (2014), Mireles et al. (2014), and Royer
and Baker (2018), all of which asserted that

corequisite learning support produced posi-
tive results in gateway course completion.

Brower et al. (2017) looked at differ-
ent versions of scaffolding for learning sup-
port—using additional knowledge or support
to build up the student’s own independent
knowledge. Examining mathematics in Flor-
ida, Brower et al. (2017) found that corequi-
site learning was just one example of these
methods, but all focus groups agreed on the
positive effects of concurrent support
through corequisite work.

Complete College America has been
touting the success of corequisite course-
work for years, and the Spanning the Divide
website used early data from Georgia to back
up the focus on the topic (Complete College
America, 2019). CCA presented the national
rate of gateway math completion within two
years using traditional foundation remedia-
tion at 22% with the Georgia completion rate
of gateway math within one year using
corequisite remediation at 63%. This study
showed completion of College Algebra as a
gateway math within one semester with
corequisite remediation at nearly 73%.

Denley (2016) presented research
from Tennessee, showing higher retention
rates of students who learned using corequi-
site models versus prerequisite models, tying
success in gateway coursework to progres-
sion. Denley’s research supported the longi-

tudinal study by Logue and Watanabe-Rose
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(2014) finding that students who took the
corequisite support version of math instead
of the prerequisite earned more credits early
on in their college work, passed future math
courses, and graduated at higher rates than
those who started in the foundational prereg-
uisite courses. And while Logue and
Watanabe-Rose’s work (2014) varied from
the current study as a controlled experiment
looking at a lower level of mathematics, infer-
ences can be made that these students may
be more prepared for future courses than
their counterparts from the previous year.
Royer and Baker (2018) tracked
changes in success with math learning sup-
port as the subject institution moved from tra-
ditional support to corequisite support, find-
ing more students completed their gateway
math and did so in less time. While this study
did not compare students who previously
would have begun in lower-level math to then
reach College Algebra, the fact that corequi-
site support is required instead of a prerequi-
site means that more students enroll in Col-
lege Algebra and therefore are eligible to
complete it. This assertion was the finding by

Mireles et al. (2014) as well.

IMPLICATIONS
Despite the noted limitations, this study is
promising, indicating that corequisite support
can lead to greater success for students en-

rolled in College Algebra. It could also be

used to inform expanded models of corequi-
site learning for more students in additional
courses with traditionally high D, F, W rates.
This research should be shared with key con-
stituents including the Director of the Aca-
demic Success Center, Associate Provost,
and Vice President for Enrollment Manage-
ment. University System of Georgia staff
working with Learning Support policy should
also consider the implications of this re-
search. These key players can review this
study as they look toward new policies or
ways to implement existing policies.

Many new options for support are be-
ing explored, including embedded peer sup-
port and supplemental instruction. Supple-
mental instruction (Sl), a system that uses
peers to prepare informal study sessions out-
side of class in courses that commonly see
high numbers of unsuccessful grades, is
seeing early traction at Georgia State Univer-
sity (GSU), including resolutions from their
Student Government Association to offer
more sections (“Georgia State’s SGA”,
2016). The university studied plans to pilot
embedded peer support, similar to the GSU
Sl, in the summer of 2019 through a summer
bridge program. Research from Brower et al.
(2017) found success in the peer support
models as well. Continuation of these pro-
grams could further enhance achievement

as they are consistent with corequisite just-
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in-time support theory. As higher education
professionals who work in student success
and persistence initiatives design mecha-
nisms to enhance students progression,
these types of programs should be
considered. Certainly the new USG policies
on corequisite learning should continue, with

additional research to strengthen practices.

RECOMMENDATIONS FOR RESEARCH
Due to a small sample size and specific cam-
pus reviewed, it is recommended that this
study be replicated with additional cohorts
and campuses at the university studied,
along with different institutions, to increase
the number and types of students reviewed.
The university studied has a level of selectiv-
ity and most admitted students are exempt,
or close to exempt, from taking the corequi-
site learning support course with College Al-
gebra. Boatman and Long (2018) found that
students near college-readiness levels were
less successful with remediation efforts, so a
study of success at state colleges with open
access enrollment may be useful. Con-
versely, Managan’s 2019 report in The
Chronicle of Higher Education asserted that
students far removed from content—adult
learners in particular—had significant strug-
gles without foundational coursework. Stud-
ies considering these variables could pro-
duce a larger number of students, lower ac-

ademic achievement levels, and a greater

age span. Examining outcomes at state col-
leges would provide a better indication of the
large-scale impact of remediation through
corequisite learning. Demographic variables
could also be reviewed within each student
group.

While this study focused on College
Algebra, corequisite learning is now in place
for all college gateway math courses as well
as English. There is extensive room to study
the move away from foundational level learn-
ing support to a solely corequisite model.
Also, there are specific criteria used for ex-
emption from these courses. Students who
exempted could be examined to assess if all
exemption criteria have equal relationships
to grades in the gateway courses. And finally,
it could be insightful to examine the Calculus
grades of those who moved beyond College
Algebra with corequisite support. While the
course seemed to assist them in passing
their gateway math, an additional research
question could be if students were prepared

for the next math in their sequence.

CONCLUSION
It is critical that academic success profes-
sionals, enrollment managers, and higher
education administrators continue to seek
successful ways to ensure student progres-
sion and degree completion. Early research
on corequisite support for gateway courses,

as supported by this study, shows great
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promise in using just-in-time support and in-
structional scaffolding to give students the
supplemental help to move them along their
degree path. Additional University System of
Georgia research and policy is needed to en-

sure scalable methods to meet the Complete

College America and Complete College
Georgia initiatives with system-level support,
as has been implemented with corequisite

learning this past year.
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Understanding the Experiences of Provisionally
Admitted Black Male College Students in the
State of Georgia

Nikki Jackson (Valdosta State University)
Herbert Fiester (Valdosta State University)

Jamie L. Workman (Valdosta State University)

Colleges and universities, both within Georgia and nationwide, admit students who do not fully
meet institutional admission standards. Typically referred to as provisional admits, the students
then have requirements they must meet in order to gain full admission status. In Georgia, small
percentages of provisionally admitted students graduate on time. Coupled with nationwide grad-
uation rates for Black male students, the number of Black male provisionally admitted students
who graduate on time is concerningly low. Further understanding of this phenomenon is needed
to better support Black male students who enter Georgia institutions with provisional admission
status. The purpose of the study was to explore perceptions of first-time, full-time Black male
provisionally accepted students to achieve a clear understanding of factors that contribute to their
academic success. The researcher utilized a phenomenological approach and multiple methods
of data collection. This resulted in rich data that has been categorized into the overarching themes
of “a provisional opportunity” and “family matters.” Implications for student affairs professionals,
faculty, and other stakeholders are provided, as well as recommendations for future research on

provisionally admitted Black male college students.
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College students arrive on campus with vari-
ous levels of academic readiness. Colleges
and universities, both within the state of
Georgia and nationwide, provisionally admit
students who do not fully meet institutional
admission standards. These students may
not have a high enough Grade Point Average
(GPA), high school class rank, and/or stand-
ardized test scores (Adebayo, 2008; Palmer
& Davis, 2012). As provisionally admitted
students are particularly at risk for non-de-
gree completion (Adebayo, 2008; Nora &
Crisp, 2012), institutions have established
requirements for the population to meetin or-
der to gain full admission status. These in-
clude provisions such as remedial course-
work, minimum GPA requirements, required
tutoring, and supplemental academic advis-
ing (Heaney & Fisher, 2011). These condi-
tions, coupled with factors such as socioeco-
nomic status, precollege experiences, and
self-efficacy, may have a significant impact
on Black male students’ social and academic
experience within the higher education set-
ting (Harper, 2012).

According to the University System of
Georgia (USG), 37% of the student popula-
tion at two-year state colleges and 18% of
the student population at four-year state uni-
versities require remediation. More specifi-
cally, two-year state colleges have only 7%
three-year graduation rate among provision-

ally accepted students; four-year state

universities have a 25% six-year graduation
rate among the population (USG, 2016).
State institutions are responsible for the most
significant increase in graduation rates over
the past ten years because of their accessi-
bility nationwide (Doyle, 2010). State institu-
tions provide admission and learning oppor-
tunities for students who otherwise would not
be eligible to apply for admission, through
provisional acceptance. In Georgia, these
are students who do not meet minimum ad-
mission requirements such as acceptable
scores on standardized tests such as the
SAT and ACT and/or a minimum high school
GPA (USG, 2016).

The purpose of the study was to ex-
plore perceptions of first-time, full-time Black
male provisionally accepted students to
achieve a clear understanding of factors that
contribute to their academic success. The
insights gained from this phenomenological
study will help student affairs professionals,
faculty, and stakeholders understand more
clearly how provisionally admitted Black
male students’ lived experiences influence
their self-efficacy, sense of autonomy, and
collegiate experience. If needed, profession-
als can initiate early intervention opportuni-
ties for these students to become more en-
gaged in their academic journey. The re-
search question addresses students’ per-
spectives of challenges and significant is-

sues faced during the first academic year as
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well as factors contributing to the success of

those students participating in this study.

LITERATURE REVIEW

The intersection of race, gender, and other
social identities complicate how students ex-
perience the college environment. In a multi-
institutional study of 40 Black men engaged
in campus life, Brooms (2017) discussed the
concept of “Blackmaleness”, a framework
originally developed by Matua (2006). Ac-
cording to Matua (2006), Black men develop
identities and coping strategies due to socie-
tal forces that impede their success. Matua
noted that Black men often encounter suspi-
cion, have fewer opportunities, and face op-
pression because they are “both Black and
men; that is, Black men are oppressed by
gendered racism” (p. 6). Brooms (2017) in-
dicated that framing research on Black male
college students around the concept of
Blackmaleness is beneficial as it provides
context for the challenges Black males expe-
rience in society and how being Black and
being male influences one’s college experi-
ence.

Harper's (2012) qualitative study
“The National Black Male College Achieve-
ment Study” focused on Black undergradu-
ate men at 42 different college sites. The 219
study participants were Black males who had
been successful in postsecondary education.

Harper discussed the many factors

influencing the academic success, retention,
and graduation rates of the population.
These factors were categorized in three ar-
eas: precollege socialization readiness (fam-
ily support, K-12 experiences, and college
preparatory resources), college achievement
(classroom experiences, engagement out-
side of class, and supplemental educational
experiences), and post-college success (en-
rollment in graduate schools and career
readiness). Harper found less than 50% of
Black males graduated on time compared to
nearly 80% of White males (2012).

Further, Superville (2015) asserted
there was an increased graduation rate gap
between Black and Caucasian males by
nearly 20 points from 2009-2010 and 2012-
2013, nationally. In 2012, the national grad-
uation rate for Black males was 59% and
80% for White males (Superville, 2015). Su-
perville noted of the 48 reporting states, 35
reported Black male high school graduation
rates were lowest of all races and ethnicities
when gender was also considered (20%).
Georgia was included among the bottom six
states with low Black male graduation rates,
more specifically Richmond County (27%)
and Chatham County (27%) (Superville,
2015). He contended it is difficult to find true
data regarding graduation rates as it is often
times manipulated by the state. The research
provides insight on pre-college factors and

missed opportunities to learn, for example,



Georgia Journal of College Student Affairs

48

the excessiveness of Black male students
identified as special needs and receiving out-
of-school suspension. These factors may
have a direct effect on this group of students’
college readiness as only 16-20% graduate
from college in Georgia (Superville, 2015).

According to Jenson (2011), several
factors influence retention on an individual
level (educational achievement, assertive-
ness, and contentment), institutional (aca-
demic commitment), and social and external
level (social and familial support). These fac-
tors illustrate the multi-layered obstacles stu-
dents contend with as they try to matriculate
and successfully adjust both academically
and socially. These factors also influence
student success. Jenson (2011) suggested
students’ ability to integrate into a new envi-
ronment is based on past experiences such
as their academic performance in high
school, personal characteristics, and social
skills. Black male students often struggle
with this transitional and integrative experi-
ence.

Community colleges, according to
Cooper (2010), provide growing academic
opportunities for millions of students. These
institutions have policies that support open
admissions for students with college defi-
ciencies, have flexible course schedules,
and are cost effective. Cooper focused on
the social support and services at community

colleges as opposed to larger universities to

compare the success of students. These
support services improved the academic
success, including retention and persistence
of students needing remediation (Cooper,
2010). The following examples of social sup-
port systems found on community college
campuses have been found to help improve
the academic success of students requiring
remediation: academic guidance and advis-
ing, student success courses, learning com-
munities, financial aid advice and support,
and social networks (Cooper, 2010).
Flowers (2006) reported Black males
struggled with academic and social integra-
tion at both two-year state colleges and four-
year state universities. He noted Black
males experienced lower levels of academic
and social integration and engagement at
two-year colleges than at four-year institu-
tions. In short, what works at four-year col-
leges may not hold true at two-year colleges
for Black males. The mission of community
colleges is to provide “open-access to post-
secondary opportunities for under-served
communities” (Wood & Williams, 2013, p.2).
Wood and Williams (2013) indicated Black
male students represent 55% of enrolled stu-
dents at two-year institutions. Of the total
Black male population enrolled in two-year
institutions, 82% of Black male students will
enroll in public two-year colleges. In their re-
search, Wood and Williams used two-year
colleges and

community colleges
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interchangeably. The authors asserted this
population of students enroll in community
colleges because the institutions are flexible
and facilitate a smooth transition while meet-
ing their social and economic needs.

Although community colleges provide
open opportunities for the under-served,
Wood and Williams (2013) suggested factors
influencing persistence, achievement, and
graduation cause nearly 12% of Black males
to drop out one year after enrolling, and 83%
after 6 years without completing their pro-
gram of study. The purpose of their study
was to inform administrators of community
colleges of the factors that affect academic
success and persistence of Black males.
Wood and Williams (2013) bridged the gap in
literature by exploring the experiences of
Black male students enrolled in community
colleges compared to those enrolled in four-
year institutions.

Wood, Newman, and Harris 11l (2015)
explored self-efficacy as a determinant of ac-
ademic integration among Black males in
community college. Using data from the Na-
tional Center of Educational Statistics Edu-
cational Longitudinal Study, the authors ex-
amined 212,703 Black male community col-
lege students enrolled in 2006. Specifically
exploring math and English self-efficacy,
Wood et al. (2015) found that math self-effi-
cacy was predictive of several academic in-

tegration measures, including discussing

academics with faculty, meeting with advi-
sors, and using library resources; English
self-efficacy was not found to be statistically
significant. Wood et al. (2015) provide pro-
grammatic and curricular implications appli-
cable to both community colleges and four-
year institutions. Programs designed to aid
students in the transition from high school
such as summer bridge, learning communi-
ties, and first year experience programming
were of particular note. The researchers
highlight remedial course offerings and avail-
ability of student support services as addi-
tional implications. Finally, the authors
stress the importance of meeting with faculty
and academic advisors, describing them as
“integral to student persistence and success”
(p. 15) among the population. The authors
suggest strategies such as faculty requiring
students to meet during office hours and ac-
ademic advisors utilizing an intrusive advis-
ing model, particularly for Black men with
lower levels of self-efficacy in the researched
areas (2015).

McCarron and Inkelas (2006) and
Bryan and Simmons (2009) both conducted
studies on first-generation college students
and the importance of family support sys-
tems. In McCarron and Inkelas’s (2006)
quantitative study of 1879 students, parental
involvement played a significant role in the
degree attainment aspirations of first gener-

ation college students. For participants in
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their study, home-based involvement such
as discussions with parents about school
had the biggest influence on their degree as-
pirations. Bryan and Simmons’s (2009) qual-
itative study of 10 first-generation college
students from the Appalachian region of the
United States found several themes relating
to family support systems: close-knit families
and communities, separate identities [from
their families], pressure to succeed, returning
home, and the pervasiveness of poverty.
The authors noted that for participants, “fam-
ily relationships... have proven to be of the
utmost importance in creating an atmos-
phere conducive to postsecondary educa-
tional success” (p. 404). While their study
was specific to first-generation students, the
findings can be applied to other marginalized

populations, included Black male students.

Conceptual Framework
To gain an in-depth understanding of the
lived-experiences of first-time, full-time, pro-
visionally accepted Black male students, it is
essential to also discover the essence of
those experiences by analyzing relevant lit-
erature and reputable research. The re-
search focused on Black male participants’
college experiences and self-efficacy

through the lens of Pascarella’s General

Causal Model. According to Pascarella’s
(1985) General Causal Model, there is a sig-
nificant relationship between the organiza-
tion, its environment, and student retention.
According to Mayhew, Pascarella, and Ter-
enzini (2016), there are five major factors af-
fecting student retention: students’ circum-
stantial and pre-college experiences, the or-
ganization as a whole, the overall institu-
tional setting, student interactions with other
students and faculty and staff, and the value
of student determination. It is possible that
limitations and restrictions along with other
varying factors and experiences by first-time,
full-time, provisionally accepted students
may have an impact on retention and gradu-
ation rates (2016).

There are many factors that influence
student persistence and academic success,
student retention, engagement, motivation,
and ultimately their lived-experiences (Pas-
carella, 1985). The following experiential
framework illustrates how students’ precol-
lege characteristics and experiences along
with their perceived self-efficacy influence
their lived experiences (Figure 1). Pas-
carella’s (1985) General Causal Model is sig-
nificant for evaluating the effects of varying
college environments as it relates to student

learning and cognitive development.
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Figure 1. Experiential flow chart for the lived college experiences: How experiences and

self-efficacy influence the college experience, persistence, and academic success.

METHODS
The researcher explored the lived experi-
ences and perceptions of provisionally ad-
mitted Black male students at state institu-
tions in Georgia to address the following re-
search question: What are the common per-
ceptions of provisionally admitted Black male
students that influence their academic suc-
cess at colleges and universities within the
University System of Georgia? Data were
collected using 90-minute in-person inter-
views, a Skype follow-up interview, and a 90-
minute Skype focus group. The richness of

data from the in-person interviews helped

construct the questions for the follow-up
Skype interview and focus group.
Participants reflected on their provi-
sional admittance and beginning college; the
researcher gained an understanding of per-
ceptions of their lived experiences. Potential
participants were selected based on infor-
mation gained from Georgia state institutions
that provisionally admit students. Each cam-
pus’s office of institutional research provided
a list of full-time students who self-identified
as “Male” and “Black” or “African American”
on their demographic records, and who were

provisionally admitted by the institution; a
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total of eight students self-selected to partic-
ipate in this study. Table 1 provides an over-

view of the participants’ pseudonyms, age,

classification, major, institution type, and par-

ticipation in student support services and in-

volvement in clubs or organizations.

Table 1. Participant Profiles

Participant Age Classification Stu. Supp. 1stGen C/U
Dexter 19  Sophomore Marine Science Yes 243 No No U
Eddie 19  Sophomore Behavioral Analysis Yes 1.65 Yes Yes C
Hawk 19  Sophomore Chemistry Yes 20 No Yes C
Hernandez 20  Sophomore Engineering Yes 1.69 Yes No C
Larry 20 Junior History Yes 25 No No U
Quincy 20 Freshmen Mass Comm. Yes 20 No No U
Ralph 19 Freshmen Chemistry Yes 20 No No C
Ronnie 19  Sophomore C.I.S. Yes 26 No No U

Note: Stu. Support = Utilized Student Support Services, Org. = Organizational Involvement, 15t

Gen = First Generation College Student, C = State College, U = State University

The study was limited by the partici-
pants’ degree of comfort and ease discuss-
ing personal experiences and feelings during
the interviews and focus groups. It included
four institutions within Georgia: two state col-
leges and two state universities. The find-
ings are not generalized to all state colleges
or state universities. Participants were
asked to reflect on their lived experiences
with the phenomenon of being a provisionally
admitted Black male college student. To
achieve the goals of this research, a pur-
poseful, inductive approach was used to
identify similarities of responses within the
emerging data and to identify relationships

between the participants and their personal

experiences and the context in which they
both exist.

Data were transcribed, coded, and
categorized. Using Strauss’s (1987) process
of classification reasoning, the researcher
determined connections and themes, estab-
lished categories, and analyzed the data ac-
cording to patterns of similarity, frequency,
causation, and sequence. Using multi-
method triangulation as a reflexive process,
the researcher aimed to ensure the interpre-
tations of the participants’ responses were
accurate and unbiased. Once the partici-
pants agreed their responses were reflected
accurately, the researcher considered the

data trustworthy. To ensure both
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methodological approaches support the lim-
ited ideologies of this phenomenon, the re-
searcher employed multi-method triangula-
tion using interviews and focus groups to
build a rationalization of the themes and to
ensure internal credibility. Semi-structured,
one-on-one interviews captured the individu-
als’ accounts of the phenomenon. To collect
a general account of the phenomenon, the
researcher conducted focus groups to verify
and test the trustworthiness of the data re-
trieved from the interviews. By integrating
the data from the individual interviews with
data from the focus groups, the researcher
added to the limited knowledge of this phe-
nomenon by establishing a systematic guide
for further research.

The following results provide an over-
view of student perceptions and describe
themes associated with the researched

question.

FINDINGS
The results of the interviews and Skype focus
groups with eight participants were used to
provide insight into the lived experiences of
provisionally admitted Black male students
as it relates to their academic success. After
coding the interviews and Skype focus
groups and identifying topics, themes, and
sub-themes for both groups, coding analysis
was used to analyze the overall themes that

were consistent among the participants.

Two overarching themes emerged from the
data: “a provisional opportunity” and “family

matters.”

A Provisional Opportunity

When considering the impact of the common
perceptions of provisionally admitted Black
male students, seven out of the eight partici-
pants expressed being accepted on a provi-
sional basis was an “opportunity.” Partici-
pants expressed taking a learning support
course was essentially a way in. The partic-
ipants acknowledged their academic defi-
ciency from high school and during their first
semester as “a struggle or weakness.” More-
over, the men expressed there was no
uniqueness to being a provisionally accepted
student. Larry stated, “If | didn’t have my
learning support class, it could have been
something else. | mean | don’t think there is
one student on this campus that feels like
everything was perfect.” These students do
not perceive their admission status as
unique, but instead as an opportunity.

Most of the participants believed be-
ing admitted provisionally was an “oppor-
tunity.” Ronnie stated, “Though | was given a
chance to go to college, | felt labeled. Yes, |
struggled in math before, | felt like the class
was a waste of time because we didn’t do an-
ything in the class. | didn’t gain anything from
it.” He further stated, “I got more help from

my roommate than my teacher.” In the end,
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apart from feeling “labeled,” Ronnie con-
cluded, “l still had this chance, so | had to do
something with it. Because someone else
could have been accepted in my place.”
Though there was initial resistance during
the early part of this student’s first semester,
he later described his admission as an “op-
portunity.”

The “opportunity” to be accepted was
also described as motivational for some par-
ticipants. Additionally, responses to ques-
tions regarding their overall experience being
accepted provisionally, and how it impacted
their success included, “It’s like it pushed me
more every day.” Quincy stated, “It was a
drive. Being provisionally accepted wasn’t
going to determine who | am today.” The
participants’ admission status was described
as not having a negative connotation; seven
out of eight participants found being provi-
sionally admitted motivational.

Not all of the factors that impacted
success were positive. Hawk admitted, “My
laziness causes me not to do well in my clas-
ses. But, over the past semester or so, |
have to learn how to manage my procrasti-
nation.” Hernandez discussed challenges
relating to his housing situation, “Because |
didn’t live on campus my first semester, |
didn’t have access to everything | need to
succeed. | had to ride to campus with a

friend. The school ran out of housing, so |

had to rent an apartment. So, | struggled in-
itially, but my mom pushes me every day.”
Three participants found there is a unique-
ness to being a Black male student separate
from being provisionally accepted. Eddie
stated, “l think being a Black male altogether
is kind of rough though. | feel like some peo-
ple have different expectations of you as a
Black male.” Another participant, Ralph,
said:

There are a lot of stipulations that put

us down as a culture and as a gener-

ation. Some times [sic] in our own
race, our struggles are not recog-
nized. For me being in college, many

do not realize what | am here for is a

daunting task. | feel like the odds

have already stacked against us...us
being here sets us apart. We are
more than a statistic and what you
see on T.V in terms of violence. One
thing that motivates me is being eve-
rything the world says | cannot. So,
because this school accepted provi-
sional students, | have the oppor-
tunity today achieve great things.

Maybe this makes me unique.

Lastly, Hernandez mentioned his pro-
fessors were aware of the expectations of the
world for Black males, so “they try to show us
the right ways to handle certain situations
and just be smart about what you do.” State-

ments such as Hernandez’s, as well as the
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others above, indicate that regardless of past
challenges, students viewed their admission
as an opportunity and were willing to work

hard to be successful.

Family Matters

Each participant asserted his family moti-
vated him to succeed. While students’ fami-
lies ranged in the amount and type of support
they could provide, each played a major role
in student success. Two of the participants
self-identified as first generation. An addi-
tional participant had a parent enroll in col-
lege for the first time the semester in which
his interview was conducted. Eddie stated,
“I come from nothing. | am reminded of
where | come from. My family, especially my
mother, supports me here in school.” Dexter
discussed the need to support family, shar-
ing “l want to graduate so, | can take care of
my mother.” Participants were also asked
“What are the factors that impact your ability
to succeed?” Ralph stated, “Having my fam-
ily to support me each step of the way means
a lot to me.” Eddie expressed, “I don’t want
to let my mom and family down.”

Despite the differences in parental
level of education of the participants, the
men’s family support is similar in terms of en-
couragement and motivation. The support
differs in terms of participants who were not
first-generation because of their parental

knowledge of financial aid, the admissions

process, and available support systems on
campus. Larry smiled ruefully, shook his
head, and said, “Man, | know not to call finan-
cial aid for anything. My oldest sister could
never get anything done over the phone.”
Quincy exclaimed, “Listen, my mom and |
both are not good in math. She had to get
help from a tutor on campus.” Regardless of
parental level of involvement, based on the
quotes above, it is clear that this population,

“family matters.”

DISCUSSION

Each of the two identified themes apply to
previous research. The “a provisional oppor-
tunity” theme connects to Cooper’s (2010)
assertion that community colleges provide
growing academic opportunities for millions
of students. For the purposes of this study,
state colleges and universities also provide
the same opportunities. All of the institutions
have policies in place that support open ad-
missions for students with college deficien-
cies. Each of the participants had math defi-
ciencies, all having standardized math test
scores below the institution’s requirement.
According to the participants, the three most
common support services they frequented
were the Writing Center, tutorial services for
math, and academic advisement.

The findings of the study represent
one of Cooper’s (2010) social support sys-

tems that are offered at each institution.
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Cooper asserted community colleges help
students requiring remediation improve their
academic success. He found those social
support systems included academic guid-
ance and advising, student success courses,
and learning communities (Cooper, 2010).
Both Ralph and Ronnie discussed using stu-
dent support services. Ralph stated, “The
student tutors really help me out. When | still
don’t get it, they don’t get frustrated. They
tried teaching me another way.” Ronnie said,
“There are some students in the Writing Cen-
ter that help me out.” However, other partic-
ipants discussed lack of engagement on their
campus. “There aren’t any groups on cam-
pus that focus on one subject” Larry noted;
Hawk said, “l wish | can get together with oth-
ers in my dorm.”

The “family matters” theme supports
Harper’s (2012) qualitative report. Harper
contended family support, an element of pre-
college socialization, is one of the many fac-
tors that influences academic success, re-
tention, and graduation of Black males. The
findings of this study also support McCarron
and Inkelas (2006) assertion that family sup-
port is one of the greatest predictors of aca-
demic success and inspiration for first gener-
ation college students. Further, while not all
participants were first-generation college stu-
dents, the findings support Bryan and Sim-
mons’ (2009) assertion that family relation-

ships and experiences are significant in

promoting social development and academic

Success.

Application to the General Causal Model
In this research, it was determined precol-
lege experiences, self-efficacy, and engage-
ment impacted students’ perceptions of their
lived experiences during the first academic
year. The results support Pascarella’s
(1985) argument regarding the many factors
that influence student persistence and aca-
demic success, student retention, engage-
ment, motivation, and ultimately lived-experi-
ences.

Family and upbringing played a major
role in the precollege experiences for this
group. Eddie’s statement, “l come from noth-
ing. | am reminded of where | come from.
My family, especially my mother, supports
me here in school,” is indicative of multiple
participants, and the Black male population
at many institutions. Further, and particularly
for this group, provisional admittance status
did not negatively impact self-efficacy.
Statements such as Larry’s “It was a smooth
transition. | can’t say | had a problem with it,
as well as Hawk’s “I was confident” and Her-
nandez’s “Provisional acceptance is just a
mindset!” indicate that students were confi-
dent in their abilities to succeed and would
not let their provisional status impact their ex-

perience.
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Finally, student engagement in cam-
pus services was a key factor for participants
in this study. While some campus services
such as the writing center or tutoring were
viewed positively, others, such as financial
aid were not. Regardless of perception,
those services undoubtedly influenced stu-

dent lived experiences.

RECOMMENDATIONS FOR PRACTICE
The findings of this study indicate that partic-
ipants understood they were given a chance
to succeed, but acknowledge they need a
support system in order to do so. Institutions
should assess students’ individualized self-
efficacy to build understandings of the inter-
nal, self-existing, self-perceived competence
of provisionally admitted Black male stu-
dents. Creating increased opportunities for
student engagement will allow provisionally
accepted Black male students to more easily
transition into their college experience, coun-
tering potential pre-college characteristics
developed in K-12.

Administrators should encourage stu-
dent affairs professionals and faculty to be-
come more engaged with their students, both
inside and outside of the classroom to estab-
lish lasting relationships and mentorship.
Peer mentoring programs could help first-
time, full-time, provisionally accepted Black
male students transition successfully as well.

As students saw admission to the institution

as “a provisional opportunity,” structured
mentoring programs could help students
succeed with the opportunity. Other struc-
tured programming, for example Black Male
Initiatives, have been identified as successful
in their efforts to improve Black male reten-
tion, persistence, and graduation rate. By
providing academic and social support,
these programs aid Black men in developing
a sense of belonging and gaining cultural
capital (Arthur, 2017; Brooms, 2017; 2018).
Further, both student affairs profes-
sionals and faculty should help the students
become engaged on campus. In addition to
strategies such as Black Male Initiatives, an
assessment of students’ interests is needed
to evaluate the needs for clubs and organi-
zations offered on campuses. This supports
both Harper’s (2012) concept of Black male
college achievement and Jenson’s (2011)
factors influencing retention. Even though
institutions may offer a variety of clubs and
organizations, students may not be aware of
them. Larry’s comment above, “there aren’t
any groups on campus that focus on one
subject” is an indicator that, at least for Larry,
there is a lack of knowledge regarding ways
he could get involved. Given that, it is nec-
essary for faculty, student affairs profession-
als, and undergraduate student leaders to
make sure Black male students are not only
aware of campus organizations, but that they

also feel welcomed to participate.



Georgia Journal of College Student Affairs

58

RECOMMENDATIONS FOR RESEARCH
Given the increasing population of students
requiring remediation at state institutions,
college administrators need to develop a
greater understanding of students’ precol-
lege experiences and characteristics and
perceptions during their first academic year.
There is a need for research that explores
various assessments of student interests for
implementing on-campus organizations and
programming. Student involvement and en-
gagement is also a measurement of aca-
demic success, integration, and progress. A
recommendation is to replicate this study at
the same four institutions to determine if any
modifications have been made to improve
the experience, retention, and graduation
rates of provisionally admitted Black male
students. An additional recommendation is
to reproduce this study in a different setting
such as other Georgia institutions or in a dif-
ferent state to determine the impact of partic-
ipants’ precollege characteristics and experi-
ences on academic success.

Further, other areas that could impact
a student’s self-efficacy and success in col-
lege as it applies to provisionally admitted
Black male students can be explored. Rela-
tionships, technology use, substance use,
and peer interactions and influences are
some of many topics that could provide addi-
tional insight on the population. Finally, re-

search on strategies designed to specifically

support Black male students, such as Black
Male Initiatives and other formal mentoring
programs, will help develop a greater under-
standing of not only the students themselves,
but of the effectiveness of the programs de-

signed to support their success.

CONCLUSION
The findings of this study support the need
for assessing institutional programming and
organizations to attract the interest of a di-
verse student body. Additionally, it would be
appropriate to consider the effectiveness of
student support services such as academic
guidance and advising, student success
courses, learning communities, informed fi-
nancial aid support, and social networks.
One notable finding was that participants
wanted to use campus services, but quickly
became aware of which services were per-
ceived as being more or less helpful than oth-
ers. While no campus service will satisfy
every student on every issue, it is imperative
that services are viewed positively by stu-
dents and when problems cannot be re-
solved, the student understands why they
cannot. Student affairs professionals, fac-
ulty, and other stakeholders have a respon-
sibility to best aid Black male students as
they progress through this “provisional op-
portunity.” Further, it is evident that “family
matters” to this population of students. Fam-

ily supported this population of students, and
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the students wanted to support them. Under- that family plays in their lives can be a key

standing students’ backgrounds and the role piece in helping them succeed.
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As large and complicated organizations, col-
leges and universities require significant
numbers of administrative student affairs po-
sitions to facilitate their operation. As such,
the importance of student affairs profession-
als to the academy and the operation of insti-
tutions within higher education cannot be un-
derstated. Beyond their immediate adminis-
trative functions, these professionals take on
the following roles: “1) adviser, liaison, advo-
cate, 2) counselor, assessor, conduct officer,
3) service provider, coordinator of programs,
and 4) crisis manager, institutional pre-
server” (Barr, McClellan, & Sandeen, 2014).
While their faculty counterparts cultivate stu-
dent success within the classroom, these ad-
ministrators play a central and parallel role to
that of faculty, developing student success
outside the classroom setting. According to
Hamrick, Evans, and Schuh (2002) “with the
new emphasis on an integrated approach to
developing opportunities to foster student
learning, student affairs has assumed a po-
sition of centrality and expertise in the edu-
cational process” (p. 128). Recognizing this
elevated role of student affairs professionals
in college students’ development and educa-
tion, there is responsibility for the profession
to ensure administrators are adequately pre-
pared.

One of the most obvious areas ad-
ministrators need formal training and contin-

ued professional development is in

supervision and management, sometimes
referred to as hiring and staffing practices.
While there is a plethora of positions admin-
istrators may hold (i.e. academic advising,
managing residence halls, coordinating ath-
letics and intramural sports, fundraising, tu-
toring and writing centers, etc.), a common
responsibility will likely be serving as a man-
ager and/or supervisor at some point in their
career. For many, this responsibility will be
thrust upon them immediately in their first
professional position. Unfortunately, the abil-
ity to be an effective manager/supervisor
does not come naturally to everyone, but ra-
ther, it must be intentionally learned and cul-
tivated. There is a perception that if you have
been supervised before, then you in turn
know how to be a supervisor and that if you
are a good employee, you must be a good
supervisor. This is the same line of thought
as professors not needing to learn to teach
because they have observed their own fac-
ulty or that they were good students. How-
ever, as many professionals know all too well
from personal experience, teaching, much
like supervision, is not an inherent talent or
skill.

While not all graduate preparation
programs in student affairs are the same in
terms of scope (some more theoretical, oth-
ers more practical) and focus (administrative
or counseling), most are designed to provide

students with the requisite knowledge and
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skills needed to develop into professionals
who can meet the ever-growing challenges
and needs of the contemporary college stu-
dent (Long, 2012). Higher education and
student affairs program faculty have the priv-
ilege and responsibility to craft curriculum
and pedagogical practices to be inclusive,
foster development of critical thinking, and
provide the academic scaffolding needed to
propel students into the student affairs pro-
fession. Since hiring and staffing practices
are a common responsibility shared by jobs
across functional areas within student affairs,
it would stand to reason that the develop-
ment of supervision and management skills
would be included within most curricula of
graduate preparation programs. This paper
provides a cursory examination of the 201
higher education graduate preparatory pro-
grams compiled by the Association for the
Study of Higher Education (ASHE) to deter-
mine the prominence of course requirements
focused on management and supervision. In
addition, an innovative pedagogical ap-
proach used within one of these graduate
programs with a specific focus on the devel-
opment of skills related to hiring and staffing
practices of future administrators will be illus-
trated. Recommendations will be provided to
graduate program faculty and leaders within
higher education administration to further

train and develop student affairs

professionals to be effective managers and

supervisors.

Hiring and Staffing Practices
Recognizing the importance professional
staff have on the success of the university
(Hamrick, et al., 2002; Ruben, 2010), effec-
tive hiring and staffing practices are critical.
Conley, Powers, and Smith (2017) assert
“...colleges and universities occupy a
unique position within our society that re-
quires them to go beyond effective human re-
source practices. As learning organizations,
they must transcend the tenets of business
and industry” (p. 75). To this end, it is appar-
ent that the success of any organization is
dependent upon successful hiring and staff-
ing. Winston and Creamer (1997) reinforce
this assertion and stress that effective hiring
processes are critical as higher education is
a reflection of the faculty and staff who shape
it. Furthermore, they go on to argue that the
most important role of student affairs profes-
sionals is the hiring, staffing, supervision,
and development of administrators through-
out the university. To this end, the intentional
professional development of the supervision
and management skills of student affairs pro-
fessionals could be paramount to the suc-
cess of student affairs and higher education
institutions.

It can be argued administrators rely

upon how they were taught to do something
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(or simply observed it) rather than learning
and applying the best practices established
and reinforced through empirical research.
There are many practices, such as hir-
ing/staffing processes, where administrators
may default to their own prior experiences,
such as how they were previously inter-
viewed and/or their experience serving on a
search committee. Carroll (2014) finds this
disconcerting and shares the concern that
many supervisors are simply unprepared for
this important role, as they assumed this role
without formal training to do so effectively.
This practice of higher education and student
affairs is fundamentally flawed, as it as-
sumes individuals can learn through obser-
vation alone. This is a great example of a
managerial failure as it is a logical fallacy
based on inadequate ideas (Bolman and
Deal, 2013). The fact that institutions of
higher education place the responsibility of
securing the most expensive and important
resource (the staff) of their organization on
the shoulders of hiring managers that lack
formal training is flawed at best and negligent
at worst.

The authoritative source on staffing
and hiring practices is the work of Winston
and Creamer (1997). In their text, Staffing
and Hiring Practices in Student Affairs, they
outline and discuss the central components
that future supervisors and managers must

be aware of. Despite being the authoritative

text on this subject, it must be noted that a
fundamental limitation of its use is the fact it
is twenty years old at this point. While there
are staples of hiring/staffing practices out-
lined that are timeless and true to this day,
there is clearly a need to incorporate current
trends and concerns in higher education
(such as the Fair Labor Standards Act, Les-
bian, Gay, Bisexual, Transgender, and
Queer (LGBTQ) rights, financial constraints
of universities, and increasing demand for
assessment and accountability).

Developing future higher education
administrators in the best practices of hir-
ing/staffing that are ethical, efficient, and ef-
fective should have a rippling impact on
higher education. By improving the hir-
ing/staffing practices, these administrators
will strengthen our profession, which will
transcend into the academic experience of
students (Davenport, 2016). With that being
said, it should come as no surprise that dis-
satisfaction with supervisors can lead to
higher turnover rates of employees (Harvey,
Stoner, Hochwarter, & Kacmar, 2007; Tep-
per, 2000; Tull; 2006). Coupling this turnover
rate with the high attrition rate of higher edu-
cation administrators due to low salaries, lim-
ited career mobility, geographic restrictions,
and lack of professional respect from others
within the academe (Bender, 2009; Lorden,
1998; Tull, 2006; Winston & Creamer, 1997)

reinforces the need to develop future leaders
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in the areas of management and supervision.
The saturation of effective supervisors in
higher education and student affairs has the
potential to mitigate employee concerns and
positively influence the attrition rate within
the student affairs profession. Supporting
this, Ruben (2010) asserts, “Perhaps more
so than in many other organizations, the peo-
ple who work in higher education determine
the quality of the programs and services that
can be offered” (p.57). Doing so can have a
rippling impact throughout higher education,
as it will not only strengthen the division of

student affairs, but the university as a whole.

The Development and Training of
Student Affairs Professionals

Learning should be viewed as a lifelong
process extending beyond the years student
affairs professionals spend formally in their
graduate coursework. Arguably, the greatest
learning will come through professional ex-
perience as students will apply theory-to-
practice and learn first-hand through their
successes and failures in working in higher
education administration. Graduate program
faculty have the opportunity to establish the
building blocks of these young professionals’
journey as practitioners, but it is only the be-
ginning of their development. With that being
said, faculty and senior student affairs ad-

ministrators should consider forming a

symbiotic partnership, in which both support
one another, in this academic preparation.

This academic background should be
coupled with professional development
throughout the individual’s career to make
them most effective in their position. Recog-
nizing the lifelong learning of these profes-
sionals, it is important for faculty and senior
administrators to understand how adults
learn (adult learning theory) and develop ef-
fective strategies for teaching these profes-
sionals in and out of the classroom
(Brookfield, 1991; Knowles, Holton & Swan-
son, 1998; Merriam, Caffarella, & Baumgart-
ner, 2007). In doing so, faculty will be able
to intentionally shape the academic experi-
ence of these graduate programs to comple-
ment and be congruent with the learning that
will continue long after these students grad-
uate and enter the profession. At that point,
the reins are turned over from the faculty to
senior administrators who need to continue
to foster this learning and professional devel-
opment of their staff.

Faculty members in higher education
and student affairs programs have the ability
(and arguably the responsibility) to develop
future leaders in their graduate preparatory
programs. This growth is critical and should
continue in their administrative positions
through formal training and professional de-
velopment within their functional areas. As

Roberts (2007) reminds us, professional
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development (in and out of the classroom) is
a foundation of student affairs practice within
higher education. Ultimately, through this di-
alogue and professional development (and
graduate preparatory programs), faculty
have the ability to shape the next generation
of leaders in higher education. As faculty
within graduate preparatory programs, we
recognize this is both a privilege and respon-
sibility, and should not be taken lightly.
There is the opportunity to establish an ap-
prenticeship approach that is rooted in theory
and best practices. It should be the goal of
faculty to develop successful academic lead-
ers. Our commitment to developing these
principles in student affairs professionals will
foster transformational leadership practices
throughout our institutions. This commitment
of higher education graduate preparatory
faculty can be guided by the principles of the
Council for the Advancement of Standards in
Higher Education (CAS).

Graduate Preparatory Programs and the
CAS Standards

Accreditation systems and academic guide-

lines are the foundation of the profession and

guide the practices of scholar practitioners

(McClintock, 2003). A guiding force in

graduate preparatory programs in higher ed-
ucation is the Council for the Advancement
of Standards in Higher Education (CAS).
The CAS standards recommend “teaching
approaches include active collaboration, ser-
vice-learning, problem-based learning, com-
munity-based learning, experiential learning,
and constructivist learning. Faculty members
should use multiple teaching strategies”
(CAS, 2012, p. 9). These pedagogical ap-
proaches are multimodal and align with adult
learning theory (Knowles, et al., 1998). They
are designed to provide an engaging experi-
ence for students that fosters the application
of theory-to-practice. It is through application
that students further develop their critical
thinking skills and strengthen their practice.
CAS (2012) recommends graduate
preparatory programs in higher education
address three content areas of study: 1)
foundational studies, 2) professional studies,
and 3) supervised practice. Of these areas,
it is professional studies that is directly con-
nected to supervision and management.
Professional studies outlines five subcatego-
ries, of which ‘organization and
administration of student affairs’ ties to man-

agement and supervision (Figure 1).
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CAS Standards

Foundational

Professional

Student learning and development theories

Supervised Practice

Student characteristics and effects of college

Individual and group strategies

Organization and administration of student affairs

Assessment, evaluation, and research

Figure 1. Overview of CAS Standards and subsection of Professional studies.

Within this subcategory of professional stud-
ies, there is a call to “include studies of or-
ganizational, management, and leadership
theory and practice; student affairs functions,

organizational models, and partnerships;

legal issues in higher education; human and
organizational resources; and professional
issues, ethics, and standards of practice in
the context of diverse institutional types”
(CAS, 2012, p.13) (Figure 2).

—1  Organizational, management, and leadership theory and practice

—  Student affairs functions, organizational models, and partnerships

Organization and

administration in g

Legal issues in higher education

student affairs

— Human and organizational resources

— Professional issues, ethics, and standards of practice

Figure 2. Organization and Administration subsection of Professional Studies

The inherent challenge in meeting
and meaningfully adhering to the CAS
Standards is the limited number of courses in
graduate programs, which prohibits the inclu-
sion of classes focusing exclusively on each

of these components. Arguably, a program

could develop a dozen courses in this area
of professional studies alone. While this
would allow students to more deeply explore
these topics, there simply is not the luxury of
affording that many courses in a graduate

program to one area. As noted above, there
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are three primary content areas of study that
programs strive to adhere to from the CAS
Standards (foundational studies, profes-
sional studies, and supervised practice).
Simply dividing the 12 courses equally be-
tween each of these three areas would result
in only four courses being offered from each
area in a typical 36-credit Master’s degree
program. Therein lies the challenge of pro-
gram coordinators and faculty. Which of
these areas warrants in-depth attention of
the topic exclusively, and which courses can
be combined and/or infused throughout the
curriculum? It appears one such area being
combined and/or infused is management

and supervision.

Graduate Courses Focused on
Management/Supervision
An examination of the curriculum of 201
graduate programs in higher education/stu-
dent affairs compiled on the ASHE website
found 23 (11%) programs have a course re-
quirement focusing exclusively on manage-
ment/supervision. This cursory examination
involved looking at the program of study for
each graduate program and ascertaining if a
course requirement was dedicated to man-
agement and supervision practices in higher
education. The criteria for this categorization
was identifying course titles clearly focusing
on management or supervision. When avail-

able, course descriptions/syllabi were

reviewed to confirm these findings. While
many of these 178 (89%) graduate prepara-
tory programs without a management/super-
vision course likely blend the topic within
other courses (i.e. organizational theory,
leadership, administration, etc.), these
courses cannot dig as deeply into manage-
ment and supervision as they would if they
focused exclusively on these topics.

It can be argued that inclusion of a
course focusing exclusively on management
and supervision is critical, as there is a need
to develop higher education administrators to
be strong(er) supervisors and managers (lg-
nelzi, 2013). While these new professionals
from graduate programs will hold a plethora
of roles and responsibilities, it is likely these
roles and responsibilities will include super-
vision and/or management. Disconcertingly,
Ignelzi (2013) asserts that “a troubling as-
sumption among many student affairs super-
visors on when learning ends for supervisees
seems to be that learning ends with gradua-
tion from a student affairs graduate prepara-
tory program” (p. 418). To this end, the
higher education and student affairs profes-
sion often expects graduate preparatory pro-
grams to develop the supervision and man-
agement skills of graduate students, yet the
findings from examining the graduate pro-
grams compiled by ASHE show only 11% of
these programs accomplish this task. This

illustrates a clear need for graduate



Georgia Journal of College Student Affairs

71

preparatory programs to focus on manage-
ment and supervision practices within their
curriculum and continued professional devel-
opment throughout their career. There is a
need to develop student affairs professionals
to be active scholar practitioners, extending
their learning beyond formal education. Pro-
fessionals should view themselves as life-
long learners who intentionally seek out pro-
fessional development. This scholarly prac-
tice should be grounded in theory and re-
search, include assessment and evalua-
tion, and be driven by personal values, com-
mitment, and ethical conduct (McClintock,
2003). In doing so, student affairs profes-
sionals will be able to build upon the founda-
tion of the academic scaffolding they re-
ceived in their graduate studies and continue
to grow professionally (and address any def-
icits from their academic preparation). Ac-
knowledging this, the formation of scholarly
practice ought to begin in their graduate pro-
gram, as that is a pivotal developmental pe-
riod in which they begin to define who they
are as a professional and develop into be-

coming a scholar practitioner.

Development of Management and
Supervision Course
As a profession, there is a clear need to de-
velop and articulate widely the acceptable
and unacceptable staffing practices in stu-

dent affairs (Winston, Torres, Carpenter,

Mclntire, & Petersen, 2001). Recognizing
this inherent need to develop the manage-
ment and supervision skills of future higher
education administrators, we created and im-
plemented a required graduate course in this
area for a graduate program in Higher Edu-
cation Leadership (‘Management and Super-
vision’) and paired it with an existing under-
graduate course (‘Foundations of Higher Ed-
ucation Leadership’).

The ‘Management and Supervision’
course is a graduate level course introducing
students to serving in a supervisory and
managerial role within higher education and
applies theory-to-practice of supervision and
management practices (syllabi available at
www.tinyurl.com/Tolman-staffing). The in-
clusion of the hiring process in this ‘Manage-
ment and Supervision’ course within the
graduate program aims to strengthen the
student affairs profession by instilling the
best practices of hiring and staffing in future
higher education administrators. This grad-
uate course differentiates management vs.
supervision, explores what good supervision
looks like, applies leadership theories to
management practices, and examines core
processes to management and supervision
(i.e. hiring practices, feedback and evalua-
tions, communication, motivation and profes-
sional development, etc.). Despite the previ-
ously mentioned limitations and dated nature

of the book, Staffing and Hiring Practices in
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Student Affairs by Winston and Creamer
(1997) was a tremendous resource in the de-
velopment of the ‘Management and Supervi-
sion’ course. Within the course, students are
responsible for chairing a mock search com-
mittee from start to finish. To enhance their
experience and apply theory-to-practice, the
course addresses the steps to effective re-
cruitment and selection as outlined by Win-
ston and Creamer (1997). At the heart of this
course is the application of theory-to-prac-
tice. The course is rooted in the theory of ex-
periential learning (Kolb, 1984) and focuses
on group projects, role playing, and case
studies. While the course includes several
projects and pedagogical approaches, this
paper highlights the marquee project that fo-
cuses on hiring and staffing practices. Con-
tent includes the best practices for supervis-
ing, recruitment and hiring practices, pro-
cesses for providing formal feedback, and
professional development. Topics are situ-
ated within the theoretical framework of stu-
dent development, management, and lead-
ership theories. The course includes experi-
ential learning components.

The ‘Foundations of Higher Educa-
tion Leadership’ course is an undergraduate
course open to current seniors that intro-
duces Higher Education Leadership as a
professional area of study (syllabi available
at tinyurl.com/Tolman-staffing). It is de-

signed to provide an overview of the

profession and takes a broad look at the es-
sential work of university administrators.
This is the foundational course for those con-
templating pursuing careers in higher educa-
tion as administrators and leaders. The
course explores career paths and graduate
programs in higher education administration,
provides professional development, and of-
fers resources for conducting future job
searches. The intent of the course is to offer
an overview of student affairs as a profession
and stimulate student interest in exploring
academic paths in pursuing careers in higher

education administration.

Theoretical Framework
Kolb’s (1984) theory of experiential learning
is built upon the idea of learning through do-
ing. Itis a hands-on approach enabling stu-
dents to learn through actually experiencing
the subject at hand. This is powerful, as it
fosters the application of theory-to-practice
and in the reflection of doing so facilitates
students to connect practice-to-theory.
Kolb’s experiential learning model has four
components: concrete experience, reflective
observation, abstract conceptualization, and
active experimentation (Figure 3). This
model provided an excellent theoretical
framework for designing the effective peda-
gogical approach for this course in supervi-

sion and management.
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Course Integration
In an effort to develop a hands-on approach
to learning staffing practices, the two
courses, ‘Management & Supervision in
Higher Education’ and ‘Foundations of
Higher Education Leadership’, were inte-
grated for a shared class activity (Figure 3).
This project involved undergraduate stu-
dents within the Foundations course to apply
and (mock) interview for a job in higher edu-
cation administration that was being orches-

trated by the graduate students in the

et Reflective
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Management & Supervision course. This in-
tegration was a symbiotic relationship, as it
gave undergraduate students the opportunity
to better prepare for applying/interviewing for
graduate/professional positions, which many
of them will be doing as they embark on their
imminent career in higher education. Con-
versely, it gave the graduate students practi-
cal, hands-on experience developing and
chairing a search committee from start to fin-
ish.
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Figure 3. Course integration examined through the lens of experiential learning.

Application of Course Integration
The ‘Management and Supervision’ and
‘Foundations of Higher Education Leader-
ship’ courses are offered in the spring se-
mester in a 15-week, face-to-face format.
Offering the course in the spring is ideal, as
traditional

it takes place during the

recruitment/hiring season in student affairs,
when the major hiring conferences (NASPA,
ACPA, OPE, etc.) take place in February and
March. This allows students the opportunity
to experience chairing a search committee
around the challenges of time constraints of

the spring semester, such as spring break,
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end of the year banquets, etc. The timeline

for the mock interview process is mid-Febru-

ary through late April (Table 1)

Table 1. Timeline for mock interview process.

Graduate Students

Undergraduate Students

Week 1 Developing the job description

Week 2 Developing recruitment & selection strategy
Week 3 Developing rubric for screening resumes
Week 4 Resume Screening

Week 5 Resume Screening

Week 6 Developing Phone Interview Questions
Week 7 Phone Interviews

Week 8 Developing on-campus interview questions
Week 9 “On-campus Interviews”

Week 10  Call each candidate to offer feedback
Week 11 Feedback and discussion on process

Resume and cover letter writing
Peer review of resume/cover letter

Formal application to position

Phone Interviews

“On-campus Interviews”

Receive and give feedback

Management and Supervision course
(graduate students)

This experience afforded graduate students
the opportunity to chair a search committee
from start to finish. This began in the recruit-
ment stage and concluded by offering the po-
sition to a candidate. This professional de-
velopment provided intentional training to im-
minent student affairs professionals in an
area that is often overlooked and assumed
that professionals have competency in (de-

spite not receiving formal training).

Developing job description. The graduate
students are tasked with developing a job de-
scription for a fictitious entry level student af-
fairs position. Prior to doing this, they exam-
ine existing job postings on highere-
djobs.com. This leads to the conversation of
best practices of what should be included
and excluded in job descriptions and job
postings. The class collectively develops the
job description to be used/advertised to the
undergraduate students.

Creating marketing/recruitment strat-

egy. Students are challenged to develop a
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marketing and recruitment strategy, which in-
cludes where the position will be posted, how
they will ensure to recruit diverse and well
qualified candidates, and the timeline for the
search process.

Resume Screening. Students dis-
cuss the best practices for screening re-
sumes and develop a rubric for screening.
Students then collect the resumes, screen
them, and note feedback on each resume to
share with candidates.

Interviews. The graduate students
schedule and conduct phone interviews and
in-person interviews with all of the under-
graduate students. Additionally, graduate
students develop an interview itinerary for
the “on-campus interview.” Throughout this
process, the graduate students note feed-
back on how well the candidates interviewed,
which is shared with the undergraduate stu-
dents at the end of the process (for their pro-
fessional development).

Candidate Follow-up. At the conclu-
sion of interviewing (phone and in-person)
the undergraduate students, the graduate
students speak with each candidate to up-
date them on the search process, share the
decision (negotiating a job offer to one can-
didate, while letting others know they had not
been selected), and provide feedback on
their resume, phone interview, and in-person

interview.

Feedback. The graduate students
are provided direct feedback (anonymous
evaluation forms) from the undergraduate
students who shared their experiences/per-
ceptions of being interviewed. This feedback
includes how comfortable the candidate was
made to feel, their opportunity to express
their ability to do the job based on questions
asked, attentiveness of the interviewers, etc.
Additionally, the course instructor observes
the in-person interviews and provides addi-

tional feedback.

Foundation of Higher Education Leader-
ship course (undergraduate students)
The timing of this project for the undergradu-
ate students was ideal, as the majority of
them in the class were preparing to submit
their applications and interview for both ad-
mission into graduate school and gradu-
ate/professional positions in student affairs.
Resume and Cover Letter. Students
explore the best practices of developing their
resume/cover letter and learn how to tailor it
to applying for positions in student affairs. As
they develop their materials, they are
strongly encouraged to utilize the Office of
Career Services and seek advice from cur-
rent student affairs professionals. In-class
activity includes peer review of resumes and
cover letters. Students use their finalized
documents to apply for the mock position.

Class discussion includes comparing their
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current resume to job positions/descriptions
of the positions they would like to hold once
they graduate from their Master’s program.
This facilitates the conversation of creating a
professional development plan for each stu-
dent to intentionally gain the experiences
during their graduate program that will lead
to them successfully positioning themselves
for the role they would like to hold after grad-
uate school.

Phone and in-person interviews. Stu-
dents are phone interviewed and “brought to
campus” for an in-person interview by grad-
uate students in the Management and Su-
pervision course. These interviews are for-
mal and parallel the experience they will
have when applying for positions in the fu-
ture. This includes professional dress for the
on-campus interview and follow-up commu-
nication with the search committee.

Feedback for Search Committee.
The undergraduate students are asked to
complete an evaluation to give the graduate
students feedback about how it felt to be a
candidate in their search process. This is
done for both the phone and on-campus in-

terview.

Outcome of Course Integration and
Lessons Learned
True to the theory of experiential learning
(Kolb, 1984), this hands-on approach ena-

bled both the undergraduate and graduate

students to learn through experiencing the
hiring process. The undergraduate students
were able to gain practical experience and
confidence in their ability to interview for stu-
dent affairs positions. The graduate students
gained not only the experience of chairing a
search committee from start to finish, but had
the opportunity to learn best practices of how
to effectively hire staff. This was a meaning-
ful process that extended beyond the typical
medium of a textbook and lecture. Students
were able to experience firsthand the hiring
process, which will realistically parallel their
imminent experiences as they apply for posi-
tions (undergraduates) and are tasked with
serving on search committees (graduate stu-
dents). Like most processes, this course in-
tegration was one of trial and error. To fur-
ther strengthen this course integration and
hiring process activity, there is room for im-
provement.

If possible, it would be greatly benefi-
cial for the graduate students to be involved
with an actual search process in addition to
the mock process. Due to the size of the
class (typically 20+), it is not realistic for them
to be intimately involved with the search pro-
cess and serve on the committee. Alterna-
tively, it would be beneficial for them to at-
tend the presentation of the candidates to the
campus (if there is one) and meeting with the
chair of the search committee. In meeting

with the chair of the search committee, the
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graduate students could (independently of
the search committee) establish a hiring
timeline, develop a rubric and screen candi-
date resumes (blind review), create interview
questions, and determine the on-campus
itinerary. This would ideally be done in par-
allel with an actual search process, which
would allow the chair of the search commit-
tee to compare and contrast their decisions
with how the graduate students would have
done it (i.e. compare/contrast who the grad-
uate students would have phone interviewed
with who was actually selected by the search
committee).

It would also be ideal to have more
faculty members and seasoned higher edu-
cation administrators observe this process
and provide feedback to the students. This
could include review of their developed ma-
terials (i.e. rubric, timeline, interview ques-
tions, etc.), being on the phone interviews,
and attending the in-person interview. In do-
ing so, this will give students even more con-

structive feedback.

Conclusion and Recommendations
As faculty develop the next generation of
scholar practitioners to take the reins of our
profession, it is critical to provide graduate
students with the academic and theoretical
scaffolding needed to meet the ever-chang-
ing needs of the contemporary college stu-

dent. Supporting this belief, Davenport

(2016) stresses that higher education admin-
istrators have potential to have the greatest
impact on student development and that the
strengths of any student affairs divisions are
inextricably linked to the efforts and abilities
of these professionals. This begins with the
recruitment and staffing practices of our pro-
fession. However, it must be cautioned that
while seeking qualified candidates who can
excel in the job, this desire should be tem-
pered with having realistic expectations that
are sustainable. The leadership insights of
Fullan (2001) stress “superhuman leaders
also do us another disservice: they are role
models who can never be emulated by large
numbers” (pp. 1-2). In congruence with this
notion, we must also remember that our pro-
fession is founded on growing and further de-
veloping young professionals. With that be-
ing said, our recruitment practices should
keep in mind not only who is an excellent
candidate, but also who has great potential
and is likely to develop into the ideal candi-
date.

Faculty and senior administrators
have the opportunity to instill these principles
in early career higher education and student
affairs professionals. This sentiment is
shared by Ignelzi (2013) who stresses that
graduate preparatory programs in higher ed-
ucation have a responsibility to educate and
train students in the area of supervision.

Recognizing this need, the innovative
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pedagogy employed to integrate these two
courses (Management/Supervision and
Foundations of Higher Education) proved to
be successful for both the undergraduate
and graduate students involved. This peda-
gogical approach of using experiential learn-
ing to develop the hiring practices of (future)
higher education administrators should be
further explored empirically and replicated.
Furthermore, it could extend beyond the
classrooms of graduate preparatory pro-
grams and serve as a calling for additional
professional development opportunities for

current administrators in higher education.

Recommendations for Faculty of
Graduate Preparatory Programs in Higher
Education

This calling to develop the management and
supervision practices is not an attack on the
CAS standards nor necessarily a proposal to
change them. Graduate preparatory pro-
grams in higher education (and the CAS
standards themselves) face the daunting
challenge of requiring the necessary courses
needed to build a strong foundation while
balancing the number of credit hours re-
quired in the program. The desire of stu-
dents to complete their graduate work in
shorter time has pushed many programs to
become 36 credits instead of the traditional
48. Program Coordinators are faced with the

difficult task of what to put in and what to

leave out. Adhering to Newton’s (1846) third
law of motion, “for every action there is an
equal and opposite reaction,” 1o require a
course in management and supervision
would require removing a course. To this
end, faculty should challenge themselves to
determine which courses cannot be added
but are important, and work together as grad-
uate programs and the profession to inten-
tionally infuse this into professional develop-
ment. In graduate programs, this can poten-
tially be done by overlapping these concepts
into existing courses. These shortcomings
could be identified by graduate programs
and communicated to the profession. Doing
so could help leadership in higher education
to promote professional development oppor-
tunities to address these areas.

Another option for program coordina-
tors might be, if their programs have some
degree of flexibility, to include a course di-
rectly addressing supervision and manage-
ment be included as an elective. Since, as
previously mentioned, graduate preparation
programs tend to have different focuses
(Long, 2012), it is not uncommon to have stu-
dents chose between several courses be-
yond the core classes, to further explore ar-
eas of student affairs they wish to pursue.
For example, one graduate program includes
an optional course on teaching within the
higher education setting, while another in-

cludes a course on the Community College.
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While these topics are likely touched upon in
core coursework, students with interests in
these areas can elect to take specific classes
that go into greater detail in a particular area
(though likely at the expense of another
course, but that would be the student’s pre-
rogative). So, for students who wish to go
beyond what is covered in the core course-
work regarding hiring and staffing practices,
they could have the option to take a course
dedicated to supervision and management.

Regardless of suggested options pro-
vided here, it is clear there is both a need and
an opportunity for faculty and researchers to
further examine the areas of management
and supervision within student affairs. The
existing literature within higher education ad-
ministration are scant and out of date, and
new empirical research could be used to es-
tablish best practices in graduate preparation
and professional development related to hir-
ing and staffing practices. Any new scholar-
ship in this area could be best informed by a
partnership between faculty and student af-
fairs professionals. This scholarly partner-
ship will likely yield a wealth of information
that could then be used to develop the super-
vision and management practices of stu-
dents in graduate programs and current ad-
ministrators through professional develop-
ment.

Ultimately, faculty have the oppor-

tunity to directly shape the future of higher

education through their teaching and re-
search. Shushok and Perillo (2016) remind
the profession of this responsibility by assert-
ing that graduate preparatory programs in
higher education are well positioned to de-
velop students to view themselves as
scholar-practitioners who will tackle the
adaptive challenges faced by colleges and
universities. As teacher-scholars, our re-
search and teaching can inform one another,
which in turn will strengthen our graduate
programs and successfully help propel stu-
dents into their imminent careers in higher

education and student affairs.

Recommendations for Leaders in Higher
Education

It has been demonstrated that the effective-
ness of any student affairs division is directly
related to caliber of the professionals who
serve the students (Sandeen & Barr, 2014).
Recognizing the limited attention graduate
preparatory programs in higher education
can give to management and supervision,
administrators in leadership positions must
be cognizant of this. Intentional efforts
should be given to create professional devel-
opment opportunities for young profession-
als that teach best practices of management
and supervision. This would ideally be an in-
tentional and proactive approach, not a crash
course that takes place just prior to or con-

current with these young professionals
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serving in this role. Consideration may be
given to using experiential learning as the
theoretical underpinning of this professional
development.

Furthermore, this professional devel-
opment could be designed to include all pro-
fessional staff, not just new professionals.
Few professionals receive formal or exten-
sive training on the processes (and theoreti-
cal underpinnings) of effective management
and supervision. This includes the areas of
recruitment, hiring, conflict resolution, coach-
ing, employment legal issues, etc. Profes-
sionals often must rely upon their academic
preparation from their graduate program
(which has been shown to not focus on su-
pervision/management practices) and learn
by trial-and-error once in the position. Our
inattention to providing ongoing professional
development relating to management and
supervision may be a result of the belief that
since all professionals have all been man-
aged/supervised by others, they should
know how to do it. But have they been su-
pervised well? Are those in leadership roles
on our college campuses demonstrating and
implementing the best practices of our pro-
fession? This assumption that individuals
know how to supervise is flawed. It assumes
those who managed/supervised these pro-

fessionals were effective, knowledgeable,

and adhered to best practices. Simply be-
cause we have seen somebody else do it,
does not mean we can do it ourselves with-
out training. Anyone who has watched a pro-
fessional golfer swing a golf club can attest
that watching is very different than trying to
do it yourself. With all skills, supervision or
golf, individuals must learn the fundamentals
and mechanics, and practice them regularly.

As leaders within higher education fo-
cus on developing their administrators to be
strong(er) supervisors and managers, areas
must be identified for regular and intentional
professional development. Recognizing the
limitation of most graduate preparatory pro-
grams in fully developing students in this
area of supervision and management, insti-
tutions of higher education should be inten-
tional in the professional development of
their staff in these areas. However, this idea
of professional development can be a “hard
sell as something to take seriously for many
student affairs practitioners who would rather
simply worry about serving students and do-
ing their jobs” (Carpenter & Stimpson, 2007,
p.279). To this end, there is a need to instill
the core value of professional development
into the career trajectory of all student affairs
professionals, which should be viewed
through the lens of their being scholar practi-

tioners.
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Intentional Leadership for More Just
Experiences: Supporting Black Males on College
Campuses

John Egan (Georgia Southern University)

This essay explores the unjust experiences of Black males and minority faculty on college cam-
puses that perpetuate inequality in higher education. The literature shows Black male undergrad-
uates experienced both overt racism and more subtle insults on some college campuses, which
serve as a barrier to integration into the college system. This essay also connects the underrepre-
sentation of minority faculty as a contributing factor to the climate that inhibits the integration of
Black male students into the college system. Through intentional leadership, educators should
create or support existing Black male initiative programs on their campuses as this evidence-
based practice contributes to the performance, retention, and college engagement of Black male
undergraduates. To address underrepresentation of minority faculty and staff, educational lead-
ers may consider advocating for an empirically supported three-pronged approach to include a
hiring search toolkit, a biases video or workshop, and professional mentoring. The suggested
interventions by no means serve as a “solution” to these complex issues, but collegiate leaders

should take concrete actions that bend toward more just institutions.
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Dewey (1916/2009) described public educa-
tion as being crucial for a just democracy,
and to avoid fatal stratification society “must
see to it that intellectual opportunities are ac-
cessible to all on equable and easy terms” (p.
50). Accessibility and equity in education are
called into question when two-thirds of Black
males fail to finish college in six years (Har-
per & Harris, 2012). The unjust experiences
of Black male undergraduates and minority
faculty on college campuses perpetuates in-
equality. Through intentional leadership and
the application of evidence-based practices,
professionals in higher education can lead
positive change as they contest these is-

sSues.

Unjust Experiences of Black Male
Undergraduates

Black males consistently represent the low-
est college completion rate as 33.5% of the
fall 2010 cohort graduated within six years
compared to the national average of 62.4%
(Shapiro et al., 2017). Coupling the work of
Tinto (1975) with the literature surrounding
the Black male experience in college pro-
vides insight into the stark contrast in gradu-
ation rates. In the creation of a seminal
model that explicates college dropout, Tinto
(1975) stated, “other things being equal, the
higher the degree of integration of the indi-

vidual into the college systems, the greater

will be his commitment to the specific institu-
tion and to the goal of college completion” (p.
96). This integration is particularly challeng-
ing for Black males who face racial hostility,
isolation, racial stress, stigma as academi-
cally inept, and a variety of other hurtful ste-
reotypes on college campuses (Barker &
Avery, 2012; Brooms & Davis, 2017; Harper,
2015; Parker, Puig, Johnson & Anthony,
2016). Further exploration into the unjust ex-
periences of Black males shows why their in-
tegration into the academic and social struc-
tures of the college systems are in peril.

A qualitative study including 21 Black
male undergraduates participating in focus
groups at a large institution in the Southeast
showed the realities of what Black male stu-
dents experience (Parker et al., 2016). One
theme revealed a campus climate issue as
participants noted false messaging of diver-
sity. This messaging touting diversity was in-
congruent with the campus having only
White fraternity houses, a lack of Black pro-
fessors, and no buildings named after Black
people. A sense of racial profiling was ex-
pressed as well as a lack of trust for campus
police. This climate taxed participants as the
researchers concluded, “Black males in our
study felt pressure to represent their race
positively, present themselves as perfect,
counteract stereotyping, and prove that they
are just as smart, or smarter than White stu-

dents” (Parker et al., 2016, p. 87). Revealing
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similar themes, another qualitative study in-
cluded individual interviews with 59 Black
male participants at three different histori-
cally White institutions (Brooms & Davis,
2017). The participants experienced limited
social integration, and a clear racial divide
was visible on campus. Alienation was felt
as campus activities and events seemed to
be geared toward the needs of Whites. One
student experienced verbal pressure to join
minority student organizations as opposed to
more traditional student groups such as the
Student Government Association. Finally,
participants felt a need to be careful about
the way they presented themselves on cam-
pus, both in posture and dress, as to con-
vince faculty they could perform academi-
cally (Brooms & Davis, 2017). These two
studies clearly show the difficulties Black
males unjustly experience on some cam-
puses, and additional literature reveals that
high-achieving Black males are not exempt
from this treatment (Harper, 2015).

Harper (2015) conducted a qualita-
tive study that included a sample of 143
Black male undergraduates with a 3.0 grade
point average or higher from 30 different pre-
dominately White institutions. Only two of
these participants could not think of a time
they experienced a negative stereotype on
campus. Some common stereotypes in-
cluded that they: were good dancers, knew

where to find drugs, came from an urban

community, were a student-athlete, knew
hip-hop lyrics, and knew slang terms. One
participant was disturbed when a White stu-
dent approached him to purchase drugs.
The frustration from the participant was pal-
pable as he frequently wore suits, was
headed for law school, and was positioning
himself to be the president of student govern-
ment. This type of prejudice is reminiscent
of experiences students reported in a study
from the previous decade (Solorzano, Ceja,
& Yosso, 2000).

Over 10 years prior to the previously
discussed studies, Solorzano et al. (2000)
conducted 10 focus groups with 34 Black
male participants from three different pre-
dominately White institutions. In the aca-
demic space, the participants expressed
feelings of invisibility while faculty had low
expectations of them, and some were falsely
accused of cheating. Racial segregation
was experienced through study groups, and
participants’ admission into the institution
was questioned. More overt racism was ex-
perienced outside of the classroom as patrtic-
ipants stated that campus police ended
Black social events and participants were
perceived as a threat to public areas. These
experiences led to self-doubt, loneliness,
and frustration. Some felt their grades were
negatively affected by the climate and had
dropped classes or changed majors as a re-

sult. These descriptions and themes are not
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a new phenomenon. After an extensive re-
view of the literature on this topic, Harper
(2013) stated, “Over 40 years of published
research consistently documents troubling
racial realities for Black undergraduates and
other minoritized students on predominantly
White campuses” (p. 206). This is a persis-
tent problem that plagues predominantly
White institutions, and evidence exists for the
harm it inflicts (Nadal, Wong, Griffin, Davidoff
& Sriken, 2014).

Racial hostilities on college cam-
puses cause harm as evidenced by a quan-
titative study that explored the relationship
between self-esteem and microaggressions
experienced by college students (Nadal et
al., 2014). A sample of 225 ethnically diverse
participants from a large metropolitan cam-
pus in the Northeast completed a survey that
included the Racial and Ethnic Microaggres-
sions Scale (REMS), and the Rosenberg
Self-Esteem Scale (SES). REMS included
six subscales that asked participants if they
experienced specific types of microaggres-
sions in the past six months, and SES con-
tained 10 items assessing perceived individ-
ual worth. A significant negative correlation
was found between the average scores of
these two instruments (r = -.124, p = .05).
Simply stated, the data showed there was an
inverse relationship between a college stu-

dent’s self-esteem and frequency of experi-

encing microaggressions.  “Microaggres-
sions are subtle insults (verbal, nonverbal,
and/or visual) directed toward people of
color, often automatically or unconsciously”
(Solorzano et al., 2000, p. 60). The literature
reviewed in this essay showed that Black
male undergraduates experienced both overt
racism, and more subtle insults at some in-
stitutions. It is plausible that these experi-
ences have caused some Black students to
question their worth, which is an outcome
that is inherently unacceptable.

The unjust treatment of Black male
undergraduates, particularly at predomi-
nately White institutions, is well documented,
and this racial climate inhibits Black male un-
dergraduates’ integration into college sys-
tems, causes self-doubt for some students,
and perpetuates inequality in higher educa-
tion (Barker & Avery, 2012; Brooms & Dauvis,
2017; Harper, 2015; Parker et al., 2016;
Solorzano et al., 2000). Biases that exist in
the professional realm at institutions of
higher education also deserve exploration as
a contributing factor to the climate that inhib-
its the integration of Black male students into

the college system.

Biases Surrounding Minority Faculty
and Staff

Minority faculty are underrepresented at in-

stitutions in the United States. Data analysis
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using the Integrated Postsecondary Educa-
tion Data System showed that 77.3% of full-
time faculty in the United States were White,
5.5% were Black, and 3.9% were Latino,
while only 2% of full-time faculty at research
institutions were Black in 2009 (Smith, Tovar,
& Garcia, 2012). The analysis of these data
also explored growth in the number of minor-
ity faculty from 1993 to 2009. Underrepre-
sented minority faculty grew from 7.3% to
9.9% in this time frame, and Black faculty in-
creased by one percentage point (Smith et
al., 2012). While there are many complex
factors underlying this underrepresentation,
the simple reality is that Black male under-
graduates must wrestle intellectually and
emotionally with this lack of representation in
the front of their classrooms. One possible
factor for this underrepresentation may in-
clude the biases experienced by faculty on
some campuses.

Support for this assertion is found in
a mixed methods study that included 485
survey responses and 58 interviews with
Black, Mexican American and Puerto Rican
faculty at predominately White institutions
(Zambrana et al., 2017). The survey re-
sponses revealed that 44% reported racial
discrimination, 30% reported gender discrim-
ination, and 23% reported class discrimina-
tion, while two-fifths of Black male and

Puerto Rican male faculty reported discrimi-

nation as happening often or always by a col-
league or superior. Qualitative data from in-
terviews exposed themes of racism and de-
flation of accomplishments. Blatant racism
was shown as a White faculty member ex-
pressed surprise that a Black colleague
could do math, and a search committee chair
posited that there was no need to consider a
Black candidate because they currently over-
serve this population. The concept of having
enough minorities as a quota system was re-
ported, and the participants experienced a
lack of general support. Interviewees also
reported experiencing pressure to have a
larger load of service through an expectation
of mentoring minority students and serving
on multiple diversity related committees,
which are not rewarded in the tenure process
(Zambrana et al., 2017). These themes
show the existing issues surrounding bias
among professionals in higher education,
and additional studies revealed similar
themes (Salvucci & Lawless, 2016; Turner &
Grauerholz, 2017).

A qualitative study included 10 Black
males in professional roles ranging from fac-
ulty to professional staff at a large research
institution in the Southeast (Turner & Grau-
erholz, 2017). Themes of feeling isolated,
having credentials questioned, authority
challenged, and being overburdened to rep-

resent diversity emerged from the interviews.
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They were often forced to be the voice for di-
versity, expected to be on diversity commit-
tees, and consult on diversity externally. The
Black males in this study also felt they had to
be very careful in how they expressed them-
selves as not to be thought of as aggressive
(Turner & Grauerholz, 2017). This type of
marginalization experienced by minorities in
higher education affects retention, and in
turn exacerbates underrepresentation issues
(Salvucci & Lawless, 2016).

A survey sent to a random selection
of 667 nursing faculty in the United States re-
ceived 103 responses (Salvucci & Lawless,
2016). Results indicated that 62.5% of Black
faculty respondents (n = 16) believed physi-
cal appearance and speech related to race
or ethnicity did have an influence on hiring.
Although less of an issue to the respondents,
31% believed that physical appearance had
an influence on retention. This study pro-
vides some evidence that biases on campus
among professionals are a contributing fac-
tor to the underrepresentation of minority fac-
ulty on campuses. Salvucci and Lawless
(2016) concluded that administrators need to
focus more on the barriers that hinder diver-
sity among nursing faculty. The connection
to racial ostracism and retention is stated
best in the conclusion of the study by Zam-
brana et al. (2017):

Our findings confirm that respond-

ents continue to experience barriers

to full inclusion within academic insti-
tutions and experience a variety of
microaggressions, including implicit
and explicit racism and discrimina-
tion, a sense of isolation— and a de-
valuing of their research, which can
negatively affect physical and mental
well-being and the rate of workplace
retention. (p. 225)

Biases of professionals serve in the continu-

ation of inequality in higher education and

this likely inhibits diverse faculty representa-

tion.

Connecting Biases among Minority
Faculty and Black Male Students
This essay has demonstrated that both Black
male students as well as minority faculty and
staff experience microaggressions on some
college campuses (Barker & Avery, 2012;
Brooms & Davis, 2017; Harper, 2015; Parker
et al., 2016; Salvucci & Lawless, 2016;
Turner & Grauerholz, 2017). Biases among
professionals has been linked to the un-
derrepresentation of minority faculty (Sal-
vucci & Lawless, 2016; Zambrana et al.,
2017), and this underrepresentation serves
as a contributing factor to the climate issues
experienced by Black male students (Barker
& Avery, 2012; Brooms & Davis, 2017; Par-

ker et al., 2016).
A lack of black professors has been

tied to campus climate issues and feelings of
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isolation for Black male students (Parker et
al., 2016). Additionally, Black male students
have expressed that seeing and connecting
with professors from their own racial group is
important for their development. (Brooms
and Davis, 2017). Brooms and Davis (2017)
best summarized the student voice on this is-
sues stating, “...students continue to desire
increased diversity on college campuses in
general and also call for increases in recruit-
ing and retaining Black faculty members
more specifically.” (p. 322). Higher educa-
tion faculty and staff should work to increase
diversity among their peers on campus and
should implement evidence-based practices
to mitigate the experiences Black male un-
dergraduates face on some college cam-

puses.

Black Male Initiative Program as an
Evidence-Based Practice

Using intentional leadership, professionals in
higher education should seek to support or
create thriving Black male initiative programs
on their campuses to address the inequity
experienced by these students. This is an
evidence-based practice that has contributed
to the performance, retention, college en-
gagement, and support networks for Black
undergraduates (Barker & Avery, 2012;
Brooms, Goodman, & Clark, 2015). A quali-
tative study with 16 Black male undergradu-

ates who participated in the Black Men

Achieve Program revealed a theme of self-
empowerment (Brooms et al., 2015). As a
result of the program, participants reported a
belief in their ability to succeed academically,
to create change, and a sense of belonging
as they created a new collective identity that
debunked stereotypes. They were able to
meaningfully connect with peers and faculty
in a way that allowed them to learn from other
Black men. Participants found positive role
models and professional development to be
important within the inspired learning envi-
ronment fostered by the program (Brooms et
al., 2015).

Similar themes arose from a study
that included eight students from a Black
male leadership program at a predominately
White institution (Barker & Avery, 2012). The
participants experienced greater levels of en-
gagement, received important resources,
and had a better understanding of areas they
needed to improve academically. “Through
the program, students were able to build re-
lationships, gain their academic footing, and
increase their level of institutional engage-
ment, while forming connections with other
Black males and faculty and staff” (Barker &
Avery, 2012, p. 82). Creating a Black male
initiative program does not serve as a “solu-
tion” to the unjust experiences some stu-
dents face on campuses as this is a larger
systemic issue. However, these programs

provide an evidence-based practice that may
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contribute to the successes of Black males in
a collegiate setting.

Before this essay advances further
into the intentional leadership approach that
might be suited for starting a Black male ini-
tiative program, a tension pressed upon mi-
nority faculty and staff should be addressed.
Evidence supports the need for their inclu-
sion as mentors for minority students, and
yet at the same time studies also show they
are overtaxed in these roles as well as in
other diversity initiatives (Brooms and Dauvis,
2017; Turner & Grauerholz, 2017; Zambrana
et al.,, 2017). This is a difficult reality, and
these contributions should be better recog-
nized for their value in the tenure process.
One possible approach that could be used by
a Black male initiative program, suggested
by Barker and Avery (2012), is to incorporate
Black male leaders from the community as

well as alumni to serve in this mentor role.

Intentional Leadership for a Black Male
Initiative Program
Practitioners should consider engaging in the
process of intentional leadership to initiate
such a program on their campus. Goleman
(2000) suggested a framework in which lead-
ers who get results use a variety of leader-
ship styles at the right moment. Educational
leaders who have no assigned authority to

create a Black male initiative program should

focus on employing the democratic and affil-
iative leadership styles. The democratic
leadership style entails working to include
the voices of stakeholders to develop a con-
sensus, and the affiliative style is focused on
the value of individuals while building strong
relationships with others. The democratic
leadership style should be used because it is
particularly useful when there is a need to
garner support (Goleman, 2000). Practition-
ers should activate the democratic leader-
ship style through the intentional incorpora-
tion of the voices of Black faculty, staff, and
students. This might include campus wide
invitations to an interest meeting on the cre-
ation of a Black male initiative program and
gathering input through focus groups at the
meeting. Creating the intentional space to
gather input will increase engagement and
improve programmatic development that
meets the needs of Black male undergradu-
ates on a specific campus.

The situation surrounding racial cam-
pus climate issues also warrants using the
affiliative leadership style as Goleman (2000)
suggests that the affiliative leadership style is
best employed when there is a need to heal
broken trust and when building team har-
mony is valuable. Using this leadership
style, educational leader should attempt to
build relationships with Black male student

leaders on campus as well as passionate
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faculty and staff who are committed to ad-
dressing the marginalization of these im-
portant students. Using both of these lead-
ership styles the educational leader can build
a team that is committed to creating change
and can anticipate using team leadership to
create a Black male initiative program rooted
in empirically based practices.

Team leadership involves limited hi-
erarchy, adaptive horizontal decision mak-
ing, and distributed leadership among team
members (Northouse, 2018). This leader-
ship theory is ideal for developing a program
in which no initial formal hierarchy exists and
allows for team members to step forward to
lead at the appropriate time. The specifics
for developing a program would be unique to
each campus in terms of how to seek fund-
ing, availability of structures for developing a
formal program, and which stakeholders are
important to include. The team should seek
to include the following elements in the Black
male initiative program found to be effective
in the literature: workshops, professional de-
velopment, features that enhance self-effi-
cacy, thinking through negative racial experi-
ences, and mentoring (Barker & Avery, 2012;
Brooms et al., 2015). Finally, any such team
should practice what Kouzes and Posner
have termed as outsight, which is when lead-
ers “look outside the particular program, de-
partment, or chapter they are in to find out,

and even experience, what other groups like

theirs are doing” (2014, p. 127). This would
likely include reaching out to or visiting other

thriving Black Male initiative programs.

Three-Pronged Approach as an Evi-
dence-Based Practice
Educational leaders can also apply evi-
dence-based practices to address biases
among faculty and professional staff that in-
hibit diversity and contributes to the climate
issues felt by Black male students. Montana
State University, for instance, implemented a
three-step process within their faculty hiring
process to remediate the issue of having
81% male faculty in science, technology, en-
gineering, and math (Smith, Handley, Zale,
Rushing, & Potvin, 2015; STEM). The pro-
cess occurred in 23 STEM-faculty searches;
this resulted in 6.3 times more likelihood of
an offer being made to a woman, and women
were 5.8 times more likely to accept the po-
sition. The first step of the process included
the distribution of a search toolkit that pro-
vided search committees with practical strat-
egies for steering a diverse applicant search.
The second step included a presentation to
the committee from another faculty member
that included how to be aware of gender bias
in an effort to avoid potential screening of
candidates. Finally, the process included the
final candidates meeting with a confidential,
independent family advocate who could ex-

plain policies related to families or marital
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status (Smith et al., 2015). Portions of this
three-step approach with other empirically
focused concepts could be used by profes-
sionals in higher education to address poten-
tial biases that affect diversity.

This essay proposes a three-pronged
method that could be utilized to contend with
the bias among professionals in order to en-
hance diverse representation. The first
prong is identical to the first step found in
Smith et al. (2015) with the exception that it
would call for the development of a search
toolkit that could be used both in hiring fac-
ulty and professional staff members. An-
other study provides additional depth to this
first prong. Fujimoto (2012) conducted a
case study that reviewed the affirmative ac-
tion reports, human resource records of
searches, and interviews of individuals in-
volved in specific searches at a community
college over a nine-year period. The study
found that the usage of local data as a diver-
sity benchmark and unnecessary minimum
requirements in job postings led to stagnant
growth in diversity. Fujimoto’s (2012) first
recommendation was to provide training to
committees on conducting searches with an
awareness of affirmative action and equal
employment opportunity. The search toolkit
in the first prong should include appropriate
usage of data in hiring and improving job de-
scriptions as not to unnecessarily exclude

qualified minorities.

The second prong, again mirroring
the work of Smith et al. (2015), would include
search committees watching a brief video or
attending a workshop on how to become
aware of biases and inadvertent racism that
affects both search processes and daily in-
teractions with colleagues. Other research-
ers have called for similar raising of con-
sciousness at institutions of higher education
(Harper, 2015; Trevino, Balkin, & Gomez-
Mejia, 2017; Turner & Grauerholz, 2017).
The final and third prong is the development
of mentoring relationships for faculty and
staff that could be aligned with campus
needs. The survey study involving minority
nursing faculty previously mentioned in this
essay also included a question focused on
what respondents believed was important for
recruitment and retention (Salvucci & Law-
less, 2016). The majority of Black nursing
faculty believed support including mentors
was essential. Other scholars have sug-
gested that mentoring for women or minority
professionals in higher education is an im-
portant practice to either improve campus cli-
mate, gender equity, guidance in the tenure
process, or create important social support
networks (Johnson, Warr, Hegarty, & Guille-
min, 2015; Trevino et al.,, 2017; Turner &
Grauerholz, 2017; Zambrana et al., 2017).
To address the biases that limit diversity on

campus, practitioners need to be prepared to
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apply intentional leadership in the develop-
ment and implementation of this three-
pronged approach or other similar initiatives

that better fit their contextual needs.

Intentional Leadership for a Three-
Pronged Approach
Servant leadership is typified by organiza-
tional goals being secondary to the authentic
service of followers and involves persuading
by serving rather than through a command
approach (Dierendonck & Patterson, 2010;
Northouse, 2013). This serve-first attitude is
concerned with the development of others
and would be an ideal philosophical lens for
an educational leader implementing the
three-pronged approach that seeks to build
others’ knowledge of conducting a diverse
search, awareness of biases, and capacity to
develop professionally through mentorship.
In order to pursue these goals a leader may
need to lay organizational goals aside to
serve followers through an intentional focus
on their development. Goleman’s (2000)
coaching leadership style could be appropri-
ately applied here as well by focusing on de-
veloping others for the future rather than on
immediate goals. If the three-prong method
were successfully implemented, possible
outcomes might be an improved campus cli-
mate that increases the retention and recruit-

ment of underrepresented faculty and staff.

In turn, this increase in diversity in the pro-
fessional realm may improve the climate is-

sues experienced by Black male students.

Summary
Black male undergraduates face unjust treat-
ment on many college campuses which is ex-
acerbated by limited faculty representation.
To create a more supportive and equitable
environment, professionals in higher educa-
tion should strive to develop or support thriv-
ing Black male initiative programs as well as
incorporate a three-pronged approach for
faculty and staff to include: a hiring search
toolkit, a biases video or workshop, and pro-
fessional mentoring. These interventions are
by no means intended to “solve” the “prob-
lem” as the issues addressed in this essay
are complex and systemic in nature. How-
ever, educators must still take some action
as they strive for equity in education to main-
tain a just democracy. “...The deepening cri-
sis in democracy is revealed by a systematic
attack on those groups who occupy a fragile
if marginal location in the structures of power
that command the American economy and
its various cultural apparatuses” (Giroux,
1996, p. 10). As a cultural apparatus, institu-
tions of higher education must ensure they
are not part of a systematic attack on margin-
alized groups. This will require higher edu-
cation professionals to lead with intention

and resolute conviction.



Georgia Journal of College Student Affairs 95

REFERENCES

Barker, M. J., & Avery, J. C. (2012). The impact of an institutional Black male leadership initiative
on engagement and persistence. College Student Affairs Journal, 30(2), 73-87.

Brooms, D. R., & Davis, A. R. (2017). Staying focused on the goal: Peer bonding and faculty
mentors supporting Black males’ persistence in college. Journal of Black Studies, 48(3),
305-326. doi: 10.1177/0021934717692520

Brooms, D. R., Goodman, J., & Clark, J. (2015). "We need more of this": Engaging Black men on
college campuses. College Student Affairs Journal, 33(1), 105-123. doi:
10.1353/csj.2015.0002

Dewey, J. (2009). Democracy and education: An introduction to the philosophy of education
[eBook Academic Collection EBSCOhost]. Waiheke Island: The Floating Press. (Original
work published 1916)

Dierendonck, D., & Patterson, K. (2010). Servant leadership: Developments in theory and re-
search. New York, NY: Palgrave Macmillan.

Fujimoto, E. O. (2012). Hiring diverse faculty members in community colleges: A case study in
ethical decision making. Community College Review, 40(3), 255-274. doi:
10.1177/0091552112450069

Giroux, H. A. (1996). Fugitive cultures: Race, violence, and youth. New York, NY: Routledge.

Goleman, D. (2000, March/April). Leadership that gets results. Harvard Business Review, 78(2),
78-90.

Harper, S. R. (2015). Black male college achievers and resistant responses to racist stereotypes
at predominantly White colleges and universities. Harvard Educational Review, 85(4),
646-674. doi: 10.17763/0017-8055.85.4.646

Harper, S. R. (2013). Am | my brother’s teacher? Black undergraduates, racial socialization, and
peer pedagogies in predominantly White postsecondary contexts. Review of Research in
Education, 37(1), 183-211. doi: 10.3102/0091732X12471300

Harper, S. R., & Harris, F. (2012). Men of color: A role for policymakers in improving the status of
Black male students in US higher education. Retrieved from the Institute for Higher Edu-
cation Policy website: http://www.ihep.org/sites/default/files/uploads/docs/pubs/re-

port_black_men_of_color_november_2012.pdf



Georgia Journal of College Student Affairs 96

Johnson, K. A., Warr, D. J., Hegarty, K., & Guillemin, M. (2015). Small wins: an initiative to pro-
mote gender equity in higher education. Journal of Higher Education Policy and Manage-
ment, 37(6), 689-701. doi: 10.1080/1360080X.2015.1102820

Kouzes, J. & Posner, B. (2014). The student leadership challenge: Five practices for becoming
an exemplary leader. San Francisco, CA: The Leadership Challenge.

Nadal, K. L., Wong, Y., Griffin, K. E., Davidoff, K., & Sriken, J. (2014). The adverse impact of
racial microaggressions on college students' self-esteem. Journal of College Student De-
velopment, 55(5), 461-474. doi: 10.1353/csd.2014.0051

Northouse, P. G. (2018). Leadership: Theory and practice (8th ed.). Thousand Oaks, CA: Sage
Publications.

Parker, W. M., Puig, A., Johnson, J., & Anthony, C. (2016). Black males on White campuses: Still
invisible men?. College Student Affairs Journal, 34(3), 76-92. doi: 10.1353/csj.2016.0020

Salvucci, C., & Lawless, C. A. (2016). Nursing faculty diversity: Barriers and perceptions on re-
cruitment, hiring and retention. Journal of Cultural Diversity, 23(2), 65-75.

Shapiro, D., Dundar, A., Huie, F., Wakhungu, P., Yuan, X., Nathan, A & Hwang, Y., A. (2017). A
national view of student attainment rates by race and ethnicity —fall 2010 cohort [Signature
Report No. 12b]. Retrieved from the National Student Clearinghouse Research Center
website: https://nscresearchcenter.org/wp-content/uploads/Signature12-RaceEthnic-
ity.pdf

Smith, J. L., Handley, I. M., Zale, A. V., Rushing, S., & Potvin, M. A. (2015). Now hiring! Empirically
testing a three-step intervention to increase faculty gender diversity in STEM. BioScience,
65(11), 1084-1087. doi:10.1093/biosci/biv138

Smith, D. G., Tovar, E., & Garcia, H. A. (2012). Where are they? A multilens examination of the
distribution of full-time faculty by institutional type, race/ethnicity, gender, and citizenship.
New Directions for Institutional Research, 155, 5-26. doi: 10.1002/ir.20019

Solorzano, D., Ceja, M., & Yosso, T. (2000). Critical race theory, racial microaggressions, and
campus racial climate: The experiences of African American college students. Journal of
Negro Education, 69 (1/2), 60-73.

Tinto, V. (1975). Dropout from higher education: A theoretical synthesis of recent research. Re-
view of Educational Research, 45(1), 89-125. doi: 10.3102/00346543045001089
Trevino, L. J., Balkin, D. B., & Gomez-Mejia, L. R. (2017). How “doing gender” leads to gender
imbalances in the higher ranks in colleges of business (and how to “undo gender”). Acad-
emy of Management Learning & Education, 16(3), 439-453. doi: 10.5465/amle.2015.0053



Georgia Journal of College Student Affairs 97

Turner, C., & Grauerholz, L. (2017). Introducing the invisible man: Black male professionals in
higher education. Humboldt Journal of Social Relations, 39, 212-227.

Zambrana, R. E., Windfield, A., Lapeyrouse, L. M., Davila, B. A., Hoagland, T. L., & Valdez, R. B.
(2017). Blatant, subtle, and insidious: URM faculty perceptions of discriminatory practices
in predominantly White institutions. Sociological Inquiry, 87(2), 207-232. doi:
10.1111/s0in.12147



Georgia Journal of College Student Affairs 98

AUTHOR BIOGRAPHY & CONTACT INFORMATION

-1

John D. Egan, Ed.D. serves as the Leadership Educator in the Office of
Leadership and Community Engagement at Georgia Southern University
(GSU). In this role he develops leadership programming for undergraduates
and teaches leadership courses. In 2019 he was awarded the Outstanding
Advocate for First Year Students by the First Year Experience Office at GSU.
His previous roles have included serving as the Assistant Director for Student
Affairs at East Georgia State College (EGSC), and the Assistant Director of
Student-Athlete Services at GSU. During his tenure at EGSC, he was
awarded the African American Male Initiative Director’s Choice award for out-
standing service. He holds a Doctorate from GSU as well as a Master’s and
Bachelor’s from The University of Georgia. His research interests include
undergraduate leadership learning, leadership program assessment, and
teaching strategies in leadership education.

Email: jegan@georgiasouthern.edu



Book & Media Reviews

99

Applying Student Development Theories
Holistically: Exemplar Programming in Higher
Education (Book Review)

Branch, K., Hart-Steffes, J.S., & Wilson, C.M. (2019). Applying student development theories

holistically: Exemplar programming in higher education. New York, NY: Routledge. 184 pp.
ISBN: 978-1-351-21231-1. $106.53 suggested retail price.

Abigail Meert (Georgia Southern University)

In the book Applying Student Development
Theories Holistically: Exemplar Programming
in higher education, Branch, Hart-Steffes,
and Wilson provide student affairs
practitioners with holistic and contemporary
applications of student development theory
in an effort to inspire intentional and
research-based practice. Authored by faculty
who teach college student development
theory, Branch et al. saw a classroom need
for “theory utilization taking place in actual
practice settings” in addition to the
applications found in case studies or those
created by students in the classroom (2019,
p. xiii). Although this text was foremost
intended for graduate students seeking
current applications of the information they

are learning in the classroom, it could also

serve as a developmental resource for
faculty and staff seeking to inform their
practice using theory.

This anthology is divided into three
parts: “Who Am 1?7, “How Do | Make
Meaning?”, and “Influences on
Development.” Each chapter’'s author(s)
provides background information on the
institution where the program originated, a
description of the program, the guiding
theories that informed the program, the
implementation specifics, the assessment
and evaluation process, and a personal
reflection including lessons learned and
recommendations for the future.

Part one, “Who Am 1?”, discusses
psychosocial and social identity

development, or the development of one’s

Meert, A. (2019). Applying student development theories holistically: Exem-
plar programming in higher education (book review). Georgia Journal of f

College Student Affairs, 35(1), 99-103.
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identity in various contexts. Student affairs
practitioners are provided with four examples
of programs that use theory to guide the
development of student identity: Launch, a
pre-orientation retreat for first-year students
at Randolph-Macon College, Mizzou Black
Men’s Initiative, a program designed for first-
year African-American men at the University
of Missouri, Tippie Buddies, a “buddy”
program between international and domestic
students in the business program at the
University of lowa, and Western First
Generation Students (W1GS), a student
organization for first-generation college
students at Western lllinois University. The
guiding theories behind these initiatives
include: Identity Development (Chickering &
Reisser, 1993), Student Involvement (Astin,
1999), Mindset and Perseverance (Dweck,
2012), Microaggressions and Climates for
Diversity (Sue, 2010), Black Identity
Development (Cross & Fhagen-Smith,
2001), Sense of Belonging (Strayhorn,
2012), Ethnic Identity
(Phinney, 1993), First-Generation Student
Experience (Davis, 2010), Self-Authorship

Development

(Magolda, 2001), and Experiential Learning
(Kolb, 1984).

Part two, “How Do | Make Meaning?”,
offers practitioners three tools designed to
develop student cognition, or one’s ability to
learn, think critically, and make meaning of

experiences: Ethical Reasoning in Action, a

campus-wide initiative at James Madison
University that encourages students to
reflect before making a decision, Individual
Accountability Plans (IAPs), personalized
action plans that promote self-authorship
and accountability for student-staff members
in their positions at Miami University, and an
unnamed curriculum model—a combination
of meetings, readings, one-on-one
interactions, and self-assessments—for
student-staff members in the Pride Center for
Sexual Orientation and Gender Diversity at
Lehigh University. Using the following
theories, these strategies encourage
students to make meaning of their
experiences inside and outside of the
classroom: Perry’s Scheme of Intellectual
and Ethical Development (1970), Stages of
Moral Development (Kohlberg, 1981;
Gilligan, 1982), Orders of Consciousness
(Kegan, 1994), Self-authorship (Magolda,
2004), and Learning Partnerships (Magolda,
2004).

Part three, “Influences on
Development”, acknowledges the endless
amount of circumstances that can affect the
student experience (e.g., discrimination,
family = dynamics, changing  majors,
coursework, and preparation for graduation;
Branch et al., 2019) and presents two
initiatives designed to take advantage of
these circumstances and inspire growth:

Transport Passport, a joint program at vy
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Tech Community College Indianapolis
Service Area and Indiana University-Purdue
University Indianapolis for  supporting
transfer students in their transition from a
community college to a four-year institution
and Passion to Action, a two-part program
that encourages students at New York
University to establish and partake in a
residential culture rooted in social justice and
advocacy. These initiatives were driven by
the following theories: Transition Theory
(Schlossberg 1981, 1984), Vectors of
Identity (Chickering and Reisser, 1993), and
Experiential Learning (Kolb, 1984). Part
three also includes a thematic analysis of the
reflections offered by the text’s scholarly
practitioners and a summary of the 26
proposals submitted for publication in the
book (including the nine that were ultimately
chosen).

The 26 proposals include programs
from small, medium, and large four-year,
public and/or private institutions across the
United States. It is also important to note that
submissions came from a community college
in the Midwest and an institution that is
religiously-affiliated. Although the nine
initiatives ultimately chosen for publication
represent various student populations and
institutional types, this book has the potential
to serve as a comprehensive guide for all
student affairs practitioners with the addition

of other student populations, institutional

types, and functional areas outside of those
mentioned in the text.

Despite this, the text serves as an
excellent resource for students and
professionals alike. It is worth noting,
however, that this book should not be taught
or referenced in isolation. As the authors
acknowledge, this text should be used in
conjunction with other publications like
Student Development in College: Theory,
Research, and Practice (Patton et. al., 2016).
This textual combination will allow the reader
to reference primary source material, or the
original publication of the theory, before
referencing its contemporary application.
Furthermore, readers should keep in mind
that the initiatives described in the text are
“not for wholesale or ready for transfer” to
other institutions of higher education (Branch
et. al, 2019, p. 161). Rather, the examples
provided are meant to serve as inspiration for
individuals seeking a starting point in this
process. The success of a program is
determined by a myriad of institutional,
cultural, political, economic, and social
factors; many of which cannot be duplicated.

As Susan R. Komives describes in
the foreword, much like flying a plane,
applying student development theory to
practice is not magic; it is the union of
science, art, and a little bit of luck. Although
this process may seem supernatural to

graduate students, new professionals, or
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those outside of the field entirely, Applying
Student Development Theories Holistically:
Exemplar Programming in Higher Education

demonstrates that applying theory to practice

is doable. What is magical, however, is
witnessing the positive impacts of this

process in the lives of our students.
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Debunking the Myth of Job Fit in Higher
Education and Student Affairs (Book Review)

Reece, B.J., Tran, V.T., DeVore, E.N., & Porcaro, G. (2019). Debunking the Myth of Job in
Higher Education and Student Affairs. Sterling, VA: Stylus. 264 pp. ISBN: 978-1-62036-788-9.

$35.00 suggested retail price.

Jamie L. Workman (Valdosta State University)

Daniel W. Calhoun (Georgia Southern University)

Steven Tolman (Georgia Southern University)

The recently published text, Debunking the
Myth of Job Fit in Higher Education and Stu-
dent Affairs, challenges the concept of job fit
in student affairs. Editors Brian J. Reece, Vu
T. Tran, Elliott N. DeVorre, and Gabby Por-
caro bring together authors representing a
wide variety of student affairs functional ar-
eas in an effort to reframe and more clearly
define the concept of fit within the field of
student affairs. The chapter authors (includ-
ing the editors) share personal narratives
and critically explore the concept of job fit as
it applies to the intersectionality of their iden-

tities.

As current faculty members with a collective
39 years of practitioner experience and 17
years as full-time faculty members, the con-
cept of fit is something that has been used
throughout each of our respective careers,
beginning with our own searches for gradu-
ate preparation programs in student affairs.
We have been candidates for positions
where we felt the fit was there and also when
it most definitely was not. As hiring authori-
ties in student affairs, we have discussed
what we were looking for in a candidate and
how each candidate fits our departmental
and institutional culture. We have discussed

fit with the graduate students we teach as

Workman, J., Calhoun, D., & Tolman, S. (2019). Debunking the Myth of Job ,
Fit in Higher Education and Student Affairs (book review). Georgia Journal '
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they embark on their own internship and job
search processes. So, when we learned that
ACPA (the professional organization in
which the three of us are actively involved)
was co-publishing this book, we were eager
to see how this concept of fit would be fur-
ther explored and defined. Is fit truly a
myth? Is fit a myth for some, and not for
others? What about fit would we be “de-
bunked” and in what ways would it chal-
lenge our thoughts and practices?

The book begins with a chapter enti-
tled From Fit to Belonging: New Dialogues
on the Student Affairs Job Search. In this
editor-authored chapter, the purpose of the
book is described as a means “to catalyze
conversation about the use of job fit as an
uncriticized tool for exclusion in student af-
fairs by exploring the concept through mul-
tiple frameworks, lenses, and standpoints”
(Reece et al., 2019, p. 3). Each of the re-
maining chapters provide detailed personal
narratives that examine job fit from the per-
spective of class, race, gender, and sexual
identity. They explore the ways policies,
procedures, environments, and campus cul-
tural norms can provide and promote ine-
qualities in the workplace and during the job
search process for individuals from margin-

alized populations.

Reflection and Takeaways
As we read this book, we are reminded of
our calling as student affairs professionals
and transformative educators that we must
intentionally and systematically interpret and
reinterpret our organizations and practices
to “...understand how the organizational
culture impedes creation of a caring, demo-
cratic community” (Rhoads & Black, 1995, p.
420). To this end, to best reflect on the
book, Debunking the Myth of Job in Higher
Education and Student Affairs, we intention-
ally collaborated as faculty and scholar-
practitioners to critique the book from our
lived experiences in the field and then syn-
thesize the emerging themes from our take-
aways.

We appreciated reading Debunking
the Myth of Job Fit in Higher Education and
Student Affairs as it begins the overdue con-
versation about job fit within the profes-
sion. This notion of fit is ubiquitous through-
out student affairs, from the grad student
beginning their job search, to the seasoned
professional exploring next steps in their ca-
reer, to the search committees and hiring
managers at universities. Reece, Tran, De-
Vore, and Porcaro do an excellent job of de-
fining fit, situating it within the context of a
socially just profession, and challenging the
ambiguity of fit to justify hiring practices.

Debunking the Myth of Job Fit in
Higher Education and Student Affairs opens
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the door to larger conversations about the
racist mechanisms and white privilege that
are still inherent within higher education and
specifically in job search processes. High-
lighted throughout this book, the chapter au-
thors show us how the concept of fit, as
used here, does have diabolical oppressive
roots that need to be brought to light and
dismantled by those who have the power to
do so.

More than anything, this book made
us think about how the concept of fit is ap-
plied within the job search process. We may
have used the concept of “fit” to raise con-
cerns about a candidate who, for whatever
reason, was not “what we had in mind” by
challenging the very thought of what it was
that we did have in mind. Is the concept of
“fit” used to shy away from our own oppor-
tunities because it was out of our comfort
zones? We particularly appreciated the in-
sights shared related to the intersectionality
of fit and social justice that will not only chal-
lenge the current practices of search com-
mittees but also those who hold leadership
positions within student affairs. A great il-
lustration of this convergence is found in
Chapter 5: No We Can’t Meet You for an $8
Coffee. This chapter illustrates the ways
that class infiltrates the profession and fur-
ther reinforces the hierarchy of socio-eco-
nomic status. The authors examine the in-

tersectionality of cost and power dynamics

associated with class. We are reminded that
despite having good intentions, our actions
can cause harm in ways we never would
have imagined. This chapter teaches us to
be mindful of how something as simple and
well-intended as a request for coffee can be
interpreted.

In addition, throughout our reading of
the book we found ourselves challenging our
own concepts of fit. The title of Chapter 4:
Holograms, Misfits, and Authentic Selves,
particularly stood out to us and we were ex-
cited to see how the chapter authors, Ben-
nett, York, Bailey, Habermann-Guthrie,
Wenoa, Wells, and Yamaguch, would make
use of the cartoon Jem and the Holograms
as a vehicle to explore the topic of fit. While
the 80s kid inside us loved these nostalgic
references, the educator inside appreciated
the questions raised within this chapter re-
lated to challenging the status quo, being
asked to be something we are not, and when
to be your authentic self. Can we truly be
our authentic selves all the time, even in a
field as embracing as student affairs? Are
there times we put up holograms? When are
there situations when a misfit is needed?
These are all questions that are important to
ask ourselves during the job search process
that come from this chapter.

Other chapters are equally powerful,
touching on the areas of case law (Chapter

2), providing recommendations for hiring
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managers to avoid discriminatory practices
(Chapter 3), hearing about the realities faced
by women of color (Chapter 6), the exclu-
sionary nature of PWIs through coded lan-
guage (Chapter 7), the biases and “collu-
sion” associated with institutional cisgen-
derism (Chapter 8), and examining White-
ness within higher education, confronting it
in hiring practices, and exploring ways to be-
come racially aware/cognizant (Chapter 9).
The final chapter (10) ties it all together and
provides a challenge by author Walter Par-
rish lll to student affairs professionals to
keep these discussions at the forefront.
Overall, Reece, Tran, DeVorre, and
Porcaro have compiled a book that made us
think, and more importantly, question and
reflect on what fit really means not just to us,
but to all members of the student affairs pro-
fession. It made us question conversations
we have had and will have with our students,
and rethink how we may have (mis)used the
concept of fit as former hiring authorities and
job-searchers ourselves. As faculty mem-
bers who teach those who will become job
seekers and who have chaired and served
on countless hiring committees, the stories
shared and the recommendations provided
by each of the chapters’ authors are things
we will infuse into future hiring practices and
incorporate into our curriculum. We will refo-
cus our conversations around “fit” with job-

searchers to conversations around putting

up holograms, being a misfit, and being au-
thentic selves. While “fit” is something that
has been part of our process, it may not
work for theirs.

We found this text useful in a variety
of capacities. We will use it in our classes
and/or discussions with job-seekers. We
recommend that those embarking on the job
search, both new and seasoned profession-
als, read it and discuss it with mentors. We
recommend hiring committees read it before
they begin a search process. Lastly, this
book would make a great selection for a di-
vision of student affairs to read and dis-
cuss/debate, as it may foster engaged dia-
logue where meaningful change can hap-

pen.

Conclusion
We found Debunking the Myth of Job in
Higher Education and Student Affairs to be a
compelling and insightful text and we agree
with the authors that the ambiguity of fit is
often used to justify maligned hiring deci-
sions and in doing so it further perpetuates
inequalities in the staffing practices within
higher education. As Quaye notes in the
foreword (p. xiii), “we cannot keep using fit
to describe other things we are refusing to
name.” While we agree wholeheartedly with
his statement, it is important to not be so
broad with our interpretation of “fit” that it

does not apply at all. For that reason, we
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believe there is still something to be said for
the concept of fit.

The editors provide a great defini-
tion of fit used by Brene Brown (2010) in The
Gifts of Imperfection. She says “fitting in is
about assessing the situation and becoming
who you need to be to be accepted” (p. 25)
but we are not sure that is the way fit is or
should be defined in all situations of the job
search. From a job seeker perspective, we
firmly believe the culture of the environment
has a significant impact not only on their po-
tential for professional success, but also
their personal happiness. We think it is pru-
dent for professionals to actively seek out a
rich understanding of the institutional cul-
ture, departmental norms and expectations,
and the general characteristics of the stu-
dent body they’ll be serving.

Some of the ideas associated with fit,
that gut feeling you get from an experience
or encounter, that sense you have when you
set foot on a campus, meet and interact with

the individuals employed there, learn about

the values, culture, etc., have its merits in the
job search process. Should fit be, as Brown
states, something that we need to change?
Is fit about “becoming who you need to be
to be accepted” (2010, p. 25), or is it more
about making sure that the place is right for
who you are at that moment in time? These
are questions about fit that still should be
asked. It is for this reason that we are not
fully convinced that the myths surrounding
the concept of fit were “debunked” after
reading this book. However, Debunking the
Myth of Job in Higher Education and Student
Affairs does provide us with a critical lens
through which we should view fit in all facets
of the job search process. It also gives voice
to the real struggles that our colleagues from
marginalized populations face each day in
the job search process. As leaders and edu-
cators in student affairs, this book should
challenge us to rethink our concepts and
practices and push us to begin to dismantle
the oppressive constructs that still exist in
the field.
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