
 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



 

 

 

 

 

 

 

Copyright 

by 

Colin Dalton 

August 2011 

 

 

 

 

 

 

 

 

 

 



THE EFFECTS OF SUPPLEMENTAL INSTRUCTION ON PASS RATES, 

ACADEMIC PERFORMANCE, RETENTION AND PERSISTENCE IN 

COMMUNITY COLLEGE DEVELOPMENTAL READING COURSES 

 

 

 

 

 

A Dissertation Presented to the 

Graduate Faculty of the College of Education 

University of Houston 

 

 

 

 

 

In Partial Fulfillment 

of the Requirements for the Degree 

Doctor of Education 

 

 

 

 

by 

Colin Dalton 

August 2011 



Acknowledgements 

 

This dissertation culminates a journey I began in the summer of 2008 at the 

Kellogg Institute, i.e. Appalachian State University’s National Association of 

Developmental Education certification program.  The program provided the first 9 of the 

66 credit hours required for this University of Houston Ed.D.  In addition, my Kellogg 

Institute practicum utilizing Supplemental Instruction in developmental reading 

eventually became, after three-and-a-half years of implementation, research, additions, 

and modifications, this dissertation.  Therefore, my fist thanks must go to the Kellogg 

Institute and the staff and faculty at the College of Education at Appalachian State 

University.  Also, Dr. Rebecca Goosen, my former dean at San Jacinto College, also 

deserves a special thank you for funding my Kellogg Institute tuition.  

I want to thank my mum and dad for traveling from Sydney, Australia to Houston, 

Texas to celebrate my graduation from the University of Houston and my new teaching 

position at the University of Houston-Downtown.  Plus, special thanks must go to my 

mum, Dr. Ann Dalton, for challenging me to obtain this doctoral degree.  Now, I just 

have to walk across England when I’m 60. 

I owe a special thank you to my advisor and committee chair, Dr. Hutchison, for 

providing me with an enriching doctoral program.  Firstly, she assisted me with my 

application to the doctoral program, recognizing that a low undergraduate grade point 

average and success in a doctoral program are not positively correlated.  Also, she 

allowed me to teach several undergraduate courses, providing me with the experience 

required to obtain my new position at the University of Houston-Downtown.  She 



patiently guided me through all aspects of the program, i.e. course work, candidacy 

paper, candidacy defense, comprehensive exams, residency, dissertation proposal,  

dissertation, and dissertation defense.  Finally, she provided flattering written and oral 

references to the UHD hiring committee, assisting me to obtain a literacy/ESL education 

position.  

I would also like to thank Dr. Mountain for enhancing my doctoral program and 

career by guiding me through the process of presenting at professional conferences and 

writing articles for publication in peer reviewed journals.  This dissertation will be 

published, in one form or another, by implementing the writing and publishing proposal 

methods I learned in her class.  Also, I would like to thank Dr. Mountain for being on my 

dissertation committee and for saying nice things about me when the UHD hiring 

committee contacted her. 

I would like to thank Dr. Horn for helping me, an English teacher, with SPSS 

during two quantitative research classes and for lending me the book Statistics for People 

Who (Think They) Hate Statistics.  Also, I would like to thank her for being on my 

dissertation committee and for providing instruction on how to incorporate inferential 

statistics into this research.   

I want to thank Jazmine, my girlfriend, for her support throughout my program 

and especially for spending hour-upon-hour with me at coffee shops while I worked on 

course assignments, presentations, articles, and this dissertation.  I’ll return the favor 

while she studies for the CPA Exam.       

 I owe a debt of gratitude to my three Supplemental Instruction leaders, Tamela, 

Eriekia, and Stephanie.  Their hard work helping my reading students provided the raw 



material for this dissertation.  Plus, I want to thank my reading students at San Jacinto 

College for allowing me to guide them through their first year of college, thereby 

providing the impetus for this dissertation. 

I would like to thank Rebecca Perez, the UH College of Education curriculum and 

instruction graduate program administrator, for her assistance during my four years at 

UH.  Also, I would like to thank Dr. Busch for agreeing with my out-of-left-field request 

to be on my dissertation committee.  Finally, I would like to thank all of my course 

instructors at the University of Houston for providing me with the knowledge, skills, and 

encouragement to complete this program.  Thank you to Dr. Kirk, Dr. Hutchison (four 

courses and 6 credit hours of doctoral dissertation), Dr. Radigan, Dr. Liberman, Dr. Horn 

(two courses), Dr. Abrahamson, Dr. Chiappetta, Dr. White, Dr. Ruban (two courses), Dr. 

Warner, Dr. Mountain, and Dr. Craig.  I will pass on their lessons to our next generation 

of teachers.   

 

 

 

 

 

 

 

 



THE EFFECTS OF SUPPLEMENTAL INSTRUCTION ON PASS RATES, 

ACADEMIC PERFORMANCE, RETENTION AND PERSISTENCE IN 

COMMUNITY COLLEGE DEVELOPMENTAL READING COURSES 

 

 

 

 

 

An Abstract 

of 

A Dissertation Presented to the 

Graduate Faculty of the College of Education 

University of Houston 

 

 

 

 

 

In Partial Fulfillment 

of the Requirements for the Degree 

Doctor of Education 

 

 

by 

Colin Dalton 

    August 2011



Abstract 

 The purpose of this research was to measure the effects of the peer tutoring 

program Supplemental Instruction (SI) on pass rates, academic performance, retention, 

and persistence in community college developmental reading courses.  Prior research 

indicated that SI improves final grades, attendance, retention, persistence, and graduation 

rates in college credit-bearing courses.  However, the minimal research documented in 

the literature on the use of Supplemental Instruction in developmental education courses 

contained conflicting information.   

Archival data, collected from five semesters of comparative SI and non-SI 

developmental reading courses at an urban fringe community college, were analyzed to 

determine whether a significant statistical difference existed between the two groups.  

The pass rates, i.e. the number of A, B, and C grades, for the SI and non-SI groups were 

75% and 70% respectively.  However, a chi-square analysis revealed there was not a 

statistically significant difference between the pass rates of the two groups (chi-square 

value .520).  The academic performance measure, i.e. a statistical analysis of the SI and 

non-SI classes’ scores on the developmental reading exit test/final exam, revealed that the 

mean scores were 82% and 81% respectively.  An independent samples t-test confirmed 

there was not a statistically significant difference between these means (t=.345, α=.05).  

The retention analysis, i.e. the number of students who attended classes through to the 

final exam, revealed that 80% of the students in the SI supported classes and 79% of the 

students in the non-SI supported classes were retained.  A Difference in Proportions Test 

confirmed there was not a statistically significant difference in the retention rates between 

the two groups (z = .1568, p = .5636).  The persistence analysis revealed that 74% of the 



students from the SI supported classes and 69% of the students in the non-SI classes 

registered for classes in the subsequent long semester.  However, a Difference in 

Proportions Test revealed there was not a statistically significant difference between the 

persistence rates of the two groups (z = .784, p = .7823).     

The researcher concluded that the widely touted positive effects of Supplemental 

Instruction are diminished in community colleges with well-developed developmental 

education programs with courses currently exhibiting pass rates of 70% or higher.  

Therefore, the researcher recommends targeting the implementation of SI in 

developmental reading courses with traditionally high failure rates, e.g. courses created 

during the first week of the semester to accommodate late registering students.  Also, 

community colleges without well-developed developmental education programs could 

implement Supplemental Instruction to accommodate for a lack of other support services 

and programs for developmental education students.      

In addition, the research revealed that the voluntary attendance aspect of 

traditional SI programs in developmental reading courses led to low attendance at SI 

sessions.  Therefore, the researcher recommends course instructors assign mandatory 

graded assignments that require completion with the SI leader to boost attendance at SI 

sessions.  Developmental reading programs could also create a mandatory lab attached to 

a course dedicated to SI peer led tutoring.   

Encouraging serendipitous observations warrant further investigation, including 

the effects of SI on the affective domain, the SI leader, and the course instructor.  
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Chapter I: Introduction 

Introduction 

Most professions in the United States that provide a livable wage require 

specialized training, certification, and/or an associate’s degree or higher.  Community 

colleges, with their open enrollment policies, are an ideal venue for students from all 

socioeconomic and academic backgrounds to obtain the training and credentials required 

for employment in salary paying, skilled/professional careers.  However, community 

colleges nationwide have a graduation rate of 18% within 3 years of enrollment (Jaschik, 

2011).  These graduation rates are even lower for students placed in developmental 

education courses (National Center for Educational Statistics, 2008).  Contributing 

factors to the low graduation rate for developmental education students include being 

academically underprepared, first generation college students, non-native English 

speakers, unaware of the rigors of higher education, and/or from a low socioeconomic 

background (Boylan & Bonham, 2007).   In addition, developmental reading students 

often possess some of the following traits: irresponsibility, low academic self-esteem, a 

propensity to blame others for failure, poor literacy skills, and an uninformed view of 

college quality work (Wyatt, 2003).  Often with developmental reading students these 

factors combine, contributing to low academic performance, pass rates, retention, and 

persistence.  

The ability to read at a college level is imperative for success at community 

college, regardless of program or major, in both academic and technical fields.  Students 

who are placed in developmental reading courses, based on their placement test scores, 

read below college level.  Although these students are literate enough to graduate from 
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high school or obtain a GED, earning the right to matriculate to higher education, they 

could be described as alliterate, processing an ability to read just enough to get by 

(Morris & Price, 2008).  These students, with an aversion to reading, have failed to join 

the ranks of effective readers in the literacy club (Mueller, 2001).  

Students enter developmental reading programs with the intentions of improving 

their academic reading and study skills.  However, many students are apathetic and 

frequently disinclined to apply the reading and study strategies taught in the class.  This 

lack of motivation can be attributed to limited and negative literacy experiences at home 

and at school prior to attending college (Ready & Parson, 2007).  Occasionally, students, 

who are in denial about their current level of reading ability, dispute the results of their 

placement test, and resent having to pay tuition to attend non-credit courses. 

  One semester of college preparatory developmental reading courses is often 

sufficient preparation for many students to progress successfully to college credit-bearing 

courses.  However, for others the series of developmental reading courses becomes a 

curricular maze from which they do not emerge (McCabe, 2000).  Therefore, colleges 

must provide these at-risk developmental reading students with the academic, personal, 

and social support to increase their rates of retention and persistence.  Supplemental 

Instruction, a course specific peer assisted tutoring program, could provide 

developmental reading students with the support they require to complete their college 

preparatory courses and move successfully to credit-bearing courses.     

Statement of the Problem 

Developmental education students are often reluctant to attend their instructors’ 

office hours to obtain tutoring, academic advising, and encouragement (Hodges & White, 
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2001).  In addition, they are also disinclined to seek academic assistance from tutors 

working in campus tutoring centers (Marsh, 2001).   A combination of pride, denial, and 

ignorance prevents them from self-referring themselves for academic assistance 

(Arendale, 1994).  Furthermore, developmental education students believe that tutorial 

help increases their academic burden as they must now complete the tutor’s material in 

addition to their coursework (Arendale, 1994). Ironically, students who are more capable 

are inclined to seek tutorial assistance at the beginning of the semester.  Therefore, it 

appears that traditional tutoring services often fail to reach those who need it the most, 

developmental education students.   

Another shortcoming of the traditional tutoring model is its inability to timely 

identify students who are at risk of earning a D, F, or W in a particular course (Hodges & 

White, 2001).  Course instructors most often refer students to on campus tutoring 

following the scoring of the first examination (Arendale, 1994).  Unfortunately, this 

reactive practice is unsuccessful because the rate of student attrition in community 

college courses is greatest in the first six weeks of the semester (Tinto, 2004).  In 

addition, developmental education students are often reluctant to comply with faculty 

recommendations for academic assistance.  

 A further inadequacy of the traditional tutoring model used by most colleges and 

universities is that males are less likely than females to seek additional academic 

assistance from on-campus tutoring centers (Wright, 2003).  Male developmental 

mathematics students, in a gender-specific study on affective influences on male student 

attitudes toward peer tutoring, admitted to actions or non-actions based on stereotypically 

gender-driven cultural expectations (Wright, 2003). 
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Developmental education students are adult learners who require broadened 

educational and support services to meet their unique needs (Lewis, 2005).  More often 

than not, they are recent high school graduates, accustomed to learning-centered, 

interactive educational environments created by trained educators.  Therefore, they are 

ill-suited to the traditional higher education delivery method of two lectures and a lab 

(Postlethwait, 2005, as cited in Zerger, Clark-Unite, & Smith, 2006).   

Community colleges, with their open door policies, have an ethical obligation to 

provide academic assistance to underprepared students.  Therefore, every available 

recommended instructional and support service practice to effectively educate 

developmental education students must be implemented and researched.  Supplemental 

Instruction, a course specific peer tutoring program, has been proven to increase course 

retention, program persistence, and graduation rates in credit-bearing college and 

university courses, clearly an advantageous situation for students, instructors, institutions 

of higher education, and society alike (Zerger, Clark-Unite, and Smith, 2006).  However, 

the effects of Supplemental Instruction on community college developmental reading 

courses have yet to be researched. 

Need for the Study 

Graduation rates at community colleges nationwide are shockingly low, currently 

18% within three years of initial enrollment (Jaschik, 2011).  Due to the open-door 

policies of community colleges, i.e. only requiring a high school diploma or G.E.D. for 

admission, many students require developmental courses prior to being eligible to take 

credit-bearing courses (Boylan & Bonham, 2007).  However, Bailey, Jeong, and Cho 

(2010) found that only 46% of students referred to developmental reading complete their 
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recommended course sequence within three years.  For students who place into the lowest 

level of developmental reading only 29% complete the sequence of three developmental 

reading courses (Bailey, Jeong, & Cho, 2010).   

According to the literature, Supplemental Instruction has shown to improve 

academic performance, pass rates, and graduation rates at four year universities 

(Arendale, 1999; Barlow & Villarejo, 2004).  Additionally, numerous studies have shown 

Supplemental Instruction’s powerful positive impact on a variety of community college 

credit-bearing courses (Arendale, 1999; Bowles, McCoy, & Bates, 2008).  Furthermore, 

Boylan, Bonham, and Bliss (1992) found that developmental education departments that 

regularly used Supplemental Instruction had the highest rates of student retention.  

Supplemental Instruction’s positive effects have also been measured in developmental 

mathematics courses (Phelps, 2005).  However, despite being a National Center of 

Developmental Education recommended strategy, the effects of Supplemental Instruction 

on students’ performance on specific learning objectives, pass rates, retention, and 

persistence have not been evaluated in stand-alone developmental reading courses at the 

community college level.   

Purpose of the Study 

The rational for using Supplemental Instruction in developmental reading is a 

response to the unsuccessful practices of failing to address the students’ individual 

learning styles and extenuating circumstances that impact academic performance.  Also, 

the limited literature on the use of Supplemental Instruction in developmental education 

courses contains contradictory recommendations.       

 The National Center for Developmental Education recommends the use of 
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Supplemental Instruction in developmental education courses (Boylan, 2002).  However, 

the National Center for Developmental Education recommendation does not differentiate 

among developmental mathematics, developmental writing, and developmental reading.  

In addition, the literature referenced by the National Center for Developmental Education 

supporting the use of Supplemental Instruction is based on research conducted on college 

credit-bearing courses, not college preparatory developmental education courses.  To 

further confuse matters, the literature contains a recommendation from the National 

Director of Supplemental Instruction to not use Supplemental Instruction in 

developmental mathematics courses (Wright, Wright & Lamb, 2002).  However, this 

reference does not make a similar recommendation for developmental reading nor does it 

cite research supporting the claim that Supplemental Instruction is an ineffective strategy 

for developmental mathematics.   

Therefore, investigating the effects of Supplemental Instruction on pass rates, 

retention, academic performance, and persistence in developmental reading courses is  

invaluable because the results, if positive, may serve as a catalyst for the widespread 

implemental of Supplemental Instruction in community college developmental reading 

courses.  This could eventually assist more community college developmental reading 

students nationwide to successfully advance to college credit-bearing courses.  

Conversely, if the results prove negative, colleges can reconsider or modify existing 

developmental reading Supplemental Instruction programs.  

Research Questions 

The purpose of this study was to measure the effectiveness of Supplemental 

Instruction, a peer assisted academic assistance program, in community college 
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developmental reading courses.  This measure focused on the following research 

questions:    

Research Question 1:  What is the relationship between Supplemental Instruction 

and the pass rate, number of A, B, and C grades, in READ 0310: College Reading 

Techniques? 

Research Question 2:  What is the relationship between Supplemental Instruction 

and performance on the READ 0310: College Reading Techniques exit-test, i.e. 

The Townsend College Preparatory Reading Test? 

Research Question 3:  What is the relationship between Supplemental Instruction 

and retention, as defined by the number of students completing READ 0310: 

College Reading Techniques and earning a grade other than W (Withdraw)? 

Research Question 4:  What is the relationship between persistence, as defined by 

the number of READ 0310: College Reading Techniques students registering for 

classes in the subsequent long semester, and Supplemental Instruction?  

 Therefore, Supplemental Instruction was the dependent variable of this research.  

Its effects on the independent variables of pass rate, exit-test performance, retention, and 

persistence in community college developmental reading courses were the focus this 

study. 

Research Hypotheses 

 The purpose of this study was to measure the effects of Supplemental Instruction 

on pass rates, academic performance, retention, and persistence in developmental reading 

courses.  Prior research suggests that Supplemental Instruction has made a positive 

impact in these areas in numerous credit-bearing higher education courses.  However, the 
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effects of Supplemental Instruction in developmental reading have not been measured.  

Therefore, the following research hypotheses were tested: 

Hypotheses I:  There is a statistically significant difference between the pass rates 

of developmental reading courses with Supplemental Instruction and non-SI 

developmental reading courses.    

Hypothesis 2:  There is a statistically significant difference between the 

performance rates, as measured on the Townsend College Preparatory Reading 

Test, of developmental reading courses with Supplemental Instruction and non-SI 

developmental reading courses.   

Hypothesis 3:  There is a statistically significant difference between the retention 

rates, as measured by course completion, of developmental reading courses with 

Supplemental Instruction and non-SI developmental reading courses.     

 Hypothesis 4:  There is a statistically significant difference between the 

persistence rates, as measured by enrolment for the subsequent long semester, of 

developmental reading courses with Supplemental Instruction and non-SI 

developmental reading courses.     

Definition of Terms 

In order to clarify the information presented in this research the following defintions 

apply: 

1. Developmental Education:  A field of practice and research in higher 

education that provides courses and academic support to students who are 

deemed to be academicly and/or emotioanlly underprepared for college level 

courses (National Association of Developmental Education, 2010). 
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Developmental education courses include developmenatl mathematics, 

developmental reading, developmental writing, and study skills.   

2. Developmental Reading:  Developmental reading courses are designed to 

prepare students who lack college-level reading comprehension and 

vocabulary skills for reading intensive college-level courses.  Skills taught in 

developmental reading courses include: understanding stated and unstated 

main ideas, recognizing bias, interpreting inferences, analyzing arguments, 

deciphering vocabulary using context clues and word parts, interpreting 

author’s purpose and tone, distinguishing fact and opinion, recognizing 

organizational patterns and their associated transitions, and creating class 

notes, summaries, outlines and study guides.  Students are placed in 

developmental reading courses based on their performance on standardized 

college placement tests.  Developmental reading courses are considered to be 

college preparatory courses.  Therefore, credits earned in developmental 

reading do not apply towards college degree programs.  

3. Supplemental Instruction:  A class-specific, peer assisted tutoring program 

that utalizes a former A student to attend classes, model effective in-class 

learning strategies, and hold Supplemental Instruction sessions at the on-

campus tutoring center. 

4. Supplemental Instruction Leader:  A former class-specific A student  hired to 

attend class, model in-class learning stategies, and hold Supplemental 

Instruction sessions at an on-campus tutoring center.  



10 

 

 

5. Suppplemental Instruction Class (SI class):  A READ 0310: College Reading 

Techniques with a formal Supplemental Instruction program that provides 

assistance to the students and course instructor.  

6. Non-Supplemental Instruction Class (Non-SI class):  A READ 0310: College 

Reading Techniques class without a formal Supplemental Instruction 

program.  

7. Academic Performance:  Scores, expressed as the percentage of correct 

responses, on the Townsend College Preparatory Reading Test.  

8. The Townsend College Preparatory Reading Test:  A commercially available, 

standardized, and criterion-referenced achievement test consisting of 40 

multiple choice questions that test the following objectives: main idea, 

supporting details, inference, author’s purpose, organizational patterns and 

their commonly used transitions, fact and opinion, and vocabulary.    

9. Pass Rate:  Number of students who obtain final grades of A, B, or C in 

READ 0310: College Reading Techniques. 

10. Retention:  Percentage of students who complete READ 0310: College 

Reading Techniques and earn a grade other than W (Withdraw). 

11. Persistance:  Number of students who reregister for  classes in the subsequent 

long (Spring or Fall) semester. 
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Chapter II: Review of the Literature 

Introduction 

 This chapter provides a review of the literature related to the use of Supplemental 

Instruction in developmental education and credit-bearing higher education courses.  

Supplemental Instruction is an academic support program which traditionally targets high 

risk college and university courses with a 30% or greater rate of D, W, or F grades 

(Ogden, Thompson, Russell, & Simons, 2003).  Supplemental Instruction, developed at 

the University of Missouri-Kansas City in the 1970s by Deanna Martin, has been used in 

the entire spectrum of higher education institutions, from Tier One Universities, to 

community colleges, and everything in-between.  Its ability to improve grades, 

attendance, retention, persistence, and graduation rates has seen it spread to institutions of 

higher education around the world, including Australia, South Africa, Great Britain, and 

Sweden (Arendale, 1999).  This dissertation pertains to the use of Supplemental 

Instruction in developmental reading.  However, due to an absence of information on the 

specific use of Supplemental Instruction in developmental reading, most of this eight 

section review investigates current literature related to the use of Supplemental 

Instruction in credit-bearing college and university courses.  However, there are a handful 

of research articles based on the use of Supplemental Instruction in developmental 

education, encompassing mathematics, reading, and writing.  

Section One documents the historical and current role of developmental education 

in higher education.  Section Two addresses developmental education placement 

standards in the state of Texas.  Section Three profiles the purpose and content of 

developmental reading courses.  Section Four chronicles the characteristics of 
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developmental education students.  Section Five examines traditional peer tutoring 

programs in American community colleges.  Section Six provides a rationale for a non-

traditional approach to tutoring in developmental education.  Section Seven provides a 

synopsis of the Supplemental Instruction program.  Section Eight details the theoretical 

underpinnings of Supplemental Instruction.  Section Nine documents the desired 

outcomes of Supplemental Instruction.  Section Ten provides a summary of the 

organization of a Supplemental Instruction program.  Section Eleven details the use of 

Supplemental Instruction in developmental education.  Finally, Section Twelve 

documents the limited usage of Supplemental Instruction in developmental reading 

courses.  

Chronological Overview of Developmental Education 

Accommodations for underprepared higher education students have always been a 

fixture of the American college curriculum.  However, the history of developmental 

education has been disregarded or diminished by many historians of higher education 

(Arendale, 2002).  Programs supporting these students have been called various names: 

learning assistance, compensatory education, corrective education, basic skills, academic 

support, preparatory studies, and currently, developmental education (Farakish, 2008).  

These fields have morphed into the modern interrelated fields of college reading 

instruction, learning assistance programs, and developmental education (Stahl & King, 

2009).  Remedial programs of the past emphasized correcting perceived weaknesses in 

students’ skills and knowledge for the purpose of obtaining entrance to a particular 

academic program (Levine, 1978, as cited in Higbee, Lundell, & Arendale, 2005).  On 

the other hand, contemporary developmental education programs lay emphasis on the 
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building of new skills, knowledge, and attitudes that overcome prior educational 

deficiencies due to adverse home, family, and school environments (Cross, 1976, as cited 

in, Higbee, Lundell, & Arendale, 2005).       

 Currently, approximately four of ten students entering American community 

colleges and universities are underprepared for college-level courses; and as a result, 

must complete one or more developmental course in reading, writing, and/or mathematics 

(National Center for Educational Statistics, 2008).  Today, contexts associated with 

developmental education students include being underprepared, nontraditional, non-

native speakers, low socio-economic status, at-risk, and first generation (Boylan, 1989).  

However, these phenomena, often associated with developmental education students, 

have been a part of higher education since the beginning.  

 When Harvard College opened its doors in 1636, to theology students, many 

students where underprepared in the languages used in academia, i.e. Latin and Greek 

(Wyatt, 2003).  These non-native speakers of the language of academia, unable to 

adequately study classical works in Latin and Greek, required remediation in the form of 

tutoring.  This marked the birth of developmental education in higher education in this 

country (Stahl & Boylan, 2003).  Students predominantly served during this time period 

were privileged white males (Arendale, 2002). 

In the 1700s, college admission required a high standing in colonial society, rather 

than college academic preparedness (Stahl & Boylan, 2003).  Obviously, these students 

required tutoring programs and developmental classes to bring their skills up to college 

level.  Again, the students predominantly served during this time period were privileged 

white males (Arendale, 2002). 
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In the 1800s, the Morrill Act granted federal land to states to develop colleges to 

train students in agriculture, science, and engineering.  This shift, from teaching a 

historical core of classical studies, was in direct response to the industrial revolution 

(Boylan & White, 1987).  Students from broader social backgrounds were now able to 

attend college.  Public education was not widespread in the early part of this century; 

therefore, many college applicants required developmental programs to boost their 

academic knowledge, skills, and attitudes (Craig, 1997, as cited in Arendale, 2002).  

These “land grant colleges” provided developmental education classes in reading and 

writing to prepare marginally literate entrants for college level classes (Stahl & Boylan, 

2003).  During this period, many of the colleges developed relationships with elitist 

preparatory schools which provided students with the appropriate prerequisites for 

college admission (Boylan & White, 1987).  However, the majority of less selective 

colleges were forced to lower acceptance standards in order to remain financially solvent 

(Higbee, Lundell, & Arendale, 2005).  These institutions required developmental 

education programs to enhance the academic skills, knowledge, and attitudes of these 

underprepared higher education students.  Academic remediation was offered in the form 

of pre-collegiate preparatory academies and tutoring (Arendale, 2002).  It was estimated 

that 40% of all first-year college students in 1894 were enrolled in college preparatory 

courses, approximately the percentage as today (Ignash, 1997, as cited in Arendale, 

2002).  Students attending university during this period were mostly white males 

(Arendale, 2002). 

In the early 1900s, college admittance was mostly based on economic status, 

rather than academic merit (Higbee & Lundell, 2002).  This resulted in more than half of 
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Ivy League students being incapable of passing standard college entrance examinations 

(Wyatt, 2003).  As a result, colleges and universities began offering study skills courses 

(Higbee & Lundell, 2002).  Addressing poor study habits was the major focus of 

developmental education during this period (Stahl & King, 2009).  Furthermore, colleges 

and universities opened reading laboratories and expanded remedial reading courses 

during this time (Wyatt, 2003).  Again, students attending university during this period 

were mostly white males (Arendale, 2002). 

By the fall of 1946, the GI Bill allowed over a million returned servicemen to 

enter colleges and universities across the country (Stahl & Boylan, 2003).  Altogether, 

approximately 2,000,000 veterans attended college using G.I. Bill funding, including 

about 60,000 women (Wyatt, 2003).  Many of them were academically underprepared, 

and colleges made academic assistance available to them.  Developmental education 

during postwar 1940s through early 1960s sought to address the perceived low academic 

ability or low intelligence of these students (Stahl & King, 2009).  However, this early 

form of developmental education assisted the mature, hardworking returned service men 

and women to outperform their younger classmates (Wyatt, 2003).  Ironically, the 

generous provisions of the G.I. Bill were based on the assumption that very few returned 

World War II servicemen would actually want to go to college (Bonner, 1986).  Colleges 

and universities, for the first time, opened their doors to first-generation college students, 

students of color, and students from economically disadvantaged backgrounds (Arendale, 

2002).  These nontraditional students required academic support services in the form of 

developmental classes and tutoring to be successful.     

 In the 1960s and 1970s the Civil Rights Movement resulted in another wave of 
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first generation and nontraditional students entering colleges and universities across the 

country (Boylan & White, 1987).  Some of these students, women, African Americans, 

and other ethnic minorities, required developmental classes to prepare them for success in 

college level courses.  The focus of developmental education during this era addressed 

perceived psychological and motivational blocks to learning, socio-cultural aspects 

associated with disadvantaged family and school backgrounds, and retention (Stahl & 

King, 2009). 

In the 1980s, through to the present day, a new wave of underprepared, 

nontraditional, and first generation students is entering college, i.e. immigrants and their 

children.  In addition, more students from low socio-economic backgrounds and mature-

age students are entering college in record numbers (Wyatt, 2003).  This is a direct result 

of technical and service jobs, that previously offered on-the-job-training, now require an 

associate’s degree.  

The Community College Research Center reported that nearly 60% of students 

entering American community colleges required at least one developmental classes in 

English, reading, or mathematics (Bailey, 2009).  At public 4-year institutions, in 2003-

04, 19% of students required at least one developmental course (National Center for 

Education Statistics, 2008).  Furthermore, the National Center for Education Statistics 

(2008) reported that 21% of all undergraduates reported having taken one or more 

developmental courses in college or university.  These estimates of developmental 

education course numbers are considered conservative estimates because they only 

account for developmental courses taken during the first year of post-secondary 

education (National Center for Education Statistics, 2008).  In addition, millions of 
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students nationwide obtain remediation through learning centers and tutoring programs 

(Boylan, 2002).  Boylan (2002), estimates that of the nation’s 12 million undergraduates, 

about 2 ½ million require some form of developmental education during any given year.  

A high percentage of these students would likely drop out of higher education without 

participation in one or more developmental education courses (Boylan, 2002).  The 

National Center for Educational Statistics (2008) reported that 94% of all public higher 

education institutions offer at least one developmental course.  However, it is community 

colleges, with their open admission policies, that play the most important role in 

providing college preparatory courses to underprepared first-year college students.    

Presently, developmental education continues to assist students to obtain the 

academic skills, knowledge, and attitudes necessary for success in college credit-bearing 

courses.  The continuing influx of students without college level knowledge, skills, and 

attitudes to colleges and universities around the country insures the continuing need for 

college preparatory programs in higher education. Clearly, community colleges and 

universities around the nation must continue to strive to use every available 

recommended instructional and support service practice to effectively educate 

underprepared students.  

Developmental Education Placement in Texas 

The Texas Success Initiative (TSI), effective September 1, 2003, requires that 

incoming students, unless exempt, be assessed for college readiness in the areas of 

reading, mathematics, and writing (Texas Higher Education Coordinating Board, 2010).  

This initiative further requires that students who do not meet the passing standard of an 

area of the assessment are not allowed to enroll in college-level classes requiring that 



18 

 

 

particular academic skill.  These students are required to complete a series of 

developmental courses for that area or pass a retest.  However, individual campuses make 

the prerequisite decisions on courses that ultimately open up or prohibit enrollment based 

on TSI performance. 

Students are exempt from the provisions of the Success Initiative, and thus 

developmental classes, if they have an associate’s or higher degree from a US institution, 

have previously met Texas Academic Skills Program (TASP) requirements, have meet 

qualifying standards on the SAT Reasoning Test (minimum composite score of 1070 and 

550 in math) or ACT (minimum score of 23 in math and 19 in English), passed the Exit-

Level Texas Assessment of Knowledge and Skills (TAKS) test with minimum 

mathematics score of 2200 and a minimum language arts score of 2200, including an 

essay score of 3 or higher, or have completed college-level coursework related to a skill 

area with a grade of D or higher (Texas Higher Education Coordinating Board, 2010).  

Interestingly, students who are serving in the military or have been honorably discharged, 

retired or released on or after August 1, 1990 are exempt from the Texas Success 

Initiative.  This includes students who have been serving in the Texas National Guard or 

reserves for at least three years prior to enrollment (Texas Higher Education Coordinating 

Board, 2010). 

Developmental Reading Courses 

Developmental reading courses provide a scaffolded support system to higher 

education students whose reading skills are determined to be insufficient to succeed in 

college level classes.  Students are placed in these classes based on their performance on 

college placement tests.  In Texas, approved standardized placement tests include the 
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COMPASS, ACUPLACER, THEA/TASP, and ASSET tests.  Students placed in 

developmental reading courses are required to successfully complete the course, or a 

series of courses, prior to being permitted to register for reading intensive core 

curriculum classes.  Therefore, community college students seeking a Certificate of 

Technology in a technical program are not required to take developmental courses 

because these programs do not require the traditional college core curriculum courses.  

However, students seeking an associate’s or a bachelor’s degree require college-level 

reading skills in order to succeed in the traditional college core curriculum courses these 

degrees require.   

Community colleges often have a series of two or three developmental reading 

courses, for example Basic Reading Skills, Reading Comprehension, and College 

Reading Techniques, to bring students to college-level reading proficiency (San Jacinto 

College, 2011).  In a basic reading skills class students are taught word recognition, basic 

vocabulary skills, and literal comprehension, focusing on concepts such as main idea and 

details (San Jacinto College, 2011).  In a mid-level developmental reading course, 

students focus on inferential reading comprehension and vocabulary development (San 

Jacinto College, 2011).  Finally, in an upper-level developmental reading course students 

prepare for college level reading by learning to determine main idea, infer information, 

comprehend figurative language, recognize patterns of organization, and create study 

materials, i.e. concept maps, textbook annotations, and outlines (San Jacinto College, 

2011).  These transferable strategies allow students to read, comprehend, and retain 

relevant information in academic textbooks and supplemental materials (McGrath & 

Hamer, 2007).  Four-year universities often have just one developmental reading course 
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due to more stringent entry level requirements (L. Hutchison, personal communication, 

March 15, 2010).  

Academic Traits of Developmental Education Students 

Developmental education students come from diverse backgrounds, possess 

dissimilar academic needs, and learn at different paces.  Educational deficiencies and 

academically disadvantageous environmental conditions that create underprepared 

college students include: a non-supportive family, prejudice, poor health, insufficient 

academic preparation that utilized inappropriate teaching methods, and a limited 

exposure to a variety of content areas (Farakish, 2008).  Many come from a low 

socioeconomic background and diverse cultural and ethnic heritages (Boylan & Bonham, 

2007).  Therefore, many developmental education students speak a language other than 

English at home (Boylan & Bonham, 2007).  Often developmental education students, 

especially at the community college level, qualify for federally funded higher education 

grants, i.e. the Pell Grant (Boylan & Bonham, 2007).  

All students entering higher education, including open admission community 

colleges, require a high school diploma or an equivalent qualification, most often the 

General Equivalency Diploma (G.E.D).  Boylan and Saxon (1999) reported that the 

average high school GPA of developmental education students is a 2.4 on a 4.0 scale.  

Despite meeting the academic standards required to earn a high school diploma and 

matriculate to higher education, students who place into developmental education often 

possess some of the following traits: irresponsibility, low academic self-esteem, a 

propensity to blame others for failure, poor literacy skill, and an uninformed view of 

college quality work (Wyatt, 2003). 
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Developmental reading students, while literate enough to graduate from high 

school or obtain a GED, could be described as alliterate, meaning they know how to read 

but have chosen not read or read just enough to get by (Morris & Price, 2008).  

According to Mueller (2001), developmental reading students have failed to join the 

ranks of effective readers in the literacy club.  Students enter developmental reading 

programs with the intentions of improving their academic reading and study skills.  

However, many students are apathetic and frequently disinclined to apply the reading and 

study strategies taught in class.  This lack of motivation can be attributed to limited and 

negative literacy experiences at home and at school prior to attending college (Ready & 

Parson, 2007).  Some developmental reading students accept that their reading skills need 

improvement, but they have an aversion to reading.  Occasionally, students, who are in 

denial about their current level of reading ability, dispute the results of their placement 

test and resent having to pay tuition to attend a non-credit course.  Furthermore, they feel 

stigmatized for having to complete what they consider a remedial-type course (Rey & 

Karstadt, 2006). 

One semester of precollege developmental courses is often sufficient preparation 

for many students to progress successfully to college credit courses.  However, for others 

developmental education becomes a curricular maze from which they do not emerge 

(McCabe, 2000). 

Conventional Peer Tutoring 

Traditional individual tutorial practices involve a student voluntarily attending 

tutoring sessions at on campus tutoring centers.  Community college tutoring centers 

provide free tutorial services to students enrolled in select courses, usually mathematics, 
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English, and science courses. Community college tutoring centers provide tutoring 

services in cooperation and accordance with the guidelines and objectives of particular 

academic departments.  

While these tutoring services assist some students to develop the skills and 

confidence necessary to succeed in their academic coursework, Arendale (2002) 

describes traditional peer tutoring as a following a medical model.  In this model, 

students are identified as requiring professional tutoring based on diagnostic testing, self-

referral in response to apparent symptoms, or recommendation by college professionals 

in response to observed symptoms, most likely a low test score (Arendale, 2002).  This 

reactionary form of tutoring is often ineffective for developmental education students 

because they often fail to recognize a need for academic assistance (Hodges & White, 

2001). 

Tutors in traditional tutoring centers are often upper-level classmen, retired 

teachers, instructors completing an hour of office hours in the tutoring center, and/or 

academically advanced students.  Therefore, traditional tutors could not be referred to as 

peers of students in developmental education courses.  

Need for Non-Traditional Tutoring in Developmental Education 

Fulltime developmental education faculty are required to hold up to ten hours a 

week of office hours to tutor, advise, and mentor their students.  However, developmental 

education students are often reluctant to avail themselves of these services (Hodges & 

White, 2001).  Developmental education students often prefer to seek academic 

assistance from tutors, rather than their instructors (Marsh, 2001).  Community college 

students, often in their mid-twenties, are adult learners who require broadened 
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educational and support services to meet their unique needs (Lewis, 2005).  More recent 

high school graduates, accustomed to learning-centered, interactive educational 

environments created by trained educators, are not suited to the traditional higher 

education delivery method of two lectures and a lab (Zerger, Clark-Unite, & Smith, 

2006).   

Attrition from developmental education courses can be attributed to causes more 

complicated than academic standing; these causes include health problems, financial 

shortcomings, transportation troubles, child care responsibilities, work considerations, 

and legal issues (Horn & Ramos, 2009).  These complicated factors preclude the 

identification of students requiring tutoring services (Tinto, 1993).  High school grade 

point averages and college entrance test scores are poor predictors of determining which 

students will withdraw from college courses for academic reasons (Tinto, 1993).  

Arendale (2001) found that almost half of the students who enter college with entrance 

scores indicating at-risk status demonstrate success without intervention.  Therefore, an 

effective treatment must be more generalized, addressing more than just academic 

deficiencies.  

Another shortcoming of the traditional tutoring model is its inability to identify 

students who are at risk of earning grades of D, F, or W in a timely manner (Hodges & 

White, 2001).  College instructors most often refer students to tradition tutoring services 

after poor performance on the first exam of the semester.  Unfortunately, this reactive 

practice is unsuccessful because the rate of student attrition across courses is greatest in 

the first six weeks of the semester (Tinto, 1993).  At- risk students are often reluctant to 

comply with faculty recommendations for academic assistance.  In addition, a 
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combination of pride, denial, and ignorance prevents them for self-referring themselves 

for academic assistance (Arendale, 1994).  Furthermore, at-risk students believe that 

tutorial help increases their academic workload as they must now be responsible for the 

tutor’s material in addition to the course instructor’s assignments, tests, and material 

(Arendale, 1994).  Ironically, students who are more capable are inclined to seek tutorial 

assistance at the beginning of the semester.  

 Another shortcoming of the traditional peer tutoring model used by most 

American colleges and universities is that males are less likely than females to seek 

additional academic assistance from on-campus tutoring centers (Wright, 2003).  Male 

developmental mathematics students, in a gender-specific study on affective influences 

on male student attitudes toward peer tutoring, admitted to actions or non-actions based 

on stereotypically gender-driven cultural expectations (Wright, 2003). 

 In order to provide academic, personal, and social support to its entire population, 

colleges must consider an alternative to tradition tutoring programs.  In this age of 

shrinking budgets, cutbacks, and financial accountability in higher education, 

Supplemental Instruction provides a cost effective method of providing academic, 

personal, and social assistance to students.  Supplemental Instruction takes place with 

small groups of students, between two and five.  Therefore, operating costs are lower 

than the traditional one-on-one tutoring model.  In addition, Supplemental Instruction has 

been proven to increase course retention, program persistence, and graduation rates, 

clearly an economically advantageous situation for institutions of higher education 

(Zerger, Clark-Unite, & Smith, 2006).  
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Supplemental Instruction 

An alternative to traditional tutoring services is Supplemental Instruction. 

Supplemental Instruction delivers tutoring services on an outreach basis, directly to the 

students in the classroom, changing the tutoring program from a reactive to a proactive 

model (Arendale, 1994).  Academic assistance programs have always been offered to 

underprepared students, as documented in the history of developmental education section 

of this review.  Developmental education and higher education learning assistance 

programs have always been inexorably linked (Arendale, 2002).  Therefore, an historical 

overview of academic assistance programs would be identical to the history of 

developmental education section of this literature review. 

Developmental education and Supplemental Instruction share the same objectives, 

i.e. provide students with the skills, knowledge, and attitudes to successfully graduate 

from institutions of higher education.  However, their delivery systems differ.  

Supplemental Instruction’s goal is to allow a peer to assist the instructor to integrate the 

instruction of skills and content required for academic success (Stone & Jacobs, 2006).  

Therefore, in Supplemental Instruction the delivery method of essential academic skills is 

equally important to course content material.  Some would go as far argue that the 

delivery medium of Supplemental Instruction is the actual message, i.e. the utilization of 

campus support services is an essential component to college success (Arendale, 2002).  

Supplemental Instruction is a proactive peer assisted tutoring program developed 

at the University of Missouri at Kansas City (UMK) in 1975 (The International Center for 

Supplemental Instruction, 2011).  The program, designed by Dr. Deanna Martin, a UMK 

professor, was developed to address the issue of low passing rates in historically difficult 
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freshman courses on the UMK campus, i.e. courses with a failure rate exceeding 30% 

(The International Center for Supplemental Instruction, 2011).  When designing the 

Supplemental Instruction model, Martin wanted a program that would support cultural 

diversity, encourage critical thinking, increase retention and performance, and be 

replicable and adaptable (Arendale, 2002).  Martin’s model proved successful, and in 

1981 it was certified by the U.S. Department of Education as a model postsecondary 

retention program and advocated its dissemination throughout the United States (Boylan, 

2002).  The University of Missouri at Kansas City, now the International Center for 

Supplemental Instruction, offers Supplemental Instruction supervisor training and 

certification programs covering procedures for selecting SI courses and SI leaders, roles 

of supervisors and SI leaders, funding, program evaluation, SI leader training and 

supervision, theoretical underpinnings of SI, and effective learning strategies and SI 

session activities (The Curators of the University of Missouri, 2006). 

Supplemental Instruction has been used successfully in a variety of college and 

university courses, including: medicine, art, chemistry, engineering, education, physics, 

business, occupational therapy, pharmaceutics, English, history, mass communication, 

music, nursing, urban affairs, and biology (Arendale, 1999).  Supplemental Instruction’s 

success in the United States of America has inspired its adoption in institutions of higher 

education around the world, including: astronomy courses in Sweden, an Aboriginal and 

Torres Strait Islander nursing program in Australia, and computer science courses in 

England (Arendale, 1999). 

According to the literature, Supplemental Instruction works because it strives to 

break a student’s “dependency cycle or learned helplessness” (Hurley, Jacobs, & Gilbert, 
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2006, p. 13).  Several studies have been conducted on the use of Supplemental Instruction 

in higher education (Boylan, 2002).  This research into the effectiveness of Supplemental 

Instruction has indicated that Supplemental Instruction programs improve course pass 

rates, retention, and persistence (Arendale, 1999, 2002; Boylan, 2002; Stone & Jacobs, 

2006).  A study conducted on an introductory biology class revealed that the pass rate 

(grades of A, B, or C) for Supplemental Instruction classes was 86% as opposed to 65% 

for non-SI classes (Moore & LeDee, 2006).  Bowles, McCoy, and Bates (2008) found the 

program increased the probability of timely graduation by approximately 11%.  

Supplemental Instruction works because it because it provides students with peer 

collaborative learning experiences that promotes assimilation into campus culture 

(Hurley, Jacobs, & Gilbert, 2006).  Several studies reveal that participants in 

Supplemental Instruction programs earn higher course grades and withdraw less often 

than students who do not participate in SI (Arendale, 1999; Ramirez, 1997; Stone & 

Jacobs, 2006).  Furthermore, the data from numerous studies indicate elevated 

reenrollment and graduation rates for students who partake in Supplemental Instruction 

(Arendale, 1994, 1999; Boylan, 2002).  Most importantly, Supplemental Instruction has 

proven its effectiveness in helping higher education institutions produce graduates who 

possess the necessary knowledge and skills for success in their courses, careers, and 

making a contribution to the global society (Stone & Jacobs, 2006). 

The reason for Supplemental Instruction’s success is that it improves student 

knowledge of the course’s student learning outcomes, and more importantly, it provides 

transfer skills to ensure future academic success (Boylan, 1999).  The program provides 

additional support outside the classroom for developing essential academic and learning 
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skills.  Its proactive approach affords students with assistance before they encounter 

academic difficulties.  Furthermore, it provides at-risk students with a small supportive 

group that offers both academic skills and social support, building a sense of inclusive 

education.  Supplemental Instruction seeks to create a helpful, friendly atmosphere that 

encourages students to return (McGuire, 2006).  

Supplemental Instruction was not created to be a remedial program, nor is it 

perceived to be a remedial program by students (Arendale, 1994).  Although 

Supplemental Instruction is effective with underprepared students, initial volunteers for 

the program tend be those who are better prepared academically (Arendale, 1994).  The 

willingness of these students to participate in Supplemental Instruction encourages the 

participation of struggling students who often fail to realize they need academic 

assistance (Arendale, 1994).  Furthermore, Supplemental Instruction, delivered along 

with course content material, brings academic credibility to campus support services 

(Arendale, 1997).  Likewise, a course instructor’s support of the Supplemental Instruction 

program lends authority to the claim that Supplemental Instruction is important.  These 

positive aspects of Supplemental Instruction encourage student buy-in to the program, 

which is dependent on their participation.   

Another reason for Supplemental Instruction’s success is that it provides an 

environment to introduce students to academic interactions, institutional involvement, 

and the culture of academe (Lockie & Van Lanen, 2008).  The Supplemental Instruction 

leader models the behaviors related to successful long-term educational outcomes 

(Bowles, McCoy, & Bates, 2008).  This guides students away from teacher-directed, 

dependent learning, towards self-directed, independent learning (Stone & Jacobs, 2006).  
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The Supplemental Instruction leader models a positive working relationship between 

instructor and student.  This creates a positive impact on the SI leader and participants 

alike, contributing to stronger connections with faculty and the academic community 

(Lockie & Van Lanen, 2008).  In particular, students who enter college directly following 

high school develop a boarder understanding of student/faculty interactions in higher 

education (Stone & Jacobs, 2006). 

The Supplemental Instruction program provides the Supplemental Instruction 

leader with valuable work experience.  In addition, it can improve the Supplemental 

Instruction leader’s confidence, communication skills and leadership qualities (Lockie & 

Van Lanen, 2008).  Working as a peer tutor in a Supplemental Instruction program can 

also improve an SI leader’s grades.  Helping their peers to succeed emphasizes the 

importance of good study habits.  In addition, SI leaders learn to appreciate the impact of 

study groups on effective learning (Lockie & Van Lanen, 2008).  Finally, the SI program 

affords the Supplemental Instruction leader experience and training he/she can add to 

his/her résumé (Barlow & Villarejo, 2004). 

Research shows that there are difficulties running a successful Supplemental 

Instruction program, especially on urban community college campuses (Stone & Jacobs, 

2006).  Programs that have trained SI supervisors appear to have the most success 

(Arendale, 1999).  Another key to success is selecting, training, and retaining the right SI 

Leader.  Stone and Jacobs (2006) refer to the Supplemental Instruction Leader as the 

“pillar” of the SI program (p. 23).  The college faculty must also understand and support 

a Supplemental Instruction program for it to do well.  Faculty must encourage students to 

attend SI sessions verbally and via their course syllabi.  Student support service staff 
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must also fully understand and appreciate the Supplemental Instruction program because 

they often supervise the SI leaders at campus tutoring centers.  Finally, a winning SI 

program requires support from the college administration because SI programs require 

funding.  Therefore, it is important to update administrators with data regarding an SI 

program’s achievements (Stone & Jacobs, 2006). 

Theoretical Underpinnings of Supplemental Instruction 

Supplemental Instruction draws it influence from recognized educational theories.  

The educational theories supporting Supplemental Instruction stress information 

processing, social interaction, and student-centered learning strategies (McGuire, 2006).  

Supplemental Instruction draws inspiration from Vygotsky’s social development theory, 

where cognitive development is the end result of socialization and social behavior 

(Vygotsky, 1978).  In Supplemental Instruction, the SI leader creates a social 

environment where the learners actively build knowledge by taking responsibility for 

their own learning by working cooperatively with peers to reach common academic goals 

(McGuire, 2006).  Vygotsky, and other constructionists, also emphasized the importance 

of learners constructing their understanding of a subject by integrating new information 

with their prior knowledge (Vygotsky, 1978).  The peer-led, cooperative learning 

opportunities provided by Supplemental Instruction provide a forum for students to 

review, examine, and challenge what they know and understand (McGuire, 2006).  

Therefore, they are able to construct new knowledge in collaboration with their peers.  In 

order to provide an environment for learners to construct new knowledge the 

Supplemental Instruction leaders are trained to engage students in Socratic active 
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learning dialogues that involve reciprocal questioning, concept mapping, brainstorming, 

and allowing for adequate wait time (The Curators of the University of Missouri, 2006).   

B.F. Skinner, the originator of behaviorist thought and operant conditioning, 

propounded that learning is a direct result of responding appropriately to positive and 

negative stimuli (Skinner, 1999).  The Supplemental Instruction program introduces 

students to study strategies and content material, essentially stimuli for a student to 

respond to, which stimulates learning. The SI leader’s interest and the students’ improved 

grades provide the positive reinforcement that encourages students to persist with the 

course and their education goals.  Furthermore, the SI leader models and emphasizes the 

cause-and effect relationship between effective study strategies and good academic 

performance (Hurley, Jacobs, & Gilbert, 2006).   

Jerome Bruner, and other proponents of cognitivism, propounded that learning 

cannot be achieved by simple, passive observation (McGuire, 2006).  Cognitivists 

proposed that the learner must use information for problem solving in order for it to be 

retained and later retrieved (McGuire, 2006).  One of the goals of Supplemental 

Instruction is to provide students with a venue for problem solving with their peers.  The 

free-associating, dialogues, competitions, shared teaching, and supportive learning 

emphasized in Supplemental Instruction provide students a platform for cognitive 

learning (McGuire, 2006). 

Finally, Supplemental Instruction utilizes several principles from Freire’s 

principles of educational empowerment (Freire, 1988).  Supplemental Instruction allows 

learners to take control of their learning process by empowering them with liberating 

pedagogy.  Students, via peer Supplemental Instruction leaders, are “liberated” from the 
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“domination” of the educational system as they learn to seek answers without the 

assistance of their instructors.  Therefore, Supplemental Instruction encourages students 

to break the dependency cycle of learned behavior that binds them to an authority figure’s 

instructional emphasis on repetition, drill, and memorization.  The Supplemental 

Instruction sessions also provide a forum that encourages students to overcome a “culture 

of silence” by providing them with a supportive environment to voice their concerns 

about the college, course, instructor, and content material. 

Desired Outcomes of Supplemental Instruction 

The literature on Supplemental Instruction clearly states that the program 

improves several areas of student performance, i.e. pass rates, retention, attendance, 

academic performance, and persistence (Arendale, 1999, 2002; Stone and Jacobs, 2006).  

Obviously, these areas lead to the desired outcome of all institutions of higher education, 

i.e. graduation. 

Pass rate is a measure of the number of students who receive final grades of A, B, 

or C.  Final grades of D, F, and W are considered non-passing grades.  Supplemental 

Instruction has shown to increase the number of passing grades in several studies 

(Arendale, 1999).  In psychology classes, Rettinger and Palmer (1996) found that 51% of 

Supplemental Instruction students earned grades of A, B, or C as opposed to 40% of the 

non-Supplemental Instruction students.  In an introductory biology course 82% of the 

students who attended Supplemental Instruction received passing grades as opposed to 

73% of the non-SI students (Rath, Peterfreund, Xenos, Bayliss, & Carnal, 2007).  In 

introductory chemistry courses, SI students received higher final grades and fewer grades 

of D, F, and W (Congos & Mack, 2007).  Data collected from LaGuardia Community 
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College’s extensive use of Supplemental Instruction - over one hundred courses, 136 

participating instructors, and 234 SI leaders – indicated that students who participate in 

Supplemental Instruction receive, on average, one letter grade higher than non-SI 

students (Zaritsky & Toce, 2006). 

 A measure of retention refers to the number of students who complete a particular 

course, i.e. the number of students who complete a course and do not receive a grade of 

W (withdraw).  On the other hand, persistence is an institutional level measure of 

students registering for classes in a subsequent semester.  College and university 

campuses assume a professional and moral responsibility to increase retention and 

persistence in order for students to successfully graduate.  Unfortunately, over half of the 

students entering higher education for the first time will fail to graduate, most of them 

leaving during the first year (Tinto, 2004).  Retention and persistence are a by-product of 

caring instructors, effective instruction, and successful support services (Congos & 

Schoeps, 1997).  Community college students often require more than one semester of 

developmental education courses.  In order for these students to reenroll in 

developmental education classes they must experience an intellectually substantive 

learning and personal growth experience that they can relate to their future academic 

development and career success (Noel et al., 1985).  Supplemental Instruction has proven 

to create such an experience, and therefore, has shown to be a successful retention 

program in numerous higher education settings (Arendale, 1999).  Zaritsky and Toce 

(2006) determined, based on extensive research on more than one hundred SI supported 

courses, that students who participate in SI are less likely to drop a course.  Ramirez 

(1997) reported similar findings in a study that measured the long-term effects of 
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Supplemental Instruction on students in an urban university, i.e. California State 

University at Long Beach.  The study focused upon several groups of students, including 

an “at-risk” group, also called the “special-admit” group, which required enrollment in 

developmental education courses.  The modified Supplemental Instruction program, a 

one-unit pre-baccalaureate class for which students formally enrolled, reported a 

doubling of this population’s persistence rate to 79% (Ramirez, 1997).  Furthermore, 

“special admit” students who participated in Supplemental Instruction recorded 

approximately a 50% higher retention rate than “special admit” students who did not take 

the Supplemental Instruction course (Ramirez, 1997).  Interestingly, the positive effect of 

Supplemental Instruction on the persistence of the “special admit” students was more 

pronounced in this population than in the “traditional students” group, which was deemed 

college-ready upon initial enrollment at the university.    

Structure of Supplemental Instruction Program 

 There are four integral components of the Supplemental Instruction program: the 

SI leader, the SI supervisor, the course instructor, and the college administration 

(Zaritsky & Toce 2006).  The SI leader attends training sessions, attends the designated 

class, completes all class-work, assists the course instructor, and conducts between three 

to six, one hour peer tutoring sessions (The Curators of University of Missouri, 2006).  

The Supplemental Instruction leader is a former student who earned an A or a B grade in 

the target course from the same instructor he or she now provides Supplemental 

Instruction support (The International Center for Supplemental Instruction, 2011).  The 

SI training workshops emphasize the use of collaborate and active learning.  The SI 

leader’s task is not to re-lecture course material, but to provide collaborative learning 
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sessions that enhance student’s acquisition of vocabulary, self-confidence, self-reliance, 

and critical thinking skills (The International Center for Supplemental Instruction, 2011).  

The SI leader, the most important component of the SI program, models effective note 

taking and class participation during regular class sessions (The Curators of University of 

Missouri, 2006).  Attending the class also allows the SI leader to remain aware of what is 

happening in class.  Furthermore, this provides an opportunity for the SI leader to 

establish a working relationship with the course instructor, permits the SI leader to get to 

know the students in the course, and provides them an opportunity to encourage students 

to attend the SI sessions (Zaritsky & Toce, 2006).  During the SI sessions, the SI leader 

facilitates collaborative student interaction on course material and teaches study skills 

strategies and time management techniques (The Curators of University of Missouri, 

2006).  The final duty of the SI leader is to provide the course instructor with feedback 

regarding students’ comments or concerns.  SI leaders are formally employed by the 

college or university, and are paid at a rate similar to traditional on-campus tutors. 

The official Leader’s Guide to Supplemental Instruction, published by The 

Curators of the University of Missouri (2006), home of the National Center for 

Supplemental Instruction, lists the Supplemental Instruction leader’s responsibilities as 

the following: introducing Supplemental Instruction to the class, planning SI sessions, 

formally opening SI sessions, leading small group discussions, redirecting students’ 

questions back to the SI group, building professional relationship with course instructor 

and students, completing attendance forms, administering surveys, ensuring students 

understand the course syllabus, formally closing SI sessions, and marketing the SI 

program.  In addition, Supplemental Instruction leaders are also responsible for teaching 
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study skills to SI students, including: note taking, note cards, mnemonic devices, 

abbreviating textbook material and lecture notes, textbook reading and annotating, and 

familiarizing students with common exam formats, i.e. true/false questions, multiple 

choice questions, matching questions, fill-in-the-blank questions, short answer questions, 

and essay questions (The Curators of the University of Missouri, 2006).  

  The Supplemental Instruction supervisor is a specialized staff member who 

implements the entire campus-wide Supplemental Instruction program and supervises the 

Supplemental Instruction leaders (Stone & Jacobs, 2006).  Supplemental Instruction 

supervisors are responsible for identifying target SI courses, obtaining faculty buy-in, 

recruiting and training SI leaders, securing grant funds, and evaluating Supplemental 

Instruction programs (Arendale, 1994).  

The course instructor hires the SI leader from a pool of qualified candidates who 

have previously completed the course (Arendale, 1994).  The course instructor assists 

with the training, supervision, and evaluation of the SI leader (Wilcox, 2008).  Also, the 

course instructor keeps the SI leader up to date on course material and important exam 

and assignment due dates.  Finally, the course instructor helps promote the SI sessions to 

the class.  Course instructors can encourage students to attend SI sessions by including SI 

session times in the course syllabus, offering extra credit to attend, using the SI leader in 

class as an assistant, and by promoting the program in class (Zartsky & Toce, 2006). 

The college administration provides the institutional structure for the 

Supplemental Instruction program, i.e. rooms for SI tutoring sessions, SI leader pay, 

hiring procedures, time sheets, and other administrative services that are essential for an 
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effective SI program (Wilcox, 2008).  In addition, administrative services can assist in 

evaluating the SI program via campus grades, registration, retention, and graduation data.   

Supplemental Instruction Programs in Developmental Education 

 There is no shortage of scholarly professional articles, research studies, 

conference information, instructional videos, and web-based portals containing 

information on the application and benefits of Supplemental Instruction (Arendale, 1999, 

2002; Boylan, 2002).  Arendale (1999), the National Director of Supplemental 

Instruction, estimates that more than a quarter million students participate in 

Supplemental Instruction each academic term.  However, virtually all of the information 

on Supplemental Instruction in higher education pertains to the use of SI in college-level, 

academic credit courses.  This is due to the fact that, compared to other disciplines in 

higher education, there is deficiency of scholarly research information on developmental 

education.  Currently, despite the fact that developmental education is not a new field, 

there are only four universities nationwide that provide specific masters and doctorial 

level programs in developmental education administration, leadership, curriculum, and 

instruction, i.e. Appalachian State University (National Center for Developmental 

Education), Ferris State University, Grambling State University, Texas State University, 

and National-Louis University.  The National Center for Developmental Education 

Library at Appalachian State University, containing the cumulative sum of scholarly 

research in developmental education, is housed in a small, office-sized room in the halls 

of Appalachian State University’s Reich College of Education building.  The Kellogg 

Institute’s National Developmental Education Certification Program has certified fewer 

than one thousand developmental education personnel in its twenty-five year history (D. 
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de Ribert, personal communication, June 18, 2009).  Likewise, there are only three 

scholarly, peer-reviewed journals pertaining to instruction, administration, and leadership 

in developmental education, i.e. Research in Developmental Education, NADE Digest 

and the Journal of Developmental Education.  These journals are only published three 

times per year.  Therefore, it is to be expected that there is a scarcity of information 

regarding the use of Supplemental Instruction in developmental education. 

Extensive research on Supplemental Instruction conducted Arendale (1994) found 

the following:  

It has been our experience that SI is least effective when it is attached to 

remedial classes.  First, students may refuse to attend SI sessions if they do not 

perceive the course to be demanding.  Second, SI has not been effective for 

students who cannot read, take lecture notes, write, or study at the high school 

level.  Therefore, we stress to adopting institutions that they use SI in non-

remedial settings with high risk, demanding courses. (p.3) 

Consequently, it appears that Supplemental Instruction is an ineffective educational tool 

for low-level developmental education courses and adult basic education classes.  

However, most college and university developmental education courses, apart from the 

lowest levels, require high school level reading, writing, and mathematics skills.  Clearly, 

Supplemental Instruction is ineffective for students with academic skills lower than a 

high school level of proficiency. However, we can infer that Supplemental Instruction is 

effective in any course, developmental or otherwise, if the students have at least high 

school level skills.  In fact, Arendale (1994) found that “while success varies among and 

between SI programs, we are not in possession of data that would suggest that SI has any 
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major limitations” (p.2).  However, Arendale (2000, as cited in Wright, Wright & Lamb, 

2002) discouraged the implementation of Supplemental Instruction in a developmental 

math program for the following reasons: 

1. Since most programs have limited funds, SI should serve the largest classes.  This 

provides the largest amount of service to the greatest number of students.  Our 

experience has been that most developmental education classes are much smaller 

than other classes on campus. 

2. SI should focus on classes with the highest rates of D, F, and withdrawal.   Our 

experience has been that many developmental education classes had small D, F, 

and W rates since the instruction is very good and the class size is more intimate, 

providing a better learning environment.  

3. SI is very efficient in classes where students need to integrate large volumes of 

lecture notes, textbooks, and outside readings.  Many developmental education 

classes are primarily skill-based rather that processing large volumes of material.  

For that reason, SI sessions are not as useful. 

4. Developmental education classes are often taught by faculty members who are 

much more student-oriented than perhaps the larger faculty.  SI generally is more 

needed by other faculty members. (p.2) 

Conversely, research conducted by Phelps (2005), using a phenomenological 

approach to identify factors that motivated students’ attendance and subsequent learning 

experiences in Supplemental Instruction sessions associated with developmental 

mathematics, suggested that “SI helps create a climate of achievement for learners taking 

developmental mathematics in a community college setting.” (p. 3).  Further clouding the 



40 

 

 

issue, Boylan (2002), the National Director of Developmental Education, and a 

prominent researcher in the field of developmental education, is a proponent of the 

utilization of Supplemental Instruction in developmental education courses.  Boylan 

(2002) found that Supplemental Instruction is a “well-documented intervention” for 

improving the academic performance of underprepared students, i.e. developmental 

education students.  However, due to a lack of research information on the use of 

Supplemental Instruction in developmental education, Boylan (2002) referenced research 

on the use of Supplemental Instruction in credit-bearing college and university courses.  

Three of the five research projects referenced by Boylan (2002) are not based on the use 

of Supplemental Instruction in developmental education courses, but on “undergraduate 

university students” and “difficult freshman-level courses,” which may, or may not 

include developmental education students.  However, Boylan, Bonham, Claxton, and 

Bliss (as cited in Boylan, 2002) reported that developmental education programs with the 

highest rates of student retention regularly used Supplemental Instruction to support 

students enrolled in difficult courses.  In addition, Ramirez (as cited in Boylan, 2002) 

found that developmental education students who utilized Supplemental Instruction had 

greater long-term retention than other students.  However, the results of other studies on 

the use of Supplemental Instruction in developmental education raise more questions than 

provide answers.  

A study on Supplemental Instruction and the performance of developmental 

education students in an introductory biology course reported that first-year students in 

Supplemental Instruction earned fewer Ds and Fs and exhibited more successful 

academic behaviors, i.e. completed extra credit work, attended instructor’s office hours, 
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and attended class more regularly, than non-SI students (Moore & LeDee, 2006).  

However, the scope and nature of the subjects’ remediation in the institution’s 

developmental education program was not mentioned.  The research failed to mention if 

the subjects were concurrently attending developmental education class with the 

introductory biology class, or if they completed developmental education courses the 

previous semester.  Furthermore, the research report failed to mention whether the 

developmental education courses were in reading, writing, or mathematics. 

The University of Missouri at Kansas City, The National Center for Supplemental 

Instruction, has not published the results of any studies pertaining to the effectiveness of 

Supplemental Instruction as a supplemental tool in developmental education (The 

International Center for Supplemental Instruction, 2011).  However, there are a handful 

of independent studies examining the effects of Supplemental Instruction in 

developmental mathematics courses (Arendale, 1999).  However, due to conflicting 

information and narrowly supported claims made in the literature on the use of 

Supplemental Instruction in developmental education vast gaps in the research clearly 

exist.   

Supplemental Instruction in Developmental Reading Courses 

Considering the contradictory research based information on the use of 

Supplemental Instruction in developmental education, it is not surprising that information 

pertaining specifically to Supplemental Instruction in developmental reading is even 

more scarce and vague.  Boylan (2002) lists Supplemental Instruction as one of the 

research-based best practices that work in developmental education.  Furthermore, 

research conducted by Ramirez (1997) found Supplemental Instruction to be effective 
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with developmental education students.  However, these studies fail to differentiate 

among developmental reading, developmental writing, and developmental mathematics.  

Bonham (personal communication, February 15, 2010), a prominent researcher 

and professor at the National Center for Developmental Education at Appalachian State 

University, clarified that Supplemental Instruction has proven to be successful in 

developmental mathematics if it is a required portion of the course.  In addition, she 

confirmed that the effects of Supplemental Instruction on developmental reading have not 

been fully investigated (B. Bonham, personal communication, February 15, 2010).       

The closest study pertaining to the effects of Supplemental Instruction on 

developmental reading courses occurred at Frostburg State University (Eckard & 

Hegeman, 2002).  However, the program failed follow standard Supplemental Instruction 

practices recommended by the National Center for Supplemental Instruction.  Boylan 

(2002), the national director of developmental education, discourages the practice of 

modifying the prescribed practices of a traditional Supplemental Instruction program in 

developmental education courses because they are “unlikely to yield all the benefits of 

traditional Supplemental Instruction” (p.78).  Therefore, the only existing piece of 

scholarly information pertaining directly to the use of Supplemental Instruction in 

developmental reading refers to a modified Supplemental Instruction program. This 

transgression is acknowledged in the title of the research article, “Breaking the rules: 

Mandatory SI for developmental readers” (Eckard & Hegeman, 2002, p. 12).  Another 

weakness in the external validity of this study pertaining to the effects of SI on 

developmental reading courses exists.  Despite the title of the article implying that the 

Supplemental Instruction sessions were a supplement to a stand-alone developmental 
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reading course, the SI sessions were in fact “a mandatory component of a freshman 

orientation class” (Eckard & Hegeman, 2002, p.12).  In addition to this freshman 

orientation class, students were required to enroll in a block of courses including 

developmental reading and a general education program course.  This four pronged 

remediation, which included Supplemental Instruction, resulted in higher test scores, 

grades, and GPAs for the students who received the full treatment (Eckard & Hegeman, 

2002).  However, Eckard and Hegeman (2002) recognized that following the study that 

“several important research questions remain” (p.16).  Furthermore, Eckard and 

Hegeman (2002) questioned, “Are the outcomes significantly different than for the 

traditional, stand-alone reading course?” (p.16). 

Conclusion 

Supplemental Instruction utilizes voluntary participation, early intervention, and 

proactive support, thus differentiating itself from traditional campus tutoring practices.  A 

variety of types of colleges and universities have increased graduation rates, increased the 

level of confidence of SI participants, and created a positive climate for all students 

(Arendale, 1999; Barlow & Villarejo, 2004).  Boylan, Bonham, and Bliss (1992) found 

that developmental education departments that regularly used Supplemental Instruction 

had the highest rates of student retention.  In addition, regular attendance at SI sessions 

has been shown to increase student performance, often quite dramatically (Arendale, 

1999; Bowles, McCoy, & Bates 2008).  Typically, the Supplemental Instruction program 

has targeted demanding academic college credit-bearing courses, i.e. those with a 30 

percent or higher rate D, F, or W grades (Hurley, Jacobs, & Gilbert, 2006).  However, the 

effects of Supplemental Instruction on student performance on specific pass rates, 
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academic performance, retention, and persistence have not been evaluated in stand-alone 

developmental reading courses at the community college level.      

The rational for using Supplemental Instruction in developmental reading is a 

response to the failed practices of isolating developmental education courses from the 

broad array of support services that can enhance student learning.  The integration of 

developmental reading students, instructors, and campus support services programs, via 

Supplemental Instruction, into the broader structure of the community college could 

possibly increase pass rates, retention, academic performance, and persistence at an urban 

fringe community college.  

As we enter the next decade of this new century we will see a rising population of 

disadvantaged minorities enter the U.S. community college system.  Community colleges 

must address the learning styles of their students or face obsolesce.  The traditional 

academic format of a semester consisting of three weekly lectures and a lab is fast 

becoming outdated in an environment of accelerated technological advancement, 

globalization, and diminishing financial resources.  Therefore, investigating the effects of 

a program that could academically integrate developmental reading students’ learning 

styles, academic content, transfer knowledge and skills, and campus support services is 

invaluable.  Moreover, the results, if positive, may serve as a catalyst for the widespread 

implemental of Supplemental Instruction in community college developmental reading 

courses.  

Despite a dearth of information pertaining directly to the use of Supplemental 

Instruction in developmental reading, the information drawn from this review of the 
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literature provides a base for its implementation and subsequent evaluation in an urban 

fringe community college developmental reading program.  

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 



46 

 

 

Chapter III: Methodology 

Introduction 

The purpose of this research was to measure the effects of Supplemental 

Instruction (SI) on pass rates, academic performance, retention, and persistence in 

community college developmental reading courses.   

This section describes the methodology and research setting that was used to 

achieve that purpose.  Its subsections are (1) research setting; (2) treatment description; 

(3) research perspective; (4) research questions; (5) population and sample; (6) data 

collection and instrumentation; (7) data analysis; (8) and limitations. 

Research Setting 

Subject College  

The subject college has a National Association of Developmental Education 

(NADE) certified, centralized developmental education department.  The department, 

officially called the College Preparatory Division, has its own dean, a dedicated, NADE 

certified developmental education professional.  The department employs eight full-time 

developmental mathematics instructors, two full-time developmental reading instructors, 

two full-time developmental writing instructors, and three full-time English for Speakers 

of Other Languages (ESOL) instructors.  The department also manages a new mandatory 

- for developmental reading students - orientation/study skills course that is taught by one 

recently hired student success instructor and by faculty from a variety of content and 

support disciplines.  Two full-time and administrative assistants provide organizational 

support to the division. 
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The college offers a full complement, three levels, of developmental courses in 

reading, English (writing), and mathematics.  Students are placed in developmental 

classes based on their scores on the COMPASS Test, a computer-adaptive college 

placement test.  Developmental education is an institutional priority at the college, and it 

provides comprehensive support services in support of student success.  Furthermore, 

grant funds are available, through Title V and Achieving the Dream, for innovative 

methods designed to improve student success. 

Developmental Reading Course Instructors 

Full-time instructors at the college create their own schedule, a 35-hour-work-

week consisting of teaching five classes (15 hours), ten-hours of office hours, and ten-

hours of preparation.  Instructors have the option of teaching one overload course, paid at 

adjunct rates.  Both of the full-time developmental reading instructors have master’s 

degrees.  One developmental reading instructor has a master’s degree in Second 

Language Education and experience in secondary school English/Language Arts 

education.  The other full-time developmental reading instructor has a master’s degree in 

developmental education and a career background in counseling and student retention.  

Both of these instructors were hired internally, one a former adjunct ESOL instructor and 

the other a former retention specialist.  Both have attended, at the subject college’s 

expense, the Kellogg Institute’s developmental education certification program at 

Appalachian State University.  One instructor has completed the developmental 

education certification practicum requirement, of which fewer than one thousand people 

have completed, and earned official developmental education certification.  The other 

full-time reading instructor is in the middle of the Kellogg practicum experience.  One of 



48 

 

 

the full-time developmental reading instructors has taught at the college for nine years.  

The other instructor has two years of full-time service.  

The college also hires two full-load adjuncts and several single-class adjuncts to 

cover the developmental reading class offerings.  Most of the adjuncts are, or were, 

employed in the public school system.  Therefore, they often teach in the evenings.  

However, all full-time developmental reading instructors are required to teach at least one 

evening class per semester to insure evening students have equal access to courses taught 

by full-time faculty.  It should be noted that since the formation of the developmental 

education department at the college, very few developmental reading classes have been 

taught by faculty from the English department.  

Developmental Reading Course Offerings 

 The community college offers a series of three developmental reading courses: 

READ 0308 Basic Reading Skills, READ 0309 Reading Comprehension, and READ 

0310 College Reading Techniques.  The READ 0308 course emphasizes word 

recognition, basic vocabulary skills, and literal comprehension, stressing concepts such as 

main idea and details.  The READ 0309 intermediate reading course emphasizes reading 

comprehension and vocabulary development utilizing selected readings for intensive 

work in literal and inferential meanings. The READ 0310 course is designed to further 

develop comprehension, vocabulary, interpretation of nonfiction articles, and reading 

speed on an individual basis.  None of these courses are applicable to any degree. 

Developmental reading courses are offered in both sixteen-week and eight-week 

semester formats.  A standard selection of hours covering both day and evening hours is 

offered.  Four developmental reading course offerings are linked to the college’s new 



49 

 

 

student success course.  One READ 0310 College Reading Techniques course is offered 

linked to a freshman level American History course, and one READ 0310 College 

Reading Techniques course has Supplemental Instruction.  However, as per the dean of 

developmental education’s instructions, developmental reading is not offered in mini-

semester sessions of less than eight weeks, distance learning, or distance learning/face-to-

face hybrid formats. 

Placement into Developmental Reading 

 Students are placed into the basic READ 0308 course if they score between 0 and 

32 on the COMPASS Test, 0 and 164 on the State Higher Education Assessment Test, or 

23 and 28 on the ASSET Test (San Jacinto College, 2011).  Students are placed into the 

intermediate READ 0309 course if they score between 33 and 63 on the COMPASS Test, 

165 and 200 on the State Higher Education Assessment Test, or 29 and 34 on the ASSET 

Test (San Jacinto College, 2011).  Finally, students are placed into the advanced READ 

0310 course if they score between 64 and 80 on the COMPASS Test, 201 and 229 on the 

State Higher Education Assessment Test, or 35 and 40 on the ASSET Test (San Jacinto 

College, 2011).  Students are exempt from developmental reading if they score over 81 

on the COMPASS test, 230 on the State Higher Education Assessment Test, or 41 on the 

ASSET Test (San Jacinto College, 2011).  Furthermore, students are exempt from 

developmental reading if they have earned an ACT Composite score of 23 or higher 

coupled with an ACT English score of 19 or higher, an SAT Reasoning Test Composite 

score of 1070 or higher coupled with a Verbal/Critical Reading score of 500 or higher, or 

a State Essential Knowledge and Skills Language Arts score of 2200 or higher coupled 

with an essay score of 3 or higher (San Jacinto College, 2011).  In addition, students who 
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have earned an associate’s degree, or  higher,  from an in-state institution, or those 

serving, or honorably discharged, from the military, including the state’s National Guard, 

are exempt from taking developmental courses (San Jacinto College, 2011).  Students 

who are enrolled in Certificate of Technology, Occupational Certificate, and Certificate 

of Specialization programs are required to take the standard college entry assessment 

tests; however, they are not required to adhere to the placement specifications based on 

the results (San Jacinto College, 2011).   

Final Grades in Developmental Reading Courses  

 The final grades, in all three levels of developmental reading, are awarded 

utilizing the college’s standard final grade criteria, i.e. A, B, C, D, F, and FX.  These final 

letter grades are calculated using the standard formula of 90 – 100 equals an A, 80 – 89 

equals a B, etc.  An FX grade is awarded to students who miss what the instructor 

determines to be too many classes to pass.  The college’s criterion for awarding a student 

an FX grade is over seven hours of absences.  However, instructors are permitted to use 

their professional discretion in awarding a grade of FX.  Students have the option of 

withdrawing themselves from the course, before the predetermined drop date, to receive a 

final grade of W.  Students must earn an A, B, or C to pass to the next level, or exit from, 

developmental reading. 

Materials Utilized in Developmental Reading  

 Developmental reading instructors at the college are granted the academic 

freedom to teach the required standard learning objectives (SLOs) in any reasonable way 

they see fit.  The two full-time developmental reading instructors have experimented with 

several developmental reading textbook series over the years.  However, no one textbook 
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or series appears to entirely meet their needs as they are constantly seeking a better 

textbook.  Developmental reading instructors at the college use a variety of supplemental 

materials to accommodate for deficiencies in the textbooks, including the educational 

software programs My Reading Lab and Reading Strategies.  Other supplemental reading 

materials used in the previous semester include Newsweek, USA Today, the novel How 

Starbucks Saved My Life, content area textbooks, journal articles, transcripts of political 

speeches, and the subtitled foreign film The Twilight Samurai.  

Testing in Developmental Reading  

Developmental reading students are tested utilizing standardized, criterion 

referenced reading tests at the beginning, middle, and end of the semester.  The reading 

portion of the Test of Adult Basic Education (TABE) is used as a pre-test at the beginning 

of the semester to ensure proper student placement.  Students with outlying scores, both 

high and low, on this pre-test could be moved up, down, or out of the developmental 

reading program if their original placement test score is on the cusp of the course 

placement cut-score.  The Townsend College Preparatory Reading Test is given to 

students in the middle of the semester to prepare them for the end of semester exit-test, 

another version of the Townsend Test.  Students must pass this end of semester exit-test 

with a score of 70% or higher to earn an A, B, or C in the course.  However, instructors 

can use a student’s passing score on the mid-semester test if a student underperforms on 

the exit-test.  Therefore, all developmental reading students district wide must meet an 

equal minimum standard, as measured on at least one version of the Townsend College 

Preparatory Reading Test, in order to pass each class.  
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Pass Rates for Developmental Reading Courses 

The pass rate for READ 0308: Basic Reading Skills for the 2007–2008 academic 

year was 78%.  However, in the 2008 – 2009 academic year the pass rate for this course 

dropped to 59%.  It should be noted that there is only one section of READ 0308: Basic 

Reading Skills offered each semester.  The overall pass rate for the intermediate READ 

0309: Reading Comprehension course for the 2007-2008 academic year was 76%.  The 

following school year the pass rate for this course dropped slightly to 71%.  Finally, the 

overall pass rate for the advanced developmental reading course, READ 0310: College 

Reading Techniques, for the 2007 – 2008 academic year, was 73%.  An identical pass 

rate of 73% was recorded for this advanced developmental reading course the subsequent 

2008 – 2009 school year.  

College Support Services for Developmental Education 

Developmental education students and faculty have equal access to all campus 

wide support services, including: academic and career counseling, disability counselor, 

tutoring, Supplemental Instruction, retention specialist, Starfish retention program, 

financial aid, library services, special populations support services, student organizations, 

and recreational and cultural activities.  In addition, the college’s Office of Research and 

Institutional Effectiveness captures and analyzes data, providing accurate feedback on 

program success.  

Treatment Description 

The Developmental Reading Supplemental Instruction program at the subject 

college is a class-specific, peer assisted tutoring program that utilizes a former A student 

to attend classes, model effective in-class learning strategies, and hold Supplemental 



53 

 

 

Instruction sessions at the on-campus tutoring center.  Despite availble funding, there is 

only one developmental reading instructor on campus utilizing Supplemental Instruction.   

The Supplemental Instruction program provided additional support to READ 

0310: College Reading Techniques students who voluntarily attend SI sessions to 

develop essential academic and learning skills emphasized in the READ 0310: College 

Reading Techniques course.  The program provided students with a small supportive 

group that offered both academic skills and social support, building a sense of inclusive 

education.  Thus, the program sought to create a helpful, friendly atmosphere that would 

encourage students to return.  Unfortunately, voluntary attendance, as recommended by 

The International Center for Supplemental Instruction (2011), resulted in sporadic 

attendance at the SI sessions. 

Each of the three Supplemental Instruction leaders, over the five semester 

duration of this study, in college’s Developmental Reading Supplemental Instruction 

program provided ten hours of service per week (three hours attending the class, six 

hours tutoring in the Student Success Center, and one hour devoted to training, 

paperwork, and feedback).  The Supplemental Instruction leaders earned US $10:00 per 

hour.  

The subject college district, a three campus junior college system, has a 

Supplemental Instruction coordinator who is trained and certified by The International 

Center for Supplemental Instruction.  However, coordinating the Supplemental 

Instruction programs, on three separate campuses, is only one of her many 

responsibilities as a campus counselor.  The college district’s Supplemental Instruction 

coordinator provides the Supplemental Instruction materials and guides to instructors 
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utilizing the program.  These official Supplemental Instruction materials are available to 

the college due to the coordinator’s completion of the SI certification courses at The 

International Center for Supplemental Instruction.  

Classroom learning activities were incorporated into the Supplemental Instruction 

sessions, held outside regularly scheduled class hours, where the Supplemental 

Instruction leaders assisted students with class assignments, homework, notes from 

course lectures, and exam preparation.  In addition, the Supplemental Instruction leaders 

provided students with additional reading assignments supported with peer scaffolding.  

These additional reading assignments encouraged meaningful learning tied to prior 

knowledge and problem solving, thus providing transfer skills to ensure future academic 

success.  

An overview of the SI program was detailed in the course syllabus and during the 

explanation of the course on the first day of class.  Also, bonus grade incentives were 

provided to the students to attend Supplemental Instruction sessions before they 

encountered academic difficulties. 

During the first week of the semester, the Supplemental Instruction leaders, 

previously recruited from a previous READ 0310 College Reading Techniques course, 

attended the college’s Supplemental Instruction leader training and orientation session.  

The sessions were conducted by the college’s trained and certified Supplemental 

Instruction coordinator.  

The Supplemental Instruction leaders attended all class sessions of a designated 

READ 0310: College Reading Techniques course, a course in which they earned an A 

during a previous semester with the same instructor.  Therefore, the Supplemental 



55 

 

 

Instruction leaders were familiar with the syllabus, course content, instructor’s teaching 

style, and expectations for the class.  During each class session, the Supplemental 

Instruction leaders modeled excellent student behavior by taking notes, participating in 

activities, and completing in-class assignments and homework.  Participating in class 

activities allowed the SI leader to recognize individual student’s strengths and 

weaknesses.  In addition, the SI leaders supported classroom instruction by encouraging 

student participation in activities and assignments.  In an attempt to boost retention, the 

Supplemental Instruction leaders called, texted, and emailed students who had poor 

attendance, in particular students who failed to attend the class during the first few week 

of the semester.  

In order to improve the course pass rate and the students’ academic performance 

in the class, the SI leaders planned, prepared, and conducted Supplemental Instruction 

sessions in college’s Student Success Center, the campus tutoring center located in the 

library.  Students attended the sessions on a voluntary basis.  During the Supplemental 

Instruction sessions, the SI leaders assisted students with course supplemental handouts/ 

materials and addressed potential difficulties in the content material.  Also, the SI leaders 

kept accurate attendance records, debriefed at the end of each session in a journal, and 

reflected on the session’s effectiveness.  The Supplemental Instruction Leader Packet, 

provided by the college’s Supplemental Instruction coordinator, contained materials that 

provided instructions and a framework for the SI leaders to complete these administrative 

and reflective tasks.   

 During the one hour weekly meetings with the course instructor, the SI leaders 

received additional training and reflected upon the week’s SI sessions.  In addition, the 
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Supplemental Instruction leaders provided the developmental reading instructor with 

information regarding the students’ understanding of the course’s Student Learning 

Outcomes (SLOs).  The Supplemental Instruction Leader Packet also provided a 

framework for similar debriefing sessions each month and at the end of the semester. 

 Over the course of this five semester study on the effects of Supplemental 

Instruction on community college developmental reading courses, three Supplemental 

Instruction leaders provided support to five developmental reading courses.  

Supplemental Instruction Leader I, a female, twenty-year-old, African American, and 

former READ 0310: College Reading Techniques A student, served as the Supplemental 

Instruction leader for the Spring 2009 and Fall 2009 semesters.  She resigned from the 

position at the conclusion of the Fall 2009 semester when her boyfriend obtained a 

contract to play professional football.  Supplemental Instruction Leader II, a female, 

twenty-one-year-old, African American, and former A READ 0310: College Reading 

Techniques student severed as the Supplemental Instruction leader for the Spring 2010 

and Fall 2010 semesters.  She resigned from the position at the conclusion of the Fall 

2010 semester when she gained admittance to the Licensed Vocational Nurse program at 

the subject college.  Supplemental Instruction Leader III, a married, Hispanic, twenty-

one-year-old, female, and former A READ 0310: College Reading Techniques student, 

served as the Supplemental Instruction leader for the Spring 2011 semester.  At the 

conclusion of the semester, she expressed an interest in continuing to serve as a 

Supplemental Instruction leader in future semesters.   
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Supplemental Instruction Goals and Objectives 

 There are several primary goals of the Developmental Reading Supplemental 

Instruction program.  Firstly, the program seeks to improve the pass rate in the READ 

0310: College Reading Techniques course, i.e. increase the number of A, B, C final 

grades.  Secondly, the program expects to increase retention in the target developmental 

reading course, i.e. reduce the number of students who withdraw from the course, thereby 

earning a final grade of W.  Thirdly, the SI program hopes to raise the persistence rate of 

students in the READ 0310: College Reading Techniques course, i.e. raise the number of 

students who register for college credit-bearing classes at the college in the subsequent 

semester.  The SI program aspires to achieve these goals by boosting student attendance 

in the target course and by improving students’ knowledge of the READ 0310: College 

Reading Technique’s course objectives, termed the Student Learning Outcomes 

(S.L.O.s).  

Secondary Goals and Objectives of Supplemental Instruction  

 Secondary goals of the Developmental Reading Supplemental Reading program 

relate to the program’s effects on the Supplemental Instruction leader.  The experience of 

working as a college employee, as a Supplemental Instruction leader, provides the SI 

leader with an opportunity develop confidence, communication skills, and leadership 

qualities.  Also, the SI program, which establishes a positive working relationship 

between the course instructor and the SI leader, provides the SI leader with valuable work 

experience and training that he/she can add to his/her résumé. 
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Research Perspective 

In order to examine the effects of Supplemental Instruction on pass rates, 

academic performance, retention, and persistence in community college developmental 

reading courses, quantitative quasi-experimental research was conducted in order to 

determine a relationship among these independent variables.  Archival data collected 

from five non-Supplemental Instruction READ 0310: College Reading Techniques 

courses acted as a control group, and archival data collected from five Supplemental 

Instruction assisted READ 0310: College Reading Techniques courses served as the 

experimental group.  The same instructor, certified by the National Center of 

Developmental Education, taught both the control non-SI courses and the experimental SI 

supported courses.  Registration, for the both the control non-SI courses and the 

experimental SI supported courses, was strictly voluntary.  The Supplemental Instruction 

program attached to the READ 0310: College Reading Techniques course was not 

mentioned in the college’s paper or online course catalog/registration materials.  

Therefore, students had an equal chance of registering for either the control (non-SI) or 

experimental (SI) courses.  However, this does not represent true deliberative random 

assignment, hence, the quasi-experimental nature of this research.  In order to maintain 

the internal validity of the study, both the control non-SI courses and the experimental SI 

courses were three credit day courses taught during regular 16 week semesters.  

Therefore, none of the data for this study were obtained from courses taught during mini-

semesters, hybrid online/face-to-face classes, or summer semesters.     
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Research Questions 

 The following research questions suggest a relationship between the dependent 

variable, i.e. the Supplemental Instruction treatment, and the independent variables of 

pass rates, academic performance, persistence, and retention:     

1. What is the relationship between Supplemental Instruction and the pass rate 

(number of A, B, and C grades) in READ 0310: College Reading Techniques?  

2. What is the relationship between Supplemental Instruction and performance on 

the READ 0310: College Reading Techniques exit-test, i.e. The Townsend 

College Preparatory Reading Test? 

3. What is the relationship between Supplemental Instruction and retention, as 

defined by the number of students who complete READ 0310: College Reading 

Techniques and earn a grade other than FX (non-completer) or W (Withdraw)? 

4. What is the relationship between persistence, as defined by the number of READ 

0310: College Reading Techniques students who register for classes in the 

subsequent long semester, and Supplemental Instruction?  

Population and Sample 

The urban fringe community college is the smallest college of a three campuses 

system located in a major Southern city.  The college is located in fringe area of urban 

and blue-collar suburban environs fifteen miles east of this major Southern city.  

Approximately 5000 students are enrolled, split evenly between day and evening 

students.  The community college, a two-year commuter school, offers the traditional 

community college academic and vocational programs for certificates, associate degrees, 

and transfer students.  
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 The majority of the students are in-district students from the local community. 

9.2% of area residents have a bachelor’s degree or higher.  The median income is 

$38,730 with 16.3% at poverty level.  There are three supporting school districts with a 

population of 31,371 students, where 63% are economically disadvantaged.  Student 

enrollment at the community college during the Spring Semester of 2008 was 22% 

African American, 43% Hispanic, 29% Caucasian, and 6% other.  Male students were 

37% of the population and females 63% (San Jacinto College, 2011). 

As is the case with most community colleges, the open enrollment policy only 

requires that entering students process a high school diploma or GED.  Consequently, 

roughly 80 percent of incoming freshman require at least one developmental course, most 

often in mathematics. Therefore, developmental education has become an institutional 

priority in the Achieving the Dream funded and certified Hispanic-Serving Institution.  

Many of the students at the college are first generation and come from academically and 

economically disadvantaged neighborhoods (San Jacinto College, 2011). 

Developmental reading courses at the subject college are capped at 25 students. 

Therefore, there were a total of 125 students, over the course of five semesters, registered 

for the READ 0310:College Techniques courses with Supplemental Instruction and an 

equal number of students registered for the traditional READ 0310: College Reading 

Techniques courses without Supplemental Instruction.  Of the 125 students registered for 

both the SI and non-SI courses, six from the SI supported courses and nine from the non-

SI supported courses failed to attend a single course.  Therefore, they were not included 

in the following demographic comparison of the participating groups.  However, they 
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remain relevant to the retention, pass rate, and persistence data because the SI leader 

attempted to contact them in order to encourage them to attend class. 

The SI supported courses, attended by 119 students, consisted of 86 (73%) female 

students and 33 (27%) male students.  There were 76 Hispanics (64%), 23 African 

American/Africans (19%), 14 European Ancestry (12%), 4 Asian (3%), and 2 Middle 

Eastern (2%) students in the SI supported courses.  63 (53%) students graduated from 

high school or obtained their GED within one year prior to registering for course.  39 

(33%) students graduated from high school or obtained their GED between one and two 

years prior to registering for the course.  17 (14%) students graduated from high school or 

obtained their GED more than three years prior to registering for the course.  On the other 

hand, the non-SI supported courses, attended by 116 students, consisted of 91 (78%) 

female students and 25 (22%) male students.  There were 85 Hispanics (73%), 16 African 

American/Africans (14%), 12 European Ancestry (10%), 2 Asian (2%), and 0 Middle 

Eastern (0%) students in the non-SI supported courses.  52 (45%) students graduated 

from high school or obtained their GED within one year prior to registering for course.  

42 (36%) students graduated from high school or obtained their GED between one and 

two years prior to registering for the course.  22 (19%) students graduated from high 

school or obtained their GED more than three years prior to registering for the course. 

Data Collection and Instrumentation 

Archival data, collected from a full capture of five semesters, i.e. Spring 2009, 

Fall 2009, Spring 2010, Fall 2010, and Spring 2011, of comparative Supplemental 

Instruction and non-Supplemental Instruction READ 0310: College Reading Techniques 

classes at an urban fringe community college were analyzed to compare and contrast pass 

rates (number of A, B, and C grades), retention (course completion), academic 
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performance (scores on the course exit-test, i.e. The Townsend College Preparatory 

Reading Test), and persistence (number of students who register for credit-bearing 

courses in the subsequent long semester semester).   

In order to insure treatment fidelity, internal validity, and external validity the 

treatment and control groups had to meet certain criterion for inclusion in the study.  

Inclusion criterion included READ 0310: College Reading Techniques courses, day 

courses, adult students over the age of eighteen, sixteen week semester, same instructor, 

and on-campus/face-to-face courses.  Therefore, criterion for exclusion from the study 

included READ 0308 and READ 0309 courses, evening classes, students under the age 

of eighteen, different instructors, mini and summer semesters, distance learning courses, 

linked/learning community READ 0310 courses, and late-start courses.  

Developmental reading courses at the subject college are capped at 25 students.  

Therefore, there were a total of 125 students registered for the SI supported 

developmental reading courses (treatment group) and a total of 125 students registered 

for the non-SI supported developmental reading courses (control group).  A full capture 

of data was obtained from every student in the class.  However, six students from the SI 

supported courses and nine students from the non-SI supported courses failed to attend a 

single course.  Nevertheless, they remain relevant to the data collection for this research 

because the SI leader attempted to contact the missing students from the SI supported 

classes in order to encourage them to attend class. 

Pass Rate Data  

Data comparing and contrasting the pass rate of students in the SI and non-SI 

class READ 0310: College Reading Techniques courses were obtained from final grade 
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sheets for each course.  The final grades for each course were derived from each student’s 

performance on the following activities and tests: Sustained Silent Reading 25%, Class-

Work 20%, Test I (main idea, supporting details, and vocabulary) 10%, My Reading Lab 

10%, Midterm Exam (Townsend College Preparatory Reading Test Form A) 10%, 

Student Attributes 5%, and the Final Exam/Exit Test (Townsend College Preparatory 

Reading Test Form B) 20%.   

Academic Performance Data          

 The comparative data of the SI students’ and non-SI students’ performance on the 

Exit-Test were obtained from the results of the course’s exit test/final exam, i.e. The 

Townsend College Preparatory Reading Test.  This test, commercially available from 

Townsend Press, is a criterion referenced test that must be passed with a score of 70% or 

higher in order for the student to exit from developmental reading courses with a passing 

grade of A, B, or C.  The test consists of four reading passages, each followed by ten 

multiple choice questions designed to test the following Student Learning Outcomes 

(SLOs): main ideas (9 questions), vocabulary in context (4 questions), supporting details 

(8 questions), relationships (6 questions), inferences (7 questions), fact and opinion (3 

questions), and purpose and tone (3 questions).  The exit text requirement ensures that 

students in all sections of READ 0310: College Reading Techniques, on all three 

campuses, meet a common minimum reading standard before being awarded a passing 

grade of A, B, or C in this final class in a series of three developmental reading courses at 

the subject college.  In addition, the test serves as the final exam for the course. The 

exam, taken during final’s week, contributed to 20% of the students' final grade in the 
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course.  Townsend Press, the test developer, does not provide data on the reliability and 

validity of this exam. 

Retention Data  

The retention data, a comparison of the number of students who did not withdraw 

(grade of W), from the SI and non-SI courses, thus earning a grade of A, B, C, D, or F, 

were obtained from the final grade sheets.  Grades of FX, awarded to students who fail to 

complete the semester, yet did not formally withdraw from the course, were also counted 

as non-retained students. 

Persistence Data 

The persistence rate data, a comparison and contrast of the number of students in 

the SI courses and non-SI courses who registered for classes in the respective subsequent 

long semester following the Supplemental Instruction experience, were obtained from the 

college’s electronic record keeping system, BANNER.  However, since this research 

report was completed during Summer 2011, persistence data for the Spring 2011 

semester was unavailable. Therefore, the persistence data collection includes four 

semesters of data rather than five. 

Data Analysis 

Data measuring the effects of Supplemental Instruction on community college 

developmental reading students’ pass rates, academic performance, retention, and 

persistence were compared and contrasted using descriptive statistics.  Boylan (2002), the 

director of the National Center of Developmental Education, recommends evaluating 

developmental education programs using descriptive statistics because most readers of 

evaluation reports are not statisticians.  In addition, the data generated and presented in 
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this research utilizes the standard format used by institutions of higher education to 

measure pass rates, retention, and persistence in other courses and programs.  However, 

inferential statistical analyses of the data also provide support to the conclusions drawn in 

this research.  

 The effect of Supplemental Instruction on the pass rates of community college 

developmental reading students was measured by comparing and contrasting the 

percentage of students who obtained grades of A, B, and C in the SI and non-SI READ 

0310: College Reading courses.  The pass rate analysis included a Chi-square test, 

calculated using SPSS, of final grades by SI and non-SI students in order to determine 

whether a significant statistical difference in distribution existed between the two groups. 

An evaluation of the SI and non-SI classes’ academic performance was conducted 

by comparing and contrasting mean scores on the Exit Test/Final Exam, i.e. The 

Townsend College Preparatory Reading Test.  Furthermore, the evaluation of the SI and 

non-SI classes’ performance on the READ 0310: College Reading Techniques exit-test 

included an independent samples t-test, calculated on SPSS, to determine whether a 

difference between the mean scores on the treatment and control exit-test was significant.   

An evaluation of retention, the number of students completing the course by 

attending the class through to the final exam, was conducted by comparing and 

contrasting the percentage of students from the SI and non-SI courses who receive final 

grades of A, B, C, D, or F.  Students who withdrew themselves from the course, earning a 

grade of W, were considered non-completers, thus not retained.  Similarly, students who 

simply stopped attending class without formally withdrawing, earning a grade of FX, 

were considered not retained.  In addition, the retention evaluation involved a Difference 
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in Proportions Test, calculated using a web-based Difference in Proportions Test 

calculator, to determine whether the difference between the SI and non-SI groups’ 

retention was statistically significant.   

The persistence rate of the SI and non-SI developmental reading students was 

evaluated by comparing and contrasting the percentage of students who registered for 

courses for the subsequent long semester (Fall or Spring) at the subject college.  The 

persistence analysis also included a Difference in Proportions Test, calculated using a 

web-based Difference in Proportions Test calculator, to determine whether the difference 

between the SI and non-SI groups’ persistence was statistically significant.   

Limitations 

 This study was conducted at a community college in an urban/suburban fringe 

area of Houston, Texas, the fourth largest city in the United States.  Therefore, 

generalizations derived from the results of this particular study on the effects of 

Supplemental Instruction on developmental reading courses may not apply to all 

community college settings.  However, an overview of the college and its developmental 

reading program is provided in this chapter to allow readers to form informed 

conclusions from the results of this study.  

 Another threat to the internal and external validity of this study was that the 

primary researcher was also the instructor of record for the SI and non-SI READ 0310: 

College Reading Techniques subject classes. However, the researcher sought to lessen 

this threat by insuring that the instruction, materials, and method of delivery provided to 

both the SI and non-SI classes were identical, thus insuring treatment fidelity. 
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 This study did not research the effects of Supplemental Instruction on an entire 

developmental reading program.  Therefore, a further limitation on forming 

generalizations based on the results of this study was the narrow focus of the study on 

only one level of developmental reading courses.  The study focused on READ 0310: 

College Reading Techniques, the highest of three levels of developmental reading 

courses at the subject college.  The utilization of a Supplemental Instruction program in 

classes containing students who read below a high school level is not recommended 

(Ardendale, 1994).  Therefore, the study was replicated five times, over five separate 

semesters, on READ 0310: College Reading Techniques courses, the highest level 

developmental reading course at the subject college, to strengthen the study’s internal 

validity.    
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Chapter IV: Results 

Introduction 

The purpose of this quasi-experimental research was to measure the effects of 

Supplemental Instruction on the pass rates, academic performance, retention, and 

persistence in community college developmental reading courses.  The following 

research questions suggest a relationship between the dependent variable, i.e. the 

Supplemental Instruction treatment, and the independent variables of pass rates, academic 

performance, persistence, and retention:     

1. What is the relationship between Supplemental Instruction and the pass rate 

(number of A, B, and C grades) in READ 0310: College Reading Techniques?  

2. What is the relationship between Supplemental Instruction and performance on 

the READ 0310: College Reading Techniques exit-test, i.e. The Townsend 

College Preparatory Reading Test? 

3. What is the relationship between Supplemental Instruction and retention, as 

defined by the number of students who complete READ 0310: College Reading 

Techniques and earn a grade other than FX (non-completer) or W (Withdraw)? 

4. What is the relationship between persistence, as defined by the number of READ 

0310: College Reading Techniques students who register for classes in the 

subsequent long semester, and Supplemental Instruction?  

This chapter provides an overview of the findings generated from descriptive and 

inferential statistical analyses performed on archival data collected from five non-

Supplemental Instruction READ 0310: College Reading Techniques courses (control 

group) and archival data collected from five Supplemental Instruction assisted READ 
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0310: College Reading Techniques courses (experimental group).  Data were collected 

from two classes per semester, one SI and one non-SI class, over the course of five 

semesters, i.e. Spring 2009, Fall 2009, Spring 2010, Fall 2010, and Spring 2011.  

Developmental reading courses at the subject college, which fill quickly, are capped at 25 

students.  Therefore, there were a total of 125 students registered for the control non-SI 

courses and 125 students registered for the experimental SI courses.  

The Impact of Supplemental Instruction on Pass Rate 

The pass rate, number of students receiving passing final grades of A, B, and C, 

was compared and contrasted using both descriptive and inferential statistics.  The overall 

number of students, from the 125 students registered for the Supplemental Instruction 

supported READ 0310: College Reading Techniques courses, who received final grades 

of A, B, or C was 94 (75%).  On the other hand, the overall number of students, from the 

125 students registered for the non-Supplemental Instruction supported READ 0310: 

College Reading Techniques courses, who received final grades of A, B, or C was 90 

(70%).  Therefore, the pass rate for the SI supported READ 0310: College Reading 

Techniques courses was 5 percentage points higher than the non-SI supported READ 

0310: College Reading Techniques courses.  However, a chi-square analysis revealed that 

there was not a statistically significant difference between the distributions of pass rates 

from the two groups.  Using a 95% confidence level, the chi-square value was .520 with 

one degree of freedom.  This, coupled with a p-value of .471, indicated a lack of 

statistically significant difference between the pass rates of the SI and non-SI groups.  

Table 1 displays a comparison and contrast of the final grade distribution and pass 

rates between the SI class and non-SI READ 0310: College Reading Techniques classes. 
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The SI supported classes received 7 percentage points more As, 3% more Bs, and 1 

percentage point more Cs than the non-SI supported classes.  Conversely, the non-SI 

supported courses received 1 percentage point more Ds, 2 percentage points more Fs, and 

2 percentage points more FXs than the SI supported classes.  However, the SI supported 

courses had 2 percentage points more grades of W than the non-SI supported courses.     

Table 1. 

 

Final Grade Distribution and Pass Rate for SI and Non-SI READ 0310 Classes  

________________________________________________________________________ 

 
Grade       SI Class  Non-SI Class 
________________________________________________________________________ 
 

A       22%    15% 

B       31%    34% 

C       23%    22% 

D       4%    5% 

F       0%    2% 

FX (non-completer)     12%    14% 

W (withdrew)      8%    6% 

Pass Rate      75%    70% 

Total Number of Participants (n)   125    125 

________________________________________________________________________

    

The Impact of Supplemental Instruction on Academic Performance 

 Descriptive and inferential statistics were utilized to compare and contrast the SI 

and non-SI classes’ performances on the READ 0310: College Reading Techniques’ exit 

test/final exam, The Townsend College Preparatory Reading Test.  In order for the 

students to earn a final grade of A, B, or C in READ 0310: College Reading Techniques 

a passing score of 70 must be earned on The Townsend College Preparatory Reading 
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Test.  The exit text requirement ensures that students in all sections of READ 0310: 

College Reading Techniques, on all three campuses, meet a common minimum reading 

standard before being awarded a passing grade of A, B, or C in this final course of a 

series of three developmental reading courses at the subject college.  In addition, the test 

serves as the final exam for the course.  The exam, taken during final’s week, contributed 

to 20% of the students' final grade in the course.  The test consists of 40 questions, 

comprised of 9 main idea, 4 vocabulary in context, 8 supporting details, 6 relationships, 7 

inferences, 3 fact and opinion, and 3 purpose and tone questions.  Due to students 

withdrawing and failing to complete the semester, 25 students from the 125 students 

registered for SI supported classes failed to take the final exam, and 28 students from the 

125 registered for the non-SI supported classes did not take the final exam.  Therefore, 

100 students from the SI supported courses and 97 students from the non-SI supported 

courses took the final exam during their respective final’s week. 

 The SI and Non-SI READ 0310: College Reading Techniques classes’ mean 

scores on the Exit Test/Final Exam, The Townsend College Preparatory Reading Test, 

were 82% with a standard deviation of 8.6 and 81% with a standard deviation of 8.9 

respectively, see Table 2.  The independent samples t-test confirmed that there was not a 

statistically significant difference between the exit test/final exam mean scores earned by 

the two groups (t=.345, α=.05).   
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Table 2. 

 

Mean Scores on the READ 0310: College Reading Techniques Exit Test/Final Exam: The 

Townsend College Preparatory Reading Test Form B  

________________________________________________________________________ 

 

      SI Classes  Non-SI Classes 

 

Mean Score     82    81 

 

Total Number of Participants (n)  100    97 

________________________________________________________________________ 

 

Impact of Supplemental Instruction on Retention 

 

 Retention is a measure of the number of students who attended the class through 

to the final exam and received final grades of A, B, C, D, or F.  Students who formally 

withdrew themselves from the course earned grades of W.  Students who stopped 

attending class and did not formally withdraw earned grades of FX.   

 Descriptive and inferential statistics were utilized to compare and contrast the 

retention of SI and non-SI READ 0310: College Reading Techniques’ students.  A 

descriptive statistical analysis revealed that 80% of the students in the SI supported 

classes were retained.  Similarly, 79% of the students in the non-SI supported classes 

were retained, see Table 3.  Therefore, the retention rates for both the Supplemental 

Instruction supported and non-Supplemental instruction READ 0310: College Reading 

Techniques classes were virtually identical.  Only, 1 percentage point more students from 

the SI classes completed their respective courses than students from the non-SI supported 

classes.  2 percentage points more students formally withdrew from the SI supported 

classes than from the non-SI supported classes, earning a grade of W.  2 percentage 
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points more of the students from the non-SI class stopped attending the course, failing to 

formally withdraw, than from the SI supported class.  A Difference in Proportions Test 

further confirmed that there was not a statistically significant difference, with a 95% 

confidence level, in the retention rates of the two groups (z = .1568, p = .5636).    

Table 3. 

 

Percentage of Course Completers, FX Grades, and W Grades  

________________________________________________________________________ 

 

     SI Class   Non SI Class 

________________________________________________________________________ 

 

Retained    80%    79% 

 

FX (non-completer)   12%    14% 

 

W (withdrew)    8%    10% 

 

Total Number of Participants (n) 125    125 

 

Impact of Supplemental Instruction on Persistence 

 Persistence refers to the number of students who register for classes, 

developmental and/or credit, the subsequent long semester to the Supplemental 

Instruction experience, i.e. Spring or Fall semester.  Descriptive and inferential statistics 

were used to assess the impact of Supplemental Instruction on the persistence of students 

in Supplemental Instruction supported developmental reading classes.  The archival data 

utilized to calculate the persistence rates of both the SI and non-SI supported courses 

consisted of four semesters of data, rather than the five semesters of data used to calculate 
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the other measures of this research, due to ongoing registration for the subsequent 

semester following the final semester of this study.  

Table 4 documents the persistence rates of the Supplemental Instruction supported 

and non-Supplemental Instruction READ 0310: College Reading Techniques courses.  74 

of the 100 (74%) students from the SI supported classes registered for classes in the 

subsequent long semester following the SI experience.  On the other hand, 69 of the 100 

(69%) students in the non-SI classes registered for classes in the subsequent long 

semester.  Therefore, the persistence rate of students from the SI supported courses was 5 

percentage points higher than the persistence rate of students from the non-SI supported 

courses. However, a Difference in Proportions Test revealed that there was not a 

statistically significant difference, with a 95% confidence level, in the persistence rates of 

the two groups (z = .784, p = .7823).  

Table 4. 

SI and Non-SI Persistence Rates 

________________________________________________________________________ 

 

     SI Classes   Non-SI Classes 

________________________________________________________________________ 

 

Persistence    74%    69% 

Total Number of Participants (n) 100    100  

 

 

 

 

 



75 

 

 

Chapter V: Conclusions and Implications 

Introduction 

 The purpose of this study was to measure the effects of Supplemental Instruction 

on the pass rates, academic performance, retention, and persistence in community college 

developmental reading courses.  This chapter provides an interpretation of the results of 

the five analyses discussed in Chapter IV.  These analyses tested the null hypotheses that 

were drawn from the following research questions: 

1. What is the relationship between Supplemental Instruction and the pass rate 

(number of A, B, and C grades) in READ 0310: College Reading Techniques?  

2. What is the relationship between Supplemental Instruction and performance on 

the READ 0310: College Reading Techniques exit-test, i.e. The Townsend 

College Preparatory Reading Test? 

3. What is the relationship between Supplemental Instruction and retention, as 

defined by the number of students who complete READ 0310: College Reading 

Techniques and earn a grade other than FX (non-completer) or W (Withdraw)? 

4. What is the relationship between persistence, as defined by the number of READ 

0310: College Reading Techniques students who register for classes in the 

subsequent long semester, and Supplemental Instruction?  

 In addition to the review and interpretation of the research results, this chapter 

presents serendipitous observations, the limitations of this study, and the need for further 

research into the use of Supplemental Instruction in community college developmental 

reading courses.   
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Research Question 1: Effects of Supplemental Instruction on Pass Rate 

Review of the Results 

The pass rate, number of students receiving passing final grades of A, B, and C, 

for the 125 students registered for the Supplemental Instruction supported READ 0310: 

College Reading Techniques courses was 94 students (75%).  On the other hand, the pass 

rate for the 125 students registered for the non-Supplemental Instruction supported 

READ 0310: College Reading Techniques courses was 70 students (70%).  Therefore, 

the pass rate for the SI supported READ 0310: College Reading Techniques courses was 

5 percentage points higher than the non-SI supported READ 0310: College Reading 

Techniques courses.  However, a chi-square analysis revealed that there was not a 

statistically significant difference between the pass rates of the two groups.  Using a 95% 

confidence level, the chi-square value was .520 with one degree of freedom.  This, 

coupled with a p-value of .471, indicated a lack of statistically significant difference 

between the pass rates of the SI and non-SI groups.  Therefore, the null hypothesis that 

there was no relationship between Supplemental Instruction and the pass rate in 

community college developmental reading courses was accepted.   

Interpretation of the Results  

Prior research suggests that Supplemental Instruction improves the pass rate in 

credit-level college courses (The International Center for Supplemental Instruction, 

2011).  However, this research found that Supplemental Instruction did not significantly 

raise the pass rate in community college developmental reading courses.  Over the course 

of five semesters, the pass rate in the SI supported READ 0310: College Reading 

Techniques courses was marginally (5 percentage points) higher than the pass rate in the 
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non-SI supported courses.  However, an inferential statistical analysis revealed that the 

difference between the pass rates of the two groups was statistically insignificant.  Prior 

to utilizing Supplemental Instruction, the pass rate in the subject college’s developmental 

reading courses was already in the 70th percentile.  This already reasonably high pass rate 

in the subject college’s developmental reading courses negated the probability of an 

additional strategy, like Supplemental Instruction, from positively influencing the pass 

rate.  Therefore, this finding validates The International Center for Supplemental 

Instruction (2011) recommendation to utilize Supplemental Instruction in difficult 

courses with failure rates of 30% or more.  

The subject college’s developmental reading classes are capped at twenty-five 

students.  Therefore, this intimate class size allowed the experienced instructor to provide 

an effective learning environment, with or without the Supplemental Instruction program.  

The developmental reading course instructor, with sixteen years of experience teaching 

high school and community college English/Language Arts, ESL, and developmental 

reading/writing classes, would be considered an educator rather than an academic.  In 

addition, the course instructor is trained and certified to teach secondary 

English/Language Arts and ESOL.  Furthermore, the course instructor is one of fewer 

than one thousand developmental education instructors nationwide to be officially trained 

and certified by the National Center of Developmental Education at Appalachian State 

University.  Therefore, due to this extensive education and experience, the developmental 

reading instructor has developed a teaching style and methodology that already 

maximizes the effectiveness of the developmental reading courses.  Therefore, the effects 

of Supplemental Instruction were diminished due to the instructor already incorporating 
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the student-oriented, supportive, and collaborative elements of Supplemental Instruction.  

These findings mirror the Wright, Wright and Lamb (2002) conclusions based on a study 

of Supplemental Instruction in developmental mathematics courses.   

Research Question 2: The Effects of Supplemental Instruction on Academic Performance 

Review of the Results 

 The effects of Supplemental Instruction on community college developmental 

reading students’ academic performance were measured on the students’ performance on 

the course exit test/final exam, i.e. The Townsend College Preparatory Reading Test.  In 

order for the students to earn a final grade of A, B, or C in READ 0310: College Reading 

Techniques a passing score of 70 or higher must be earned on The Townsend College 

Preparatory Reading Test.  The exam, taken during final’s week, consists of 40 multiple 

choice questions covering  the Student Learning Outcomes of the course, i.e. main ideas, 

vocabulary in context, supporting details, relationships, inferences, fact and opinion, and 

purpose and tone.  The SI and Non-SI READ 0310: College Reading Techniques classes’ 

mean scores on the Exit Test/Final Exam, The Townsend College Preparatory Reading 

Test Form B, were 82% and 81% respectively.  The independent samples t-test confirmed 

that there was not a statistically significant difference between the exit test/final exam 

mean scores earned by the two groups (t=.345, α=.05).  Therefore, the null hypothesis 

that there was no relationship between Supplemental Instruction and academic 

performance in community college developmental reading courses was accepted.   

Interpretation of the Results 

 Arendale (1999), the National Director of Supplemental Instruction, states that 

Supplemental Instruction is more effective in classes that require the integration of large 
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volumes of lecture notes, textbooks, and outside readings.  Developmental reading 

courses are primarily skill-based courses that teach students reading comprehension skills 

and study strategies, rather than requiring the memorization of large amounts of new 

information.  Therefore, this study confirms that the effects of Supplemental Instruction 

on academic performance in community college developmental reading courses may be 

less pronounced due to the skill-based nature of the course, again mirroring the findings 

of the Wright, Wright, and Lamb (2002) research on the effects of SI on developmental 

mathematics courses. 

Research Question 3: Effects of Supplemental Instruction on Retention 

Review of the Results 

 Descriptive and inferential statistics were utilized to compare and contrast the 

retention of SI and non-SI READ 0310: College Reading Techniques’ students.  A 

descriptive statistical analysis revealed that 80% of the students in the SI supported 

classes were retained.  Similarly, 79% of the students in the non-SI supported classes 

were retained.  Therefore, the retention rates for both the Supplemental Instruction 

supported and non-Supplemental instruction READ 0310: College Reading Techniques 

classes were virtually identical.  A Difference in Proportions Test further confirmed that 

there was not a statistically significant difference, with a 95% confidence level, between 

the retention rates of the two groups (z = .1568, p = .5636).  Therefore, the null 

hypothesis that there was no relationship between Supplemental Instruction and retention 

in community college developmental reading courses was accepted.   

Interpretation of the Results        

 The subject college, with a National Association of Developmental Education 
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certified developmental education program, provides all developmental education courses 

with a full-time retention specialist.  The retention specialist utilizes the Early Alert and 

Starfish computer programs to monitor student attendance in developmental education 

courses.  Also, developmental education instructors at the subject college alert the 

retention specialist when a student’s  attendance pattern changes.  The retention specialist 

then contacts the student, encouraging and assisting them to return to class.  In addition, 

the subject college offers linked/learning community developmental education courses to 

boost retention.  Councilors trained in retention methods also work closely with the 

developmental education department to insure correct placement of students into 

developmental education courses.  Plus, developmental education instructors at the 

subject college are also able to adjust a student’s placement in developmental education 

courses utilizing the results of diagnostic tests conducted during the first week of the 

semester.  Therefore, Supplemental Instruction, an additional retention program, had a 

diminished effect on students taking classes in a program with several other retention 

measures already in place.  On the surface it would appear that this result contradicts the 

Boylan, Bonham, and Bliss (1992) finding that developmental education departments that 

regularly used Supplemental Instruction had the highest rates of student retention.  

However, this study clarifies this finding by revealing that developmental education 

departments with a full complement of student support services, including Supplemental 

Instruction, have high rates of student retention. 
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Research Question 4: Effects of Supplemental Instruction on Persistence 

Review of the Results 

 Descriptive and inferential statistics were utilized to compare and contrast the 

persistence of SI and non-SI READ 0310: College Reading Techniques’ students.  A 

descriptive statistical analysis revealed that 74% of the students in the SI supported 

classes registered for classes in the subsequent long semester.  Conversely, 69% of the 

students in the non-SI supported classes persisted to the subsequent long semester.  

However, a Difference in Proportions Test revealed, with a 95% confidence level, there 

was not a statistically significant difference between the retention rates of the two groups 

(z = .784, p = .7823). 

Interpretation of the Results 

 It appears that Supplemental Instruction cannot overcome the various barriers that 

prevent developmental reading students from reenrolling in classes for the subsequent 

semester.  Barriers to reenrollment include financial difficulties, major learning 

disabilities resulting in poor grades, health issues, family responsibilities, work 

responsibilities, legal troubles, military duty, and transportation problems (Horn & 

Ramos, 2009).  Clearly, an isolated peer tutoring program may not solve these complex 

issues that prevent community college developmental reading students from reregistering 

for college courses. 

Serendipitous Results 

The Effects of Supplemental Instruction Attendance  

 Although this research set out to measure the effects of Supplemental Instruction 

on developmental reading classes as whole, students from the SI supported classes who 
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voluntary attended Supplemental Instruction sessions had higher pass rates, academic 

performance, retention, and persistence than students who did not attend SI sessions.   

Students who attended Supplemental Instruction sessions, even as few as one or two 

sessions, outperformed students who did not attend a single SI session on every measure 

of this research.  The pass rate, academic performance, retention, and persistence for the 

eighteen students who did not attend a single Supplemental Instruction session was far 

lower than both the control non-SI courses and the students who attended SI in the SI 

supported courses.   However, when evaluating these statistics, one must consider the fact 

that many of the students who did not attend a single SI session either failed to attend a 

single class or did not complete the semester.  The students from the SI supported classes 

who did not attend SI sessions also tended to not bring their textbook/reading materials to 

class, leave classes early, and not complete in-class assignments/homework.  Despite the 

SI leaders’ best attempts to encourage these students to attend class and SI sessions, via 

conversations, telephone calls, text messages, and emails, these students remained 

reluctant to comply.  Clearly, the motived students attended SI sessions and the 

unmotivated students neglected to attend to any of the requirements of the course.  

Therefore, it would be invalid to declare that SI caused the students who attended SI 

sessions to succeed and those who did not attend SI to fail.  However, it raises the issue 

that traditional SI appears to fail to reach the students who need it the most.    

 The combined effects of the utilization of a traditional Supplemental Instruction 

model of voluntary attendance, students’ busy lives, and developmental education 

students’ academic traits resulted in less than ideal attendance at the SI sessions.  

Individual student attendance at the regularly scheduled sessions held at the campus 
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tutoring center ranged from 0 to 17 sessions.  Most sessions were attended by at least one 

student.  However, several unattended sessions left the SI leader with a blank roll-sheet 

and personal study time.  One of the SI leaders accommodated for students’ busy 

schedules by meeting students following class for impromptu SI sessions, a possible 

future solution to the SI attendance problem. 

The Impact of Supplemental Instruction on the Supplemental Instruction Leaders 

 Although this research did not set out to measure the effects of the Supplemental 

Instruction program on the SI leader, serendipitous positive results were observed.   

Firstly, the Supplemental Instruction program provided the SI Leaders with valuable 

work experience.  They established positive working relationships with the instructor, 

students, and tutoring center staff.  Throughout the semester, the Supplemental 

Instruction leaders were able to improve their communication skills and develop 

confidence by speaking in front of groups of students during the SI sessions.  The 

Supplemental Instruction program provided Supplemental Instruction Leader III with 

experience and training she can add to her eventual application to a teacher education 

program.  Supplemental Instruction Leader II obtained admittance, via a highly 

competitive application process, to the college’s Licensed Vocational Nursing (LVN) 

program.  During the application interview, she detailed her experiences working for the 

college as a Supplemental Instruction leader.  In addition, she listed the course instructor 

as a professional reference.  Undoubtedly, the positive professional reference provided by 

course instructor, to the LVN program director, assisted her in gaining admittance to the 

program.  The following semester, during a break in the LVN orientation, she returned to 

a developmental reading class to thank the course instructor, wearing the college’s 
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official LVN program’s maroon scrubs.  Later in the semester, she informed the course 

instructor of her participation in numerous study groups related to her nursing classes, 

explaining that her experience as an SI Leader showed her the value of studying in 

groups.      

The Impact of Supplemental Instruction on Course Instructor 

Despite this study failing to uncover a statistically significant difference between 

the SI and non-SI developmental reading courses, the course instructor observed 

differences between the SI and non-SI developmental reading courses.  Working closely 

with the SI Leader allowed him to stay in touch with his students’ needs.  The SI Leader 

provided the course instructor with information on the students’ understanding of the 

course’s Student Learning Outcomes (SLOs), attendance problems, and potential trouble 

spots.  This information was not as accessible in the READ 0310 classes without 

Supplemental Instruction.  Also, the students in the SI classes appeared to feel more 

relaxed in the class due to observing a peer conducting a professional relationship with 

the course instructor.  This relationship assured students early in the semester that the 

instructor was a reasonable, likeable person there to help them.  Plus, the SI leaders, 

among other things, eased students’ fears about upcoming tests, reminded students of due 

dates, assisted students with registration for the following semester, and helped students 

access the course web-based lab MyReadingLab.com.  Finally, the SI leader provided the 

course instructor with a sidekick for attempts at humor and storytelling.  

Limitations of the Study 

 This research into the effects of Supplemental Instruction on community college 

developmental reading courses was conducted at a community college in an 
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urban/suburban fringe area of Houston, Texas, the fourth largest city in the United States.  

Therefore, generalizations derived from the results of this particular research on the 

effects of Supplemental Instruction on community college developmental reading courses 

may not apply to all community college settings and developmental reading courses.   

However, a demographic summary of the students who participated in this research is 

provided in Chapter III of this dissertation, allowing readers to form informed 

conclusions from the results of this study.  

 Another threat to the internal and external validity of this research was that the 

researcher was also the instructor of record of the SI and non-SI READ 0310: College 

Reading Techniques control and treatment classes.  However, the researcher/instructor 

sought to lessen this threat by insuring that the instruction and methods of delivery 

provided to both the SI and non-SI classes were identical, thus insuring treatment fidelity. 

This research did not measure the effects of Supplemental Instruction on an entire 

developmental reading program because, despite being available campus-wide, there was 

only one developmental reading instructor utilizing Supplemental Instruction at the 

subject college.  This Supplemental Instruction research focused on READ 0310: College 

Reading Techniques, the highest of three levels of developmental reading courses at the 

subject college.  Therefore, conclusions derived from this Supplemental Instruction 

research may not transfer to all levels of developmental reading, particularly lower levels 

of developmental reading where the students read well below college level. 

Conclusions 

 This research on the effects Supplemental Instruction in community college 

developmental reading courses did not reveal a discernable statistical impact on pass 
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rates, academic performance, retention, or persistence.  Therefore, it appears the 

Supplemental Instruction program may not overcome the various major barriers college 

developmental education students can encounter, including: financial difficulties, major 

learning disabilities, health issues, family responsibilities, work responsibilities, legal 

troubles, military duty, and transportation problems (Horn & Ramos, 2009).   

 However, the Supplemental Instruction program helped the developmental 

reading students in several ways that were not measured in this research.  Firstly, students 

were exposed, via the Supplemental Instruction program, to a variety of on-campus 

support services.  The Supplemental Instruction sessions were held in the library’s 

Student Success Center, a free on-campus tutoring center.  Therefore, SI students were 

introduced to two sets of college support services and staff.  These interactions with 

campus support services establish feelings of connectedness to the college, an important 

role in the creation of a positive campus environment (Horn & Ramos, 2009).  Secondly, 

students in the Supplemental Instruction classes established academic relationships with 

fellow class members during SI sessions, thus, introducing them to an invaluable college 

success strategy.  Thirdly, the students in the developmental reading courses with 

Supplemental Instruction observed the SI leader, a peer, interacting with college faculty 

and support staff in a professional manner, thereby, modeling mature interactions 

between student and faculty. 

Implications 

There are several implications that can be inferred from the results of this research 

into the effects of Supplemental Instruction on community college developmental reading 

courses.  Firstly, the widely touted positive effects of Supplemental Instruction are 
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diminished in developmental reading courses which already boast passing rates of 70% or 

higher.  Therefore, targeting the implementation of a Supplemental Instruction program 

to developmental reading courses with traditionally high failure rates, e.g. courses created 

during the first week of the semester to accommodate late registering students, could 

possibly prove to be more effective.     

 Secondly, community colleges that place an institutional priority on 

developmental education by providing well-developed support services, learning 

communities/linked courses, and a high percentage of full-time developmental education 

certified instructors might not see gains from Supplemental Instruction due to the 

implementation of other best practices designed to improve pass rates, retention and 

persistence.  Therefore, community colleges without well-developed developmental 

education programs could implement Supplemental Instruction to accommodate for a 

lack of other support services and programs for developmental education students.      

Thirdly, the voluntary attendance aspect of traditional Supplemental Instruction 

programs in developmental reading courses leads to low attendance at Supplemental 

Instruction sessions, mirroring the Bonham (2010) finding in developmental 

mathematics.  Therefore, additional measures must be implemented in order to boost 

attendance at Supplemental Instruction sessions.  Course instructors and Supplemental 

Instruction leaders must tirelessly promote the program and tout the successes of students 

who regularly attend Supplemental Instruction.  Similarly, campus counselors and 

administrators could increase student attendance at Supplemental Instruction sessions by 

encouraging additional faculty to offer Supplemental Instruction.  Also, instructors could 

assign mandatory graded assignments that require completion with the Supplemental 
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Instruction leader.  Developmental reading programs could also create a mandatory lab 

attached to a course dedicated to Supplemental Instruction peer led tutoring.   

Recommendations for Further Research 

This quantitative research on the effects Supplemental Instruction in community 

college developmental reading courses did not reveal a discernable statistical impact on 

pass rates, academic performance, retention, or persistence.  However, due to the 

encouraging serendipitous observations of this research, additional research into the 

effects of Supplemental Instruction on community college reading courses could include 

qualitative measures of the program’s effects on the students’ affective domain, including 

their motivation, attitudes, perceptions, and values.   

Qualitative research questions could include the following: Did the Supplemental 

Instruction provide students with the knowledge, skills, and attitudes required to pass the 

class?  Did the students who attended Supplemental Instruction already possess the 

motivation required for academic success?  Did the SI attendees apply active and 

collaborative learning in their subsequent credit-bearing courses?  Does Supplemental 

Instruction develop community college developmental reading students’ academic self-

awareness?  Does Supplemental Instruction academically motivate community college 

developmental reading students?  Does Supplemental Instruction develop community 

college developmental reading students’ feelings of connectedness to the college?  Do 

community college developmental reading students value Supplemental Instruction?  

These are pertinent questions that must be answered in order to fully understand the 

effects of Supplemental Instruction on community college developmental reading 

courses.   
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Another area of research that is of importance involves those who did not attend a 

single Supplemental Instruction session.  Also, due to the fact that many of these students 

either failed to attend a single class or stopped attending the course during the semester, 

research needs to be conducted to uncover the reasons for their failure make the 

academic, social, and emotional connections with their developmental reading course and 

the college in general.  This should be a high priority for researchers because these 

students, often recipients of federal finical aid, flounder in developmental reading courses 

and never progress to credit-bearing courses.   

Additional research could also include an investigation of similar peer tutoring 

programs, e.g. Structured Learning Assistance and Embedded Tutoring.  Finally, 

additional research could also include a measure of the program’s effects on the 

Supplemental Instruction leader and the course instructor. 
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