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The following draft report presents the third segment of the Office of Research, Planning
and Grants' Pre-Collegiate Basic Skills Accountability series, which evaluates the
effectiveness of CCSF instruction and support servicesin the pre-collegiate basic skills
areas. Thisreport examines the Transitional Studies Department, from both a
guantitative and qualitative perspective, combining data drawn from CCSF systems as
well as focus group interviews with Transitional Studies faculty members and student
survey data. A report this complex combines the efforts of many individuals:

= All quantitative data was collected and analyzed by Pamela Mery, Researcher.

= Faculty focus groups were conducted by Robert Gabriner, Vice Chancellor of
Institutional Advancement; Elisa Rassen, Specia Projects Coordinator; and
Pamela Mery.

= Student survey data and written perspectives were collected by Pamela Mery and
Denise Quinn, ESL faculty member, with the assistance of classroom faculty.
The written perspectives were analyzed by Susan Lopez, ESL faculty member,
and Pamela Mery.

= Thereport was written by Pamela Mery and Elisa Rassen.

We would also like to acknowledge Transitional Studies department chair Jane Sneed for
her assistance in editing for clarity and accuracy.
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INTRODUCTION AND METHODS

This report represents the third part of the Pre-Collegiate Basic Skills Accountability
series evaluating the effectiveness of CCSF instruction and support servicesin the pre-
collegiate basic skillsareas. Thefirst report focused on success rates for studentsin the
pre-collegiate levels of credit mathematics, English, and English as a Second Language
(ESL). The second report focused on the Retention/Success programs designed to assist
students enrolled in credit courses and increase their success rates. Thisthird report
focuses on Transitional Studies, an important area of the College’ s noncredit program
which serves students needing adult basic education and other pre-collegiate instruction.

This report incorporates qualitative data consisting of faculty views collected viafocus
groups.® This represents an enhancement over previous reports which did not incorporate
amore personal perspective despite containing descriptive information. Whileitis
desirable to also include students’ views, efforts to obtain student views have not been
successful due to avariety of constraints, principally the desire to avoid interference with
classtime, the financia limitations in offering incentives for students to participate in
group activities outside the classroom, and lack of sufficient personnel to pursue students
for individual interviews. The Division of Institutional Advancement continues to ook
for waysto include student viewpoints. With this purpose in mind, a survey was recently
distributed in noncredit classes. Over 3,700 students responded, including 400
Transitional Studies students. Some data from this survey will be included in this report;
full results from the survey will be made available shortly in a separate report.

The quantitative data presented in the report comes from the College’ s Banner database
and is analyzed by the Division of Institutional Advancement staff, with the exception of
Table A, which was generated in association with the Office of Instruction.

Y In afew cases, individual interviews and comments written in response to focus group questions were used.



MAJOR DATA FINDINGS

Each year the Transitional Studies department serves approximately 3,300 to 4,900
students, many of whom could be described as “ seeking a second chance.” A majority of
students (63%) are under the age of 30 and nearly all (up to 92%) are students of color—
most notably, 41% are Latino and 25% are African American. More than half each year
(58% to 66%) are new to the department. Nearly one-third of these new TRST students
come from noncredit ESL.

Students enroll at various campuses through the district, and each campus serves a
somewhat different population. John Adams (JAD) has by far the largest program.
However, enrollment at all locations, including JAD, decreased between 2003-04 and
2004-05. The largest drop was from 2002-03 to 2004-05—a 32% decrease in headcount.

Faculty at all campuses expressed strong commitment to helping students succeed
academically and personally. In turn, studentsin general (94%) express feeling
supported by noncredit faculty.

Until recently, nearly all TRST students were enrolled in multi-level courses with self-
paced components (in 1998-99, 82% were multi-level, dropping to 71% by 2001-02 and
finally dropping to 52% in 2004-05).

Results from the Noncredit Student Survey, while offering much positive feedback about
TRST, also revealed a gap in student interest level in courses and the amount of
information they receive about those courses. For example, 57% of TRST students have
some interest in vocational classes, but only 23% indicated that they have received
information about vocational classes. Regarding credit classes, 72% are interested in
credit classes, but only 42% have received information about credit classes and services.

Each year as many as 300 students earn their GED after enrolling in TRST courses. For
many, the time it takes to achieve GED completion isrelatively short. Between 45% and
50% of TRST students completing a GED in the 2002-03 to 2004-05 academic years took
only one semester of TRST courses—with most attending only 12 to 41 hours of
instruction, roughly equivalent to 5.6 days of high school or less. Overall, 93% to 96% of
completers took five semesters or fewer to earn a GED, attending considerably lesstime
than an SFUSD student is required to attend to earn a high school diploma.

Of the 591 students who completed the GED in 2002-03 or 2003-04 after (or while)
enrolling in TRST courses, 33% enrolled in credit courses during following year. The
largest areas of enrollment are English, PE, Learning Assistance and mathematics—the
same top four areas of enrollment for new, first-time credit students. The data suggests
that in general—but not in all cases—TRST students do not perform quite aswell in
English and mathematics courses when compared to new, first-time credit students.
Students at the lowest basic skillslevels (English K and L, Math E) perform better than
new, first-time credit students. Nonetheless, this data indicates that many students who
obtain a GED arein fact not prepared to enroll in college-level courses and instead
remain, and at times struggle, at the pre-collegiate level.

In examining TRST success from another angle, the data reveal s that up to 10% of
students who received a degree or certificate from 2002-2003 through 2004-2005 have
been enrolled in the CCSF Transitional Studies program at some point since 1984.



A. Description of Transitional Studies Program Offerings

The CCSF Transitional Studies department offers avariety of programs serving students
who have not had the chance to complete or advance their education, generally due to the
lack of ahigh school degree. According to TRST faculty, these students “face perhaps
the biggest academic and life challenges of any at CCSF.” This substantial student
population included 28,455 individuals from academic years 1998-99 through 2004-05,
who generated 79,342 Transitional Studies course enrollments? during that time.

Students enrolled in Transitional Studies courses have a variety of educational needs. To
serve these needs, the Transitional Studies department provides ongoing instruction in
Adult Basic Education, General Education Development, the CCSF High School
Diploma Program, Pre-collegiate skills, and VVocational Foundation Skills. The
department lists its program goals in the CCSF catalog as follows:

» Provide students with basic skills through Adult Basic Education (ABE) for
living, employment, entry into job training programs, or further college study.

* Prepare studentsto pass the General Education Development (GED) exam.
» Provide acomprehensive program leading to the CCSF High School Diploma
(HSD).

In previous years amajority of Transitional Studies courses were “multilevel” courses
where students’ work was self-paced in individualized learning lab settings. More
recently, the department has tried to separate skill levelsinto three areas, illustrated
below in Graph 1.

GRAPH 1
Enrollment in
Credit
Courses
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Advanced classes in reading, writing,
communicating, mathematics, and
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Level 2 ABE - Intermediate \ — N
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Level 1 ABE - Basic —

Basic reading, writing, —
communicating, mathematics
Employment
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2 Generating at least one positive attendance hour each.



Upon enrolling in Transitional Studies (TRST), students are tested in reading and
mathematics, and then placed at alevel matching their ability and geared toward their
educational objectives. All three TRST levels can lead to the fulfillment of employment
goals or the achievement of personal goals; however, only Level 3 isintended to lead
directly to credit education.

The three TRST course levels include the following components:

= Level 1 coursesin Adult Basic Education consist of beginning, basic instruction
in reading, writing, communicating and mathematics.

= Level 2 coursesin Adult Basic Education consist of intermediate instruction in
reading, writing, communicating and mathematics.

= Level 3 comprises courses at the GED and CCSF high school diploma (HSD)
level, advanced classes in reading, writing, communication, mathematics and
specific high school subjects (e.g., literature & arts, science, socia studies).

Many adults (age 18 and older) enter the Transitional Studies program at Level 1 or

Level 2 to improve their basic academic skills. Their ultimate educational goals range
from becoming literate to fulfilling job-related requirements to obtaining a GED. Many
Level 3 students also have the goal of completing the GED for a variety of reasons, both
work-related and personal. Certain employers, including the San Francisco Unified
School District (SFUSD), refer employeesto TRST so they can complete their GED as a
job requirement. Furthermore, some of the students taking Level 3 high school classes are
current high school students; through a special arrangement with SFUSD, current high
school students can enroll concurrently in Transitional Studies courses for credit towards
their diploma.

In addition to the types of courses listed above, vocationally-oriented TRST courses
prepare students for employment, entry into job training programs, or further college
study. Often funded by CalWorks or through Contract Education grants, topics include
foundation skills, job communication, literacy tutor training®, and graphic arts. Students
in these courses are generally under significant pressure to find work as soon as possible.

For detailed course descriptions by level, see Appendix.

Transitional Studies offers practice GED testing at the Gough Street location, in addition
to offering courses at avariety of skill levels. Individuals studying for the GED through
TRST include: (1) students who come through the ABE courses at Levels 1 and 2, and
continue their studies at Level 3; (2) GED-prep students who enroll in Level 3 courses,
and (3) individuals who ssmply want to take the practice exam can do so through the
course TRST 0038, Orientation to Academic Success.* Each section of the practice test
takes 45 minutes.

While some GED completers will continue on to get a high school diploma through
Transitional Studies, many exit the program after reaching their GED-related goal. The
Transitional Studies department is currently working on programs to encourage GED

3 The literacy tutor training is a collaboration with Project Read training for volunteer tutors.
* There are also individuals who take the GED examination at the CCSF GED Testi ng Center



completers to continue their studies and compl ete the high school diploma, which
requires more advanced mastery of skills and subject areas.

The Transitional Studies department also works with the African American Scholastic
Program, a relationship worth noting, though it will not be explored in depth in this
report. The African American Scholastic Program at the Ocean Campus uses TRST
courses to serve African American high school students who need high school credits or
would like ahead start in their education. The program employs counselors from SFUSD
to assist its students.

All courses offered by the Transitional Studies department are noncredit, meaning that
students do not receive college credit for completing any TRST courses. Aswith
noncredit coursesin general, TRST courses are “open entry / open exit”, so a student may
enter the program at any point during the semester. Classes that are part of the high
school track, however, are closed to new students after the fourth week of instruction.

Table 1 shows the numbers of students enrolled in TRST courses during the last seven
academic years, and their TRST course level.®> At its peak in 2002-03, the department
served 4,881 students. More recently, figures have been somewhat lower at 3,317. Until
recently, information pertaining to student skill level was scant, since most courses
included students at a variety of levels. Current figures show students are somewhat
evenly spread among Levels 1, 2, and 3; however, the true spread remains unknown for
now, since more than half of current students continue to be enrolled in multi-level
COUrses.

TABLE 1 - TRANSITIONAL STUDIES STUDENTS

ACADEMIC YEAR 1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
Total Students 4,236 4,267 4,313 4,790 4,881 4,023 3,317
Level 1 -
Beginning ABE 3% 4% 6% 8% 14% 15% 13%
§ Level 2 -
9 [Intermediate ABE 12% 12% 12% 10% 12% 15% 16%
& |Level 3 -
3 |GED / HSD 4% 5% 4% 5% 5% 6% 12%
O
Vocational 0% 3% 5% 6% 5% 5% 7%
Multi-level 82% 77% 73% 71% 65% 58% 52%

Note that the vocational enroliments here do not indicate total vocational enrollment but rather vocational enroliments of
students not in levels 1-3.

In calculating the number of “Total Students,” only those individuals who enrolled for
eight or more positive attendance hoursin TRST during an academic year have been
included. Thiseight hours threshold has been defined by the California Community
College Chancellor’s Office (CCCCO) as correlating to 0.5 credit units. In other words,

5 Level isderived from lowest level of enrolled courses.



individuals enrolling for fewer than eight hours or 0.5 credit units are not considered to
be “students” for the purposes of state accountability and other reporting.® Thus, most of
the datain this report excludes students who attend TRST courses for fewer than eight
hours in an academic year.” All references to TRST students should be assumed to
follow that definition unless explicitly stated otherwise.

As an open-entry, open-exit department, Transitional Studies does experience a“drop in”
phenomenon: would-be students who attend for one or two class meetings only. Toward
the end of the report, figures pertaining to individuals enrolling fewer than eight hours
will be presented.

8 http:/Awww.cceco.edu/divisions/tris/rp/rp_doc/raa.pdf

" Note, these figures differ somewhat from those currently presented in the DSS. The DSS includes students who
earned some portion of their 8 hours elsewhere (e.g., ESL) and thus are included in Transitional Studies on the basis of
hours outside the department. This calculation only considers hours attended within the TRST department.



B. Description of Transitional Studies Students

Transitional Studies students are mostly young, with approximately 50% age 24 and
younger. Inearlier yearsaslim majority of students were female, but more recently a
majority are male (52%). The largest ethnic group served is Latino (41%), followed by

African American (25%), Asian (17%) and White (8%). The percentage of Latino

students has increased dightly since 1998-99, while the percentage of White students has

decreased.

TABLE 2 — TRANSITIONAL STUDIES STUDENT DEMOGRAPHICS

ACADEMIC YEAR 1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
Total Students 4,236 4,267 4,313 4,790 4,881 4,023 3,317
16-19 27% 26% 31% 26% 25% 27% 29%
o [20-24 21% 21% 19% 22% 22% 23% 22%
5 25 - 29 13% 12% 12% 12% 14% 13% 12%
% 30 - 34 11% 11% 10% 11% 11% 9% 9%
< 35-39 9% 10% 9% 9% 8% 8% 7%
40 - 49 11% 12% 11% 12% 13% 12% 14%
50 Plus 8% 9% 8% 8% 8% 8% 7%
% Female 52% 51% 49% 49% 48% 46% 48%
8 Male 48% 49% 51% 51% 52% 54% 52%
African American 27% 25% 25% 24% 25% 25% 25%
o Asian 18% 18% 17% 18% 15% 16% 17%
§ Filipino 4% 4% 4% 4% 5% 5% 5%
(3 Latino 38% 41% 41% 42% 43% 42% 41%
£ [Native American 1% 1% 1% 0% 1% 1% 1%
(I Other Nonwhite 1% 1% 1% 1% 1% 1% 1%
Pacific Islander 1% 1% 2% 1% 2% 2% 2%
White 10% 9% 9% 8% 8% 8% 8%

Note: "Unknown" not factored into percentages, therefore the number enrolled within each demographic subgroup cannot
be strictly derived from the percentages.




A large proportion of TRST students each semester are new to the department, meaning
they have not taken TRST courses previously. In some semesters, up to 66% of TRST
students were new. Overall enrollment has decreased in recent years, and the proportion
of students who are new to TRST has aso decreased to 58%.

TABLE 3 — PERCENT OF TRANSITIONAL STUDIES STUDENTS WHO ARE NEW

1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
All TRST Students 4,236 4,267 4,313 4,790 4,881 4,023 3,317
New to TRST* 2,717 2,766 2,765 3,154 3,022 2,390 1,937
Percent New to TRST 64% 65% 64% 66% 62% 59% 58%

* New to Transitional Studies i.e. first time with 8 or more hours attendance in Transitional Studies

Up to one-third of new TRST students come to TRST from Noncredit ESL, having
previously or currently enrolled in noncredit ESL courses. A smaller percentage comes

from noncredit Business

classes.

TABLE 4 — SOURCES OF NEW STUDENTS

1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
New TRST Students* 2,717 2,766 2,765 3,154 3,022 2,390 1,937
Percent
from NC ESL** 31% 35% 29% 33% 31% 29% 30%
Percent
from NC Business*** 12% 13% 13% 15% 13% 14% 12%

* New to Transitional Studies i.e.
** Prior or concurrent NC ESL
*** Prior or concurrent NC BUS

first time with 8 or more hours attendance in Transitional Studies
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Table 5 displays the demographics for new TRST students. A high percentage of new
studentsin particular are in the 16-19-year-old age bracket. 1n 2004-05, 39% of new
students were 16-19 years old compared to 29% of all TRST students (see Table 2). In
additional to being younger than TRST students as a whole, more new students are Asian,
and fewer new students are African American. The gender proportions for new TRST
students are similar to all TRST students. Course levelsfor new students are also similar
to those of all TRST students (see Table 1).

TABLE 5—- NEW TO TRANSITIONAL STUDIES STUDENT DEMOGRAPHICS

ACADEMIC YEAR 1998-99| 1999-00 |2000-01| 2001-02 |2002-03| 2003-04 |2004-05
Total New Students 2,717 2,766 2,765 3,154 3,022 2,390 1,937
16-19 36% 32% 39% 31% 29% 36% 39%
o |20-24 19% 20% 17% 21% 21% 19% 18%
§ 25-29 10% 10% 10% 11% 14% 12% 11%
2 30-34 10% 10% 10% 10% 10% 9% 8%
o
< |35-39 8% 9% 8% 8% 8% 7% 7%
40 - 49 10% 12% 10% 12% 12% 11% 12%
50 Plus 7% 8% % 7% 7% 6% 6%
o)
2 |Female 51% 50% 48% 48% 46% 47% 47%
@
O |Male 49% 50% 52% 52% 54% 53% 53%

African American 22% 20% 21% 20% 19% 19% 20%

o Asian 20% 20% 19% 21% 17% 18% 21%
g Filipino 3% 4% 4% 4% 5% 5% 5%
% Latino 39% 43% 43% 43% 46% 44% 42%
£ [Native American 1% 0% 1% 0% 1% 1% 1%
i Other 1% 1% 1% 1% 1% 1% 1%
Pacific Islander 1% 1% 2% 1% 2% 2% 1%
White 12% 10% 10% 9% 10% 10% 9%
T |Levell 3% 3% 6% 9% 11% 14% 12%
9 |Level 2 13% 13% 12% 11% 13% 16% 16%
§ Level 3 4% 6% 5% 6% 5% 9% 15%
§ Vocational 0% 3% 6% 8% 6% 7% 9%
Multi-level 80% 74% 71% 67% 65% 55% 49%

Note: "Unknown" not factored into percentages, therefore the number enrolled within each demographic subgroup cannot
be strictly derived from the percentages.
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C. Campus Descriptions

Students attend Transitional Studies classes at multiple CCSF locations throughout San
Francisco, but primarily offerings are through three campuses (John Adams, Mission,
Southeast) as well as Gough Street.? Most students attend classes at one campus only,
with only 2-5% attending more than one campus within an academic year.? John Adams
(JAD) servesthe largest number of TRST students and has ranged in enrollment from
1,882 at its peak to 1,255 during the most recent academic year. Graph 2 showsthe
proportion of enrolled students at each of the four main sites for 2004-05. Ocean and
Downtown campuses also offer one or two TRST sections a semester, but since these
campus offerings are minimal, the campuses will not be evaluated individually in this
report and enrollment figures from these campuses are not shown in Graph 2.*°

GRAPH 2

38% John Adams
10% Southeast

23% Gough
26% Mission

TABLE 6 — STUDENT ENROLLMENTS BY CAMPUS

1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
John Adams 1,722 1,660 1,665 1,882 1,785 1,480 1,255
Mission 1,134 1,341 1,341 1,490 1,587 1,167 862
Gough Street 713 661 725 777 820 844 772
Southeast 413 313 231 381 438 409 323

Student enrollments at all four sites decreased from 2003-04 to 2004-05. The Mission
(M1S) enrollment decline was the largest at 26% and is undoubtedly partially related to
the physical move of the campus location. The aspects of this move which may have

8 Note, in general Campus codes were used to identify the site and campus. However, in some cases the building where
the course was offered conflicted with the campus code. In particular many courses held at Gough Street are identified
with JAD campus in the CCSF Banner system. For the purposes of this study, if the building is identified with Gough
then the campus is supplanted with Gough. Similarly with other buildings and campuses.

9 At 8+ hours for each campus.

19 Figures for 2004-05 showed Ocean student enrolIment at 109 and Downtown student enrollment at 103.
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most heavily impacted on enrollments will be discussed further. Southeast (SE) student
enrollments declined by 21%, JAD by 15%, and Gough by 9%.

In order to learn more deeply about the students at each campus, staff from the Office of
Research, Planning and Grants conducted focus group interviews with faculty in May
2005. Therest of this sectionislargely comprised of excerpts from these focus groups.
Data from the following table offers an important context for these interview excerpts,
demonstrating that student demographics vary widely between campuses, particularly in

terms of age and ethnicity. The full focus group summaries for each campus are

available in the Appendix.

TABLE 7 — CAMPUS DEMOGRAPHICS

2004-05 John
ACADEMIC YEAR Gough Adams Mission Southeast
Total Students 772 1,255 862 323
16 - 19 10% 55% 9% 16%
20 - 24 20% 23% 24% 23%
C§ 16 - 24 subtotal 30% 78% 34% 38%
@ |25-29 15% 6% 17% 11%
S [30-34 10% 5% 14% 10%
< l35-39 10% 2% 11% 11%
40 - 49 21% 6% 17% 20%
50 Plus 13% 3% 7% 10%
§ Female 51% 46% 45% 57%
8 Male 49% 54% 55% 43%
African American 39% 25% 3% 56%
a Asian 10% 29% 4% 13%
3 |Filipino 7% 8% 2% 4%
(3 Latino 22% 25% 89% 15%
E Native American 3% 1% 0% 1%
i |Other 1% 2% 0% 1%
Pacific Islander 2% 2% 0% 4%
White 17% 8% 3% 5%
S |Level 1 10% 20% 0% 33%
3 |Level 2 0% 36% 3% 0%
s |Level 3 0% 23% 0% 0%
3 |vocational 2% 0% 12% 17%
© [Mmultilevel 87% 21% 85% 50%

Note: "Unknown" not factored into percentages, therefore the number enrolled within each demographic subgroup cannot

be strictly derived from the percentages.
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Focus groups included as many faculty as were able to participate. The researcherswish
to note that they were impressed by the enthusiasm and dedication of the Transitional
Studies faculty, who all spoke passionately on behalf of their students. Faculty used the
opportunity of the focus group to advocate for student needs such as books and placesto
study. Faculty were also modest about their contributions to student success and
continually expressed appreciation for their students dedication while often facing
difficult life circumstances. During the focus groups, researchers asked faculty in
particular to focus on the challenges that they, their students, and their department face;
the focus group questions, along with a complete summary of each focus group, can be
viewed in the appendix.

John Adams Campus

John Adams (JAD) Transitional Studies enrollments, as noted earlier, comprise primarily
students under 25 years old; 80% of students are fairly evenly distributed among Asian,
Latino and African American ethnic groups. JAD serves both “traditional” TRST
students as well as a number of concurrent high school students. JAD faculty members
offered a number of observations about their students, many of whom may be hindered
by low self-esteem, leading them to characterize themselves as “bad” and blame
themselves for their lack of academic success. A large number of students arein need of
comprehensive support services to help them cope with the myriad of obstacles they must
overcome in order to achieve their educational goals, such aslegal troubles, problems
with acting out, work schedules, and significant family responsibilities, including
parenthood.

Many students feel that the achievement of a GED or high school diplomawill allow
them the opportunity for better employment, especially when combined with further
education in credit courses on CCSF s main campus. Faculty members also observed
that some JAD students make a qualitative distinction between receiving a GED and
receiving a high school diploma. Many feel it isimportant, both for their own personal
sense of achievement and for their family members, to have an official high school
diploma.

However, faculty members noted that beyond thisimmediate goal, students often have
difficulty envisioning a successful future. One participant described, “Many have not had
the experience of putting much in their ‘reserve tanks' in order to believe that tomorrow
isgoing to bring awhole lot.” Another participant describes the students as being in
“survival mode.” In general, students seem to respond best to small “do-able” steps
rather than long-term goals.

JAD faculty help students take these small stepsin particular through a course titled
Focus on the Future—by the end of the course, approximately 90% of students indicate
that they intend to take credit classes. Another workshop—Steps to Credit—also assists
students in working toward a goal of enrolling in credit classes. Steps to Credit isrun by
counselors and provides students with priority registration for credit. In addition, JAD
has increased the rigor of the high school diploma program in order to, hopefully,
increase success rates for those students who do transition to credit.

JAD faculty members also observed that retention can be a problem in their courses.
Students often have a number of responsibilities that may disrupt their coursework, from

14



childcare to work to court-mandated meetings and probation requirements. However, a
sense of community in the classroom, such as the feeling that students will be missed if
they don’'t come back, helpsincrease retention. One participant noted, “When aclassis
working, it can override students’ personal problems.” Hands-on and group activities
were cited as tools to promote retention.

Mission Campus

Mission Campus has the second-largest TRST enroliment. Asnoted earlier, the MIS
enrollment recently decreased by 26%. A primary reason for the decrease was cited by
faculty as the move in physical campus location. Faculty suggested that some students
may have difficulty getting to the current temporary location, while others may have
concerns about gang activity inthe area. In addition, the Department of Corrections has
recently begun referring individuals to the Mission Campus TRST program. Some
faculty members are concerned that this new trend may exacerbate gang-related issues.
Faculty members requested professional development to assist them in handling these
concerns so that they can continue to serve as many students as possible in a safe and
effective learning environment. Further addressing recent enrollment issues, faculty
observed that students generally learn about TRST programs by word-of-mouth; they
would like to rectify this by creating some method(s) of advertising TRST programs.

Most TRST courses currently offered at MIS campus are bilingual; as mentioned earlier,
nearly 90% of MIS students identify as Latino. Unlike at JAD, amgjority of MIS
students (66%0) are 25 years old or older. Faculty estimate that more than half of MIS
TRST students are immigrants needing assistance with academic skills, often originally
from the Y ucatan Peninsula. This population generally places a high value on education.
Typically these students enter the U.S. with the equivalent of athird grade education.

A number of MIS TRST students can be characterized as young students entering the
program at arelatively high skill level with key gapsin their education, such as math or
writing skills. In general, these students attend for one semester or less, by which time
they are able to pass the GED.

Following the JAD model, MIS is piloting high school classes for concurrent high school
studentsin Fall 2005. Faculty members hope that thiswill be an area of growth for them
and look forward to teaching English sections, as well as teaching bilingual English-
Spanish sections. Mission faculty echoed JAD faculty regarding student goals. as
students persist in their studies, they become more focused on skills than on credentials.
With each student success, large or small, MIS faculty members are encouraged and
further motivated by the belief that positively affecting the current generation will assist
future generations.

Gough Street

Gough Street’s Transitional Studies enrollment has traditionally been somewhat smaller
than Mission’s enrollment. Students at Gough are very diverse in age, and although the
African American ethnic group isthe largest group at 39%, there are sizable enrollments
by Asian/Filipino/Pacific Islander, Latino and White students (19%, 22%, 17%
respectively).
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Faculty indicated that while students come from a variety of educational and economic
backgrounds, the majority have grown up and been educated in the United States but
have not completed their education. Gough Street faculty members echoed the
observations of the colleagues at other TRST campuses, noting students are often
weighed down by years of negative feedback that they have internalized as well as
emotional baggage over earlier failures. Some students label themselves “slow” or
incapable of learning; many, however, may suffer from undiagnosed learning disorders.
Faculty have observed students who are bright but unable to express themselvesin
writing, quite possibly due to dyslexia. Many of these students have accepted others
assessment that they are simply not smart enough. In general, Gough Street student skill
levels tend to be weakest in writing and math. In order to identify remedial learning
difficulties, students may see areading diagnostician. There are two instructors at Gough
who are reading specialists.

Both day and evening programs are offered at Gough Street, and faculty observed that the
student population isfairly evenly split between the two programs. Evening students are
often employed, while day students generally are not. Faculty described that most of
their students begin the TRST program with the goal of receiving a GED, but some
expand their goals as they begin to learn more and become more confident. For many,
the GED represents a personal milestone and validation that they are on the same level as
the general public, and it sets a positive example for their children and grandchildren.

Like current Mission program offerings, nearly all TRST offerings at Gough Street are
multi-level and contain self-paced components. Some students thrive under the
individual attention they receive in this semi-structured environment; other students have
difficulty. Retention issues can be exacerbated by students who feel overwhelmed and
assume that the course(s) istoo difficult for them; even though this may not be true, these
students are prone to dropping out. Other students may have unredlistic timelinesin
mind, not realizing how long it will take them to reach their goals. While, for some,
achieving aGED in ayear'stimeis ssimply not possible, faculty are eager to work closely
with students to help them succeed academically and personally.

Southeast Campus

The Southeast TRST program is the smallest of the four campuses, approximately 25%
the size of the JAD TRST program. Asat Mission and Gough Street, a substantial
portion of Southeast TRST students are 25 years old or older. Only 39% of students are
24 years old or younger; thisis asignificant change from previous years—in 1998-99, the
percentage was 59%. Southeast’s program has the largest proportion of female students
of all the campuses. At 56%, it also serves the largest proportion of African American
students. Thisfigureisactually down from previous years when it was as high as 69%.

In 2004-05, figures for Asian/Filipino/Pacific Islander, Latino, and White students were
21%, 15%, 5% respectively.

Currently there are two full-time faculty and no part-time faculty at SEC. One faculty
member provided written comments in response to the focus group questions. Per the
respondent, the majority of students as “re-entry people who aspire to get a GED,” and
are “trying to do better the second time around.” Other student goals include the ability
to assist their children with homework, improving their English skills (for ESL students),
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and improving their reading ability. The faculty member notes that success is often
limited by lack of childcare. In addition, some students are required to attend classes and
may lack motivation. Those who are successful “are determined to improve their life.”

Enrollment patterns were characterized as, at least in some instances, hinging on
employment; students stop attending when they get a job, and come back when then need
more education to advance in their field. SEC offers a supportive environment which
includes tutors, computers, videos, filmstrips, television and adult volunteers—these
services improve retention. The faculty member indicates that TRST at SEC has“a
community feeling” with “wonderful counseling support.” According to SEC faculty,
“Usually severa students transfer to the main campus ... [and] most of the students attain
their goals.”

Perspective from Department Chair

Department chair Jane Sneed describes the ways in which the TRST department
recognizes student achievement:

The studentsin Transitional Studies often state that their academic goal isto pass the
GED. Inredlity, this may be along-term goal for many, so when the day finally
arrives, it isoneto be celebrated. The Transitional Studies Department celebrates
success through graduation ceremonies held in May. At the Adult Learning and
Tutoria Center, certificates are given out for attendance, achievement, and successful
passage of level examinations; scholarships are awarded; speakers share inspiring
words or read stories and poems they have written; and finally, the GED graduates
walk across the stage in caps and gowns. The various certificates serve to build self-
esteem for all of the students who come to the ceremony. Similarly, at John Adams,
the GED graduates and the High School Diploma graduates are féted with a dinner, a
keynote speaker, and a commencement ceremony. At the Mission Campus, after the
bilingual ceremony replete with caps and gowns, the graduates and their families
enjoy cake and refreshments. While students may attain their GED or high school
diploma anytime during the year, by inviting them to return in May to the graduation,
we not only celebrate their achievement, but encourage their classmates to persevere
in their studies.

D. Description of Support Services for Transitional Studies Students

A general comment from all focus groups was that the small number of full-time faculty
at each campus (five full-time faculty at JAD, and two at MIS, for example) limits what
faculty can do to assist students outside of classroom time. Gough Street faculty
members mentioned that hiring and retaining school aidesis an area of difficulty for
them.

In addition to staffing issues, faculty members frequently expressed concern over the fact
that noncredit students are generally not eligible for financial aid. Furthermore, lack of
financial resources within the TRST department affect the availability of textbooks,
readers, other books, and supplies. Due to constraints on the department and students
alike, TRST students often do not have the books they need to assist them with their
studies. Faculty noted that reading from a photocopy does not provide the same
experience as reading from the book itself. However, JAD faculty also mentioned the
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library and its staff as an important resource for students. SEC also hasalibrary that
students are shown how to use.

Transitional Studies collaborates with various Counseling departments — particularly
New Student Counseling — and Disabled Students Programs & Services (DSPS) to
provide support services to students. JAD faculty described connections to DSPS as
“improving;” however, faculty are not informed of students' learning disabilities unless
students themselves report them, making it difficult to fully address the needs of students
who may have learning disabilities. The mandatory orientation at JAD now includes a
presentation by DSPS about programs and services available to students.

Moreover, JAD faculty noted that coordinating with New Student Counseling can be
challenging due to the fact that records have not historically been computerized and the
information that students receive is not always consistent.™* JAD faculty proposed
creating a position for afaculty coordinator or advisor, smilar to the one the ESL
Department provides, who would be able to help integrate student services at JAD.

Mission faculty cited students' greatest needs as those for financial, childcare and
domestic abuse services. Some students, they noted, simply need a safe, quiet location to
study. Faculty indicated that the single DSPS faculty person at MISis not able to meet
all the needs of students. MIS faculty also brought up their desire to have a faculty
advisor position to assist students with educational and career planning.

Gough Street has a DSPS counselor who visits twice aweek to meet individually with
students. Students are referred by faculty for help with accommodations for learning
disabilities, psychological issues, and social servicereferrals. In addition, two faculty
members at Gough are reading specialists who do diagnostic testing.

Many faculty members also expressed the need to ease the transition from TRST into
credit courses. For example, students in the past took tours of Ocean campus (where the
bulk of credit offerings occur), and were thereby able to reduce their anxiety and better
move into the credit “world.” That need to have some kind of regular process to begin
acculturating noncredit students to credit (for those who are close to making that move)
was expressed in each focus group.

E. Student Survey Results

In Fall 2005, 393 Transitional Studies students responded to a survey about noncredit
courses and services. Surveyswere completed in class, with Spanish and Chinese
translations available to those who needed them. Respondents were representative of Fall
2005 TRST students by both age and gender. All TRST campuses were represented but
responses from Gough were lower than expected; 6% of respondents were from the
Gough campus whereas 21% of the Fall 2005 TRST population enrolled in courses at
Gough. In contrast, responses from JAD were higher than expected: 49% of respondents
were from JAD while JAD represented only 39% of the entire Fall 2005 TRST

1 According to Lindy McKnight, Dean of Student Support Services, an electronic educational plan is
currently being implemented in counseling departments for credit students. Electronic educational plans
will beimplemented for alimited number of non-credit programs; however, she expects that full non-credit
implementation is still ayear or two away.
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population. A higher percentage of Asian students responded than expected (23% vs.
18%); alower percentage of white students responded (4% vs. 9%).

Regarding credit classes, 35% have already taken at least one credit class, 72% are
interested in credit classes, but only 42% have received information about credit classes
and services. Interms of vocational courses, 24% of respondents have already taken at
least one vocationa class, 57% have some interest in vocational classes, but only 23%
indicated that they have received information about vocational classes. When asked
about employment, 19% responded that they are employed full-time, 16% are regularly
employed part-time, 8% have occasional part-time work, and 22% are looking for work.
Furthermore, 23% are not employed, 5% are retired, 3% are homemakers, and the other
4% are some combination of the above-listed categories. Only 38% indicated that their
first languageis English.

TRST students indicated strong general satisfaction with noncredit (and by implication,
TRST). For example, 89% would recommend CCSF noncredit classes to afriend, 92%
feel accepted at their campus, 81% feel that students show respect for one another, and
949% feel that teachers are supportive. The figures drop somewhat when asked whether
other employees and staff “ support me” 2 — 69% answered this question affirmatively.

Students were asked to rate instruction and services on ascale of 1 to 4, where 1 indicates
“poor,” 2 indicates “fair,” 3 indicates “good,” and 4 indicates “excellent.” TRST students
on average rated all servicesas“good” or “excellent” except food services, which were
rated “fair” overall at 2.23. The highest rating was given to quality of instruction, which
received an overall average rating of 3.32.

Students also made the following observations about their educational experience: 74%
indicated that they “receive clear, accurate information about noncredit classes and
services,” 76% indicated that it was “ easy to find out about classes offered here” and a
dlightly higher percentage (78%) indicated, “[c]ounselors and teachers help me get the
classes | want.” Also, 77% of studentsindicated that classes are offered at “times that are
convenient for [them].” In addition, 86% said that “[b]ecoming a student at this school is
easy” and asimilar percentage indicated that “registering for classesis easy.”

Transitional Studies students at Mission and John Adams, combined, rated the safety of
their campuses at 72%; this figure is lower than the safety rating reported by studentsin
other noncredit departments (87%). Further examination of the data shows that factors
influencing safety ratings include what time of day students attend classes as well as
students’ age. Nonetheless, the data suggests that at both JAD and MIS, TRST students
feel considerably less safe than other students.™

The survey also asked students to consider challenges they face that might interfere with
their academic success; 41% of TRST respondents indicated no “big problems” which
interfered with their studies at CCSF. The largest problem indicated was “work schedule
conflict” at 22%, followed by “other” at 12%. Of those who indicated “other”, there

12 All student comments presented in quotation form are taken verbatim from the survey, without editing.
3 Figures for Gough and SEC will be explored in further detail, along with JAD and MIS, in subsequent
reports.
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were many issues indicated, approximately 1/3 of which could be addressed by the
College, including “learning difficulties” and “insufficient help in class.”

Fifty-five TRST students (14% of TRST respondents) included some kind of written
comment at the end of their survey. Since teachers distributed and collected the survey
personally, the survey is not necessarily an ideal means for gathering frank feedback on
teachers or instruction. The only negative comments on teaching were that one teacher is
“not alwaysin agood mood” and that another classis“boring.” (Fortunately, those two
respondents were satisfied with other aspects of their noncredit program experience.) By
contrast, the survey did generate a wealth of positive comments on teachers and teaching.
Many students commented that their teachers are “helpful” and “encouraging” and that
their clear explanations help students understand the material. Said one, “What | like
most about the non-credit classes are the teachers. | like how they are very understanding
and help me with any questions that | have. Overall | feel comfortable at this school.”

There were very many positive comments regarding “interesting” class content, as well
as numerous general comments praising teaching methodol ogy, with some students
giving special mention to group activities and the opportunity for speaking practicein
class. One student, who had gotten only worksheets up to that point, wondered hopefully
whether there would be any group instruction on math in his TRST class. But students
also felt it was important to be able to progress at their own pace.

In light of the fact that students do not receive grades in noncredit classes, and in that
sense receive less direct feedback on progress, it was interesting that one of the most
frequent types of comments was that students had noticed their own skills and knowledge
increasing as aresult of participation in the program. Essentially those students testified
to their own view of the effectiveness of the program in terms of teaching and learning.
Said one English-learner, “Now, if | meet astranger, | am no [sic] in fear of speaking to
them. Thank God.” The main improvement that some English-learners sought was some
type of certificate that they could show potential employers to document their level of
proficiency or their accomplishments in the program.

There was virtually no criticism of the noncredit mode of instruction, in which generally
thereislittle homework, with students reinforcing their learning during the class itself.
Although one student thought there should be more homework, another said, “I have
been taking non-credit classes since last semester. Actually taking credit classes and
taking non-credit classes [there] is not a big difference between them.” Another said she
thought the courses were good preparation for the university and one student praised the
quality of the free classes, saying, “When | came to this country my first English school
was a private school. But soon | couldn't afford it that iswhy | cameto CCSF. | was
expecting that the class would be in alow level in comparison with my class school
because it was free, and now | can tell that | was wrong and my English classes here are
even better.” The fact that the classes are free was what some students liked most. One
student summed up what he liked best: “Free, and | have a second shot to get a diploma.”

Many students commented positively on the benefits of small class size, with one saying,
“What | like most is that the classes are small and you can learn more when there are ten
studentsin aclass rather than thirty. Another reason | like the school is becauseitisa
college campus.” Students made positive comments about the campuses, describing
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them as clean, safe, and well organized. However, one was bothered by restroom graffiti,
and some pointed to the lack of pay phones which would have enabled them to make
calls home as needed.

A number of students commented on scheduling issues, but the feedback was evenly
balanced between those who praised the current schedule and those who wanted more
frequent classes or a greater variety of times. Some students wanted more vocational or
computer classes and severa said they needed to have more information about other
noncredit classes besides the ones they were taking. In general, students were less
positive in their comments about student services than about instruction.

Thereis an effort to ensure that noncredit students receive a high level of student services
at CCSF, athough the number of services received by individual studentsis not usually
asgreat asitisfor credit students because of funding disparities. One student noted the
lack of alibrary at her campus, athough libraries are planned for the new campuses. The
need for counselorsto give full and correct information was noted by a couple of students
and one said that better records needed to be kept on high school graduation. Some
thought that all students should receive more information from the start about the GED
/High School Diploma Program so that they would be aware of it. Some thought that
A&E personnel needed to be more patient or more attentive. One student commented,
“Because alot of people are recent arrivals from other countries and they don't even
know how things work in this country, they need alot of explanation.” But overal, the
high level of student satisfaction with noncredit was summed up by this student's
conclusion: “1 will keep going on. Thisis my cup of tea.”

Il. STUDENT PROGRESS & SUCCESS IN TRANSITIONAL STUDIES
A. Average Student Enrollment

On average, students enroll in just over two sections per academic year. This suggests
that amajority of TRST students either enroll in only one section at atime or for two
sectionsin just one term. Determining the “average” number of positive attendance
hours for which Transitional Studies student enroll each year is somewhat more difficult
than one might expect. Thisislargely due to the wide range of attendance patterns.
Student may attend for as many as 1,800 hours or as few as eight hours.** Thiswide
range limits the usefulness of the traditional calculation of “average”. Instead, we will
use a“quartile” analysis to see where students fall. For those who wish to review
calculations of the “average” and/or review the details on section enrollment, please see
the Appendix.

14 Some attended for even less than eight—see the beginning of the report for a discussion of the CCCCO definition of
“student” and end of the report for discussion of “drops’.
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Quartile analysis looks at data for 25%, 50%, 75% and 100% of students enrolled. For
example, for 2004-05, 25% of students attended between 8 and 20 hours. Another 25%
attended 99 or more hours. The middle 50% of TRST students attended between 21 and
98 hours. Viewing the figures dlightly differently, 75% of TRST students attended for
fewer than 99 hours.

GRAPH 3
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The figures shown above have been largely stable from 1998-99 to present, with one
exception. While the proportion of students who attend 99 hours or more in an academic
year has remained essentially unchanged, the number of hours attended by those students
has been increasing over the years. In 1998-99, 10% of students attended between 185
and 1,050 hours. By 2004-05, 10% of students attended between 215 and 1,783 hours.

More details are available in the Appendix.

What does it mean for a student to attend 20, or 200, hours of TRST classes? To
understand the number of hours attended, it is helpful to think about it in comparison to a
standard high school curriculum. In agiven academic year, high school students are
required by the California Department of Education (CDE) to attend a minimum of
64,800 minutes within the school year. Thisroughly equatesto 1,296 hours (using a 50
minute hour) attended during each academic year. In comparing TRST student
attendance against this figure, it becomes clear that only a small handful of TRST
students use CCSF courses to meet or exceed the state-mandated guideline for high
school attendance.

Some TRST students who come in with specific deficits will be about to complete the
GED—rperhaps even the high school diploma—in arelatively short period of time with
only afew hours attended. However, for those students who begin their enrollment in
TRST with large educational deficiencies, and who struggle with competing demands
(such as family or work), the completion of the program will require many semesters due
to the relatively small number of hours most TRST students attend each year.

22



In 1998-99, half of TRST students attended only 10%—at most—of the TRST class
hours offered for those section(s) in which they were enrolled (see Graph 4). In other
words, amajority of students attended only a small proportion of the class meetings.
However, the percentage of class hours which students attend has been increasing, as
evident in the 2004-05 figuresin Graph 5. The top quartile in each of these graphs has
been divided to show the 90% mark as well. (Detail in Appendix.)

GRAPH 4
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GRAPH 5
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Note: These figures represent the total hours within the academic year for the CRNs in which the student has enrolled, as
compared to the student’s actual attendance hours. This table does not account for when the student began the term or
whether the student stopped out for any period of time.
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B. GED Certificate Recipients

Between 400 and 500 people each academic year earn their high school equivalency by
taking the General Education Development (GED) exam at a CCSF testing facility.
Since Fall 2002%, 1,399 individuals have successfully passed all necessary components
of the GED. Who are the GED completers? Nearly 60% come directly from Transitional
Studies.

TABLE 8 - Number of GED Recipients

Fall Terms Spring Terms
2002 | 2003 | 2004 | 2003 | 2004 | 2005 Total
All GED Recipients 163 174 134 309 345 274 1,399
GED with Prior TRST 101 116 78 181 193 155 824
Percent from TRST 62% | 67% | 58% | 59% | 56% | 57% 59%

'® Datain Banner for GED prior of Spring 2002 is limited and unreliable. Spring 2002 datais also reliable, but is not
presented here in order to align with subsequent tables.
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Transitional Studies GED completers are younger than the overall TRST student
population. They are more likely to be male; while 48% of all TRST studentsin 2004-
2005 were female, only 38% of GED completers were women. Overal, the largest
ethnic group to enroll in TRST coursesis Latino, and thisis also the largest group of
GED completers. However, the percentage of Latino students to complete the GED
dropped sharply in 2004-05. This may be another effect of the change in location of the
Mission campus, which, as noted previously, serves alarge Latino population and offers
bilingual language GED test preparation. In TRST, White students comprise arelatively
small proportion of the population, but these students are more likely to complete the
GED when compared to their proportion in the department as awhole. Moreover, since
2002-2003, fewer than 8% of students each year enrolled in TRST completed their GED.

TABLE 9 - Demographics of GED Recipients Previously Enrolled in TRST

GED after TRST ALL TRST ENROLLED
2002-03 | 2003-04 | 2004-05 | 2002-03 | 2003-04 | 2004-05

TRST Students 282 309 233 | 4881 | 4,023 | 3317
16 - 19 28% | 22% | 34% | 25% | 27% | 29%
20-24 250 | 33% | 27% | 22% | 23% | 20%
o [16 - 24 subtotal 5206 | 54% | 61% | 47% | 50% | 51%
5 |25-29 17% | 13% | 13% | 14% | 13% | 12%
o [30-34 120 | 12% 7% 11% 9% 9%
< I35-39 7% 7% 6% 8% 8% 7%

40 - 49 9% 11% | 11% | 13% | 12% | 14%

50 Plus 3% 206 206 8% 8% 7%
T |Female 43% | 44% | 38% | 48% | 46% | 48w
& |male 57% | 56% | 62% | 52 | 54% | 52%

African American 17% 16% 17% 25% 25% 25%

Asian 14% 17% 23% 15% 16% 17%
g Filipino 5% 5% 8% 5% 5% 5%
5 Latino 46% 45% 29% 43% 42% 41%
E Native American 1% 1% 1% 1% 1% 1%
W [Other Nonwhite 1% 2% 2% 1% 1% 1%
Pacific Islander 1% 1% 1% 2% 2% 2%
White 15% 13% 18% 8% 8% 8%
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The following table shows Transitional Studies students who completed the GED by the
campus(es) of their last TRST semester prior to achieving the GED. A small percentage
attended more than one campus during this time or attended a smaller campus (e.g.,
Downtown). In 2004-05, the number and percentage of Mission GED recipients
diminished considerably. Some or all of this decline can be attributed to the physical
change in campus location which affected overall enrollments.

In 2002-03 and 2003-04, 36% of GED completion was associated with John Adams
campus—a percentage nearly identical to its enrollment proportion for those years (see
Graph 2/ Table 6). Mission GED figures are also similar to its enrollment proportion for
those two academic years. Figures for Mission Campus TRST GED completers for
2004-05 are far below prior figures. Gough Street, however, evidences a higher
proportion of GED completers, compared to its enrollment for 2002-03 and 2003-04.
While it accounts for 17% to 21% of TRST students in 2002-03 and 2003-04, it accounts
for 27% of GED recipientsin both academic years.

TABLE 10 - Campus of GED Recipients Previously Enrolled in TRST

2002-03 | 2003-04 | 2004-05 | 2002-03 | 2003-04 | 2004-05
John Adams 102 111 122 36% 36% 52%
Mission 82 90 24 29% 29% 10%
Gough Street 76 83 72 27% 27% 31%
Southeast 15 9 7 5% 3% 3%
Multiple / Other 6 15 I 2% 5% 3%
Total GED Recipients 282 309 233 100% 100% 100%

C. Time to GED Completion

For many Transitional Studies students, the time it takes to achieve GED completionis
relatively short. Between 45% and 50% of those students completing a GED in the 2002-
03 to 2004-05 academic years took only one semester of TRST courses. In fact, more
than a quarter (27%) passed the GED during their first semester in a Transitional Studies
course. Nearly al completers (93% to 96% of completers) enroll in TRST for five or
fewer semesters (excluding “stop-out semesters’ *°) Of the small number of students
needing more than five semesters to complete their GED, some enrolled for more than 10
years (21 semesters).

16« Stop-outs” refer the periods of time where at student may temporarily discontinue enrollment.
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For those 45% to 50% of students completing the GED during or after only one semester
of TRST instruction, the bulk of students (the “middle 50%") attended between 12 and 41
hours of instruction. Thisis the rough equivalent of between 1.7-5.6 days of high
school.*” The other half was split: 25% attended fewer than 12 hours, 25% attended
more than 41 hours (up to 529 hours, or approximately 15 weeksin high school). In
Graph 6, the top quartile has been subdivided to show the 90% mark.

GRAPH 6
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Students who take between two and five semesters to complete their GED, enrolled for
up to 927 hours, equivalent to approximately 26 weeks of full-time attendance in high
school. However, the 4% to 7% of students who took longer than five semestersto
complete their GED (up to 21 semesters), enrolled for up to 4,148 hours, or roughly 3.3
yearsin high school. Almost without exception, TRST students complete the GED
within less time than an SFUSD student is required to be enrolled to earn a high school
diploma.

With stop-outs included, the average time to completion changes considerably.
Excluding the 45% to 50% who completed within one semester (and therefore obviously
did not stop out), amajority of TRST students had at |east one stop-out semester. Even
those who earned their GED using two semesters of enrollment generally have had at
least one stop-out semester. Approximately 58% to 62% of those enrolled for two
semesters stopped out for at least one semester.*®

D. High School Diploma (CCSF HSD) Recipients

In 2004-05, there were 55 students who received a CCSF HSD from the TRST
department (the first year for which accurate records are available). In the immediate
semester following their HSD compl etion, only 35% of students enrolled in credit
classes. Since 2004-05 is arecent academic year, any further progress of these HSD
completersis unknown. Of the 19 who continued into credit, half (ten students) enrolled
in English courses ranging from L through 96; fewer enrolled in math. Given these small

7 Calculations are made based on a 180-day academic year, assuming 7 hours of school attendance per day. All
calculation of equivalent time spent in high school are approximate.
18 For the purposes of this analysis, a stop-out refers only to a non-enrollment in amajor Fall or Spring semester.
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numbers, the success of these studentsin their immediate credit experience and
subsequent enrollments will have to be examined at afuture date.

I1l. STUDENT ENROLLMENT & SUCCESS IN SUBSEQUENT CREDIT COURSEWORK

Theinitial intention of this section was to address the questions about the success of
Transitional Studies students by comparing CCSF HSD and GED “compl eters.”
However, as noted above, the high school diploma group for whom there is accurate data
isextremely small and represents only the most recent academic year. Therefore, the
comparison will look at GED recipients coming from Transitional Studies as compared to
new, first-time credit students who did not enroll in TRST courses.

A. How many GED completers enroll in credit classes? What are their
demographics?

Of the 591 students who completed the GED in 2002-03 or 2003-04 after (or while)
enrolling in TRST courses, 33% (196 students) enrolled in credit courses during
following year.*

® The“following year” includes one of more of the following Summer, Fall and Spring semesters. The figure
excludes students (n=13) who enrolled in credit during the same term as they earned their GED, but then did not re-
enroll in credit within the following year. For purposes of confining the analysisto the effect of TRST preparation on
credit success, these students have been excluded.
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TABLE 11 - Demographics of Credit Students
GED after TRST compared to New First-Time

Credit with GED New First-Time Credit
after TRST with No TRST
2002-03 2003-04 2002-03 2003-04
TRST Students 100 96 5,739 4,503
16-19 35% 30% 34% 42%
20-24 28% 34% 24% 25%
2 |16 - 24 subtotal 63% 64% 59% 66%
S [25-29 13% 14% 13% 10%
o [30-34 11% 10% 8% 6%
< [35- 39 5% 3% 6% 5%
40 - 49 4% 8% 8% 6%
50 Plus 4% 0% 6% 6%
African American 15% 17% 9% 11%
Asian 23% 27% 37% 36%
g Filipino 6% 5% 8% 9%
S Latino 34% 28% 17% 18%
é Native American 1% 2% 1% 1%
W |Other Nonwhite 3% 4% 3% 3%
Pacific Islander 2% 4% 1% 1%
White 15% 12% 24% 20%

TRST GED recipients, as mentioned in the prior section, are younger than the overall
TRST population. Table 11 shows that those who subsequently enroll in credit courses
within ayear are younger still—roughly similar in age to new, first-time credit students.
Gender figures show no specific trends.

Perhaps the most interesting trends are seen in ethnicity. Discussion of the data presented
in Table 9 included the fact that not as many African American TRST students are
completing the GED as are enrolled in TRST courses. More recently, figuresfor Latino
GED recipients have also declined. Despite these lower GED completion figures, Table
11 shows that African American and Latino students represent arelatively large
proportion of the TRST GED students who subsequently enroll in credit—up to 49% of
those who continue into credit identify as African American or Latino. In contrast, the
proportion of new, first-time students who identify as African American or Latino ranges
from 26% to 29%. Although the real numbers are small (49% actually corresponds to
fewer than 50 students), there is potential for the Transitional Studies department to help
increase the number of African American and Latino students who enroll in credit
COUrSES.
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B.

In which types of credit classes do they enroll?

Students from Transitional Studies who receive their GED and enroll in credit courses,
enroll in the following areas:

TABLE 12 - Number and Percent of Students Enrolled in Credit Departments
Transitional Studies GED Recipients Compared to New First-Time Credit Students

Number of TRST Percent of TRST New First-Time Percer?t of
Students Enrolled GED Studgnts GED Students Studentg 'New First-
By Department Enrollegl in Enrolled in Credit Enrolleq in Tlme Enro.lled
Combined 2002-03 + 2003-04 Credit Departments Credit in Credit

Departments Departments* | Departments

English 76 39% 3,693 36%
Physical Education 68 35% 3,116 30%
Learning Assistance 66 34% 4,380 43%
Mathematics 62 32% 3,388 33%
Social Sciences 48 24% 2,936 29%
Behavioral Sciences 36 18% 2,281 22%
English as a Second Language 32 16% 2,170 21%
Foreign Language 32 16% 2,167 21%
Business 29 15% 1,510 15%
Biological Sciences 15 8% 1,056 10%
Health Science 14 7% 1,027 10%
Music 14 7% 1,203 12%
Asian American Studies 13 7%
Health Care Technology 12 6% Only the "top 12" departments
Administration of Justice 11 6% with tgfelzrrgeiztnf:éofg?ems
Computer Networking & IT 11 6% mgilv erzt::?f-igcfz--
Astronomy 10 5%
Child Development 10 5% aﬁ::]\:\(/)iiliiﬂ grll?rfgn?;f?érs.
Interdisciplinary Studies 10 5%
TOTAL, Unduplicated 196 n/a 10,242 n/a

* New First time excludes students previously enrolled in TRST.

Notes: unduplicated by department, includes drops, excludes departments with fewer than 10 TRST GED recipients.

It isworth noting that it would appear that a higher percentage of new first-time students
avail themselves of Learning Assistance resources than do TRST GED students.
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C. How do GED completers perform in credit English?

The datain Table 13 suggests that GED recipients coming from TRST into credit do not
perform as well in English as new, first-time students not from TRST, with the exception
of English 92 and English 9 where success rates are nearly identical. However, itis
important to consider that the total number of GED completersin credit Englishis only
19 students. Thus, the percentages shown in Table 13 are not as reliable as they would be
with alarger group of students. Moretime isneeded to collect additional data for
evaluation in order to confirm or disconfirm the suggested differences in success rates.

TABLE 13 - Student Performance in Credit English
Transitional Studies GED Recipients Compared to New First-Time Credit Students

. Success
Studen'ts Enrolled TRST GED Success New First- Percent for
In English Students Percent for Time New First-
Combined 2002-03 + 2003-04 TRST GED**| Students* Time
English 90 - Basic Composition and
Reading | 17 53% 791 72%
English 9 - Reading, Study Skills and
Vocabulary--Intermediate 14 67% 460 65%
English 92 - Basic Composition and
Reading Il 18 69% 653 71%
English 94 - Intermediate...Reading
and Composition 19 58% 943 70%
English 96 - Advanced Intermediate...
Reading and Composition 18 56% 1,038 72%
English 1A - University Parallel Reading
and Composition 9 38% 701 70%
Other English (primarily K and L) 16 82% 857 75%

* New First time excludes students previously enrolled in TRST.

** Based on most successful enrollment in a given course within the year.

Notes: unduplicated by course, includes drops in number of students; drops, RDs excluded from success calculation.
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D. How do GED completers perform in credit mathematics?

TRST GED completers who enroll in mathematics appear to perform better than new,

first-time students at the Math E level, but not as well at the Math 840 level.

TABLE 14 - Student Performance in Credit Mathematics
Transitional Studies GED Recipients Compared to New First-Time Credit Students

. Success
Students En'rolled TRST GED Success New First- Percent for
In Mathematics Students Percent for Time New First-
Combined 2002-03 + 2003-04 TRST GED**| Students* Time
Math E - Basic Mathematics 27 65% 1,049 55%
Math 840 - Elementary Algebra 25 59% 807 69%
Other Math*** 26 68% 2,786 79%

* New First time excludes students previously enrolled in TRST.

** Based on most successful enrollment in a given course within the year.

*** Primarily 860, 80, R for TRST; 860, 110A, 90, 80 for New First time
Notes: unduplicated by course, includes drops in number of students; drops, "report delayd's" excluded from success

calculation.
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E. How do GED completers perform in other transfer-level courses?

The most commonly enrolled in transferable courses—discounting math and English—
for TRST GED students are the introductory courses for Economics, Political Science
and Psychology. TRST GED students appear to do slightly better than new, first-time
students in Economics. Again, the numbers of TRST GED students enrolling are low, so
finding are merely suggestive at best. When looking at the data for all transferable
courses that GED completers enroll in the year following achievement of the GED, the
TRST students appear to perform slightly worse than new, first-time students.

TABLE 15 - Student Performance in Transferable Courses
Transitional Studies GED Recipients Compared to New First-Time Credit Students

. Success

Students Enrolled TRST GED Success New First- Percent for
In Transferable Courses Students Percent for Time New First-
Combined 2002-03 + 2003-04 TRST GED**| Students* Time
Economics 1 15 86% 930 72%
Political Science 1 16 67% 1,004 71%
Psychology 1 17 53% 1,403 62%

All Transferable Enrollments

(excluding ENGL, MATH, PE, LERN) 514 63% 30,585 69%

* New First time excludes students previously enrolled in TRST.

** Based on most successful enrollment in a given course within the year for individual courses (CRN term data)
Notes: unduplicated by course, includes drops in number of students; drops, "report delayed's" excluded from success
calculation.

F. How many GED completers earn a CCSF Associate degree or Certificate?

From 2002-03 through 2004-05, only 12 GED completers from TRST enrolled in credit
courses and subsequently earned a degree or certificate. Two earned degrees—the
remainder earned one or more certificates.

G. What percentage of CCSF Associate degree or Certificate recipients
initially enrolled in Transitional Studies?

In examining TRST success from another angle, the data reveal s that up to 10% of
students who received a degree or certificate from 2002-2003 through 2004-2005 have
been enrolled in the CCSF Transitional Studies program at some point since 1984.
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IVV. THE DROP-IN PHENOMENON

As discussed in the beginning of this report, the State Chancellor’ s Office created a
definition for “ student headcount enrollment” (i.e. number of students) which requires at
least eight hours of positive attendance for an individual to be counted as a student.?
The Transitional Studies department has alarge number of individuals who “drop in” for
fewer than eight hours of class and don’t return during that academic year. The
proportion of students who drop in but don’t stay during any given year is approximately
23%.

Some of these individuals are students who have attended eight hoursin prior years or
eventually return in subsequent years. Given than TRST is open-entry/open-exit, it is not
surprising that students may not abide by the semester timeframe. Some, for example,
may begin their coursework in May at the end of one academic year and continue into the
following academic year.

However, some of these individuals cannot properly be termed “ students.” In examining
only those individuals who drop in during a given academic year and don’'t ever return,
the 23% drop-in figure becomes 14%. This 14% represents from 600 to nearly 1,000
students every year who drop in on afew TRST class meetings but don’t stay long
enough to meet the state’ s definition of a*“student.” The 14% figure corroborates faculty
observations discussed in this report.

It can be surmised that many—jperhaps most—of the individuals who do not meet the
eight hour threshold may attend a TRST section because they were mandated to do so
and/or referred by the Department of Human Services, the court system, or other
governmental agencies. JAD faculty noted that some students show up ssimply the get the
appropriate papers signed to meet their general assistance requirements; these students
are often never seen in class for the rest of the term. MIS faculty reported similar
problems. (Faculty in at both campuses stated that they sometimes had to refuse to sign
paperwork verifying that the individual attended a certain number of classes when they
had in fact not met the attendance requirements.)

Other comments regarding drops and drop-ins suggested that sometimes students,
particularly older students, may be daunted by the coursework or have unrealistic
educational goals, and drop out as aresult (Gough Street). Some students who would
benefit from DSPS services never properly tested and drop out due to frustration (JAD).
Faculty indicate a need for more “special testing.” One JAD faculty member shared the
concern that individuals might take free services for granted. Another reason that
individuals may fail to persist can be the lack of adequate study space. One JAD faculty
member requested that there be a study lab for students; MIS faculty commented that the
lack of “aquiet place to study” may be the biggest impediment to success for some
students.

% The CCCCO uses 8 hours within the term, but these figures report 8 hours within the academic year, aslightly more
generous calculation.
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The final table compares for 2004-05 the demographics of the 608 individuals who
attended fewer than eight hours of instruction (and did not attend more than eight hours
in any other year) to the Transitional Studies studentsinitially identified in Table 1.

TABLE 16 — "DROP-IN" DEMOGRAPHICS

Transitional | Always Fewer
ACADEMIC YEAR Studies than Eight
2004-05 Students Hours
Total Students 3,317 608
16-19 29% 23%
o |20-24 22% 24%
3 |25-29 12% 14%
2 30 - 34 9% 11%
< |35-39 7% 5%
40 - 49 14% 14%
50 Plus 7% 9%
@
2 |Female 48% 50%
S |male 52% 50%
African American 17% 19%
o Asian 25% 23%
§ Filipino 5% 5%
O [Latino 41% 36%
£ [|Native American 1% 1%
i Other Nonwhite 1% 2%
Pacific Islander 2% 1%
White 8% 12%

Subsequent investigation shows that 88% of the “aways fewer than eight hours’
individuals attend only one TRST section, usually for two hours. The largest group,
54%, attend hoursin TRST 0039 and/or TRST 0036 only. TRST 0039 is ABE/Pre GED
Preparation and TRST 0036 is a Reading/Writing Lab. Other individuals are scattered
throughout various TRST sections. A negligible number (well under 1%) can be
attributed to TRST 0038 which includes individuals seeking to take a GED practice
examination.

V. REFLECTIONS AND FUTURE RESEARCH

In collecting and analyzing the data for this report, it became clear that there were a
number of areas that could be explored further given more precise, or more complete,
data. These topics, which present opportunities for further research, include:
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Why have recent years seen a decrease in Transitional Studies enrollment?

The decrease in TRST student headcount enrollment isin part due to the temporary move
of Mission campus. However, this cannot wholly explain the decreased enrollment,
which has seen adrop across all TRST campuses. Undoubtedly part of the decreaseis
related to reduced summer course offerings—in Summer 2002, TRST offered 22
sections; in Summer 2004, only nine sections were offered. In addition, given the
“feeder” relationship between ESL and TRST, recent downward trends in ESL
enrollment may be affecting TRST enrollment.

How doestheintroduction of threeinstructional “levels’ affect our understanding
of TRST students’ abilitiesand growth?

In the past, amajority of TRST students’ skill levels could not be identified based on
course enrollment as aligning with one of the three levels of instruction: beginning adult
basic education (ABE), intermediate ABE or GED/high school diploma. In addition,
placement assessments are not available to the Office of Research, Planning and Grants
which would enable an identification students’ initial skill level. Without an accurate
understanding of where students are starting out, it isimpossible to ascertain intermediate
success, or level advancement, which could reflect the work of the Transitional Studies
Department and its students. Asthe quality of the “course level” dataimproves, more
meaningful evaluations can be made regarding students’ ability to increasein level.

How do concurrent high school students perform in TRST cour ses?

We currently do not have away to identify concurrent high school students within the
general TRST population. Thislack of data becomes problematic in particular when
trying to track student success; concurrent high school students, if successful, receive
diplomas from their individual high schools. Records of this information are not
available at thistime.

Why don’t more GED recipients continue on into CCSF credit programs?

Some of these completers may have successfully fulfilled their ambitions simply by
earning the GED, an achievement that can be necessary for employment advancement.
However, without complex and adequate goal assessment, it isimpossible to determine
how many students may wish to terminate their education with the GED. It isunclear at
this time whether students may limit their aspirations unnecessarily and whether the
College should actively encourage individual students to pursue credit or certificate
programs.

Furthermore, many students who are close to completion of the GED stop out; this
pattern suggests competing demands on student time, as well as perhaps a lack of focus
or confidence. Information is not available at this time to determine whether the more
linear curricular model of three skill levels will benefit or hinder this particular group of
students who get so close to the completion of the GED.

What happensto the GED completerswho do not continue into credit cour ses?

Since only one third of TRST GED completers move immediately into credit, afollow-up
study might look at what happens to the other 64% of GED completers. Do these
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students eventually enroll in credit (evidencing similar stop-out behavior along the way
as was characteristic of their TRST enrollment)?

How can we better understand how TRST students perform in credit cour ses?

The data suggest that TRST students who do immediately enroll in credit perform
relatively well in TRST-level courses (e.g., English K and L, Math E), but struggle more
than new, first-time credit students with most other English and mathematics courses.
One exception appears to be English 92 (but not English 90 or 94). Thisfinding seems
anomalous; trend data, looking at these patterns over time, would help in determining
how genuine the actual differencesin success may be.

Moreover, because the group of TRST GED completers enrolled in credit courses has
been small thusfar, it is difficult to do a nuanced comparison with al new, first-time
students in order to see what differences or similarities the groups may exhibit. Future
research could include an evaluation of TRST credit students and new, first-time students
in terms of ethnicity, learning disabilities, and other factors that would help illuminate
whether these two groups are truly comparable.

An additional desired comparison group is the CCSF High School Diploma completers.
The Transitional Studies department has devised a HSD program which is designed to
take students beyond the level of the GED, to give them more tools to help them succeed
in future endeavors, such as enrolling in credit courses. Unfortunately, the data for this
group is too recent to analyze.

What does a combined look at the qualitative and quantitative data in thisreport
reveal about Transitional Studies?

It is clear from the Noncredit Student Survey and the multiple focus groups conducted
with Transitional Studies faculty members that there is a great deal of enthusiasm and
passion for, as well as dedication and commitment to, the TRST program. However, the
guantitative data indicates that despite the fact that students and instructors are by and
large happy with TRST, only afew TRST students coming out of the program with a
GED arein fact prepared to enroll in college-level credit courses. Findings from this
report suggest that the achievement of a GED, while a benchmark event in the lives of
TRST students and their instructors, offers insufficient preparation for successin college-
level courses.
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UNDERSTANDING DEPARTMENT LOAD FIGURES

Table A presents the Transitional Studies department load figure, which evaluates the
department’ s efficiency or “productivity” in generating state funding. Loadisa
particular income-to-expense ratio where income is generated by student attendance and
expenses are incurred by paying faculty to teach the students. Student attendanceis
calculated using weekly student contact hours (WSCH), the figure that the College
reportsto the state in order to receive general funds. For noncredit courses, WSCH is
directly derived from student attendance.”* The figure used for faculty is“full time
equivalent,” or FTE. FTE corresponds to the number of faculty which would be required
to teach the courses offered assuming a standard, full-time teaching load.

Load, then, is calculated by dividing the student number (WSCH) by the faculty number
(FTE), and finally multiplying by afactor of 0.55 which is known as the “funding factor”.
This factor represents the difference in the reimbursement rates, which islower for
noncredit than for credit. The fact that noncredit |oad appears to be lower than credit
load overall is actually the result of the funding factor; the load figuresin the next table
should not be compared directly to credit number without bearing thisin mind. Other
aspects of costs, such as specific salaries or facilities costs, are not represented in these

figures.
TABLE A - TRANSITIONAL STUDIES DEPARTMENT PRODUCTIVITY
Transitional Overall
Transitional Studies Overall Noncredit
FTES WSCH FTE Studies Load "Average Noncredit "Average
(Students)|(Students)| (Faculty) | (WSCH/FTE)| Class Size" Load Class Size"
1998-99 627.39 18,821.30 48.16 214.94 15.6 315.07 22.9
1999-00 630.30 18,909.30 51.98 200.08 14.6 279.29 20.3
2000-01 619.34 | 18,580.40 57.14 178.85 13.0 275.91 20.1
2001-02 661.50 19,844.90 52.45 208.10 15.1 293.03 21.3
2002-03 738.95 | 22,168.90 56.03 217.61 15.8 287.58 20.9
2003-04 646.32 19,390.20 44.54 239.44 17.4 331.64 241
2004-05 523.10 15,693.00 43.06 200.44 14.6 314.86 22.9

Note: "Average Class Size" is actually the average number of students attending any given hour of instruction;
it is not the number of students ever in that class. Given open-entry / open-exit, the latter would be higher.

Figuresin Table A show that the Transitional Studies department isless “efficient” in
terms of itsload than noncredit overall. TRST efficiency reached a peak in 2003-04, as
did noncredit in general. Note that FTES (*Full Time Equivalent Students’) directly
corresponds to the WSCH figure. FTES is simply another way of looking at WSCH.

21 In noncredit, student attendance is recorded as positive attendance hours on PAR (* Positive Attendance Reporting)
sheets. These are totaled and massaged to generate the noncredit WSCH calculation. The credit calculation of WSCH
utilizes student enrollment at one specific time during the semester.
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The number of sections which the Transitional Studies department offered during this
time period ranged from a high of 58 (Spring 2005) to fewer than ten during some
Summer terms.

It isto be expected, however, that TRST load would be lower than noncredit as awhole;
TRST is considered “basic skills” and as such is allowed to enroll fewer students than
other noncredit departments and courses. Most noncredit courses are required to enroll
20 students. However, according to Article 18 of the Collective Bargaining Agreement
between AFT and SFCCD, Load and Class Size, basic skills classes such as those offered
by TRST do not have to meet a 20 student minimum enrollment per class section. These
are courses “for which smaller class size is deemed a valid educational requirement, for
example, basic skills and classes for the disabled.”? On average, TRST retains 15
students per class hour, compared to approximately 22 students in noncredit overall.

2 nttp://www.cesf.edu/Offices EmployeeRelations/PDF/AFT 2005-FINAL ContractWithl ndex.pdf
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TRANSITIONAL STUDIES COURSE LISTINGS

LEVEL 1—Beginning, Basic Instruction in Reading, Writing, Communicating &
Mathematics

TRST 1200. Language Arts: Reading 1 (180 hrs)

Advise: ESL Level 7, TABE Level 4-6.5, CASAS 214-224

A beginning course designed to develop reading, critical thinking skills, and vocabulary
development. Oral/written communication and computer literacy skillswill also be
developed.

TRST 1300. Vocabulary and Spelling (36-180 hrs)

Designed to increase vocabulary and improve spelling skills. Some basic grammar
included.

Formerly ABE 2003.

TRST 1301. Language Arts: Writing 1 (180 hrs)

Advise: ESL Level 7, TABE Level 4-6.5, CASAS 214-224

Thisisabeginning course in paragraph/essay writing. Emphasisis on sentence
mechanics. Oral communication, reading, and computer literacy skillswill also be
developed.

TRST 1400. Math Skills Development 1 (36-180 hrs)

Addition, subtraction, multiplication, and division of whole numbers and their application
to everyday situations. Introduction to number theory, measurement, basic geometry, and
elementary algebra.

Formerly ABE 2070.

LEVEL ll—Intermediate Instruction in Reading, Writing, Communicating &
Mathematics

TRST 2200. Language Arts Reading/Writing 2 (180 hrs)

Advise: TRST 1200 and/or TRST 1301, CASAS 225-230, TABE 7-9

Language arts competencies devel oped through listening, speaking, writing, and reading.
Using literature, and media, students explore American culture(s) and society. Reading,
writing and basic computer competencies are stressed.

TRST 2201. Language Arts Reading/Writing 2.5 (90 hrs)

Advise: TRST 1200 and/or TRST 1301, CASAS 225-230, TABE 7-9

Language arts competencies devel oped through writing, and reading. Using literature,
and media, students explore American culture(s) and society. Reading and writing
competencies are stressed.

TRST 2400. Math Skills Development 2 (36-180 hrs)
Study of decimal and common fractions, percents, basic algebra and geometry.
Applications with measurement, graphic representations and development of critical
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thinking through word problemsin functional contexts. Competency based.
Formerly ABE 2071.

TRST 2500. Career and Personal Income Management (90 hrs)

Advise: CASAS score of 225

Career awareness, job search, and job retention. Employment development and income
management. Emphasi zes necessary reading, oral and written communication,
workability, and interpersonal skills needed to become and stay employable. SCANS
competencies are integrated into the curriculum. Satisfies high school requirement in
Career Awareness.

Formerly HSCA 2150.

LEVEL lll—Advanced classes in reading, writing, communicating, mathematics
and critical thinking in specific High School subjects. Required coursework for
the City College of San Francisco High School Diploma Program. Courses also
prepare students for subject matter examinations on the GED and for transfer
to credit.

TRST 3300. Literature and Composition (90 hrs)

Advise: TRST 2200 or placement into TRST 3300

Students interpret, analyze, and respond to multi-cultural literature, art, and media.
Students develop awareness of their own ideological framework and writing style,
strengthening their writing, editing, and critical thinking skills.

TRST 3401. Beginning Algebra (90 hrs)

A first coursein algebra: expressions and variables, polynomials, and rational
expressions; exponents and roots; linear, absolute value, and quadratic equations; systems
of linear equations; functions and their graphs; applications.

Formerly ASE 3001.

TRST 3500. U.S. History 1 (90 hrs)

Advise: TRST 2200

U.S. History up to the Civil War, emphasizing the influence of past events on the present.
Analysis of historical cause and effect from political, social, and economic viewpoints.
Formerly HSHI 2351.

TRST 3501. U.S. History 2 (90 hrs)

Advise: TRST 2200

History of post Civil War America, emphasizing the influence of past events on the
present. Analysis of historical cause and effect from political, social, and economic
viewpoints.

Formerly HSHI 2352.
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TRST 3502. Civics (54-90 hrs)®

The Constitution, the rights and responsibilities of citizens, elections, and the party
system. Introduces students to a practical understanding of the law.

Formerly HSCI 2204.

TRST 3503. Economics (54-90 hrs) %

Basic economic principles and their applications to the free enterprise system. Economic
concepts applied to students personal financial decisions.

Formerly HSEC 2225.

TRST 3504. Physical Science 1 (54-180 hrs)

Study of how people are influenced by the physical world. Includes climate, the ocean,
natural events, natural resources, the earth's relationship to the sun and moon, and the
effects of population on the earth. Current events analyzed using course concepts.
Formerly HSSC 2565.

TRST 3505. Focus on the Future (30-180 hrs)

Courseisdivided into six flexible modules emphasizing developing skills for successin
academic and vocational pursuits. Students will explore the world of work as well as the
world of higher education. They will have opportunities to shadow college students or
workers in business and industry. Selected students may apply for internships.
Appropriate for all students returning to school. Modules components may be offered
separately.

Formerly ASE 2085.

VOCATIONAL—Prepare for Employment, Entry Into Job Training Programs, or
Further College Study

TRST 4600. Pre-Vocational Foundation Skills (45-90 hrs)

A competency based course focusing on the basic skills and personal qualities needed to
succeed in the entry-level workplace. May be offered bilingually in Spanish and/or in
other languages.

Formerly ABEV 2089.

TRST 4601. On the Job Communication Skills (54-180 hrs)

Listening and responding skills and other interpersonal communication skills needed for
success on the job. Includes resume writing and interview practice, and introduction to on
the job work standards and employer expectations. Special emphasis on the hospitality
industry.

Formerly ABEV 2074.

TRST 4602. Literacy Tutor Training (12 hrs)
Providesinstructional techniques in basic reading and writing including demonstration

2 All Leve 3 courses will belisted as“90 hrs” in the 2006-07 catal 0g. Thisinformation is from the 2005-06 catalog.
24 All Level 3 courses will belisted as“90 hrs” in the 2006-07 catalog. Thisinformation is from the 2005-06 catal og.
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and practice. Includes student assessment, progress evaluation and choosing instructiona
materials. Designed for volunteers and paraprofessionals who will be tutoring adult
studentsin literacy skills.

Formerly ABEV 2090.

TRST 4603. Graphic Arts Academics (36-180 hrs)

Academic and vocational instruction that offers a study of mathematics, science and
vocabulary asit relates to the field of graphic communications. Prepares students for
entry into the Graphic Communications program.

Formerly ABEV 2091.

TRST 4604. Vocational Foundation Skills (36-180 hrs)

Competency-based course designed to support student academic success in vocational
programs. Focus is on the foundation skills for reading, writing, math and study skills.
Course may be repeated.

Formerly ABEV 2092.
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Transitional Studies Students Enrolled by Campus

Gough John Adams Mission Southeast

1998-99| 2000-01 | 2002-03| 2004-05 | 1998-99 | 2000-01 | 2002-03 | 2004-05 | 1998-99 | 2000-01 | 2002-03 | 2004-05 | 1998-99 | 2000-01 | 2002-03 | 2004-05

Total Students 700 725 820 768 1,722 1665| 1,785 1,255] 1,134 ] 1,341 | 1,587 | 862 413 231 438 323
16-19 9% | 12% | 11% | 10% | 38% | 50% | 44% | 55% | 15% | 14% | 9% 9% | 30% | 22% | 21% | 16%

20 - 24 21% | 15% | 20% | 20% | 21% | 18% | 22% | 23% | 26% | 26% [ 25% | 24% | 29% | 24% | 27% | 23%

§' Subtotal 16-24 | 30% | 27% | 31% | 30% | 60% | 68% | 66% | 78% | 41% | 39% | 34% | 34% | 59% | 46% | 48% | 38%
O |25-29 15% | 13% | 14% | 15% | 10% [ 8% 8% 6% | 17% | 18% | 20% | 17% | 12% | 13% | 15% | 11%
&30 -34 13% | 14% | 14% | 10% 7% 5% 5% 5% | 16% | 15% [ 15% | 14% | 7% | 11% | 10% | 10%
< 35-39 12% | 16% | 9% 10% 7% 5% 5% 2% | 10% | 11% | 10% | 11% | 7% 8% | 10% | 11%
40 - 49 17% | 19% | 20% | 21% 9% 7% 9% 6% | 10% | 11% | 14% | 17% | 9% | 14% | 13% | 20%

50 Plus 12% | 11% | 12% | 13% 7% 7% 7% 3% 5% 5% 7% 7% 5% 7% 4% | 10%

o}
T |Female 49% | 47% [ 49% | 51% | 53% | 48% | 47% | 46% | 50% [ 45% | 45% | 45% | 53% | 63% | 56% | 57%
[¢]

O [Male 51% | 53% | 51% 49% 47% | 52% | 53% | 54% | 50% | 55% | 55% | 55% | 47% | 37% | 44% | 43%
African American | 46% | 40% | 40% 39% 27% | 30% | 30% | 25% 3% 1% 3% 3% 69% | 63% | 65% | 56%

o |Asian 11% | 13% | 12% | 10% | 27% | 26% | 25% | 29% | 2% 3% 3% 4% 4% 8% | 11% | 13%
§ Filipino 6% 5% 6% 7% 7% 6% 8% 8% 0% 1% 1% 2% 2% 1% 2% 4%
(3 Latino 21% | 23% | 21% | 22% | 20% | 20% [ 22% [ 25% | 92% [ 93% [ 91% | 89% | 15% | 15% | 8% 15%
E Native American 1% 2% 3% 3% 1% 1% 1% 1% 0% 0% 0% 0% 1% 1% 1% 1%
i [other 0% 1% 0% 1% 2% 1% 1% 2% 0% 0% 0% 0% 0% 0% 0% 1%
Pacific Islander 1% 1% 1% 2% 1% 2% 2% 2% 0% 0% 0% 0% 4% % | 11% | 4%
White 14% | 16% | 16% | 17% | 15% [ 14% | 11% | 8% 2% 2% 3% 3% 5% 5% 3% 5%
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ATTENDANCE PATTERNS

Hours, Sections of Attended within Year

1998-99 | 1999-00 | 2000-01 | 2001-02 | 2002-03 | 2003-04 | 2004-05
» E Median Hours 44 42 42 43 42 43 44
é é Mean Hours 79 75 80 79 79 84 86
< [Maximum Hours 1,050 1,122 1,475 1,463 1,262 1,454 1,783
2 |Median Sections 2 2 2 2 2 2 2
'% Mean Sections 2.3 2.3 2.3 2.3 2.3 2.4 2.6
& Maximum Sections 26 15 16 16 23 18 19
Mean is the statistical average.

Median is the “line” at which 50% of the population lies below and 50% lies above.

Maximum is the largest number achieved.

Hours by Quartile

Percent of Students

Attending up to X

Number of Hours 1998-99 | 1999-00| 2000-01| 2001-02 | 2002-03 | 2003-04 | 2004-05

25% of students 18 hrs 19 19 19 18 18 20

50% of students 44 hrs 42 42 43 42 43 44

75% of students 102 hrs 93 96 95 94 96 98
90% of students | 185 hrs 170 188 190 188 207 215

100% of students 1,050 hrs| 1,122 | 1,475 | 1,463 | 1,262 [ 1,454 | 1,783

E.g., in 2004-05, 25% of students attended for 20 hours or less, 50% of students attended for 44
hours or less, 75% of students attended for 98 hours or less, 90% of students attended for 215
hours or less, and no one attended for more than 1,783 hours.

Hours Attended as a Percentage of Maximum Possible for Enrolled Courses

Proportion of

Hours Attended 1998-99| 1999-00{ 2000-01|2001-02| 2002-03| 2003-04| 2004-05
25% of students 1% 1% 6% 6% 6% 6% 6%
50% of students 10% 11% 13% 13% 13% 13% 16%
75% of students 21% 25% 31% 29% 30% 32% 38%
90% of students 42% 55% 58% 55% 58% 61% 68%
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TRANSITIONAL STUDIES FOcUus GROUP QUESTIONS

. Please give us a portrait of the kinds of studentsin your classes. What are their
backgrounds as you have come to know them?

. What goals do students have when they come into your program? Based on your
experience, why do you think some students are able to achieve those goals and
others are not? Can you identify factors that either help or hinder student
success?

. Do your students, in general, stay for the entire term? Do you have a sense of
why some stay and others |eave?

. Are students who transition from the ESL program adequately prepared to
succeed in your class?

. What kinds of support systems are available to students to help them succeed
academically? Do these support systemswork? If not, how could they be
improved?

. What are the mgjor strengths of the Transitional Studies program at your campus?
If you could improve one aspect of the program, what would you choose?
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Transitional Studies Focus Group
John Adams Campus, May 2005

Participants

Sharyn Zoll, Focus on the Future and Civics

Kate Gougoutas, Career and Income Management and Student Orientation

Amber Strauss, English (concurrent high school students)

Additionally, Herb Silverman, who could not be present during the focus group,
submitted two pages of written comments responding to the focus group questions

Student Portraits

In general, most students fall into the range of 18-24 years old, with some younger
students in the concurrent high school program and a sprinkling of older students as well.
These students are diverse in terms of their ethnic background; faculty members have
observed, however, a decrease in the number of African-American students and an
increase in the number of Southeast Asian students. Quite afew of these students are
either first generation or “1.5” generation: while they are orally proficient in English,
their reading and writing skills are lacking.

Focus group participants describe their students as “not kids, but not adults.” Students
often characterize themselves as “bad,” and blame themselves for their lack of academic
success. Many students also may have legal troubles, problems with acting out, and
significant family responsibilities, including parenthood. They are in need of
comprehensive support services, including childcare, help with part-time jobs, assistance
negotiating the legal system, and mentorship. Many are on general assistance or welfare,
especially those who are parents. Indeed, one participant characterizes her students as
“the neediest of the needy.”

Student Goals

Focus group participants observe that many of their students enroll in Transitional
Studies to achieve either a GED or a high school diploma, which have both psychological
and job-related benefits for them. Older students tend to be focused on GED
achievements. Concurrently enrolled high school students are juniors and seniors who are
unable to complete the credits they need to graduate and attend Transitional Studies
coursesin order to transfer credits back to their high school. Some students, however,
show up simply to get the appropriate papers signed to meet their general assistance
requirements; these students are often never seen in class for the rest of the term.

Many students believe that the achievement of a GED or high school diplomawill allow
them the opportunity for better employment, especially when combined with further
education in credit courses on CCSF' s main campus. Many vocational programs, for
example, require a GED or high school diploma, and students in trade occupations cannot
reach journeyman level without a GED.

Additional psychological reasons aso motivate students towards a high school diploma
or GED. Many fed it isimportant to simply have the piece of paper, both for themselves
and for their family members. Students make a distinction between the GED and the
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high school diploma; many feel, dueto their particular social worlds or families, that
having the diploma s very important. One participant notes that the high school diploma
is particularly valued in the Pacific Islander community, especially for those students
who travel back and forth to Samoa, China, and other countries.

Participants note that despite these articulated academic goals, students tend to have a
limited vision for themselves; they may want a diploma, but not know for what purpose.
One participants describes, “Many have not had the experience of putting much in their
“reserve tanks’ in order to believe that tomorrow is going to bring awholelot.” Another
participant describes the students as being in “survival mode.” In general, students al'so
have difficulty making long-term plans and have more success with smaller, more “ do-
able” steps.

The course Focus on the Future hel ps students take these small steps in order to get them
into credit classes on the main CCSF campus. The class addresses study skills, self
exploration, observing classes of interest, tours of the main campus, and encouragement
in thinking about careersinstead of just jobs. Students |leave the class with aplan for the
future; approximately 90% intend to go on to credit courses at the main campus. The
latest semester of Focus on the Future has had an extremely high success rate: out of 31
students starting in the class, 29 completed it.

Another offering that hel ps students achieve their goal of eventually transferring to credit
classes on the main campus is the Steps to Credit workshop. One participant notes that
many CCSF students are unable to enroll in the credit classes they need due to impaction;
through this course, John Adams students are able to take placement tests on the John
Adams campus and receive priority registration for credit classes. Steps to Credit has
been run by the Counseling Department for several years. Students attend an orientation
with a counselor who explains the credit system, take a placement test at John Adams,
create a preliminary schedule for the next semester, and go through additional steps at the
main campus. One participant suggests that the more Transitional Studies students get to
the main campus and feel comfortable there, the more they will succeed in credit courses.

Retention

Focus group participants report that retention can be a struggle at John Adams; as one
describes, “1n order to get 20 students, you need to enroll 40.” However, participants
also note that once the students who don’t show up or those who attend only one class
have been discounted, retention rates depend alot on the teacher. A high-quality teacher,
they estimate, will hold onto 75-80% of his or her students.

Many students face personal problems that inhibit their ability to continue in a particular
class. For example, many students are involved with the court system, and court-
mandated meetings and probation requirements can often disrupt aclass. However, a
sense of community in the classroom, such as the feeling that students will be missed if
they don’t come back, helpsincrease retention. One participant notes, “When aclassis
working, it can override students' personal problems.”

Participants describe this kind of class that “works” as including collaborative,
democratically-based work and decision-making, with students thinking and analyzing
together around project-based learning. Participants describe students as confident and
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engaged when given hands-on activities, aformal academic style, on the other hand, can
be like aforeign language to them. Students also enjoy group work where they can learn
in an interactive manner. Thiswork style allows students to demonstrate their particular
strengths, such as group facilitation.

Building a sense of community among concurrent high school students can entail some
additional challenges. These students tend to be strongly identified by their high schools
and their neighborhoods. They also invest greatly in the idea of being “tough” and
having “street cred,” including some who have gang affiliations. One participant notes
that it isimportant to work up to group activities slowly with these students, giving the
class an opportunity to bond.

In addition, participants describe the open entry/exit as a complicating factor, since
getting credit for high school classesis based on “seat time.” One participant also spoke
out strongly against open entry/exit, describing that young people need boundaries that
are set and enforced, such as alimited number of absences after which a student is not
allowed back in the class.

Curriculum Redesign

Participants describe the increased rigor that has been built into the Transitional Studies
high school diploma curriculum as aresult of the curriculum redesign. One participant
observes that students appreciate high expectations as long teachers don’t scare them.
Another notes that under the old curriculum, students may not have had alot of success
when moving into credit courses. At thistime, many students place into Math E when
moving from Transitional Studiesto credit courses. However, under the new curriculum,
students are expected to enter into Math 840 and English 96. One participant predicts a
divide between Transitional Studies students who complete the redesigned curriculum
and those who graduated previously.

Support Systems

Focus group participants cite the library staff as being an important support resource for
John Adams students. The library staff are described as “wonderful,” helping students
with research and projects as well as bringing in speakers to enhance the campus culture.

Participants describe connections to DSPS as improving at John Adams; a DSPS
instructor comes to each orientation and invites students to visit him. Since attending
orientation, the instructor reports meeting with three new students each week. However,
participants note that they don’t have any way of finding out if students have learning
disabilities except what the students themselves report, many of whom have been
previously labeled as ADHD. Often faculty members have hunches about students who
may have learning disabilities, and estimate learning disability rates among Transitional
Studies students as higher than the rest of the CCSF student population. One participant
believes from 30-40% of her students have learning disabilities.

Participants report mixed results from counseling services, which has received cutsto its
hours. A career counselor is available to students, but at times does not quite tap into the
students’ strengths and is not available for enough hours. The New and Continuing
Counseling departments struggle to coordinate internally and keep accurate records; one
participant reports that she must keep a copy of everything herself. One challengeis that
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the counseling records to date have not been computerized. Another participant describes
that 10% of her students do not receive their grades and that often students do not receive
accurate information about SFSU and CSU transferable classes. Students also get mixed
information about how many HS credits they have, and the department does not track the
number of students that are enrolled in each class. In addition, at times ensuring
communication between counselors is a challenge.

Strengths/Weaknesses

The Transitional Studies Department at the John Adams campus faces a number of
challenges. One difficulty isthat non-credit students cannot be asked to buy books for
their classes, so John Adams has to bear the cost of all classroom supplies and materials.
Another issue the small pool of full-time faculty, only five including the department
chair. These full-time faculty members must be on every committee and attend every
hiring interview, making it difficult to hold office hours and attend to other key
responsibilities. Focus group participants would like to find away for part-time faculty
members to invest more in the department, perhaps through staff development.

In addition, participants suggest having a faculty advisor for their students, similar to the
one the ESL Department provides, who would be able to meet with students and perform
transcript analysis. Another proposed idea includes having a single counselor in charge
of high school studentsto act as their advocate, and a counselor on the main campus to
work with Transitional Studies students.

Participants note that data from the CASAS testing is not useful to them. While the test
offers a ballpark figure about the classes into which students should enroll, participants
experience many problems with students who are not accurately placed. Thiskind of
erroneous placement can set students up for failure.

In terms of strengths, one faculty member wrote “we can be more involved with the
students. We can work one on one or in small groups. We can have smaller classes and
it's more informal.”
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Transitional Studies Focus Group
Mission Campus, May 2005

Participants

Salvador Alvarado
Rene Ayala
ElsaMayorga

Julita McNichol
Maria Rosales-Uribe

Student Portraits

Faculty describe more than half their students as being at what they call the “basic skills
level”. Generally these students are immigrants, although some have been in the U.S. for
aperiod of years. Many originally come from the Y ucatan Peninsula and place a high
value on education. Typically they enter the U.S. with the equivalent of athird grade
education. One sub-set of this group are women, some of whom may be seeking an
education in order to leave a controlling or abusive environment.

The second largest group (until recently, the largest group) are younger students who are
progressing in their ESL classes but have gaps in their education such as Math skills or
Writing skills—gaps they need to eliminate in order to get their GED. These students are
well motivated and tend to be successful. A related group are students referred to by
some faculty as “shoo-ins’. These are students who need to present a GED certificate to
retain their jobs but already have the requisite skills. They attend for one semester or
less.

Other students are those mandated by social programs or corrections. Corrections has
recently begun referring students to Mission Campus. This population is expected to
grow and has the potential to exacerbate gang-related issues. (See next section.)

Students referred by General Assistance are described as having low attendance and
strong attitudes toward school. Many simply want faculty to sign the required paperwork
so they can show GA that they have complied—however most do not comply sufficiently
and faculty refuse. These students often bounce between campuses, trying one set of
faculty, then another. Mission Campus has adopted a policy of referring these students to
John Adams or ALTC at Gough Street which is described as better equipped to work
with them.

Beginning Fall 2005, the campus will add High School credit classes and hopes to attract
concurrent high school students as well as recent drops outs and/or those students a few
credits short of their high school requirements.

Student Goals

Most students are described as having an immediate goal of GED, often for job-related
reasons. Sometimes parents enroll to increase their skillsin order to help their children,
particularly in math. Faculty indicated that as students persist in their studies, that they
become more focused on the skills than on the credentials. Many want to transition to
credit classes but for some, residency presents a barrier.
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CampusMove

Faculty expressed some frustration with the recent campus move. They indicated that
enrollment has declined significantly because students find it difficult to get to the new
location, and also many students are uncomfortable in the new location. The shift toward
an older student population may be partially aresult of the Mission Campus move from
one location in the Outer Mission to the Inner Mission. Thereis afeeling among faculty
that some students may be afraid to attend the new location which is believed by faculty
and students to be on “neutral territory”. Such “neutral territory” allows the campusto
draw from rival gangs creating the potential for violent conflict. Faculty requested some
professional devel opment regarding these concerns.

Spanish-Speaking

Many students are Spanish-speaking and classes are taught bilingually, however faculty
are quick to point out that they are al'so qualified to teach in English. So far, though, they
have not had a sufficient number of monolingual students to maintain course enrollments.
However, the upcoming High School diploma program has the potential to change that.
Currently the faculty are prepared to teach the “first two layers’ in English and Spanish.

Support Systems

Faculty described the lack of full time positions (only two currently) as a problem.
Students need lots of individual attention. Full time faculty have more time to help both
with instructional and related issues. In the past, for example, faculty have volunteered
time to sponsor avariety of workshops (e.g., HIV) and job fairs.

Additional support services are needed for students who may be struggling with finances,
childcare, and domestic abuse. Some monetary support is offered for GED test takers
(which costs $75); students who attend classes regularly can take the GED at a reduced
cost. Some students simply need a safe, quiet location to study. Thereis one DSPS
counselor, but more services are needed for some students who have emotional problems.
Additionally, educational planning and career link counseling is needed. A Focus on the
Future type courseisin planning stages, but there is also adesire for afaculty advisor.

Program Strengths and Weaknesses

The program needs more financial support for readers and textbooks. Faculty have
worked to develop materials because those published in Spanish are often poorly
trand ated.

Other weaknesses cited: currently the program attracts students by word of mouth; the
campus would like to advertiseits programs. Faculty would like some articulation with
the Latino Services Network which currently serves primarily (only?) credit students. An
additional challenge isthat students, particularly those from Newcomer and Downtown
High, have graduated from high school but continue to lack basic skills.

Faculty listed a number of strengths they perceive in the Mission Campus programs:
dedication of teachers, orientation toward service, encouragement of all students,
provision of abridge viabilingual instruction. Another strength is that faculty are
equipped to teach awide variety of subjects. Faculty are motivated by a belief that
affecting this generation will affect future generations.

53



Transitional Studies Focus Group
Gough Street Campus, May 2005

Participants
Tim Weldon
Vicky Weisan
Val Habegger
Diane Fredericks

Student Portraits

Participants in the Gough Street focus group describe their students as an extremely
diverse group, both in terms of ages and ethnicities. While the majority of students at
Gough Street may be older than at other Transitional Studies sites, they range from 18
yearsoldto 75 yearsold. Students come from a variety of educational and economic
backgrounds, but for the most part they have grown up and been educated in the United
States and have not completed their education. Many feel that they don’t have the
educational skillsto makeit in the world, perhaps having tried to get jobs and failed, or
realized that they are unable to complete their GED. Some students in fact feel that they
are lacking something basic necessary for survival, such as the ability to read and
understand.

Participants note that students are often extremely hard on themselves and are weighed
down by emotional baggage over earlier failures as well as years of negative feedback
that they have internalized. Some consider themselves “slow” or incapable of learning;
however, many of these students seem instead to have learning disorders. Participants
have observed students who are bright but unable to express themselves in writing and
note that while these students most likely have dysexia, they have accepted others
assessment that they are simply not smart enough. Many students al so assess themselves
at alower skill level than the one at which they really are, such as commenting that they
“can’t read aword.” In general, students tend to be weakest in the areas of writing and
math.

Gough Street offers both day and evening programs, and participants observe that the
student population is split fairly evenly between the two. Night students tend to be
employed, many at places such as Walgreen’s or Starbucks or in the custodial field. Day
students tend not to work at al or work only minimally, perhaps because they had
difficulty handling the job or suffered an injury. Participants point out that some students
are medically indigent and face challengesin receiving even basic care, such as being
ableto afford glasses.

Finally, participants point out that most Transitional Studies students don’t consider
themselves part of CCSF asawhole. They make a strong distinction between credit and
non-credit courses, as well as degree programs and non-degree programs.

Student Goals

Receiving their GED isaprimary goal for many students at Gough Street, for a variety of
personal and professional reasons. Many students feel that having a GED will allow
them access to better employment opportunities. For example, students must have a high
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school diplomaif they wish to enter the military, and some are prevented from moving up
in their jobs without the GED. Some students begin with the goal of receiving a GED but
experience an evolution in their thought process as their education continues. One
participant cites a student who wished to receive her GED in order to become a bus
driver; now that sheis close to that goal, she is considering taking credit courses on the
Ocean Campus and working towards an Associate’ s Degree.

For many, however, the GED represents a personal milestone and validation that they are
on the same level as the general public. Many students want to set a positive example for
their children and grandchildren and feel that receiving the GED is a point of self-esteem.
In fact, even though students are told that they can enroll in credit courses without a
GED, many refuse to do so, wanting to achieve their goal before moving on. While this
focus on the GED may be technically unnecessary for some in terms of educational
achievement, participants point out that focusing on the GED also allows students to
develop the skills they need to succeed in credit courses.

Retention

Student retention can be a challenge at Gough Street. In each class, participants estimate
acore group of 10-15 students who come regularly and stay over along period of time.
Many of these students enjoy the program and have the self-discipline to continue
coming to class even when their personal life is not going well. These students also
thrive under the individual attention they receive in their Transitional Studies classes.

Other students, however, have difficulty sticking with the program. Participants note that
challenges of childcare, emotional problems, and general life upheavals can take students
away from class. Some of these students consider themselves to be motivated, but in fact
arenot. Many cometo class and feel overwhelmed and frightened that the classis too
hard; even when thisis not true, these students can be prone to dropping out.

In addition, many students do not realize how long it will take for them to reach their
goals, and how difficult that path will be. Some students come into the program having
already scheduled their GED test for the following month, while in fact they are far
behind on the necessary skills. For many, even achieving the GED inayear’ stimeis
simply not possible. One participant describes his efforts to encourage one student to
keep her long-term goals in mind amidst questions such as, “ Should | stay here? Am |
getting there? How long will this take? Should | get ajob?’

ESL Students

Participants report that there are some studentsin their classes who come from the ESL
program, primarily at Level 7 or Level 8. Some have speaking skills but need to develop
their reading and writing skills. These students enjoy hearing so much English spoken,
an environment that is different from their ESL courses. Many understand English well,
with some having been in the country for many years, but have poor academic skills. In
addition, while afew students are highly skilled in their native language, most are not.

Student Support

One key source of student support is a counselor with an MFCC degree who visits the
campus once aweek to talk with students. One participant comments that she refers
students to the counselor when she is unable to move them forward academically and
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they need additional help or if they are experiencing emotional traumas. In addition,
several instructors work as reading specialists who do diagnostic advising, and one of the
participants has been trained to work with dyslexic students.

Participants point out that connecting studentsto credit coursesis an area where
additional support is needed. Students who in the past were taken on tours of the main
Ocean campus were able to reduce their fear simply by seeing where registration takes
place and being able to find the learning center. Participants would like to start this
practice again, as Transitional Studies students experience alot of stress about moving
into credit courses.

Open Entry/Exit Instruction

Participants describe that with the open entry/exit system, students arrive in class
throughout the term, not clumped in any particular way. In order to teach successfully
under this system, instructors often construct each lesson as a self-contained unit. While
the lesson might refer to previous work, it doesn’t have to. A “building block” approach
isimpractical for open entry/exit, as new students are constantly entering the class with
many different skills.

Participants note that math classes feature mostly individual work. Students complete an
in-take to evaluate where they should begin, but after that the work is primarily self-
paced with occasional input from the instructor. Classes use “number power” books or
other printed materials that allow students to move quickly through the material.
Participants also point out that math is a subject that often proves most difficult for
students to conquer.

Strengths/Weaknesses

Participants describe the students themselves as one of the greatest strengths of the
Transitional Studies program at Gough Street. The students in general leave class happy
and excited and are helpful and supportive of each other across all lines of age, race, and
gender. One participant describes her students as able to analyze problemsin a practical
way, behaving very graciously towards one another. Another participant points out that
students will help each other with conflict, offering a different perspective from that of an
instructor. Participants note alack of competitiveness aswell. While at times there are
disruptive students who cause classroom management issues, as a whol e the students are
seen as a very positive element of the program.

When discussing weaknesses of the program, participants express adesire for more
classroom resources, such as a book budget. One participant pays for her own books, and
others agree that anything purchased for the class must come out of personal funds.
Participants point out that reading a photocopy of a book is not the same experience as
reading a book itself.

Staffing is another challenge for the Gough Street Transitional Studies program. While
many wonderful people come to work as school aids, most leave for better offers such as
teaching in credit English or working full-time for Americorps. Filling the vacancy takes
at least a semester, and many vacancies are simply not filled. Participants express
frustration with the length of time it takes to get budgets signed and everything put into
place.
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The Role of Data

Participants were asked to consider how additional data about their program might be of
assistance. Participants suggested that qualitative data could be helpful to them, such as
interviews or focus groups with students. Participants were interested in learning from
students whether classes were meeting the appropriate number of times per week,
whether students are getting what they need, what works for them, what doesn’t work,
and what they would like to see more of. Some participants were interested in learning
more about students who had left the program, while others considered it more important
to focus on the students who remain.

Upon entry into the program, students are tested regarding comprehension and decoding
using the WRAT test and others from Stanford. These tests are perceived to be fairly
accurate, particularly around the balance between comprehension and technical skills.
Participants note as that they have a significant amount of quantitative data about
students on topics such as reading level improvement, but thisinformation is not
computerized. Finally, participants point out that the CASAS test doesn’t offer them a lot
of relevant information about their students.
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TEXTUAL ANALYSIS OF THE NONCREDIT SURVEY TRST RESPONSES -- END COMMENTS

| like my teacher(s) because they are

= Encouraging (5) /Kind, understanding, supportive (3)

= Highly quaified (4);

= Helpful, (6); Clear/ helps me understand (4)
Other positive teacher qualities noted: fair, friendly, patient, interesting, intelligent, strict
(positive), respectful, guiding, energetic, humorous.

Teaching methods and class content interesting, motivating (9) Boring (1)
Like the pair and group activities (3)
Like using a calculator for math (1)

Teachers need to let students work at own pace (1); they do let students work at own pace
1)

Should assign homework (1); these classes are good preparation for university/not that
different from credit (2)

| can notice the improvement in my skills/ my English/ my confidence (9)
Classmates are nice, respect one another, not disruptive, have chance to make friends (4)

Class hours are convenient (4)

Class hours are inconvenient (4)

Classes need ought to be 5 days a week (4); Three days aweek is preferable (3)
Need more vocational/computer programs (2)

Most important is that the classes are free (5)

| likethat it's on a college campus (1)

Campus is neat and clean (4); don't like graffiti in restrooms (1)
Looking forward to the new campus (2)

Campus needs to have pay phones. (2)

Campusis near (1) / far (1) from my house.

No student parking (1) /Access to public transportation is good (2)

This classis a second chance for me (2)

Student Services

A&E needsto give needed information, be more available (not talking on cell phone or
eating). Needs to be nicer, more patient (2)

Like availability of counselor (1) / counselors too busy (1)

Counselor needs to keep better records (1); counselor needs to give full/correct
information (2)

Want more information on other noncredit offerings / want information from the start
about GED classes available at campus (3)
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