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INSTITUTIONAL NARRATIVE

1.  INTRODUCTION TO COLLEGE AND COMMUNITY SERVED

De Anza College, the larger of two community colleges in the Foothill De Anza Community College District, is strategically situated on 112 acres at the juxtaposition of two major freeways that traverse the renowned Silicon Valley.  Since its opening in 1967, De Anza has served an ever-growing and diverse population of Santa Clara County.  In Fall 2002 De Anza enrolled 25,666 students (20,162 FTE), and construction now under way in response to a voter-approved bond measure will increase classroom capacity to accommodate about 30,000 students in 2010.  De Anza has established a reputation for excellence through innovative programs, high academic standards, and dedicated, industrious, and visionary administrators, faculty, and staff.  

Located forty-five miles south of San Francisco and nestled near the Santa Cruz Mountains, De Anza, one of the largest of California’s 108 community colleges, continues to respond to the challenges of being in the heart of Silicon Valley near high-technology companies such as Apple, Compaq, Hewlett-Packard, Sun, Intel, and Cisco by providing the education and training, degrees and certificates, that will provide this community with a viable work force.  The community’s changing needs, its exhilarating financial successes and its equally devastating recessions, continue to influence the College’s programs and curriculum.  Similarly, the area’s growing and changing demographics have shaped and continue to shape the College’s offerings and goals.   In an effort to respond to the community’s needs, De Anza developed a five-year Educational Master Plan, "Pathways to Excellence," detailed more fully in the description of planning processes leading to the development of this grant.  

2.  COLLEGE MISSION

De Anza has recently updated the educational goals that guide the College in its pursuit of excellence, but during its thirty-five year history, De Anza’s mission has remained constant. 

Building on its tradition of excellence, De Anza College challenges students of every background to develop their intellect, character, and abilities, to achieve their educational goals, and to serve their community in a diverse and changing world.
 

3.  STUDENTS SERVED

	Student Profile Summary - Fall 2002 Census

	Headcount
	25666
	 
	Average Age
	26
	 

	 
	 
	 
	 
	Modal Age
	19
	 

	Males
	12213
	48%
	 
	Enrollment Intent/Goals

	Females
	13453
	52%
	 
	Transfer
	11001
	43%

	Full-Time
	9239
	36%
	 
	Vocational
	917
	4%

	Part-Time
	16427
	64%
	 
	Career
	6698
	26%

	Day
	20199
	79%
	 
	Undecided/Other
	7050
	27%

	Evening
	5467
	21%
	 
	  Total
	   25,666
	    100%

	Expected Employment Hours
	 
	District of Residence

	< 20
	9793
	40%
	 
	De Anza/Foothill
	9947
	39%

	20 - 40
	4450
	14%
	 
	San Jose
	8631
	34%

	40 +
	11423
	46%
	 
	Foreign
	1429
	6%

	    Total
	25,666
	100%
	 
	  Other
	5659
	22%

	
	
	
	
	   Total
	  25,666
	100% 


	Tremendous Diversity:  The students of De Anza reflect the diversity of the community it serves.   Complexities of blended ethnicities, races, and multi-cultural backgrounds are evidenced by Fall 2002 self-identified ethnicity data of 25,666 students: 48% Asian, Filipino, and Pacific Islander, 31% White, 14% Hispanic, 4% Black, 3% Other.
	Low Income:  By the beginning of Fall Quarter 2002, the number of students requesting financial aid at De Anza increased by 41 % over the previous Fall, due to the severe economic recession that has slammed the Silicon Valley.


The majority of students come to De Anza with a high school diploma or GED from schools in Santa Clara County and from other high schools in the greater San Francisco Bay Area. At the time of the Fall Quarter 2002 Census, about 12% or 3,000 students reported a foreign degree or education in a foreign secondary school; and 6,800 students (or about 25%) had already completed a college degree (Associates or higher) and were returning for special skills training or enrichment courses.

	Asian Student Ethnicity

	Fall 2001
	Students
	%

	Chinese
	2594
	34%

	Vietnamese
	1736
	22%

	Indian
	1173
	15%

	Korean
	533
	7%

	Japanese
	496
	6%

	Cambodian
	59
	1%

	Laotian
	31
	0.4%

	Other Asian
	1107
	14%

	Totals
	7731
	100%


Student Skill Deficiencies: Of all students enrolling at De Anza, 41.4 % indicate that they intend to obtain an AA/AS degree or to transfer--with or w/o the AA/AS degree.  However, despite having these goals which require college-level competency in math and English, approximately 87 % of students taking mandated Math and/or English placement tests fail to qualify for college level math and English courses. Similarly, of the over 2,300 ESL students tested each quarter, only 2 % qualify for ESL 5, the ESL class considered equivalent to college-degree-level English 1A.   Consequently, in Fall 2001, as many as 5,700 (20%) De Anza students enrolled in ESL and developmental math, English, or reading courses.  In 2001-02, more than 16,000 students enrolled in one of these gateway courses.
.  The San Jose Mercury News 
 documented that students from the poorest areas were also the ones who scored most poorly in math and English on State-mandated competency testing.   It was a surprise to many that De Anza’s students and service area were included in an article about poverty and academic skill deficiencies.  This application meets the published Title III Invitational Priority "Academic programs designed to improve and enhance opportunities for low-income students in the workforce and meet local community workforce needs". Low-income students are in the majority of the population of the at-risk students that will benefit from the new practices and institutional capacities developed with requested funds.

4.  THE COLLEGE PROGRAMS 

       As an "open door" college seeking to serve diverse community interests and needs, De Anza offers numerous types of educational opportunities:
For students wishing to transfer, the College’s comprehensive curriculum boasts 60 AA or AS degree programs whose two-year requirements parallel those of the University of California, the California State University, and other private colleges and universities.  For students seeking to enter gainful employment, the College offers over 40 vocational or technical degrees and 262 certificate programs at three different levels and a variety of specialized programs in business, occupational and professional assistant courses.

For students wanting to broaden their educational and cultural experiences or continue lifelong learning or for students hoping to renew or resume their higher education, De Anza offers both traditional pathways such as general education courses or specialized pathways such as the RENEW ReEntry Services.
For members of the entire community, De Anza offers a diversified program of community activities, recreation, culture, and education.  For all students, De Anza provides opportunities for assistance and supports a variety of specialized programs to aid students in the attainment of their maximum potential.

	De Anza College's Associate Degree and Certificate Programs

De Anza College Catalog 2002-03

	Associate Degrees in Academic Subject Areas

	Art

Film
	General Studies

Global Studies
	Intercultural Studies

Liberal Arts
	Music

Speech Communication


	Associate Degrees and/or Certificates  in Vocational and Technological Areas

	Accounting

Administration of Justice

Admin Asst/Office Tech

Applied Graphic Design

Automotive Technician

Automotive Technology

Business Administration

Business Management

Child Development

Computer Application & Office Systems

E-Business

Electronic Publishing
	Environmental Studies

Film/TV Production: Animation

Film/TV Production: TV Emphasis 

Health Technologies

Industrial Management

Internet Literacy & Research Legal Reception

Manufacturing & Design Technology

Marketing Management

Massage Therapy

Materials Management

Microcomputer Business Applications
	Microsoft Office Users Specialist (MOUS)

Nursing Programs

Office Assistant

Office Technology 

Paralegal Studies

Personal Fitness Trainer

Photographic Arts

Professional Photography

Physical Therapist Assistant

Real Estate

Retail Management

Speech Communication

Technical Communications

	Certificates in Vocational and Technological Subjects

Space limitations prohibit listing additional 225 vocational and technical certificates available


De Anza is accredited by the Accrediting Commission for Community and Junior Colleges of the Western Association of Schools and Colleges.  Other accredited colleges and universities such as the University of California, the California State University system, and Stanford University give full credit for equivalent courses taken at De Anza.  "Pertinent course work offered by the college has been approved by the Board of Governors of the California Community Colleges, the State Department of Education and the Veterans’ Administration, as well as the Council on Medical Education and Registration, the Board of Registered Nursing, the American Physical Therapy Association, Community Allied Health Education and Accreditation, and the American Bar Association."  (De Anza College Catalog, 2002-03)   

5.  FACULTY CHARACTERISTICS

    De Anza prides itself on the quality of its faculty and administrators who are widely known for their hard work, their innovative approaches to teaching, and their dedication to students and to the College.  Of the nearly 900 faculty and administrators, 22 are full-time administrators, 235 are full-time faculty, 71 are non-teaching faculty, and 600 are part-time instructors. Every faculty member teaching an academic subject is required to have at least a Master's Degree in his or her special field; many have doctorates. Many faculty in technical and vocational fields also have a Master's Degree or equivalent, and all have outstanding qualifications and experience that equip them for a demanding teaching environment. 

	De Anza Full-Time Faculty Ethnicity - Fall 2001

	 
	 
	Am Indian
	Asian/Pac Is
	Black
	Filipino
	Latino
	Mid Eastern
	Unkn
	White
	Total

	Faculty 
	3
	28
	15
	3
	24
	0
	14
	148
	235

	Non- Teaching Faculty 
	0
	4
	6
	0
	6
	0
	2
	53
	71

	Faculty Gender - Fall 2001
	De Anza Faculty Age - Fall 2001

	
	Female
	Male
	Total
	U 30
	30-39
	40-49
	50-59
	60-69
	70+
	Total

	Faculty
	116
	119
	235
	6
	49
	59
	85
	36
	0
	235


COMPREHENSIVE DEVELOPMENT PLAN

1. PREFACE TO THE CDP

	As documented in the upcoming pages, a myriad of institutional deficiencies converge to crises situations in two problem areas:  1) The retention and persistence rates of students taking critical gateway courses in math and English are unacceptably poor.   2) An underdeveloped and fragmented support services infrastructure exacerbates barriers to student success.    
	Despite its renown for innovation and academic excellence,

De Anza faces serious problems which threaten the heart of the college; behind the stellar external image, dedicated faculty and staff struggle to save the thousands of students who are falling through the gaps in academic 

programs and services.


Hence, an inordinate number of students never achieve success in college-level courses, programs, certificates, degrees, or transfer status.  Institutional researchers estimate that as many as 10,000 students have already been blocked from achievement of educational goals because they have not passed critical gateway classes in the past five years.   Because of the deep and widespread depression in Silicon Valley, because of recent policy changes in the University of California system and in the California State University system, and because of dramatic changes in the Valley's and thus the college's demographics, these problems will undoubtedly grow even greater unless De Anza is able to develop and implement major changes that will strengthen the institution's ability to provide students genuine and reliable pathways to success. Given the current economic and demographic realities (combined with the fact that De Anza is slated to grow 20% by 2010), without vital systemic changes, the rate of students stacking up behind English and math barriers to their educational goals could easily be an additional 25,000 persons over the next decade. 

2.  PLANNING AND PROCESS FOR THE ANALYSIS OF PROBLEMS

The final plans for this Comprehensive Development Plan in our proposal have evolved over a period of many years, and decision-making has involved nearly every segment of the College, has been supported by the inspiration and foresight of our college President, Martha Kanter, and has been bolstered at every step by the shared-governance process that pervades our College and our District.   Over these years, all relevant constituencies have supplied invaluable input.  (See insert of “Groups Consulted.”)  These numerous groups and individuals have provided ideas, suggestions, and relevant data, including the key College, state and national documents identified in the “Selected Planning Documents” detailed in the diagram on the next page.  In particular, Professor John Lovas’ survey of over 2,000 developmental Language Arts students has given us key information about our current student population and their needs.  In addition, administrators, faculty, staff, and students have shared other invaluable articles, studies, books, and surveys about helping at-risk students. (See “Strategies Investigated” pages in Activity.)  All of this information and input in conjunction with De Anza’s annual Program Review Process, Student Equity Plan, and Educational Master Plan culminated in the formation of a Title III Steering committee representing the major constituencies of the College and lead by our Vice-President of Development, Marly Bergerud.  In particular, our office of Institutional Research has played a key role in the planning for this document by supplying extensive analysis of key research data about high-risk students’ academic endeavors.  

The Groups Consulted In Title III Planning Process
	Faculty and Staff of  the Language Arts Division

Math, Physical Science and Engineering Division

Student Services

Educational Diagnostic Center 

Developmental Task Force

Financial Aid Office

Members of De Anza Student Body

Faculty Academic Senate

Faculty and Staff of the Readiness Department

Tutorial and Skills Centers

Workforce and Economic Development

The Admissions Staff

Marketing Department

Educational Technology Services

The Curriculum Committee
	Office of Staff and Organizational Development

The Enrollment Management Team

The College Council; The Deans’ Council

The President’s Cabinet

The Foothill-De Anza Board of Trustees

LinC Program

Part-Time Faculty 

De Anza College Alumni Association

Office of Institutional Planning & Research 

Diversity Council

Assessment Office

Local Businesses and Industry

Cupertino City Council and Mayor (a De Anza faculty member) and 

the Title III Steering Committee


De Anza Title III:  Analysis and Processes Undertaken

	Selected Planning Documents used for Title III  (space limitations prohibit full list)

	( Foothill-De Anza Community College District, Information Technology Strategic Plan, October 2000;   (   “De Anza College: Self Study Accreditation.  Institutional Self-Study for Reaffirmation of Accreditation.”  June, 1999;   (    Kanter, Martha. “De Anza College: Inspiring Excellence – Building Opportunity-State of the College, 2001-02.” 5/20/02;   (   “De Anza College 2001-2002 Annual Report.”  An update to the Internal and External Assessment Portion of the Spring 1999 Educational Master Plan.  Spring, 2002;   (   Morton, Dr. John, et al.  “Evaluation Report:  Accrediting Comm. for Community & Jr Colleges WASC.”  October 19-21, 1999;     ( “Inside De Anza-Letting Our Community Know about De Anza’s People, Programs, & Services.” Fall, 2002 www.deanza.fhda.edu;   (   Garcia, Edwin.  “45% in County Speak Native Tongue at Home.”  San Jose Mercury News. 27 Aug., 2002; A1 & 12;   (   Slonaker, Larry.  “Exit Exam Results Troubling.”  San Jose Mercury News. 2 Oct., 2002, A 1 & 14; ( Lovas, John.  “De Anza College Student Language Survey, Language Arts Division.  Fall, 2001;   (   De Anza Student Equity Action Plan, Spring 2002; De Anza College Midterm Report.  Part I:  Response to Accreditation Team Recommendations. Sept., 2002.
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3.  ANALYSIS OF STRENGTHS, WEAKNESSES, AND PROBLEMS
	A.  INSTITUTIONAL STRENGTHS OF DE ANZA COLLEGE

	Strengths of Academic Programs and Services

	· Excellent Faculty and Staff: The College has a faculty with a high number of Ph.D.s and discipline experts, many with published works in their fields, and numerous faculty who have won state and national awards for excellence in teaching and for leadership in their respective fields. 

· Superior Transfer Program: De Anza is major gateway to 4-year institutions, according to recent report from CA Postsecondary Ed Commission, and is one of top three CA colleges transferring students to UC and CSU.

· Comprehensive Programs: College offers 60 AA/AS degree programs in academic, technological & vocational areas and 262 certificates at various levels.  In addition, 74 "Fast-Track" certificate programs are available as a speedy path to employment w/o obtaining a degree or comprehensive certificate.    

· Strong Student Services are designed to meet the needs of all students through admissions, counseling, financial aid, and student activities.  

· Excellent instructional technology infrastructure:  Our location in the Silicon Valley has helped to keep the institution at the cutting edge of technology infrastructure.  

· Strong faculty commitment to the development of a variety of different and innovative instructional strategies as well as to more technology-based instructional delivery systems is growing.

· Exemplary student support programs such as EOPS, DSPS and other specialized programs assist low-income, high-risk students; College Readiness Program offers peer tutoring and other academic assistance.

	Strengths of Institutional Management

	· Under the strong leadership of President, Dr. Martha Kanter, De Anza maintains a devotion to being responsive to community needs and to a constituency-based shared governance process.

· De Anza also has the support of a deeply involved and committed Board of Trustees.

· Faculty, administrators, and trustees participate in local, state, and national organizations and maintain close ties w/ high schools as well as with State colleges/universities and w/ key State govt. branches.

· Quality Program Review & Enrollment Management processes are used annually w/ a 3-yr update that involves contributions of divisional staff, faculty, administrators, and researchers.  

· Budget and planning teams work with campus and district institutional researchers to establish yearly goals for the campus, student services, and instructional programs.  The budget is tied directly to the College Mission, to the annual Student Equity Action Plans developed in every program and division, and to the De Anza 2005: Pathways to Excellence, the Educational Master Plan.

· De Anza publishes an annual report documenting its progress toward the goals outlined in the Ed Master Plan.

· A strong matriculation process and supportive research office measures attrition, program completion, transfer, demographic changes, and satisfaction of students, staff, and employers of De Anza graduates.

· Student activism through De Anza Associated Student Body (DASB) and campus-wide decision-making bodies is high.  Students serve on governance committees from Board to division advisory committees. 

	Strengths in Fiscal Stability

	· Historically, De Anza meets or exceeds its state FTE allocation
· In 1999 voters gave overwhelming support (72% approval) for renovating and repairing classrooms & facilities, and constructing a Child Development Center and a Student and Community Services Center

· Faculty, staff, administrators, and students work closely to monitor expenditures and to establish budget guidelines according to college and community goals and needs.

· The De Anza Student Body (DASB) is fiscally independent and regularly provides support to many college programs, mainly in athletics and the arts.

· College seeks agreements with local businesses and industry for joint venture and grant opportunities in the public and private sectors that support De Anza's mission, strategic goals, and ed master plan.

· The Foothill-De Anza Community Colleges Foundation raises and invests funds to support educational excellence at both colleges in district.  


	B.  INSTITUTIONAL WEAKNESSES OF DE ANZA COLLEGE

	Weaknesses of Academic Programs and Services

	· Assessment services are underdeveloped with little assessment beyond that which is necessary for initial course placement.    

· Development and application of superior instructional  technology has been focused at higher levels of transfer curriculum and in various partnerships with industry.  

· Instructional innovation in transfer level courses has far outpaced slower application of best practices to developmental levels of curriculum 

· Perceptions of exclusivity in some student support programs such as EOPS, DSPS and other specialized programs designed to assist low-income, high-risk students

· Math and Writing Centers, as they now exist, do not reach out to assist students in pre-college level courses.

	Weaknesses of Institutional Management

	· The continual challenge to diversify staff and faculty to better align with diversity mix of students

· Ability to track and monitor students is weak – slow development of early alert, degree audit, etc.

· Poor centralized referral services for students in need of assistance – only 16% of students in developmental classes ever visit a counselor or advisor for educational planning.  Less than 5% of students in developmental level classes have an Educational Plan.

· Services to Non-Native English Speakers need to be strengthened.

· Changing Policies at Four-Year Institutions Magnify the Developmental Ed Gap:  Recent policies at the University of California and CSU systems negatively impact De Anza’s ability to provide under-prepared students with the skills they need to progress to higher levels and gainful employment.  At a time when De Anza struggles to provide adequate resources for under-prepared students, UC has virtually eliminated developmental classes, and the CSU system plans to dismantle its developmental offerings by next year.  Both urge students needing to overcome skill deficiencies to do so at the local community college.  All this occurs when community colleges, like De Anza, receive only $4,557 per student each year while UC and CSU receive $19,720 and $10,116 per student respectively
.  

	Weaknesses in Fiscal Stability

	· A Severely Diminished 2002-2003 Budget:  California’s budget for 2002-03 implemented major cuts – triggered by the economic recession, exacerbated by the State’s 2001 energy crisis, and the September 11 national nightmare.    For 2002-03, De Anza lost nearly $900,000
, had enrollment caps tightened, and took a 35% reduction in state matriculation monies which funds vital student support services.  

· The Deadly Axe of Additional Mid-Year Budget Cuts Fell as this Application Was Being Written:  The State is now facing a total two-year shortfall between revenues and currently authorized expenditures of  $34.8 billion
.  Exacerbating the problem (albeit a partial onetime stopgap) the State has been able to fund expenditures in the current year budget with one-time revenues – the largest component being the use of securitized tobacco settlement funds. This escalation of the deficit projections was not unexpected, although the magnitude caught even the most dedicated budget watchers by surprise.  The increase encouraged legislators to more quickly to adopt current year reductions, as each dollar reduced in a current year ongoing program would represent two dollars eliminated from the shortfall.  The Governor’s midyear budget reduction proposal calls for an across-the-board budget cut of 3.8% for community colleges, earmarking proposed areas of cutting which have left institutions in an immediate budget emergency.  California’s Community College League is trying to get the mid-year cuts to the system down from $214,545,000 to ‘only’ $171,893,000
 since cuts are on top of the deep cuts in the 2002-03 budget that disproportionately affected those students/citizens most in need of assistance. 


C.  DOCUMENTATION & ANALYSIS OF INSTITUTIONAL PROBLEMS & WEAKNESSES 

MAJOR PROBLEM #1: The retention and persistence rates of students taking critical gateway 

(pre-requisite pre-college level) courses in math and English are unacceptably poor.

College-wide, approximately 47 percent of all De Anza students indicate that they wish to transfer to a four-year institution with or without an AA/AS degree or that they intend to complete an AA/AS degree, a vocational degree, or a vocational certificate. A survey of 1,060 Developmental English students and 978 ESL students in Fall 2001
 (more details in Problem 2 Analysis) shows that by an even greater percentage, these students hope to transfer or obtain an AA/AS or vocational degree.  (Developmental English 89%; ESL 60%).  The vast majority of these students never even reach the two most basic college classes—English 1A and Math 105 (Intermediate Algebra)—that they need to pursue their goals.

ANALYSIS OF ENGLISH GATEWAYS  

The boxed English Course Sequence diagram, shows both the distribution of 1998-2002 testing placement averages for both English and Reading, as well as the overall sequence of developmental courses leading

up to transfer level Freshman Composition, EWRT 1A.
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Students who place into the lowest level of English (EWRT 100A) and/or reading (READ 201) are required to enroll in a half-unit co-requisite class through the Readiness Program.  Likewise, students who place into the next developmental level of English (EWRT 100B) and reading (READ 100) are also required to enroll in a half-unit co-requisite class through the Readiness Program.  Even ESL students who place in the lowest levels of ESL classes are required to take a half-unit co-requisite class.  In each of these co-requisite classes, students must pass a final exam given and evaluated by faculty and staff in the English, reading, ESL, and Readiness departments.  

	ENGLISH GATEWAY COURSES ARE BARRIER FOR THOUSANDS OF STUDENTS!

	Course
	Success Rates Data(1)
	Why is this a

Critical Gateway Course? (2)

	EWRT 100A:  Fundamentals of Writing
(taken concurrently with EWRT 150-Guided Practice in Writing). 


	Acceptable Levels of Success

An average 70% of enrolled students (1996-2001 cohorts) successfully passed EWRT100A  BUT
Poor Rates of Persistence: Cohort tracking indicates that only 45% of students beginning at EWRT 100A are passing  EWRT 100B within three years & only 35 % complete EWRT 1A
	1998-2002 assessment data indicates an average of 24% of students tested place at this level two courses below EWRT 1A (the course required for all degrees and transfer).  

8-10 sections enrolling

200-225 students are

offered each Fall term.

	EWRT 100B:  Preparatory Reading and Writing Skills
(taken concurrently with EWRT 160-Guided Practice in Reading and Writing)  


	Acceptable Levels of Success

An average of 76% of enrolled students (1996-2001 cohorts) successfully passed EWRT 100B.   BUT

Persistence:  Cohort tracking indicates that only 53% of students beginning at EWRT 100B are passing English 1A within the next three years.

Repeaters:  Students can retake EWRT 160 (which prepares them to pass the exit test) 3 times for credit.  15% of EWRT 160 students repeat the course each year.
	1998-2002 assessment data, indicates an average of 57% of students tested place at this gateway level - one course below EWRT 1A.  

     About 2,000 students take this course each year – the majority of whom have declared degree and/or transfer as a goal.

In a typical Fall term, 35 sections enrolling a total of almost 1,000 students will be

offered.

	EWRT 1A:  Composition and Reading: Standard ‘Freshman Composition’ 
	1998-2002 assessment data indicates an average of only 19% of those tested place directly into EWRT 1A.  This course is a requirement for all degrees and transfer students.

	(1) Lucas, Jim, District Planning and Research Office, ’Tracking Of Cohorts’ Study, Spring 2001, 

(2) De Anza Assessment Center Data,, 1998-2002


Because the co-requisite classes supplement the activities of the five-unit courses and because the co-requisite curriculum so exclusively focuses on and emphasizes the principles taught in the five-unit classes and the skills which will be needed in the next level courses, this final co-requisite test is crucial for making sure students have certain competencies before they can move on.  Students who do not pass this test and the five-unit class may not proceed to the next level until they have passed both classes.  What has become evident is that a very high percentage of students cannot pass this “exit” test and must repeat the co-requisite classes, often several times, before they can pass and move on to the next class.  This process accounts, in part, for the high percentage of students (identified in the preceding chart) who never move beyond this developmental level to college-level classes.

ANALYSIS OF MATH GATEWAYS
The boxed Math Sequence diagram below shows both the distribution of 1998-2002 testing placements averages and the overall sequence of developmental courses leading up to transfer level.  Tracking data reveals that developmental students do not succeed at even as high a rate in math as they do in English writing.  Fewer than 20% of students starting initially with Math 200 attempt a college-level Math course higher than Math 105, Intermediate Algebra.  Of 932 students tracked in a 1997-98 cohort, for example, only 10.5% completed any course higher than Math 105 within a period of four years.   Such evidence is especially disheartening since math is required for many careers and is a necessary subject for many students if they are to achieve their anticipated goals. 
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	PRE-COLLEGE MATH COURSES ARE BARRIER FOR THOUSANDS OF STUDENTS

	Course
	Success Rates Data(1)
	Why is this a

Critical Gateway Course? (2)

	Math 200 Pre-Algebra

	Successful Completion

While an average 65%of enrolled students (1996-2001 cohorts) successfully passed Math 200, only 35% went on to successfully pass Math 101 within three years.  

Persistence:

1996 to 2002 Cohort tracking indicates that an average of 16 % of students beginning at Math 200 are passing Math 105 within three years and less than 10% ever successfully complete a math course above Math 105.
	1997-2001 assessment data indicates an average of 22% of students tested placed at this lowest math level.
12-15 sections, enrolling

a total of 480-600 students, are offered each Fall term 



	Math 101

Elementary

Algebra


	Successful Completion

While pass rates for students beginning in Math 101 reach as much as 72% (1996-2001 cohorts), only 40% went on to successfully pass Math 105 within three years.  

Persistence:  Cohort tracking indicates that 24% of students beginning at Math 101 successfully complete a math course above Math 105 within 3 yrs.
	1997-2001 assessment data indicates an average of 27% of students tested place here.  
Fall 2001:  26 sections

enrolling total of 1040 students

	Math 105

Intermediate

Algebra
	Successful Completion

About 70% of students that begin at Math 105 pass the course.  

Persistence:  Cohort tracking indicates that as many as 50% of students beginning at Math 105 successfully complete a math course above Math 105 within three years.  
	1997-2001 assessment data indicates an average of 32% of students tested placed at this level.  

As shown on the diagram above, Math 105 is the foundational course pre-req for most college programs.


FACTORS CONTRIBUTING TO THE PERSISTENCE AND RETENTION PROBLEM

The service area transformed, but De Anza’s developmental program did not .  As documented on the table below, De Anza’s ethnic diversity, like that of the Santa Clara Valley, has changed dramatically since the mid-1970’s when the College’s developmental programs were first instituted.  De Anza’s developmental curriculum, as well as coordination between English, Reading, Math, and ESL developmental faculty, has not changed adequately to meet the needs of this changed population in this thirty year period. 
	Dramatic Shift in Ethnicity at De Anza College

	 
	Fall 1970
	Fall 2002
	Change As % of Total

	Whites
	8,666/91%
	7,956/31%
	(-60%)

	Asian/Filipino/Pac Islanders
	296/3%
	12,320/48%
	+48%

	African American
	164/2%
	1,027/4%
	+4%

	Hispanic
	445/5%
	
	+13.5%

	Other
	0
	770/3%
	+3%

	Total
	9,571
	25,666
	-------


Explosive Growth of Households in which English in Not the First Language:  Another phenomenon that contributes to the high numbers of developmental students is that, as the San Jose Mercury News recently reported, according to current census data, “Nearly half of Santa Clara county’s residents speak a language other than English at home following a decade of immigration that reshaped the Bay Area’s ethnic landscape” (27 Aug, 2002, A1).   18% of households speak Spanish while 19% speak an Asian language.  This finding tells much about the developmental population at De Anza also, for as the 2001 survey mentioned above concluded in its study of developmental English and ESL students, over 75% of developmental students had a first language other than English – in addition to the 100% of ESL students (Lovas 2001).   Most of these students are often labeled the 1.5 generation but identified as ELL (English Language Learner) by the California Department of Education.  These “students for whom there is a report of a primary language other than English…have been determined to lack the clearly defined English language skills of listening comprehension, speaking, reading, and writing necessary to succeed in the school’s regular instructional programs.”    Typically, these ELL students have the following backgrounds:  Are newly or recently arrived nonnative English speaking immigrants; may have little or no English language proficiency or cultural knowledge of the U.S.; may or may not have first language literacy; and will require specialized instruction to develop oral fluency as well as academic reading and writing proficiency.

College’s Assessment Instruments Need Review:  

Over 4,000 students each quarter (approximately 16,000 per year, including summer school) take De Anza’s Math, English, Reading, and ESL placement tests that are required before they can enroll in the college level courses they need to transfer or to obtain AA/AS degrees or to complete vocational degrees and certificates.  According to De Anza’s Director of Assessment, and to the District’s Institutional Research and Planning Office, 85 – 90 % of students tested during the last five years have placed into developmental classes.  

An additional factor that contributes to De Anza’s inability to help high-risk students persist to college-level courses are the assessment instruments themselves.  All entering new students who hope to transfer or obtain an AA/AS degree must prove their competency in English, reading, and math.  Consequently, the majority of these students take one or more of the required placement tests:  for English and reading, they take the College Board’s DTLS (Descriptive Test of Language Skills) and write an essay; for math, they take the College Board’s DTMS (Descriptive Test of Math Skills); for ESL, they take the CELSA (Combined English Language Skills Assessment) and write an essay.  Depending upon the student’s score (and the written essay for those taking English and ESL placement tests), s/he is placed in the class deemed appropriate.  Pertinent faculty normed these tests when they were instituted in the mid-1980’s. Seven years ago, faculty re-evaluated the tests and modified the cut scores accordingly.  The overall outcomes of these tests over a five-year period are documented in Major Problem #1 of this CDP and further described in our discussion of the Activity’s goals.  As indicated in both discussions, the current DTLS and DTMS do not provide sufficiently discreet assessment of a student’s individual deficiencies.  For example, a student taking the DTMS for math may miss a particular number of right answers and so be placed into Math 101, Elementary Algebra.  What the test doesn’t tell us is that this particular student selected wrong answers mainly because s/he did not understand fractions.  Were the student able to have an intense introduction or review of fractions via specialized modules, s/he might be able to move into the next pre-college-level (Math 105) instead of taking the entire Math 101 course that s/he doesn’t need.

Without more diagnostic assessment, counselors and faculty cannot adequately identify a student’s particular remediation needs and cannot prescribe the appropriate classes, modules, or skills sets that will most help that student.  Clearly, to alleviate this problem, lengthier, precise and discreet assessment must be found and used to give students a more accurate and detailed diagnosis tied to an appropriate, individualized plan for developing those skills that will enable students to succeed at the college level.

Faculty Support and Development Needed:   Faculty in math, reading and English, in general, are woefully unequipped to identify and remediate the myriad of individual skill deficiencies they encounter among their numerous students.  Nor are they prepared to respond adequately to the variety of learning styles among these students.  In fact, most faculty have no idea where to direct students, either those who are misplaced or those who are failing, so students can obtain the most appropriate help for their individual needs.  For instance, most faculty realize that students need particularized instruction for particular deficiencies.  The ELL student, for instance, may need work exclusively in clause manipulation or in vocabulary and usage or in a particular grammatical problem. However, the curriculum is seldom designed to address these issues with the time, repetition, and strategies that each student needs.  And often, faculty really do not know how best to help a student with such problems.  However, with its emphasis on faculty training and development and on the creation of alternative modes for enabling students to acquire these necessary skills, the plans proposed in this grant will diminish these problems.  They will alleviate problems in another area also.  Faculty repeatedly argue that students seem almost completely unaware of the kind of behavior and the study habits they must adopt if they really wish to succeed. Instructional faculty have no time to teach much needed study skills and new behavioral patterns. However, the variety of “survival skill” modules and other early interventions planned as a major focus of the Student Services Center in this grant proposal, will help alleviate this problem as well as establishing closer ties between the instructional and student services faculty.

 
Most developmental faculty are also unprepared and inadequately trained to employ or take advantage of new and relevant technological resources and methods that might help their developmental students.  The 1999 De Anza Accreditation Report recommended that “An overall institutional high-technology plan be developed to coordinate the College-wide development, use and acquisition of high-technology environments” (1999 Accreditation Report, Rec. #5, 7).

Additional Data on Developmental Students:  Further investigation by De Anza’s Institutional Research and Planning Office reveals even more about these “developmental” students who are not achieving their goals:

· Students placed in developmental courses (who do not withdraw or fail) stay at De Anza for a longer period of time than students placed in non-developmental courses; in short, they do not reach their goals as quickly, if at all, and hence create a costly back-log of unsuccessful students.

The success rate (passing the class with a C or better) for most of the students in developmental courses is less than 54%.   

Students in developmental math courses take a longer period of time to pass than those not placed in developmental courses and are less likely to attempt or advance to college level math courses.  

Students placed in developmental courses, particularly in math developmental courses, have a higher rate of failed attempts than those students who are not placed in developmental courses. 

Students placed in developmental courses, particularly developmental math courses, have a lower grade in subsequent English or math courses than students who are not placed in developmental courses.  

Students who are placed in developmental courses have a lower cumulative GPA than those who are not placed in developmental courses.   

Hispanics and African Americans place in developmental courses at a disproportionately high rate.

MAJOR PROBLEM #2:  An underdeveloped and fragmented infrastructure and uncoordinated support services create severe barriers to developmental and ESL student success. 
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What Do We Know About the Students Falling Through the Cracks?  In Fall 2001, a survey of students enrolled in developmental English and ESL revealed more about this large and growing group of students, self-declared as transfer bound, who (as documented above) have unacceptably poor rates of success in getting through critical gateway pre-requisites.   In an effort to determine why they were not succeeding, more information was needed.  This data, along with an analysis of relevant systemic weaknesses at the college impacting these students, is presented on the following pages.  

	What is your primary reason for going to De Anza College? Fall 2001 Survey of Dev Ed & ESL Students

	
	Transfer to

Four-Year
	Vocational
	AA/AS
	Personal
Growth
	Parents
	Determine
 Life Goal
	Other
	Total

	
	No.
	%
	No.
	%
	No.
	%
	No.
	%
	No.
	%
	No.
	%
	No.
	%
	No.
	%

	Dev
	792
	80%
	3
	0%
	89
	9%
	25
	3%
	17
	2%
	46
	5%
	21
	2%
	993
	100%

	ESL
	418
	45%
	22
	2%
	123
	13%
	227
	25%
	8
	1%
	76
	8%
	45
	5%
	919
	100%


	Fall 2001 Developmental Ed and ESL students:

What resources outside of the classroom have you accessed at De Anza College?

	(Check all that apply)
	Dev
	ESL

	 
	Count
	Percent
	Count
	Percent

	Counseling
	360
	16%
	230
	13%

	ATC computer labs
	255
	11%
	255
	14%

	Open Media Lab
	344
	15%
	331
	18%

	Library Internet Lab
	231
	10%
	164
	9%

	Tutorial Center (L47)
	81
	4%
	65
	4%

	Library
	534
	23%
	457
	25%

	Career Center
	74
	3%
	41
	2%

	Assessment Office
	51
	2%
	17
	1%

	Transfer Center
	113
	5%
	24
	1%

	International Student Ctr
	34
	1%
	93
	5%

	EOPS
	89
	4%
	73
	4%

	CARE 
	9
	0%
	3
	0%

	OTI
	10
	0%
	13
	1%

	EDC
	22
	1%
	1
	0%

	CDEP
	1
	0%
	1
	0%

	DSS
	6
	0%
	3
	0%

	STARS
	62
	3%
	44
	2%

	SLAMS
	23
	1%
	5
	0%

	Total
	2299
	100%
	1820
	100%

	EOPS: Extended Opportunity Program and Services; OTI: Occupational Training; EDC: Educational Diagnostic Center; DSS: Disabled Student Services STARS: Student Transfer Academic and Retention Services; SLAMS: Student Leadership Academic Mentoring for Success; CARE: Cooperative Agencies Resources for Education; CDEP: Career Development Employment Program


The chart to the left is strong evidence that developmental and ESL students, the vast majority of whom plan to transfer to a four-year institution, are literally falling through the cracks in the student support and learning assistance network at the college.  Only 4% ever used tutoring services, less than one in seven saw a counselor, and almost none were participating in our myriad of special programs designed to help students succeed.

	Hours Worked by Course Group and Gender

	 

 

 
	Dev
	Dev
	ESL
	ESL

	
	Male
	Female
	Male
	Female

	
	Count
	%
	Count
	%
	Count
	%
	Count
	%

	Don't Work
	210
	44%
	177
	33%
	158
	49%
	365
	62%

	5-10
	35
	7%
	53
	10%
	24
	7%
	39
	7%

	10-20
	76
	16%
	132
	25%
	37
	11%
	67
	11%

	20-30
	78
	16%
	80
	15%
	34
	10%
	29
	5%

	30-40
	56
	12%
	77
	14%
	42
	13%
	66
	11%

	40 +
	22
	5%
	15
	3%
	29
	9%
	24
	4%

	Total
	477
	100%
	534
	100%
	324
	100%
	590
	100%


In general, the students were not any more likely to be working than other students; with 20-33% working twenty or more hours per week.  The analysis of data gives an interesting profile of the De Anza students enrolled in ESL and developmental levels of English.  Most telling is the fact that English is the first language of only 27% of the students NOT in the ESL program.
	Fall 2001 Developmental Ed and ESL students    What is your first language(s) you learned at home as a child?

	 (Check all that apply) 
	Developmental
	ESL

	
	Count
	Percent
	Count
	Percent

	Amharic
	9
	1%
	13
	1%

	Arabic
	4
	1%
	6
	1%

	Chinese
	121
	15%
	282
	31%

	English
	213
	27%
	23
	3%

	Farsi
	17
	2%
	40
	4%

	German
	4
	1%
	4
	0%

	French
	2
	0%
	7
	1%

	Hindi
	17
	2%
	11
	1%

	Japanese
	16
	2%
	96
	10%

	Korean
	23
	3%
	63
	7%

	Laotian
	2
	0%
	0
	0%

	Portuguese
	4
	1%
	5
	1%

	Russian
	8
	1%
	56
	6%

	Spanish
	111
	14%
	69
	8%

	Tagalog
	36
	5%
	9
	1%

	Vietnamese
	149
	19%
	162
	18%

	Other
	56
	7%
	74
	8%

	Total
	792
	100%
	920
	100%


  In addition, there is no single majority language  ‘first language’ group in the ESL courses leading to transfer level programs, although Chinese is highest at 31% followed by Vietnamese at 18%.  In total, fifteen different first languages were found for non-ESL students! 
The vast majority of students enrolled in developmental levels of math and English are in the traditional college-aged group, 

	Fall 2001 Developmental Ed and ESL students    Student Age 

	 
	<= 17
	18-24
	25-34
	35-44
	45-64
	>= 65
	Total

	 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%

	Dev
	90
	9%
	850
	83%
	66
	6%
	16
	2%
	5
	0%
	0
	0%
	1027
	100%

	ESL
	24
	3%
	392
	42%
	306
	33%
	159
	17%
	50
	5%
	4
	0%
	935
	100%


ages 18-24 years, are taking more than 10 credits, and have declared intent to get a degree or transfer. 

	Fall 2001 Developmental Ed and ESL students    How many unit s are you currently enrolled in?

	 
	0-5
	6-10
	11-15
	16-20
	20 +
	Total

	 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%

	Dev
	41
	4%
	122
	12%
	522
	52%
	277
	27%
	46
	5%
	1008
	100%

	ESL
	114
	12%
	285
	31%
	371
	40%
	126
	14%
	26
	3%
	922
	100%

	Fall 2001 Developmental Ed & ESL stdnts  Frequency of computer use?

	 
	Never
	Rarely
	Sometimes
	Often
	Total

	 
	Count
	%
	Count
	%
	Count
	%
	Count
	%
	Count
	%

	Dev
	9
	1%
	52
	5%
	270
	26%
	695
	68%
	1026
	100%

	ESL
	18
	2%
	66
	7%
	275
	29%
	581
	62%
	940
	100%


ESL students take a fewer credits, are more predominately female, and as a group are older than their peers enrolled in developmental courses.  Not surprisingly, given their traditional college ages and transfer goal aspirations, the majority of these students indicate that they are frequent computer users-- data is consistent for both ESL and development groups.  This is a computer literate group – but then, this is the Silicon Valley!

Analysis of Gaps and Deficiencies in Services

The 1999 Accreditation Report recognized that there were gaps in services and recommended “a plan be developed to incorporate both a process and a discrete instrument relevant to student services as the college moves toward a more comprehensive approach to program review and planning.”

Access to Information Needed for Advising and Student Tracking: At the current time, neither counselors nor faculty have a reliable resource for identifying potentially high risk students nor a thorough and consistent method for directing these students to appropriate sources for help.  In short, they do not have access to student profiles because the information is sketchy and inconsistent.  Students have neither access to nor help with designing an Individual Educational Plan (IEP).  Counselors have no reliable way to monitor a student’s academic progress or to implement interventions at strategic points in a student’s progress through the system.  Furthermore, neither counselors nor faculty have access to the kind of tracking information that shows which intervention strategies work best for particular students.  Without such information, the college cannot design and offer the best options for promoting student success.  However, the activities proposed in this grant will significantly remedy these problems.    

Uncoordinated and Fragmented Services:  A more centralized coordination of the numerous services and pathways to success available to under-prepared, at risk students is needed.  The College supports numerous small and large programs and pockets of services all designed to aid such students: a Counseling Center; a Readiness Program offering classes as adjuncts to regular developmental English, Reading, and ESL classes; a Tutorial Center; an On-Line Tutoring Program; a Skills Center; a Communication Across the Curriculum Program; a Conversation Partners Program; a Listening and Speaking Lab; a Language Lab; A Math Performance Success Program; a Career Center; a Transfer Center; EOPS (Extended Opportunity Program and Services); DSS (Disabled Student Services); EDC (Educational Diagnostic Center); OTI (Occupational Training Institute); the Puente Program; SLAMS (Student Leadership Academic Mentoring for Success); STARS (Student Transfer Academic and Retention Services); a Middle College for high school students; and a Financial Aid Office.  The College offers students a variety of instructional modes via which they may gain their necessary skills: regular classes; LINC classes (two or more discipline courses linked with instructors team teaching); Distance Learning Classes, Hybrid Instruction, and On-Line courses; Independent Modular Courses in the Advanced Technology Center - - but few developmental level Math and English students find their way to participate in those classes.   As documented above, too few students needing guidance find or seek student services support and guidance; too few students know about, seek out, or are directed to alternative methods of instruction and/or programs designed for their particular needs; too few faculty and staff are sufficiently aware of various instructional or student support services available for developmental students; and too few faculty and staff actually direct individual students to programs and services that will provide specific remediation for a particular student’s individual weaknesses 

For students, faculty, program managers, and counselors alike, such a chaotic array of avenues to success is confusing, in fact, formidable. Students don’t know where it is appropriate to get help; faculty don’t know where a student can go to get the kind of help s/he really needs; counselors also find it difficult to determine which service and which program will best serve a student; and program managers find they are often competing for the same students and resources.  The centralizing and coordination of instructional and student services can successfully alleviate this problem.

Changing Policies at Four-Year Institutions Magnify the Developmental Ed Gap.

Recent policies at the University of California and CSU systems negatively impact De Anza’s ability to provide under-prepared students with the skills they need to progress to higher levels and gainful employment.  At a time when De Anza struggles to provide adequate resources for under-prepared students, UC has virtually eliminated developmental classes, and the CSU system plans to dismantle its developmental offerings by next year.  Both urge students needing to overcome skill deficiencies to do so at the local community college.  All this occurs when community colleges, like De Anza, receive only $4,557 per student each year while UC and CSU receive $19,720 and $10,116 per student respectively.
  
Relationship of Fiscal Crises to Title III :  Without assistance to strengthen the institution’s infrastructure for delivery of developmental education and critical support services, including the ability to track and advise the most at risk degree-seeking students, unacceptably low rates of success among students with skill deficiencies will continue.   Institutional researchers and college leaders project that in this decade alone, as many as 25,000 students will not achieve their educational goals at De Anza because they are unable to get through the gateways of math and English if significant changes and new practices are not implemented.

4.  INSTITUTIONAL GOALS

At De Anza College, goal setting is an integral part of effective shared governance processes from the Board of Trustees to the Academic Senate.   The strategic goals of De Anza’s five-year Educational Master Plan, Pathways to Excellence, developed through the constituency-based planning process for which the college has been positively recognized with the state and region, are:  (1) Achieve levels of excellence in a climate of learning for a diverse student body; (2) Provide effective support and open pathways to learning for every student; (3) Improve student learning outcomes, removing barriers to degrees and certificates (4) Strengthen management of all resources through appropriate applications of technology; (5) Increase student access through planned growth and fiscal soundness; and (6) Pursue partnerships, joint ventures, and external resources.  The strategies proposed in this application are in direct alignment with these strategic goals.  

Furthermore, De Anza 2005: Pathways to Student Equity, Achieving the Goals of the Educational Master Plan (Approved by the Academic Senate on 1/22/01), emphasizes goals that are equally related directly to the college mission and vividly reflected in the Title III strategies outlined in the Activity.   As President, Dr. Martha Kanter, noted in her "2002 State of the College"
 presentation to the Board of Trustees, this Educational Master Plan "provides the framework for De Anza's Student Equity Plan which was created under the auspices of the Academic Senate and continues as the centerpiece of much of our work.”  In this presentation, President Kanter identified a three of key goals from the Student Equity Plan --each of which targets weaknesses and problems documented in the preceding section:  Increase number of students earning degrees and certificates;  Improve success rates of all students across demographic groups so that learning outcomes are comparably high with no more than a 5% variance between each group; and Build college's research functions in order to examine student learning outcomes as well as retention and success in the mix of on-line, classical, and collaborative instructional methods.

	KEY INSTITUTIONAL GOALS AND OBJECTIVES RELATED

TO SOLVING DOCUMENTED PROBLEMS AND WEAKNESSES

	Process:  The following goals respond to documented problems and weaknesses and were extracted from De Anza departmental level planning documents – created in comprehensive goal setting process.

	Key Goals for Academic Programs

1.  Implement new instructional strategies to open blocked pathways and increase numbers of students successfully transitioning from developmental education/basic skills to college-level programs to AA/AS degrees, vocational degrees or transfer status.

2.  Reconfigure and redesign curriculum, programs, and services to increase efficacy of bridging under-prepared, high risk students to college-level programs.

3.  Implement new and strengthened student services and advising strategies to increase numbers of students transitioning from developmental courses to college-level programs.

4.  Develop training of faculty to respond appropriately or with help and direction for individual student weaknesses.

5.  Train faculty to use new and relevant technological resources with students.

6.  Continue to Identify and document key causes of poor persistence and retention and research best-practices approaches. 

7.  Devise research strategies and compile data to determine most successful remediation practices and programs applicable to our college.

8.  Develop faculty training in uses of on-line system for input & tracking of student performance and progress.

	Key Goals for Institutional Management
1.  Strengthen student assessment, tracking systems to improve early alert, IEP's, student support, retention, persistence, follow-up and reporting capabilities

2.  Develop Student Success Center, Math Resource Center, and Language Arts Success Center to coordinate student services and instruction & to provide individual students w/ learning options to accomplish their immediate and longer--term goals.

3.  Develop centralized coordination of support services available to at risk students to provide each student appropriate intervention, remediation, and direction and to eliminate unnecessary duplication of services to at risk students. 

	Key Goals for Fiscal Stability

1.  Reduce "back-log" of unserved high-risk students by developing alternative delivery strategies, for under-prepared students to obtain required skills in math, reading, English, and ESL, thus reducing the constant demand for more costly traditional classes.

2.  Lower overall costs of developmental education by increasing the persistence and retention of under-prepared students and thus reducing the number of classes required for "repeaters."

3.  Reduce the expense of developmental intervention by coordinating and consolidating efforts and eliminating costly duplication of services.


5.  MEASUREABLE OBJECTIVES

These Objectives are Directly Related to Strategic Goals:  (1) Achieve levels of excellence in a climate of learning for a diverse student body; (2) Provide effective support and open pathways to learning for every student; (3) Improve student learning outcomes, removing barriers to degrees and certificates. DEGREES AND CERTIFICATES: Objective 1 - Student Success:  

The 2003-2008 student cohort, entering at the developmental level, will have a minimum increase of 10% over the 1995 cohort six year base line of 13%, in the percentage of students entering at the developmental level who complete their degree program requirements. 

OPENING ENGLISH PATHWAYS:    Objective 2 - English 100A: To increase the percentage of students beginning EWRT 100A who pass English 1A within five years to 45% over a 1996-2001 cohort baseline of 35%.  Objective 3 - English 100B: To increase the percentage of students beginning at EWRT 100B who pass English 1A within three years to 65% over a 1996-2001 cohort baseline of 55%.
MATH PATHWAYS:  Objective 4 - Math 200: To increase the percentage of students beginning Math 200 who pass Math 105 within five years to 45% over a 1996-2001 cohort  baseline of 35% and the percentage of students beginning Math 200 who pass Math 105 within three years to 25% over a 1996-2001 cohort baseline of 10%.  Objective 5 - Math 101:  To increase the percentage of students beginning Math 101 who pass Math 105 within five years to 45% from a 1996-2001 baseline of 37%.
Objective 6 - Math 105: To increase the percentage of students beginning Math 105 who pass the course to 75% over a 1996-2001 cohort baseline of 70%. 

STUDENT SUPPORT SERVICES:  Objective 7 - Student Support Services:  To increase the percentage of developmental students who receive assistance through student support services by two times over the 2001 baseline of 16% as measured by the Lovas Survey instrument.

6.  INSTITUTIONALIZING NEW PRACTICES AND IMPROVEMENTS


In 2002, President Martha Kanter, due to the college-wide ongoing concern for the high number of students who fail to persist through developmental courses to college-level, instigated this application for Title III funds which is devoted exclusively to increasing the institutional capacity to assist high-risk students reach their academic goals.  With presidential support, numerous administrators, faculty and staff have joined and shared ideas, experiences, knowledge, and visions that have resulted in the plans described in this document.   All are committed to strengthening the College and its students via the strategies outlined here; likewise, all are committed to institutionalizing the permanent new practices proposed for funding.


The Activity following presents a solid plan for development, implementation, and institutionalization of three new Centers: the Language Arts Student Success Center, the Math Resource Center, and the Student Services Center.  The locations for these three Centers are already being built or renovated with funds from the 1999 Measure E bond election, and donations have been secured for a portion of the equipment for the LASC and the MRC.    However, as part of the initial design of this Title III project, key institutional leaders completed an analysis of additional recurring and non-recurring costs related to creation of these Centers.  Title III is being asked to assist with a portion of the start-up costs..

Cost Analysis for Recurring and Non-recurring Costs
	Recurring Costs
	Non-recurring Costs

	· Salary and benefits for Center Coordinators and Staff 

· Upgrade and replacement costs for equipment and supplies

· On-going training for staff and faculty

· Technical support and equipment maintenance
	· Faculty replacement costs for curricula and methods development and pilot-testing

· Initial equipment and initial software acquisition

· Initial set-up of Centers procedures, security, and scheduling, etc.

	The Activity Budget presents a detailed analysis of costs to be phased onto the college budget.  Actual dollar cost projections are provided there.  Page limitations prohibits repetition here.


Staffing the Project and Institutionalization of New Personnel

In addition, to creation of new positions detailed in Key Personnel and Budgets, we have selected dedicated faculty and staff who already have well-established working relationships within the college who are qualified and ready to assume all the responsibilities immediately and are able to do the job within the allocated time.  The assignments were based on the following criteria: 1) area of responsibility is related to the activity and 2) results of this activity will be institutionalized under this individual.  In the planning of this project, we have tried to keep our focus on the people within the organization.

Where will the Money Come from to Institutionalize New Practices?  

De Anza intends to commit a substantial amount to the ongoing costs of the new practices, new positions, and new Centers proposed in this grant.  At a time when De Anza is reassessing all programs in light of severe budget cuts, one might ask,  “Where does the college intend to find funds for this Title III commitment?”  The reality is that because of such budget cuts and because of the increasing number of students pouring into the community colleges since CSU and UC admit fewer students and have raised the admissions skill level bar, De Anza must readjust its program mix and move more funding into support of developmental level students.  No longer can De Anza afford to spawn numerous small experimental programs that duplicate efforts and require common resources.  A costly and decentralized approach has been especially common in special academic programs and services related to developmental level and ESL students.

The college is responding to this crisis by reassessing all programs and combining, coordinating, restructuring or eliminating them as appropriate.  The plans outlined in this grant are perfectly aligned with this effort.  A large portion of the funds freed by this restructuring will be directed to funding the Title III activities.  In addition, the needed funds for new positions will come from money made available as a number of faculty retire within the next five years, allowing for restructuring of assignments and workloads.  Funding of required staffing will also occur as faculty devote part of their contractual assignments to activities in the proposed centers.
Commitment to Equipment Maintenance and Upgrade:  The institution will fund continuing maintenance, equipment and software upgrades, license renewals, and future training costs that will be incurred after the grant expires. We coordinate approval of these costs with the District Educational Technology Center and will include these costs in college departmental budgets on an annual basis as appropriate.  We will 1) purchase equipment that can be serviced by present staff; 2) conduct research to identify and purchase hardware that has a lifetime expectancy beyond the years of the grant; 3) purchase technology with a warranty of at least a year and site licensed software with built-in upgrades. 
Compliance with Required governance and Curriculum Approval Processes:  Description and evaluation of all pilot projects will be shared and submitted for approval, first to faculty within relevant departments and divisions, then to faculty, staff, and administrators college-wide.  New curricula will likewise be submitted to department faculty for approval before being sent to the De Anza College Curriculum Committee for scrutiny and approval. 

Role of Training and Assessment in Institutionalizing New Practices and Improvements: Training will be one cornerstone making it possible to successfully implement changes, break over-reliance on methods and practices that are not working, implement the effective use of instructional and information technologies, and improvement of efficacy in current duplicative programs and services.  On-going training as planned in this application proposes new strategies, methods, and technologies, and provides for effective continuation of those new practices at the conclusion of funding. Faculty training will be planned in conjunction with the Office of Organizational and Staff Development which will assume the on-going costs for faculty and staff training which will be needed post-grant.  

Post- Grant Activities and Monitoring


Building upon the strategies implemented and the knowledge gained during the five-year grant period, the college will continue efforts to enhance the success of developmental students by expanding practices found effective in the three centers to other general education, vocational, and technological disciplines in the college.  Already, for example, the Child Development Program and the Nursing Program are anticipating using the three centers to strengthen the success of students in their programs. The various constituencies involved in developing this grant proposal, as well as the Title III Steering Committee, will continue to monitor Title III activities to assure that they are integrated into the on-going life of the college.  

PART II - DEVELOPMENTAL GRANT SPECIFICS

Prior Title III Support


De Anza Community College has never received a grant through the Title III Strengthening Institutions Program.

Ranking Activities of the Title III Project

De Anza College requests funding for one five-year Activity composed of multiple components which are intricately linked. The Activity is not designed to pull out single components.  All components involve comprehensive strategies to aid under-prepared, high-risk students and need multiple years for development and pilot-testing prior to institutionalization at grant’s end 

This grant would be a sound investment of federal funds. 

�  2002-2003 De Anza College Catalog


�  Fall 2002 Statistics, De Anza Office of Institutional  Planning and Research 


�  Edwin Garcia, “45% in Count Speak Native Tongue at Home.,” San Jose Mercury News,  27 August 2002, sec. 1A.


� Foothill-De Anza, Building Community Excellence, Summer 2002, 2.


� La Voz, Oct. 7, 2002, A1 & 3.


� Viar, David. “2002-03 Mid-Year Budget Reductions,” Community College League, Jan, 2003.


� “The Gap: Behind California Budget Mess: A Pattern of Political Paralysis,” The Wall Street Journal, Oct 1, 2003, 1.


� Lovas, John.  Survey of De Anza Developmental and ESL Students, Fall 2001.


�Academic Literacy, Spring 2002.  A statement of competencies expected of students entering California’s public colleges and universities, Intersegmental Committee - Academic Senates of CA Community Colleges, The CA State University and the University Of CA.  (ICAS) 79.


� Foothill-De Anza, Building Community Excellence, Summer 2002, p. 2.





� Board of Trustees, 20 May, 2002.
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2003 Title III Proposal Development

at DeAnza

came from an exemplary and constituency-based planning process, founded on strong leadership and effective shared governance

Step 2

Steering Committee Uses Goals to Set Title III Objectives

Step 8   

*Internal & External 

Review of Draft Application 

*Finalize Budget 

*Submit

Step 6

Proposal writing team drafts document w/ input from work groups

Step 3

Convene Title III Planning Group & IR helps to statistically document case

Step 4

Design Title III Project and Assign Research/Writing Tasks

Step 5

Work Groups in English, Math, ESL, Assessment & Student Services

Analysis of Strengths and Weaknesses

Researched Solutions for Addressing Problems and Reaching Goals

Problem Identification and Analyses

Goals and Objectives for Addressing Problems Identified

Selection of Proposed New Practices & Strategies to Overcome Problems & Meet Goals

Reallocation of Resources or Pursuit of Other Funding

Title III Proposal will Focus on Success of Developmental Level Students

Strategies & Application Development

Step 7

IR helps design outcomes-based evaluation plan
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