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ABSTRACT 

 
Community colleges serve a large population of diverse students with different 

needs particularly those that are academically underprepared.  Considering this the 

nation is depending on community colleges to focus even more on student success, 

due to the need to maintain a competitive workforce and economic growth.  More 

importantly, community colleges can measure student success through retention and 

graduation rates and for this reason; a plan to increase both rates needs to be 

developed.  Likewise, as more students are entering college academically 

underprepared there is a greater need for effective student support services such as 

academic advising to increase student retention during the first year.  Intrusive 

advising is an approach used by academic advisors that can influence academic and 

social integration and assist students with personal issues, which are significant factors 

in increasing student retention.  

The purpose of this study was to explore the experiences and perceptions of 

academic advisors in the role of mandatory intrusive advising and its impact on the 

retention of first-year academically underprepared students who are enrolled in 

developmental education courses.  More specifically, this study focused on academic 

advisors’ perceptions of the benefits of intrusive advising on student retention, 

academic advisors’ perceptions of their role in intrusive advising, and the benefits and 

challenges of utilizing a mandatory intrusive advising model. 

A collective case study research design was used to conduct this study at two 

suburban community colleges in Texas located in the Gulf Coast region.  Eight 
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academic advisors were interviewed.  Other forms of data collection included 

observations, field notes, documents, and recorded field notes.  The collected data was 

analyzed using the constant comparative method with open and axial coding.  Once 

the data was analyzed, it was used to address the five research questions listed in this 

study.    

The findings of the study demonstrate that the intrusive advising model 

improves student retention for first-year developmental education students.  Through 

the experiences of community college academic advisors, this approach proves that 

both academic and nonacademic factors need to be considered when trying to analyze 

student retention and completion rates.  The intrusive advisors perceived their roles 

were to establish a connection with the developmental education students and help 

them with feeling that they belong, assist them with personal and career goals through 

academic planning, and communicate with them frequently.  Furthermore, the advisors 

role regarding the success of student retention was to connect with the student by 

being the first point of contact at the institution, show students that they care, and 

assist students with referrals and resources.  In addition, the other results found that 

there were benefits and challenges with applying a mandatory intrusive advising 

model for a specific population of students and although campus-wide support was 

apparent, there was an opportunity to improve staffing and other resources.   

The results of the study produced a number of implications to be considered 

for higher education practice such as a mandatory intrusive advising program being 

implemented and designed for first-year developmental education students to increase 
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student retention.  Additionally, this will help institutions meet the American 

Graduation Initiative or completion agenda of increasing the number of postsecondary 

graduates with higher retention and completion rates.  In order to achieve the 

abovementioned implications the advisors must have the time to advise these students 

and the institutional support needed to accomplish positive outcomes.  

Several recommendations for higher education practice were formed from the 

results of the study.  Community colleges need to require first-year students to 

participate in some form of academic advising such as intrusive advising.  Higher 

education practitioners need to incorporate intrusive advising with a mandatory 

student success course or first-year experience course.  Academic advisors who 

participate in intrusive advising need to receive training and professional development 

opportunities.  The final recommendation is that support is provided by the institution 

to ensure the success of the intrusive advising program.   
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CHAPTER I 
INTRODUCTION 

 
Through the American Graduation Initiative (AGI) proposed by President 

Obama, colleges and universities have been charged with the task of educating and 

increasing the number of postsecondary graduates or completers by five million 

students (The White House, Office of the Press Secretary, 2009).  Increasing the 

number of postsecondary graduates will help strengthen educational attainment levels 

in the U.S. by 2020 (The White House, Office of the Press Secretary, 2009).  

Obtaining a postsecondary degree is essential given the projection that by 2018 almost 

two thirds of jobs in the U.S. will require a postsecondary certificate or degree 

(American Association of Community Colleges [AACC], 2012; Carnevale, Smith, & 

Strohl, 2010; Myran & Parsons, 2013; Pluhta & Penny, 2013).  Additionally, Boggs 

(2010) and Reindl (2007) indicated that the expectation is jobs requiring an associate 

degree will grow twice as fast as those jobs requiring a high school diploma.  

Predictions made by the Bureau of Labor Statistics also indicated that 75% of the 

fastest growing jobs would require a degree beyond a high school diploma (National 

Conference of State Legislators [NCSL], 2012).  The National Student Clearinghouse 

highlighted the role of community colleges is increasing the representation of 

postsecondary graduates—thus helping states meet the AGI or completion agenda 

(AACC, 2012; Shapiro, Dundar, Chen, Ziskin, Park, Torres, & Yi-Chen, 2012; 

Spreen, 2013).  In fact, the National Student Clearinghouse found that over 30% of 
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students who initially enrolled in community colleges completed their bachelor’s 

degree in 2012 (Shapiro et al., 2012).  

For over 100 years, community colleges have been educating students and 

have faced significant challenges, such as funding cuts, a reduction of student support 

services, and increased enrollment of underprepared students (Boggs, 2004; Morest, 

2013; Mullin, 2010).  One of the major challenges as indicated by AACC (2014), Barr 

and Schuetz (2008), and Carter (2007) is the substantial number of community college 

students who arrive at the institution academically underprepared and less likely to 

succeed in college level coursework during the first year.  Longitudinal studies have 

also acknowledged an increase in the number of underrepresented students who 

require remedial coursework (Attewell, Lavin, Domina, & Levey, 2006; National 

Center for Education Statistics [NCES], 2010).  According to Attewell, Heil, and 

Reisel (2011) and Wellman and Vandal (2011), approximately 45% of all students 

enter college without the necessary skills needed to be successful.  Of those students 

entering community colleges, as many as 60% required remediation in either English 

or math (Bailey, Jeong, & Cho, 2009; Gonzalez, 2010). 

In addition to academic challenges, community colleges must also address the 

nonacademic and personal factors connected to student completion (Lotkowski, 

Robbins, Noeth, 2004; Sedlacek as cited in Boylan, 2009).  According to Bloom 

(1976), nonacademic factors contributed to about 25% of all students’ academic 

success.  Those  nonacademic factors included students’ motivation; self-confidence 

level within the institutional setting; overall attitude; connectedness with students, 
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staff, and the institution as a whole; and willingness to seek assistance when needed 

(Miller, 2010; Sedlacek as cited in Boylan, 2009).  Personal factors, such as a 

student’s age, socioeconomic status, past educational experiences, first generation 

status, race or ethnicity, family commitments, and financial and work issues, can also 

influence academically underprepared students’ overall academic performance 

(Fowler & Boylan, 2010; Lotkowski et al., 2004).  Ishler and Upcraft (2005) and 

Lotkowski et al. (2004) note that academically underprepared students remain at-risk 

of leaving college if nonacademic or personal factors go unnoticed.   

Kanar (2008) recommends developmental coursework to address both 

academic and nonacademic challenges related to student retention.  This is due in part 

to developmental education not being limited to coursework; but also consisting of 

academic advisement along with personal, academic, and career counseling (National 

Association Development Education [NADE], 2014).  According to the findings of 

Achieving the Dream, a nonprofit program that assists community colleges with 

closing gaps and achieving student success, remediating community college students 

through developmental education coursework is an important factor when exploring 

ways to increase student retention and degree completion (Achieving the Dream, 

2014a; Gonzalez, 2010).  Boylan (2002) defines developmental education as “courses 

or services provided for the purpose of helping underprepared college students attain 

their academic goals”; while underprepared refers to “any students who need to 

develop their cognitive or affective abilities in order to succeed in a postsecondary 

educational experience” (p. 3).  Remediation is provided through developmental 
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education courses designed to close the performance gaps of academically 

underprepared students (Attewell et al., 2006; Bailey et al., 2009; Barr & Schuetz, 

2008; Boylan, 2009).  Research showed that students who completed developmental 

education courses were parallel to those students who originally enrolled in college 

level English and Math when it came to their overall success in completing college 

level courses (e.g., Boylan, 2009; Boylan & Bonham, 2014; Fowler & Boylan, 2010).  

Remediation is a critical issue in higher education and has major implications on 

completion rates for institutions and educating society as a whole (Brown, 2009; 

Mangan, 2014).  For community colleges, remediating students through 

developmental education is an essential component of their commitment to access, 

student retention and completion, and rebuilding a stronger workforce (Brown, 2009; 

Morest, 2013).  In fact, Boylan (2009) suggests gaining an understanding of a 

student’s academic, nonacademic, and personal characteristics prior to designing 

institutional services to assist them.    

Over time, institutions have designed interventions resulting in a slight 

increase in retention rates among first-year students (Tinto, 2004).  These 

interventions include first-year seminars, new student orientations, early warning 

systems, and tutoring services (Campbell 2013; Jones 2013; Miller 2010).  One of the 

primary support services that institutions of higher education utilize to increase 

retention and persistence to degree completion is academic advising (Campbell, 2013; 

Jones, 2013).  Kuhn (2008) defines academic advising as different situations that 

allow representatives of the institution to give insight and direction about academic, 
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social, or personal issues affecting college students.  In a report by Noel-Levitz (2009) 

discussing student retention practices used by community colleges in 2007, academic 

support programs that included academic advising were identified as the most 

successful interventions for the top retention issue at the time, which was students 

being academically underprepared.  According to Harney (2008), community colleges 

are constantly challenged with providing their diverse students adequate and necessary 

academic advising experiences.  It is important for academic advisors to provide 

accurate direction to their students who have complex issues and challenges that may 

hinder them from persisting (Brown 2009; Burt, 2009).  The guidance provided may 

be to inform, suggest, counsel, discipline, coach, mentor, or teach (Kuhn, 2008).  

Research has shown that developing one-to-one contact or a relationship with a 

significant member(s) of the institution has a direct impact on student success (e.g., 

Cannon, 2013; Nutt, 2013; Schee, 2007; Varney, 2012).  The intent of academic 

advising is to support each student and to help them be successful inside and outside 

of the classroom by fostering their engagement, success, and integration to the campus 

(Campbell & Nutt, 2008; Harney, 2008).  Implementing student support services and 

programs such as academic advising are central to student retention and degree 

completion as more diverse students are attending colleges and universities nationwide 

(AACC, 2012; Brown, 2009; Jones, 2013).  

The literature suggests that intrusive advising is one of the most effective 

retention approaches that help at-risk student populations, such as academically 

underprepared students (e.g., Heisserer & Parette, 2002; Schwebel, Walburn, 
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Jacobson, Jerrolds, & Klyce, 2008).  Numerous studies have found that intrusive 

advising has had a positive effect on student success specifically with grade point 

average, persistence, retention, and graduation rates (Burns, 2010; Campbell, 2013; 

Heisserer & Parette, 2002; Jones, 2013; Molina & Abelman; 2000; Schee, 2007; 

Thomas & Minton, 2004).  Schwebel et al. (2008) defines the intrusive advising model 

as “involving some combination of the following: recommended or required advising 

sessions for students on a regular basis; a predetermined set of goals to be 

accomplished in advising sessions; and the dual objectives.”  The dual objectives 

included “a) increasing the motivation and academic success of students and b) 

reducing attrition from the college or university” (p. 28).   

This dissertation seeks to add to the research on the role of intrusive advising 

as it related to retention and completion rates by exploring the perceptions of academic 

advisors who provided mandatory intrusive advising for first-year, academically 

underprepared students who were enrolled in developmental education courses.  

Because most research available focused on faculty perceptions of academic advising, 

research was limited regarding an intrusive advising model from the perspective of 

community college academic advisors, who are required to have frequent contact with 

students enrolled in developmental education courses during their first year.   

Statement of the Problem 

In comparison to four-year institutions, community colleges serve a greater 

number of academically underprepared students from the following diverse student 

populations: minority students, first-generation college students, students from low-
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income families, non-traditional students, and traditional students (Fike & Fike, 2008; 

Pierce, 2012; Thayer, 2000).  Powers (2007) noted that about 66% of all community 

college students enroll part-time.  Part-time students will presumably require one or 

more developmental education courses during their first year (Aycaster, 2001; Boylan 

& Bonham, 2007; McCabe, 2000).  According to Gonzalez (2010), nearly 60% of all 

community college students have enrolled in at least one developmental education 

course.  Success in developmental education courses increases the chances of students 

being retained (Attewell et al., 2006; Gonzalez, 2010; Vaughan, 2006).  Research has 

shown that students who are successful in developmental education courses during the 

first year have a higher probability of retention and completion (e.g., Boylan 1999; 

Boylan & Bonham, 2007; Fike & Fike, 2008; Pierce, 2012).  

Community colleges nationwide are experiencing difficulty with retention and 

college completion rates for those academically underprepared students taking 

developmental education courses during the first year (Boylan & Bonham, 2007; 

Campbell, 2013; Fike & Fike, 2008; Perin, 2013).  The common reasons first-year 

students normally leave college is due to lack of academic skills, personal factors, and 

social integration problems (Campbell, 2013; Ishler & Upcraft, 2005; Lotkowski et al., 

2004; Miller; 2010; Smith, 2004).  The research literature showed that retaining 

students during the first year at colleges and universities increased student success in 

subsequent years (e.g., Miller & Murray, 2005; Tinto, 2004).  In an effort to increase 

retention and completion rates, community colleges need to ensure that the diverse 

student populations they serve are able to overcome the barriers that may cause them 
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to leave college specifically during the first year (Barr & Schuetz, 2008; Fike & Fike, 

2008; Pierce, 2012).  Because of the need for a highly skilled and educated future 

workforce to sustain economic growth and compete globally, (AACC, 2012; 

Lotkowski et al., 2004; Mullin, 2010; The White House, Office of the Press Secretary, 

2009) increasing student retention and completion rates has become a concern both 

locally and nationally. 

In 2000, the Texas Higher Education Coordinating Board (THECB) adopted an 

ambitious goal of Closing the Gaps by 2015 (Bricker, 2008).  The state’s plan was to 

increase the number of students enrolled in college, increase student persistence, 

strengthen the reputation of colleges through programs that are nationally recognized, 

and increase federal research funding for science and engineering (Bricker, 2008).  

These four goals were identified as significant components necessary for the state of 

Texas to compete in both national and international markets (Bricker, 2008).  The state 

of Texas was identified as one of the seven states that had produced more than 

100,000 bachelor’s degree completers in 2010-2011, relying considerably on students 

coming from community colleges to help boost those completion numbers (Shapiro et 

al., 2012).  As community colleges in Texas near the completion of the Closing the 

Gap initiative in 2015, the work continues for program interventions that will lead to 

meeting the completion agenda by 2020.  To meet Obama’s American Graduation 

Initiative or completion agenda (The White House, Office of the Press Secretary, 

2009), community colleges will need to determine the best programs and services to 

increase student retention rates for academically underprepared students.  
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 According to Noel-Levitz (2013) and O’Banion (2012), academic advising 

programs have been the most effective strategy for improving college student retention 

and completion rates.  Campbell (2013) and Miller (2010) explained that some method 

of academic advising showed an improvement of student persistence and retention 

during the first year of college.  Researchers agreed that first-year students who 

frequently use academic advising services are more likely to persist than students who 

do not use those services (Campbell, 2013; Fike & Fike, 2008; Miller, 2010; Pierce, 

2012).  According to Cannon (2013) and Varney (2012), staff contact outside the 

classroom has proven to be a best practice for student retention.  Research has shown 

that the intrusive advising model can increase student success for at- risk student 

populations (e.g., Burns, 2010; Campbell, 2013; Heisserer & Parette, 2002; Jones, 

2013; Molina & Abelman; 2000; Schee, 2007; Thomas & Minton, 2004).  According 

to the results of several studies, student retention rates may be positively affected by 

the personal connection with campus services that has been offered to the students by 

academic advisors (Cannon, 2013; Nutt, 2003; Varney, 2012).   

Although some form of academic advising has been available at institutions 

nationwide, the effectiveness of those programs has depended on the training provided 

to the professional or faculty advisor to better understand their role (Heisserer & 

Parette, 2002; Jordan, 2000; McGillin, 2003; Rinck, 2006; Smith, 2004).  Midgen 

(1989) explained that professional advisors have the best position at the institution for 

identifying at-risk students because they are able to assess and assist with the needs of 

the students; they are devoted to safeguarding student retention, and they are usually 
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available, unlike faculty.  Typically, professional advisors have student development 

backgrounds and are trained to advise students who have experienced challenges 

affecting their chances for academic success (Hagen & Jordan, 2008; King, 2005).  

However, advisors who have been trained to provide intrusive advising better 

recognize those students who are struggling academically and having issues adjusting 

to the college environment (Earl, 1988).   

Understanding how academic advisors view the role of the intrusive advising 

model in increasing student retention and success will broaden the knowledge that can 

be applied to other community colleges and four-year institutions in higher education 

that also seek strategies to improve their own student retention and completion rates.  

Furthermore, clarifying advisors’ perceptions regarding a connection between the 

application of the intrusive advising model and the positive student outcomes will 

shed new light on the importance of these practices.  This study determined if intrusive 

advising was an effective practice to increase student retention by exploring the 

perceptions of professional advisors at the community college.  

Purpose of the Study 

The purpose of this study was to explore the experiences and perceptions of 

academic advisors in the role of mandatory intrusive advising and its impact on the 

retention of first-year academically underprepared students who are enrolled in 

developmental education courses.  More specifically, this study focused on academic 

advisors’ perceptions of the benefits of intrusive advising on student retention, 
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academic advisors’ perceptions of their role in intrusive advising, and the benefits and 

challenges of utilizing a mandatory intrusive advising model. 

 Research Questions 

This study was guided by five research questions: 
  

1. What do community college academic advisors perceive to be the benefits of 

mandatory intrusive advising for students enrolled in developmental education 

courses during the first year? 

2. What are the perceptions of community college academic advisors regarding 

the role of mandatory intrusive advising on the retention of first-year students 

enrolled in developmental education courses? 

3. How do community college academic advisors view and define their roles in 

mandatory intrusive advising? 

4.  What do community college academic advisors perceive to be the challenges 

of utilizing a mandatory intrusive advising model for a specific population of 

students at the community college? 

5.  What are the perceptions of community college academic advisors regarding 

campus-wide support for mandatory intrusive advising? 

Significance of the Study 

A National Study of Community College Education conducted in 2000 found 

that 98.5 % of students who successfully completed their developmental education 

courses during the first year of college were employed nine years later in various 
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positions (McCabe, 2000).  According to the AACC (2012) and The White House, 

Office of the Press Secretary (2009), the U.S. economy can benefit by increasing the 

number of well-trained workers through the work of community colleges.  Increasing 

student retention and completion through intrusive advising for those students in 

developmental education courses provides the nation with educated citizens, a 

competitive workforce, and a thriving economy.  

Despite the obvious need, there has been little research focused on academic 

advisors’ perceptions of intrusive advising and its role in the retention of first-year 

developmental education students.  This study provides practitioners and 

administrators with information to improve or design student success initiatives for 

those students enrolled in developmental education courses during the first year.  

While many of the students who begin college with developmental educational 

courses never intended to enroll in college (Pierce, 2012) intrusive academic advising 

is one approach that is used to assist these students in creating educational plans, goal-

setting, and discuss any obstacles that may affect their path towards completion of 

their degree (Cannon, 2013; Schwebel et al., 2008). 

Summary of Conceptual Framework 

Noel (1985) identified academic advisors as a group of professionals in higher 

education who are vital to helping improve or achieve student retention through 

constant student interaction and engagement.  Intrusive advising that involves frequent 

contact between the student and advisor has been found to have a positive effect on 

student success (Schee, 2007; Schwebel et al., 2008; Varney, 2012).  The conceptual 
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framework that guided this study was Tinto’s (1975, 1993) model of student 

integration or student departure looking at the influence of advisors within the 

integration process.  

Tinto’s (1975, 1993) model of student integration reflects student experiences 

during the first year of college, which is the time when students who fail to complete 

their degrees usually leave the institution.  Tinto (1993) described the importance of 

student interactions with students and employees at the institution.  Research indicated 

that when students felt a greater sense of belonging they were more motivated to 

succeed academically and build social connections throughout the campus (Cannon, 

2013; Heisserer & Parette 2002; Lotkowski et al., 2004; Varney, 2012).  Intrusive 

advising has been developed to recognize the significance of student interaction and 

campus connections (Cannon, 2013; Habley, 2004; King, 2005).  Academic advisors 

that practice intrusive advising are able to provide this connection at the time a student 

enters college and throughout the first year by providing resources for student 

organizations, tutoring services, and goal-setting (Cannon, 2013; Schwebel et al., 

2008).   

Tinto (1993) explained that first-year students experienced some uncertainty; 

without the necessary guidance, and student persistence was impacted.  The theoretical 

model showed that students’ first-year experiences could predict student persistence in 

subsequent years.  In addition, the model explained that although students enter 

college with pre-existing conditions such as being academically underprepared, the 

interaction that occurred during their college experience determined if they would 
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leave college.  Tinto’s model of student integration affirms intrusive advising as a 

suitable academic advising approach for first-year student retention.  The model relies 

on the role of academic advisors, their interactions with students, and their influence 

on student retention, which is the framework used to guide this study. 

Summary of Methodology 

This qualitative study used a collective case study research design (Baxter & 

Jack, 2008).  The setting for this study was two large, suburban, community colleges 

located in the Gulf Coast region of Texas.  The participants consisted of eight 

purposively selected academic advisors who participated in intrusive advising.  Data 

collection was comprised of semi-structured interviews, observations, field notes, 

recorded field notes, and institutional documents.  The data was analyzed using the 

constant-comparative model with open and axial coding to identify themes and 

categories within the collection of data.  

Definitions of Terms 

Academic advising.  Academic advising involves a process of development 

that helps students clarify life and career goals to create an educational plan that 

recognizes these goals.  Constant communication by both advisor and student helps 

students understand they are responsible for making decisions that help them reach 

their educational goals (Winston, Ender, & Miller, 1982).    
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Academic advisors.  Academic advisors are employees of the college assigned 

to students to inform, suggest, counsel, discipline, coach, mentor, or teach (Kuhn, 

2008). 

Academically underprepared students.  Academically underprepared 

students exhibit identified skills and abilities that are not at the college level, because 

of prior educational experiences (Cline, Bissell, Hafner, & Katz, 2007; Miller & 

Murray, 2005).  

At-risk students.  At-risk students are students who face academic challenges, 

are minorities, have disabilities, are on academic probation, and those students from 

disadvantaged backgrounds (Heisserer & Parette, 2002). 

Developmental education.  Developmental education is defined as “a 

comprehensive process that focuses on the intellectual, social, and emotional growth 

and development of all postsecondary students” (NADE, 2010, p.1).  

Full-time students.  Full-time undergraduate students who are enrolled in “12 

or more semester credits, 12 or more quarter credits, or 24 or more contact hours each 

term” (IPEDS, 2014).     

Graduation rates.  Graduation rates are “calculated as the total number of 

completers within 150% of normal time divided by the revised adjusted cohort” 

(IPEDS, 2014).   

Intrusive Advising.  Intrusive advising is a model that focuses on proactively 

bringing campus services to the student instead of waiting for the student to identify 
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their own needs.  The advisor builds and fosters a strong relationship with the student, 

so the student does not feel that the advisor is intruding (Cannon, 2013).  

Part-time students.  Part-time undergraduate students who are enrolled in 

“less than 12 semester or quarter credit hours, or less than 24 contact hours each term” 

(IPEDS, 2014).  

Persistence.  Persistence is defined as distinctive characteristics of a student or 

the student’s environment and social conditions that encourage the students’ progress 

towards completion of an associate’s degree (Burt, 2009).  

Remediation.  Remediation is “pre-college level coursework that prepares 

deficiencies in content-area knowledge and skills required before college students 

attempt college-level coursework” (Boylan & Bonham, 2007, p.2). 

Retention.  Retention is measured as the rate at which “students persist in their 

educational program at an institution, expressed as a percentage” (IPEDS, 2014).  For 

community colleges, “this is the percentage of first-time degree/certificate-seeking 

students from the previous fall who either re-enrolled or successfully completed their 

program by the current fall” (IPEDS, 2014).     

Student success.  Student success is defined as students being responsible and 

involved in creating, maintaining, and achieving their educational goals (AFT Higher 

Education, 2011).  The institutions measurement of success focuses on retention and 

graduation attainment (Nitecki, 2011). 
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Assumptions 

This study was guided by the following assumptions: 

1. Community college academic advisors participating in the study understand 

intrusive advising and the importance of utilizing this model of advising for 

those students enrolled in developmental education courses during the first 

year.   

2. Participants in the study were honest at all times and that they provided 

accurate information.  

3. Academic advisors have working knowledge of intrusive advising. 

4. Academic advisors participate in all components of intrusive advising. 

Limitations of the Study 

The following limitations were identified for this study: 

1. This study was limited to what the participants of the study choose to disclose. 

2. This study was limited to the perceptions of academic advisors at community 

colleges. 

Delimitations of the Study 

This study had the following delimitations: 

1. This study only explored the perceptions of community college academic 

advisors who participate in intrusive advising for first-year developmental 

education students. 
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2. Only academic advisors in two Gulf Coast Region of Texas community 

colleges were asked to participate in this study. 

3. The study only used participants at the two specific sites, although there were 

four other campuses within the suburban colleges system that also participate 

in the intrusive advising program.  

Summary 

Community colleges nationwide have been tasked with the responsibility of 

increasing retention and graduation rates.  By doing so, they have maximal impact on 

the preparedness, aptitude, and skill level of students who may be ready to enter the 

workforce.  This challenge, however, is complex and is confounded by the array of 

barriers that community college students, particularly those from traditionally 

underrepresented populations, must overcome in order to be successful.  

Administrators, cognizant of these barriers, are thus challenged to explore strategies 

and mechanisms that will contribute to student success and may ultimately have an 

effect on their retention and graduation.  Over the past two decades, scholars have 

been examining the effectiveness of intrusive advising as an advising intervention 

model and its effect on increasing student retention rates.  In general, it has been 

acknowledged that the intrusive advising model includes a variety of intervention 

strategies that enhance the relationship between the advisor and students (Glennen, 

1975).  Specifically, intrusive advising proactively identifies barriers, enhances 

student motivation, helps the student make decisions, and encourages student 

involvement with campus life along with educational planning, thus, increasing the 
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likelihood of student success (Cannon, 2013; Schwebel et al., 2008; Varney, 2012).  

Considering the  manner in which intrusive advising addresses the needs and 

challenges of the students, paired with the corroborating scholarship demonstrating its 

effectiveness as an intervention, it is safe to conclude that this form of advising 

correlates with increased student success.         

Overview of the Remainder of the Study 

Chapter II presents a comprehensive review of the literature pertinent to this 

study that is relevant to answering the research questions.  Chapter III details the 

methodology and research design for this study, which includes a collective case study 

of purposive sample of eight participants that were interviewed through semi-

structured interviews.  In addition, observations, field notes, documents, and recorded 

field notes were used for data collection and a constant comparative method was 

utilized to analyze the data to identify themes and categories.  Chapter IV provides the 

findings of the study.  Chapter V discusses the results of the study, their implications 

and recommendations for higher education practice and recommendations for future 

research. 
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CHAPTER II 
LITERATURE REVIEW 

 
This chapter presents a comprehensive review of the literature organized in the 

following pertinent sections: 1) overview of community colleges in higher education; 

2) overview of community college students; 3) discussion of persistence and retention 

of community college students; 4) overview of academic advising; 5) intrusive 

advising; and 6) the conceptual framework that guided this study on academic 

advisors perceptions of mandatory intrusive advising.     

The purpose of this study was to explore the experiences and perceptions of 

academic advisors in the role of mandatory intrusive advising and its impact on the 

retention of first-year academically underprepared students who are enrolled in 

developmental education courses.  More specifically, this study focused on academic 

advisors’ perceptions of the benefits of intrusive advising on student retention, 

academic advisors’ perceptions of their role in intrusive advising, and the benefits and 

challenges of utilizing a mandatory intrusive advising model. 

Intrusive advising is defined as a one-on-one supportive relationship between 

the student and advisor that entails regular contact between the two and where 

discussion of a student’s academic, personal, and social needs are addressed (Cannon, 

2013; Heisserer & Parette 2002; Schee, 2007; Varney, 2012).  The American 

Association of Colleges and Universities reported that just over 50% of students who 

enroll in college are academically underprepared (Miller & Murray, 2005) and need 

additional support during their first year of college.  The perceptions of community 
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college advisors will provide the insight needed to determine if support through 

intrusive academic advising leads to student retention for academically underprepared 

students enrolled in developmental educational courses during the first year.  

Overview of Community Colleges in Higher Education 

Community colleges have evolved into comprehensive institutions serving the 

needs of the community, preparing students to transfer to universities, and producing 

skilled students to enter the workforce (Boggs, 2010).  In order to meet the various 

needs of students, industry, state and local governments, the community, and other 

stakeholders, community colleges face the unique challenge of implementing multiple 

missions (Desai, 2012).  To meet the challenge of implementing these multiple 

missions, American Association of Community Colleges [AACC] (2014) and other 

researchers have suggested that community colleges aim to fulfill the following four 

missions: 1) academic and transfer preparation, 2) vocational-technical education, 3) 

developmental education, and 4) community service (Cohen & Brawer, 2014; Desai, 

2012; Morest, 2013; Robinson-Neal, 2009).  Historically, community colleges have 

maintained a local focus where the priorities have been to meet the needs of the 

community, provide open access, and offer comprehensive courses and programs 

(Boggs, 2010; Brown, 2009).    

Community Colleges Today 

Helping Americans towards educational attainment is the role of the 

community college today (AACC, 2012; Boggs, 2010).  To address the goals of the 

four-abovementioned missions, community colleges provide several programs, 
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activities, and services to accommodate their diverse student populations and 

communities (Boggs, 2010; Brown, 2009; DeSai, 2012).  Currently, community 

colleges offer an affordable, non-selective, academically diverse postsecondary option 

to a wide variety of students from different backgrounds (Boggs, 2010; Brown, 2009; 

Morest, 2013).  This open access or non-selectiveness, according to Vaughan (2006), 

necessitates support services such as academic advising, counseling, financial aid, and 

tutoring to help students achieve academic success once they enter the institution.  

There is an emphasis on retention and college completion rates for community 

colleges.  With the present focus on meeting the completion agenda, community 

colleges must determine how to prepare and retain their students to contribute to a 

competitive workforce by 2020 (AACC, 2012; Boggs, 2010).  Because community 

colleges enroll a diverse population of students, they must offer programs and services 

to support the high number of academically underprepared students who are at-risk of 

leaving college within the first year (Bailey, Alfonso, Calcagno, Jenkins, Kienzl, & 

Leinbach, 2004; Boggs, 2010; Casazza, 1999; Morest, 2013; Vaughan, 2006).  

Developmental Education 

Developmental education instruction is a major component of the community 

college designed to prepare traditional-age and adult students for college level work 

(Bailey et al., 2004; Boggs, 2010; Cohen & Brawer, 2014; Morest, 2013; Perin, 2013).  

According to Casazza and Silverman (2013) and Oudenhoven (2002), essential 

components of developmental education not only include instruction, but academic 

support services, tutoring, advising and counseling.  Several community colleges’ 
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have been able to implement successful advising programs geared towards 

developmental education students.  Those programs included academic advisors who 

monitored an assigned caseload of students to ensure that the correct prerequisites had 

been selected.  With this type of advising, the college recognized a 10% increase in 

those developmental education students who completed math in the first year and a 

20% increase for those developmental education students who completed reading and 

writing in the first year (Achieving the Dream, 2014a).  

According to Achieving the Dream, a college in south Texas slightly redefined 

their program due to it being a larger institution with three campuses.  Instead of 

providing intensive advising to all developmental education students this service was 

extended to those developmental education students who attended an in-person 

orientation and had eight or less transfer credits.  Reducing the academic advisors 

caseloads to the right size helped to improve the quality of interactions among student 

and advisors (Achieving the Dream, 2014b).  College Administrators should consider 

the available models for implementation of advising strategies to provide effective 

programs and policies for students who enter college underprepared to succeed 

(Achieving the Dream, 2014b).  

The National Association for Developmental Education [NADE] (2010) 

defined developmental education as "a comprehensive process that focuses on the 

intellectual, social, and emotional growth and development of all students" (p. 1).  

This process includes three elements: 1) the student learner is viewed holistically 

through the development process, 2) the developmental growth of the student learner 
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is assessed not only academically but also socially and personally, and 3) student 

learners directly out of high school as well as adult learners are evaluated for 

assistance (Bailey, Jeong, and Cho, 2009; Casazza, 1999; Casazza and Silverman, 

2013).  According to Barr and Schuetz (2008), even though there are a few community 

colleges that still view underprepared students as being academically deficient, most 

of these institutions are recognizing that a variety of factors, such as social and 

personal challenges may be connected to student success and that it is imperative to 

accommodate students who exhibit these conditions. 

Boylan (2009) and Casazza and Silverman (2013) suggest that presently, 

various types of developmental education programs are available to all U.S. citizens 

interested in pursuing a degree in higher education.  Sixty-percent of the students 

enrolled in developmental education consisted of high school graduates that attended 

college immediately after high school and did not have the necessary skills and 

knowledge to be successful upon enrollment (Oudenhoven, 2002; NADE, 2011).  

Many of the high school students enrolled in college and needing to take 

developmental education courses may never have intended to attend college and may 

have done so as simply a last resort (Pierce, 2012) because there were no jobs.  One 

growing population of students at community colleges is that of adult learners.  Often, 

adult learners are returning to college due to downsizing at their workplace, or simply 

to enhance their marketability by acquiring new skills to compete in the workforce 

(AACC, 2012; Pierce, 2012).  Considering the numbers of students enrolled who are 

underprepared to successfully complete a college education, community colleges must 
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make special provisions to address this problem if colleges want to continue 

increasing the number of students who attend and successfully complete college 

(AACC, 2014; Barr & Schuetz, 2008; Fike & Fike, 2008).  

Community College Students 

Traditionally, seventy-five percent of high school graduates have pursued a 

college education within two years of completion of high school (Ramaley and 

Leskes, 2002).  According to the National Center for Education Statistics (NCES), 

approximately 12.7 million students enrolled in credit and noncredit courses at 

community colleges nationwide (Radford, Berkner, Wheeless, & Shepherd, 2010).  

According to the Texas Higher Education Coordinating Board (THECB), enrollment 

for the state of Texas was 1.4 million in 2008 with a prediction for a 70% increase in 

new students from 2000-2015 expected to attend a community college (Briker, 2008).  

In addition, adult-learners (25-34) studying at the undergraduate level make up 40% of 

community college enrollment (NCES, 2014).  The college student population today 

continues to flourish in diversity, therefore bringing new responsibilities and 

challenges for institutions (AACC, 2012; Campbell, 2013; Miller, 2010).   

Findings showed that community college students had different key aspects 

than students attending four-year institutions due to their open admissions policies 

(Fike & Fike, 2008).  Community college students today are composed of non-

traditional students who are older and work full-time along with minorities, first-

generation, and traditional age students (AACC, 2014; Boggs, 2010; Fike & Fike, 

2008; Nakajima, Dembo, & Mossler, 2012).  The number and diversity of students at 
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community colleges is expected to continue growing.  For example, for the fall 

semester of 2012, enrollment at community colleges nationwide included 60% part-

time students, compared to 40% full-time students (AACC, 2014).  The average age of 

community college students was 28 with students 22 or older at 71% and 30% for 

students 21 or younger (AACC, 2014).  In addition, in Fall 2012,the percentage of first 

generation students that attended community colleges was 36%, with the majority of 

students being White at 51%; 19% Hispanic students; 14% Black students; 6% 

Asian/Pacific Islander; 1% Native American; and  5% other and unknown ethnicity  

(AACC, 2014).  

Students who attend community colleges are challenged with an array of 

needs.  One major challenge often cited in the literature was flexibility, as many 

students had full-time jobs, families, and financial obligations that were priority 

(AACC, 2014; Fike & Fike, 2008).  Community colleges are prepared to provide 

flexible options that ameliorate these challenges.  Typically, the flexibility offered by 

community colleges includes the provision of developmental courses in several fields 

and the offering of online courses to ensure student success (AACC, 2014).  Another 

need that community colleges are prepared to meet is that of financial assistance.  

Given that many students come from low-income families, meeting this need is 

paramount to a student’s success (AACC, 2014; Fike & Fike, 2008; Nutt, 2003).  In 

addition to these flexible options offered by community colleges, and to maximize 

favorable educational conditions, students need services and resources that the campus 

offers (Bailey et al., 2004; Boggs, 2010; Morest, 2013; Vaughan, 2006).  As such, 
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community colleges are known to make every effort possible to serve students who 

walk through their doors regardless of academic and personal factors they may bring 

with them (Barr & Schuetz, 2008; Fike & Fike, 2008; Pierce, 2012). 

Aptly, Miller and Murray (2005) noted that as enrollment increases in educational 

settings, a proportional number of at-risk students also increase.  While undoubtedly, 

this may have had an effect on student retention and success; most community 

colleges were often well prepared to serve at-risk students by providing campus-wide 

support services.  According to King (2004), the typical at-risk students attending 

community colleges possessed the following characteristics: 

• Underprepared academically due to prior educational experiences; 

• Maintained a group of individual risk factors that may cause academic failure 

such as learning disabilities, neurological, health, or psychological issues; 

• Experienced familial risk factors that included a dysfunctional family, child 

care issues, different family educational values, and financial hardship; 

• Possessed social risk factors such as uncommon ethnic and cultural values or 

challenging peer and social communication due to lack of self-confidence; 

• Were millennial generation students who completed high school in the 21st 

century and often lacked the skills to plan their educational goals (p. 1).     

As the number of at-risk students increased, colleges and universities had to find 

innovative, strategic, and internal resources to increase student success (Molina & 

Abelman, 2000).   
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Academically Underprepared Students 

Community colleges have been known to enroll more underprepared students 

than four-year institutions due to their open admissions policy as compared to the 

selective admissions criteria of four-year institutions (Fike & Fike, 2008).  This trend 

has been evidenced for years as community colleges continue to enroll an increasing 

number of high school graduates and older students who are academically 

underprepared and need developmental coursework (Lesgold & Welch-Ross, 2011).  

This trend had its inception in 1996, when more than 50% of students entering 

colleges and universities were found to be lacking in at least one of three basic skills 

of reading, writing, or math (McClenney, 2009; NCES, 1996; Tritelli, 2003).  

According to Adelman (2005) and Horn and Berger (2004), three-fifths of students 

that attended public community colleges enrolled in at least one year of developmental 

coursework in comparison to four-year public universities where only one quarter of 

their students enrolled in at least one year of developmental education.   

In examining community college educational programs, several researchers 

found that nearly 100% of community colleges offer developmental education courses.  

This is likely due to the large number of students requiring developmental education 

courses (Aycaster, 2001; Boylan & Bonham, 2007; McCabe, 2000).  What is 

promising is that, according to Boylan (2009) and McCabe (2000) students who were 

successful in these courses have continued to do well in non-developmental education 

courses as they progress.  Yet this success must be contrasted with the reality that less 

than 40% of students enrolled in multiple developmental education courses completed 
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their courses (Bailey et al., 2009).  Therefore, when students are required to take 

multiple developmental courses, the chances of success decrease and dropout rates 

increase (Bailey et al., 2009; Burley, Burtner, & Cejda, 2001).  Community colleges 

must be strategic in determining effective retention intervention programs to support 

high school students along with returning adult learners that are underprepared.   

Although institutions of higher education expect high school students to be 

college ready, a study conducted in Texas found that less than one third of high school 

graduates were prepared for college and remediation is needed for reading, writing, or 

math (Barnes & Slate, 2011).  Greene and Foster (2003) conducted a readiness 

evaluation on a sample of 198 students selected by NCES and found that assessing 

students through the Scholastic Aptitude Test (SAT) and American College Test 

(ACT) for basic skills only, does not show that a student is prepared for college.  A 

series of the following three screenings were evaluated: 1) students that completed 

high school; 2) an examination of student transcripts to ensure minimum coursework 

was completed for admission to four-year institutions, counting four years of English, 

three years of math, and two years each of natural science, social science, and foreign 

language; and 3) examining basic skills for reading using the National Assessment of 

Educational Progress reading test scores.  The study concluded that approximately 

32% of high school graduates demonstrated the adequate skills to be successful in 

college. 

Greene and Forster (2003) discussed that when evaluating college readiness, 

considering additional academic and nonacademic factors rather than depending 
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exclusively on SAT and ACT scores provided improved precision.  Other researchers 

found that college readiness defined by test scores on standardized tests such as ACT 

or SAT were very narrow and limited and the test scores defined academic 

preparedness and not college readiness (Barnes, Slate, & Rojas-LeBouef, 2010; 

Lotkowski et al., 2004).  College readiness is defined as study skills, emotional 

maturity, financial aid knowledge, and other factors (Barnes et al., 2010).  Conley 

(2008) described the following four key components of the college ready student: 1) 

cognitive or problem solving skills, 2) knowledge of content, 3) academic behaviors, 

and 4) contextual knowledge.  Conley’s (2008) explanation that few students were 

completely prepared for college paralleled that of Greene and Forster (2003) when 

various dimensions for college readiness were applied.   

Byrd and MacDonald (2005) researched a group of non-traditional first-

generation college students to determine what their college readiness level was.  The 

study consisted of eight participants age 25 or older with an earned associate’s degree 

from a community college who were currently classified as a junior or senior in a 

liberal arts program.  Interviews were conducted with the participants to identify 

necessary skills for college readiness.  The results of the study were in agreement with 

Greene and Forster (2003) and Conley (2008), suggesting that participants recognized 

not only the importance of academic skills for success, but behaviors such as time 

management, setting goals, and other self-regulating behavior were key to their overall 

success at the institution.  Six out of the eight participants in Byrd and MacDonald’s 

(2005) study explained they did not have the skills needed to be successful at a 
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postsecondary institution immediately after graduating from high school.  Byrd and 

MacDonald (2005) described how important college readiness skills are to entering 

college students and how it contributes to student success. 

With the growing number of academically underprepared students, institutions 

across the U.S. have become increasingly proactive in utilizing intervention programs 

for academically underprepared students to reduce attrition (Molina & Abelman, 

2000).  Koch, Slate, and Moore (2012) described remediation for academically 

underprepared students as a necessary function of community colleges and universities 

in order to help these students meet their optimal potential.  Boylan (2009) and 

Lotkowski et al. (2004) recommended that institutions collect data on students' 

nonacademic and personal attributes in addition to their academic abilities when 

planning the appropriate institutional services and resources to provide academically 

underprepared students.  Researchers suggested that determining the characteristics of 

first-year students might provide institutions with insight as to why students leave 

college during the first year (Barr & Schuetz, 2008; Fike & Fike, 2008).  

First-Year Students  

The first year of college is a critical time for students as many are transitioning 

from high school to college and others are beginning their educational journey for the 

first time.  ACT (2008) and Barefoot (2000) found that nearly 35% of all first-year 

students leave colleges and universities during the first year.  In the past, the average 

attrition rate for college and universities nationwide has been approximately 41% from 

first to second year (ACT, 2007).  For those students entering four-year institutions 
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data showed the rate of attrition exceeding 28% and for those students entering two-

year institutions exceeding 50% (Berger & Braxton, 1998).  In addition, the largest 

numbers of students leave college during the first year of being enrolled (Braunstein & 

McGrath, 1997; Campbell 2013; Miller 2010).   

Barr (2007) conducted a study to determine why students leave during their 

first year of college.  The study consisted of 19,489 first-time, first-year students 

beginning in four consecutive fall terms from 1999 to 2002 at a community college 

campus.  The results of the study showed that about 53% did not return the second 

term; 43% of these students were recent high school graduates; over 61% were 

between 18 to 24 years old; more than 70% had plans to transfer or obtain an 

associate’s degree; and 80% had half-time, part-time, or full-time enrollment.  The 

contributing factor for these students that stopped attending were that they were 

academically underprepared for college coursework.  Fike and Fike (2007) and Ishler 

and Upcraft (2005) emphasized the importance of institutions assisting the large 

numbers of first-year college students that enter with competencies that are below 

college level.  Miller (2010) and Tinto (1987) highlighted the lack of college 

preparation among entering college students had a significant impact on their ability to 

transition during the first year. 

Campbell (2013) and Lotkowski et al. (2004) suggested on-going orientation 

and/or first-year programs, engaged advising, and curricular models that seek to 

integrate students to the institution.  The abovementioned programs help students feel 

they have a secure learning environment, a sense of belonging to institution, and a 
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support system to help them achieve their educational goals (Engstrom & Tinto, 2008; 

Lotkowski et al., 2004; Tinto, 2004).  Mandatory orientation programs prior to 

students enrolling have proven to be effective in forming the academic and social 

support system students need as they transition into a new college environment 

(Campbell, 2013; Heisserer & Parette, 2002; Miller, 2010; Stewart, Brewer, & Brown-

Wright, 2006).  The purpose of orientation is to familiarize students with campus 

administration, faculty, and staff while providing information about campus policies, 

mandatory behavior, student organizations, campus activities, along with the student 

resources available (Campbell, 2013; Heisserer & Parette, 2002; Miller, 2010; Stewart 

et al., 2006; Watson, 1993).  

According to Boylan and Saxon (2002) orientation programs increase student 

satisfaction, enhance the student usage of support services, and improve retention for 

those students considered at-risk.  Data collected through the Community College 

Institutional Survey (CCIS) in 2011 showed that only 38% of those community 

colleges reporting some type of orientation program required all first-time students to 

attend (Center for Community College Student Engagement [CCSE], 2012).  In 2006, 

a community college in North Carolina began requiring all first-time college students 

to attend an orientation session along with enrolling in a college success course in an 

effort to increase their 69% first-to-second-year persistence rate (CCSE, 2012).  The 

data gathered from 2007-2010 showed improved persistence rates each year; the 2007 

cohort’s persistence rate increased to 73% and the 2010 cohort’s persistence rate 

increased to 89% (CCSE, 2012).  Ongoing student interactions with faculty and 
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professional advisors were an integral part of these programs (Brown, 2009; 

Campbell, 2013; Fowler & Boylan, 2010; Miller, 2010).  Because of the effectiveness 

of orientation when advising and mentoring contacts are included, colleges and 

universities have expanded orientation programs to include routine structured intrusive 

advising throughout the first year (Andrepont-Warren, 2005) 

Many institutions have gone beyond orientation and offered a first-year 

transition course designed to integrate students both academically and socially to the 

college environment (Jones, 2013; Lotkowski et al., 2004; Thayer, 2000; Tinto, 1993).  

First-year transition courses have been known to acquaint students with campus 

services and resources along with helping them increase their motivation for achieving 

their academic, career, and personal goals (Jones, 2013; Lotkowski et al., 2004; 

Thayer, 2000; Tinto, 1993).  Through first-year transition courses, many departments, 

such as academics, counseling, and academic advising work collaboratively at the 

college in an effort to keep students engaged (Earl, 1988; Kuh, 2008; Lotkowski et al., 

2004; McCabe, 2000; Tinto, 1993). 

Research related to those students that are academically underprepared 

recommended transition courses centered on preparation for college and life skills 

(Barr and Schuetz, 2008; Kanar, 2008; Steingass & Sykes, 2006).  In Fall 2007, a 

college in Texas created Learning Frameworks, a student transition course for first-

time college students centered on students’ development of academic and personal 

skills, improved study skills, and goal-setting (CCSSE, 2012).  Those students that 

completed the Learning Frameworks course had favorable chances of succeeding in 
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developmental education courses and being retained (CCSSE, 2012).  According to 

Barr and Schuetz (2008) and Kanar (2008), transition courses have proven to improve 

the academic success and retention rates of academically underprepared students. 

Low-Income Students 

According to Boylan (2002) and Heisserer and Parette (2002), students from 

low socioeconomic (SES) backgrounds typically experienced academic failure, poor 

self-identity, and family commitments that limit educational opportunities.  Students 

from low-income households typically are academically underprepared and are less 

likely to complete their degree when compared to those students from high-income 

households.  (Campbell; 2013; Thayer, 2000; U.S. Department of Education, 2006).  

Lower-income students usually have attended high schools with less-experienced 

teachers, limited resources, and fewer college preparatory courses (Cabrera, Burkum, 

& La Nasa, 2005; Campbell, 2013; Hollis, 2009).  In 2008, 50% of high school 

graduates had household incomes of $50,000 or less, while 16% had household 

incomes lower than $20,000 a year (McDonough, 2004).  

Low-income students are at higher risk of being demotivated because of the 

following reasons: lack of parental education, no support from family members, no 

social support while in college, and financial stability (Campbell 2013; Lee, Sax, Kim, 

& Hagedorn 2004; Pathways to College Network, 2004; Thayer, 2000).  Students from 

low socioeconomic backgrounds typically depend on college related financial 

information from external contacts, such as high school guidance counselors, college 

fairs, or college marketing brochures, primarily because many of their family members 
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are less educated (Cabrera et al., 2005; Hollis, 2009; National Postsecondary 

Education Cooperative, 2007).  While those students with a high socioeconomic status 

seem to be better prepared and supported because they learn how to pay for college 

from their parents (Cabrera et al., 2005; Hollis, 2009; National Postsecondary 

Education Cooperative, 2007).  College planning is diminished for low-income 

students when their parents have no college background and lack financial resources 

(Ceja, 2006; Choy, 2001; Oliverez & Tierney, 2005; Thayer, 2000).  

A study conducted with parents of eleventh graders showed those parents who 

specified they were well informed about community college tuition and fees 

overestimated the actual expenses at about 5%, while those parents who did not have 

any information about community college tuition and fees overestimated the expenses 

by 228% (Grodsky & Jones, 2007).  In addition, the U.S. Department of Education 

studied college planning by the parents of sixth to twelfth grade students and found 

that 81% of families with household incomes in excess of $75,000 assumed they were 

well informed regarding college expenses to begin preparing, while 49% of families 

with household incomes of less than $25,000 believed they were equipped (Schmidt, 

2008).  In 2007, the Cooperative Institutional Research Program (CIRP) data showed 

that 70.1% of students reported “some” or “major” concern in their ability to finance 

their education (Liu, Sharkness, & Pryor, 2008).  Many of the students surveyed came 

from low-income families and had to work while in college to pay tuition and support 

their families.  According to Zhai and Monzon (2001), community college students 
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assert that financial barriers are significant causes influencing their decision to leave 

college. 

Historically, there have been cyclical movements in the types of financial aid 

resources available.  What has occurred is providing fewer amounts of need-based aid, 

distributing increased merit based aid, and allocating a large amount of loan funding 

with limited amounts of grants being distributed therefore, limiting the opportunity for 

low-income students to obtain a degree (Fike & Fike, 2008; Lotkowski et al., 2004; 

Perna, 1998).  Wessel, Bell, McPherson, Costello, and Jones (2006) explained that 

students from lower income brackets needed the assistance of state and federal aid and 

were less likely to persist and complete their education.  Normally, community college 

students work part-time to offset their financial obligations; however, when there is a 

need to work more hours, attendance in classes often suffers, negatively affecting 

grades, and increasing the likelihood that those students will leave college (Fike & 

Fike, 2008; Nakajima et al., 2012; Upcraft & Stephens, 2000). 

Fike and Fike (2008) noted that enrollment patterns of community college 

students are often part-time and sporadic, which may affect their eligibility for 

financial aid.  Students with less than half-time enrollment may be ineligible for some 

forms of financial aid, which may cause them to rely more on their job or family 

member(s) for financial support (Bettinger, 2004).  Bettinger (2004) described that 

receiving a Pell grant, which is need-based aid, lowers the likelihood of students 

leaving the institution specifically during their first and second years.  According to 

Jing and Fenske (2006), availability of financial aid has a significant impact on the 
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persistence of low-income college students and is a critical predictor of degree 

completion.  Considering the overbearing financial strain and lack of academic 

preparation these students face, there should be continuous guidance and support from 

an advisor in conjunction with courses and programs that provide support during the 

first year (Andrepont-Warren, 2005; Fike & Fike, 2008; Hollis, 2009; Miller, 2010). 

First-Generation College Students 

Prospero and Vohra-Gupta (2007) and the U.S. Department of Education 

(2009) defined a first-generation student as a student whose parents have not 

completed a college degree prior to the student’s enrollment at a college or university. 

First-generation college students who are the first in their families to attend college 

represented about 25% of all college enrollments remaining significantly lower in 

comparison to students from educated families (Blackwell & Pinder, 2014; Strayhorn, 

2006).  Engle and Tinto (2008) reported that for the past decade over 4.5 million first-

generation students were enrolled in postsecondary institutions across the United 

States.  First-generation students are faced with obstacles and challenges during the 

first year that ultimately affect their academic success, persistence, and degree 

completion (Lee et al., 2004; Nuniez & Cuccaro-Alamin, 1998; Payne, 2007). 

A longitudinal study conducted by NCES showed that 43% of first-generation 

students enrolled in a postsecondary institution from 1992-2000 left the institution 

without completing their degree (Chen & Carroll, 2005).  Engle and Tinto (2008) 

found that first-generation college students were about four times more likely to leave 

college without completing a degree in comparison to second-generation students.  
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Research showed that first-generation students tend to have some or all of the 

following characteristics: older, married, have children, employed, attending college 

part-time, and less involved in campus activities (e.g., Hodges-Payne, 2006; Nuniez & 

Cuccaro-Alamin, 1998).  First-generation college students face far more challenges 

that affect persistence and college completion in comparison to second-generation 

college students (DiMaria, 2006; Ishitani 2006; McConnell, 2000).  In addition, 

Thayer (2000) noted that first-generation community college students have lower 

retention rates than non-first-generation students. 

Murphy and Hicks (2006) were interested in studying the factors related to the 

retention rates for non-first-generation and first-generation students.  He conducted a 

study that compared the educational challenges of first-generation and non-first-

generation students and found that first-generation students had disparate expectations 

of college, therefore, impacting student retention (Murphy, & Hicks, 2006).  Murphy 

and Hicks (2006) explained the importance of programs being designed to assist first-

generation students with their challenges, such as poor academic skills, inability to 

integrate to the campus, and financial limitations.  Without college programs to 

address these challenges, first-generation students are considered at- risk of degree 

completion (Choy, 2001; McConnell, 2000).  Payne (2007) described first-generation 

students as academically underprepared, with an increased risk for academic failure, 

and often in need of remedial assistance for math and reading. 

Chen and Carroll (2005) used data collected from the high school transcripts of 

first-generation students showing they lacked adequate academic preparation to 
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compare their college transcripts once they entered college.  Consequently, when 

college transcripts of first-generation students were compared to non-first-generation 

students the data showed 55% of first-generation students and 27% non-first-

generation students completed remedial coursework (Xianglei, 2005).  The findings of 

past research have shown that first-generation students lacked academic support from 

parents, which contributed to poor academic performance and lack of persistence 

(Campbell 2013; Lee et al., 2004; Thayer, 2000).  Research also indicated families of 

first generation students felt unprepared to provide advice to their children due to their 

lack of knowledge about college (Center for Higher Education Policy Analysis, 2007) 

and were adamant about their children being enrolled in developmental education 

coursework (Conley, 2007). 

In order to address the challenges first-generation students face, postsecondary 

institutions must develop successful programs and services that assist with their 

varying needs and allows them to persist, therefore increasing retention (Heisserer &  

Parette, 2002; Petty, 2014; Tinto, 1999).  Student Support Services (SSS), one of 

several federally funded TRIO programs, was created to support first-generation and 

low-income students with their transition to college (Andrepont-Warren, 2005; Fike & 

Fike, 2008).  The program was designed to provide support services and resources that 

include tutoring, courses, workshops, professional advising, counseling, structured 

classes, and campus activities such as cultural events during their first year 

(Andrepont-Warren, 2005; Fike & Fike, 2008).  The benefits of utilizing TRIO 

programs are to provide advisors with the capability to support and encourage the 
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academic success of at-risk students from underprivileged backgrounds from middle 

school through college (Andrepont-Warren, 2005).  In addition,  the TRIO SSS 

program incorporates frequent contact and mentoring during the first year through 

intrusive advising (Andrepont-Warren 2005).  Heisserer and Parette (2002) studied at-

risk students and found that a significant component for student retention was to 

advise them regularly, which is a key component of this program.  

Minority Students 

Community colleges have traditionally enrolled a large number of minority 

students due to the institution being a gateway to higher education (Fike & Fike, 2008; 

Morest, 2013).  Data predicted that minority student enrollment would consist of 46% 

of the total student population in higher education by the year 2020 (Seurkamp, 2007).  

Between 1994 to 2004 “minority students made dramatic gains, increasing by more 

than 1.6 million students (or 49%), and students with unknown race/ethnicity 

increased by nearly 700,000 (or 144%)”  (Cook & Cordova, 2007, p. 2).  Hispanic 

student enrollment was the highest among minority groups with an increase of 67% 

from 1994-2004 (Cook & Cordova, 2007).  The rise in enrollment did not increase 

associate or bachelor degrees from 2004-2005 for minority students, which were 

28.1% and 22.3% respectively (Cook & Cordova, 2007).  In 2011, NCES showed that 

community college enrollment consisted of 35% African American students (NCES, 

2011) and 47% Hispanic students.  As minority student enrollment continues to 

increase at community colleges it is important to understand their characteristics. 
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Minority students who attended community colleges were academically 

underprepared and are twice as likely as white students to have enrolled in one or 

more developmental education courses, demonstrating a high need for transitional 

support (Bailey et al., 2009; Wirt, Choy, Rooney, Provasnik, Sen, & Tobin, 2004).  

Other factors identified by the U.S. Department of Education that contributed to 

minority students being at-risk of  leaving college or non-completion of their degree 

were being a single parent, delaying postsecondary enrollment, attending part-time, 

working full-time, having children and being married, having a GED or no high school 

completion, and financial obligations (Horn & Premo,1995; Horn & Nevill, 2006).  In 

addition, Fike and Fike (2008) explained that minority students have a higher 

probability of coming from low-income backgrounds.  Minority students were found 

to exhibit barriers such as feeling inferior, low academic self-efficacy beliefs, and 

feeling isolated (Oseguera, Locks, & Vega, 2009; Miller, 2010).  Consequently, 

Oseguera et al. (2009) found that no more than 46% of Hispanic students who enrolled 

in college nationwide completed a bachelor’s degree.  Another study conducted at 

about the same time showed that the graduation rate for African-Americans was 

similar with a rate of 43% (Black Student Graduation Rates, 2007).  According to 

Miller (2010), the success of minority students at colleges and universities was based 

on their experience within the educational environment.  

Many retention programs that target minority students combine academic and 

nonacademic retention strategies (Lotkowski et al., 2004; Pathways to College 

Network, 2004).  Oseguerra et al. (2009) explained that when minority students were 
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presented with positive mentoring or advising the success of these interventions 

influenced their decision to remain enrolled in college.  Intrusive advising has been 

supported in the literature for minority students as a proactive intervention that help 

them integrate both academically and socially to the college or university (e.g., 

Heissrer & Parette, 2002; Oseguerra et al., 2009). 

Adult Students 

Community colleges are usually comprised of adult learners over the age of 25 

years old that have social issues, financial obligations, lack of academic preparation, 

and family expectations that intertwine with their educational pursuits (Geigerich, 

2006; Zafft, Kallenbach, & Spohn, 2006).  These students struggle with attending 

college full-time due to working, having small children, or being married which 

affects their ability to juggle personal and school commitments.  A survey conducted 

by the Community College Survey of Student Engagement (CCSSE) in 2005 showed 

57% of students work over 20 hours each week, 36%  take care of dependents, 21% of 

students commute back and forth to class a minimum of six hours each week (CCSSE, 

2005).  

With enrollment expected to increase by 21% for students age 25 or older from 

2005 to 2016 (NCES, 2008), institutions must be proactive in addressing the personal 

and academic needs of these students through intrusive advising.  Marques (2005) 

provided five strategies for advising adult students: 1) Advisors should be involved in 

and knowledgeable of the students’ position and program.  2) Advisors should be 

attuned to the students’ personal well-being in the learning environment.  3) Advisors 
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should be available to the student in a multitude of ways.  4) Advisors should be 

honest with adult learners.  5) Advisors should develop and maintain a peer-to-peer 

relationship with the adult learner (p. 4-5).  In order to assist the adult student 

population it is necessary that institutions develop policies and programs that  are 

effective and meet the needs of these students inside and outside of the classroom 

(Upcraft, Gardner & Barefoot, 2005). 

Traditional Age Students 

In the 21st century, high school graduates entering college are known as the 

millennial generation.  According to the research of Howe and Strauss (2007), there 

were about 80 million millennials in the United States and this number was expected 

to surpass the baby boomer generation reaching 100 million.  Cook (2009) identified 

millennial generation students with exhibiting the following traits: “special, sheltered, 

confident, team-oriented, conventional, pressured, and achieving” (p. 26).  These 

students’ parents are described as helicopter parents who are heavily involved in 

college and career planning.   

Miller and Murray (2005) explained that traditional students enter college 

lacking the skills to plan their educational path on their own.  With millennial students 

making up 30% of community college in fall 2012 (AACC, 2014), institutions must 

determine the appropriate interventions, such as intrusive advising and innovative 

techniques to accommodate millennial students and their parents during the first year 

of college.  Jordon (2000) suggests advisors use technology such as social media 

outlets to connect and build relationships with these students.  Some of the 
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individualities and challenges that community college students may have are 

sometimes different from students attending universities, which can negatively affect 

persistence and retention rates if overlooked by the institution (Fike & Fike, 2008).   

Persistence and Retention of Community College Students 

The impact of student persistence and retention in higher education continues 

to be a central focus (Andrepont-Warren, 2005; Burt, 2009; Campbell, 2013; Jones, 

2013; Tinto, 2004).  Campbell (2013) defines persistence as a student’s ability to 

continue enrollment at an institution in higher education from term to term.  Retention 

is defined as the rate a student persists at the institution through graduation (IPEDS, 

2014).  According to Campbell (2013), retention and persistence may be used 

interchangeably, although persistence is viewed as student action while retention is 

viewed as institution action.  Burt (2009) defines retention as programs and initiatives 

set by the institution encouraging the student to complete their degree.  The 

persistence of students depends on their environment and social settings that provide 

reassurance in their journey of completing a degree (Burt, 2009). 

Tinto (1999) stated that many colleges and universities underestimate the 

importance of retaining students.  If institutions want to uphold their missions then 

understanding the reasons students choose to depart or remain in college is necessary 

(Fike & Fike, 2008).  Trying to determine why students leave college continues to be 

studied while there is an extensive amount of literature that provides some of the 

common reasons.  Research in the early 1970s was centered on the reasons students’ 
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maintained enrollment (Nutt, 2013) and many first-year programs were developed to 

retain students.   

From 2007-2008, the national first-year to second-year retention rate averaged 

65.7 % across all higher education institutions (ACT, 2008).  Two-year public 

institutions experienced the lowest retention rate at 53.7 % (ACT, 2008).  First-year 

retention remains a significant focus in higher education and for community colleges 

across the United States as there continues to be a trend of high attrition during the 

first year of college (Fike & Fike, 2008; Miller & Murray, 2005; Nakajima et al., 

2012).  The average attrition rate from 2007-2008 was 41% for students from first-

year to second-year and 34% for the persistence-to-degree rate, which explains the 

reason why higher education institutions are focused on creating or finding the most 

effective intervention programs that increase student persistence and retention (ACT, 

2007).  Having low persistence and retention rates jeopardizes the future workforce of 

America, the financial sustainability of postsecondary education, and educational 

dreams are unfulfilled (Fike & Fike, 2008; Lotkowski et al., 2004; O’Banion, 2011). 

In order to prevent low persistence and retention rates, student retention 

strategies should be implemented that address academic and nonacademic factors 

(Fike & Fike, 2008; Lotkowski et al., 2004; Nakajima et al., 2012; O’Banion, 2011).  

Academic factors are measurements of college readiness that include high school 

grade point average, high school rigor, and scores of admissions tests typically 

assessed at four-year institutions (Lotkowski et al., 2004).   Hagedorn, Maxwell, and 

Hampton (2002) explained that high school grade point average demonstrates 
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academic ability and is associated with student retention.  Nonacademic factors are 

factors that affect students once enrolled, such as a student’s ability to integrate 

academically and socially to the institution (Fike & Fike, 2008; Lotkowski et al., 

2004; Nakajima et al., 2012).  Many community college students enroll with other 

priorities such as work, family responsibilities, lack of academic preparation, and a 

minimum focus on educational goals (Barr & Schuetz, 2008; Fike & Fike, 2008; 

Nakajima et al., 2012). 

Researchers have found that a significant factor for community college student 

persistence is for students to have educational goals that include academic, career, and 

personal goals (Bers & Smith, 1991; Fralick, 1993; Tinto, 1993).  Therefore, academic 

and nonacademic goals are important for student success (Lotkowski et al., 2004; 

Nakajima et al., 2012).  Grimes and Smith (1999), Silver, Smith, and Greene (2001), 

and Hagedorn et al. (2002) explored underprepared community college students and 

found that nonacademic motivational factors, self-efficacy, or self-confidence improve 

student success, persistence, and retention.  Self-efficacy and student success have 

shown a prominent relationship in community college students (Nakajima et al., 

2012).  Lastly, researchers found developmental education as a key predictor to 

student retention and success contingent upon persistence (Fike & Fike, 2008).  

Community colleges should consider both academic and nonacademic factors when 

developing student retention programs (Lotkowski et al., 2004). 

Research suggests programs or courses that incorporate advising or mentoring 

in the retention plans help improve student involvement, motivation, and self-
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confidence  (Brown, 2009; Campbell, 2013; Fowler & Boylan, 2010; Mangold, Bean, 

Adams, & Schwab, 2003; Miller, 2010; Oseguerra et al., 2009; Padgett & Reid, 2003).  

Cannon (2013) and Habley (2004) emphasized the fact that quality student interactions 

with a concerned person on the campus outside of the classroom is a primary factor 

that contributes to student retention.  Academic advising is a structured program that 

colleges can be used to promote this type of interaction (Habley, 2004).  In a survey 

conducted by ACT and the National Academic Advising Association (NACADA) 

with postsecondary institutions nationwide, data showed that academic advising 

programs were being underutilized and administered poorly nationally, therefore 

failing to help students stay in school (Lotkowski et al., 2004).  Structured advising 

programs assist with ensuring that the programs are administered properly and are 

effective (Habley, 2004). 

 Other suggested strategies for persistence and retention included structured 

academic advising programs along with first-year student block registration and 

mentoring programs where students attend the same courses together during the first 

year with a goal to strengthen student support and academic integration (AACC, 2014; 

Lotkowski et al., 2004; Mangold et al, 2003).  The mentors were from various 

departments and facilitated workshops that provided solutions to social and personal 

challenges that first-year students usually experienced (Lotkowski et al., 2004).  

Community colleges have the opportunity to assess both academic and nonacademic 

factors of their diverse student population and create a structured academic advising 

program that research shows increases student persistence and retention (e.g., AACC, 
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2014; Burt, 2009; Campbell, 2013; Jones, 2013; Lotkowski et al., 2004; Mangold et 

al, 2003).   

Overview of Academic Advising 

Academic Advising has evolved as an integral part of student persistence and 

retention in higher education literature (e.g., Campbell, 2013; Heisserer & Parette 

2002; Lotkowski et al., 2004; Mangold et al, 2003).  Academic advising in higher 

education has been apparent since the mid-17th century when the first institution was 

established (Cook, 2009; Gillispie, 2003).  Over the years, academic advising has 

expanded and become more prominent at campuses throughout the U.S. (Kuhn, 2008).  

Academic advising provides students with guidance and support to improve learning 

and educational goals (Kuh, 2008; Miller, 2010).  Academic advisors in the past and 

today are constantly assisting students with problems or issues beyond degree and 

course selection, and offering an innumerable amount of institutional resources and 

services to increase student success inside and outside of the classroom (Campbell, 

2013; Henning, 2009).  Noel (1985) stated: 

It is the people who come face-to-face with students on a regular basis who 

provide the growth experiences for students that enable them to identify their 

goals and talents and learn how to put them to use.  The caring attitude of 

college personnel is viewed as the most potent retention force on a campus.   

(p. 17) 

Academic advising is a student support service that is ever-changing to meet 

the needs of the students and institution (Henning, 2009; Jordan, 2000; Kuh, 2008; 
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Kuhn, 2008; Miller, 2010).  Colleges and universities can use academic advising as a 

support service program to address the needs of their academically underprepared or 

at-risk students (Heisserer & Parette, 2002).  As the years have changed so have the 

demographic, social, and academic needs of college students.  Advising students in the 

21st century is much different from the inception of academic advising in the early 

years.  

History of Academic Advising in Higher Education 

Frost (2000) noted that the academic advising field has evolved over three 

eras: 1) higher education preceding academic advising being clearly defined, 2) 

academic advising not being observed or explored as a defined activity, and 3) 

academic advising observed and explored as a defined activity.  The first era of 

academic advising was from the 16th through 19th centuries.  Academic advising in 

higher education began in 1636 with the Harvard College through the policy of loco 

parentis as a result of the small student population; administrators, faculty, and staff 

were able to meet the advising needs of students (Cook, 2009; Wimbish, 1995).  The 

policy of loco parentis provided students with parental guidance and support from the 

president, faculty, and staff creating a family-oriented environment (Cook, 2009; 

Jordon, 2000).  According to Cook (2009), Kenyon College introduced the first form 

of advising in 1841, with faculty providing the advising to students.  The initial use of 

the term advisor was at Kenyon College and defined as “someone entrusted to offer 

students counseling in academic, social, and personal matters” (Cook, 2009, p. 27). 
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The second era of academic advising was the 19th century.  Cook (2009) 

explained that the elective system at Harvard University in 1869 introduced students 

to course options that were suitable with their skills, interests, and career goals.  

During the 1870s and 1880s using advisors in a group system was created at The 

Johns Hopkins University linking an undergraduate student to one of the staff as the 

advisor primarily to give students guidance in selecting elective coursework (Cook, 

2009), which is similar to developing a curriculum or degree plan today.  

 In 1889, Harvard University created a board of faculty freshman advisors for 

first-year students that continued into the 20th century (Cook, 2009); focus on first-

year students is still applicable today.  In the 1900s, a freshman orientation course was 

developed at Reed College along with a freshman-oriented course that provided 

information about future careers at Oberlin College (Cook, 2009) these courses can be 

compared to student success courses that many institutions have designed today for 

first-year students.  With an emphasis on freshman students during this time Penn 

State College’s board of freshman advisors implemented a system of 30 assigned 

students for each advisor (Cook, 2009).  The number of assigned freshman students 

that advisors are responsible for today has grown significantly.  Freshman advisors 

currently have the role of assisting students during their first two semesters as a 

mentor to help them transition to college life and ensuring each student’s academic 

success (Jordan, 2000).  

Cook (2009) described the need for specialization and extended counseling 

focusing on personal, vocational, and academic advising which overlapped into the 
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middle 20th century.  Advising in the 20th century included multiple systems of 

advising by freshman advisors, faculty advisors, and other campus staff that provided 

academic advice (Cook, 2009).  The terms student personnel work (Cook, 2009) and 

student personnel point of view (Kuhn, 2008) were introduced in the 1930s with 

academic advising including personal, career, and academic counseling.  The 

foundation of academic advising was derived from the term student personnel work 

with an advising philosophy similar to student affairs.  Cook (2009) described seven 

principles of counseling students implemented at the University of Chicago: 1) caring 

for the student holistically, 2) acknowledging that adjusting to college or university 

setting can be challenging, 3) nonacademic issues can affect the academic readiness of 

a student, 4) developing relationships with faculty at the institution is essential, 5) 

ensuring that faculty members are trained to assist students, 6) understanding that 

faculty are the favored counselors, and 7) students an assigned counselor.  This 

structure now called student services was administered by the dean of students who 

assumed the parental responsibility of the students at that time (Cook, 2009; Jordan, 

2000). 

In the late 1950s, the third era of student advising faced many challenges.  

Cook (2009) explained that tension between faculty and professional advisors may 

have contributed to the issues on college and university campuses.  With an influx of 

students in 1959, the work expectations of faculty and staff changed causing the need 

for a new delivery system (Cook, 2009).  As a result, peer advising and an advising 
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center were established.  Societal changes in the 1960s and 1970s created a more 

diverse student body at colleges and universities (Cook, 2009; Jordon, 2000). 

Community colleges began to grow due to open-door admissions and 

additional federal financial aid programs that increased enrollment of first generation 

students, low socioeconomic status students, academically underprepared students, 

adult learners, and those students with disabilities (Cook, 2009).  These new students 

were the face of what colleges and universities call “at-risk” students today.  The 

change in enrollment laid the foundation for academic specialization and growth 

(Cook, 2009).  Creating effective retention strategies and ensuring that these students 

matriculated became a growing focus (Cook, 2009).  During this time, intrusive 

advising emerged as a strategy to increase student retention (Glennen, 1975).  In 1979, 

the National Academic Advising Association (NACADA) was formed as the national 

professional academic advising organization.  This organization provided an 

opportunity for academic advisors to share ideas, strategies, and obtain best practices 

with professional advisors from institutions nationwide.  

In the 1980s, academic advising began to transform with advisors constantly 

communicating and disseminating information to students along with gaining student 

input in educational planning (Grites, 1979).  Cook (2009) explained that students 

preferred developmental academic advising, which provided student with holistic 

support.  A national survey that was conducted found that the following improvements 

were needed in the advising profession: 1) increased administrative support for 

academic advising, 2) more learning centers specifically at public institutions, and 3) 
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written documentation of the purpose and procedures for academic advising programs 

(Cook, 2009).  Learning assistance centers were created to enhance the skills of those 

students that were having academic challenges (History of Learning Assistance, 

2010).  Learning centers today include math labs, writing labs, and tutoring services 

(Koch et al., 2012).  In the 1990s, the need to provide more assistance to those 

students considered underprepared or at-risk students was heightened (Cook, 2009) to 

ensure student success.  

The 21st century presented new challenges of limited resources, increased 

enrollment, accountability measures, and the millennial tech savvy generation (Cook, 

2009; Jordon, 2000).  Student retention was linked to effective academic advising and 

improvement was needed within the profession of academic advising; campuses began 

to share best practices and the most effective approaches (Cook, 2009).  Burton (2010) 

stated that academic advising has a fourth era “academic advising as a global 

initiative” due to changes in society and globalization.  This aligns with NACADA’s 

vision of being the “premier global association” (National Academic Advising 

Association [NACADA], 2014). 

Community colleges today are faced with the same abovementioned challenges 

along with the pressure of increased student retention with an increasing student 

population of at-risk students.  Nutt (2003) explained that academic advising is a 

valuable tool to use to improve retention and student success; however, a collaborative 

campus-wide focus is needed to ensure student success.  There are three distinguished 

models of academic advising discussed frequently in academic advising literature 
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referenced as: 1) prescriptive, 2) developmental, and 3) integrated or intrusive 

advising (Campbell, 2013; Heisserer & Parette, 2002; Varney, 2012). 

Types of Academic Advising 

Prescriptive Advising.  The oldest model prescriptive advising was defined as 

an authoritarian relationship where the advisor made a diagnosis and provided the 

student with the necessary solution (Crookston, 1972).  The student assumed no 

responsibility in the decision making process and was dependent on the treatment or 

solutions recommended by the advisor (Campbell, 2013; Crookston, 1972; Jones, 

2013).  An example of prescriptive advising is a student requesting assistance from an 

advisor seeking academic advice searching for a solution.  To resolve a problem the 

advisor would normally answer specific questions, but nothing outside of the scope of 

those set questions regarding academic issues would be addressed (King, 2005).  For 

this type of advising, treatment for course selection, degree requirements, and 

registration are addressed routinely (Crookston, 1972).  Using this model could create 

confusion for the student who is prescribed a solution to carryout, but due to their 

heavy reliance on the advisor, the student may not follow the regimen provided.  

Crookston (1972) explains that from the student’s perspective, the advisor is 

the expert and if the student makes a mistake during the recommended process, the 

advisor must be blamed and is responsible for resolving the problem.  Typically, 

advisors act as the “expert” or “teller” and as they connect with students they 

concentrate on the academic needs only while disregarding any other needs of the 

student (Frost, 1991).  While Crookston (1972) discussed the adverse elements of this 
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advising model such as minimal decision making required from the student, other 

researchers have pointed out some benefits of this model.  

Fielstein (1989) conducted a study that determined more than 50% of students 

ranked the following six prescriptive factors as highly significant: 1) understanding 

graduation criteria, 2) explaining course choice, 3) developing a plan of study, 4) 

planning academic goals, 5) discussing career path, and 6) clarifying the registration 

process.  Students that have not been exposed to another academic advising approach 

become accustomed to prescriptive advising (Brown & Rivas, 1994; Pardee 1994).  

Chando (1997) explained that when an advisor is upfront and gives students guidance 

about the challenges of  being a college student, minority students are more inclined to 

perceive the advisor as knowledgeable, attentive, someone who listens, and takes 

accountability for their actions.  Pettay (2007) explained that the prescriptive approach 

frequently fits the academic advising model that is perceived at various institutions; 

new advisors with limited or no training find this approach to be simple and easy to 

apply.  The second model developmental advising involves a personal relationship 

being established between the advisor and the student with the advisor viewing the 

student holistically (Jordan, 2000).  

Developmental Advising.  The developmental model of advising is a mutual 

relationship between the student and advisor with a non-formal commitment to 

develop a successful education plan and create an improved student experience (Baker 

& Griffin, 2010).  Crookston (1972) introduced developmental academic advising as 

encouraging the growth of students that goes further than the advisor answering 
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routine questions, instead directing the student to the proper resources (Chando, 1997).  

Chando (1997) and Crookston (1972) explained that developmental academic advising 

enhances the development of interdependence, decision-making, problem-solving, 

environmental interactions, interpersonal interactions, behavioral awareness, and 

evaluation skills.  Developmental academic advising understands the importance of 

student interaction on the campus, there is a holistic focus on the student, and it works 

students through each life stage of their development (King, 2005).  

Developmental academic advising was viewed not only as advising the 

student, but an opportunity for them to learn through teaching life lessons outside of 

the classroom environment (Hale, Graham, & Johnson, 2009; Jones 2013).  Crookston 

(1972) noted that higher education provides students an opportunity to create a plan to 

achieve a life of self-fulfillment and teaching is defined as any experience that 

contributes to student growth.  Developmental tasks are completed jointly by the 

advisor and student with an expected outcome of varying degrees of learning by both 

(Campbell, 2013; Frost, 2000; Jones, 2013).  

 O’Banion (1994) described five steps for developmental academic advising 

that include: 1) seeking goals; 2) creating career goals; 3) choosing a program; 4) 

course selection; and 5) scheduling classes.  Students should be free to make decisions 

in this process along with the academic advisor.  Kramer (1999) suggested the 

following six steps to advise a student developmentally: 1) understand and use student 

development theories when assisting students, 2) constantly be attentive to the needs 

of students throughout the year, 3) set expectations for students to help them 
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understand their academic potential, 4) establish a mutual relationship with students  

that encourages consistent interaction and academic and personal growth, 5) clarify to 

students the importance of academic and personal goals, and 6) help them create both 

short-term and long-term goals that are attainable.  A close student-advisor 

relationship is a developmental academic advising process that helps students apply 

the support from the college and community to accomplish their academic, career-

related, and personal goals (Miller, 2010; Winston & Sandor, 1984).  The close one-

on-one relationship formed by the advisor and the student was found to have a positive 

influence on the student overall and their outcomes regarding retention and completion 

(Campbell, 2013; Heisserer & Parette, 2002). 

While there has been support for developmental academic advising, 

weaknesses have also been noted.  Gordon (1994) highlighted the following 

deficiencies to include: 1) time, 2) large caseloads, 3) inadequate advisor training, 4) 

inconsistency with advisor interactions, 5) independent advising components, 6) 

variation in collaboration with student and academic area, 7) challenges of assisting a 

diverse student population, and 8) nonexistent assessment plans.  Academic advisors 

struggle to manage the student loads and expectations and are often pulled away from 

delivering developmental academic advising (Appleby, 2008; Howard, 2005).  Even 

with the weaknesses of prescriptive and developmental approaches, it is suggested that 

the two be implemented together in the form of an integrated or intrusive advising 

model due to their combined strengths (Fielstein, 1989). 
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Intrusive Advising 

Intrusive advising was developed to incorporate the effective practices used 

from the prescriptive and developmental models (Burt, 2009; Campbell; 2013; 

Heisserer & Parette, 2002).  Varney (2007) explained that intrusive advising varies 

from prescriptive and developmental models of advising as advisors are providing 

proactive initial contact to students in addition to helping and motivating students.  

Andrepont-Warren (2005) stated that although intrusive advising differs structurally 

from developmental and prescriptive advising models with the advisor intrusively 

contacting the student and the student participating in the service provided.  Value 

continues to be gained from combining the traditional developmental and prescriptive 

models.  Intrusive advising is acknowledged in the literature as one of the following 

four names: 1) proactive advising, 2) developmental advising, 3) high involvement 

advising, or 4) integrated advising (Giroir & Schwehm, 2014; Heisserer & Parette, 

2002; Schee, 2007; Varney, 2012).   

Earl (1988) defined intrusive advising as an “intensive advising intervention 

with at-risk students that are designed to: 1) facilitate informed responsible decision-

making, 2) increase student motivation toward activities in his or her social and 

academic community, and 3) ensure the probability of the student’s academic success” 

(p. 27).  Earl (1988) also described intrusive advising as a structured student 

intervention that is the first step in identifying academic difficulty that encourages the 

student to seek help.  According to Glennen (1995), intrusive advising is a method that 

includes the advisor in all dealings of the students, such as academic, personal, or 
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social challenges.  Varney (2012) identified five steps of intrusive advising that 

complements the definitions of Earl (1988) and Glennen (1995): 1) creates careful 

intrusion to boost student motivation, 2) develops tactics to display attentiveness and 

create a connection with students, 3) provides thorough advising intended to increase 

the likelihood of student success, 4) seeks to teach students about their choices both 

academically and personally, and 5) approaches students prior to challenges occurring. 

Intrusive advising is an approach to advising that assists students holistically 

and helps students develop plans for academic and social improvements (Smith, 

2007).  Schee (2007) explains that assisting students to identify reasons for poor 

academic performance coincide with educational planning that are described by Smith 

(2007) and Varney (2012) .  Although there are many definitions of intrusive advising 

generally this model encompasses some form of frequent optional or mandatory 

advising meetings with a set of pre-determined goals (Schwebel et al., 2008).   

Intrusive Advising and Student Success 

Developing one-to-one contact or a relationship with faculty or staff outside of 

the classroom connects the student to the institution, which is suggested as a best 

practice and retention tool (Cannon, 2013; Nutt, 2000; Varney, 2012).  Intrusive 

advising is a proactive intervention strategy that has a positive effect on student 

retention with special populations of students (Chandler, 1999).  Heisserer and Parette 

(2002) and King (2005) explained that when an advising relationship is developed 

with academically underprepared students, the intrusive advising model has proven to 

be an effective way to assist students in achieving good academic standing.  Nutt 
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(2000) described three specific skills needed to have effective one-to-one contact with 

at-risk students: 1) communication skills, 2) questioning skills, and 3) referral skills.  

A communication plan should precede any communication with the student 

(Varney, 2012).  A specific plan of communication should be created for each target  

audience, such as underprepared students to provide consistency and precise 

information.  Advisors should not wait for advisees to reach out (Cannon, 2013) they 

should maintain frequent contact through e-mails, following up on mid-term grades, 

calling students if an early alert form is received from faculty, and using social media. 

Schwebel et al. (2012) conducted a study with students exploring the 

frequency of recommendations and reminders sent to schedule and have academic 

advising sessions.  There were 501 first-year students at a large, urban university that 

participated.  Students were assigned one of two groups: outreach or no outreach, but 

all groups received messages and reminders.  The outreach group received additional 

intrusive advising and if they did not schedule an appointment with their advisor three 

steps were followed: 1) an e-mail sent inviting them to schedule an appointment with 

their advisor during the 3rd week of the 15-week session, 2)  an administrative support 

staff contacted the students by phone to schedule the appointment once confirmed by 

the student during the 4th week of class of the 15-week session, and 3) the advisors 

contacted the students by phone and scheduled the appointment upon confirmation 

during the 5th week of class of the 15-week session. The results showed that intrusive 

advising strategies targeting first-year students to attend academic advising 

appointments were successful.  However, the long-term effects of student success and 
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retention were undetermined in this study.  The advising appointments of all student 

participants covered major and registration planning, short-and long-term goals, career 

goals, strategies for academic success, college transition and belonging challenges, 

and determining how students can have a positive college experience (Schwebel et al., 

2008).  

Molina and Abelman (2000) and Schee (2007) noted that continuous contact 

and consistent communication with academically underprepared students enhances 

student success.  Schee’s (2007) research examined the effectiveness of intrusive 

advising meetings on students’ grade point averages.  The participants were 25 male 

and 22 female full-time undergraduate students on academic probation at a 

comprehensive private university, who completed at least one semester of coursework.  

The results of the study showed those students that received intrusive advising 

between three and eight times received an increased grade point average of 1.22 and 

those who attended one or two meetings increased their grade point average to .95.  

There was no difference in students that received intrusive advising versus no 

intrusive advising; in relation to the grade point average, it was only impacted by the 

number of advising meetings.  According to Schee (2007), frequency or constant 

contact from academic advisors with students has an impact on student success. 

Intrusive Advising Best Practices for Academic Advisors 

The more information the advisor knows about their student improves the 

accuracy of referring the student to the correct resources (Cannon, 2013) and helps to 

build a healthy student-advisor relationship.  Giroir and Schwehm (2014) described 
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four strategies to intrusive advising: 1) showing care, 2) being proactive, 3) being 

knowledgeable, and 4) viewing the student holistically.  Thomas and Minton (2004) 

recommended that advisors utilize the following techniques: 1) know the college or 

university; 2) know the resources along with the staff of various programs or 

departments; 3) gain training in pertinent academic and nonacademic areas that 

influence the students’ best interest and success; 4) be accessible when students need 

them; 5) monitor the progress of students; and 6) maintain clear boundaries with 

students.  Heisserer and Parette (2002) recommended a comprehensive plan be created 

to train faculty and staff that are not prepared to advise at-risk student populations.  

Earl (1988) emphasized the importance of having trained and responsive professional 

advisors when using the intrusive advising model as their role is significant in guiding 

students toward degree completion.  

According to Heisserer and Parette (2002), some form of questioning is needed 

for an effective intrusive advising appointment.  The use of open-ended questions that 

require a detailed response are encouraged by Cannon (2013) while Heisserer and 

Parette (2002) suggested open-ended and closed-ended questions be used, as each 

question communicates different things to students and provides different information 

for advisors.  According to Cannon (2013), students are not bothered when advisors 

ask questions about their personal lives when they know the purpose behind the 

questions.  Feedback obtained from an intrusive advising appointment is essential to 

academic advisors assisting at-risk students (Jones, 2013).  
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A community college in the southern part of the U.S. uses intrusive advising 

and the Starfish system for their first-year experience program for students that are on 

academic alert or probation (Achieving the Dream, 2014b).  The system is designed to 

notify students and advisors of faculty concerns and the advisor can create academic 

success plans that are accessible to the student at any time.  This student alert system 

provides the student with the appropriate resources, maintains student, faculty, and 

advisor communication, and has improved in course retention rates.  Additionally, 

Sayrs (1999) explained an intrusive advising program called the Proactive Advising 

System for Students (PASS) where undergraduate psychology majors participated in a 

progress system study.  The system was designed for students to receive contact three 

times per week through sporadic phone calls, newsletters, and a binder of career 

information.  The study found students were highly satisfied with having more advisor 

contact along with earning higher final percentages and grades in psychology courses 

than non-participants.   

Holmes (2000) shortened a number of studies and noted the advantages of 

intrusive advising were fourfold: 1) students will maintain their work for classes and 

progress if they know they will be held accountable by an academic advisor; 2) 

students have fewer financial hardships; 3) students receive connections to retention 

services available when necessary; and 4) students are referred to support services 

when needed allowing the student to have someone at the institution that cares and 

supports them.  When advisors advise the “whole student” early intervention and 

lasting relationships are achieved (Varney, 2012).  The literature provides several 
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studies that support the effectiveness of intrusive advising strategies with academically 

underprepared student populations (e.g., Andrepont-Warren, 2005; Burt, 2009; 

Chandler, 1999; Jones, 2013).  Institutions must identify that student retention is a 

problem for academically underprepared students in order to implement an effective 

approach such as intrusive advising. 

Intrusive Advising and Role of Academic Advisors 

Rinck (2006) stated that advisors are one of the first representatives at the 

institution new students meet.  The literature (e.g., Campbell, 2013; Giroir & 

Schwehm, 2014; Hunter & White, 2004; King, 1993; Shockley-Zalabak, 2012) 

articulates academic advising as the single structured activity at the institution that can 

provide students with interaction from a concerned representative that can ultimately 

help them have a successful future and learning experience.  Cannon (2013) and O’ 

Banion (1994) described advisors as those individuals that enter an active relationship 

with the student and are attentive to the student’s concerns or needs.  Crockett (1985) 

and Pizzolato (2008) explained that academic advising has evolved from a routine 

activity of registering students and telling them what to do, to a more inclusive and 

meaningful activity that incorporates student development.  In this unique role, 

advisors develop a relationship with first-year students to help them grow, think, 

dream, and be engaged (Brown, 2009; Cannon, 2013; Rinck, 2006; Shockley-Zalabak, 

2012).  According to Heisserer and Parette (2002) and Smith (2004), the advising role 

has three primary areas of responsibility: 1) being knowledgeable, 2) initiating 

referrals, and 3) providing mentorship. 
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Professional advisors are known for being the most resourceful individuals on 

campus due to their broad knowledge (Brown, 2009; Pettress, 1996; Rinck, 2006).  

Advisors are expected to understand and know institutional policies, procedures, rules, 

and academic regulations (Fowler and Boylan 2010; Pettress, 1996; Rinck, 2006).  

Fowler and Boylan (2010) explained that when advisors have improved understanding 

of institutional guidelines this may create a positive impact on the retention rate of 

those students that are academically underprepared and enrolled in developmental 

education courses.  In addition, advisors should have knowledge and show interest in 

what the student enjoys and their academic, personal, and career goals (Baker & 

Griffin, 2010; Frost, 1991; Pettress, 1996).  According to Maxwell (2003), students 

are not interested in how knowledgeable an advisor is until they know how much they 

care.   

Dillon and Fischer (2000) explored student perceptions of characteristics and 

functions of academic advisors and found the top seven characteristics of being an 

effective advisor were being: 1) knowledgeable, 2) available, 3) able to communicate, 

4) an advocate, 5) authentic, 6) accountable, and 7) approachable (Harrison, 2009).  

Marques (2005) described that advisors should be knowledgeable and involved in the 

students’ situation as one of the top five best practices for faculty advising, which is 

pertinent for professional advisors.  Brown (2009) stated that advisors are 

continuously learning to better assist students, encouraging students to achieve 

success, and serving as a student advocate while promoting student retention.  
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Advisors are the primary contact for students when a referral is needed and 

they must be cognizant of resources available for students on campus and in the 

community (Brown, 2009; Holmes; 2000; Pettress, 1996).  According to King (2005), 

professional advisors typically have student development backgrounds and are cross-

trained to advise students in all program areas.  However, when students need 

additional assistance or guidance beyond the advisors skills the student should be 

referred to others who may be able to assist with nonacademic difficulties (Pettress, 

1996).  Advisors also play a significant role in providing the student with multiple 

perspectives about academic goals and life goals and how they all correlate (Brown, 

2009; Pettress, 1996).  Research shows that when advisor to advisee relationships are 

built student retention increases (e.g., Campbell, 2013; Jones, 2013; Lotkowski et al., 

2004).  Pettress (1996) explained that students who respect, trust, and regularly 

intermingle with their advisors rarely leave the institution because they seek the 

academic and nonacademic assistance they need, beginning with the advisor.  

Lastly, the academic advisor provides guidance and takes on a mentorship role 

(Jones, 2013; Pettress 1996).  Jones (2013) described a good mentor as someone that 

challenges a student and requires them to think about the consequences of their actions 

or choices.  Pettress (1996) noted that advisors are considered a confidant that students 

often trust to hear their academic and nonacademic fears and frustrations.  According 

to Freeman (1999) and Smith (2012), mentors should be open with students, have 

similar interests and be willing to share personal stories with students.  In addition, the 

role of a mentor involves commitment, consistency, and a caring attitude (Brown, 
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2009; Pettress, 1996).  Schultz, Colton, and Colton (2001) explained the benefit of 

good mentoring relationships between students and advisors was that an early alert 

system was created when students’ experienced academic or nonacademic issues and 

the mentor notified others to assist right away.  Mentoring has been proven to be 

helpful for at-risk students as they transition and adjust to the college environment 

(Jones, 2013; Freeman, 1999; Lotkowski et al., 2004). 

Conceptual Framework-Tinto’s Student Integration Model 

Creamer (2000) explained that although there are no established models 

specifically for the academic advising profession there are several models that have set 

precedents in the field since the 1960s and 1970s.  Academic advising is an 

educational student support service that needs a conceptual framework to understand 

complex student behaviors and how advisors can provide the necessary student 

support (Creamer, 2000).  There are several models such as student development, 

cognitive development, and career development (Creamer, 2000) along with many 

others.  With an increase of diverse student populations, academic advisors need to 

understand different models of development (King 2005; McKewen, 2003).  Cremer 

(2000) stated the following: 

Given the scope of the academic advising phenomenon, advisors may be 

required to understand many theories not only one or two in order to grasp 

sufficient knowledge to be useful in advising students.  Sound theory provides 

plausible explanation of a complex phenomenon.  It distills the phenomenon to 

its essence and makes systematic observations about apparent relationships or 
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underlying principles.  Good theory is useful in practice; it illuminates 

complex circumstances and makes puzzling things understandable.  (p. 18)   

Tinto’s Student Integration Model 

Tinto’s (1975, 1993) model of student integration (or Student Departure) is 

recognized in retention research in higher education.  The theory explained student 

progress through stages as students’ transition into college (Fike & Fike, 2008).  The 

influence of this theory relies on the student experiences once they enter college. 

Students have personal, academic, and social experiences that they bring with them to 

college however; the positive influence from the college environment shapes the 

students overall experience.  Smith (2004) explained that students continuously assess 

the value and support received from the institution and once they feel they are not 

valued or belong as a student of the institution they make the decision to leave .The 

theory depends on the role of academic advisors and their interactions with students to 

prevent student departure.  According to Pargett (2011), the advisor should develop a 

professional relationship with the student that includes being knowledgeable about 

their personal lives and academic difficulties.  The research constantly shows that 

academic advising is a significant part of a student’s choice to continue their education 

from semester to semester (persisting) ultimately increasing their odds of college 

completion (Pascarella & Terenzini, 2005). 

Tinto (1993) found a greater consistency of premature departure at institutions 

that have open admissions compared to those enrolled at an institution with a more 

selective admissions process.  Students usually depart during the first year due to 
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internal or external reasons.  Internal reasons may include academic difficulty, a sense 

of not belonging, and isolation.  The research confirmed that academic advising 

connects the student to the institution, which increases student motivation, 

involvement, and retention (Brown, 2009).  External reasons may be family 

commitments, financial obligations, or work schedule.  Tinto (1993) indicated that the 

student’s level of commitment and motivation towards pursing their education will 

determine degree completion.   

Tinto (1993) also identified the fact that students often depart due to not having 

clearly defined goals or when constant interaction with staff or students is missing.  

When a student enters the institution there college experience should involve 

immediate interaction with faculty, staff, and students to promote engagement, goal-

setting, and planning (King, 1993).  If the student does not leave during the first year 

their overall experiences during this year predicts their persistence in subsequent years 

(Tinto, 1993).  Well-developed academic advising programs have a positive impact on 

student retention (Brown, 2009). 

An operational model of intrusive advising as an intervention for first-year 

student retention is based on Tinto's theory.  Earl’s (1988) model of intrusive advising 

increased the interaction between the student and institution to ensure students 

received support when challenges occurred that were related to academic, social, or 

personal concerns.  Tinto (1993) affirms that intrusive advising is an effective 

intervention that requires frequent contact between advisor and advisee with a constant 

focus on the whole student.  Consistency and accuracy from the advisor are essential 
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to providing effective advising for students (Tinto, 1993).  Intrusive advising reflects 

Tinto’s (1993) theory that when a student has a connection with the institution issues 

can be identified and a proactive approach can be taken to resolve the issue prior to 

student feeling alone and without support.  Tinto’s (1993) research shows more 

schools targeting intrusive advising for first-year students and the effectiveness with 

specific student populations. 

Summary 

Community colleges are well-known for upholding their mission of “open-

door” access and trying to accommodate a diverse student population.  The 

expectation for community colleges in Texas is to continue Closing the Gaps by 2015, 

which are based on four goals: student participation, student success, excellence, and 

research (Briker, 2008).  Moving forward with Obama’s American Graduation 

Initiative or completion agenda by 2020, community colleges will play an integral role 

in ensuring students achieve their educational goals and strengthening economic 

development by providing employers with highly skilled workers both locally and 

nationally. 

The challenge for community colleges is determining how to meet state and 

national initiatives promoting student success with a large diverse student population 

comprised of academically underprepared students, adult learners, first-generation 

students, minority students, and low-income students.  There is a specific focus on 

student retention during the first year as this is a critical time for the abovementioned 

students as they struggle with academic, social, financial, and personal barriers. 
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Academically underprepared students are growing vastly at community 

colleges and these students have the highest attrition rates.  The goal is to get these 

students through developmental education courses during their first year as this 

impacts student success.  Intrusive advising is a method that is used to support these 

students academically while addressing other barriers that may impede their 

completion of developmental education courses during the first year.  Having an 

assigned advisor at a community college during the first year while enrolled in 

developmental education courses provides these students with a mentor and contact 

outside of the classroom to discuss academic and nonacademic situations. 

Academic advising is an effective student support program that includes three 

models: 1) prescriptive, 2) developmental, and 3) intrusive advising (Campbell,2013; 

Heisserer & Parette, 2002; Varney, 2012).  Intrusive advising is an effective approach 

to advising that encourages student participation and the responsibility of academic 

and nonacademic issues (Cannon, 2013).  Academic advisors are commonly the first 

point of contact for first-year students and they provide academic, social, and personal, 

support for these students (Cannon, 2013; Nutt, 2000; Varney, 2012).  When the 

advisor understands the needs of diverse student populations, a supportive relationship 

develops between the student and advisor ultimately influencing student retention 

(Cannon, 2013; Nutt, 2013; Schee, 2007; Varney, 2012).  In addition, when there is a 

holistic understanding of the student by the advisor proactive planning, 

communication, and early intervention occur (Campbell; 2013; Heisserer & Parette, 

2002; Smith, 2007; Varney, 2012).  Community colleges nationwide are experiencing 
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challenges with student retention and college completion for first-year students and are 

seeking programs and interventions to improve these challenges (Campbell, 2013; 

Miller, 2010).  Research has proven that intrusive advising has a positive effect on 

student retention for first-year students, although there are studies that looked at the 

retention of academic probation or at-risk students there is a gap on the impact of 

intrusive advising and student retention for first-year academically underprepared 

students at community colleges. 

Chapter III will discuss the methodology for this study.  The research design 

will be discussed including the type of qualitative study selected, instrumentation, 

study setting, and the participants.  The data collection and analysis will be explained 

along with the plan to increase trustworthiness during the study.  The conclusion of the 

chapter will summarize the context of the study and researcher. 
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CHAPTER III 
METHODOLOGY 

This chapter presents the methodology that was used to answer the research 

questions for this study.  The research design, study setting, participants, data 

collection, and data analysis will be thoroughly explained.  The purpose of this study 

was to explore the experiences and perceptions of academic advisors in the role of 

mandatory intrusive advising and its impact on the retention of first-year academically 

underprepared students who are enrolled in developmental education courses.  More 

specifically, this study focused on academic advisors’ perceptions of the benefits of 

intrusive advising on student retention, academic advisors’ perceptions of their role in 

intrusive advising, and the benefits and challenges of utilizing a mandatory intrusive 

advising model. 

Research Questions 

This study was guided by five research questions: 
 

1. What do community college academic advisors perceive to be the benefits of 

mandatory intrusive advising for students enrolled in developmental education 

courses during the first year? 

2. What are the perceptions of community college academic advisors regarding 

the role of mandatory intrusive advising on the retention of first-year students 

enrolled in developmental education courses? 

3. How do community college academic advisors view and define their roles in 

mandatory intrusive advising? 
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4.  What do community college academic advisors perceive to be the challenges 

of utilizing a mandatory intrusive advising model for a specific population of 

students at the community college? 

5.  What are the perceptions of community college academic advisors regarding 

campus-wide support for mandatory intrusive advising? 

Research Design 

Establishing the Paradigm 

A qualitative case study is “an approach to research that facilitates exploration 

of a phenomenon within its context using a variety of data sources” (Baxter & Jack, 

2008, p. 544).  Aiken-Wisniewski (2010) suggests that the focus of a qualitative study, 

from a researcher’s perspective, is to engage the participants who are being studied 

and observe their behaviors and actions, or collect additional items of significance to 

create an in depth understanding of their experiences.  Qualitative research creates an 

interpretive, naturalistic approach to the world that leads to transformation (Denzin & 

Lincoln, 2011).  Qualitative research focuses specifically on an interpretive view 

within the political, social, and cultural context of the researcher (Creswell, 2014; 

Stake, 2010).  According to Merriam (1998), qualitative researchers are interested in 

understanding meanings, constructed by others, to determine how they make sense of 

their world and their experiences.  Patton (1985) described qualitative research as an 

“effort to understand situations in their uniqueness as part of a particular context and 

the interactions there” (p. 1).   
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 This study interpreted the meaning of real experiences that the participants 

shared through fieldwork.  The researcher examined and considered multiple views, 

not simply one view, in order to gain a clearer understanding of the phenomenon 

(Baxter & Jack, 2008).  This design was appropriate for this study and agreed with the 

conventions acknowledged and recommended by Yin (2003) who explained that a 

case study should be utilized when: (a) the responses of the study put emphasis on the 

“how” and “why” questions; (b) there is no manipulation of the behavior of those 

participating in the study; (c) there is a need to explore contextual conditions that are 

undoubtedly applicable to the phenomenon being studied; or (d) the parameters are 

unclear between phenomenon and context.  

According to Lowenstein (2005), paradigms ultimately guide and influence 

individuals’ understanding of their work or research and how it is done.  In this study, 

the researcher used a constructivist (or naturalist) paradigm, which assumes that 

multiple meanings are created by individuals by their experiences (Creswell, 2014).  

Fitzpatrick, Sanders, and Worthen (2012) explained that constructivist paradigms are 

multiple realities that require input and perspectives of participants to construct those 

realities.  The constructivist researcher in this study assumed the role of learner and 

the participants being studied assumed the role of informants who taught the 

researcher (Fitzpatrick et al., 2012).  Through continuous interaction with the 

participants, the researcher learned their perspectives or concepts they used to view the 

world to interpret a pattern of meaning (Creswell, 2014; Fitzpatrick et al., 2012).   
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Further, the constructivist researcher not only benefited by asking questions, 

but also gained insight by observing the participants in action in their natural 

environment, as well as by examining documents and records collected for emerging 

common themes (Fitzpatrick et al., 2012).  There was an understanding of the 

phenomenon by the constructivist researcher based on the information collected 

regarding the commonalities of participant experiences (Creswell, 2014).  The 

constructivist paradigm was developed to capture the realities of participants studied 

to determine if they shared similar experiences and views (Creswell, 2014).  The 

researcher used the constructivist design to construct similar meanings of intrusive 

advising based on the experiences of the participants.  It was important for the 

researcher to observe the participants and review related documents to become 

familiar with the phenomenon being studied. 

Type of Study 

A collective or multiple case study design was chosen for this study to allow 

the researcher to explore each setting and across settings (Baxter & Jack, 2008).  The 

researcher decided to analyze the problem within the natural setting (Creswell, 2014).  

The purpose of the collective case study was to gain an understanding of similarities 

among and differences between the cases.  According to Stake (2000), the collective 

case study design helps the researcher to examine all the characteristics of the case, 

more specifically, sets up an environment to facilitate the exploration of the 

phenomenon and research questions.  Yin (2003) explained that multiple case studies 

could be used to either predict comparable or contrasting results.  A collective case 
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study research design was selected to understand the current perceptions of 

participants providing intrusive advising across multiple cases in a bounded setting or 

natural environment (Stake, 1998).  The collective case study design was also chosen 

to show the different perspectives advisors may have on intrusive advising (Creswell, 

2014).  

Instrumentation  

The researcher collected data from multiple sources including semi-structured 

interviews conducted with an interview protocol, both written and recorded field notes 

taken on observations, and institutional documents.  Qualitative research relies heavily 

on the interpretations of the researcher; therefore, the researcher is the primary 

instrument (Stake, 2010; Lincoln & Guba, 1985).  The researcher has certain 

characteristics that other data collection instruments do not exhibit.  The researcher is 

responsive to the context and is able to adapt various techniques to the conditions.  

The researcher can take the total context into consideration.  Furthermore, if anything 

is known regarding the situation, it should inform the researcher’s sensitivity to 

nonverbal aspects (Guba & Lincoln, 1981).  The researcher is able to process data 

immediately and clarify or explore inconsistent responses (Lincoln & Guba, 1985). 

Semi-structured interviews were conducted to explore the individual 

experiences of academic advisors.  Interviews are considered the most commonly used 

instrument for collecting qualitative data (Orcher, 2005).  An interview protocol, 

which contained a list of questions, and/or topics that were being investigated, was 

also used.  The order of questions varied and probing was used when appropriate, 
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based on the responses to the interview questions, to capture adequate insight into 

participant perceptions when answers were deemed to be vague (Orcher, 2005).  

According to Bernard (1994) and Creswell (2014), using an interview protocol 

(Appendix D) provides comparable qualitative data that is more reliable.  

The benefit of semi-structured interviewing is that it can be less formal 

allowing the participants to feel more comfortable to opening up and expressing 

themselves (Bernard, 1994).  Rubin and Rubin (2012) described interviews as 

conversational partnerships.  This type of interview approach is typically used when 

there are a limited number of interview opportunities (Bernard, 1994).  Semi-

structured interviews “are the main road to multiple realities” (Stake, 1995, p. 64).   

When conducting the semi-structured interviews, participants were asked 20 

questions to gain insight about their perceptions of the benefits of intrusive advising, 

their perceptions of their role in intrusive advising to improve student retention, the 

challenges they encounter using the intrusive advising model, and how the intrusive 

advising model has received campus-wide support.  Additionally, the interview 

questions focused on the expectations the academic advisors had of their students and 

the institution. 

Study Setting and Participants 

Study setting.  The setting for this study was a large, suburban, public 

community college system located in the Gulf Coast Region of Texas (Carnegie 

Classification of Institutions of Higher Education, 2014).  The college has six 

campuses and the study was conducted at two of the multisite locations.  These sites 
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were selected based on their four-year commitment of mandatory intrusive advising 

for first-year students enrolled in developmental education courses along with student 

success factors located on the online resume through the Texas Higher Education 

Coordinating Board.  The researcher had built a rapport with campus administrators at 

both locations. 

Community College A.  The Fall 2014 student enrollment for Community 

College A was 15,644 (Texas Higher Education Coordinating Board [THECB], 2015). 

The three-year graduation and persistence rate for first-time, full-time undergraduate 

students requiring successful completion of developmental courses for the Fall 2011 

cohort, were 34.3% (THECB, 2015).  The ethnicity of the student population for Fall 

2014 was 16.3 % White, 39.5% Hispanic, 32.4% African American, 5.0% 

Asian/Pacific Islander, 1.7% International, and 5.2% Other/Unknown (THECB, 2015).  

The institution awarded 1007 associate degrees in 2014 (THECB, 2015).  

Community College B.  The Fall 2014 student enrollment for Community 

College B was 11,904 (THECB, 2015).  The three-year graduation and persistence rate 

for first-time, full-time undergraduate students requiring successful completion of 

developmental courses for the Fall 2011 cohort, were 36.8% (THECB, 2015).  The 

ethnicity of the student population for Fall 2014 was 52.4% White, 26% Hispanic, 

10.4% African American, 3.9% Asian/Pacific Islander, 2.6% International, and 4.6% 

Other/Unknown (THECB, 2015).  The institution awarded 684 associate degrees in 

2014 (THECB, 2015).  
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Study participants.  The participants of this study were eight, full-time, 

academic advisors at two community college campuses.  The purposeful sampling 

included full-time, academic advisors with two or more years’ experience who have 

participated in mandatory intrusive advising of students enrolled in developmental 

education courses.  Purposeful sampling was used to ensure participants had the 

necessary involvement to provide useful information on intrusive advising at the 

institutions being studied (Orcher, 2005).  Academic advisors who work directly with 

those students receiving intrusive advisement were the best resources due to their 

knowledge and experience (Creswell, 2014).  These participants provided their 

perceptions of the role of mandatory intrusive advising on the retention of first-year 

academically underprepared students enrolled in developmental education courses.  

The selection of participants did not occur until all necessary approval was received 

from Texas Tech University’s Human Research Protection Program (Appendix A).  

The process of identifying the participants of the study began by contacting the college 

presidents at the campuses being studied. 

The data collection process began when a notice of intent to conduct research 

form (including an explanation of the study, data collection methods, and participant 

inclusion information) was submitted to two community college presidents.  After 

each campus president acknowledged and approved the study, the inclusion criterion 

was sent to each college’s office of public records requesting their assistance in 

identifying potential academic advisors.  The inclusion criteria for participant selection 
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included full-time, academic advisors with two or more years’ experience in 

mandatory advising of students enrolled in developmental education courses. 

Each college’s office of public records provided the contact information for 

academic advisors at Community Colleges A and B.  The eight potential participants 

were contacted by e-mail (Appendix B) requesting their participation in the study and 

were provided the Description of the Study (Appendix C).  Community Colleges A 

and B had four academic advisors at each institution who agreed to participate, for a 

total of eight academic advisors.  The interview dates and times were scheduled with 

all academic advisors through e-mail, and each participant was sent the Description of 

the Study again and the Consent Form to complete prior to the interview.  All 

interviews were conducted onsite at Community Colleges A and B. 

Data Collection 

The data collection approach recommended for a case study design is to gather 

information from multiple sources to help the researcher build an in-depth 

understanding of the case (Creswell, 2014).  The researcher collected data through 

semi-structured interviews, observations, field notes, institutional documents, and 

recorded field notes.  Field notes are synchronous notes that can be written or audio-

recorded during observations or interviews (Thorpe & Holt, 2008).  The use of 

multiple data sources for case study research is known as a tactic to enhance the 

credibility of data (Patton, 1990; Yin, 2003).  Through the collection of data from 

multiple sources, the researcher paints a holistic picture of the phenomenon that leads 

to a clearer understanding (Baxter & Jack, 2008).   
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The researcher conducted semi-structured interviews, recorded with a digital 

recorder, to capture the participants’ complete responses to the questions.  Orcher 

(2005) suggested that novice researchers audio-record interviews instead of relying 

solely on taking notes.  Without utilizing audio recordings, key information may be 

missed as the researcher tries to capture everything in writing.  The researcher 

completed notes at the conclusion of each interview to briefly highlight verbal and 

non-verbal behaviors, such as the participants’ body language and emotional mood 

(Orcher, 2005).  Transcriptions were constructed verbatim with specific comments and 

notes.   

Once the approval process had been completed and the participants identified, 

the researcher e-mailed the participants to schedule a date, time, and location 

(convenient for each participant) to conduct the interviews.  The estimated duration of 

the interviews was no longer than two hours.  The participants received the 

interviewing and audio-recording procedures (Appendix D) prior to the scheduled 

interview.  Each interview was transcribed within two weeks of the interview. 

Data Analysis 

Stake (1995) described the analysis of qualitative research as pulling the data 

apart and then piecing together to extract more meaning.  Qualitative research data 

analysis involves organizing and reducing relevant data into themes by minimizing 

coding and creating tables and figures for discussion (Creswell, 2014).  For this study, 

data from the interviews were reviewed from the interview process using a constant 

comparative approach to identify themes.  This approach requires the use of coding for 
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each occurrence within the data to identify as many themes and categories as possible 

as they develop.    

Coding is an essential step for separating data to look at comparisons that 

provide meaning (Creswell, 2014).  The audio-recordings of interviews were 

transcribed and an analysis using open coding of interview transcripts and field notes 

helped to group like segments (Orcher, 2005).  The researcher labeled each idea or 

expressed each concept into categories based on the meaning (Orcher, 2005).  

Preliminary data were also organized into smaller categories using open coding 

(Orcher, 2005).  Axial coding was the next phase of the coding process that was used 

to identify the core category, discovered during open coding, and categories were 

defined based on the core (Creswell, 2014).  From the axial coding, five relationships 

were found to link emergent categories to the core category: 1) causal conditions—

factors that influence the core, 2) strategies—core caused specific actions to be taken, 

3) context—circumstances that influence the strategy, 4) intervening conditions—a 

specific factor within the situation influence the strategy, and 5) consequences—the 

result of utilizing strategies (Creswell, 2014).  Once this process was completed, 

meanings emerged from the data collected.   

Trustworthiness 

Using a strategy to ensure trustworthiness prevents the researcher from 

compromising the study (Maxwell, 2005).  The researcher established credibility, 

transferability, dependability, and confirmability (Lincoln & Guba, 1985).  These are 

operationalized through suggested techniques such as extended time in the field, 
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triangulation of data sources, and methods to help establish credibility (Creswell, 

2014). 

Credibility is a significant concern when using qualitative data in research.  

Conducting member checks through dialogue with participants regarding the 

researcher’s interpretation and gaining feedback enhances credibility (Creswell, 2014; 

Orcher, 2005).  The researcher had extended interaction with the participants in the 

setting to enhance credibility of data (Orcher, 2005).  Member checks were conducted 

following all interviews and the interview transcripts were given to participants for 

review to determine if modifications were needed.  Triangulation of data sources is an 

additional way to establish credibility.  Triangulation involves collecting evidence 

from multiple and different sources to find a theme or perspective (Creswell, 2014).  

To establish credibility, the researcher performed triangulation of data collected from 

interviews, observations, field notes, and documents.  

Transferability is ensured by the researcher by providing a rich, thick 

description regarding the characteristics and themes of the data that transports the 

reader to the setting of the study through the researchers experience (Creswell, 2014).  

Transferability of findings was enriched through the collection of rich data that 

provides a detailed description of the study.  According to Maxwell (2005), rich data 

can be found in transcripts of interviews.  Transcripts allowed the researcher to know 

exactly what the participants stated in their interview minimizing the influence of the 

researcher’s bias on interpretation.   
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Qualitative researchers tolerate subjectivity in the data; however, dependability 

is ensured by the researcher’s consistency in data collection, interpretation, and 

reporting (Orcher, 2005).  Dependability was improved by the triangulation of data 

where transcripts of semi-structured interviews and field notes from observations 

yielded similar outcomes (Orcher, 2005).  In addition, field notes and institutional 

documents also substantiated the finding to enhance dependability.  Confirmability is 

maintained by member checking (Creswell, 2014).  The researcher triangulated notes, 

documents, observations, and interviews to confirm the interpretations presented 

Creswell (2014) recommends multiple strategies be used for validation of the study.  

Applying multiple, accepted strategies lends confidence in the findings to the 

researchers (Creswell, 2014).  Multiple strategies (e.g., member checking, 

triangulation, reflexive journaling) were used in this qualitative study to confirm 

trustworthiness.      

Context of the Study and Researcher 

Context of the Study 

The setting for this study was a large, suburban, public, community college 

system located in the Gulf Coast Region of Texas.  The college was comprised of six 

campuses, and the study was conducted at two of the multisite locations.  The 

participating institutions used a mandatory intrusive advising approach for first-year 

students enrolled in developmental education courses, to increase student retention.  

The participants in this study were full-time, academic advisors with two or more 

years’ experience, who participate in intrusive advising for those students enrolled in 
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developmental education courses.  A purposeful selection was utilized to select a total 

of eight participants, employed in academic advising departments, from both 

institutions.  

Context of the Researcher 

Qualitative research has the ability to transform the world (Creswell, 2014).  

The researcher’s background and experiences influenced the interpretation of the 

study.  Growing up part of my life in Louisiana and later moving to a small town in 

southeast Texas I never learned about community colleges, as there was only one in 

each city.  In high school, we were always encouraged to attend a four-year institution, 

which brought me to a large, urban, public, university for college.  I lived on campus 

for three years and had the opportunity to study abroad in China.  I remember meeting 

with my academic advisor each semester in the college of business, but it was only to 

schedule my courses (prescriptive advising).  I also remember two of my peers who 

attended a local community college before transferring to the large, urban institution I 

attended.  I remember being so inspired with the information they shared about their 

community college experiences.  

After graduating with my bachelor’s degree in business administration, I went 

on to work in higher education at a four-year, public university and Ivy League private 

institution in the department of financial aid.  I have over five years of higher 

education experience and thirteen years of financial aid experience.  I later went to 

work for a student loan lender and student loan servicer where I was able to work 

closely with the financial aid advisors and community college students.  This was once 
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again inspiring to see the diverse student populations and to help them achieve their 

educational goals through the utilization of federal financial aid programs.  During this 

time, I had the opportunity to pursue my master’s degree in business administration 

(MBA) where my graduate advisor was a faculty advisor who used a developmental 

academic advising approach.  At a time in life when I had a number of things going on 

I was encouraged and motivated by my advisor, who afforded me the opportunity to 

be inducted into and become a charter member of the international honor society, Beta 

Gamma Sigma.  

Two years after completing my MBA, I had the opportunity to work one year 

in secondary education as a school business manager, which immediately led me back 

to higher education to fulfill my passion.  I am currently working at a proprietary 

nursing institution where I am charged with managing a team of academic advisors as 

the Manager of Student Services. When I begin working at the institution, my goal 

was to learn as much as possible about academic advising and higher education, as 

most of my experience was in financial aid and student lending.  This position was a 

contributing factor to me applying to this higher education program where I have 

learned a significant amount of information.  

I feel that my advising experience, as a doctoral student with a faculty advisor, 

has been phenomenal, and this advising I experienced seems to be a proactive model, 

considering I never really have to ask for much information.  It appears that my 

graduate school advisor utilized an effective developmental advising approach.  Even 

with my experience as an undergraduate student at a four-year institution, there 
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seemed to be a lack of developmental or intrusive advising that I feel would have 

benefited me as a young adult away from home at that time.  The institution that I 

currently work for uses a combination of prescriptive and developmental advising, 

which is somewhat intrusive at times.  My institution, along with many others, is 

currently seeking programs that help with student retention.  I hope this study will not 

only benefit my current institution, but most importantly other community colleges 

and four-year institutions across the state of Texas and nationwide.     

Summary 

This qualitative study used a collective case study research design based on a 

constructivist paradigm to explore the perceptions of academic advisors of mandatory 

intrusive advising.  The participants for the study were eight full-time, academic 

advisors who utilized intrusive advisement with first-year, developmental education 

students.  These advisors were located at one of two community colleges within the 

same system in the Gulf Coast region of Texas.  Data collected for this study included 

semi-structured interviews, observations, recorded field notes, field notes, and other 

documents.  An analysis of the data was conducted using a constant-comparative 

method with open and axial coding to identify and develop themes to address the 

research questions in this study.  Trustworthiness was established in this study through 

triangulation of data sources, member checking, reflexive journaling, and the use of 

rich, thick descriptions.  Chapter IV will present the results of this study. 
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CHAPTER IV 
RESULTS 

Chapter IV presents the results of the study.  The topics that will be presented 

include: 1) a summary of the research design, 2) an overview of the profiles of the 

study institutions and the participants, and 3) the findings of the study.  The purpose of 

this study was to explore the experiences and perceptions of academic advisors 

regarding their role of mandatory intrusive advising and its impact on the retention of 

first-year academically underprepared students who are enrolled in developmental 

education courses.   

This study was guided by five research questions: 

1. What do community college academic advisors perceive to be the benefits of 

mandatory intrusive advising for students enrolled in developmental education 

courses during the first year? 

2. What are the perceptions of community college academic advisors regarding 

the role of mandatory intrusive advising on the retention of first-year students 

enrolled in developmental education courses? 

3. How do community college academic advisors view and define their roles in 

mandatory intrusive advising? 

4.  What do community college academic advisors perceive to be the challenges 

of utilizing a mandatory intrusive advising model for a specific population of 

students at the community college? 
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5.  What are the perceptions of community college academic advisors regarding 

campus-wide support for mandatory intrusive advising? 

Summary of the Research Design 

A collective case study approach was used in this qualitative study to gain an 

in-depth understanding of intrusive advising through the experiences and perceptions 

of academic advisors.  A constructivist paradigm, which assumes that multiple 

meanings are created through the input and perspectives of individuals, was the basis 

for this study (Creswell, 2014; Fitzpatrick, Sanders, & Worthen, 2012).  This 

constructivist design focused on constructing similar meanings of intrusive advising 

through the experiences of the academic advisors.  Before collecting data for this 

study, approval was received by the Texas Tech University Human Research 

Protection Program (Appendix A).  

Participant Selection 

To begin the data collection process a notice of intent to conduct research form 

explaining the study, data collection methods, and participant inclusion information 

was submitted to two community college presidents seeking their approval.  Each 

campus president acknowledged and approved the study and the inclusion criteria 

were sent to each college’s office of public records requesting assistance in identifying 

potential academic advisors.  The inclusion criteria for participants were: full-time 

academic advisors, a minimum of two years’ experience, and participate in mandatory 

advising of students enrolled in developmental education courses. 
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As mentioned in Chapter III, the institutions will be referred to as Community 

College A and Community College B.  Each college’s office of public records 

provided the contact information for academic advisors at Community College A and 

B.  The eight potential participants were contacted by e-mail (Appendix B) requesting 

their participation in the study and were provided the Description of the Study 

(Appendix C).  Both Community Colleges A and B, with four academic advisors at 

each institution agreed to participate, for a total of eight academic advisors.  The 

interview dates and times were coordinated with all academic advisors through e-mail, 

and each participant was sent the Description of the Study again and the Consent 

Form.  Participants were instructed in the e-mail to complete the Consent Form prior 

to the interview.  Interviews were conducted onsite at either Community College A or 

Community College B. 

Data Collection Process 

Data from multiple sources were used for the study.  Data were collected from 

semi-structured interviews, observations, documents (e.g., institutional forms), field 

notes, recorded field notes, and reflexive journals.  Field notes are synchronous notes 

that can be written or audio-recorded during observations or conversations (Thorpe & 

Holt, 2008).  Reflexive journaling was utilized throughout the study to notate any bias 

or feelings of the researcher.  The researcher and semi-structured interviews were the 

primary instruments (Stake, 2010; Lincoln & Guba, 1985).  

The semi-structured interviews were conducted on campus at the participant’s 

institution.  Before the interviews began, the participants were allowed the opportunity 
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to ask questions regarding the study.  The interview protocol (Appendix D)  was also 

read to each participant which consisted of a brief overview of the purpose of the 

study; explanation of protected identity with the use of pseudonyms for their name and 

institution; consent to audio-record the interview; and clarification that interview 

questions could be skipped and the interview process could be stopped at any time.  

When all eight participants were asked to provide a pseudonym, each participant 

selected his or her own alias name.   

In each interview, the same interview questions and format were presented to 

achieve consistency in both tone and inflection (Creswell, 2014).  While conducting 

the interview, discretion was used to determine if the interview questions needed 

probing for accurate or the most suitable information.  The interviews ranged from 36 

minutes to 80 minutes in length due to the variation of participant’s level of 

experience, knowledge, and interest in the topic of intrusive advising.  At the 

conclusion of each interview thanks and appreciation were expressed for the 

participant’s willingness and time given to be a part of this study. 

All of the interviews were audio-recorded and transcribed by a third party 

transcriptionist within two weeks of the interview.  The transcripts were reviewed to 

identify any typographical errors and compared with the field notes and observations 

to expose any incongruities.  Member checks were conducted during the interview 

process for clarification and validation to ensure the accuracy of the participants’ 

responses (Creswell, 2014; Orcher, 2005).  Additionally, the participants were 
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provided transcripts of their interviews via-e-mail for final approval.  None of the 

participants made any modifications to the transcripts. 

Data Analysis 

The data analysis for this study was conducted manually without the use of 

computer software.  A constant comparative approach was used to analyze all data 

used in this study.  The transcriptions and field notes were reviewed multiple times to 

identify distinct themes and categories in all the interviews (Orcher, 2005).  In 

addition, field notes, observations, and documents were constantly compared to 

identify meaningful data along with similarities and differences between the data 

(Creswell, 2014).  The preliminary data analysis process helped the researcher gain an 

understanding of the data as themes began to form. 

Once familiarization with the data was achieved, the next step in the process 

was the open coding analysis.  Open coding involves detailed line-by-line coding by 

color underlining key sentences, phrases, or paragraphs which is more suitable for 

interview transcripts (Charmaz, 2006).  To break down the data, the text was 

highlighted with different colors to differentiate concepts and categories.  Once the 

data were coded and the concepts and categories were identified on paper this was 

transferred to a Microsoft Word document still using the colors on the transcripts to 

prepare for the second coding process.  

After the completion of the open coding process, axial coding was employed to 

identify the core category recognized during open coding and categories were created 

based on the core (Creswell, 2014).  The concepts and categories were grouped 
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together and colored post it notes were added to the coding process.  There was sorting 

and relabeling of these categories (Saldana, 2013) to confirm what was accurately 

represented in the transcripts and themes started to develop.  Once the themes started 

to develop, an outline was created which included color-coded data that was grouped 

together under each research question.  Data were rearranged until consistent themes 

began to emerge that would be used for the findings of the study.  Recoding was done 

as necessary. 

Study Institutions and Participant Profiles 

Study Institution Profiles 

The settings for this study were two suburban, community colleges located in 

the Gulf Coast region of Texas.  Community Colleges A and B are two of six 

campuses that make up this large suburban, community college system.  Community 

College A’s student enrollment for Fall 2014 was 15,644 and their student population 

was composed of non-traditional and traditional students (Texas Higher Education 

Coordinating Board [THECB], 2015).  The minority population for Fall 2014 was 

77% of the student enrollment and 12,816 of the total students enrolled attended the 

institution part-time.  The three-year graduation and persistence rate for first-time, 

full-time, undergraduate students requiring developmental courses for the Fall 2011 

cohort was 34.3%.  Community College B’s student enrollment for Fall 2014 was 

11,904 and their student population consisted of traditional and non-traditional 

students.  The minority population at the institution for Fall 2014 was 41% of student 

enrollment, and 9,179 of total students enrolled attended the institution part-time.  The 
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three-year graduation and persistence rate for first-time, full-time undergraduate 

students requiring developmental courses for the Fall 2011 cohort was 36.8%.  These 

two campuses had a four and one-half year commitment to mandatory intrusive 

advising for first-year students enrolled in developmental education courses.  

The participants were eight full-time, professional, academic advisors from one 

of two community college campuses.  The participants had two or more years of 

academic advising experience and had been involved in mandatory intrusive advising.  

Four participants had experience teaching developmental education students part-time 

and advising them on a full-time basis.  Two participants had experience teaching 

middle school mathematics prior to becoming an academic advisor, and three 

participants had attended a community college.  Lastly, five out of eight participants 

were first-generation college students.   

Participant Profiles 

Four participants from each institution took part in this study.  In total, there 

were eight academic advisors who participated.  

Cassandra was an academic advisor at Community College A and she had 

worked at the college for 16 years as an adjunct faculty member and as an advisor for 

a student organization. Having been a full-time advisor for seven years, Cassandra had 

participated in intrusive advising for developmental education and first-time-in-

college students.  She also attended Community College A after completing high 

school.  Cassandra holds two associate degrees, one in infant childcare development 

and the other in toddler childcare, a bachelor’s degree in interdisciplinary studies, and 
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a master’s degree in education.  At the time of the study, she was pursuing her 

doctorate degree in educational psychology.  Cassandra was a first-generation college 

student. 

Mark Edwards was an academic advisor at Community College A, and he 

had worked at the college for two years.  Prior to working at the community college, 

he had taught middle school mathematics for nine years.  He was an adjunct faculty 

member who taught developmental mathematics and was involved in intrusive 

advising.  Mark Edwards holds a bachelor’s degree in business administration and a 

master’s degree in educational leadership.  He was a first-generation college student. 

Santiago was an academic advisor at Community College A, and he had been 

advising students for three years.  He only did intrusive advising for developmental 

and first-time-in-college students.  He was a first-generation college student who 

attended one of the first, high schools that offered dual credit in the state of Texas.  

Santiago holds a bachelor’s degree in history, which he completed in three years due 

to the 54 hours of college credit he had obtained while in high school.  At the time of 

the study, Santiago was pursuing his master’s degree in history. 

Victoria was an academic advisor at Community College A, and she had 

worked at the institution for 20 years.  Having worked as a part-time advisor for 12 

years and full-time advisor for eight years, she had participated in intrusive advising 

for developmental education and first-time-in-college students.  She also was an 

adjunct faculty member at the college.  Victoria holds a bachelor’s degree in education 

and is a first-generation college student.  
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Cairo Aire was an academic advisor at Community College B, and she had 

worked at the college for 22 years.  Some of those years included teaching 

developmental education as an adjunct faculty member, international student advising, 

and intrusive advising.  She had been responsible for implementing the intrusive 

advising model through a grant received by the Achieving the Dream organization.  

Cairo Aire holds two bachelor degrees, one in human resources and one in 

engineering, and has a master’s degree in counseling.  She was also a first-generation 

college student. 

Lola was an academic advisor at Community College B, and she had worked 

at the college for eight years.  For two and a half years, she had been involved in 

intrusive advising, working directly with developmental education students.  Lola 

holds an associate’s degree public relations and a bachelor’s degree in organizational 

communications.  At the time of the study, she was working on a master’s degree in 

educational administration.  Lola was the second of her eight siblings and parents to 

obtain a college degree. 

Roxanne was an academic advisor at Community College B and she had 

worked at the college full-time for five years.  She had been teaching developmental 

and college level math as an adjunct faculty member for 12 years.  Prior to working at 

the college, she taught middle school math and was an assistant principal working in 

K-12 for 11 years.  Roxanne was also one out of four advisors responsible for 

implementing the intrusive advising model through the grant received by the 

Achieving the Dream organization.  She holds a bachelor’s degree in computer 
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science, master’s degree in secondary education and a specialty degree in leadership 

education.  

Samantha was an academic advisor at Community College B and she had 

worked at the college for 14 years.  She was also an adjunct faculty member that 

taught psychology, developmental education, and a first-year experience course 

combined with intrusive advising.  Samantha holds an associate’s degree, a bachelor’s 

degree in psychology with a minor in sociology, and a master’s degree in psychology.  

Findings 

Benefits of Intrusive Advising for First-Year Developmental Education Students 

Research question one sought to understand the perceptions of community 

college academic advisors regarding the benefits of mandatory intrusive advising for 

students enrolled in developmental educational courses during the first year.  The 

analysis of the data produced two main themes that addressed the research question: 1) 

support system for the student; and 2) students learn who they are.   

Support system for the student.  A shared theme that emerged through the 

analysis of data was the need to have a support system for the student.  Transitioning 

as a first-year student can be a cumbersome process for all, but specifically for 

developmental education students who traditionally need the academic and personal 

support of others to integrate to the campus and overcome various challenges.  

Without consistent contact from someone at the institution or a first-year program 

designed to provide guidance, engagement, and support for developmental education 

students the chances of departure from the institution increase.  The participants 
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agreed that having a support system for the student through mandatory intrusive 

advising was a benefit for first-year developmental education students.  Roxanne and 

Santiago perceived the benefit of having a support system through the student success 

course.  Santiago stated, “This is very effective as it helps the student transition during 

their first semester.”  Providing an intrusive advising program jointly with a first-year 

course now affords these students a team of individuals to encourage them to succeed.   

Roxanne (Academic Advisor, Community College B) stated: 

Now that we have this program, which includes the student success course, the 

students have the support of the professor, the advisor, counselors, and other 

departments that may go into the class to speak with students.  I see a change 

since we began the program; the students understand intrusive advising, and 

some feel free to come ask questions as needed.  Having a support system at 

the college is important because many of these students have been out of 

school for 20 years, some have been out for five to six years, and some come 

right out of high school, and they need developmental to get the basics of 

college. 

Santiago (Academic Advisor, Community College A) also explained: 

The student success course is now for all incoming freshman students who 

have never been to college or those students who may have graduated high 

school 10 or 15 years ago and decided to come back to school.  Previously, the 

student success course was known as HUMD and it was only for those 

students who could not pass the Texas Success Initiative (TSI) test.  So at that 
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time there were only students below college level enrolled in the course, but 

now there is a mixture of students.   

With the addition of college-level students incorporated in the class with 

developmental education students, and having the advisor, and instructor explain the 

benefits of the student success course, developmental students recognize the 

significance of the course in helping prepare them for the college experience both 

inside and outside of the classroom.  Santiago expressed: 

Having the college-level students in the class creates a supportive environment 

for the developmental students, by them forming a relationship with those 

college-level students and having a study partner in addition to their 

relationship with the instructors and advisors.  I have heard students say, 

“When I first registered I didn’t want to come to class because I thought there 

was not a point for the class, and then, once I started hearing the information 

being shared, that is when I realized that the course was important.  If it was 

not for my instructor or you coming and telling us information during your 

class visits, I would have no idea of how to be successful.”  The goal of this 

course is about them understanding that the information presented in this 

course is valuable information to help them now and in the future. 

Cairo Aire (Academic Advisor, Community College B) supported both 

Roxanne and Santiago’s perceptions.  She expressed that having a support system is 

critical for these developmental students who are not ready for college for various 

reasons “so they need someone who has lots of resources, lots of knowledge, a 
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contact, so whenever things occur they have a person to communicate with such as an 

intrusive advisor.”  Mark Edwards (Academic Advisor, Community College A) 

described: 

Many of the developmental students do not have the support system at home, 

so I want to be that person.  I know that as an advisor, I have the opportunity to 

be that support system for students, and I want to help them, because I know 

firsthand that it is needed. 

 Victoria (Academic Advisor, Community College A) supported the views of the other 

participants by stating, “I just think that the encouragement and support that we are 

giving these developmental students helps them believe that they can be successful.”  

Victoria highlighted the support needed from the instructors: 

I have learned that some students do better under different instructors.  Some 

need structure, and others need more support, such as an extra boost of “you’re 

going to be fine,” “let me help you with this,” or “let me help you get in touch 

with someone.”  The developmental students just need to know that they have 

a support system, and the student success course helps to ensure this is 

understood. 

Lola (Academic Advisor, Community College B), Cassandra (Academic Advisor, 

Community College A), and Samantha (Academic Advisor, Community College B) 

all agreed that developmental students need a lot of assistance and support, and this is 

provided though intrusive advising.  Lola explained that at Community College B: 
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We have a really good team, because we work together with the counselors 

and do a lot of joint activities together, such as new student orientation.  The 

students know that we are here to help them.  Some of the professors have told 

me “I like what you are doing with these students.  They come to class and 

they are happy.  They do better, and they tell their peers about you.”  

Lola believes that this is what intrusive is all about—giving the student a great 

experience.  Additionally, faculty being involved in the student’s college experience 

through advising is known as a best practice (Marques, 2005).  Through this type of 

advising, having a support system has proven to have an impact on the students overall 

academic and nonacademic success while in college.   

Cassandra shared her experience as a student with having a support system:   

One of things that we used to do was faculty advising.  This was a huge 

mentoring piece for my experience at Community College A.  In my opinion, I 

think students need to have a way to connect with the faculty, to know they 

have that additional support.  

Samantha also thought that, in addition to academic advisors and counselors, faculty 

advisors would be beneficial to building a good support system.  Samantha stated: 

There used to be faculty advisors, and there is a need for students to have that 

faculty connection as well.  I believe in faculty advisors, and I can remember, 

back in the day our faculty would sit in the hallways where we would do 

registration and be a part of the process.  Our students need these relationships 

in conjunction with us to be successful. 
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Students learn who they are.  A second theme that emerged through the 

analysis of data was the perception of the benefit of helping students learn who they 

are.  All participants agreed that helping students learn who they are, through 

mandatory intrusive advising, was a benefit for first-year developmental education 

students.  Through developmental education and programs such as intrusive advising 

the goal is to help the students not only progress academically but also learn and 

develop both socially and personally (Bailey, Jeong, and Cho, 2008;Casazza and 

Silverman, 2013) during the first-year.  As many students enter college directly out of 

high school and others, such as adult learners, decide to return to college, having an 

intrusive advising program helps them transition to the institution and provides them 

the opportunity of exploring who they are holistically.  Victoria explained: 

Some students come from high school to college, it is so different, and they are 

not ready to be on their own.  They need some help to get on their feet and that 

is what I do through intrusive advising.  They have someone that they can 

count on to help them. 

Lola echoed Victoria’s perception in regards to students coming to college 

directly from high school: 

So high school is very controlled.  You know, I need to go to the restroom here 

is your pass.  What are you doing in the hallway? So when they transition to 

college they feel free.  So it can negatively or positively affect the student, but 

a lot of times, they have so much freedom they are lost.  Students say, “What 

do I do if this happens or what do I do if I feel overwhelmed?”  So through the 
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intrusive advising program for developmental students you have to help them 

find themselves. 

Lola further explained that “many of the students really beat themselves down with 

comments such as ‘I don’t know how to do anything’ I tell them you have to be good 

at something.  So we explore what they are good at and connect that to their 

weakness.”  Furthermore, many of the advisors have found  that developmental 

education students have pre-existing setbacks that they bring to the institution and they 

need that positive reinforcement to help them progress during the first year.   

Mark Edwards described his perception of the benefit of students learning who 

they are: 

Many of these students who are nontraditional students have never experienced 

a win, and it is my job to make sure they experience it here.  I have seen 

students come here lacking skills to write a paper, speaking in front of groups, 

do a project, and they have never worked in a group setting.  However, once 

they take the student success course and start to utilize their resources, they get 

involved, they join a club, and they have fun.  This is when they find the ability 

to understand they can do whatever they want, and they learn who they are.  

During the first year, developmental students need the assistance of an advisor 

to guide and inform them of how to be better prepared for nonacademic and academic 

issues that may occur in the college environment.  Cairo Aire supported the 

perceptions of Victoria, Lola, and Mark Edwards regarding the benefit of students 

learning who they are by explaining: 
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Since we have recognized that developmental students are not college ready, 

they need an opportunity to build themselves, their learning styles, and their 

ability to ascertain the materials necessary to reach the college level.  With 

intrusive advising, they have a person to communicate with that will help 

prepare or equip the student to be successful. 

Intrusive advising is helping students adjust to the campus environment through 

learning who they are as an individual, which makes them feel that they belong.  

Samantha emphasized her perception of the benefits of intrusive advising: 

Our job is to help students understand who they are as an individual.  Coming 

to college is more than just showing up for class and taking a lot of notes.  

Coming to college is learning about who you are and how you learn.  We do 

not usually think about our learning styles and the element of bringing who 

you are to the table when you are making decisions, trying to negotiate, 

communicating with others, and that great sense of needing to belong.  

She continued to explain that as an advisor, she is a teacher of life, and “we are giving 

them tools to think, and there is learning going on outside the classroom.” 

 Many of the advisors emphasized their experience as a student and explained 

how vital it is to share their student experience with other students.  Having come 

from similar backgrounds, the advisors felt that they could better relate and connect 

with the students.  The advisors found that sharing their experience as a student 

provided an opportunity for the student to open up so the advisor could be more 
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intrusive.  Santiago explained his experience of learning who he was in college as a 

first-generation college student: 

Whenever I go to my class visits, a couple of things that I always tell the 

students is: one I am dyslexic, and two, is that my first semester in college, I 

failed my math course horribly.  It was not until I spoke with my advisor and 

he told me about learning accommodations that I was better prepared for my 

courses. I learned there was not anything wrong with me; I just had a learning 

disability, and the school was able to assist me.  Because I was a first- 

generation college student, I did not have parents to tell me not to work full-

time and go to school, which contributed to me failing my class.  My second 

semester, I ended up working a part-time job, and I maintained a full-time 

load, and all my grades went up to A’s and B’s.  I tell the students “If you do 

not pass all your classes the first semester, it is okay, because you have to 

figure out who you are and what works best for you.”  Unlike my experience, I 

am here for the students, to be intrusive, so I can help them figure out what 

they are doing and who they are. 

Cassandra and Roxanne supported Santiago’s experience and perceived that 

the benefit of intrusive advising during the first year is to “help them until they 

understand how to help themselves.”  Roxanne mentioned that developmental students 

have found the student success course and working with her “valuable, in exploring 

and learning who they are along with the resources available for them.”  Cassandra 

shared: 
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I am a first-generation college graduate, and now I have all three of my 

children that are college graduates.  It all happened because I learned how to 

help myself, but I did not know without someone at the college telling me what 

I needed. 

Summary of Benefits of Intrusive Advising for First-Year Developmental 

Education Students.  This section focused on two themes that emerged through the 

analysis of data regarding academic advisors and the benefits of a mandatory intrusive 

advising model for students enrolled in developmental educational courses during the 

first year.  The first theme that emerged was the need of a support system for the 

student.  The participants agreed that a support system for the student was beneficial in 

helping them be successful.  The fact that developmental students are traditional and 

nontraditional students who enter the institution with various issues makes a support 

system, such as the student success course, essential during the first year.  The support 

system provided in the student success course includes advisors, instructors, other 

departments, and college-level students who are enrolled in the student success course 

with the developmental students.  In addition, two advisors commented on the 

importance of faculty advising needing to return to the institution in conjunction with 

professional academic advising to ensure that the students are indeed connecting with 

the faculty inside and outside of the classroom.    

The second theme that was discovered was the need for students to learn who 

they are through intrusive advising.  The participants explained that many students 

come into the institution right out of high school and are at an exploratory time where 
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they are trying to learn who they are and they need someone to guide them through 

this process.  The participants also described that nontraditional students enter the 

institution never experiencing a “win” or positive outcome, so learning about 

themselves and life while they are in class and outside of class helps them find a way 

to integrate both academically and socially during the first year of college.  Having 

that relationship with the academic advisor through intrusive advising has proven to 

have a positive impact on student success during the first year.   

Mandatory Intrusive Advising and Student Retention 

Research question two sought to understand the perceptions of community 

college academic advisors regarding the role of mandatory intrusive advising on the 

retention of first-year students enrolled in developmental education courses.  The 

analysis of the data produced three distinct themes regarding the academic advisors’ 

roles: 1) connecting with the student by being the first point of contact at the 

institution; 2) showing students that they care; and 3) assisting students with referrals 

and resources. 

Connecting with the Student as the First Contact  

A significant theme that emerged through the analysis of data of the 

perceptions or views of their role in mandatory intrusive advising regarding student 

retention was that intrusive advising facilitates the formation of a connection with the 

student as the first point of contact at the institution.  According to the advisors in this 

study, creating a connection and establishing a relationship with the student on day 
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one or during the first year through intrusive advising increases student retention.  

Mark Edwards (Academic Advisor, Community College A) stated: 

I know that in the first year or the first semester, probably half of our students 

did not make it through the student success course before we started intrusive 

advising.  So, that is why it’s really important that we keep being intrusive, to 

encourage them to make it through.   

He also mentioned that most of these students are nontraditional students and they 

need to have that connection and person to contact when things are good or bad. 

Developmental students are comprised of a diverse group of students who are 

typically fearful of college during the first year due to having to enroll in a non-college 

level course(s), and they need the on-going connection of an academic advisor to help 

them succeed.  Mark Edwards further explained: 

The bottom line is we want to see them graduate.  I understand that it is a 

community college and we are known to have nontraditional students that are 

academically underprepared.  This makes it even more important to build a 

relationship with them and keep talking to them about the different things we 

have to offer, or we lose them.  My role is to help them understand they have 

the ability to succeed, they have a voice, and they have the resources.  We 

want them to see that they can achieve with just making it through the student 

success course, and then that way, when they move on to that four- year 

university, although it gets a little tougher, they have a better chance of 

succeeding. 
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Lola (Academic Advisor, Community College B) had similar perceptions as 

Mark Edwards of completion and retention rates for developmental students.  She 

explained, “What I have found in my extensive career is, the best way to retain 

students is to connect with them.  Through intrusive advising, you become a link to 

them, because they feel lonely especially, during that first year.”  Lola went on to say:   

Advising should be at the very top of the needs of an institution, because that is 

where the student starts.  We are the first ones to meet them at new student 

orientation. We are at the forefront, and some students have told me when 

coming from other institutions “Oh my goodness, you guys are so nice, and 

you take the time to help us.  I came from ABC College, and they were not that 

nice.  I felt like we were just cattle; they just put us through, but you guys take 

the time to help us.”  So I feel good about that, because we try so hard.   

Victoria (Academic Advisor, Community College A) supported the 

perceptions of Lola and Mark Edwards by adding, “With developmental students, they 

just want to know that they can get through the class and that they are going to be 

okay.”  She went on to say that from the fall 2014 data, she viewed the retention rate 

to be between 80 to 90 percent from the fall semester to the spring semester.  

Connecting with these students and being their point of contact when they need 

assistance while taking the student success course is what Victoria attributed to the 

high retention rate.  
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 Samantha (Academic Advisor, Community College B) reinforced the views of 

the other advisors stating that when it comes to student persistence and retention 

during the first year “intrusive advising works.”  She also explained: 

My expectations are to build a strong enough relationship that students come 

back to me.  I tell them, “If you feel like dropping out of class to come see me 

first.”  So, they now have a place to come and say, “Okay, I am really 

struggling, and I do not know what to do,” instead of just leaving.  

Roxanne (Academic Advisor, Community College B) explained her perception 

of her role as it relates to student retention, as “having to get connected with the 

students and this is what makes them come back to you.”  Observations of Roxanne’s 

interaction with a student who participated in the program showed  the importance of 

having the connection.  She also expressed the importance of faculty and advisors 

working together to make sure students do not leave.  All of the advisors expressed the 

significance of making a connection with the students and connecting them to the 

campus through student organizations, events, and workshops as a way to retain 

students.  Roxanne continued to explain her role: 

As an advisor, we are the first people they see, and they come to us when they 

have problems seeking help.  We are the ones that tell them, “Okay I am 

listening to you.”  When connecting with the student, it is important to help 

them understand why they should be involved in student associations and 

student activities on campus.  This also helps students stay at our institution. 
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Cassandra (Academic Advisor, Community College A) reiterated Roxanne’s 

perception that intrusively advising students to be involved is an important element to 

retaining students.  She stated, “I believe that all of the advising team should be 

connecting the students with student organizations.”  Cassandra also explained how 

connecting with the student and connecting them to the campus is key to ensuring 

students return.  She highlighted the fact that she is very intrusive.  She really gets to 

know who her students are, and this has shown to have a positive impact, because the 

students know that they can come to see her anytime.  Through the intrusive advising 

program, Cassandra acknowledged that “students complete, they have higher grades, 

and they persist.  When I say they complete, they complete that semester; when I say 

they retain, meaning the way we do retention here, is that they are here the third 

semester, and they graduate; they really do.”  She says that they were able to pull the 

data that showed the students who did not get the services when they entered the 

college, and there was a negative impact.   

Santiago (Academic Advisor, Community College A) supported Cassandra and 

Roxanne’s perceptions and explained how some developmental students are not able 

to join some organizations because they may require a certain grade point average or 

other requirements.  However, he discussed an organization called MASS 

(Multicultural Academic Support for Students) designed for male, African-American 

or Hispanic students.  Observations of the paperwork showed that the purpose of 

MASS is to help these students be successful in their education and personal lives with 

workshops that discuss resume building, study skills, and time management.  Santiago 



Texas Tech University, Leslie Singleton, December 2015 
 

  114 

explained that forming that connection is essential to students staying at the institution, 

and he described his role as the following: 

It is important for me to establish that connection and make the students feel 

comfortable. I feel like the reason students do not come to school or class is 

because they do not feel a connection. They often feel like a number. I believe 

that if you feel like you have that supportive environment that is cheering you 

on to get through the program as a student, you are more inclined to come to 

class and will not consider leaving the institution.  Establishing that connection 

is very crucial, especially for those retention rates, because when the students 

have that connection, they realize there is at least one person on campus that is 

going to help them out.  

Cairo Aire (Academic Advisor, Community College B) described the role of 

the advisor as the first point of contact for students and the ability to connect with the 

student when they start and throughout college until their completion.  All of these are 

significant to their success.  Cairo Aire articulated her view as: 

I believe the advisor is the pivotal role in intrusive advising. We are the person 

that student can actually make contact with and build a relationship throughout 

their educational career. So, I think we are vital in that first contact; we are 

vital in the follow up, and we are vital in suggesting resources.  

She went on to explain how she had data that the advisors collected themselves to 

show the effectiveness of having the mandatory intrusive advising program for 

developmental students: 
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Basically, for a student to attend what we called back then the HUMD or 

Student Success course, they had a 50% retention rate.  That was just by 

attending the course. If the student actually attended the course, made a 

connection with the instructor, that retention rate went up to close to 70%. 

Then we added one more factor in, the advisor.  We then had the course, the 

instructor, and the advisor. Once the advisor came in, we had retention rates of 

90% and above.  Intrusive advising is very crucial, and it was upheld by the 

data we collected ourselves.  With intrusive advising, their persistence within 

the first year is actually very high.  I believe our rates are still in the 90 

percentile. 

Showing Students that you Care 

The second theme that emerged through the analysis of data was the need to 

show students that you care about them.  The academic advisors explained that 

exhibiting to students that they care every time they meet with them has led to higher 

retention.  The advisors further expounded that developmental students need a lot of 

attention because they are usually struggling with both academic and nonacademic 

challenges.  Santiago discussed the odds that academically underprepared students 

face when they come to college are statistically low and they have a harder time in 

school and are least likely to return if something negative happens.  He stated, “So, as 

intrusive advisors, what we are trying to show students is that we care.”  Santiago also 

described an event they had on campus, hosted by the MASS organization to help 

students socially outside of the classroom:  
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Last semester we had a dining etiquette workshop and we had someone come 

in and teach our students about proper etiquette skills. There was a formal 

lunch set up, and our students learned how to properly use the correct utensils, 

and so on.  These students enjoy these types of activities outside of the 

classroom, and they see that we are trying to help them not only academically 

but socially as well.  

He went on to mention, “I have such a close bond with these first-year developmental 

students.  They are coming back to me their second or third year here and referring 

their friends.”  

 Cassandra described that her role in intrusive advising is to “care about the 

students” and try to work with them even during the times when it becomes difficult.  

She shared the following example of caring for students: 

At graduation, I cannot tell you how many students have cried and hugged my 

neck and said, “I wouldn’t have made it without you.”  Then, there are other 

students that come by and say, “You know I didn’t think I was going to pass 

that test, but you took five minutes to find someone that could help me.”  I 

think if someone has a heart, we can make a difference in those students’ lives. 

Lola agreed with Cassandra and explained, “With persistence and retention, if students 

feel welcome and that you care for them, they will stay.  I think when you reach out to 

them and make them feel welcome and valued; the persistence will take care of itself.”  

She indicated tracking was done that substantiated the effectiveness of caring for 

students through intrusive advising: 
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After the first year and first semester, some data was pulled to show that the 

developmental education students were more successful and they were retained 

once the intrusive advising program was implemented.  I really do not keep 

track of if I am successful with reaching students or not.  I just do it with my 

heart and get it done, and I look forward to the next day.  Some days are harder 

than others are, but I tell myself, “If you reach one student today, it is going to 

make a difference.” 

Cairo Aire expressed the importance of “caring to become the best advisor possible 

when we started the intrusive advising program I believed that we would make a 

difference but not as dramatic as the data proved.”  She also emphasized the 

significance of showing that you care for these developmental education students 

because they come with various needs and setbacks.  Cairo Aire strongly believes that 

“this type of intrusive advising structure, that type of creation and identification to 

make those students more resilient is a model that should be created for all students.”  

 Roxanne’s perceptions were aligned with the other advisors regarding the 

importance of showing students that you care will keep them from leaving the 

institution.  The students’ feelings of being cared for showed through the cards, 

pictures, and appreciative gifts that were observed in Roxanne’s office.  She 

commented, “I see each student as one of my own children.  I advise them on what is 

best for them because I care.  I feel responsible for them, and they are happy to see 

someone that cares.”  Showing students that you care is something that many 

institutions do not display, and many students leave college, particularly during the 
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first year, because they feel they did not fit or they were not welcomed.  Mark 

Edwards stated: 

I would be willing to bet there are not a lot of universities that give the 

students what we give them, which is why our students stay. There is a purpose 

for everything we do with our students. Through intrusive advising I tell the 

students that I care about them and I want them to be successful.  

He continued to explain, “With these developmental students you have to keep 

encouraging them and pushing them, and as an advisor you have to have a heart for 

it.”   

Both Samantha and Victoria stressed that showing students you care was a 

significant component in retaining students.  Those advisors that demonstrate care and 

compassion are essential in helping students succeed, and students want to know that 

this person has their best interest in mind.  Samantha went on to say: 

I know this is kind of an old saying, but I really believe people do not care how 

much you know until they know how much you care, and I think it starts with 

that.  These students are really coming here to seek our help because they do 

not understand the college experience.  There is not a student in my 25 years 

that hasn’t come to me with some type of challenge.  Whether it’s academic or 

personal, whatever it is, they are just walking through something just trying to 

figure out how I am going to do this.  So, it is our jobs to encourage them and 

let them know they are not the first ones to go through this experience and we 

can help them through it.   
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Victoria supported Samantha’s view that if the advisors show the students that they 

care, they will keep coming back to seek help.  Showing students you care has a 

positive impact on retaining students. 

Assisting Students with Referrals and Resources 

A significant theme regarding student retention that emerged through the 

analysis of data was the need to assist students with referrals and resources.  It is 

important for academic advisors to be knowledgeable about the resources available for 

students in order to be prepared when students come seeking assistance.  The lack of 

knowledge and information from an advisor could have severe consequences for the 

student and the institution if the student decides to leave. All participants identified the 

service of referring students and recommending the necessary resources attributed to 

student retention at their institutions.  

 Cassandra perceived one of her roles as an intrusive advisor was to refer 

students to the right department or resource.  She stated, “I will actually take the 

student over and help them schedule an appointment with one of the counselors if they 

are having any personal issues.”  Cassandra described a time she helped out a student 

with a financial aid issue: 

There was a student of mine that I knew there was no way the student did not 

qualify for financial aid because I knew the backgrounds of the parents, but the 

student told me she had gotten denied.  I said to the student, “We can walk 

over to the Financial Aid office together and pull the information, but that 

means I see your information,” and the student was okay with that.  So, we 
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walked over to the office and found that the information her parents entered 

was incorrect, and there was an extra zero listed on the financial aid 

application.  I advised the student to go back to mom and dad and ask them if 

they really earned the amount in question and if not to go back and update the 

application.  The student came back and told me that she did qualify.  So this is 

an example of being really intrusive with the student, but it has a positive 

outcome, which is that this student did not have to leave our institution. 

Helping students feel comfortable when they have to see another person or 

department is something that Santiago explained he does not mind assisting with even 

if it means going along with the student.  He stated: 

Students usually come to my office because I always tell everybody “You can 

always come to me if you have questions,” and if I do not have the answer, I 

will try to find out the answer or refer them to the best person to speak to 

regarding their situation.  If I refer them to the financial aid office, because 

most of my developmental students are fearful at asking questions, I tell them, 

“If you are scared to go over there by yourself, I will go with you.”  I will close 

my office, head down with them, and just make sure they are comfortable. The 

students really appreciate not having to go to a new place alone.   

Santiago believes that referring these students is very important for retaining students.  

 Lola had similar views as Cassandra and Santiago on the effectiveness of 

referring and providing resources for students through intrusive advising.  Lola 

described, “Intrusive advising is that student contact or connection and helping them 
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find referrals and resources, and I think it works for student retention.”  I tell my 

students, “If I don’t have the answer, I am going to find out for you, and once I get the 

answer, I am either going to let you know or at least guide you to the person that can 

help you.”  The variety of student needs that Lola has encountered demonstrated the 

importance of creating and providing pamphlets that list internal and external 

resources.  The immediacy of the students’ needs demonstrated the importance of 

advisors having these resources to refer students right away.  Lola further explained 

the importance of having resources to which to refer them when the students come in 

to the office: 

I have pamphlets that I give them, and I give them my personal cell phone to 

contact me if they have an issue.  Because I was a destitute student myself, I 

can relate to some of my students.  I share my experiences with them because 

if you have lived it, you can relate to the students.    

Victoria indicated that her role was to refer students to the appropriate resources to 

help them stay in school: 

I like the students coming back to me, and I find that very rewarding when 

they feel open enough to come to me about their classes or professors. 

Although, I can’t always solve their problems, I refer them; if they are having 

trouble with math, I refer them to tutoring, and if they are having issues testing, 

I refer them to speak with a counselor about their anxiety on test days. 

 Victoria also shared that she refers her students to join student organizations, “I tell 

them we have a pool club if they are interested in playing pool, an organization just for 
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women, Brother to Brother which is for black males seeking a mentor, and many other 

organizations.”  

Similar to Victoria’s role Mark Edwards described his role as making 

recommendations for students: 

 During my first visit in the student success course with students, I am going to 

make recommendations, such as if you tell me you want to be a welder; I will 

refer you to the advisor that specializes in that area.  If you lose a loved one, I 

am going to refer you to speak with a counselor.  I really love that.  I came to 

this campus because we have so many tutoring opportunities for them.  Near 

my office we have a big room full of Math tutors, English tutors, Biology 

tutors, and other subject areas. 

Because the learning center was in the same area as the advisors’ offices, students 

were observed getting help and utilizing resources such as tutoring and the computer 

lab. Placing these services near the advisors’ offices provide the advisors with a 

greater opportunity to interact with the students. 

 He agreed with Santiago and Lola stating, “I may not have all the answers but 

I can certainly find the answers, and that is what the students need to know.”  

Samantha reinforced the referral and resources information discussed in the student 

success course that Mark Edwards mentioned.  Samantha highlighted that in the 

student success course “there is a piece discussed where we connect them with campus 

resources.”  She gives her testimony as a student: 
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I tell them I used to hire my own tutors, but everything is free for them.  

Tutoring is right here, and they are open on the weekends.  We talk about the 

idea of incorporating that tutoring time as part of their time they need to be 

spending towards studying for each class. The idea is to teach them the concept 

of time management.  I also think we do a great job getting them involved in a 

club, which allows them to integrate socially.  We also give students extra 

credit for going to events on campus.  I give them extra credit for an event that 

connects them with the institution.  

Cairo Aire and Roxanne reiterated that during the first year they are trying to teach the 

students to learn about the college life and their resources.  Roxanne explained how 

she used the pamphlet to introduce the students to the list of resources and the 

departments at the college: 

We go through it one by one and there are things such as childcare and other 

resources for the student; this is true intrusive advising.  As an advisor you 

need to know if they are a veteran, if they have a disability, etc.  One thing is 

that our developmental students do not ask questions because they are afraid to 

ask.  When I refer my students to another department, I do not let them go 

alone.  I take them and show them where to go.  I have students come here and 

say, “I have been so many places and this one says this and another one says 

that,” but I want to make sure they get what they come here for which is a 

good experience.  When they have that good experience, it makes them feel 

good and know that my office is place that they can ask questions, and get 
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what they want, such as resources.  I also want them to have student 

involvement, so I always tell students we have Habitat for Humanity.  This is a 

service project that can go on their resume, and it connects them to the college. 

Summary of Mandatory Intrusive Advising and Student Retention 

This section addressed three themes that emerged through the analysis of data 

regarding academic advisors role of mandatory intrusive advising on the retention of 

first-year students enrolled in developmental education courses.  The first theme that 

emerged was the formation of a connection with the student as the first point of 

contact at the institution.  All participants agreed that connecting with students and 

being that first person who contacts those students, helps connect them to the 

institution, ultimately helping to increase student persistence and retention.  

Participants described the significance of meeting with them in the student success 

course, establishing that bond and linking to them, getting them involved on campus, 

and having students come back to them is mandatory intrusive advising.  Because 

these students come in with personal issues and are academically underprepared, they 

tend to feel lonely and the participants recognized their need for that connection and 

contact in order to stay in school.  

The second theme that developed was the need for advisors to show students 

they care about them.  The eight participants supported the fact that showing students 

that they care about them through mandatory intrusive advising increases student 

retention.  The participants indicated the importance of showing developmental 

students that they care was so critical, because students come into the institution with 
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so many personal obstacles and challenges.  Additionally, participants stressed that it 

was very important to show the students that they care or have a sincere heart, even 

when it seems to be overwhelming or too difficult.  

Assisting students with referrals and resources was the last theme that emerged 

from the analysis of the data.  The participants emphasized that developmental 

students can sometimes be fearful to ask questions, and they need someone to guide 

them.  Many of the participants mentioned that, when they refer students, they walk 

them over to the department.  The participants also distribute the list of resources to 

students one-on-one, during the student success class, or by giving them a pamphlet or 

list. All the aforementioned methods of communication are to help retain the students.  

In addition, the participants discussed that sometimes students may need a referral, 

and the advisor may not have the information at that time, but they always take the 

time to follow up with the information or contact person whom the student needs, right 

away.   

Academic advisors Roles in Mandatory Intrusive Advising 

Research question three sought to understand how community college 

academic advisors view and define their roles in intrusive advising.  The analysis of 

the data produced three consistent themes: 1) connecting with the student and creating 

a sense of belonging; 2) determining personal and career goals through academic 

planning; and 3) frequently communicating with the student. 

Connecting with the Student and Creating a Sense of Belonging 
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A common theme that emerged through the analysis of data was the perception 

or views of academic advisors’ role in mandatory intrusive advising is forming a 

connection with the student and create a sense of belonging.  Academically 

underprepared students need to have that one-on-one relationship with staff at the 

college to help them acclimate to the campus.  Once this relationship is formed, these 

students feel connected to the institution and are more likely to persist and be retained 

during the first year.  All the participants agreed that building relationships through 

establishing a connection with the student was one of the academic advisors’ many 

roles.  Lola (Academic Advisor, Community College B) defined her role as “self-

tailored” advising when meeting with students, which allowed her to be intrusive—

asking all types of questions so she could get to know them better.  She explained one-

to-one advising allows the students to open up more and ask questions that will guide 

her to give them the best academic advice.  Lola described that when the students 

begin to connect and feel they belong, they are more open to intrusive questions: 

I ask questions, and what I like is that they tell me.  The student says, “You 

know what I have always wanted to be?  A doctor, but my family will not let 

me”…  And I say, “You know what?  Let us explore what it takes to be a 

doctor.  Why do you want to be a doctor? Where do you want to go to school?”  

It is more guiding them. I also empower them to do their research if they do 

not have the answers to the questions; I tell them, “You have homework.”     

Roxanne’s (Academic Advisor, Community College B) role was parallel to 

Lola’s role in establishing a connection with the student.  Roxanne explained that one-
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to-one advising is the best, and progress is seen from the student with this type of 

advising.  She mentioned that eventually the student feels comfortable to ask 

questions, and they know they have someone to come back to if they need someone.  

Roxanne stated that her philosophy is “When it comes to advising students in college, 

advising has to be the best with passion.”  She explained that she calls developmental 

education students who are struggling in their classes, specifically math since that is 

her background, to determine what is going on and what can be done to help them.  

Roxanne continues to discuss the importance of “building relationships” with students:  

I go to Walmart, and I see my students and ask the student, “How are you 

doing?”  If they are with their parents, some of the parents have said, “Thank 

you for taking the time for my child” or they feel that their child is safe at the 

college.  Students have said, “You did this for me,” or “You kept me in 

college, and I want to thank you.” 

 Victoria (Academic Advisor, Community College A) supported Lola and 

Roxanne’s view of their role in intrusive advising as connecting with the students and 

creating a sense of belonging.  She explained that intrusive advising is making 

students feel comfortable when they walk in the office.  Victoria described the 

intrusive advising program as being “so important and so keen” because with all the 

other things students have going on, they have to have that connection with an advisor: 

I think it makes a difference in regards to being able to guide them, especially 

those students that have the deer in the headlight look like I do not know where 

to go.  And we have a lot of students, I know, that are first-generation, minority 
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students, or both, and they come with different obstacles and challenges, in 

addition to being academically underprepared.  So having this program gives 

the student someone they can connect with outside of the classroom.  

Cairo Aire (Academic Advisor, Community College B) explained that her role 

in intrusive advising was to build that connection by identifying the at-risk students 

early to schedule an intrusive or proactive advising meeting.  She stated, “We have 

frequent meetings throughout the session; we create degree plans early; we identify 

problems or stumbling blocks, and I often meet with the students through class visits 

in the student success course.”  Cairo Aire also described her role as multifaceted: 

  So often, I think we are the Wizard of Oz because everyone knocks on the door 

for everything, whether it is a technical issue, instructor issue, an at home 

issue, a collegiate issue, it does not matter what financial issue.  We are the 

ones that they come to because we are the connection. I am an advisor. I am a 

resource. I am a teacher. I am a guidance counselor. I am a creator. I am a 

promoter of excellence. I am the face of this institution and education and I am 

a believer. I believe in them, and I believe in our program.  

Similar to Cairo Aire, Mark Edwards (Academic Advisor, Community College A) also 

described his intrusiveness in connecting with the students as to seek them out.  He 

explained that there are many nontraditional students who are underprepared.  They do 

not like to ask for help, and that is why you have to go to them.  Mark Edwards 

mentioned, “We have to seek them out and motivate them,” connecting to the student 

and building a relationship with them through frequent contact, individually or 
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through the student success course.  He explained that when meeting with students, he 

wants them to “understand that they have a voice, that they have the ability, that they 

have the resources…These underprepared students may have never realized all the 

strengths they really have because they have never really experienced it.”  

 Santiago (Academic Advisor, Community College A) also explained the 

significance of the student success course as by seeing students on a regular basis 

helps to establish a connection with the student.  Santiago stated, “I am not just 

somebody they see once a semester.  They see me throughout the semester and 

academic year.  When it comes to students who are just coming in to say “Hi,” I know 

I have done my job because they feel comfortable with me.”  

Cassandra (Academic Advisor, Community College A) described intrusive 

advising as connecting with the student by getting to know who they are.  She 

explained, “I say to them, I want you to know that I will advocate on your behalf and 

do everything I can, as long as I see you are trying.  You can come to me about 

anything, and I will find a resource for you.”  Cassandra stated that many students 

have opened up and said they do not even have money to pay for a notebook.  So, she 

was able to assist the students with their needs.  “My students know they can come by 

and see me anytime.”   

Agreeing with all participants Samantha (Academic Advisor, Community 

College B) emphasized her role in intrusive advising is to ask those open-ended 

questions that reveal the students’ hobbies, interests, values, and skills.  She noted that 

through building relationships with students, she has figured out those students who 
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require more attention all year, or even just during peak times.  She has a strategy to 

accommodate all students: 

I have been doing this for so many years that I have gotten good at getting a 

real Dr. Phil, get to the point meeting, to really spending some time with 

someone one who is really struggling.  During peak times, I think a handshake, 

a quick something, lets them know I am here for them.  I say, “Please promise 

to come back and see me.  I will work around your schedule, whatever it is.”  

As advisors, everybody is doing the same thing— building relationships.    

Determining Personal and Career Goals through Academic Planning 

The second theme that emerged through the analysis of data was the view of 

academic advisors’ role in mandatory intrusive advising is helping students determine 

their personal and career goals through academic planning.  Academic planning of 

personal and career goals is important for developmental students, primarily because it 

helps them see a plan of how to achieve success and it displays a need for their 

commitment.  If these students commit to this academic plan, and they have on-going 

support from an advisor, they have a higher chance of staying in college during the 

first year.   

Cairo Aire explained that the underprepared students must take a first-year 

experience or student success course, and within that course, they must have a 

comprehensive academic plan that includes many components and questions: 

A planning session takes me about 45 minutes, because there are so many 

things that we touch on, such as short and long term goals, and then we 
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actually put together a collegiate career plan.  That involves discussing 

scholarships, identifying where they are transferring, the courses that they need 

to take, any remediation, any issues that they may have personally, whether it 

is childcare or whatever.  I am one of those open-ended people — lots of open-

ended questions. 

The academic plan observed was designed to elicit detailed responses from the 

student, proving the need for advisors to be intrusive in order to create a roadmap for 

the student’s success.  Getting the students to think about everything required for their 

success helps them to establish their commitment to the academic plan and to 

comprehend the action required to achieve it.   

Santiago also described the academic learning plan mentioned by Cairo Aire as 

being an assignment that is a part of the student success course and one of our main 

goals that involves open-ended questioning to create a plan suitable for each student: 

For a lot of our students who are developmental, they tend to have full-time 

jobs.  So, the catalog does not offer an academic plan that actually suits them.  

So, as an intrusive advisor, my role, when they come to see me about the 

academic planning assignment is not to only ask questions about how many 

classes they would like to take, but my main job is to ask open-ended 

questions.  Are you married?  Do you have children?  Do you work full-time or 

part-time?  Do you volunteer?  Do you do anything outside of just school? 

Similar to Santiago and Cairo Aire’s perceptions of their role of helping 

students determine their personal and career goals through academic planning, Mark 
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Edwards reinforced the role of academic planning by focusing on the goals the 

students want to achieve.  He explained, “We talk about their backgrounds, what 

barriers they may see and attempt to overcome, what careers they see themselves in, 

and what it takes to reach those goals.”  All three abovementioned advisors stated that 

they initially discuss a paper plan and then enter it the computer system (My Planner) 

so that the student never loses it.   

 Roxanne and Lola explained their roles in academic planning as discussing the 

plan with the student and giving them what Lola calls “homework.”  Lola described 

her method: 

For example, what I try to do with my students, I will say, “Okay you are 

taking two classes this semester.  What is your goal for next semester?”  And 

they will say, “Well, I can only take two classes, because I work full-time.”  

So, what I assign them to do or expect them to do is to look for scholarships, 

and I show them how to apply for scholarships so they can work less hours.  I 

give them, what I call, their homework.   

Roxanne stated, “I sit down with students to help them create a plan. I always tell 

them, ‘Sit down, and write it down,’ or sometimes I tell them to take it home, write it 

down, and bring it back.  I want them to be responsible.”  She described her method as 

viewing the whole student and letting them know they have flexibility with the plan: 

When planning I look at the student holistically—their classes, how much time 

they have to study, how much work they do, what are their goals, and what are 

their expectations.  When we do the intrusive advising, you want to make sure 
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they have a plan, and I always tell them, “This is a plan.  You can change it if 

you need to.” 

Samantha supported Roxanne and Lola perceptions of their role in academic 

planning.  Samantha explained that she has her developmental students create a life 

map that sets their goals from their current age to 40 years out.  She stated: 

So, I get them to list their goals—educational goals, salary goals, career goals, 

and short-term and long-term goals.  So, short-term could be: I got my 

homework done, or I want to get through my first semester, and long-term: I 

want to start my own business, or travel to Europe.   

Additionally, Samantha explained, “If our students visually see it, they have success 

achieving the goal.” 

Cassandra and Victoria agreed with all participants and indicated that their 

roles in intrusive advising are to help students with academic planning and creating 

their goals.  Cassandra also highlighted that “many students don’t know what they 

want to do career wise, so the campus offers free career counseling, and we let them 

know about that.”  Victoria described her role as being there to motivate the student 

and guide them in the academic planning process, which is oftentimes new to them: 

I think my role as an advisor is to encourage the students in what they are 

trying.  When advising students regarding their academic planning, I find many 

students come to college not knowing what they want to do.  They come in and 

they just go “I need the basics” and they do not even know what they are 
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saying.  So, we go over the basic courses, and I tell them the basics are what 

you need to transfer to another college or what is required for our degree plans. 

Communicating with Students Frequently 

The third theme that emerged through the analysis of data was communicating 

with students on a frequent or regular basis.  Frequent communication with students 

through intrusive advising has proven to be effective for retaining students (Tinto, 

1993).  Advisors have also specifically seen the effectiveness of this type of regular 

communication in retaining first-year developmental students.  Santiago explained that 

his role is to spend about an hour per class visit meeting with students.  In addition, he 

stops by the class and is accessible to students outside of the classroom: 

I will just pop into class at random, just to say, “What’s up guys?  How are you 

all doing?”  If the students are in the computer lab, next to my office I will just 

walk in and tell the professor “Hey, if they have any questions I will help them 

out.”  I will sometimes proofread students’ papers, again, just to establish that 

connection.  I communicate with them quite frequently.  I also e-mail the 

students, I do a lot of texting through Google voice, and my students have my 

personal cell phone number to keep in contact. 

Roxanne described her role, which is similar to Santiago’s, as “I work with my 

professors, I walk into the classes a lot, and the students enjoy that the professor 

welcomes me.  If I notice that one of my students did not show up to class, I 

immediately get in contact with them.”  She also explained that she enjoys contacting 

students by phone, but e-mail is okay, and she contacts students at least four to five 
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times a semester.  Cairo Aire mentioned that, in her role, she also advises international 

students and has many other duties in addition to advising developmental students, so 

she identifies times that she would be available early in the semester, if the instructor 

wanted to send students to come see her during the semester.  She went on to say, 

“With intrusive advising, you must have a lot of interaction with your developmental 

students.  I e-mail my students and meet with them face-to-face at least three times a 

semester.”  Cairo Aire stated that it should be more, but she has so many other duties 

she has to handle.  

Similar to Santiago and Cairo Aire’s views of their roles of communicating 

frequently with students, Mark Edwards described his role as “After my first visit with 

students I contact every single one of them by e-mail, which could be 40 to 50 e-mails 

a day the first part of the semester.”  He also discussed the class visits and how he 

follows up with students after class: 

I will visit a class, there will be 25 students in there, and when I come back to 

my office, I send a follow up e-mail, thanking them for letting me come in 

there.  I also provide them notes about what we talked about and different 

activities that will be coming up on campus. 

Mark also stated that with the volume of students that he has, it is really hard to make 

frequent contact with the students by phone.  Lola provided an example of what 

happens when she frequently communicates with students, “So I call them,  ‘Hey, Mr. 

Smith what’s going on?  How is your semester coming along?’  ‘Oh I am glad you 

called me because this and that,’ or ‘I am doing great.  Can I add another class, a late 
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start class?’  ‘Sure come on over.’”  Lola continued discussing how she wishes she 

had more time to follow up with students because they really like that.  “They give us 

a positive response when we reach out and when you follow up on a regular basis.  I 

can relate to that, being a student myself.”  Lola agreed with all the above-mentioned 

participants in perceiving that her role is to communicate frequently with students 

although, she felt that she does not have enough time as she would like to meet and 

contact students.  She explained, “It almost goes against my grain when I have to rush 

students out of here, so I have to balance it.  I will usually send a follow up e-mail to a 

student that has really been on my heart even when I do not have the time to say, ‘I 

have been thinking about you.  I hope you are okay; let me know if you need any 

help.’”  Lola went on to say that, registration time is when you must have the most 

balance.  Victoria agreed with Lola and the other advisors that during registration, the 

advisors not only meet with developmental students they meet with all students.  

However, Victoria explained that she contacts each student by phone at least four 

times a semester and sends about 15 e-mails out a semester.  Victoria went on to 

explain that, although she is busy during registration, she believes it is important to 

“keep in touch with them, be hands on with them, and keep them on the right track as 

developmental students.”     

Cassandra’s view of her role in frequently communicating with students is to 

do group e-mailing, which are about four to five e-mails, and then send another three 

to four individual e-mails to the students.  She explained, “They are getting regular e-

mails from me, and it’s about campus things they should look at to do, which are 
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things like a calendar of all the free things that are going to be happening on campus, 

to try to get them involved, along with workshops about improving study skills, 

reminders to check on financial aid, and upcoming registration dates.” 

Summary of Academic advisors Role in Mandatory Intrusive Advising 

This section addressed three themes that emerged through the analysis of data 

from academic advisors’ views and how they define their roles in mandatory intrusive 

advising.  The initial theme that emerged was to form a connection with the student, 

creating a sense of belonging.  Participants agreed that establishing that connection 

with the students helped them build stronger relationships and made the student feel 

like they belonged at the institution.  The participants mentioned that, although the 

term intrusive can be viewed as a negative word, this type of advising had a positive 

outcome in getting to know who the students are by asking open-ended questions, 

which helped to guide and motivate the students.  The participants also indicated that 

most underprepared students are fearful of asking questions, so it is important for 

advisors to be proactive and seek them out, to identify any challenges or obstacles the 

students may have, and find them resources or a solution.  Lastly, the participants 

thought their role was instrumental in having students constantly coming back to meet 

with them for anything, once they felt comfortable.  

The second theme that materialized was helping students determine their 

personal and career goals through academic planning. All the participants agreed that 

their role in mandatory intrusive advising was to help students create a successful 

academic plan that included their personal and career goals.  The participants 
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explained the conversations with students focused on their backgrounds, barriers they 

needed to overcome, educational goals, and career goals. The participants also 

described that having an academic plan they either created in the system or wrote 

down on paper gave students an opportunity to visualize how they could achieve their 

goals from semester to semester. 

Frequent communication with students was the final theme that emerged from 

the analysis of data.  Contacting students regularly by e-mail, phone, or texting in 

addition to meeting with them in person, proved to be a beneficial method of reaching 

out to students to maintain the connection.  Continuous communication with the 

students also helped advisors identify any challenges students were facing and 

additional support needed, as well as achieve positive student outcomes due to 

following up.  Additionally, all the participants agreed that, with developmental 

students, being proactive and reaching out to them played an essential role in keeping 

them on course at the institution.  

Challenges of Utilizing a Mandatory Intrusive Advising Model  
for a Specific Student Population 

Research question four sought to understand the perceptions of community 

college academic advisors regarding their challenges of using mandatory intrusive 

advising for a specific population of students. The analysis of the data produced two 

main themes: 1) the hardships for developmental students; and 2) the need for more 

time to meet with students.  
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Hardships for Developmental Education Students 

 A major theme that emerged through the analysis of data was the perception 

that developmental students have different hardships.  Many students who come to 

college not only arrive with personal challenges, but also view being academically 

underprepared as humiliating.  Through intrusive advising, the advisors have an 

opportunity to change the perceptions of these students, so that they will not consider 

leaving the institution.  Lola, Cairo Aire, Samantha (all Academic Advisors, 

Community College B), Santiago (Academic Advisor, Community College A), 

Roxanne (Academic Advisor, Community College B), and Victoria (Academic 

Advisor, Community College A) all agreed that one of the hardships they have seen is 

that developmental students have a stigma by being in developmental education 

courses.  Lola expressed that “students feel they are the only ones going through this, 

and there is a stigma to developmental education they have been carrying, perhaps 

since grade school or maybe high school.”  Lola addresses the situation by telling the 

students how they can overcome this stigma: 

So, what I tell them is this, “There is a lot we can do for you.  We have all 

these resources but you have to want this.  You need to work on it, and you 

need to get connected.”  And this is what we push is that they connect with us 

so we can help them overcome this challenge. 

 Cairo Aire discussed that students often label the developmental courses as the 

“retarded class” which becomes a downfall for the confidence level of these students.  

Cairo mentioned that her developmental students come to her with negative 
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perceptions about developmental courses and she continues to motivate them as they 

say: 

“I am like retarded because I have to take this class.” I tell them, “With math if 

you have been out of math one year, you lose about half of what you know, so 

it’s just a refresher course.”  I am a strengths coach, so I think it’s very 

important to see what students are really good at, too, because no matter how 

poorly we do on something, we can improve it.  Being in developmental 

courses can be detrimental to students continuing, so through intrusive 

advising we have to be creative in helping these students understand that they 

are no different from those students in college-level courses. 

Samantha further explained, “I think that the stigma attached to it [developmental 

education] is what hurts us the most.”  She described that the instructors who teach the 

courses should treat students through building students’ self-confidence and 

motivating them to succeed.  “We have to be careful with our initiatives to make sure 

we don’t let the stigmas attached to them take away from the focus.” 

Santiago highlighted his perception of how the students see themselves: 

They feel that they are beneath the students in college-level courses, so at 

times they are uncomfortable in these courses.  I myself had to go through 

developmental math courses, but I was ready for English and all those other 

classes.  However, I did not see anything wrong with it, but my students do not 

see them as developmental.  They say, “Remedial or slow classes” I try to help 

them understand by sharing my college experience. 
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Roxanne reinforced the perceptions of the other advisors by explaining, “When 

students test, and we say, ‘You placed in developmental education course(s),’ they feel 

like they are not good enough for college.”  She goes on to tell the students: 

“No, that is not true.”  I explain to them that some people are good with their 

English, reading, and some with math.  Math is a weak subject for most 

people, and this course is getting you on track to prepare you for the workforce 

or going to the university. 

Victoria echoed that she also perceived students have a stigma with developmental 

courses explaining that many students are not happy to take multiple developmental 

courses and they perceive it will delay them getting to college-level courses.  Victoria 

explained: 

We go over there test results, and they are discouraged because they have to 

take two semesters of developmental coursework.  They ask, “Well, how long 

is this going to take me to just to get into the classes I want to take?”  I tell 

them, “If you want to go in the summer, if you take this one this spring, and 

you take this in the summer, then in the fall, next August, you are going to be 

in those college-level courses that you need.” 

Cassandra and Mark Edwards (both Academic Advisors, Community College 

A) stated other challenges that they perceived the students had that were different from 

the other advisors.  Cassandra went on to explain that developmental students’ 

hardships, such as families being unknowledgeable about the federal and state aid 

programs, affects whether the student leaves the institution.  She commented:  
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When I ask the question, “Have you applied for financial aid?” Most of them 

have no idea how or what to do.  I am very careful in explaining the 

application process, because I know that it changes a lot, but I tell them, “If 

you are a U.S. citizen, this is the application you fill out — the Free 

Application for Federal Student Aid (FAFSA); and if you are not a citizen, you 

can also fill out the Texas Application for State Financial Aid (TASFA).  What 

I have found is that most of these students and their parents are uncomfortable 

completing the TAFSA, because they are undocumented, so I will talk to them 

about there not being a connection to being deported.  I go on to tell them, 

“This is the process I want you to follow, but the next step is for you to go to 

the financial aid office.”  Not being able to receive financial aid can really 

affect a student starting and staying. Helping them overcome this challenge can 

be rough sometimes. 

Mark Edwards described a hardship for special needs students that he perceived to be 

unlike the hardships encountered by other advisors: 

I see a lot of situations where it’s really kind of heartbreaking.  There are 

situations where I can’t really do much for them.  There are a lot of individuals 

who bring their children here who are special needs in high school, and they 

bring them here and dump them off like they are like everybody else, and it 

breaks your heart because you know what is going to happen.  I wish there was 

a different approach for those types of students.  We do have a learning 

accommodations department, and they do the best they can.  I think it is a 
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challenge, because they sit here and tell you they want to be an engineer, and 

all I can say is let me get you started, and at that point, all I am doing is 

pacifying the situation. 

Need More Time to Meet with Students 

The second theme that emerged through the analysis of data was the perception 

that they need more time to meet with students.  All participants agreed that having 

enough time to meet with the students was a challenge.  The advisors agreed that 

developmental students are more dependent on the advisor to help them with various 

situations, and advisors are being taken away from advising to focus on other tasks, 

therefore affecting the amount time they spend with the students.  Samantha explained 

there is “always this rush, rush, rush, type of mentality” while she still has a cohort of 

students who need her attention.  Samantha voiced the importance of taking care of 

your cohort, even with additional responsibilities and less time: 

With this group of students, you have to follow through, and say, “How’s it 

going?” and keep an eye on them, kind of like your own kids.  We are so far 

removed from everything—budgets, technology, and initiatives.  Advisors are 

so supplemented there is very little time to do that. They are now meshing 

titles, meshing responsibilities, you are running to the classroom, and you are 

involved in this initiative. Although, I agree that those things are very 

important, it leaves less time for my cohort.  It is hard for me to build strong 

relationships with my students, if I never meet with them.  To me, it’s about 

building a team.  So, how can I build a team, if I never meet with them? 
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Cairo Aire stated, “You have to have time allotted to do advising and the protocol of 

that type of intrusive advising, because it’s not just registration.  It’s degree planning, 

e-mails, social media, and contacting students where they are.” Cassandra expressed 

the challenge of having time to spend with all the students in her cohort, which is 

about 250 developmental students, in addition to her other students in college-level 

courses that she advises.  She asked, “So how much time do you think I get to spend 

with my students?”  Cassandra is also an advisor for a student organization.  She 

participates in graduation, and other campus related events, leaving her with limited 

available time.  Prior to meeting with Cassandra, she was setting up a campus activity, 

and after finishing the interview, she immediately returned to participate in the event 

with the students.  These observations showed that Cassandra was truly immersed in 

the student activity.  Lola discussed the challenge that “more time is needed so that we 

can work with students more on a one-on-one basis.”  She gave an example of other 

students, outside her cohort, of about 600 students with about 200 of those being 

developmental students who want to meet with her: 

The students will bring their cousins, neighbors, and other students, if they 

think you are really good.  There are a lot of us that are really good, and they 

like your style so they will bring in other people.  Personally, I try to give 

students as much time as they need, and sometimes, I don’t like the fact that I 

have to cut their time short.  This happens during peak registration, and we are 

not allowed to do full advising during this time   I have to give them a quick 
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answer if they have a question, and tell them, “Here is my card” and to make 

an appointment with me for another time. 

Victoria emphasized that August and January is always busy:  

We don’t have time to spend with everybody because we are registering 

students, and we have to see everyone not just our cohort.  I have a cohort of 

around 300 in the fall and 125 in the spring, and they include all first-time-in-

college and developmental students.  So sometimes, I have to contact them and 

explain that “You know we missed the first meeting during registration, but I 

am going to be your advisor for the semester,” just to introduce myself.   

Roxanne reinforced the fact that:  

A lot of our time, my colleagues and I, is used on advising other students, 

such as those on academic probation and other duties.  Then when registration 

time comes, we don’t spend enough time with the students as we should.  

Santiago and Mark Edwards explained that they only advise students enrolled 

in the student success course, and they both stated that registration time is 

when they need more time to meet with students.  Santiago further explained, 

“I have more time in the spring than in the fall to meet with students.  In the 

fall is when its pull-your-hair-out kind of time.” 

Summary of Challenges of Utilizing a Mandatory Intrusive Advising Model 
for a Specific Student Population 

This section focused on two major themes relating to community college 

academic advisors’ challenges of utilizing a mandatory intrusive advising model for a 

specific student population .  A main theme that emerged through the analysis of data 
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is the perception that developmental students have diverse hardships.  Two of the 

participants described hardships that differed from the hardships described by the 

other six participants.  One participant explained how some developmental students 

and their parents are unfamiliar with completing the financial aid application, and 

some are afraid, due to various reasons, such as being undocumented.  The other 

participant discussed a hardship of having those students who were diagnosed as 

special needs students in high school dropped off by their parents and the students 

having high expectations of pursing various, unattainable careers.  The most common 

hardship was the stigma these students have of being in developmental education 

courses. The participants described how many of these students felt embarrassed or 

that something was wrong with them because of their enrollment in developmental 

courses.  Helping these students overcome this stigma seemed to be a challenge for a 

majority of the participants.    

The second theme that emerged through the analysis of data is the perception 

that they need more time to meet with students. The eight participants agreed that 

having time to meet with the students was a challenge. Participants discussed the 

importance of having the time to meet with these students one-on-one to make sure 

they establish a relationship and connection with them.  Many of the participants did 

not like reducing their time to meet with students during registration time, because 

they knew that this student population has needs.  The two participants responsible for 

only advising students in the student success course were also concerned that they did 

not have enough time for their cohorts during registration.  In addition, all participants 
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expressed a concern with having time to meet with students in light of their other 

responsibilities and (or) additional students they advise other than developmental 

students.   

Campus-Wide Support for Mandatory Intrusive Advising 

Research question five sought to understand the perceptions of community 

college academic advisors regarding campus-wide support for mandatory intrusive 

advising.  The analysis of the data produced two main themes: 1) inadequate advising 

staff; and 2) adequate and inadequate resources. 

Inadequate Advising Staff 

A major theme that emerged through the analysis of data for campus-wide 

support was the perception by academic advisors that there is inadequate advising 

staff.  Maintaining an adequate number of staff participating in the intrusive advising 

program for developmental students is imperative.  With the large number of 

developmental students that enter community colleges today, having the staff to 

support these students is essential for student success.  Roxanne and Cairo Aire (both 

Academic Advisor, Community College B) expressed that more advisors were needed 

at Community College B.  Roxanne stated that in order to have a successful intrusive 

advising program there has to be more advisors.  She shared her expectations of the 

institution in assisting these students by stating: 

As I said, I set expectations for my students, and they want that [expectations] 

to, but we don’t have enough advisors.  We wear so many hats.  I had a student 

that I helped not too long ago; she is 26 years-old, father is a doctor, but she 
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just got out of jail.  She had my cell number and called me to tell me she was 

returning to school and something was going on with her student account, and 

I had to call the dean on her behalf.  I didn’t have to, but I went the extra mile 

for this student.  That is why we call it one-on-one.  However, we need to have 

more advisors to help with all the students that need our assistance. 

She indicated, “we had more advisors when we first started the intrusive advising 

program under a grant.”   

Cairo Aire supported Roxanne’s expectation of institution to have a successful 

intrusive advising program.  She stressed the need to have time for other activities and 

opportunities to support the students: 

More advisors are needed so we can take time for communication between 

other departments, for continued education, identification of resources, and 

updating materials.  We would like to have time to attend new student 

orientations and to be seen on campus for outside celebrations and activities 

for students. We are so often held in our offices, that we can’t attend normal 

functions that the faculty go to, that students go to, and so on.  When we 

initially started the program under the grant funding, we had a total of eight 

advisors for developmental students, and now we are down to four or five.  

That is why we basically did a shift in counselors going into the student 

success courses to meet with students, because we have more counselors than 

advisors. 
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Lola (Academic Advisor, Community College B) supported Roxanne and 

Cairo Aire’s perceptions that more advisors are needed and explained her perception 

that advisors are needed to advise developmental students only to help decrease the 

workload: 

We need more allocation, budget allocation to advising. The problem is we 

have a successful intrusive advising program, but we don’t have enough of us 

doing it.  Let’s say we have 30 developmental English classes, but there are 

only five of us; that is really hard to do.  I also think that it’s better to have 

dedicated advisors just for those developmental students.  We do general 

advising and developmental, and it’s hard because you are transitioning back 

and forth, but more personnel would help with the workload. 

Samantha (Academic Advisor, Community College B) highlighted the fact that 

“we are constantly on the move with some new initiative, new thing, new job, 

responsibility, swapping jobs, swapping responsibilities, sometimes it’s hard to keep 

up.”  She further explained the need for advisors to be assigned a specific group of 

students only to help with the workload: 

We do not have enough advisors.  I know some campuses such as Community 

College A have specialized advisors, and that is all they do is work with 

specific students.  This campus does a little bit of everything, which constantly 

changes.   

Cassandra, Santiago, Victoria, and Mark Edwards (all Academic Advisors, 

Community College A) all had favorable perceptions about the campus-wide support 
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at Community College A; although, they agreed that more staff would be beneficial.  

Cassandra expressed the importance of hiring enough advisors to assist the students 

and modifying advisors’ caseloads: 

I believe that they need to provide enough advisors to support the students. I 

know it’s financially hard, but the reality is for X number of students there 

should be X number of advisors.  If we have advisors working with special 

populations, they should have a smaller caseload of students.  I probably have 

the highest number, if I am really honest with you, myself and another advisor, 

because we want to help these students, and we have multiple student 

populations.    

Santiago also explained his concern of not having enough advisors who serve 

exclusively as a student success course advisor only: 

In the fall semester, we will need more student success advisors.  This past fall, 

I had 25 plus classes, so between the three of us full-time advisors and the one 

part-time advisor we had 80 sections.  I remember wishing we had another 

advisor to help us out with the large caseload of students.  

Mark Edwards and Victoria considered themselves to be fortunate to work at 

Community College A. Mark Edwards went on to say how beneficial it was to have 

specified advisors dedicated to the student success course.  “I really feel lucky that I 

am on this campus, because I know that other campuses do not have what we have. I 

know that other campuses do not have advisors assigned specifically for the student 

success courses.”  Victoria stated, “When our president came to the college, he put 
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advisors in every area, such as welding, nursing, and student success course…, which 

was really good.”  

Adequate and Inadequate Resources 

The second theme that emerged through the analysis of data for campus-wide 

support was the perception that there are adequate and inadequate resources for the 

intrusive advising program.  Providing the resources that meet the needs of 

developmental students is a contributing factor to the overall success of these students.  

Advisors need the appropriate tools and resources to deliver an intrusive advising 

program that is effective.  Mark Edwards, Santiago, Victoria, and Cassandra agreed 

that they have resources available for students because of their leadership at 

Community College A.  Mark Edwards described the resources: 

If you look around this big room [The Learning Center], we have tutors for all 

general subject areas, and we have the computers out there.  A lot of times, our 

developmental students don’t have computers at home or they have a family 

structure that is distracting to them, so they have a place where they can study 

that is quiet.  So, those kinds of things are the resources they really need.  I 

mean everybody could save more money and we know some of the smaller 

campuses don’t have this luxury, but this is a great resource for the student.  

My dean that I work for is pro, pro, pro student success.  So, I am blessed to 

have this type of leadership commitment and happy to say this is my ideal job. 

Santiago highlighted the importance of computers being available for developmental 

students: 
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Many of these students do not have computers at home, so they are not used to 

working with them.  I remember helping a student one time, and she was trying 

to double-space her paper, and instead of formatting it properly, she would just 

hit enter twice after each line.  So, they need to know how to work with 

different technology.  We also have iPads that they can check out to use while 

they are here at the Learning Center.  In the Learning Center alone, we have 

six computer labs, which have between 25 to 35 computers.  For those students 

that have computers at home, a lot of them don’t have Microsoft Office 

because it’s too expensive.  As a student here, you have access to Microsoft 

360 online.  If you come here between the hours of 11:00 am to 2:00 pm, you 

will not be able to find an open computer, because all the students are in here 

working, and this is always great to see.  

Victoria stated, “I think Community College A does a wonderful job with their 

resources.”  Cassandra echoed Victoria, “Our College President had a vision for this 

program, and has provided the resources needed since we implemented it.” 

Roxanne, Lola, Cairo Aire, and Samantha’s perceptions of campus-wide 

support for intrusive advising is that resources are inadequate at Community College 

B. Roxanne explained, “Counselors have been shifted to be advisors and they used to 

be available for students, but they are not available, because they are doing other 

things.  Other resources such as tutoring also need improvement.”  Lola expressed that 

the “resources are semi-adequate, but there is big room for improvement.”  She also 

suggested more space, which is currently in the works, and more workshops with 
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multicultural topics or topics related to certain groups of students are needed..  She 

stated: 

I think, if you have a welcome center for students with a little bit of everything 

information for first-time-in-college students, transfer students, and non-

traditional students —it could be the ultimate advising center.  We need to 

have buy-in from campus leadership to support these resources.  We have a lot 

of technology.  I tell my students, “This is the Taj Mahal of community 

colleges,” and they are very fortunate to be here.  I know that we have the 

money, it just needs to be invested in the intrusive advising program.  

Cairo Aire indicated “there is a need for improvement” in the resources at the college.  

She shared that she perceived a lack of leadership commitment and monetary 

leadership at the institution.  Samantha noted that support of leadership is needed to 

improve the resources available for students: 

I think we need improvement in resources, but we have to get the right people 

in the right seats. We need a supportive leader that can build a team to drive 

this intrusive advising program. I have been through so many changes since I 

started here and things are so different. I know each campus has its own style.  

I was at Community College A for a few years, and then, I came here, and I 

realized they were very different campuses.  They are great people all around 

just different, especially when it comes to support.  
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Summary of Campus-Wide Support for Mandatory Intrusive Advising  

This section focused on two major themes relating to community college 

academic advisors regarding campus-wide support for mandatory intrusive advising. 

The first theme was shared by all participants and was related to inadequate advising 

staff. Participants at Community College B seemed to be switching job duties 

constantly due to inadequate staffing for the number of students participating in the 

intrusive advising program.  The participants at Community College B stressed the 

need to have the four positions that were initially supported by the grant allocated for 

the intrusive advising program.  Participants at Community College A indicated that 

they have the institutional support, but there is an opportunity to hire more advisors to 

support the growth of the students.    

The second theme that emerged is the perception that there were adequate and 

inadequate resources available for the intrusive advising program. The four 

participants from Community College A agreed that they had institutional support and 

complimented the leadership for committing to this program. The Learning Center 

was described as a learning hub for students to work on the computer and practice on 

their skills. The four participants at Community College B expressed the need of 

leadership support to improve some of the resources available for those students in the 

intrusive advising program.  Additionally, there was also a concern that counselors 

were being pulled away to do the advisor’s job when students needed them for 

counseling issues. 
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Summary 

Chapter IV presented the findings of this study from the analysis of data from 

eight participants, which produced the themes pertaining to mandatory intrusive 

advising.  Research question one sought to understand the perceptions of academic 

advisors and the benefits of a mandatory intrusive advising model.  The analysis of the 

data produced two distinct themes: 1) support system for the student; and 2) students 

learn who they are.  Research question two sought to understand the perceptions of 

community college academic advisors regarding the role of mandatory intrusive 

advising on the retention of first-year students enrolled in developmental education 

courses.  The analysis of the data produced three consistent themes: 1) connecting 

with the student by being the first point of contact at the institution; 2) showing 

students that they care; and 3) assisting students with referrals and resources.  

Research question three sought to understand how community college academic 

advisors view and define their role in intrusive advising.  The analysis of the data 

produced three consistent themes: 1) connecting with the student and creating a sense 

of belonging; 2) determining personal and career goals through academic planning; 

and 3) frequently communicating with the student.  Research question four sought to 

understand the perceptions of academic advisors regarding their challenges of using 

mandatory intrusive advising for a specific population of students.  The analysis of the 

data produced two distinct themes: 1) the hardships for developmental students; and 2) 

the need for more time to meet with students.  Research question five sought to 

understand the perceptions of community college academic advisors regarding 
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campus-wide support for mandatory intrusive advising.  The analysis of the data 

produced two main themes: 1) inadequate advising staff; and 2) adequate and 

inadequate resources. 

Chapter V will present a discussion of the findings, including implications of 

the results of the study for higher education practice, recommendations for higher 

education practice, and recommendations for future research. 
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CHAPTER V 
DISCUSSION 

Chapter V presents an overview of the study and discussion of the study’s 

findings. The implications and recommendations for higher education practice are then 

discussed along with the recommendations for future research.  

Overview of the Study 

The purpose of this study was to explore the experiences and perceptions of 

academic advisors in the role of mandatory intrusive advising and its impact on the 

retention of first-year academically underprepared students enrolled in developmental 

education courses.  Intrusive advising is defined as a supportive relationship between 

the student and advisor that involves regular one-on-one contact designed to discuss 

the student’s needs (Cannon, 2013; Heisserer & Parette 2002; Schee, 2007; Varney, 

2012).  Academic advisors are typically the first point of contact for first-year 

students, and they offer academic, social, and personal support for these students 

(Cannon, 2013; Nutt, 2000; Varney, 2012).  Based on Tinto’s (1993) model, when a 

student has developed a connection to the institution, issues can be identified prior to 

the student leaving the institution.  When issues are identified in advance, a proactive 

approach can be taken to resolve the issues prior to the student feeling alone and 

without support.  Tinto’s model of student integration shows that mitigating negative 

student experiences during the first-year of college is vital, primarily because this is 

the time when students are most likely leave the institution.   
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The model of student integration upholds intrusive advising as a suitable 

academic advising approach for first-year student retention.  Intrusive advising 

depends on the role of academic advisors specifically focusing on their interactions 

with students and their influence on student retention, which is the framework of this 

study.  The literature regarding proactive outreach, establishing one-on-one 

relationships, and incessant contact and communication with at-risk student 

populations through intrusive advising shows that academic advising is a contributing 

factor regarding a student’s decision to persist at the institution and increases their 

chances of college completion (Cannon, 2013; Chandler, 1999; Nutt, 2000; Pascarella 

& Terenzini, 2005; Shee, 2007; Varney, 2012). 

Community colleges' attainment of the American Graduation Initiative or 

completion agenda is currently a national focus.  In order to meet the mandated goals 

outlined by the completion agenda, institutions must be strategic with implementing 

programs designed to increase student retention and prepare skilled workers to enter 

the workforce by 2020 (AACC, 2012; Boggs, 2010).  One challenge that community 

colleges’ face nationwide is difficulty with the retention and college completion rates 

of academically underprepared students enrolled in developmental education courses 

during the first-year (Boylan & Bonham, 2007; Campbell, 2013; Fike & Fike, 2008; 

Perin, 2013).  Academically underprepared students are comprised of traditional age 

students and nontraditional students who are older and work full time, minorities, and 

first-generation students (AACC, 2014; Boggs, 2010; Fike & Fike, 2008; Nakajima et 

al., 2012).  Some of the common reasons these students leave the institution during the 
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first year is due to a lack of academic skills, personal factors, and social integration 

difficulties (Campbell, 2013; Ishler & Upcraft, 2005; Lotkowski et al., 2004; Miller; 

2010; Smith, 2004)  

Several studies support the value of intrusive advising strategies designed for 

academically underprepared students (Andrepont-Warren, 2005; Burt, 2009; Chandler, 

1999; Jones, 2013).  Research shows that student retention increases when advisor to 

advisee relationships are established and at-risk students receive regular advisement 

through programs such as intrusive advising (e.g., Campbell, 2013; Heisserer & 

Parette, 2002; Jones, 2013; Lotkowski et al., 2004).  Because academic advisors are 

providing mandatory intrusive advising, they witness its effects and its impact on the 

retention of first-year academically underprepared students enrolled in developmental 

education courses.  Gaining an understanding of their experiences and perspectives in 

this role will help practitioners create effective student success initiatives that lead to 

increased student retention. 

This qualitative study utilized a collective case study research design to 

explore the experiences and perceptions of professional community college academic 

advisors in the role of mandatory intrusive advising and its impact on the retention of 

first-year academically underprepared students enrolled in developmental education 

courses at two institutions.  More specifically, this study focused on academic 

advisors’ perceptions of the benefits of intrusive advising on student retention, 

academic advisors’ perceptions of their role in intrusive advising, and the benefits and 

challenges of utilizing a mandatory intrusive advising model.  The participants for this 
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study were eight, full-time, academic advisors who participated in mandatory intrusive 

advising at their respective institutions Community College A and B.  The settings for 

this study were two large, suburban, community colleges located in the Gulf Coast 

region of Texas.  The four participants from Community College A included: 1) 

Cassandra, who has worked at the institution for 16 years as an academic advisor and 

part-time faculty member; 2) Mark Edwards, who has worked at the institution for two 

years as an academic advisor and part-time developmental math faculty member; 3) 

Santiago, who has worked at the institution for three years as an academic advisor; and 

4) Victoria, who has worked at the institution for 20 years as an academic advisor and 

as a part-time faculty member.  The four participants from Community College B 

included: 1) Cairo Aire, who has worked at the institution for 22 years as an academic 

advisor and part-time developmental education faculty member; 2) Lola, who has 

worked at the institution for eight years as an academic advisor; 3) Roxanne, who has 

worked at the institution for five years as an academic advisor and part-time 

developmental math faculty member; and 4) Samantha who has worked at the 

institution for 14 years as an academic advisor and part-time developmental education 

faculty member.   

This study was guided by five research questions: 
 
1. What do community college academic advisors perceive to be the benefits of 

mandatory intrusive advising for students enrolled in developmental education 

courses during the first year? 
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2. What are the perceptions of community college academic advisors regarding 

the role of mandatory intrusive advising on the retention of first-year students 

enrolled in developmental education courses? 

3. How do community college academic advisors view and define their roles in 

mandatory intrusive advising? 

4.  What do community college academic advisors perceive to be the challenges 

of utilizing a mandatory intrusive advising model for a specific population of 

students at the community college? 

5.  What are the perceptions of community college academic advisors regarding 

campus-wide support for mandatory intrusive advising?  

Discussion of the Findings 

Benefits of Intrusive Advising for First-Year Developmental Education Students 

Research question one sought to understand what the perceptions of 

community college academic advisors are regarding the benefits of mandatory 

intrusive advising for students enrolled in developmental educational courses during 

the first-year.  According to Kuh (2008) and Miller (2010), academic advising 

provides students with the necessary support and guidance to enhance their ability to 

learn about themselves both academically and personally.  The literature of  Campbell, 

(2013),  Ishler  and Upcraft, (2005),  Lotkowski et al., (2004), Miller, (2010) and  

Smith, (2004)  indicates that the shared reasons students leave the institution during 

the first year consists of their lack of academic ability, personal issues, and the 

inability to integrate socially to the campus.  The participants confirmed that the 
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support provided through academic advising had a favorable outcome with student 

retention. 

All eight participants perceived that having a support system through multiple 

channels was a benefit for academically underprepared students.  Participants 

discussed the benefits of having a mandatory student success course for those first-

year developmental education students to create a support system that includes the 

professor, advisor, counselors, and other departments at the institution.  The findings 

support the literature that acknowledges success in developmental education and 

student success courses designed for the first-year contributed to overall higher 

retention and completion rates of developmental education students (e.g., Boylan 

1999; Boylan & Bonham, 2007; Fike & Fike, 2008; Pierce, 2012).  This study found 

that that first-year programs, engaged advising, and curricular models help to integrate 

students to the institution, which aligns with the research of Campbell (2013) and 

Lotkowski et al. (2004).  The participants explained the importance of creating a 

support system to assist students through the first-year course, which helps students 

transition.  From the time the intrusive advising program was implemented, 

participants have found it to be an effective approach.  Because many developmental 

education students come with internal and external challenges, such as a lack of 

academic skills or financial hardships, they need additional help in order to transition 

into the college environment.  Participants agreed that during the first year having a 

contact or representative from the institution to encourage them or provide resources 

during the tough times is what motivates the students to stay and successfully 
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complete the course and college.  Using this intrusive advising approach intertwined 

with a first-year course allows these students to have a group of individuals that are 

advocates of their success.   

The participants went on to discuss how the student success course also 

includes more academically prepared students along with the population of 

academically underprepared students, which provides developmental education 

students with a peer-to-peer support system.  Initially, the student success course had a 

different name and it only included developmental education students; however, 

having a combination of academically prepared and developmental education students 

has enriched student relationships.  According to Campbell (2013), Giroir and 

Schwehm (2014), and King (1993) once a student enters college there should be direct 

contact with faculty, staff, and students to enhance student engagement and 

involvement in the college experience.  The student success course does help the 

developmental education students integrate to the campus through providing contact 

with multiple people such as academic advisors, faculty, and academically prepared 

students, which supports the findings of Campbell (2013), Giroir and Schwehm 

(2014), and King (1993) ultimately leading to increased first-year student retention.   

Mark Edwards (Academic Advisor, Community College A) described that 

unfortunately many of these academically underprepared students do not have a strong 

support system at home, so they need to have a relationship with someone at the 

institution, such as academic advisors to receive the assistance that they need.  

Because the academic advisors understand the importance of being that support 
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system for these students, the students are encouraged to keep coming back to the 

institution.  The participants have seen opportunities for faculty and other staff at the 

institution to provide the same level of support.  Two advisors mentioned that faculty 

advisors in addition to academic advisors and counselors would provide a beneficial 

support system outside of the classroom.  Furthermore, Victoria (Academic Advisor, 

Community College A) highlighted that advisors want additional support from 

instructors, which will allow instructors to understand the needs of developmental 

education students, such as their need to have structure and additional motivation in 

order to be successful.  Hence, if there were faculty advisors in addition to the 

academic advisors, this could help the faculty become more knowledgeable and more 

cognizant of the holistic needs of their developmental students (Giroir & Schwehm, 

2014), which would help to keep the students engaged and in school.  As an academic 

advisor a relationship is established, which the advisor really gets an opportunity to 

understand more about the student nonacademically; personal and social factors are 

learned.  Faculty advising intrusively would provide faculty with a deeper 

understanding of the students, and it may provide some insight on why the students are 

struggling academically, allowing faculty to cater to the needs of each student.   

The needs of each student can vary widely according to Cairo Aire (Academic 

Advisor, Community College B).  She asserted that developmental students are not 

ready for college for various reasons, such as unfortunate academic preparation, 

family and work commitments, and their inability to adapt socially to the college 

environment; they need someone, such as an intrusive advisor, with lots of knowledge 
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and resources to support them.  Perhaps students are not ready for college due to their 

poor academic history and lack of nonacademic factors indicated by Grimes and Smith 

(1999), Hagedorn et al. (2002), and Silver et al. (2001), which include nonacademic 

motivational factors, self-efficacy, or self-confidence.  The findings of Grimes and 

Smith (1999), Hagedorn et al. (2002), and Silver et al. (2001), showed that student 

success, persistence, and retention improves when students possess the 

aforementioned nonacademic factors.  Moreover, the findings of this study regarding 

academic advisors being knowledgeable when supporting students stated above by 

Cairo Aire (Academic Advisor, Community College B) correlate with Heisserer and 

Parette’s (2002) research that found when working with at-risk student populations 

such as developmental education students faculty and staff need an all-inclusive 

training program that will prepare them to support these students.  The following 

authors: Cannon, 2013; Earl, 1988; Habley, 2004; King, 2005; Tinto, 1993, specified 

that intrusive advising increases student interaction with those at the institution to 

guarantee support is being received when students come across academic, social, and 

personal challenges.  Perhaps these challenges prevent developmental education 

students from staying at the institution, which is why student retention remains an 

issue for community colleges.   

The participants also stated that helping students learn who they are was a 

benefit for first-year developmental education students, which could be achieved 

through mandatory intrusive advising.  Bailey et al. (2009) and Cassazza and 

Silverman (2013) indicated through intrusive advising developmental education 
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students learn and develop who they are both socially and personally.  Some 

participants mentioned that many students enter college directly out of high school and 

are not college ready.  The participants further explained that these students are not 

ready for college academically; during the transition period, they find that college does 

not have as much structure as high school, and they need help adjusting to the 

responsibility of being on their own.    

Barnes and Slate (2011) found that less than 33% of high school students are 

prepared for college; perhaps this is why many students enter community colleges 

underprepared requiring developmental education coursework.  Samantha (Academic 

Advisor, Community College B) emphasized how developmental students usually 

need transition time to grow and understand themselves and determine how they learn 

academically, and what they bring to the table individually.  Maybe this is the case 

because they are weak academically and they do not have the college readiness skills 

described by Barnes et al. (2010) such as the mindset to study, emotional maturity, and 

ability to understand costs and financial aid information.  For students entering college 

for the first year, college readiness skills have been deemed important and a 

contributing factor to student success (Byrd & MacDonald, 2005).  Both academic and 

nonacademic skills is typically what developmental education students lack, which is 

why there is a need for an academic advisor to be intrusive and active in their 

development during the first year (Cannon, 2013; Schwebel et al., 2008).  Many 

participants emphasized that their role as an advisor is to be a “teacher of life” that 

gives students tools to understand there is learning being done outside of the 
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classroom.  This finding aligns with Hale, Graham, and Johnson (2009) and Jones 

(2013), who found through their research that through intrusive advising students have 

the chance to learn life lessons outside of the classroom setting.   

The advisors have seen that students who learn academic and nonacademic 

skills remain engaged and do not leave the institution.  Additionally, participants 

explained nontraditional students arrive at the institution without ever having a 

positive outcome or success.  These students are usually older and must balance their 

lack of academic preparation with having to work, being married and having small 

children.  Perhaps this is another reason community colleges have challenges with 

student retention for developmental education students during the first year.  With the 

literature showing that enrollment for adult learners expected to increase by 21% from 

2005 to 2016 (CCSSE, 2005) it is necessary for academic advisors to assist these 

students with their academic and personal issues through intrusive advising to prevent 

them for leaving.  The participants have seen that with developmental education 

students learning who they are inside and outside of the classroom helps them discover 

how to integrate to the campus environment during the first year and they continue to 

persist.  As noted by Noel (1985) developmental education students benefit when they 

learn who they are and it is the influence of the individuals that are meeting face to 

face with these students on an on-going basis that help them identify their abilities and 

possibilities to achieve their goals.    

  



Texas Tech University, Leslie Singleton, December 2015 
 

  168 

Mandatory Intrusive Advising and Student Retention 

Research question two sought to understand what are the perceptions of 

community college academic advisors regarding the role of mandatory intrusive 

advising on the retention of first-year students enrolled in developmental education 

courses.  With first-year retention being a primary focus at institutions nationwide 

addressing the trend of high attrition (Fike & Fike, 2008; Miller & Murray, 2005; 

Nakajima et al., 2012) through intrusive advising intends to be a promising strategy.  

According to the conceptual framework that guided this study the role of academic 

advisors and their interactions with students prevent student departure and improves 

student retention rates for the institution (Tinto, 1993).  Academic Advisors are 

described as a concerned representative of the college that enters an interactive 

relationship with the student to address their needs and challenges (Campbell, 2013; 

Cannon, 2013).  According to Noel (1985), academic advisors are a primary group of 

professionals at the institution that impact student retention through their continual 

connections with students and ability to keep them engaged.   

All eight participants involved in this study perceived their role as forming a 

connection with the student through being the first point of contact, increases student 

retention.  Establishing that connection with the student as the first point of contact 

eventually allows the student to respect, trust, and listen to the advice or information 

provided by the advisor and because of this relationship the students rarely leave the 

institution (Pettress, 1996).  Participants reinforced this by explaining the importance 

of building relationships with students to address academic and nonacademic concerns 



Texas Tech University, Leslie Singleton, December 2015 
 

  169 

and clarifying the resources that the institution offers is what keeps the student coming 

back to the advisor and returning to the institution.  The findings of this study support 

the research of Campbell (2013), Jones (2013), and Lotkowski et al. (2004) who stated 

when advisors build relationships with advisees’ student retention increases.  Cannon 

(2013), Nutt (2000), and Varney (2012) also acknowledged that establishing a one-on-

one relationship with a staff contact outside of the classroom helps to connect the 

student to the institution and is a best practice for retention.  Because approximately 

100% of community colleges provide developmental educational courses due to the 

large number of academically underprepared students enrolled during the first year it 

is necessary to have a comprehensive program such as intrusive advising to retain 

these students (Aycaster, 2001; Boylan & Bonham, 2007; McCabe, 2000).  Two 

participants described how mandatory intrusive advising was effective at their 

institutions.  Cassandra (Academic Advisor, Community College A) highlighted that 

connecting with academically underprepared students and really getting to know them 

through intrusive advising has led to higher grades, retention, and completion.  Cairo 

Aire (Academic Advisor, Community College B) mentioned seeing comparable 

outcomes, she stated that academic advisors are vital in that first contact through 

intrusive advising and retention rates have increased significantly for first year 

developmental education students.  The effectiveness is attributed to providing an all-

inclusive first-year program for the students through the student success course, 

faculty connection, and the advisor.  As mentioned in Chapter IV, retention rates 

progressively increased from 50% (student success course only), 70% (faculty 
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connection), and over 90% (intrusive advising) when each component was added.  As 

the findings from the study demonstrates, advisors making a connection through being 

the first point of contact are what keep the students enrolled and retained.   

Some participants further explained how connecting the students to the campus 

through student involvement in student organizations and activities also keep the 

student at the institution.  Perhaps the lack of involvement in student organizations and 

other campus activities is why developmental education students leave the college 

during the first year.  Cannon (2013), Schwebel et al. (2008), and Varney (2012) also 

found that intrusive advising encourages student involvement through campus 

organizations and student events, which increases student success.  Intrusive advising 

and first-year programs such as orientation connects the students to campus groups 

and events that students can join and participate in which helps them become 

acclimated to the campus (Campbell, 2013; Heisserer & Parette, 2002; Miller, 2010).  

Throughout this study, the findings support prior research that intrusive advising is an 

effective tool when looking to increase student retention at the institution.  

Additionally, this study has proven intrusive advising effective when it is mandatory 

for a specific group of students such as those enrolled in developmental education 

courses.  

 Besides the participants perceiving their role as forming a connection with the 

student as the first point of contact increases student retention, they also perceived 

displaying care for students was essential for retaining students.  Academic advisors’ 

ability to show students that they care is a powerful force for retaining students at the 
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institution (Giroir & Schwehm 2014; Noel 1985).  Tinto (1993) indicated once 

students enter college they have academic, personal, and social experiences they come 

to the institution with, but it is the experience they have at the institution that impacts 

their college experience as a whole.  Cairo Aire (Academic Advisor, Community 

College B) stated that developmental education students enter the institution with 

hardships such as low socioeconomic status, family obligations, and being a first 

generation student so it is imperative to be the best advisor for these students by 

showing that you care.  The best advisors are described as being a mentor to students, 

which involves being open to communicate, showing commitment, being consistent, 

and having a caring attitude (Brown, 2009; Pettress, 1996; Smith, 2012).  She also 

emphasized that with implementing the intrusive advising program she believed 

showing care would make a difference but the data she and others collected, which 

tracked those students that received intrusive advising versus those students that did 

not receive intrusive advising proved that it made a significant difference for the 

student.  Lola (Academic Advisor, Community College B) shared a similar example in 

support of showing care for students by explaining making students feel welcomed, 

valued, and that you have a vested interest in them ultimately leads to higher 

persistence and retention.  This finding supports Smith (2004), who explained that 

students notice the value and support of those that represent the institution and if they 

do not feel valued or that they matter this increases their chances of departure from the 

institution.   
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 The participants also described their role in mandatory intrusive advising as 

assisting students with referrals and resources such as tutoring, counseling, financial 

aid assistance, and campus workshops contributed to student retention at their 

institutions.  The literature of Boylan (2009) and Lotkowski et al. (2004) recommends 

that academically underprepared students’ nonacademic and personal characteristics 

be considered along with their academic capability prior to planning institutional 

resources available for them.  Some participants stated that developmental education 

students are often afraid to ask questions to other individuals or may be unsure of 

exactly where they need to go on campus for assistance.  Perchance this is why 

developmental education students leave the institution during the first year.  To 

alleviate the fear or to guide students to the correct department the participants 

emphasized the importance of walking with the student to the appropriate resource so 

they are not alone.  With the literature indicating that students should be referred to 

others when they need additional assistance beyond the advisors skills (e.g., Pettress, 

1996), students are able to get the proper assistance instead of the situation going 

unnoticed and the student leaving the institution.  Academic Advisors must be familiar 

with all resources available for students both on and off campus because they are the 

main contact for students if a referral is needed (Brown, 2009; Holmes; 2000; Pettress, 

1996).  Lola (Academic Advisor, Community College B) noted the importance of 

having a list or knowledge of resources to refer students to when they stop by the 

office or make contact and she believes this works for student retention.  Some 

participants also mentioned the first-year student success course as another way to 
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provide resources such as tutoring, student organizations, and free campus workshops 

to students.  Perhaps this is why developmental education students are not persisting 

during the first year.  This finding is parallel with the research of others that indicated 

first-year courses familiarize the students with resources on campus to help them with 

academic and personal needs (Jones, 2013; Lotkowski et al., 2004; Thayer, 2000; 

Tinto, 1993).  . 

Academic advisors Roles in Mandatory Intrusive Advising 

Research question three sought to understand how community college 

academic advisors view and define their roles in intrusive advising.  The participants 

acknowledged their roles involved connecting with the student and creating a sense of 

belonging, determining personal and career goals through academic planning, and 

frequently communicating with the student. 

As mentioned above the participants perceived one of their roles as connecting 

with the student and creating a sense of belonging.  Tinto (1993) identified first-year 

students as having challenges prior to entering college such as insecurities and being 

academically underprepared that causes them to have doubts about succeeding in 

college.  Academic advisors have the ability to help these students feel that they fit or 

belong at the institution despite their uncertainty.  When students feel a sense of 

belonging they become driven to be successful academically and establish campus 

connections (Cannon, 2013; Heisserer & Parette 2002; Lotkowski et al., 2004; Varney, 

2012).  The participants described their role as building relationships and establishing 

a connection with developmental education students through one to one advising, 
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which allowed the students to open up more and feel comfortable about asking 

questions.  In addition, some participants described their role in being intrusive as 

connecting with the students, being proactive, and seeking them out on a regular basis.  

The findings are similar to the research of Chandler (1999) and Varney (2007), who 

found that intrusive advising is a proactive approach of early contact that helps to 

encourage and motivate students while also having a favorable impact on retaining 

specific student populations such as academically underprepared students.   

The participants also viewed their role as helping students to determine 

personal and career goals through academic planning.  Many of the participants 

identified developmental education students as mentioned before as students that work 

full-time, are married, have children, and they have various challenges and they need 

guidance with setting academic goals that suit them.  Aligning with the findings of 

Barr and Schuetz (2008), Fike and Fike (2008) and Nakajima et al. (2012), community 

college students enter the institution academically underprepared and they have 

urgencies that include family commitments and the need to work for financial reasons 

leaving no time for educational goals to be developed or achieved.  With a delay in 

creating and committing to educational goals, this could possibly be why 

developmental education students are not persisting.  The academic plan is required as 

an assignment in the student success course and through intrusive advising; the 

participants highlighted the importance of helping students set goals that include 

educational, career, and personal goals.  As Tinto (1993) noted, when students have 
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well-defined goals and frequent interaction with staff or students, they usually do not 

leave the institution. 

According to the participants, another role they perceive as it relates to 

mandatory intrusive advising is communicating with students on a frequent or regular 

basis.  Perhaps not having the frequent contact and communication of the intrusive 

advisors is why colleges have a hard time retaining academically underprepared 

students.  With the literature indicating that first-year students that frequently use 

services such as intrusive advising being more likely to persist than those students that 

do not utilize these services (e.g., Campbell, 2013; Fike & Fike, 2008; Miller, 2010; 

Pierce, 2012) proactive outreach to the students is necessary for student retention.  The 

participants explained that they not only meet frequently with students in person, but 

they also communicate with students through e-mail, social media, text message, or by 

phone.  Canon (2013) stated that advisors should not wait for students to reach out 

they should be proactively communicating with the students.  Several participants 

mentioned they would stop by class to see how the students are doing, help with 

proofreading papers, send communication to check on how students are doing 

academically and socially, send reminders for students to check on financial aid, send 

upcoming registration dates, and provide information about campus activities.  This 

finding proves that regular contact has an impact on student success in regards to 

student retention.  The research literature found that advisors should be proactive and 

maintain frequent communication or contact through intrusively advising one on one, 

by e-mail, and social media because it does have an impact on student success (e.g., 
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Cannon, 2013; Schee, 2007; Schwebel et al., 2008; Varney, 2012).  The findings of 

this study reinforces Tinto’s (1993) departure model by proving that frequent student 

contact with the advisor and student with a holistic view of meeting the student’s 

needs through intrusive advising is an effective strategy for retaining students. 

Challenges of Utilizing a Mandatory Intrusive Advising Model  
for a Specific Student Population 

Research question four sought to understand what community college 

academic advisors perceive are the challenges of utilizing a mandatory intrusive 

advising model for a specific population of students.  Community colleges across the 

United States have found that remediating academically underprepared students 

through developmental education coursework along with institutional services such as 

intrusive advising leads to improved student retention and completion.  However, all 

participants perceived developmental education students to have various hardships.  

Majority of the participants agreed that one of the hardships that developmental 

students have is a stigma about being in developmental education courses.  These 

students were described as feeling ashamed are uncomfortable about being in 

developmental education courses.  Lola (Academic Advisor, Community College B) 

noted that she finds most of these students have been carrying this pressure since high 

school or grade school.  Conceivably this is why developmental education students 

decide not to stay at the institution.  Although this finding was not found in any 

previous research, it is a contributing factor to a students’ ability to integrate to the 

campus and be successful.  Cairo Aire (Academic Advisor, Community College B) 

stated when students are enrolled in developmental education courses and they have a 



Texas Tech University, Leslie Singleton, December 2015 
 

  177 

stigma, it can play a critical role on their decision to stay or depart the institution and 

through intrusive advising advisors have to be creative in helping these students 

understand that they are no different from those in college-level courses.   

Participants also perceived the need for more time to meet with students and 

this was a challenge.  Gordon (1994) found that a weakness with intrusive advising is 

time, which supports the finding in this study.  Several of the participants discussed 

that developmental education students are needy and advisors are not proponents of 

reducing their time to meet with these students during peak times such as registration.  

Two of the participants in the study explained they are only responsible for advising 

students in the student success course, although they advise other students referred to 

them by friends, but during registration it becomes more challenging.  Perhaps being 

unavailable to advise developmental education students due to peak times is why these 

students may decide to leave the institution during the first year.  Most of the advisors 

expressed a concern of having other duties such as other initiatives, projects, 

workshops, and having additional students they advise other than developmental 

students.  This finding supports the research of Appleby (2008) and Howard (2005) 

who noted that due to academic advisors being taken away from advising students 

they have shortcomings of managing their student loads and meeting their 

expectations, which could ultimately impact student retention. 

Campus-Wide Support for Mandatory Intrusive Advising 

Research question five sought to understand what are the perceptions of 

community college academic advisors regarding campus-wide support for mandatory 
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intrusive advising.  With the literature of Brown (2009) and Burt (2009) indicating 

that academically underprepared students need direction and guidance due to the 

complexity of their issues academic advisors should be able to provide them accurate 

direction so they can persist.  All eight participants perceived to have inadequate 

advising staff, although participants from Community College A agreed that they had 

campus-wide support.  Some participants from Community College A expressed being 

fortunate to have assigned advisors for the student success course and having a 

campus President that supports advising and understands the importance.  Participants 

from Community College B described that at their institution there is a constant shift 

in responsibilities and dedicated advisors were needed for the student success course 

to prevent having to transition back and forth from general advising and intrusive 

advising for developmental education students, which could cause inconsistency of 

information.  Perhaps not having the adequate number of advisors to advise 

developmental education students is why student retention is an issue during the first 

year.  Cassandra (Academic Advisor, Community College A) stated they need more 

advisors to support the number of students and if advisors are working with special 

student populations they should have a smaller caseload.  This finding supports the 

research conducted through Achieving the Dream (2014b) that found decreasing the 

caseloads of academic advisors to a manageable number improved the effectiveness of 

student interactions.   

In addition participants also perceived having adequate and inadequate 

resources available to support the intrusive advising program.  All participants from 
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Community College A agreed that they had institutional support and resources 

available such as technology, learning space, tutoring, and complimented the 

leadership for committing to this program.  The four participants at Community 

College B voiced the need to have leadership commitment and support to improve 

resources such as more space, tutoring services, and workshops available for those 

students in the intrusive advising program.  Maybe the abovementioned resources are 

why developmental education students decide to leave or stay at the institution.  

Samantha (Academic Advisor, Community College B) further explained that a 

supportive leader is needed to ensure the continuation of a successful intrusive 

advising program.  Although this finding regarding adequate and inadequate resources 

was not revealed in prior research, this significant finding influences student retention 

and the success of intrusive advising for developmental education students.   

Implications for Higher Education 

The findings of this study suggest several implications for advancing the 

practice in higher education.  Staff contact outside of the classroom through academic 

advisors has been identified as a contributing factor for improving student retention 

(Cannon, 2013; Varney, 2012).  Academic advisors promote student engagement, 

success, and campus integration (Campbell & Nutt, 2008; Harney, 2008).  Tinto’s 

(1975, 1993) model of student integration is based on students’ experiences during 

their first year of college and the influence of advisors with helping students integrate 

successfully so they do not leave the institution.  Tinto’s student integration model 

was the framework that guided this study. 
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The first implication for higher education practice is that a mandatory intrusive 

advising program designed for first-year developmental education students’ increases 

student retention and without this program these students may leave the institution due 

to various reasons such as financial obligations, lack of external support system, 

working full-time, and inability to transition to the college environment.  Because 

academically underprepared students are more likely to leave the institution as a result 

of nonacademic issues (Ishler & Upcraft 2005; Lotkowski et al., 2004) developmental 

education coursework and academic advising are recommended to address these issues 

(Kanar, 2008; National Association Development Education [NADE], 2014) during 

the first year.  The findings of this study from the participants explained the 

importance of connecting and building relationships with students to address academic 

and nonacademic concerns while also providing the resources such as tutoring 

services, counseling, and workshops offered by the institution is what makes the 

students stay.  Without academic advisors using intrusive advising for developmental 

students their chances of retention, persistence, and completion diminish (Campbell, 

2013; Jones, 2013).  In order for developmental education students to be retained there 

should be a requirement that advisors and advisees are meeting several times per week 

through various touchpoints such as student success course, by phone, or face-to face.  

Additionally, there should be a tracking system to show when contact is made which 

will assist in making sure that everyone is held accountable and it gives administrators 

an idea of the needs of the program.  Without requiring that intrusive advising be done 

for this specific group of students it decreases the number of students that are being 
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retained and those students that are completing college, therefore negatively impacting 

the workforce. 

A second implication for higher education practice is that community colleges 

will need to increase student retention and completion rates to achieve the goal of 

Obama’s completion agenda, which can be achieved using an intrusive advising 

program as described in this study.  The AACC has committed to increase completion 

rates by 50% over the next five years with the help of all community colleges (AACC, 

2014).  The completion agenda calls for community colleges and four-year institutions 

to increase the number postsecondary graduates by 5 million by 2020 (The White 

House, Office of the Press Secretary, 2009).  A prominent challenge for community 

colleges is the sizable number of academically underprepared students that enter the 

institution and as research indicates are unlikely to succeed in college-level 

coursework during the first year (AACC, 2014; Barr & Schuetz, 2008; Carter, 2007).  

As emphasized by the participants, developmental students are not college ready for 

numerous reasons such as lack of academic preparation, family and work obligations, 

and their failure to adapt socially to the college environment and they need someone at 

the institution to connect with such as an intrusive advisor.  The research literature of 

Campbell (2013), Fike and Fike (2008), Miller (2010), and Pierce (2012) as well as 

the findings of this study confirmed that first-year students that regularly use advising 

services are more likely to persist than those students that do not use advising services.  

Furthermore, the research literature of Miller and  Murray (2005) and Tinto (2004) 

and the participants in this study also noted that the college’s ability to retain students 
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during the first year of college does increase success in subsequent years that has even 

led to completion.  Community colleges’ ability to increase retention and completion 

rates for developmental students will increase the number of highly skilled workers, 

which will benefit the local, state, national economy (AACC, 2012; The White House, 

Office of the Press Secretary, 2009).  To meet the completion agenda community 

colleges must adopt a new strategy such as intrusive advising and invest time and 

commitment to the program.  Staying enrolled during the first year is a critical time for 

academically underprepared students and institutional support and resources must be 

provided to keep these students enrolled for subsequent years to come.  The 

institutions failure to implement a new strategy could affect financial stability and the 

confidence of internal and external stakeholders. 

A third implication for higher education practice is academic advisors must 

have time to thoroughly advise these developmental education students.  The 

participants noted that developmental education students need follow up, follow 

through, and without a sufficient number of advisors to assist these students the impact 

can affect their persistence and retention at the institution.  As described by O’ Banion 

(1994) and Cannon (2013) advisors should have an active relationship with the student 

and be attentive to the student’s concerns and needs.  It is important for institutions to 

ensure academic advisors are maintaining a sufficient intrusive advising program 

through constant student interaction and the appropriate number of staff to students.  

According to Midgen (1989) academic advisors roles should be to meet the needs of 

the students by being more accessible than faculty advisors, which increases student 
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retention.  If academic advisors are not accessible to assist students that are 

academically underprepared at all times then it could create a situation where the 

student leaves the college and never returns.  It is important for the institution to 

designate at least one or two academic advisors to be available through various 

methods of communication in times when the student needs direction or assistance.  

This interaction should be monitored or tracked to determine areas of improvement or 

non-improvement for advising academically underprepared students.  There must be 

time allocated by academic advisors to accommodate these students to ensure their 

success during the first year.  

A final implication for higher education practice is that campus-wide support is 

needed to guarantee a successful intrusive advising program.  With the 

implementation of any program or initiative having the monetary resources and 

leadership commitment is pertinent to the overall success.  Academic advisors have 

additional duties along with intrusive advising and it is important to have the support 

of leadership to keep moving forward even when the expectations seem unreachable.  

Some of the participants in this study explained that the intrusive advising program 

initially began under grant funding and once the grant was fully utilized the program 

continued without the proper resources.  Many of the positions were cut and the 

program was expanded to include more students with inadequate resources.  This is 

why leadership commitment is necessary to ensure that the program is working for all 

campus-wide.  It is important for the leaders at the institution to understand the 

resources and support needed by those that have active involvement in the intrusive 
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advising program.  This information can be communicated through on-going meetings 

with leadership and those that participate in the program.  This allows an opportunity 

for things that are not working well to be corrected along with best practice sharing for 

things that are working well.  Another suggestion is that a campus-wide training be 

held to make sure that everyone understands the importance of the program and his or 

her role.  Without having the direction and support of everyone on campus, the 

program could eventually fail. 

Recommendations for Higher Education Practice 

The results of the study produced a number of recommendations for higher 

education practice.  As noted by Campbell (2013) and Jones (2013) academic advising 

is a focal student support service utilized by higher education institutions that help to 

increase student retention, persistence, and completion.  When institutions employ this 

support service with students during the first year this helps students integrate both 

academically and socially to the campus.  

The first recommendation for higher education practice is that community 

colleges require first-year students to participate in some form of academic advising 

such as intrusive advising.  The intention for this type of academic advising is to 

provide proactive outreach to students on a frequent basis during the first year to make 

sure they feel that they belong at the institution and have a point of contact.  When 

intrusive advising is practiced during the first year a connection is created at the time 

the student enters and the advisor advisee relationship continues, which helps the 

academic advisor proactively identify any obstacles (Cannon, 2013; Schwebel et al., 
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2008).  Once the obstacles are identified the advisor helps to motivate the student, 

helps them make decisions, provides resources, discusses the importance of student 

involvement, and assists the student with academic planning, which improves the 

students overall success at the institution (Cannon, 2013; Schwebel et al., 2008; 

Varney, 2012).  According to this study implementing a mandatory intrusive advising 

program for first-year developmental education students helps them connect to the 

institution, provides frequent communication with a representative outside of the 

classroom, offers them resources and referrals, and helps them plan their academic, 

personal, and career goals.   

Based on this study, required or mandatory advising has proven to be 

successful for higher education institutions that are seeking a strategy to increase 

student retention rates during the first year and subsequent years eventually leading to 

completion.  Community colleges should require academic advising be done prior to 

registration for their courses and this will be done throughout their time in college.  

Besides registration, academic advising must also be done in a first-year transition 

course, which allows the advisor to have frequent contact with the student during the 

first semester.  As previous literature (e.g., Achieving the Dream, 2014b; Sayrs, 1999) 

indicated the Starfish and PASS intrusive advising programs that were implemented 

for students not only improved retention rates and end of course grades, the students 

enjoyed having frequent advisor communication.  The abovementioned programs 

involved recurrent student, advisor, and faculty contact, which must be modeled to 

implement a successful program. 
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The second recommendation for higher education practice is to incorporate 

intrusive advising with a mandatory student success course or first-year experience 

course.  First-year programs or courses help the students integrate to the campus by 

promoting a comfortable learning space, creating a connection to the institution, and 

providing a support system to achieve their goals (Engstrom & Tinto, 2008; 

Lotkowski et al., 2004; Tinto, 2004).  The findings of the study indicated academic 

advisors are able to guarantee they make contact with students through the student 

success course, which helps when they are limited to meet with students one-on-one 

due to their workload or during peak times.  Advisors are able to form a connection 

with not only the student but also the faculty teaching the course, with this 

collaboration both parties are able to work together to support a student when they are 

struggling academically or personally.  This course also provides students with 

information from the academic advisors that includes tutoring, counseling services, 

student activities or events, study skills, academic or personal workshops, and a 

required academic plan.  First-year transition courses are designed to familiarize 

students to the campus by providing institutional resources and services and helping 

students focus on their goals (Jones, 2013; Lotkowski et al., 2004; Thayer, 2000; 

Tinto, 1993).  In addition, a partnership is formed with departments such as advising 

with a purpose of making sure the students are actively engaged during the first year.  

The title of the course is student success course, which echoes the purpose of the 

intrusive advising program.  Additionally, the findings of this study show that students 
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have been more successful than students who did not take the course or participate in 

the intrusive advising program.  

A third recommendation is that academic advisors who participate in intrusive 

advising utilize group registration and advising sessions for students to alleviate the 

issue of having time to meet with students one-on-one during  peak times.  According 

to Nutt (2000), with group advising students are connected to not only staff, but also a 

group of peers.  This supports the findings of this study that peer-to-peer support helps 

with student engagement and student development.  These sessions could include one 

or more advisors who would provide the necessary information regarding a variety of 

topics (e.g., how to register, tutoring information, and counseling services) to students.  

Using a group advising model allows academic advisors time to continue frequent 

communication with their students and to assist more students at one time, which the 

findings from this study has proven that frequent contact with students during the first-

year increases student retention. 

A fourth recommendation is that academic advisors who participate in 

intrusive advising receive training and professional development opportunities to help 

them in their role.  The lack of training advisors have when working with a diverse 

student body of students can have a negative impact on the student and institution 

(Gordon, 1994).  Intrusive academic advisors should be trained to identify when 

students are facing challenges at the institution (Earl, 1988) because academically 

underprepared students are also adult learners, first-generation students, minority 

students, and low-income students who have quite a few needs.  The findings of the 
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study indicated academic advisors wear many hats and are constantly adding new 

responsibilities and it becomes challenging to perform all the tasks without direction.  

Training and development opportunities for advisors would help them gain ideas on 

how to lessen the time they spend managing their student caseload through best 

practice sharing from other advisors inside and outside of the institution.  The ability 

for academic advisors to understand their role and its value to self and students are 

contingent on the training opportunities provided by the institution (Heisserer & 

Parette, 2002; Jordan, 2000; McGillin, 2003; Rinck, 2006; Smith, 2004).  In order to 

be successful in the role of advising there must be some form of new employee 

training along with continuing professional development training.  Institutions have an 

obligation to support the training needs of their advising staff to achieve the goal of 

increased student retention and completion rates.   

The final recommendation is that support is provided by the institution to 

ensure the success of the intrusive advising program.  The findings of the study 

identified the need for leadership to be supportive both monetarily and physically.  

Some participants suggested more staff be hired and assigned to work with the specific 

student populations that are participating in the intrusive advising program, which 

helps contribute to the success of the required program.  Oftentimes the leadership 

does not involve academic advisors in the planning phase of new initiatives or 

continuing and existing programs.  Including the advisors that work directly with 

students in the program would help leadership understand the needs of the staff and 

students.  In order for leadership to change the perspective of those advisors that do 
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not feel they have support they must take the time to be involved in some capacity.  

Because participants at the other study institution felt they had the support and 

adequate resources to be successful there is an opportunity to have a survey distributed 

to all campuses participating in the program to share their opinions.  This survey can 

provide feedback of how employees view the program to determine what changes 

need should made if any.  In addition, a task force committee should be created that 

includes a representative from each campus to come together to discuss what is and is 

not working and share the feedback with all campus leaders.  There has to be some 

type of assessment sent not only to students, but staff who are participating in the 

intrusive advising program to make sure the program is effective and has positive 

student outcomes. 

Recommendations for Future Research 

The findings of this study on the perceptions of academic advisors role in 

mandatory intrusive advising have led to the identification of needs for future 

research.  One study that could be conducted to further expand on the knowledge base 

relative to the perceptions of intrusive advising is a qualitative study that further 

explores the perceptions of administrators’ involvement or role in the intrusive 

advising program.  The findings would provide an opportunity to determine if 

administrators are fully supporting the program while also looking at how their role 

influences students’ success in the program.  Exploring why administrator support is 

perceived to be or not be there due to various rationales may benefit the confidence of 

the staff directly involved and the overall success of the program.  Because 



Texas Tech University, Leslie Singleton, December 2015 
 

  190 

administrators are those that approve and oversee the program their insights would be 

instrumental in understanding any challenges or concerns such as monetary that may 

influence the effectiveness of the program. 

  The study institutions have now expanded the intrusive program to additional 

student populations such as first time in college (FTIC) students and a qualitative 

study could be conducted to explore the academic advisors perceptions of intrusive 

advising for these students.  This study could specifically explore what the challenges 

and benefits are for advising this group of students and determining if this type of 

advising impacts student retention.  The results from this study could be helpful to 

other institutions looking for an advising program to increase student retention and it 

may lead to providing this support service for other student populations or all students. 

A quantitative study could also be conducted to look at the retention rates of 

those FTIC students that did and did not participate in the intrusive program.  This 

study could compare data from multiple institutions that could also include more 

variables to measure success such as grade point average, transfer rates, and 

completion rates.  The findings would provide more areas for the advisors to focus on 

to keep students on the right track and would determine if the intrusive advising 

program is effective. 

An additional study that could be conducted is faculty perceptions of intrusive 

advising for developmental students enrolled in the student success course.  At the 

study institutions explored, participants indicated that faculty work very closely with 

students, advisors, and administrators in some capacity when teaching the student 



Texas Tech University, Leslie Singleton, December 2015 
 

  191 

success course.  It is important to gain an understanding of their experience with 

working with the intrusive advising program and to determine if faculty perceive to 

have support and if they can identify benefits and challenges.  Faculty could also 

provide further information to improve the student success course in conjunction with 

the academic advisors to achieve student success. 

Lastly, training and professional development opportunities for academic 

advisors should be further studied to improve academic advising in higher education 

practice.  Many academic advisors are hired to work at community colleges and four-

year institutions without ever being formally trained to advise students.  There are 

several professional organizations available to provide those in the advising profession 

with useful training programs and resources for continuous development.  A 

qualitative and quantitative study could be conducted to explore the training received 

for academic and faculty advisors with various years of experience advising students.  

The qualitative study can provide an in depth exploration of how advisors perceive 

their academic advising knowledge and their efficacy with students.  The quantitative 

study could utilize surveys to collect data from academic advisors at community 

colleges or four-year institutions and compare the training and development of 

advisors at those institutions.  The findings of these studies could provide 

administrators and national academic advising organizations with a realistic picture of 

the needs of the profession. With the fact that academic advising has proved to be an 

effective support service for student retention this would provide national, state, and 

local leaders with an understanding of the importance of providing resources for  
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training opportunities.  This type of training and development for academic advisors is 

an investment that alludes to student success to meet various mandates such as the 

American Graduation Initiative and Closing the Gaps. 

Conclusion 

Intrusive advising is a student support service that has a favorable effect on 

student success for students that are at-risk such as developmental education students 

(Burt, 2009; Campbell, 2013; Heisserer & Parette, 2002; Jones, 2013; Molina & 

Abelman; 2000; Schee, 2007; Thomas & Minton, 2004).  Furthermore, student 

retention is linked to the personal connection students receive from regular interaction 

with academic advisors (Cannon, 2013; Nutt, 2003; Varney, 2012).  Having frequent 

contact with students through a mandatory intrusive advising program assures that 

students are receiving support throughout their first year.  The purpose of this study 

was to explore the experiences and perceptions of academic advisors in the role of 

mandatory intrusive advising and its impact on the retention of first-year academically 

underprepared students who are enrolled in developmental education courses.  More 

specifically, this study focused on academic advisors’ perceptions of the benefits of 

intrusive advising on student retention, academic advisors’ perceptions of their role in 

intrusive advising, and the benefits and challenges of utilizing a mandatory intrusive 

advising model. 

A qualitative methodology and collective case study research design was used 

to address the five research questions that guided this study.  The participants for this 

study included eight full-time academic advisors from two large, suburban, 
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community colleges located in the Gulf Coast Region of Texas.  Data was collected 

through multiple sources that included semi-structured interviews, observations, 

documents, field notes, recorded field notes, and reflexive journals.  A constant 

comparative approach was used to analyze all data collected along with the process of 

open and axial coding.  Trustworthiness was also confirmed in this process. 

The overall findings of this study validate that intrusive advising is an effective 

program that impacts student retention for developmental education students during 

the first year.  The participants were able to witness students smoothly transitioning to 

college life and the students expressed how much they enjoyed the frequent 

interaction.  Because these students were open to having the support of someone 

outside of the classroom to assist with their academic and nonacademic challenges 

they were successful during the first year and were retained.  Through the experiences 

and perceptions of the academic advisors participating in intrusive advising it was also 

noted that this program had an impact on student success in subsequent years and that 

these students were also achieving the overarching goal of completing college.   

The findings of the study displayed the benefits of mandatory intrusive 

perceived by academic advisors specifically for developmental education students.  

The participants recognized that the students having a support system and assistance 

with learning who they are during the first year helps them integrate to the campus and 

improves their persistence and retention.  There were also challenges to utilizing 

intrusive advising for developmental education students.  The challenges described 

were hardships developmental education students have before and once they enter the 
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institution and academic advisors not having ample time to meet with developmental 

education students who have serious needs. 

Participants of this study expressed that they a play a significant role in not 

only connecting with the student, but also connecting the student to the campus.  The 

common roles that the participants shared include connecting with the student as their 

first contact and creating a sense of belonging, showing students that they care about 

them, assisting the students with referrals and resources, helping students determine 

their personal and career goals through academic planning, and frequently 

communicating with the students.  The participants did identify that although they 

have other duties and large caseloads to manage they really enjoy having those 

relationships with these students and they genuinely care about the success of these 

students.  In addition, participants had mixed perceptions about campus support.  All 

participants at Community College A stated that they had the support from leadership 

and the resources they needed, but additional staff would be beneficial to have for a 

reasonable student caseload.  The participants at Community College B noted that 

more resources and staffing was needed and that the overall support from leadership 

needed to be improved.  Institutional support is a very significant component to the 

success of the intrusive program once implemented. 

Community colleges have an opportunity to close the completion gap for 

citizens in our country.  As open enrollment institutions more and more students are 

entering community colleges seeking a first or second chance at education.  Many of 

these students enrolling during the first year are not prepared to take college-level 
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coursework, but they do have a goal of completing their education.  It is important for 

practitioners to improve student success for developmental education students and 

intrusive advising is one tool proven to move students forward past their barriers from 

year to year until they complete college.  Before employing an academic advising 

program there has to be an institutional commitment and accountability by the student.  

It is recommended that intrusive advising programs be mandatory for targeted student 

populations who need additional support.  With this program students have a long-

term relationship with the academic advisor when it is implemented correctly.  In 

addition, implementing the advising program with a first-year transition course allows 

the advisors to have weekly in-person contact with students that takes on a proactive 

approach to ensure the student has the guidance, resources, and academic planning, 

necessary to keep them from leaving the institution.  The last recommendation is to 

require that students meet with an advisor so many times per semester and before they 

register for the next semester an advising appointment must take place.  This will 

ensure that the students have accurate course schedules and eliminate any unnecessary 

courses being taking that will hinder students from completing their degree or 

transferring to another institution.   

For community colleges seeking a program to increase student retention 

intrusive advising is a confirmed model that can be implemented to increase student 

success for specific populations of first-year students (Tinto, 1993).  Employing a 

mandatory intrusive advising program  may be the best strategy for community 

colleges and other institutions that are trying to increase student retention and 
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completion rates, specifically during the first year and subsequent years.  Community 

colleges’ ability to fulfill statewide and nationwide initiatives such as closing the gaps 

and the completion agenda will help improve the future workforce and the ability for 

the U.S. to complete in a global market. 

  



Texas Tech University, Leslie Singleton, December 2015 
 

  197 

REFERENCES 

Achieving the Dream. (2014a). Developmental Education Initiative. Retrieved from 

http://achievingthedream.org/resources/initiatives/developmental-education-

initiative 

Achieving the Dream. (2014b). Interventions Showcase. Retrieved from 

http://www.achievingthedream.org/intervention/8159/distribution-of-a-grade-

report-at-30meeting-with-advisor-for-students-below-a-c 

ACT. (2008). Institutional data file for 2008. Retrieved from 

http://www.act.org/path/policy/reports/retain.htm 

ACT. (2007). Institutional data file for 2007. Retrieved from 

http://www.act.org/path/policy/reports/retain.htm 

Adelman, C. (2005). Educational ‘anticipations’ of traditional age community college 

students: A prolegomena to any future accountability indicators. Journal of 

Applied Research in the Community College, 12, 93–107. 

AFT Higher Education. (2011). Student Success in Higher Education. Retrieved 

fromhttp://www.aft.org/pdfs/highered/studentsuccess0311.pdf 

Aiken-Wisneiwski, S. (2010). Guide to Assessment in Academic Advising 

[Monograph No. 23]. The Journal of the National Academic Advising 

Association, 23(2). 

American Association of Community College. (2012). Reclaiming the American 

Dream, Community Colleges and the Nation’s Future. Retrieved from 

http://www.aacc.nche.edu/AboutCC/21stcenturyreport/21stCenturyReport.pdf 



Texas Tech University, Leslie Singleton, December 2015 
 

  198 

American Association of Community College. (2014). Community College Fact Sheet. 

Retrieved from 

http://www.aacc.nche.edu/AboutCC/Documents/fastfacts13_full.jpg 

Andrepont-Warren, K. (2005). Advising perceptions in student support services 

programs. Louisiana State University (Doctoral dissertation). Retrieved from 

http://etd.lsu.edu 

Appleby, D. C. (2008). Advising as Teaching and Learning. In V. N. Gordon, W. R. 

Habley, & T. J. Grites (Eds.), Academic advising: A comprehensive handbook 

(2nd ed.) (pp. 85-100). San Francisco: Jossey-Bass. 

Attewell, P., Heil, S., & Reisel, L. (2011). Competing explanations of undergraduate 

noncompletion. American Educational Research Journal, 48(3), 536-559 

Attewell, P., Lavin, D., Domina, T., & Levey, T. (2006). New evidence on college 

remediation. Journal of Higher Education, 886-924. 

Aycaster, P. W. (2001). Factors impacting success in community college 

developmental mathematics courses and subsequent courses. Community 

College Journal of Research and Practice, 25, 403-416.  

doi: 10.1080/106689201750192256 

Bailey, T., Alfonso, M., Calcagno, J. C., Jenkins, D., Kienzl, G., & Leinbach, T. 

(2004). Improving student attainment in community colleges: Institutional 

characteristics and policies. New York, NY: Community College Research 

Center, Teachers College, Columbia University. 



Texas Tech University, Leslie Singleton, December 2015 
 

  199 

Bailey, T, Jeong, D. W., Cho, S. W. (2009). Referral, enrollment, and completion in 

developmental education sequences in community colleges (CCRC Working 

Paper No.15). New York, NY: Community College Research Center. 

Baker, V. L., & Griffin, K. A. (2010). Beyond mentoring and advising: Toward 

understanding the role of faculty “developers” in student success. About 

Campus, 14 (6), 2-8. 

Barefoot, B. O. (2000). The first-year experience: are we making it any better? About 

Campus, 4(6), 12-18. 

Barnes, W., &. Slate, J. R. (2011). College-readiness rates in Texas: A statewide, 

multiyear study of ethnic differences. Society and Urban Education,  

doi: 10.1177/0013124511423775 

Barnes, W. B., Slate, J. R., &. Rojas-LeBouef, A. (2010). College-readiness and 

academic-preparedness: The same concepts? Current Issues in Education. 

Retrieved from http://cie.asu.edu/ojs/index.php/cieatasu/article/view/678 

Barr, J. (2007).  Freshmen dropouts.  Journal of Applied Research in the Community 

College, 2007, 14(2), 105–113. 

Barr, J. & Schuetz, P. (2008).  Overview of foundational issues.  New Directions For 

Community Colleges, (144), 7-16. doi: 10.1002/cc.341 

Baxter, P., & Jack, S. (2008). Qualitative Case Study Methodology: Study Design and 

Implementation for Novice Researchers. Qualitative Report, 13(4), 544-559 

Berger, J., & Braxton, J. (1998). Revising Tinto’s interactionalist theory of student 

departure through theory elaboration: Examining the role of organizational 



Texas Tech University, Leslie Singleton, December 2015 
 

  200 

attributes in the persistence process. Research in Higher Education, 39(2), 

103–119. 

Bernard, H. R. (1994). Research methods in anthropology qualitative and quantitative 

approaches. Thousand Oaks, CA: Sage Publications. 

Bers, T. H., & Smith, K.E. (1991). Persistence of community college: The influence of 

student intent and academic and social integration. Research in Higher 

Education, 32(5), 539-556.    

Bettinger, E. (2004). How financial aid affects persistence. In C. Hoxby (Ed.), College 

choices: The economics of where to go, when to go, and how to pay for it (pp. 

207-333). Chicago: University of Chicago Press. 

Blackwell, E., & Pinder, P. J. (2014). What are the motivational factors of first-

generation minority college students who overcome their family histories to 

pursue higher education? College Student Journal, 48(1), 45-56. 

Boggs, C. R. (2004).  Community colleges in a perfect storm. Change, 36(6), 6-10. 

Boggs, G. R. (2010). The evolution of community colleges in America (White House 

Community College Summit Report) Retrieved from the American 

Association of Community Colleges website: 

http://www.aacc.nche.edu/AboutCC/whsummit/Documents/boggs_whsummitb

whsu.pdf 

Boylan, H. R. (1999). Developmental education: Demographics, outcomes, and 

activities. Journal of Developmental Education 23(2). Retrieved 



Texas Tech University, Leslie Singleton, December 2015 
 

  201 

fromhttp://www.ncde.appstate.edu/resources/reports/documents//V23-

2boylan_demographics.htm 

Boylan, H. R. (2002). What works: Research-based best practices in developmental 

education. Lenoir, NC: National Center for Developmental Education. 

Boylan, H. R. (2009). Targeted intervention for developmental education students 

(T.I.D.E.S.). Journal of Developmental Education, 32 (3) 14-23. 

Boylan, H. R., &. Bonham, B. S. (2007). Thirty years of developmental education: A 

Retrospective. Journal of Developmental Education, 30(3), 2-4. 

Boylan, H.R., & Bonham, B.S. (2014). Developmental education: Readings on its 

past, present, and future. New York: Bedford/St. Martin’s.  

Boylan, H. R., & Saxon, D. (2002). What works in remediation: Lessons learning 

from 30 years of research. Boone, NC: Appalachian State University. National 

Center for Developmental Education. 

Bragg, D.D. (2001). Community college access, mission, and outcomes: Considering 

intriguing intersections and challenges. Peabody Journal of Education, 76(1), 

93-116.  

Braunstein, A., & McGrath, M. (1997). The retention of freshman students: An 

examination of assumptions, beliefs and perceptions held by college 

administrators and faculty. College Student Journal, 31(2), 188. 

Bricker, L. (2008). Closing the gaps in Texas: The critical role of community colleges. 

New Directions for Community Colleges, 141, 57-65. doi:10.1002/cc.315   



Texas Tech University, Leslie Singleton, December 2015 
 

  202 

Brown, Z. A. (2009). Synchronicity of the community college mission and the role 

and responsibilities of academic advisors. National-Louis University (Doctoral 

dissertation). Retrieved from 

http://digitalcommons.nl.edu/diss/?utm_source=digitalcommons.nl.edu%2Fdis

s%2F6&utm_medium=PDF&utm_campaign=PDFCoverPage 

Brown, T., & Rivas, M. (1994). The prescriptive relationship in academic advising as 

an approved developmental intervention with multicultural populations. 

NACADA Journal 14(2), 108-110. 

Burley, H., Butner, B., & Cejda, B. (2001). Dropout and stopout patterns among 

developmental education students in Texas community colleges. Community 

College Journal of Research and Practice, 25, 767–782. 

Burns, K. (2010). Community college student success variables: A review of the 

literature. Community College Enterprise, 16(2), 33-61. 

Burt, D.R. (2009).  African American student retention: A study of the effects of 

intrusive advising intervention at a career college. Western Michigan 

University. Retrieved from ProQuest Dissertations & Theses. (AT 3376942)  

Burton, S. (2010). Academic advising in a globalized postmodern era. Academic 

Advising Today, 33(3). Retrieved from 

http://www.nacada.ksu.edu/Resources/Academic-Advising-Today/View-

Articles/Academic-Advising-in-a-Globalized-Postmodern-Era.aspx 



Texas Tech University, Leslie Singleton, December 2015 
 

  203 

Byrd, K. L, &. MacDonald, G. (2005). Defining college readiness from the inside out: 

First-generation college student perspectives. Community College 

Review,33(1), 22-37. doi:10.1177/009155210503300103 

Cabrera, A. F., Burkum, K. R., & La Nasa, S. M. (2005). Pathways to a four-year 

degree: Determinants of transfer and degree completion. In A. Seidman (Ed.), 

College student retention: A formula for success (pp. 155-214). Westport, CT: 

ACE/Praeger Series on Higher Education. 

Campbell, M. A. (2013). The impacts of intrusive advising on the persistence of first-

year science, technology, and mathematics students identified using a risk 

prediction instrument. Temple University. Retrieved from ProQuest 

Dissertations & Theses. (AT 3552312)  

Cannon, J. (2013, March). Intrusive advising 101: How to be intrusive without 

intruding. Academic Advising Today, 36(1). Retrieved from 

http://www.nacada.ksu.edu/Resources/Academic-Advising-Today/View-

Articles/Intrusive-Advising-101-How-to-be-Intrusive-Without-Intruding.aspx 

Carnegie Foundation for the Advancement of Teaching. (2014). Institution Lookup. 

Retrieved from 

http://classifications.carnegiefoundation.org/lookup_listings/institution.ph 

Carnevale, A. P., Smith, N., & Strohl, J. (2010, June). Help wanted: Projections of 

jobs and education requirements through 2018. Washington, DC: Georgetown 

University, Center on Education and the Workforce. 



Texas Tech University, Leslie Singleton, December 2015 
 

  204 

Carter, C. (2007). Carol Carter: Top 10 reasons student struggle and drop out 

freshman year. Recruitment and Retention in Higher Education, 7(21), 3-5. 

Casazza, M. E. (1999). Who are we and where did we come from? Journal of 

Developmental Education 23(1). Retrieved from 

http://www.ncde.appstate.edu/resources/reports/documents//V231casazza_who

.htm 

Casazza, M.E. & Silverman, S. L. (2013). Meaningful access and support: The path to 

college completion. [White paper].Council of Learning Assistance and 

Developmental Education Associations. Retrieved from 

http://cladea.net/white_paper_meaningful_access.pdf  

Ceja, M. (2006). Understanding the role of parents and siblings as information sources 

In the college choice process of Chicana students. Journal of College Student 

Development, 47(1), 87-104. 

Center for Community College Student Engagement. (2012). A Matter of Degrees: 

Promising Practices for Community College Student Success (A First Look). 

Austin, TX: The University of Texas at Austin, Community College 

Leadership Program. 

Center for Higher Education Policy Analysis. (2007). Making the grade in college 

prep: A guide for improving college preparation programs. University of 

Southern California: Rossier School of Education. 



Texas Tech University, Leslie Singleton, December 2015 
 

  205 

Chandler, B.A. (1999). Intrusive advising and its effects on students who exhibit 

behavioral problems in the classroom (At-risk, community college students, 

intervention). Dissertation Abstracts International, 60(04A), 989. 

Chando, C. M. (1997). Predicting advising style preference from student 

characteristics. (Doctoral dissertation, University of Memphis, 1997). UMI 

Dissertation Services, 930635. 

Charmaz, K. (2006). Constructing grounded theory: A practical guide through 

qualitative research. SagePublications Ltd, London. 

Chen, X. & Carroll, C.D. (2005). First-generation students in postsecondary 

education: A look at their college transcripts (NCES No.2005-171). U.S. 

Department of Education, National Center for Education Statistics. 

Washington, DC: U.S. Government Printing Office. 

Choy, S.P. (2001). Students whose parents did not go to college: Post-secondary 

access, persistence, and attainment. Washington, DC: U.S. Department of 

Education, National Center for Education Statistics 

Cline, Z., Bissell, J., Hafner, A., &. Katz, M. L (2007). Closing the college readiness 

gap. Leadership, 37(2), 30-33. 

Cohen, A. M., & Brawer, F. B. (2014).The American community college (6th ed.). San 

Francisco: Jossey-Bass. 

Cook, S. (2009). Important events in the development of academic advising in the 

United States. NACADA Journal, 29(2), 18-40.  



Texas Tech University, Leslie Singleton, December 2015 
 

  206 

Cook, B. J., & Cordova, D. I. (2007). Minorities in higher education twenty-second 

annual status report: 2007 supplement. Washington, DC: American Council on 

Education (ACE). 

Conley, D.T. (2007). Toward a more comprehensive conception of college readiness. 

Educational Policy Improvement Center. Retrieved from 

http://www.s4s.org/upload/Gates-College%20Readiness.pdf 

Conley, D. T. (2008). What makes a student college ready? Educational 

Leadership,66(2), 1-4. 

Creamer, D. G. (2000). Use of theory in academic advising. In V. N. Gordon, W. R. 

Habley, & Associates (Authors), Academic advising: a comprehensive 

handbook (pp. 19-20). San Francisco, CA: Jossey-Bass. 

Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods 

approaches (4th ed.).Thousand Oaks, CA: Sage. 

Crookston, B. B. (1972). A developmental view of academic advising as teaching. 

Journal of College Student Personnel, 13, 12-17. 

Dillon, R. K., & Fischer, B. J. (2000). Faculty as part of the advising equation: An 

inquiry into faculty viewpoints on advising. NACADA Journal, 20(1), 16-23. 

DiMaria, F. (2006). Keeping our engaged, at-risk kids in college. Education Digest, 

72(2), 52-57.  

Denzin, N. K., & Lincoln, Y.S. (2011). The sage handbook of qualitative research. 

(4th ed.).Thousand Oaks, CA: Sage. 



Texas Tech University, Leslie Singleton, December 2015 
 

  207 

DeSai, S. A. (2012). Is comprehensiveness taking its toll on community colleges?:An 

in-depth analysis of community colleges’ missions and their effectiveness. 

Community College Journal of Research and Practice, 36, 111-121. 

doi:10.1080/10668920802611211. 

Earl, W.R. (1988). Intrusive advising of freshmen in academic difficulty. NACADA 

Journal, 8(2), 27-33. 

Engle, J., & Tinto, V. (2008). Moving beyond access: College success for low-income, 

first generation students: Retrieved from Pell Institute for the Study of 

Opportunity in Higher Education website: http://www.coenet.us/files/nies-

Moving Beyond Aecess2008.pdf 

Engstrom, C., & Tinto, V. (2008). Access without support is not opportunity. Change, 

40(1), 46-50. 

Fielstein, L. L. (1989). Student priorities for academic advising: Do they want a 

personal relationship? NACADA Journal, 9(1), 33-38. 

Fike, D. S., & Fike, R. (2007). Does faculty employment status impact developmental 

mathematics outcomes? Journal of Developmental Education, 31, 2-11. 

Fike, D. S., & Fike, R. (2008, October). Predictors of first-year student retention in the 

community college. Community College Review, 36(2), 68-88.  

doi: 10.1177/0091552108320222  

Fitzpatrick, J.L., Sanders, J. R., & Worthen, B.R. (2012). Program evaluation: 

Alternative approaches and practical guidelines. (4th ed.). Upper Saddle River, 

NJ: Pearson 



Texas Tech University, Leslie Singleton, December 2015 
 

  208 

Fowler, P. R., & Boylan, H. R. (2010). Increasing student success and retention: A 

multidimensional approach. Journal of Developmental Education, 34(2), 2-10. 

Fralick, M. A., (1993). College success: A study of positive and negative attrition. 

Community College Review, 20 (5), 29-36. 

Freeman, K. (1999). No services needed? The Case for mentoring high-achieving 

African American students. Peabody Journal of Education, 74, p. 15-27. 

Frost, S. H. (1991). Fostering the critical thinking of college women through academic 

advising and faculty contact. Journal of College Student Development, 32(4), 

359–66. 

Frost, S. H. (2000). Historical and philosophical foundations. In V. N. Gordon & W. 

R. Habley (Authors), Academic advising: A comprehensive handbook. San 

Francisco: Jossey-Bass. 

Giroir, B. & Schwehm, J. (2014). Implementing intrusive advising principles for adult 

learners in online programs. Retrieved from NACADA Clearinghouse Resource 

website: http://www.nacada.ksu.edu/Resources/Clearinghouse/View-

Articles/Implementing-Intrusive-Advising-Principles-for-Adult-Learners-in-

Online-Programs.aspx 

Glennen, R.E. (1975). Intrusive college counseling. College Student Journal, 9 (1). 

Glennen, R. E. (1995). Obtaining presidential support for advising. Academic advising 

as a comprehensive campus process. National Academic Advising Association 

Monograph Series, (2), 11-14. 



Texas Tech University, Leslie Singleton, December 2015 
 

  209 

Gonzalez, J. (2010). Melinda Gates pledges $110-million to help 2-year colleges 

improve remedial education. The Chronicle of Higher Education. Retrieved 

from http://chronicle.com/ 

Gordon, V. N. (1994). Developmental advising: The elusive ideal. NACADA Journal, 

14(2), 71–75. 

Greene, J. P., &. Forster, G. (2003), Public high school graduation and college 

readiness rates in the United States (Education Working Paper No, 3). New 

York, NY: The Manhattan Institute for Policy Research. 

Grimes, S. K., & David, K. C. (1999). Underprepared community college students: 

Implications of attitudinal and experiential differences. Community College 

Review, 27, 73–92. 

Grites, T. (1979). Academic advising: Getting us through the eighties. In D. Crockett 

(Ed.) Advising skills, techniques, and resources: A compilation of materials 

related to the organization and delivery of advising services (pp. 5-7). Iowa 

City, IA: ACT. 

Geigerich, S. (2006). Barrier busters: Community colleges and their students embrace 

challenges. Lumina Foundation Focus, 4-25. 

Gillispie, B. (2003). History of academic advising. Retrieved from NACADA 

Clearinghouse of Academic Resources website: http://www.nacada.ksu.edu/ 

Clearinghouse/AdvisingIssues/index.htm 



Texas Tech University, Leslie Singleton, December 2015 
 

  210 

Grodsky, E. S. & Jones, M. T. (2007). Real and imagined barriers to college entry: 

Perceptions of cost. Social Science Research. Retrieved from 

http://www.sciencedirect.com/science/journal/0049089X 

Habley, W. R. (Ed.). (2004). The status of academic advising: Findings from the ACT 

sixth national survey (Monograph No. 10). Manhattan, KS: National Academic 

Advising Association. 

Hagedorn, L. S., Maxwell, W., & Hampton, P. (2002). Correlates of retention for 

African-American males in community colleges. Journal of College Student 

Retention, 3, 243–263. 

Hagen, P. L., & Jordan, P. (2008). Theoretical foundations of academic  

advising. Academic advising: A comprehensive handbook, 2, 17-35. 

Hale, M. D., Graham, D. L., Johnson, D. M. (2009). Are students more satisfied with 

academic advising when there is congruence between current and preferred 

advising styles? College Student Journal, 43(2). 

Harney, J.Y. (2008). Campus administrator perspectives on advising. In V.N.Gordon 

& W.R. Habley (Eds). Academic advising: A comprehensive handbook. 

(pp.424-430). San Francisco: Jossey-Bass. 

Harrison, E. (2009). Faculty perceptions of academic advising: “I don’t get no 

respect.”  Nursing Education Perspectives, 30(4), 229-233. 

Heisserer, D. L., & Parette, P. (2002). Advising at-risk students in college and 

university Settings. College Student Journal, 36(1), 69-84. 



Texas Tech University, Leslie Singleton, December 2015 
 

  211 

Henning, M. A. (2009). Students’ motivation to access academic advising services. 

NACADA Journal, 29(1), 22-30. 

History of Learning Assistance (2010). ASHE Higher Education Report, 35(36), 23-

54. 

Hodges-Payne, T. (2006). Perceptions of first-generation college students: Factors 

that influence graduate school enrollment and perceived barriers to 

attendance (Doctoral Dissertation). Available from Pro-Quest Dissertations 

and Theses database. (UMI No.322332). 

Hollis, L. P. (2009). Academic advising in the wonderland of college for 

developmental students. College Student Journal, 43(1), 31-35. 

Holmes, S. (2000). Student recruitment, retention and monitoring. [Online]. Retrieved 

from http://www.diversityweb.org/Leadersguide/R RAA/Student 

Retention/intrusive.html 

Horn, L., & Berger, R. (2004). College persistence on the rise? (NCES 2005-156). 

Washington, D.C.: U.S. Department of Education, National Center for 

Education Statistics. 

Horn, L. J., & Nevill, S. (2006). Profile of undergraduates in U.S. postsecondary 

education institutions: 2003–04, with a special analysis of community college 

students (NCES Publication No. 2006-184). U.S. Department of Education. 

Washington, DC: National Center for Education Statistics. 



Texas Tech University, Leslie Singleton, December 2015 
 

  212 

Horn, L. J., & Premo, M. D. (1995). Profile of undergraduates in U.S. postsecondary 

education institutions: 1992–93 (NCES Publication No. 96 –237). Washington, 

DC: National Center for Education Statistics. 

Howard, J. A. (2005). Why should we care about student expectations? In T. E. Miller, 

B. E. Bender, J. H. Schuh, & Associates (Eds.), Promoting reasonable 

expectations: Aligning student and institutional views of the college experience 

(pp. 10-33). San Francisco: Jossey-Bass. 

Howe, N., & Strauss, W. (2007). Millennials go to college. Grand Rapids: Paramount 

Market, Incorporated. 

Hunter, M., & White, E. (2004). Could fixing academic advising fix higher education?  

About Campus, 9, 20–25. 

Ishitani, T.T. (2006). Studying attrition and degree completion behavior among first-

generation college students in the United States. Journal of Higher Education, 

77, 861-885. 

Ishler, J. L., & Upcraft, M. L. (2005). The keys to first-year student persistence. 

Upcraft, Gardner, & Barefoot (Eds.). Challenging and Supporting the First-

Year Student, 27-46. 

Jing, L., & Fenske, R.H. (2006). Financial aid, persistence, and degree completion in 

master’s degree programs. Journal of Student Financial Aid, 26(1), 17-31. 

Jones, E.A. (2013). An examination of the effects of intrusive advising and support 

services on academically at-risk students. Liberty University (Doctoral 

dissertation). Retrieved from http://digitalcommons.liberty.edu 



Texas Tech University, Leslie Singleton, December 2015 
 

  213 

Jordan, P. (2000). Advising college students in the 21st century. NACADA Journal, 

20(2), 21-30. doi: 10.12930/0271-9517-20.2.21  

Kanar, C. C. (2008). The confident student(6th ed.). Boston, MA: Houghton 

Mifflin.King, M.C. (1993). Academic advising, retention, and transfer. New 

Directions for Community Colleges, 82, 21-31.  

King, M.C. (2005). Developmental academic advising. Retrieved from NACADA 

Clearinghouse of Academic Advising Resources 

http://www.nacada.ksu.edu/tabid/3318/articleType/ArticleView/articleId/264/a

rticle.aspx 

King, N. (2004). Advising underprepared students. Presentation: NACADA Summer 

Institute on Advising. 

Koch, B., Slate, J.R., & Moore, G. (2012). Perceptions of students in developmental 

classes. Community College Enterprise, 18 (2), 62-82. 

Kramer, G.L. (1999). Developmental academic advising. In Session Guide, Academic 

Advising Summer Institute, (pp. 198-216).Manhattan, KS: National Academic 

Advising Association.  

Kuh, G. D. (2008). Guiding forces: Emerging trends impacting student outcomes. 

Atlanta, GA. 

Kuhn, T. L. (2008). Historical foundations of academic advising. In a Gordon, 

V.,Wesley, H., & Grites, T. Academic Advising: A Comprehensive Handbook 

(2nd ed.), (pp. 85-102). San Francisco, CA: Jossey-Bass. 



Texas Tech University, Leslie Singleton, December 2015 
 

  214 

Lee, J. J., Sax, L. J., Kim, K. A., & Hagedorn, L. S. (2004). Understanding students’ 

Parental education beyond first-generation status. Community College Review, 

32(1), 1-20. 

Lesgold, A. M., & Welch-Ross, M. (Eds.). (2011). Improving adult literacy: Options 

for practice and research. Washington, DC: Committee on Learning Sciences: 

Foundations and Applications to Adolescent and Adult Literacy, National 

Research Council, National Academy of Sciences. Retrieved from 

http://www.nap.edu/catalog.php?record_id=13242 

Lincoln, Y. S., & Guba, E. G. (1985). Naturalistic inquiry. Newbury Park, CA: Sage. 

Liu, A., Sharkness, J., & Pryor, J. H. (2008). Finding from the 2007 administration of 

your first college year (YFCY): National aggregates (Rep.). Los Angeles: 

Higher Education Research Institute. 

Lotkowski, V.A., Robbins, S.B., & Noeth, R.J. (2004). The role of academic and non-

academic factors in improving college retention. ACT Policy Report. Iowa 

City, IA: American College Testing. 

Lowenstein, M. (2005). If advising is teaching, what do advisors teach? NACADA 

Journal  25(2), 65-73.  

Mangan, K. (2014). Push to reform remedial education raises difficult questions for 

colleges. The Chronicle of Higher Education, Retrieved from 

http://chronicle.com/article/Obamas-Best-Bet-5-Billion/128990 

Mangold, W. D., Bean, L. G., Adams, D. J., Schwab, W. A., & Lynch, S. M. (2003). 

Who goes who stays: An assessment of the effect of a freshman mentoring and 



Texas Tech University, Leslie Singleton, December 2015 
 

  215 

unit registration program on college persistence. Journal of College Student 

Retention: Research, Theory & Practice, 4(2), 95-122. 

Marques, J. F. (2005). Best practices in adult advising: a team conclusion. Recruitment 

and Retention in Higher Education, 19(8), 4-5. 

Maxwell, J. (2003). Relationships 101. Nashville: Thomas Nelson. 

Maxwell, J. (2005). Qualitative research design: An interactive approach (2nd ed.). 

Thousand Oaks, CA: Sage. 

McCabe, R. H. (2000). No one to waste: A report to public decision-makers and 

community college leaders. Washington, D.C.: Community College Press. 

McClenney, K. (2009). Helping community-college students succeed: A moral 

imperative. Chronicle of Higher Education. Retrieved from 

http://chronicle.com/article/Helping-Community-College/6536 

McConnell, P. J. (2000). ERIC Review: What community colleges should do to assist 

first-generation students. Community College Review, 28(3), 75-87. 

doi:10.1177/009155210002800305 

McDonough, P. M. (2004). Counseling matters: Knowledge, assistance, and 

organizational commitment in college preparation. In W. G. Tiemey, Z. B. 

Corwin, & J. E. Colyar (Eds.), Preparing for college: Nine elements of 

effective outreach. Albany, NY: SUNY Press. 

McGillin, V.A. (2003). Academic Risk and Resilience: Implications for Advising at 

Small Colleges and Universities. In Hemwall, M.K. & Trachte, K.C. 



Texas Tech University, Leslie Singleton, December 2015 
 

  216 

(Eds.) Advising and Learning: Academic Advising from the Perspective of 

Small Colleges & Universities. 

McKewen, M.K. (2003). New perspectives on identify development. In Komives, S.R. 

and Woodard, D.B., Jr. Student services: A handbook for the profession (4th 

ed.).San Francisco: Jossey-Bass. 

Merriam, S. B. (1998). Qualitative research and case study applications in education. 

San Francisco, CA: Jossey-Bass. 

Midgen, J. (1989). The professional advisor. NACADA Journal, 9(1), 63-68. 

Miller, L.K. (2010). The impact of intrusive advising on academic self-efficacy beliefs 

in first-year students in higher education. Retrieved from Theses and 

Dissertations at Loyola eCommons. http://ecommons.luc.edu/luc_diss/151   

Miller, M.A. & Murray, C. (2005).  Advising academically underprepared students.  

Retrieved from NACADA Clearinghouse of Academic Advising Resources 

Web Site: http://www.nacada.ksu.edu/Resources/Clearinghouse/View-

Articles/Academically-underprepared-students.aspx 

Molina, A. & Abelman, R. (2000). Style over substance in interventions for at-risk 

students: The impact of intrusiveness. NACADA Journal, 20(2), 5-15.   

Morest, V. S. (2013). From access to opportunity: The evolving social roles of 

community colleges. The American Sociologist, 44(4), 319-328. 

Mullin, C. M. (2010). Rebalancing the mission: The community college completion 

challenge. American Association of Community Colleges, 3-9. 



Texas Tech University, Leslie Singleton, December 2015 
 

  217 

Murphy, C. G., & Hicks, T. (2006). Academic Characteristics among First-Generation 

and Non-First-Generation College Students. College Quarterly, 9(2). 

Myran, G. & Parsons, M. H (2013). Overview: The future of the urban community 

college. New Directions for Community Colleges, (162), 7-18. 

NACADA. (2014). Our vision our mission. Retrieved from NACADA website 

http://www.nacada.ksu.edu/About-Us/Vision-and-Mission.aspx 

Nakajima, M.A., Dembo, M.H., & Mossler, R. (2012). Student persistence in 

community colleges. Community College Journal of Research and Practice, 

36(8), 591-613. doi: 10.1080/10668920903054931  

National Association for Developmental Education, (2010). 2010 Factsheet: 

Responses to frequently asked questions. Goodyear, AZ: Author. 

National Association for Developmental Education. (2011, March 7). Political 

Advocacy Brochure. Retrieved from http://www.nade.net/site/documents 

/political%20advocacy/pocketguide%20final.pdf 

National Association for Developmental Education, (2014). 2014 Factsheet Retrieved 

from http://nade.net 

National Center for Education Statistics. (1996). Remedial education at higher 

education institutions. Retrieved from http://nces.edgov/pubs/97584.htm  

National Center for Education Statistics. (2008). Digest of education statistics. 

Retrieved from http://nces.ed.gov/pubsearch/pubsinfo.asp?pubid=2009020 

National Center for Education Statistics. (2010). Digest of education statistics. 

Retrieved from http://nces.ed.gov/programs/digest/d10/tables/dt10_259.asp 



Texas Tech University, Leslie Singleton, December 2015 
 

  218 

National Center for Education Statistics. (2011). Digest of education statistics. 

Retrieved from http://nces.ed.gov/pubs2012/2012001.pdf 

National Center for Education Statistics. (2014). IPEDS glossary. Retrieved from 

http://nces.ed.gov/ipeds/glossary/ 

National Conference of State Legislators. (2012). The Path to a Degree: A 

Legislator’s Guide to College Access and Success. Retrieved from 

http://www.ncsl.org/research/education/the-path-to-a-degree.aspx 

National Postsecondary Education Cooperative. (2007). Deciding on postsecondary 

education: Final report. Washington, DC: U.S. Department of Education. 

Retrieved from http://www.eric.ed.gov/ERICDocs/data/ericdocs2sql 

/content_storage01/0000019b/80/3a/e7/76.pdf 

Nitecki, E. M. (2011). The power of the program: How the academic program can 

improve community college student success. Community College Review, 

39(2), 98-110. 

Noel, L. (1985). Increasing student retention: New challenges and potential. In L. 

Noel, R. Levitz, D. Saluri & Associates. Increasing student retention: Effective 

programs and practices for reducing the dropout rate. San Francisco: Jossey-

Bass. 

Noel-Levitz (2009). 2009 student retention practices and strategies report for four-

year and two-year institutions. Coralville, Iowa: Noel-Levitz. Retrieved from 

www.noellevitz.com/RetentionBenchmark. 



Texas Tech University, Leslie Singleton, December 2015 
 

  219 

Noel-Levitz (2013). 2013 student retention and college completion practices report 

for four-year and two-year institutions. Coralville, Iowa: Noel-Levitz. 

Retrieved from www.noellevitz.com/BenchmarkReports. 

Nuniez, A. M., & Cuccaro-Alamin, S. (1998). First generation students: 

Undergraduates whose parents never enrolled in postsecondary education 

(NCES 98-082). Washington, DC: National Center for Education Statistics. 

Nutt, C. L. (2000). One-to-one advising. In V. N. Gordon & W. H. Habley (Eds.), 

Academic advising. A comprehensive handbook (pp. 220-237). San Francisco: 

Jossey-Bass. 

Nutt, C. (2003). Academic advising and student retention and persistence. Retrieved 

from NACADA Clearinghouse of Academic Advising Resources website:  

http://www.nacada.ksu.edu/tabid/3318/articleType/ArticleView/articleId/636/a

rticle.aspx 

Nutt, C. (2013). From the executive director: Higher education focuses on college 

completion-academic advising at the center of university efforts. Academic 

Advising Today, 36(1). Retrieved from http://www.nacada.ksu.edu/Resources/ 

Academic-Advising-Today/View-Articles/From-the-Executive-Director-

Higher-Education-Focuses-on-College-Completion-%E2%80%93-Academic-

Advising-at-the-Center-of-University-Efforts.aspx 

O’Banion, T. (1994).  An academic advising model. NACADA Journal, 14(2), 10–16. 

O’Banion, T. (2011). Guidelines to boosting student success pathways to completion. 

Community College Journal, 28-34. 



Texas Tech University, Leslie Singleton, December 2015 
 

  220 

O’Banion, T. (2012). Updating academic advising for the 21st century. American 

Association of Community Colleges. Retrieved from 

http://www.communitycollegetimes.com/Pages/Campus-

Issues/Updatingacademic-advising-for-the-21st-century.aspx 

Oliverez, P.M. & Tierney, W.G. (2005). Show us the money: Low-income students, 

family, and financial aid. Center for Higher Education Policy Analysis. 

Orcher, L. T. (2005). Details about conducting research: Social and behavioral 

science methods. Glendale, CA: Pyrczak.  

Oseguera, L., Locks, A. M., & Vega, I. I. (2009). Increasing Latina/o students 

baccalaureate attainment: A focus on retention. Journal of Hispanics in Higher 

Education, 8(1), 23-53. 

Oudenhoven, B. (2002). Remediation at the community college: Pressing issues, 

uncertain solutions. New Directions for Community Colleges, 117, 35-44. 

Padgett, V. R., & Reid, J. F., Jr. (2003). Five year evaluation of the Student Diversity 

Program: A Retrospective quasi-experiment. Journal of College Student 

Retention: Research, Theory & Practice, 4(2), 135-145. 

Pardee, C. F. (1994). We profess developmental advising, but do we practice it? 

NACADA Journal, 14, 59-61. 

Pargett, K. K. (2011). The effects of academic advising on college student 

development in higher education. University of Nebraska-Lincoln (Doctoral 

dissertation). Retrieved from http://digitalcommons.unl.edu/cehsedaddiss/81/ 



Texas Tech University, Leslie Singleton, December 2015 
 

  221 

Pascarella, E. T., Terenzini, P. T. (2005). How college affects students. (Vol. 2). San 

Francisco, CA: Jossey-Bass. 

Pathways to College Network. (2004). A shared agenda: A leadership challenge to 

improve college access and success. Boston: Author. 

Patton, M. Q. (1985). Quality in qualitative research: Methodological principles and 

recent developments. Invited address to Division J of the American 

Educational Research Association, Chicago. 

Patton, M. (1990). Qualitative evaluation and research methods (2nd ed.). Newbury 

Park, CA: Sage. 

Payne, K. A. (2007). First-generation college students: Their challenges and the 

Advising strategies that can help. The Mentor: An Academic Advising Journal. 

Retrieved from http://dus.psu.edu/mentor/old/articles/070131kp.htm 

Perin, D. (2013). Literacy skills among academically underprepared students. 

Community College Review, 41 (2), 118-136. doi: 10.1177/0091552113484057  

Perna, L. W. (1998). The contribution of financial aid to undergraduate persistence. 

Journal of Student Financial Aid, 28(3), 25-40. 

Pettay, R.F. (2007). Development and integration of an advising course into the 

curriculum. National Academic Advising Association. 2007 National 

Conference, Baltimore, MD. 

Pettress, K.C. (1996). The multiple roles of an undergraduate's academic advisor. 

Education, 117(1), 91-92. 



Texas Tech University, Leslie Singleton, December 2015 
 

  222 

Petty, T. (2014). Motivating first-generations students to academic success and college 

completion.  College Student Journal, 48(1), 133-140. 

Pierce, C. A. (2012). Best instructional practices in developmental education: Faculty 

perspectives. Marshall University (Doctoral dissertation). Retrieved from 

http://mds.marshall.edu/etd/411 

Pizzolato, J. E. (2008). Advisor, teacher, partner: Using the learning partnerships 

Model to reshape academic advising. About Campus, 13(1), 18-25. 

Pluhta, E. H., & Penny, G. R. (2013). The effect of community college promise 

scholarship on access and success. Community College Journal of Research 

and Practice, 37(10), 723-734. doi: 10.1080/10668926.2011.592412 

Powers, E. (2007).  Rules of (community college) engagement.  Inside Higher Ed. 

Retrieved from https://www.insidehighered.com/news/2007/11/12/ccsse 

Prospero, M., & Vohra-Gupta, S. (2007). First-generation college students: 

Motivation, integration, and academic achievement. Community College 

Journal of Research and Practice, 31, 963-975. 

doi: 10.1080/10668920600902051 

Radford, A. W., Berkner, L., Wheeless, S. C., & Shepherd, B. (2010). Persistence and 

attainment of 2003–04 beginning postsecondary students: After 6 years (NCES 

2011-151).Washington, DC: National Center for Educational Statistics. 

Retrieved from www.nces.ed.gov/pubs2011/2011151.pdf 

Ramaley, J. & Leskes, A. (2002). Greater expectations: A new vision for learning as a 

nation goes to college. Washington, D.C.: Association of American Colleges 



Texas Tech University, Leslie Singleton, December 2015 
 

  223 

and Universities. Retrieved from http://www.greaterexpectations.org/ 

report/executiveoverview.html  

Reindl, T. (2007). Hitting home: Quality, cost, and access challenges confronting 

higher education today. Retrieved from http://www.jff.org/publications/ 

education/hittinghome-quality-cost-and-access-cha/251 

Rinck, C. N. (2006). Student engagement and academic advising. The Mentor: An 

Academic Advising Journal. Retrieved from 

http://dus.psu.edu/mentor/old/articles/060628cr.htm 

Robinson-Neal, A. (2009). Exploring diversity in higher education management: 

History, trends, and implications for community colleges. International 

Electronic Journal For Leadership In Learning, 13(4). 

Rubin, H. J. & Rubin, I. S. (2012). Qualitative Interviewing. The Art of Hearing Data 

(3rd ed.). Thousand Oaks, CA: Sage.  

Saldana, J. (2012). The coding manual for qualitative researchers (No. 14). Sage. 

Sayrs, D. M. (1999). An experimental analysis of the effects of an intrusive academic 

advising package on academic performance, satisfaction, and retention. 

Dissertation Abstracts International, 61(02B), 1067. 

Seurkamp, M. P. (2007, October). Changing student demographics. University 

Business, 10, 47-48. 

Schee, B. A. (2007). Adding insight to intrusive advising and its effectiveness with 

students on probation. NACADA Journal, 27(2), 50-59. 



Texas Tech University, Leslie Singleton, December 2015 
 

  224 

Schmidt, P. (2008). Survey finds mismatch in student achievement and parents’ 

college expectations. Chronicle of Higher Education, 54(34). 

Schultz E. L., Colton, G. M., & Colton, C. (2001). The adventor program: Advisement 

and mentoring for students of color in higher education. Journal of Humanistic 

Counseling, 40, 208-218. 

Shockley-Zalabak, P. (2012). Advisors as interaction designers. NACADA Journal, 

32(1), 13-17.  

Schwebel, D. C., Walburn, N. C., Jacobsen, S. H., Jerrolds, K. L., & Klyce, K. (2008). 

Efficacy of intrusively advising first-year students via frequent reminders for 

advising appointments. NACADA Journal, 28(2), 28-32.  

Shapiro, D., Dundar, A., Chen, J., Ziskin, M., Park, E., Torres, V., & Yi-Chen, C. 

(2012). Completing college: A national view of student attainment rates. 

Retrieved from National Student Clearinghouse Research Center website: 

http://studentclearinghouse.info/signature/4/NSC_Signature_Report_4.pdf 

Silver, B. B., Smith, E. V., Jr., & Greene, B. A. (2001). A study strategies self-efficacy 

instrument for use with community college students. Educational and 

Psychological Measurement, 61(5), 849-865. 

Smith, J. S. (2007). Using data to inform decisions: intrusive faculty advising at a 

community college. Community College Journal of Research and Practice, 

31,813-831. 

Smith, J. S. (2012). From the president: “Professionalism” in the field of academic 

advising. Academic Advising Today, 35(4). Retrieved from 



Texas Tech University, Leslie Singleton, December 2015 
 

  225 

http://www.nacada.ksu.edu/Resources/Academic-Advising-Today/View-

Articles/From-the-President-%E2%80%9CProfessionalism%E2%80%9D-in-

the-Field-of-Academic-Advising.aspxcommunity college  

Smith, K. S. (2004). Perceptions of academic advising and freshman student retention. 

The Florida State University (Doctoral dissertation). Retrieved from 

http://diginole.lib.fsu.edu/etd/1668 

Spreen, T.L. (2013). Recent college graduates in the U.S. labor force: data from the 

current population survey. Monthly Labor Review, 3-13. Retrieved from 

http://www.bls.gov/opub/mlr/2013/02/art1full.pdf 

Stake, R. (1995). The art of case study research. Thousand Oaks, CA: Sage. 

Stake, R. E. (2000). Case studies. In N.K. Denzin & Y. S. Lincoln (Eds.), Handbook 

of qualitative research (pp.435-453). Thousand Oaks: Sage. 

Stake, R. (2010). Qualitative research: Studying how things work. New York, NY: 

Guilford Press. 

Steingass, J., & Sykes, S. (2006). Soaring to success: Modifying your MINDSET to  
 

leave academic difficulty behind. Thomson. 
 

Stewart, G., Brewer, G., & Brown-Wright, D. (2006). Student services support of 

developmental education. NADE Digest, 2(1), 21-27. 

Strayhorn, T. L. (2006). Factors influencing the academic achievement of first-

generation college students. NASPA Journal, 43(4), 82-111. 

Texas Higher Education Coordination Board. (2015). Online institutional resumes. 

Retrieved from http://www.txhighereddata.org/Interactive/Resumes/ 



Texas Tech University, Leslie Singleton, December 2015 
 

  226 

Thayer, P. (2000). Retention of students from first generation and low income 

backgrounds. Opportunity Outlook Journal, 3(1), 2-8. 

The White House, Office of the Press Secretary. (2009, July 14). Excerpts of the 

President's remarks in Warren, Michigan and fact sheet on the American 

Graduation Initiative. Retrieved from https://www.whitehouse.gov/the-press-

office/excerpts-presidents-remarks-warren-michigan-and-fact-sheet-american-

graduation-init 

Thomas, C., & Minton, J. (2004). Intrusive advisement: A model for success at John 

A. Logan College, Office of Community College Research and 

Leadership,15(2), 1-3. 

Thorpe, R., & Holt, R. (2008). The Sage dictionary of qualitative management 

research. Sage. 

Tinto, V. (1975). Dropout from higher education: A theoretical synthesis of recent 

research. Review of Educational Research, 45(1), 89-125. Retrieved from 

http://files.eric.ed.gov.lib-e2.lib.ttu.edu/fulltext/ED078802.pdf  

Tinto, V. (1987). Leaving college: Rethinking the causes and cures of student 

attrition. Chicago, IL: The University of Chicago Press. 

Tinto, V. (1993).  Leaving college: rethinking the causes and cures of student 

attrition. Chicago, IL: University of Chicago Press. 

Tinto, V. (1999). Taking retention seriously: Rethinking the first year of college. 

NACADA Journal, 19(2) 5-9. doi:10.12930/0271-9517-19-2.5 



Texas Tech University, Leslie Singleton, December 2015 
 

  227 

Tinto, V. (2004). Student retention and graduation; Facing the truth, living with the 

consequences. In The Pell Institute. Retrieved from 

http://www.pellinstitute.org/tinto/TintoOccasionalPaperRetention.pdf 

Tritelli, D. (2003).  From the editor. Peer Review.  Retrieved from  

http://www.aacu.org/peerreview/pr-wi03/pr-wi03editor.cfm 

Upcraft, M. L., & Stephens, P. S. (2000). Academic advising and today's changing 

students. In V. N. Gordon & W. R. Habley (Eds.), Academic advising : A 

comprehensive handbook. San Francisco: Jossey-Bass. 

Upcraft, M. L., Gardner, J. N., & Barefoot, B. O. (2005). The first year of college 

revisited. In Challenging and supporting the first-year student (1st ed., pp. 1-

26).San Francisco, CA: Jossey-Bass. 

U.S. Department of Education. (2006). Action plan for higher education: improving 

accessibility, affordability, and accountability. In US Department of Education. 

Retrieved from http://www2.ed.gov/about/bdscomm/list/hiedfuture/actionplan-

factsheet.pdf 

U.S. Department of Education. (2009). Application for grants under the student 

support services program (CFDANo. 84.042A). Washington, DC: Author. 

Varney, J. (2007). Intrusive Advising. Academic Advising Today, 30(3). Retrieved 

from http://www.nacada.ksu.edu/Resources/Academic-Advising-Today/View-

Articles/Intrusive-Advising.aspx 



Texas Tech University, Leslie Singleton, December 2015 
 

  228 

Varney, J. (2012). Proactive (intrusive) advising! Academic Advising Today, 35(3). 

Retrieved from http://www.nacada.ksu.edu/Resources/Academic-Advising-

Today/View-Articles/Proactive-(Intrusive)-Advising!.aspx 

Vaughan, G. B. (2006). The Community College Story (3rd ed.). Community College 

Press, Washington, DC. 

Watson, L. (1993). Working with schools to ease student transition to the community 

College. New Directions for Adult and Continuing Education, 82, 53-58. 

Wellman, J. V., & Vandal, B. (2011). 5 myths of remedial education. Inside Higher 

Education, Retrieved from http://www.insidehighered.com/views/2011/07/21/ 

wellman_vandal_5_myths_about_remedial_education 

Wessel, R. D., Bell, C. L., McPherson, J. D., Costello, M. T., & Jones, J. A. (2006). 

Academic disqualification and persistence to graduation by financial aid 

category and academic ability. Journal of College Student Retention: 

Research, Theory & Practice, 8, 185-198. 

Wimbish J. (1995). Evolving theory, informing practice. In J. Wimbish, W. G. 

Bumphus, & S.K. Helfgot (Eds.), New Directions For Student Services, (No. 

69). San Francisco: Jossey Bass. 

Winston, R.B., & Sandor, J.A. (1984). Developmental academic advising: What do 

students want? NACADA Journal, 4 (1), 5-13. 

Winston, R. B., Enders, S. C., & Miller, T. K. (Eds.) (1982). Developmental 

approaches to academic advising. New Directions for Student Services, 

(No.17). San Francisco: Jossey Bass. 



Texas Tech University, Leslie Singleton, December 2015 
 

  229 

Wirt, J., Choy, S., Rooney, P., Provasnik, S., Sen, A., & Tobin, R. (2004). The 

condition of education 2004: Indicator 18. Remediation and degree 

completion. Washington, DC: US Department of Education, National Center 

for Education Statistics. 

Yin, R. K. (2003). Case study research: Design and methods (3rd ed.). Thousand 

Oaks, CA: Sage. 

Zafft, C, Kallenbach, S., & Spohn, J. (2006). Transitioning adults to college: Adult 

basic education program models. Cambridge, MA: National Center for the 

Study of Adult Learning and Literacy: Harvard School of Education. 

Zhai, L., & Monzon, R. (2001, November). Community college student retention: 

Student characteristics and withdrawal reasons. Paper presented at the 2001 

California Association of Institutional Research Annual Conference, 

Sacramento, CA. 

  



Texas Tech University, Leslie Singleton, December 2015 
 

  230 

APPENDICES 

APPENDIX A 

Protection of Human Subjects Committee Approval 

 

  



Texas Tech University, Leslie Singleton, December 2015 
 

  231 

APPENDIX B 

Email Request to Potential Participants 

 
 
Dear _________________, 
 
My name is Leslie Singleton, and I am a doctoral candidate at Texas Tech University 
in the Higher Education Community College Administration Program.  You have been 
identified as a academic advisor with two or more years of experience in academic 
advising that participates in intrusive advising at your institution.  
 
The purpose of my study is to explore the experiences and perceptions of community 
college academic advisors about their role of mandatory intrusive advising and its 
impact on the retention of first-year academically underprepared students who are 
enrolled in developmental education courses.  This dissertation study will focus on 
academic advisors’ perceptions of the benefits of intrusive advising on student 
retention, academic advisors’ perceptions of their role in intrusive advising and the 
benefits and challenges of utilizing a mandatory intrusive advising model.   
 
A description of the study and consent form is attached in this email.  Additional 
copies of these documents will be available at the time of the interview as well.  
 
If you are interested and willing to participate in this study, please e-mail me at 
leslie.singleton@ttu.edu or call me at (281) 787-0751.  
 
I sincerely appreciate your consideration in participating in this study. I look forward 
to hearing from you.   
 
 
Sincerely, 
 
 
Leslie Singleton 
Doctoral Candidate, Higher Education Administration 
Texas Tech University 
 
  

mailto:leslie.singleton@ttu.edu
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APPENDIX C 

Description of the Study 

 
 

Title of Study: Perceptions of Community College Academic Advisors of Intrusive  
Advising for First-Year Academically Underprepared Students   
 
What is this research project about? 
The purpose of this study is to explore the experiences and perceptions of academic 
advisors about the role of mandatory intrusive advising and its impact on the retention 
of first-year academically underprepared students who are enrolled in developmental 
education courses.  More specifically, this study focuses on academic advisors’ 
perceptions of the benefits of intrusive advising on student retention, academic 
advisors’ perceptions of their role in intrusive advising and the benefits and challenges 
of utilizing a mandatory intrusive advising model. 
 
What would you do if you participate?  
 
You will be asked to participate in one in-person, interview that will last 
approximately 60 minutes.  During the interview, the participant will be asked a list of 
questions pertaining to the research study.  The interview session will be audio 
recorded and you may see your interview transcript to ensure that your responses were 
recorded correctly.  In addition, you will be asked to sign consent forms to participate.  
 
How long will my participation take? 
The interview should last no more than 60 minutes.  
 
Can I quit if I become uncomfortable? 
Yes, you may quit the interview if you feel uncomfortable and you can skip any 
questions you are not comfortable answering. Participation is completely voluntary.  
The list of interview questions has been reviewed by the Texas Tech University 
Institutional Review Board.  
 
How are you protecting privacy? 
You will be given the opportunity to select a pseudonym (alias name) to be used 
during the interview and throughout the study.  All study data will be kept secured in 
locked file storage.  Electronic files will be saved on a computer that is password 
protected.  The researchers are the only individuals privileged to view or access the 
collected data.  
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I have some questions about this study. Who can I ask? 
1. If you have any questions about this research, you can contact Leslie Singleton 

at (281) 787-0751 or by email at leslie.singleton@ttu.edu.  
2. You may also contact Dr. Dimitra Smith, who is supervising this study at (806) 

834-1558 or via email at dimitra.jackson@ttu.edu.  
3. Texas Tech University Institutional Review Board at (806) 742-2064.  You can 

mail your questions to the Human Research Protection Program, Office of the 
Vice President for Research, Texas Tech University, Lubbock, Texas 79409, 
or you can email questions to hrpp@ttu.edu.  

 
How will I benefit from participating in this study? 
Besides providing the researcher with valuable information, you will benefit from the 
knowledge that you contributed to a study aiming to advance higher education 
institutions with an intrusive advising model that improves student success for first-
year developmental education students.  In addition, this study will assist 
administrators in understanding the role of academic advisors at community colleges 
in Texas that participate in intrusive advising.  
 
How can I participate in the study? 
To participate in this study, please call or send an email to Leslie Singleton at (281) 
787-0751 or by email at leslie.singleton@ttu.edu.   
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APPENDIX D 

Interview Protocol 

 
Perceptions of Community College Academic Advisors of Intrusive 

Advising for First-Year Academically Underprepared Students 
 

Time of Interview:   
Date:   
Location:   
Interviewer:  Leslie Singleton 
Interviewee:  Pseudonym 
 

Good morning/afternoon. Thank you for agreeing to meet with me today. I 

appreciate your time and willingness to participate in this research study. My name is 

Leslie Singleton, and I will be interviewing you today. The purpose of this study is to 

explore the experiences and perceptions of academic advisors about the role of 

mandatory intrusive advising and its impact on the retention of first-year academically 

underprepared students who are enrolled in developmental education courses.  More 

specifically, this study focuses on academic advisors’ perceptions of the benefits of 

intrusive advising on student retention, academic advisors’ perceptions of their role in 

intrusive advising and the benefits and challenges of utilizing a mandatory intrusive 

advising model.  

It is important that I assure you that your identity will be protected in this study 

through the use of pseudonym (alias name) to replace your name.  At no time will 

your real name be shared with others, nor will it be tied to the data you provide for the 

study. At this time, what pseudonym would you like to use (if the participant does not 
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identify a name, the CoPI will assign a name)? Additionally, your institution will also 

be identified in the results of the study by a pseudonym. 

Before we begin this interview today, I want you to feel comfortable and open 

to share your opinion and experiences.  Due to the importance of ensuring that I do not 

misinterpret your response(s) I would like to ask if this interview can be audio-

recorded, is that okay? will be audio-recorded. This interview will last no longer than 

60 minutes.  Please understand that the information shared during this interview is 

completely confidential and you do have the option to refrain from answering any 

questions and we can stop the interview process at any time.  

 
1) Can you tell me about your experience in higher education and your 

educational background?  
2) Can you explain how you view and define your role in intrusive advising (first-

year developmental students)? 
3) I‘m interested in the expectations you have for intrusive advising program 

relating to student success (ex. retention & completion). Could you tell me 
about them? 

A. The expectations you have for your assigned students?  
B. What are the expectations of the institution? 

4) What types of resources are needed to ensure the success of the program? 
A. Do you think that resources are adequate or is there a need for 

improvement? 
5) How do you think this type of advising is different from other advising 

approaches (ex. prescriptive, developmental) when looking at student success 
(persistence, completion)? 

A. What are the benefits (developmental education students)? 
B. What are the challenges (developmental education students)? 

6) What are the benefits you perceive in having the program available for 
those first-year students that are academically underprepared? Please explain. 

A. How is student persistence during the first year? 
B. What is the impact for subsequent years? 
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7) What do you perceive your role to be in the intrusive advising experience? 
A. What is the average time you spend meeting with students (impact 

workload & caseload)? 
B. How often do you contact your students face to face, through e-mail, or 

by phone? 
C. What type of information is provided or discussed with your students? 

8) Do you feel you have the adequate training for your role as an academic 
advisor? Please explain. 

A. What type of training is provided? 
B. What type of professional developmental is provided on-going? 
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