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INTRODUCTION

At the central functioning of the academic department 
are the activities of faculty members. As these individu-
als teach, conduct research, and provide valuable service, 
their combined success ultimately defines the success or 
failure of an academic department (Guvendir, 2014). 
Through the work of academic faculty, students are in-
spired to learn, research advancements are made, service 
is provided to local communities and professional societ-
ies, and all of these activities are to some extent harnessed 
and directed by an administrator typically referred to as 
a ‘department chair.’ The department chair or head does 
not work alone, however, and is linked directly with those 
working as deans and central academic administrators, 

such as the provost, also called a vice president for aca-
demic affairs or chief academic officer. A key activity for 
these administrators is the coordination of their efforts to 
advance the work of faculty members.

Faculty members become motivated to engage in produc-
tive practices based on a variety of factors, including their 
preparation for their current roles, mentoring, student 
quality, research resources, and self-motivation (Conley & 
Onder, 2014; Fitzmaurice, 2013). One area in particular 
that has been highlighted as a success-enabling factor is 
the support of the department chair and other academic 
administrators (Monteiro, Wilson, & Beyer, 2013). These 
individuals create reward systems and distribute resources 
that allow faculty members to complete their work, but 
they also create a culture in which faculty members can 
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ABSTRACT
Academic administrators at all levels have some impact on the performance of faculty members, yet each level of 
administration may interact differently with faculty. Literature has strongly supported the notion that department 
chairs, deans, and provosts can positively influence the performance and livelihood of faculty members. This study was 
designed to explore faculty satisfaction with each level of academic administration making use of the 2014 survey data 
collected by the Collaborative on Academic Careers in Higher Education (COACHE) at the Harvard Graduate 
School of Education. We found that faculty members at research universities were more satisfied with leadership at 
the departmental than college or institutional levels. Furthermore, assistant professors were significantly more satis-
fied with academic leadership at all levels than both associate and full professors. 
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be creative and find self-motivation to be high performing 
(Kaufman, 2009).

Among the varied activities administrators can create to 
support faculty in their teaching and research roles are 
providing money to attend conferences and workshops 
on teaching strategies, resources to meet with grant fund-
ing agents, release time from teaching to write grants, and 
at some institutions, sabbatical leave programs to allow 
a dedicated time for research. Increasingly administra-
tors are the individuals who structure the work of faculty 
members, determine workload and effort, and ultimately, 
evaluate those efforts and reward them with increased 
pay, rank promotions, and recognition.

Faculty productivity is strongly correlated with workplace 
satisfaction and the culture created and maintained by 
academic administration, especially at the departmental 
level (Czech & Forward, 2010; Fitzmaurice, 2013; Mon-
teiro et al., 2013). The result of greater workplace satisfac-
tion can be documented in higher retention rates of fac-
ulty, higher levels of academic output, increased teaching 
effectiveness, the recruitment of better faculty and stu-
dents, and prestige indicators such as program rankings. 
But despite the obvious benefits of high faculty satisfac-
tion and morale, many institutions fail to “treat faculty as 
a resource to be retained and developed” (Sanfey, Savas, 
& Hollands, 2006, p. 370). The current study was subse-
quently designed to explore faculty satisfaction with aca-
demic leadership at the departmental, college, and insti-
tutional levels. 

BACKGROUND OF THE STUDY

The roles and functions of academic administrators have 
changed significantly over the past three decades. Aca-
demic deans, for example, were once primarily tacticians 
who planned curriculum, scheduled classes, and evaluat-
ed faculty members (Vacik, 1997). Today these individu-
als are the public faces of their academic colleges and are 
required to engage in active fund raising and public rela-
tions. They are responsible for establishing the priorities of 
an academic unit along with setting a vision and goals for 
the unit. These might include a heightened research pro-
file or graduate degree presence, a greater emphasis on di-
versity, more value on outreach and partnering with non-
academic entities (Wolverton, Gmelch, & Montez, 2001). 
Additionally, their energy is increasingly being devoted 
to the management of the growing business operations 
of academic units such as web-presence, computing and 
information systems, service unites, and facility mainte-
nance. The same evolution has been seen in the provost, 
and to some extent, increasingly in the department chair 
position (Gmelch, 2011; Hammond, 2004; Sibley, 1998).

Similar to the decanal position, the provost position has 
changed at some institutions and remained consistent at 
others, often depending on the role and mission of the in-
stitution. Increasingly the position is seen as the individu-
al next to the president or chancellor with overall respon-
sibility for the institution. In some instances the provost 
position has the responsibility for all internal operations, 
including budgeting and facilities, allowing the president 
to focus on more external operations, such as board rela-
tions, political relationships, and fund raising. The pro-
vost’s office is also responsible for regional accreditation 
and has broad responsibility for all instructional matters, 
including the faculty of the institution. As the office with 
final responsibility for instructional quality, individuals in 
the office have found creative and innovative strategies for 
enhancing and encouraging faculty performance. Some of 
these include offices or centers dedicated to teaching im-
provement, workshops on research strategies, special pay 
or financial rewards for academic accomplishments, and 
both formal and informal recognition ceremonies (Ham-
mond, 2004).

The department chair position has also been changing, 
assuming many of the responsibilities once required of 
the dean. Chairs combine technical implementation with 
strategic planning to both build departmental cultures 
and atmospheres conducive to effective teaching and re-
search, while also managing the technical aspects of class-
rooms, technology, course delivery methods, and even 
ordering teaching supplies. This administrative evolution 
to some extent can be empowering for faculty as they have 
more independence in some areas of their work, but can 
also reinforce the idea that faculty members are part of a 
managed profession (Gmelch, 2011). 

Ultimately, all three levels of administration have some 
impact on the environment of faculty members, in ad-
dition to their recruitment, retention, and promotion, 
and therefore, play a critical role in shaping the faculty 
members’ work climate and environment. Thus the re-
lationship between faculty and administrators is critical 
to building an environment that supports the mission of 
higher education.

Some research (Rose, 2012) has found a strong relation-
ship between organizational culture and commitment. 
The better an employee feels about the employer, the great-
er the productivity, workplace loyalty, and retention. This 
idea is grounded in social exchange theory where positive 
behaviors are demonstrated toward an employer based on 
the feelings of the employee (Deluga, 1994). This social 
exchange has been noted to be particularly well suited for 
higher education, as these human resource-rich environ-
ments function based not just on formal job descriptions, 
but on individual discretion to implement job duties 

(Birnbaum, 1989). Implementing directives is particularly 
difficult in a higher education setting where faculty expe-
rience significant amount of freedom in completing their 
assigned academic tasks. In such settings, fostering posi-
tive and mutually respectful relationships between faculty 
and academic administration becomes essential. 

METHODS

Sample

This study utilized survey data collected by The Col-
laborative on Academic Careers in Higher Education 
(COACHE) at the Harvard Graduate School of Educa-
tion. We selected the sample of 2,355 full-time tenure-
track or tenured faculty members at research universities 
who participated in COACHE survey in 2014 (Benson, 
Mathews, & Trower, 2014). Faculty members who held an 
administrative appointment at the time of survey admin-
istration were not included in the final sample. The final 
sample was evenly divided by rank with 785 (33.3%) fac-
ulty members at the assistant, associate, and full profes-
sor levels, respectively. Of the total sample, 1,556 (66.1%) 
were tenured and 799 (33.9%) were not tenured but on 
the tenure-track. Majority of the participants were White 
(78.1%) and male (60.6%). The final sample included 
1,502 (63.8%) faculty members from research universi-
ties with very high research activity, 733 (31.1%) from 
research universities with high research activity, and 120 
(5.1%) from doctoral/ research universities.

Measures

The COACHE survey is designed to investigate faculty 
satisfaction with the nature of their work, institutional 
support, mentoring, institutional climate, and other 
conditions of their employment (COACHE, n.d.). The 
COACHE survey contains fifteen themes, one of which 
is institutional governance and leadership. Based on the 
purpose of this study, we included 12 institutional gover-
nance and Leadership questions from the COACHE data 
set that asked faculty to rate their level of satisfaction with 
different aspects of departmental, college, and institution-
al leadership using a five-point Likert-type scale ranging 
from (1) very dissatisfied to (5) very satisfied. Specifically, 
faculty members were asked to rate their satisfaction with 
pace of decision making, stated priorities, and communi-
cation of these priorities to faculty at all three levels. In 
addition to these questions, faculty were also asked to 
indicate their level of satisfaction with ensuring oppor-
tunities for faculty to have input into departmental pol-
icy decision and school/college priorities. Finally, at the 
departmental level, faculty also rated their department 

head’s or chair’s fairness in evaluating their work. Table 1 
includes descriptive data on each of the variables used in 
the study for the total sample as well as by academic rank. 

Data Analysis

IBM SPSS Statistics 22 software was used to analyze the 
data. First, we conducted factor analysis with Principle 
Component Analysis and Varimax rotation to explore the 
underlying factor structure of 12 variables selected for this 
study. The factor analysis confirmed three-factor structure 
with a strong validity: Departmental Leadership (Q185H, 
Q185I, Q185J, Q185K, and Q185L), College Leadership 
(Q185D, Q185E, Q185F, and Q185G), and Institutional 
Leadership (Q180L, Q180M, and Q180N). After the fac-
tors were confirmed, we conducted paired samples t tests 
to compare faculty satisfaction with leadership at the de-
partmental, college, and institutional levels. Finally, one-
way ANOVA tests were conducted to examine the differ-
ences in faculty satisfaction with leadership by academic 
rank. Prior to ANOVA tests, we checked for violations of 
normality and homogeneity of variance. ANOVA tests 
are typically robust to these violations when sample sizes 
are equal as was the case in this study (Field, 2013). Ex-
amination of skewness and kurtosis values did not reveal 
violations of normality in the data. However, Levene’s test 
revealed that assumption of homogeneity of variance was 
violated for the satisfaction with departmental leadership 
factor; therefore, we used the Games-Howell post-hoc test 
to examine the group differences. Tukey’s post-hoc tests 
were used to examine the group differences in faculty sat-
isfaction with leadership at the college and institutional 
levels. To compensate for the effects of multiple testing 
and large sample size, alpha levels were set at p < 0.001.

RESULTS

Paired Samples t-Tests

Paired-samples t tests revealed that faculty were signifi-
cantly more satisfied with departmental level (Mean = 
3.57, SD = 1.18) than college level leadership (Mean = 
3.12, SD = 1.10), t(2354) = 17.41, p < .001, Cohen’s d = 
.39. Similarly, faculty indicated significantly higher levels 
of satisfaction with leadership at the departmental than 
institutional level (Mean = 3.15, SD = 1.01, t(2354) = 
15.18, p < .001, Cohen’s d = .38. However, faculty percep-
tions of leadership at the college level were not significant-
ly different from their perceptions of institutional level 
leadership. Similar results emerged when we conducted 
paired-samples t-tests separately for assistant, associate, 
and full professors. Table 2 presents the summary of these 
results. 
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One-Way ANOVA Tests

Results from one-way ANOVAs indicated significant dif-
ferences in faculty satisfaction with leadership at all three 
levels by academic rank. More specifically, the Games-
Howell and Tukey post-hoc tests revealed that assistant 
professors were significantly more satisfied with depart-
mental, college, and institutional leadership compared 
with both associate and full professors. No significant dif-
ferences existed between associate and full professors. The 
summary of the results from one-way ANOVAs with the 
post hoc tests is presented in Table 3.

DISCUSSION AND CONCLUSIONS

Considering the critical role of the departmental context 
in the life of a faculty member, the findings from our study 

are encouraging. Faculty members in general were signifi-
cantly more satisfied with departmental than college and 
institutional level leadership. Academic department is the 
most important community for faculty members, and the 
role of the department chair is critical in shaping the iden-
tity of this community. In various contexts, the chair is 
not only the individual who hires the faculty member, but 
is also the individual most responsible for faculty develop-
ment, support, and creating a culture that ensures faculty 
success. In large institutions this departmental culture 
can supersede institutional cultures, expectations, and 
norms. Through strong leadership, department chairs can 
encourage productive behaviors and serve as a resource for 
faculty as they learn to identify the criteria necessary for 
success. Therefore, the findings that faculty members in 
general were satisfied with department chair’s decision-
making, fairness in evaluating their work, and efforts 

to engage them in the departmental policy decisions are 
positive and reassuring. 

However, we also found that associate and full professors 
were less satisfied with academic leadership at all levels 
than assistant professors. As faculty members progress 
through the life cycle or seasons of their academic life 
(Knefelkamp, 1990), they seem to become more critical of 
the decision-making process and the priorities set by the 
leaders as well as the opportunities awarded to them to 
provide input in setting these priorities. Faculty members 
who have successfully passed through the initial gateway 
of the academy and have been tenured and promoted, no 

longer have a singular goal of earning tenure. They have, 
in a sense, made it into the institution’s life and are now in 
a position to exert influence and dominance over different 
processes through involvement in campus life and activi-
ties. The rewards for these faculty members are less driven 
by the immediacy of tenure and promotion and are more 
strongly linked to individualistic behaviors. As faculty 
progress through their careers, they may develop higher 
and clearer expectations of their leaders, and if these ex-
pectations are not being met, dissatisfaction will arise. 

Findings may also highlight the changing nature of the 
academic leadership, particularly at large, research-ori-

Table 1 
Faculty Satisfaction with  

Departmental, College, and Institutional Leadership by Rank

Variable

Assistant 
Professor 
(n=785)

Associate 
Professor 
(n=785)

Full Profes-
sor (n=785)

Total 
(N=2355)

M (SD) M (SD) M (SD) M (SD)

Satisfaction with department head’s or chair’s…

Pace of decision making (Q185H) 3.72(1.21) 3.40(1.25) 3.47(1.28) 3.53(1.25)

Stated priorities (Q185I) 3.68(1.23) 3.32(1.30) 3.35(1.34) 3.45(1.30)

Communication of priorities to faculty (Q185J) 3.69(1.29) 3.38(1.35) 3.41(1.36) 3.49(1.34)

Ensuring opportunities for faculty to have i 
nput into departmental policy decision (Q185K) 3.8(1.27) 3.51(1.39) 3.53(1.40) 3.61(1.36)

Fairness in evaluating my work (Q185L) 3.97(1.12) 3.59(1.32) 3.69(1.31) 3.75(1.26)

Satisfaction with dean’s or division head’s…

Pace of decision making (Q185D) 3.39(1.09) 3.11(1.12) 3.10(1.16) 3.20(1.13)

Stated priorities (Q185E) 3.31(1.16) 3.06(1.19) 2.99(1.22) 3.12(1.20)

Communication of priorities to faculty (Q185F) 3.32(1.20) 3.05(1.22) 3.01(1.22) 3.13(1.22)

Ensuring opportunities for faculty to have input into 
school/college priorities (Q185G)

3.23(1.20) 2.96(1.22) 2.89(1.27) 3.03(1.24)

Satisfaction with institution’s chief academic officer’s (provost, VPAA, dean of faculty)…

Pace of decision making (Q180L) 3.33(.97) 3.11(1.00) 3.13(1.04) 3.19(1.01)

Stated priorities (Q180M) 3.31(1.04) 3.01(1.09) 3.02(1.16) 3.11(1.11)

Communication of priorities to faculty (Q180N) 3.32(1.09) 3.09(1.11) 3.04(1.16) 3.15(1.13)

Table 3 
Results from  

One-way ANOVAs with Post Hoc tests

Variable

Assistant 
Professor

Associate 
Professor

Full 
Professor

F p η2

Multiple  
Comparisons 

p <.001M (SD) M (SD) M (SD)

Satisfaction with  
Departmental Leadership 3.77 (1.10) 3.44 (1.20) 3.49 (1.22) 17.91 < .001 .02 a > b, c

Satisfaction with  
College Leadership 3.31 (1.08) 3.04 (1.09) 3.00 (1.21) 18.79 < .001 .02 a > b, c

Satisfaction with  
Institutional Leadership 3.32 (.97) 3.07 (.98) 3.06 (1.04) 16.96 < .001 .014 a > b, c

Note:

a = Assistant Professor,  
b = Associate Professor,  
c = Full Professor;  
Degrees of freedom were 2, 2352. 

Table 2 
Results from Paired Samples t Tests

Pairs

Assistant Professor 
(n=785)

Associate professor 
(n=785)

Full Professor 
(n=785)

Total (N=2,355)

t p t p t p t p

Department College 10.59 <.001 8.96 <.001 10.6 <.001 17.41 <.001

Department Institution 10.04 <.001 7.48 <.001 8.92 <.001 15.19 <.001

College Institution -0.23 0.819 -0.61 0.54 -1.67 0.095 -1.47 0.141

Note. Degrees of freedom 784 for t-tests by rank and 2,354 for the total sample.
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ented institutions. In these environments, the dean for 
example plays more prominent roles in fund raising and 
external relations, including working with policy mak-
ers, legislators, and others who have influence on institu-
tional resources, rather than in the internal functioning 
of the college. Faculty may not find high levels of satisfac-
tion with their guidance, precisely because these admin-
istrators are not employed in such settings to provide it. 
The lack of satisfaction with the senior academic officer, 
however, is somewhat surprising as a growing number of 
institutions have invested in enhancing faculty quality 
through provost-level activities, such as teaching centers, 
faculty ombudsperson offices, more structured research 
support, etc.

Based on this study, we are not able to determine the rea-
sons for dissatisfaction of associate and full professors 
with academic leadership; but the findings do speak to the 
difficulty in generalizing discussions and programs tar-
geted at “the faculty” at large. Further research is needed 
to unwrap the causes of this dissatisfaction. Studies that 
explore how men and women or faculty of color respond 
to leadership differently would also be helpful in creat-
ing programs and processes that take into consideration 
the needs of different segments of the professoriate. This 
study represents a modest first-step in unpacking and un-
derstanding the differences in faculty perceptions of their 
academic leaders, but more in-depth examination of what 
drives faculty satisfaction or dissatisfaction with leader-
ship priorities and decision-making at different institu-
tional types is clearly warranted. 
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INTRODUCTION

In recent years, academic quality concerns and coinciding 
fiscal pressures have resulted in increased public scrutiny 
for community colleges to improve their efficiency of pub-
lic funds usage (Dowd & Taing Shieh, 2013). Put another 
way, community colleges face growing calls to be account-
able. Accountability is a term increasingly used in the 
vocabulary of community college administrators, policy 
makers, and the general public to describe this phenom-
enon. While there are many forms of accountability, ac-
countability for student outcomes and accountability for 
responsible spending are two major areas that community 
colleges are increasingly being publicly evaluated on. 

Performance accountability systems are one mechanism 
state legislatures are increasingly adopting to hold com-

munity colleges more accountable for student outcomes 
and responsible spending. States that have adopted per-
formance accountability systems utilize two main forms; 
performance funding and performance budgeting. 

Specifically, performance funding “ties specific state fund-
ing directly and tightly to campus performance on indi-
vidual indicators” (Burke, 2005, p. 219). These indicators 
include performance metrics such as rates for certification 
obtainment, graduation, and transfer to a four-year uni-
versity. Performance funding moves state funding beyond 
traditional considerations that do not consider outcomes, 
such as student enrollment, current funding, and infla-
tion. It creates a direct, automatic, and formulaic link be-
tween performance and funding through the distribution 
of funds using defined institutional outcome measures 
(Burke, 2005). 
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ABSTRACT
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employees through competitive compensation.  The purpose of this paper is to explore the feasibility of determining 
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variance (MANOVA) was conducted to compare beginning and average faculty salaries as determined from both the 
performance based labor market and the actual negotiated labor market used by community college districts.  The 
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Similarly, performance budgeting “allows governors, leg-
islators, and higher education boards to consider campus 
achievement on performance indicators as one factor in 
determining allocations for public colleges and universi-
ties” (Burke, 2005, p. 219). Performance budgeting is fo-
cused on decision makers’ consideration of organizational 
outcome measures during the budget development phase. 
The performance budgeting strategy creates opportuni-
ties for decision makers, at their discretion, to budget ad-
ditional funding based on accomplishment or progress 
towards prioritized outcomes.

As more state legislatures adopt performance account-
ability systems to allocate funds to higher education in-
stitutions, it is reasonable to assume that community 
colleges may seek to respond in a way that incorporates 
performance in their policies, procedures, and operations. 
In particular, community colleges may wish to consider 
how performance could be incorporated into budgetary 
decisions to closer align their institution with the growing 
external performance accountability pressures.

Of the multitude of community college expenditures, 
instructional faculty costs represent the largest and most 
significant expense (Cohen, Brawer, & Kisker, 2014) and 
the primary source of instructional faculty costs is sala-
ries. Performance accountability has become a dominat-
ing force in community college discussions at the state 
funding level. However, neglected from the conversation 
is mention of performance accountability’s ability to in-
corporate performance into the individual community 
college accountability network (Harbour, Davies, & Gon-
zales-Walker, 2010) and specifically the largest and most 
significant expenditure–faculty salaries.

The purpose of this paper is to explore the feasibility of 
determining full-time community college faculty salaries 
using a performance based labor market. Through this, 
we expand the discussion of performance accountability 
to a broader scope to consider its potential to influence 
institution level decision makers and processes. To inform 
our discussion, we first provide a brief literature review 
establishing the principles of distributive justice and pro-
cedural justice as a framework to better understand com-
munity college faculty salaries and the labor markets used 
to determine them. Second, considering what is known 
about labor markets used to determine faculty salaries, 
we compare an empirically defined relevant labor market 
based on performance to the negotiated labor market that 
is actually used in the field setting. Lastly, we provide a 
discussion and implications of our findings for commu-
nity college employees’ and employers. 

FRAMEWORK

Researchers applying social justice theories (Young, Delli, 
Miller-Smith, & Alhadeff, 2004) and organizational jus-
tice theories (Hartman, Yrle, & Galle, 1999) to compen-
sation issues address principles of distributive justice and 
procedural justice within their frameworks. Accordingly, 
we apply the concepts of procedural justice and distribu-
tive justice within a performance accountability frame-
work as they relate to compensation. 

Discussions of compensation traditionally focus on the is-
sue of outcome fairness, or what is known as distributive 
justice (Scarpello & Jones, 1996). Procedural justice, on 
the other hand, is focused on the fairness of the process 
resulting in the outcome, including the decisions made 
along the way (Hartman et al., 1999). According to Hart-
man et al. (1999) “distributive justice appears to have 
more influence on satisfaction with the outcomes, while 
procedural justice appears more related to attitudes about 
the relevant institution or authorities” (p. 337). In sum, 
distributive justice is concerned with outcome fairness 
and procedural justice is concerned with process fairness. 

Scarpello and Jones (1996) established that “just outcomes 
matter because they minimize the risks of decreased out-
put” and “just compensation procedures matter because 
they are the mechanisms for aligning the interests of 
agents [faculty] with those of the principal [community 
college]” (p. 296). Further, they established that “fairness 
of compensation procedures determines the fairness of 
the resulting compensation and motivates the agents’ [fac-
ulty] actions toward the output [performance] desired by 
the principal [community college]” (p. 296). Put another 
way, a fair process to determine faculty salaries leads to the 
perception of fair faculty salaries, which motivates faculty 
to improve their performance and ultimately institutional 
performance. Taking this one step further, we posit that a 
process to determine faculty salaries can be fair for all in-
volved, and ideally result in fair outcomes through the se-
lection of a performance based labor market–specifically, 
institutional performance. 

NEGOTIATED LABOR MARKETS

Labor markets represent the terrain from where employ-
ers compete for employees through competitive recruit-
ment and compensation. To enhance procedural justice 
within the compensation framework, community college 
districts select particular relevant labor markets to aide in 
the salary determination process. Young (2008) presents 
several different empirically defined labor markets, each 
based on a corresponding economic theory. For instance, 
districts can define relevant labor markets based on geo-
graphic area, size, wealth, and performance. 

Districts that seek to pay like other districts based on geo-
graphic area seek to pay based on the economic principle 
of supply and demand. Within the community college 
context, the rationale here is that districts compete with 
their neighboring districts for the supply of community 
college faculty members and therefore the salaries they 
offer must be comparable with those offered by their geo-
graphic peers. Districts that seek to pay like other districts 
based on size seek to pay based on the economic principle 
of economy of scale. The rationale here is that differently 
sized community college districts may have differing level 
of staff support, teaching load and other job responsibili-
ties, and this should reflect in their pay. 

Districts that seek to pay like other districts based on 
wealth seek to pay based on the economic principle of 
ability to pay. The rationale is that districts of similar fi-
nancial standing should pay relatively similarly because 
they have the ability to do so. Finally, districts that seek 
to pay like other districts based on performance seek to 
pay based on the economic principle of cost-benefit. The 
rationale here is that high performing districts should be 
rewarded for their accomplishments and there should be 
a link between inputs like salaries (i.e., cost) and outputs 
like student performance (i.e., benefit). 

The impact of the selection of different relevant labor 
markets on salaries has been examined in education. In 
the K-12 public school setting, Tran and Young (2013) 
and Young et al. (2004) have found that average salaries 
for teachers differed depending on the selection of differ-
ent empirically defined relevant labor markets, but did 
not do so for beginning salaries. Specifically they found 
that salaries determined by the relevant labor markets 
based on geographic area, size and performance differed 
from one another. 

In the community college setting, Tran and Smith (2015) 
examined the impact of selecting the same empirically 
defined labor markets on faculty beginning and average 
salaries for all community college districts in California. 
They did not find any substantive differences in salary 
outcomes as established by the different labor markets 
(geographic area, size, wealth, and performance). Conse-
quently, they note that the selection of any of the relevant 
labor market would result in similar pay outcomes and 
therefore recommend the consideration of determining 
faculty salaries by a relevant labor market based on perfor-
mance to address the mounting pressures and criticisms 
related to performance and financial accountability. In 
sum, the authors found that it did not substantively mat-
ter which empirically defined relevant labor market was 
selected for the purposes of determining community col-
lege faculty salaries.

METHODS

In this paper, we seek to extend the work conducted by 
Tran and Smith (2015) by comparing salaries determined 
by the performance based labor market to those deter-
mined by a negotiated relevant labor markets for Califor-
nia community colleges in the 2011-12 academic year. Ne-
gotiated relevant labor markets are negotiated upon by the 
faculty union and the community college district, and are 
the comparative districts actually used in the field setting 
for the purposes of salary determination. The compari-
sons of salaries determined by performance based labor 
markets to a negotiated relevant labor market provides us 
with an idea of whether we are currently over or under-
paying professors within the accountability context.

The performance based labor market was empirically 
defined as the three districts with the closest level of in-
stitutional performance. The level of performance was 
reflected by the Student Progress and Achievement Rate 
(SPAR), which is the percentage of first-time degree or 
transfer seeking students who completed any of the fol-
lowing within six years: Transferred to a four year college, 
earned an associate’s degree (AA/AS); or earned a certifi-
cate (18 units or more); or achieved transfer status. Cali-
fornia used SPAR as its official accountability reporting 
measure for community colleges in the 2011-12 academic 
school year. 

The negotiated relevant labor market was operational-
ized as the actual community college districts used by 
community colleges to determine their faculty salaries. 
To obtain data for the negotiated labor market districts, 
we randomly sampled five target community college dis-
tricts and contacted their human resources department to 
inquire which community college districts were actually 
used in the field for the purposes of salary determination. 
Although five may seem like a small number, a sample 
of five target districts generates a much larger number of 
comparative districts (n= 43), which is the subject of our 
analysis. Descriptive statistics for the salaries determined 
by performance and negotiated labor market are displayed 
in table 1. Judging by the close proximity of these values, 
these statistics foreshadow potential minimal pay dispari-
ties between selecting either of the two labor markets for 
purposes of pay establishment. 

RESULTS

A multivariate analysis of variance (MANOVA) was 
conducted to compare beginning and average faculty 
salaries as determined from both the performance based 
labor market and the actual negotiated labor market used 
by community college districts. We used the negotiated 
labor market information collected from the randomly 
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sampled community college districts and compared that 
to the information generated from the empirically defined 
performance based labor market for those same five com-
munity college districts. The MANOVA results showed 
an insignificant multivariate effect, Wilk’s lambda F(6, 
1718) = .67, p = .68, which suggests that results do not 
support the hypothesis that the two labor markets dif-
fered statistically from one another for either beginning 
or average faculty salaries. 

If salaries based on a negotiated relevant labor markets 
exceed those based on the performance relevant labor 
market, then this may suggest inefficiency in expenditures 
from an accountability perspective (Dowd & Taing Shieh, 
2013). For instance, if professor salaries determined by 
the negotiated relevant labor market earn higher salaries 
than faculty paid based on a performance labor market, 
then professors are being overpaid from a performance 
accountability perspective. If salaries based on the ne-
gotiated relevant labor markets fall short of those deter-
mined by the performance relevant labor market, then 
community college professors may be underpaid relative 
to their contributions towards district outcomes. Either 
finding is important in a time where financial resources 
for education are slim and justifications for expenditures 
are required. The results of this study suggest that neither 
occurrences are reflected in the current state of affairs and 
that faculty salaries are comparable irrespective of the se-
lection of different relevant labor markets. 

By selecting a performance based labor market for salary 
determination purposes, an explicit link between perfor-
mance and pay is created. However, it is unknown whether 
performance and pay are presently related in the current 
environment. To explore this question, we examined the 
potential link between present faculty salaries and perfor-
mance. Specifically, we conducted a multivariate regres-
sion analysis that regressed beginning and average faculty 
salaries offered by community college districts on their 
performance. Because we worked with population data 
(i.e., data from all 72 community college districts in the 
2011-12 academic year), we did not have a need to rely on 
p-values or inferential statistics to interpret these findings, 
as any difference observed represent actual differences in 

the population. Results suggest that district performance 
does predict district base salaries, b =11,85.31 and average 
salaries, b=24,095.15. Figures 1 and 2 display scatter plots 
of district beginning and average salaries against district 
performance. 

These figures suggest a moderate relationship between 
district pay and performance. However, this is far from 
strong evidence to suggest that faculty are paid more for 
higher student outcomes. Because this analysis repre-
sents only a snapshot in time, we are unable to determine 
whether performance causes salaries to rise, whether sala-
ries cause performance to rise, or whether there is some 
unknown lurking factors that connect both. In addition, 
the relationship between performance and pay, although 
seemingly present, is not strong, especially for beginning 
salaries. These results echo concerns expressed by others 
(e.g. Horne, Foley, & Flora, 2014) that faculty pay might 
not be as strong a motivator to improve student perfor-
mance, as some perceive them to be.

DISCUSSION AND IMPLICATIONS

Our findings suggest that community college faculty sala-
ries based on an institutional performance labor market 
do not differ from the labor markets currently used by 
community colleges. These findings extend findings from 
prior studies (Tran & Smith, 2015) that suggested faculty 
salaries determined by empirically defined labor markets 
based on geographic area, size, and wealth did not differ 
from an empirically defined labor market based on insti-
tutional performance. 

As it relates to distributive justice (i.e. the fairness of the 
outcome), minimal disparity in salary outcome when se-
lecting a labor market based on performance compared 
to using any of the other labor markets suggests fairness 
in outcomes. From an employees’ perspective, they are 
not financially harmed by the selection of a labor market 
based on institutional performance as compared to the 
status quo. If they were to be financially harmed they like-
ly would not support the selection of this labor market. 
However, because our findings suggest that performance 
based salaries do not vary much from the status quo, this 

may result in the potential of increased buy-in from fac-
ulty (or at least less opposition) for linking faculty salaries 
to institutional performance. 

From the employer perspective, selecting a labor market 
that pays based on institutional performance provides an 
opportunity to address increasing calls to be accountable 
for student outcomes and spending. This allows commu-
nity colleges an opportunity to respond to stakeholders 
and demonstrate a responsiveness to these accountability 
demands. By linking faculty salaries to institutional per-
formance through the salary determination process, com-
munity colleges may garner more public support. 

As it relates to procedural justice (i.e. the fairness of the 
process), the selection of a labor market based on empirical 
data supports and guides decision makers during the sal-
ary determination process. From an employees’ perspec-
tive, a fair process to determine pay practices and policies 
promotes transparency. From an employers’ perspective, a 
district can demonstrate rational decision-making based 
on empirical evidence. 

Like all studies, our work is not without its limitations. 
We recognize that institutional performance can be mea-
sured a variety of ways that differ from the measurement 
used in our study. Our definition of institutional perfor-
mance aligned with the states definition of performance. 
However, future research should look at alternative defi-
nitions of performance. 

In addition, the main analysis conducted for this study 
was based on a smaller sample. One potential problem 
with this is that statistical procedures may not have been 
able to detect any existing disparities. However, we feel 

confident that this is not the case as examinations of the 
beginning and average salaries between labor market (as 
evident in table 1) suggests minimal differentiation. Also, 
there are only 72 community colleges in California. Be-
cause we only focus on California, results may also not be 
representative of community colleges across the nation. 
However, California is the state that operates with the 
most number of community colleges, which is a reason for 
its selection. Future studies should replicate this study in 
other states. 

Furthermore, we recognize that paying the lowest sala-
ries to the lowest performing community colleges may 
be counter productive. Specifically, some may argue that 
underperforming community colleges should be offering 
higher wages to attract faculty that can improve institu-
tional performance. However, these types of arguments 
are based on the assumption that offering higher pay is 
a viable mechanism for attracting faculty candidates who 
have the ability to improve community college outcomes. 
Future studies should examine whether the selection of a 
performance based labor market may serve as an incentive 
for subsequent institutional performance improvement. 
Our initial examination of a potential link between pres-
ent faculty salaries and performance suggest a moderate 
relationship between district pay and performance, how-
ever this simple examination was exploratory and cross-
sectional in nature. Future studies should consider exam-
ining the association between performance and salaries 
across time. 

Lastly, we recognize that some community college dis-
tricts may use more than one labor market to determine 
faculty salaries. Future research should explore commu-

Table 1 
Descriptive Statistics

Performance Labor Market Negotiated Labor Market

Mean Standard Deviation Mean Standard Deviation

Beginning Salary $50,447.21 $7,229.47 $50,313.77  $7,626.87

Average Salary $88,090.80  $7,915.61 $88,260.33  $9,867.16

Figure 1 
Scatter plot of  

District’s Beginning Faculty Salaries on  
District Performance

Figure 2 
Scatter plot of  

District’s Average Faculty Salaries on  
District Performance



Douglas A. Smith & Henry Tran

14 Spring 2016 (Volume 12 Issue 1)

nity colleges using multiple labor markets to determine 
faculty salaries. Specifically, future research should look 
at the application of a performance based labor market as 
one of multiple labor markets informing salary determi-
nation decisions. 

Over the next decade, community colleges will face in-
creased pressure to be accountable for student perfor-
mance and spending. Performance accountability systems 
have been one way in which community colleges have 
been encouraged by state legislatures to meet these de-
mands. State funding linked to institutional performance 
is inherently a motivator for community colleges to focus 
on student outcomes and other state defined measures of 
performance. The next step for community colleges oper-
ating within performance accountability systems is inte-
grating performance into local policies, procedures, and 
operations. Specifically, faculty salaries are one of the larg-
est expenditures in a community college budget. 

The findings of our research suggest that community 
colleges can integrate institutional performance into the 
faculty salary determination process by selecting institu-
tional performance as a labor market. Our findings sug-
gest that faculty salaries based on an institutional per-
formance labor market do not differ from the negotiated 
markets currently in place. Accordingly, given the ben-
efits, and lack of financial harm, to the employee and the 
employer from a distributive justice and procedural justice 
perspective, community colleges may wish to consider se-
lecting institutional performance as a labor market in the 
faculty salary determination process.
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INTRODUCTION

Doctoral program specialists and their roles are invisible, 
embedded in the structures of universities. In this paper, 
we present the results of a study of doctoral program spe-
cialists at Big Ten universities in the U.S. 

The administrative structure in higher education is dis-
tinctive to colleges and universities because no one, in-
cluding academic staff and administrators, has total au-
thority (Kuo, 2009). Administrative staff members are 
found from the highest administrative office to individual 
faculty offices, with a diverse range of work expectations 
(American Council on Education, 2004; Szekeres, 2006). 
The largest growth in personnel has been in support pro-
fessionals, nearly ten times faster than increases in faculty, 
resulting in greater administrative discretion and growing 
importance in university work (Rhoades, 2001). Support 
staff comprise approximately 60% of the employees in 
higher education (Chock, 2008; Szekeres, 2006).

The increase in administrative personnel is a natural result 
of the expanding needs and changing roles in the institu-
tions (Chock, 2008; Leicht & Fennel, 2008; Rich, 2006). 
An existing contradiction remains for administrative 
staff, viewed as residual employees, who remain invisible 
in the educational literature although the importance of 
their positions increases as universities’ operational needs 
expand (DiPierro, 2007; Szekeres, 2006). Support staff 

professionals’ significant role in student improvement and 
success cannot be ignored (Bensimon, 2007).

Roles within administration have evolved due to in-
creased awareness of graduate student populations and 
needs. The focus of support systems has been altered as 
well (Altbach, 2011; Gardner, 2009; Lovitts, 2001; Mills, 
2012). Organizational transformations have made the 
work of professional staff more central to the mission of 
the public university. 

Differentiation of roles based on authority and shared 
specialized positions, defined by expectations and social 
structures, help form interactions between non-academic 
staff, faculty and students (Biddle, 1979; Merton, 1968; 
Weber, 1947). Consequences of diversification of tasks 
result in specializations within roles for both faculty and 
staff in higher education. In turn, this has led to uncer-
tainty about how the defined roles play a part in the mis-
sion of the institution (Musselin, 2007; Robbins, 2013). 
According to Bennis and Nanus (2007), individuals are 
able to determine their roles within an organization if 
that organization has a clear sense of its purpose, direc-
tion, and future, which are widely shared. The individu-
als involved need to believe they can make a difference. 
Each role within the institution has a unique purpose to 
recruit and retain graduate students, yet the limited dis-
cussions about graduate schools restrict topics to those of 
the umbrella institutions, the key funding agencies, the 
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departments, faculty or students (Kuo, 2009; Nyquist & 
Woodford, 2000). 

The role for graduate schools is to assist students, collab-
oratively with programs, in successfully completing their 
graduate degrees which, as of 2008, was at a rate of only 
50% (Council of Graduate Schools, 2008; Ehrenberg, 
Jakubson, Groen, So, & Price, 2007; Lovitts, 2001). Much 
has been written about graduate students’ success and the 
impediments to degree completion from the student and 
mentor perspectives (Gardner, 2009; Golde, 2005; Rose, 
2005). The relationships of students and their depart-
ments (Gardner, 2010), the nature of the doctoral disser-
tation process (Lovitts, 2001), and student characteristics 
and socialization to graduate school (Golde 2005; Tinto, 
1993) have been reported. 

Influences affecting student attrition are visible; these in-
clude the pressures of and experiences with administrative 
procedures inherent in institutional programs (Golde & 
Dore, 2001; McAlpine & Norton, 2006). Fundamental 
to the transition from classroom work to doctoral disser-
tation completion is the development of supportive net-
works and institutional programs. Retention efforts in-
clude student development and services directly purposed 
to assist graduate students in completing their programs 
and developing skills for the job market (Chock, 2008; 
DiPierro, 2007; West, Gokalp, Vallejo, Fischer, & Gup-
ton, 2011).

In summary, because doctoral program specialists’ roles 
within the graduate school and the larger institution have 
been absent from the research literature, it is difficult to 
discern the nature of the specialist’s role. The diversity in 
position titles and job descriptions among institutions, 
reflected in the Big Ten institutions’ websites, suggests 
the lack of uniformity in the roles of these staff members. 
Exploring the roles of doctoral program specialists and 
their professional relationships with colleagues, faculty 
and graduate students provides a view of their unique po-
sition. The findings of this study fill a gap in the research 
literature about graduate-level doctoral program special-
ists and their roles in the university.

PURPOSE OF RESEARCH 

Doctoral program specialists and their roles are invisible 
and embedded in the structures of universities. In this pa-
per, we present the results of a research study of doctoral 
program specialists at Big Ten universities in the U.S.

In any organization, there are roles that help define the 
work and promote productivity (Biddle, 1979, Merton, 
1968; Weber, 1947). Although each role is important, 
leadership roles are discussed more often than support 
roles are. Research has focused on the dichotomous 

groups of “faculty and staff” or “faculty and administra-
tion” (Chock, 2008; Kezar, 2005; Szekeres, 2006). 

Institutional standards are implemented by doctoral pro-
gram specialists whose professional relationship is sub-
sumed within the institutional system under the Gradu-
ate School umbrella. Although it is important to assess 
doctoral education through the eyes of the doctoral stu-
dents (Golde & Dore, 2001) and the faculty mentors (Pa-
glis, Green, & Bauer, 2006), there is a need to examine 
the roles of the doctoral program specialists based on their 
experiences. 

METHODS

Exploring the roles of doctoral program specialists and 
their professional relationships with colleagues, faculty 
and graduate students provides a view of graduate-level 
administrative support staff and their roles, couched 
within the structures of their institutions. In order to ex-
amine the unique role doctoral program specialists have 
in the Big Ten universities, program specialists were inter-
viewed. In 2012-2013, the Big Ten Conference consisted 
of twelve universities across the United States whose total 
student body populations, as of the 2013 reporting period, 
ranged from 17,072 to 63,964. Graduate and professional 
student populations within the Big Ten institutions had 
a range of 5,069 students at the University of Nebraska 
to 16,672 students at the University of Minnesota (Uni-
versity of Minnesota, 2014; University of Nebraska-Lin-
coln, 2014). At the time of the study, members of the Big 
Ten Conference were the University of Illinois-Urbana-
Champaign, Indiana University (Bloomington), Univer-
sity of Iowa (Iowa City), Michigan State University (East 
Lansing), University of Michigan (Ann Arbor), Univer-
sity of Minnesota (Twin Cities), Northwestern University 
(Evanston), The Ohio State University (Columbus), Penn-
sylvania State University (State College), Purdue Univer-
sity (West Lafayette), University of Wisconsin-Madison. 
The twelfth institution, University of Nebraska-Lincoln 
(UNL), was not included in the study. A purposeful sam-
pling method was used to select participants from the 11 
institutions.

FINDINGS

Twenty participants were interviewed. Seventeen were 
female. Five of these females were employed at the depart-
ment level. Of the three male participants, one worked at 
the department level. Ages of the participants were not 
sought. In Table 1 the doctoral program specialists’ years 
of service are noted. Years of experience in the program 
specialist position were provided by the participants dur-
ing the interviews. The average years of experience for the 

twenty participants were eleven years. All participants 
were employed in a doctoral program specialist equivalent 
position at a Big Ten institution.

Table 1 
Doctoral Program Specialists’  

Years of Service

Gender Number 
In Study

Shortest 
Service

Longest 
Service

Average 
Years

Female 17 1 28 12
Male 3 2 13 7

Using Weber’s (1947) definitions for roles within social 
and economic structures, semi-structured questions were 
developed to guide the interview procedure. Weber found 
there were general rules to govern conduct and create hi-
erarchy within an organization. The rules defined the ex-
pected and acceptable behavior for those in the program 
specialist positions (Biddle, 1986). 

As participants described their positions and responsi-
bilities, four themes were identified: change, work inter-
actions, policy and role identification. The themes, work 
interactions and role identification, were described most 
frequently by participants and are the subject of the fol-
lowing report. Table 2 includes the two themes and sub-
themes. 

Table 2 
Themes

Work Interactions
•	 Administrative Offices
•	 Academic Departments
•	 Students

Role Identifiers
•	 Problem-solver
•	 Anonymous
•	 Middle-person	

Work Interactions and Role Identification

Participants described their positions as “multi-faceted” 
and “wearing a lot of hats” as they interacted with aca-
demic departments, administrative offices, students and 
faculty. The general emphasis of their roles, as they related 
to doctoral graduate students, was to monitor the progress 
of each student toward graduation.

Participants offered services to doctoral students and to 
the faculty or departments who worked with the students. 

One participant summed up the work as, “I guess in a nut-
shell, I would call us a service center for our students and 
department as well as our faculty, particularly those fac-
ulty who are advisors for doctoral students.” 

In Figure 1, a visual of the lines of interactions between 
faculty, students and university administrative offices is 
presented. University administrative offices included stu-
dent accounts, financial aid, human resources, university 
health centers and other support staff whose primary fo-
cus was to work with graduate students. Titles for depart-
ment graduate representatives responsible for monitoring 
their department’s graduate program were varied and in-
cluded Director of Graduate Studies (DGS) or Graduate 
Committee Chair. Faculty were identified as being from 
departments, units or programs. 

As work with other administrative offices was described, 
the doctoral program specialists noted that establishing 
good working relationships was critical. One participant 
stated, 

You grow with the job and people learn to trust 
you as you grow with it, like any academic office. 
It takes a lot of people to make things work well. 
It takes a lot of dedication and willingness to 
work with outside people, students, faculty, but 
also within your own little group. 

Another individual stated, “I believe that departments 
view us as just bureaucracy; and, we’re just trying to make 
their life difficult. That isn’t the case, obviously, but that’s 
the impression.” The program staff and directors of gradu-
ate studies were relied on to ensure that students are doing 
what they were supposed to do so that they could meet 
deadlines.

Seventeen participants, including the six employed in 
departments, described their roles as monitoring student 
progress as well as working with and training faculty, 
who may be Directors of Graduate Studies, and staff in 

Figure 1 
Work Interactions

Students

Graduate 
School Dean

Faculty; DGS
University 

Administrative 
Offices
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Program
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academic departments. DGS appointments at the insti-
tutions represented in this study were usually non-paid, 
short-term appointments with delegated responsibility 
for oversight of the individual graduate programs within 
their departments. One participant reiterated an experi-
ence that was described throughout the interviews, “I’ve 
trained many different men to whom I report.” The doc-
toral program specialists who worked in departments de-
scribed their position as “dedicated to graduate adminis-
tration. We are auditors working with a student’s record. 
We represent the program in tracking the students’ prog-
ress and telling the graduate school that all the require-
ments have been met.” 

One participant stated, 

The best part of this job is that you have the op-
portunity to come up with new things, implement 
or try them then maybe we can be more flexible in 
accommodating students.

Graduate education is so different and structured 
different because we’re not an academic college. 
We’re strictly administrative. How we deal with 
departments and students, and what we can and 
can’t do is completely different than how the un-
dergraduate college has to deal with things.

Interactions with students were positive. Participants were 
involved in problem-solving with students, staff, and fac-
ulty. Problem solving activities involved interpretation of 
policies and procedures published by the graduate school 
or department. Two participants described their work as 
“we basically take care of our students from their first en-
rollment until their graduation” and “try to be as consis-
tent and fair in applying policies to enable this process.” 
Another participant noted, “We feel an obligation to 
find the answer to their problems.” The amount of direct 
contact with students varied for each office because each 
institution has different requirements and milestones to 
document student progress. 

One participant stated, 

A student once said to me, when I tell the other 
students I’m going to see you or that I’m going to 
the graduate school, they know exactly where I’m 
going or who I’m coming to see. You’re that well-
known on campus.

Fourteen participants described themselves as “problem-
solvers.” One even equated the role to “fighting fires.” 
However, they enjoyed the role because it made them feel 
good when they “helped somebody move forward.” One 
participant stated, “Of course, we have a lot of problems, 
but that’s exciting to me because you have to solve those. 

You remember one thing – every problem has a solution. 
Maybe some are bad solutions but they are solutions. No 
problems are fatal.” Another individual said, “We end up 
with lots of problems, at our level and stuff. We know we 
can solve them. Unfortunately, sometimes we solve too 
many because somebody else didn’t do what they should 
have. We’re the problem solvers.”

Talking about her responsibility to track students’ prog-
ress, one participant stated, “I’m in charge of making sure 
they are academically in good standing, and if they’re not, 
I’m the person that they come to chat with about that.” 
One participant stated, “We’re here to advocate for them. 
That’s our primary position.” Three participants indicated 
that their mission was “to facilitate between graduate stu-
dents and faculty to make sure the students were not fo-
cused on the nitpicky, administrative side of their degree.” 
The participants described experiences with new students 
who would come in and say, “I was told by so and so to see 
you, that you know all the answers.” A participant noted, 

I think getting information to the students, if 
there is a problem, and getting information out 
to them as quickly as possible and helping them 
to resolve it or giving them options, being realistic 
with them, I think is a big thing.

Providing professional development programs for both 
students and staff were services offered by the doctoral 
program specialists. These services were designed to bet-
ter equip departments, who were considered part of the 
team, to be the “ground support” for students and faculty. 

Participants described how they become the “middle-per-
son – a bridge between student, faculty, other administra-
tion offices, and the university.” Others used similar terms 
to describe their role as the in-between person, the person 
to run interference, the facilitator, the bridge-builder, or 
the catch-all.

Reiterating the understanding that it is all about student 
success, one participant stated, 

Anytime you have someone who comes in con-
cerned or upset, who feels like they have an enor-
mous problem, if we can make them feel better 
about the situation or we can help them find a so-
lution, they leave here happy. Then that’s a success. 

Participants noted their positions connected the student 
to answers and services. One described it as: “I feel I’m ac-
tually a bridge-builder. Actually, I always feel I’m linking 
everyone including the data analysis person.” 

Using the analogy of solving a puzzle, they described their 
work with other administrative offices working to fit their 
services all together for the benefit of the student. Those 
interviewed described asking questions to try and figure 

things out “because what the student asks for may not be 
what they are after.” Two participants described their pri-
mary position on behalf of students as an advocate. One 
individual said, “I counsel them with their problems. You 
hang your shingle, hand over the Kleenex and do your 
‘it’s going to be alright’ speech.” Another person stated. 
“There’s times when we do have to bring in the colleges 
when we’re dealing with the programs [faculty, staff]. 
We’re also dealing with our dean’s office too. Because 
sometimes we have issues with our students so we need 
to work with the dean’s office so they can deal with those 
unique situations.”

There were times when the participants felt they were 
anonymous in their positions. One participant described 
her work behind the scenes during a project with her boss, 
the dean. She stated, “The dean was our institutional co-
ordinator and I was his anonymous sidekick.” One partic-
ipant stated, “The departments and students never know 
the amount of behind the scenes work unless there is a 
problem.” Another participant said, “It just gives you a 
good feeling that you can actually do something nice for 
someone. We didn’t want fanfare. We didn’t need pats on 
the back. We knew that it had to be done and he got it and 
that was all we needed to know.” 

However, one participant did note, “It’s the lack of ap-
preciation sometimes by your bosses, at least I experience 
that. We do what we can to get things done right and well 
and avoid problems. I think that they don’t realize all the 
things we do behind the scenes to make them look good. 
That’s one of the frustrations that I’ve had with this [job].”

According to the participants, the negative aspect of their 
identity being anonymous was when there was a disregard 
for staff input with decisions that affected their job (Bray, 
2010). Even though they interact with many different 
administrative offices, these relationships were hidden 
in their job description. One participant compared the 
staffs’ positions to that of an engine room of a ship. 

It’s dirty, it’s boring, it’s greasy and it’s gross and 
nobody wants to go down there. Sometimes the 
ship’s running and people don’t have any idea how 
it’s running. They just don’t know what’s in the 
engine room. Sometimes we feel like the engine 
room – that people have no clue what student ser-
vices does.

This anonymity resulted in decisions, policy changes and 
procedure adjustments that affected the participants’ 
positions; the doctoral program specialists, according to 
these participants were not included in any of the change 
processes. 

RECOMMENDATIONS AND  
FUTURE RESEARCH

As we began this study, it became clear that there was a 
void in the literature about professionals in higher educa-
tion. Examining the roles and issues affecting profession-
als is essential to understanding the complexion of higher 
education administration. 

The implications from the study are important for stu-
dents, faculty, departments and administrators. For in-
stance, students would benefit from being given a clear 
view of the role of doctoral program specialists and the 
array of services provided by these individuals. A detailed 
description of the position and the services could be made 
available to doctoral students so that it could be accessed 
“just in time” as students approach different deadlines 
in their program toward the doctorate. Faculty mem-
bers who are involved in doctoral education and advising 
would benefit from receiving the same road map of avail-
able services provided through the efforts of the doctoral 
program specialist. By having this information, faculty 
may be able to help eliminate aspects of student anxiety as 
they progress through their doctoral programs and direct 
students toward available resources. 

By providing this information to students and faculty, the 
perceived invisibility of the position of doctoral program 
specialist could be reduced. Additionally, the description 
of the roles and responsibilities of the doctoral program 
specialist could be clarified and standardized. This would 
provide guidance about job expectations for doctoral pro-
gram specialists and the individuals who are tasked with 
their evaluation. This would be beneficial to the hiring 
process for the position as well (Kuo, 2009).

Our findings and recommendations are compatible with 
the recommendation provided by Bray (2010) and Sze-
keres (2004). According to Bray (2010), broad discussions 
about staffing are not possible because norms and perspec-
tives are not universal across higher education, but can 
vary by institution and across disciplines. He stated that 
higher education suffers because of the lack of consistency. 
The participants in this study provided evidence that their 
roles were unique to their individual settings. 

Szekeres (2004) identified support staff as a hidden popu-
lation; but showed that the position they hold, not only in 
the life of the student but of the University, is important 
for its functioning and mission. The findings of our study 
of doctoral program specialists provide evidence of the in-
visibility of this group of university employees.

The doctoral program specialists may benefit from oppor-
tunities for enriching their work life experiences through 
networking and training opportunities provided through 
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the Committee on Institutional Cooperation (CIC). 
Their work may be strengthened through sharing best 
practices for the completing the work of doctoral program 
specialists. 

Additional studies should examine tenure in the role of 
the doctoral program specialists. The advantages of long 
and short tenure in these roles could be revealed through 
such studies.
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INTRODUCTION

As credentialing and certification become more impor-
tant in almost every career path in the American work-
force there has been increased emphasis on the delivery of, 
and success rates in, higher education. For many institu-
tions this has proven to be a valuable shift that continues 
to drive an increasingly diverse student population and 
motivates high growth in nontraditional student enroll-
ment. Combined with formal education is the increas-
ing emphasis on obtaining professional certifications and 
pursuing continuing professional development.

Some of this is being seen among the professoriate, partic-
ularly in required professional development work and the 
award of certificates for completed courses of professional 
development. The issue of actual credentialing beyond the 
doctorate, however, is one that continues to be absent in 
American higher education. While there is perhaps an ar-
gument that tenure has traditionally served this purpose 
the decreasing use of the tenure process in the United 
States leaves a gap that needs to be filled. From 1975 to 
2007 the percentage of full time faculty who are not in 
tenure track positions increased from 18.6 percent to 37.2 
percent (Ehrenberg, 2012). The challenge is to design or 
adopt a process by which faculty members who excel in 
their work can be recognized and properly rewarded.

INTERNATIONAL BENCHMARKING

In Business there is a common practice called benchmark-
ing. Basically, benchmarking consists of researching a 
firm’s industry, or even related industries, and identifying 

best practices that can be integrated to improve company 
performance. In considering how to properly recognize 
professors who go above and beyond the requirements of 
their jobs the best first step may be to examine how other 
educational systems answer the question. While not often 
considered an international market, higher education is 
shifting to a global model of “an import-export market in 
positional goods, characterized by uni-directional student 
flows and asymmetrical cultural transformations” (Mar-
ginson, 2006, p 18). As the market shifts to more inter-
national competition international benchmarking should 
naturally follow.

Perhaps the most formal example is the practice of ha-
bilitation. “The habilitation, which is normally a single-
authored monograph, is the most important academic 
qualification in the German system” (Muller-Camen & 
Salzbgeber, 2005, p 280). In addition to the monograph 
professors also present a public lecture and discussion as 
well as compile a documented history of lecturing at a 
university (PhD and Postdoc). Following the completion 
of habilitation faculty members not only hold the title and 
recognition of advanced standing beyond the holder of a 
doctorate but this is also usually a requirement for serving 
on dissertation committees. This process closely mirrors 
the traditional tenure process in American universities, 
but the declining use of tenure in many institutions leaves 
a gap in recognition.

The other most frequently seen approach is that of the 
earned, rather than honorary, higher doctorate. Usually 
seen in Great Britain and other countries following the 
British educational model like Australia and New Zea-
land, although present in other places, this is a similar 
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process to habilitation but without the connection to doc-
toral teaching qualifications. While specific practices vary 
among institutions the general approach and qualification 
process is very similar.

The higher doctorate, which may be awarded in any num-
ber of different disciplines, is designed as a mechanism by 
which accomplished faculty members can be recognized 
for their success in scholarship. As defined by The Quality 
Assurance Agency for Higher Education (2008):

Higher doctorates may be awarded in recognition 
of a substantial body of original research under-
taken over the course of many years. Typically a 
portfolio of published work which has been pre-
viously published in a peer-reviewed context is 
submitted for assessment. Most higher education 
awarding bodies restrict candidacy to graduates or 
academic staff of several years’ standing (p 23).

Primarily, the higher doctorates are based on contribu-
tions to scholarship, most frequently demonstrated by 
published research. Candidates assemble a portfolio of 
published work, often but not always with a synthesis 
piece explaining the path of the candidate’s inquiries, 
and submit the complete collection to a review commit-
tee at the university. The committee reviews the work 
and makes a decision on whether or not the candidate’s 
portfolio justifies the award of the degree. If a portfolio is 
declined then there are varying policies about when or if a 
candidate may reapply for recognition.

DOMESTIC BENCHMARKING

While there are excellent models available internation-
ally there are also valuable assessment models in use in 
the United States, although they are seen in accredita-
tion organizations rather than individual recognition 
programs. As one example the Accreditation Council for 
Business Schools and Programs (ACBSP) has a variety of 
qualification standards for Business faculty as either aca-
demically or professionally qualified. These qualifications 
require certain academic credentials, but beyond that 
focus on a professor’s teaching skills and their contribu-
tions to scholarship or professional service as a total pack-
age required to certify them as qualified to teach in an 
ACBSP-accredited Business school. Another business ac-
creditation model, the Association to Advance Collegiate 
Schools of Business (AACSB) follows a similar model of 
faculty assessment.

While both of these accrediting models, as well as those 
used by regional accrediting agencies, review and recog-
nize faculty accomplishments in their fields they lack any 
sort of lasting certification mechanism. Schools under re-
view for accreditation will receive the results of the faculty 

assessment but faculty members are not credentialed for 
any period of time as certified under a particular system 
nor does approval at one school during one accreditation 
review necessarily guarantee approval in another review 
later in their careers. The reform of accreditation stan-
dards is far beyond the scope of this discussion, but the 
lack of a permanent credential does raise the question of 
how faculty can be better recognized for progress and ac-
complishment in their career.

A THEORETICAL AMERICAN MODEL

As there is no standard higher doctorate process in place 
in the United States the professoriate has an opportunity 
to create one. While excellence in research is certainly a 
noble goal it seems like too narrow a category by which to 
measure a professor’s career. If, as a profession, the Ameri-
can professoriate values the multiple areas in which a pro-
fessor contributes to the intellectual life of a university 
then the qualification process should encompass excel-
lence beyond published work.

The primary challenge in designing such a program may 
be the definition of what accomplishments should look 
like. Much of the most important work that professors 
do is difficult to quantify and, by extension, is difficult 
to rank across candidates. This is ultimately not different 
from so much of what is done in academic settings every 
day. Thus, a qualitative assessment of candidate achieve-
ments will be at the core of the higher doctorate process.

Prior to the assessment will be a set of basic qualifying 
standards for applicants. Reasonably it takes time to build 
a portfolio of published work and a record of teaching and 
service. With this time in mind the higher doctorate may 
be linked to specific points of career advancement, such as 
promotion to associate professor or the award of tenure. 
There may also be other qualifying elements such as pos-
session of an earned terminal degree before the award of 
the higher doctorate. Once such threshold measures are 
established candidates meeting them can advance to the 
assessment phase.

The assessment will focus on identifying and reviewing 
candidate performance across a range of professional re-
sponsibilities. These will include research as well as teach-
ing, service to the institution, and service to the profession 
and/or community. Measures of success in these different 
aspects of professional activity will differ, but a key to a 
comprehensive model will be the proper inclusion of all 
factors in the review.

Scholarly production may be the easiest element to evalu-
ate, although it does have its challenges. Because scholar-
ship’s output is a measurable product, specifically publi-
cations and presentations, the base measure for successful 

scholarship is relatively simple to quantify. Beyond this 
basic quantitative measure, however, there are many ques-
tions about how to gauge a scholar’s success. At the most 
basic level it would probably be acceptable to require all 
published work submitted for the award of a higher doc-
torate to be peer-reviewed. Beyond just the peer-review 
threshold is the question of how the overall value of the 
work is judged.

If an applicant has a low overall production of scholarly 
publications but the majority of those publications are 
in the top journal in their field does that mean more, or 
as much, as another applicant who has a high volume of 
peer-reviewed publications in lesser journals or conference 
proceedings? This highlights the qualitative nature of the 
review process. There are different measures of scholarly 
productivity and it would ultimately be up to a university 
or the review committee to make decisions about how 
such things would be considered. At some research-fo-
cused universities there is an unwritten rule that a publi-
cation in a top tier journal is required for tenure, and that 
could reasonably be carried forward to the higher doctor-
ate review. At other institutions with a greater focus on 
teaching a different measure of scholarship may be more 
appropriate. This institutional focus will also inform the 
emphasis placed on other elements of the assessment pro-
cess.

Teaching would be another of the three overall measures 
of candidate performance. More so than research this will 
be a very difficult area to quantify and will be very much 
a qualitative review of available evidence. Student evalua-
tions of a faculty member’s performance would certainly 
be one factor, but do not encompass everything about a 
professor’s contribution to the teaching environment of a 
department. Other elements such as courses developed or 
redesigned, variety of courses taught, oversight of graduate 
teaching assistants, mentorship of other faculty, and other 
contributions to the delivery of material in a department 
could all be considered in evaluating a professor’s teaching 
ability. Again, different institutions would use and weight 
different measures in different ways based on their envi-
ronment, but a wide variety of professional service in the 
realm of instruction should be considered when looking 
at a candidate’s overall quality.

The third and final broad category concerns professional 
service. This encompasses both service to the university 
and also service to the discipline. Various factors to con-
sider may include committee service, serving in leadership 
roles in professional organizations, consulting, and other 
work in the field. Specific measures would depend on the 
common practice of a particular academic discipline as 
well as what a particular institution requires for faculty 
service to committees and other activities.

At this point in the discussion the review process is begin-
ning to sound very similar to a tenure review, and that is 
a fair assessment of the process. What differentiates this 
from tenure is arguable but the potential place for such a 
system in the academy today is unfortunately quite clear. 
Across the United States tenured and tenure-track profes-
sorships are a decreasing percentage of the total professo-
riate. Institutions are moving to have fewer tenure-track 
positions, are eliminating tenure altogether, or simply 
did not have tenure and as they grow are choosing not to 
adopt it.

This fading of tenure in the academic system leaves a void 
for professional achievement that needs to be filled with a 
new credentialing process. The higher doctorate, as prac-
ticed in many other countries, can provide an answer that 
gives faculty the opportunity to have their body of work 
closely reviewed by senior academics and, if warranted, 
credentials them with a line on the vita and a different set 
of regalia that sets them apart from younger, less experi-
enced members of the academy. 

CONCLUSION

In an academic environment of increasing complexity, 
dynamic competitive conditions, and more challenging 
work conditions faculty need an avenue for professional 
development and recognition. Zusman (2005) says of 
higher education in our century that. “Changes both 
within and outside the academy are altering its character 
– its students, faculty, governance, curriculum, functions, 
and very place in society” (p 5). Adopting a higher doc-
torate model would be one way to provide faculty mem-
bers with a template of professional accomplishment that 
leads to success. By measuring their efforts against a set 
review process at their institution they would have the op-
portunity to more deliberately plan and execute their own 
growth as scholars. Were these requirements to be public 
knowledge it would even give faculty the ability to look at 
other institutions and understand what expectations are, 
how they might fit, or how they may need to alter their 
professional pursuits to better match a desired future posi-
tion.

This proposal is one that raises more questions than it 
answers. In our current shifting academic marketplace, 
however, such discussions need to happen. To continue 
producing and mentoring successful scholars, and by ex-
tension to continue educating students and producing 
quality contributions to scholarship, recognition and re-
ward processes need to catchup with the market.

 



Jason G. Caudill

26 Spring 2016 (Volume 12 Issue 1)

REFERENCES

Ehrenberg, R. (2012). American higher education in 
transition. The Journal of Economic Perspectives, 26(1), 
p 193-216.

Marginson, S. (2006). Dynamics of national and global 
competition in higher education. Higher Education, 
52, p 1-39.

Muller-Camen, M. & Salzbgeber, S. (2005). Changes 
in academic work and chair regime: The case of Ger-
man business administration academics. Organization 
Studies, 26(2), p 271-290.

PhD and Postdoc. Freie Universitat Berlin. Retrieved 
from: http://www.mi.fu-berlin.de/en/stud/prom-ha-
bil/index.html.

The Quality Assurance Agency for Higher Education. 
(2008). The framework for higher education qualifica-
tions in England, Wales, and Northern Ireland. The 
Quality Assurance Agency for Higher Education.

Zusman, A. (2005). Challenges facing American higher 
education in the twenty-first century. In P.G. Altbach, 
R.O. Bendahl, & P.J. Gumport (Eds.), American High-
er Education in the Twenty-First Century, 2nd Ed., p 
115-160. MD, The Johns Hopkins University Press.

http://www.mi.fu-berlin.de/en/stud/prom-habil/index.html
http://www.mi.fu-berlin.de/en/stud/prom-habil/index.html


Journal of Academic Administration in Higher Education 27

VETERANS AND HIGHER EDUCATION IN THE 
21ST CENTURY

Student/veterans represent a different population than 
previous beneficiaries of military education assistance or 
previous GI Bill recipients (Morreale, 2011). Today’s stu-
dent/veterans bring many challenges to higher education, 
such as relocation, academic skills, lack of continuity in 
education, physical issues, psychological issues, and social 
isolation (Hopkins, Herrmann, Wilson, Allen, & Malley, 
2010). Financial concerns continue to be problematic for 
student/veterans. The Post-9/11 GI Bill does provide more 
generous benefits for education than did prior versions of 
military educational assistance packages. However, it does 
not eliminate these issues. The cost of supporting a fam-
ily is still the veteran’s responsibility. The resulting need 
for employment while enrolled in school provides an ad-
ditional challenge. Although becoming a college student 
may represent a positive transition, the fact is that the ex-
perience can be difficult, if not overwhelming. 

Direct input from student/veterans is the source of find-
ings in the recent report on Service Members in School 
(Steele, Salcedo, & Coley, 2010). Their study, which had 
a sample size of 500, reflects that student/veterans identi-
fied multiple challenges when transitioning to the role of 
college student. 

Transition 

Transition involves reintegration into the civilian com-
munity after active duty service (Quillen-Armstrong, 
2007; Stiglitz, 2008, p. 51). The changes from life in the 
military community to life as a civilian may include re-
location, loss of social support systems, reintegration into 
civilian lifestyle, different or nonexistent health care ser-
vices, and possibly a new job or career path. While adjust-
ing to the civilian community the student/veteran may 
also be adjusting to life as a college student. 

Although returning veterans may bring maturity and a 
broader understanding of global issues to the learning ex-
perience because of their military service (Byman, 2007), 
it is important for educators to understand the percep-
tions of the student/veterans as they transition to college 
students. Early awareness by the institutions of this popu-
lation’s needs provides opportunities for the college com-
munity to develop appropriate techniques to minimize 
attrition and increase the chances of success. This section 
of the literature review explores some of the transition ex-
periences of student/veterans. 

Studies that address the transition from secondary educa-
tion to college indicate that the transition into higher ed-
ucation can be especially challenging for the adult learner 
who enters college after having a break in academic stud-
ies (Coreyman, 2001; Diyanni, 1997). This applies to 
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student/veterans who frequently experience a significant 
break in academic attendance as a result of the require-
ments of military service, which requires the student to 
readjust to the college environment and develop or recall 
appropriate study habits. Additionally, curriculum re-
quirements may have changed during the student/veter-
ans’ service, requiring updating some academic skills. 

Student/veterans experience a major change when they 
enter postsecondary education. Campus culture is quite 
different than military culture, so campus life, often 
referred to as campus culture, is one of the biggest ad-
justments for the student/veteran (Rumann, Rivera, & 
Hernandez, 2011). The college environment is typically 
designed to encourage creativity and individualism (Ru-
mann et al., 2011); independence and individuality are 
embraced in academic communities while the military 
structure requires conformity and adherence to prede-
termined behavior rules. Transition from a highly struc-
tured environment to a less structured environment may 
be problematic for some student/veterans and institutions 
need to be prepared to assist student/veterans with this 
potential difficulty. The relatively unstructured campus 
atmosphere can be an impediment to student veterans’ 
abilities to work within the system. The military provides 
a highly structured, regulated, and well-documented en-
vironment. There is a schedule for every hour of every day. 
The steps necessary to accomplish a task or complete an 
assignment are provided in detail (Rumann & Hamrick, 
2010). Although the institution may offer a comprehen-
sive orientation program, timing constraints may prevent 
the student/veteran from attending the orientation so they 
may begin college without the benefit of an orientation. If 
the student/veteran does attend the orientation, the event 
is not typically devoted to specific issues facing student/
veterans. The bureaucracy of academic institutions may be 
puzzling to those individuals who are unfamiliar with it 
(Rumann, 2010). The unique campus culture of each in-
stitution is also a potential stumbling block for some stu-
dent/veterans (Zinger & Cohen, 2010). According to the 
Defense Activity for Non-Traditional Education Support 
Agency (2004), some institutions have developed military 
services offices which are separate from the veterans’ ben-
efits processing offices. The offices may focus on the transi-
tion experience from an academic and social standpoint.

According to Herrmann (2007, 2009) the student/vet-
eran’s success relies not only on the individual, but also on 
the institution. Selection of an institution by the student/
veteran is an important choice, but it is not as easy as it 
may seem. Murphy (2011) explains that what happens in 
the higher education process may be described as a “black 
box” (p. 45). Outward appearances of structure and pro-
gram descriptions may not represent what is happening at 
the institution. It is difficult to understand the dynamics 

of a situation strictly from outside observations. An ex-
ample of how a student/veteran and an institution might 
be incompatible are things as elusive as not acknowledg-
ing the presence of veterans on campus, a faculty member 
penalizing a student/veteran for missing class because of 
an appointment with the Veterans Administration, or an 
institution which does not recognize Veterans Day. Some 
institutions provide the requisite Veterans Services office 
and define themselves as military friendly organizations, 
but there is little to no support behind the self-assigned 
designation. Although the Veterans Administration (VA) 
website refers to and lists colleges which proclaim to be 
veteran friendly, what does the term “veteran-friendly 
school” mean? According to Harmeyer (2007) this is a 
general term used to describe those schools which have 
an awareness and sensitivity to military culture, which 
immediately establishes a common base of knowledge 
between the student/veteran and the institution. It is a 
loosely used term which is self-assigned by the institution. 
It is not a standardized term and is not monitored by the 
Veterans’ Administration for its quality, nor is it a reflec-
tion of uniform institutional policies and practices for 
student/veterans. The VA website does list schools which 
have been approved by the VA to certify whether a student 
is a veteran. This “approval” does not reflect the treatment 
which veterans may receive at the institution, nor the in-
stitution’s awareness of student/veteran issues (Herrmann 
et al., 2009). 

Student/veterans must assess institutions for indications 
of a military-friendly environment. For example, the pres-
ence of a Reserve Officer Training Corps, commonly 
referred to as ROTC, unit on campus or at a minimum 
the lack of prohibition against ROTC creates a more 
military-friendly environment (Herrmann et al., 2009, 
p. 45). The veteran-friendly school is more likely to have 
administrative and faculty members with prior military 
service, which means some of the employees of the institu-
tion likely have a familiarity with various the challenges 
of military life. The process of selecting an institution is 
compounded by the fact that the military person is often 
faced with the need to select an institution far in advance 
of the actual date of matriculation. The geographical lo-
cation of the prospective school may be across the world 
from the service member’s current location. Information 
about the institution may not be readily available or the 
service member’s ability to access such information may 
be limited as a result of mission requirements. This means 
that finding an appropriate school may be a difficult task 
for the student/veteran. 

Student/Veterans as Nontraditional Students 

Multiple definitions for what constitutes an adult learner 
exist. As early as 20 years ago, Cross (1981) described non-
traditional students as including those who were employed 
full-time, had dependents, and were financially indepen-
dent from their parents. Nontraditional college students 
have been identified as “adults beginning or continuing 
their enrollment as college students at a later-than-typi-
cal age” according to Ross-Gordon (2011, p. 26). Kenner 
and Weinerman (2011) define adult learners as “entry-
level adult learners who are between the ages of 25 and 
50, have a high school diploma or a GED, are financially 
independent and have one semester or less of college-level 
coursework” (p. 88). The National Center for Educational 
Statistics (NCES) (Choy, 2002) defines nontraditional 
students as those students who meet one or more of the 
following criteria: college entry was delayed after high 
school by one or more years, single parents, do not have a 
high school diploma, students attending college part time, 
or 25 years of age or older. These definitions, depending 
on which one is used, indicate that nontraditional stu-
dents range from 38% to 73% of the student population. 
Using the NCES definition of nontraditional students 
puts the categorization of nontraditional students at 73% 
of the student population (Choy, 2001). 

Despite the relatively high percentage of nontraditional 
adult students, the field is open to research for programs 
that address these emerging populations’ needs. Three 
groups that have been under addressed in the growing 
body of literature on the needs of adult students have been 
identified as adults with disabilities (Rocco, 2001), stu-
dents of color (Ross-Gordon, 2003), veterans (Rumann 
& Hamrick, 2010). Other research identifies three groups 
of students who would benefit from supportive attention 
from faculty and staff: Veterans appear again, identified 
as veterans returning from Afghanistan and Iraq who 
delayed their education to serve in the armed forces; un-
employed workers; and post-GED students moving into 
college coursework (Katopes, 2009; Kenner & Weiner-
man, 2011). In addition to specific support services to ad-
dress the needs of each of these groups, these students of-
ten need developmental education. Student/veterans are 
generally older than traditional students, they are often 
transfer students because of prior credits earned, and they 
are considered nontraditional students (Herrmann et al., 
2009; O’Herrin, 2011). Nontraditional students have a 
high attrition rate according to Kenner and Weinerman 
(2011). One body of research indicates that a counter-
point to high attrition is successfully integrating the non-
traditional students into the college environment (An-
dres & Carpenter, 1997; Sandler, 1999; Weldman, 1985). 

An important motivator for adult students according to 
Clark (1999) is an effective support network. 

The Post-9/11 GI Bill brings an increase in older students, 
an increase in minority students, and students with life 
experiences which are very different than those of other 
college students (Lum, 2009). It is interesting to note that 
Sander minimizes the age difference between student/
veterans and traditional students, stating some student/
veterans are “only a few years older than the traditional 
freshmen they sit next to in class” (2012c, p. 2). The differ-
ence, according to Sander, is not the age of the students, 
but rather the maturity level of student/veterans who have 
had more life experiences than traditional aged students 
(O’Herrin, 2011). 

Student/veterans are adult learners and they are a campus 
minority (about 3% of a higher education institution’s 
population (Herrmann et al., 2009), although O’Herrin 
(2011) states that the student/veteran population has in-
creased to about 4% of the postsecondary education pop-
ulation. 

Although the student/veteran has participated in numer-
ous training programs in the military, the difference be-
tween skills training and academic success is marked by 
an increased emphasis on cognitive ability in the latter. 
The skills and competencies through which accomplish-
ment is earned on college campuses may not readily trans-
fer from military life. Lack of preparation or review of 
study skills for college as well as forced absences as a result 
of military duty requirements can be additional impedi-
ments for student/veteran success. Institutions need to be 
prepared to assist students in understanding how they can 
develop and adapt the necessary skills to perform compe-
tently in higher education. 

PROBLEMS FACED BY  
TODAY’S STUDENT/VETERANS

Even though the recently passed Post-9/11 GI Bill provides 
the most generous education benefits for military veterans 
since the first GI Bill was implemented in 1944 (Mitchell, 
2009), benefits alone are not enough to help student vet-
erans succeed in higher education. A question arises: Why 
does it matter if the student/veterans succeed in higher 
education? During times of high unemployment, and a 
less-than-robust economy, education plays a major part in 
and helping veterans assimilate into society. Is it the role 
of the Veterans’ Administration or the educational insti-
tution to help student/veterans transition to the academic 
environment? Both: The VA is responsible for providing 
military-related services and benefits, and the institution 
is responsible for helping the student/veteran acclimate to 
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the academic environment. These groups must work to-
gether to maximize benefits to the student/veterans. 

Veterans and Developmental Education

Student/veterans may bring a need for remedial educa-
tion and colleges should be prepared to accommodate this 
need. A historic basis for a strong relationship between 
developmental education and veterans was established in 
the post-World War II era (Bannier, 2006), and “Devel-
opmental education must remain prepared to assist these 
new veterans with the same vigor that our own predeces-
sors used 60 years ago” (p. 41). Today’s college students 
bring challenges with them, whether or not they are tran-
sitioning from the military. Many students from various 
backgrounds have difficulty with basic math and writing 
skills which puts them at a disadvantage as they begin 
their college studies. Levine (1997) says today’s postsec-
ondary students, “are not as well-prepared to enter col-
lege as their predecessors” (p. 9). Levine’s comments are 
echoed by Van Valey (2001), who notes that modern stu-
dents do not write well. 

Another form of student diversity is the lack of strong 
backgrounds in math and writing skills. This presents spe-
cial challenges to institutions of higher education. Some 
institutions are more interested than others in providing 
such remediation. The Board of Trustees of the State Uni-
versity of New York (SUNY) decided to offer noncredit 
developmental courses soon after they adopted an open 
admissions policy (SUNY Office of Finance and Man-
agement, 1996). However, a report from the Institute for 
Philosophy and Public Policy on the decision of Board of 
Trustees of the City University of New York (1999) voted 
to eliminate remediation on its campuses and shifted the 
development work to junior colleges. The Board chair ex-
plained that they were not eliminating remediation, but 
rather shifting it to a different location. 

Student/Veterans’ Support Groups and Services

Student/veterans will also need on-campus support 
groups to improve their chances of success in the academ-
ic environment. Doc Foglesong, president of Mississippi 
State and a retired Air Force general, refers to his campus 
serving as a “halfway house for veterans coming back from 
the war and getting re-acclimated to civilian and academ-
ic life” (as cited in Kingsbury, 2007, p. 71). Mississippi 
State has about 400 veterans on campus and is one of the 
country’s largest programs providing education benefits 
to veterans. The returning veterans bring needs not found 
in the typical student population, including readjustment 
to civilian life. 

Litz (2007), Associate Director of the National Center 
for Post-Traumatic Stress Disorder, suggests that the vet-
erans returning from the wars in Iraq and Afghanistan 
are at risk for “life course disturbances” and that these 
disturbances can continue throughout their lifetimes. 
This presents an additional challenge to those institutions 
which want to prepare to assist veterans returning to the 
academic community. 

Student Veterans and  
Post-Traumatic Stress Disorder

Post-traumatic stress disorder (PTSD), not to be confused 
with traumatic brain injury (TBI), is another challenge 
facing many of the post-9/11 student veterans. This con-
dition is often not readily apparent to those interacting 
with the student/veteran and yet affects a person’s interac-
tion with others and outlook on life as reported in a 2008 
monograph entitled Invisible Wounds of War: Psychologi-
cal and Cognitive Injuries, Their Consequences, and Servic-
es to Assist Recovery (Tanelian & Jaycox, 2008). Westgard 
(2009), a nursing instructor at Temple University, cites 
PTSD as being a challenge to diagnose. Sometimes the 
symptoms do not immediately appear, but may be delayed 
by “months or years” (p. 11). This complicates the student/
veterans’ access to treatment because of the delay between 
the appearance of symptoms and military service. It can 
also affect student/veterans’ academic performance. 

Many student/veterans come back with PTSD (Lafferty 
et al., 2008) and the institutions to which they return 
need to be prepared to help them with the reintegration 
process: 

Since the earliest record of warfare, the return-
ing warrior has struggled to rejoin the society 
left behind. It has never been an easy transition, 
but the war on terror brings new and unantici-
pated complications for the combat veteran. New 
technology means survival for those who would 
have died in prior wars, yet that very survival is 
fraught with challenges we are only now learning 
to address. (p. 1) 

A study of 2,530 soldiers indicates that “more than 40% 
of soldiers with injuries associated with loss of conscious-
ness met the criteria for PTSD” (Hoge et al., 2004). 

Greenwald’s (2006) findings report that about 30% of 
the returning veterans will experience PTSD symptoms 
or diagnosis, with that percentage rising to 70% for those 
returning from a second deployment. The Millennium 
Cohort Study, started in 2000, studied 77,047 military 
members for concerns related to health surrounding de-
ployments and other service connected experiences. The 
preliminary results indicate that 40% of the participants 

who reported combat exposure and were on active duty 
between 2001 and 2006 had three times the likelihood to 
experience PTSD symptoms or diagnosis (Smith, 2007). 

This information indicates that the Post-9/1l Era veterans 
who return to campus are likely to need on-campus sup-
port beyond that of merely readjusting to the academic 
world. The implications of PTSD on psychological and 
sociological adjustments are still not fully understood 
by mental health experts (Hoge et al., 2004), but are an 
evolving discipline. 

Veterans and Traumatic Brain Injury

Another consideration institutions must address is the 
way in which student/veterans’ injuries will impact their 
studies. Institutions of higher education must be prepared 
to identify, recognize, and accommodate the unique 
needs of injured student/veterans. Traumatic brain injury 
(TBI) has been identified by the Veterans’ Affairs as one 
of the “signature injuries” of the Iraq and Afghanistan 
wars (2007). TBI causes problems with thinking, memo-
ry, focus, and various other functions. Individuals who ex-
perience TBI often suffer with pain and mood disorders. 
The student/veteran who enters college with the burden 
of TBI requires special support such as knowledge and 
training to manage symptoms and to “live, work, learn 
and socialize” in different conditions (MacDonald-Wil-
son, McReynolds, & Accordino, 2009, p. 4). Institutions 
that put support in place make themselves more attractive 
to the potential student/veteran. 

INSTITUTIONAL RESPONSES TO THE  
POST-9/11 GI BILL

Student/veterans are not a new presence on campus, but 
this population has the potential to increase as a result of 
the Post-9/11 GI Bill which will enable more veterans to 
participate in postsecondary education (O’Herrin, 2011). 
The anticipated increase in the student/veteran popula-
tion (O’Herrin, 2011) suggests that postsecondary insti-
tutions prepare to serve this group by identifying their 
needs and characteristics. This section discusses what in-
stitutions are doing to prepare for student/veterans. 

To help student/veterans sort out the multiple options 
available to them in higher education, The American 
Council of Education in conjunction with the Lumina 
Foundation for Education (2009) created a website called 
TodaysGIBill.org. This site provides information to help 
veterans who are interested in pursuing their education 
by providing details about specific colleges and their pro-
grams for student/veterans. One veteran who took ad-
vantage the website TodaysGIBill.org applied and was ac-
cepted to Dartmouth College in 2007 and relates that he 
has had a very positive educational experience on campus. 

Kingsbury (2007) reports that President James Wright of 
Dartmouth College, who previously served as a Marine, is 
highly supportive of having veterans on campus: “A stu-
dent who has a gunshot wound from a battle in Fallujah 
is going to bring something intangible to any classroom 
discussion” (p. 71). 

Despite the abundance of literature about the transition 
experiences of the student/veterans covered under the 
original GI Bill in 1944, relatively little is known about 
today’s student/veteran population. Two seminal studies 
provide information for institutions about the anticipat-
ed student/veteran population and some of the issues the 
student/veterans face. The studies, From Soldier to Stu-
dent: Easing the Transition of Service Members on Campus 
(Cook & Kim, 2009) and Issue Tables: A Profile of Mili-
tary Service Members and Veterans in Higher Education 
(Radford & Wun, 2009) describe a basis of information 
from which to begin planning programs, practices, and 
policies to serve today’s student/veterans. 

From Soldier to Student: Easing the Transition of Service 
Members on Campus (Cook & Kim, 2009) presents the 
results of a survey of 723 institutions which asked colleges 
and universities what they plan to do in preparation for 
an increased student/veteran population as a result of the 
new GI Bill. The survey presented the data in three cat-
egories of institutions: 2-year public, 4-year public, and 
4-year private. The three categories were shown individu-
ally and as a total. The results, in decreasing order of popu-
larity were:

•	 Provide professional development and training for 
faculty and staff in how to work with veterans. 

•	 Pursue federal and state funding sources and search 
for grants to assist with the cost of offering pro-
grams for veterans. 

•	 Increase the number of programs and train coun-
seling staff to accommodate veterans’ health issues 
including post-traumatic brain injury, were tied for 
third place. 

•	 Establish a center and increase staff. 

•	 Increase budget. (p. 22)

The surveyed institutions plan to implement their plans 
within five years from the date the data was collected in 
2008. 

Another report, by the American Council on Education 
(2009), surveyed academic institutions, asking them to 
identify their most urgent student problems; 75% listed 
financial aid and retention. It is interesting to note that 
although retention is rated at 75%, less than a quarter of 
the institutions who serve veterans have a streamlined 
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reenrollment process to help students who are deployed 
mid-semester and must therefore leave mid-semester. The 
majority of institutions require the students to reenroll 
through the traditional avenue when they return from 
deployment: “Only 22 percent of institutions with pro-
gram and services for military personnel have developed 
an expedited re-enrollment process to help them restart 
their academic efforts” (ACE, 2009, p. 3). Of the 22% of 
institutions that reported an expedited reenrollment pro-
cess for veterans, 16% of the institutions actually require 
students to begin the application process again, with no 
acknowledgement of their previous enrollment and inter-
rupted status. Sixty-two percent of the institutions allow 
students returning from deployment to utilize the stan-
dard reenrollment process. The message given by the in-
stitutions is a confusing one. The majority of institutions 
identify retention as one of their primary concerns, but 
the processes to accommodate students who must inter-
rupt their studies due to military service do not facilitate 
reentry and eventual completion of an academic program. 

According to Issue Tables: A Profile of Military Service 
Members and Veterans in Higher Education (Radford & 
Wun, 2009), student/veterans enrolled in undergraduate 
education in public, postsecondary institutions in 2007 
to 2008 represented 64.7% of the total student body. Of 
the 64.7% attending public postsecondary institutions, 
43.3% chose public, 2-year institutions (ACE, 2009). The 
American Council on Education report entitled Military 
Service Members and Veterans in Higher Education: What 
the New GI Bill May Mean for Postsecondary Institutions 
include the following information. The gender distribu-
tion of the student/veteran population is 73.1% male and 
26.9% female, which is the opposite of the nonmilitary 
independent undergraduate population which is 35.2% 
male and 64.8% female. The ethnicity of the student/vet-
eran undergraduates is 60.1% White, 18.3% Black, 12.8% 
Hispanic, 3.2% Asian, and 5.7% other. The age ranges of 
student/veterans are similar to those of the nonmilitary 
independent undergraduate population, with the largest 
percentage of student veteran attendees in the 24 to 29 age 
range, followed by the 30 to 39 age range at 28.2%. The 
over-40 age group represents 24.9% of the student/veteran 
population and the students under 23 represent 15.5% of 
the student/veteran population. Regarding marital status, 
35.3% of the student/veteran population is unmarried 
with no dependents and 32.5% of the independent stu-
dent/veteran population is married with children. Those 
married with no dependents and single parents comprise 
about 29.3% of the independent undergraduate student/
veteran population with 14.8% and 14.5% respectively 
(ACE, 2009). 

In 2007 to 2008 (ACE, 2009), military undergraduate 
students made up 4% of all postsecondary undergradu-

ates. Within this group, 43% chose to attend public, 2-year 
community colleges. There are two schools of thought 
about whether this trend will continue. The authors of the 
American Council on Education report recently hypoth-
esized that because the Post-9/11 GI Bill benefits are more 
financially generous than previous veterans educational 
assistance programs, the new student/veteran population 
may choose 4-year institutions (generally more expensive) 
because the benefits will make it possible for them to at-
tend (2009). However, statistics indicate that the student/
veteran population has historically chosen public, 2-year 
community colleges (Rumann et al., 2011). 

A third study, although smaller in scale than those of 
Cook and Kim (2009) and Radford (2009), was present-
ed by Adelman, Senior Associate at Institute for Higher 
Education Policy Veterans Summit, in 2008. “What Do 
We Know and Not Know about Service Members as Col-
lege Students?” described a major problem in understand-
ing and obtaining information about the student/veteran 
population. As recipients of the Veterans Education Proj-
ect there are two services, The Sailor/Marine American 
Council on Education Registry Transcripts (SMARTS) 
and the Army/America Council on Education Registry 
Transcript Service, which are not integrated with the 
American Institute for Higher Education. This is in di-
rect contrast to the Community College of the Air Force, 
which is integrated. The number of students in Veterans 
Affairs studies is based on students new to postsecondary 
education, which eliminates those students who entered 
postsecondary education and left it to join the military 
and then reentered postsecondary education (Adelman, 
2008).

What is apparent is that U.S. colleges and universities 
have seen an increase in student/veterans’ enrollment as a 
result of the Post-9/11 GI Bill benefits (Adelman, 2008).
This is confirmed by O’Herrin (2011) who describes 
troops increasingly taking advantage of the Post- 9/11 GI 
Bill as the drawdown of military troops in Iraq and Af-
ghanistan continues. According to Carr (2009), Deputy 
Undersecretary of Defense for Military Personnel, 97% of 
service members plan to use the new GI Bill for education 
benefits based on a survey conducted by the Department 
of Defense in August 2009. 

In terms of the number of students applying for or using 
the Post-9/11 GI Bill, the numbers range from over half a 
million applications for certification (p. 1) with more than 
300,000 individuals using the benefits (Carter, 2009) in-
creasing the workload of administrators in postsecondary 
institutions. Reasons for this increased workload include 
increased enrollment, the need to understand/learn the 
ramifications of the new legislation and track its effects, 

and the need to provide student assistance in understand-
ing their new benefits (Steele et al., 2010, p. vii). 

O’Herrin expanded on this topic in 2011:

One of the most important steps that campus 
leadership can take is to gauge the specific needs 
of veterans at their institution before devoting 
resources to new initiatives…. Both student vet-
erans and campus administrators have spoken to 
the success of efforts that have been created with 
direct input from the enrolled student veteran 
population and have emphasized this is the best 
approach to designing supportive programs. (p. 3) 

O’Herrin identifies six practices implemented by insti-
tutions attempting to proactively meet the needs of this 
population: (a) identify specific points of contact on 
campus for student/veterans; (b) create a multidiscipline 
campus working group; (c) collaborate with community 
organizations to provide services; (d) establish a student 
veterans campus group, educate faculty and staff about 
student/veteran issues, and establish a space designated 
for veterans use only; (e) veteran-specific campus learning 
communities; and (f) streamline veteran and disability 
services. 

The services that colleges and universities are most likely 
to offer to veterans are financial aid counseling, employ-
ment assistance, and academic advising (ACE, 2009), ser-
vices offered by 57%, 49%, and 48% of the institutions, 
respectively. Another finding is that schools with a small 
percentage of student/veterans are less likely to have spe-
cial programs or offices devoted to assisting this popula-
tion (Schuster, 2009). However, this is understandable 
considering institutions’ emphasis on cost control and 
cost benefit relationships. 

Services to student/veterans which were offered in fewer 
than 25% of the institutions included transition assis-
tance to college, a veteran student lounge, and an orienta-
tion tailored to veterans (ACE, 2009). However, student/
veterans, when asked, have reported the need to connect 
with other veterans on campus as being very important to 
them. A veteran student lounge and veteran orientation 
would be beneficial in providing opportunities for veter-
ans on campus to get acquainted with each and establish 
some type of informal support system. Clubs or other vet-
eran support organizations exist on only 32% of the cam-
puses. At community colleges, only 7% of the campuses 
have veterans clubs or organizations (ACE, 2009). 

Examples of Institutional Programs

Current literature contains numerous articles about devel-
oping issues related to the Post-9/11 GI Bill. On Novem-

ber 9, 2009, the Staten Island Real-Time News reported 
on the efforts being made by the College of Staten Island 
to welcome and support the recipients of the Post-9/11 GI 
Bill (Slepian, 2009). The staff and faculty had worked with 
the already existing on-campus Veterans Centers to facili-
tate veterans’ registration process. The college had tailored 
an existing general education class to meet the needs of 
the veteran/students. A student, Adam Gramegna, was 
quoted as saying, “They really take care of us here” (Sle-
pian, 2009, p. 1). His sentiments are echoed by student/
veterans Lee Siegfried and Maria Durham who note that 
the veteran-specific general education course at College of 
Staten Island has created a niche in the college in which 
they feel very comfortable (Slepian, 2009). 

Michael Johnson, Director of Military and Veterans Of-
fice at George Mason University in Fairfax, VA, was at the 
helm of a one-stop resource center for veterans, active duty 
personnel, and dependents (Lum, 2009). He planned to 
hire a part-time counselor to help with the Veterans’ Ad-
ministration’s delay in providing these services (p. 2). This 
program continued under the direction of Jennifer Con-
nors, Director of Military Services, and the site is now an 
established college unit. It provides a dedicated lounge 
area for student/veterans and is outfitted in a manner 
conducive to studying and well as providing a quiet place 
for reflection and decompression in a supportive environ-
ment. 

Montgomery Community College in Rockville, MD, has 
instituted a program called Combat to College: Facilitat-
ing College Success for Combat Veterans (Sander, 2012d). 
The program, often referred to as C2C which stands for 
Combat to College, was developed in conjunction with 
the National Rehabilitation Hospital in Washington, 
DC, the National Center for Post-Traumatic Stress Dis-
order in Palo Alto, CA (currently housed at UCLA/Na-
tional Center for Child Traumatic Stress), the VA Medi-
cal center in DC, and the U.S. Navy. The purpose of the 
program is to help student/veterans find a campus com-
munity and use the skills and characteristics developed as 
a result of military service to create a successful academic 
experience. Included in this program is recognition that 
some of the veterans have conditions beyond the “normal” 
adjustment from military to civilian to college student. 
Another consideration is that it can be implemented by 
maximizing existing college programs of student support 
and with minimal cost to adapting these programs to 
serve/apply to the student/veteran population. 

A partnership between San Diego Community College 
and Balboa Naval Hospital provides continuity between 
recovery and life as a student/veteran. Carroll, chancel-
lor of the San Diego Community College District, wrote 
about the American Council on Education’s initiative Se-
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verely Injured Military Veterans: Fulfilling Their Dreams 
project which began in April 2007 and has assisted more 
than two hundred service members. This initiative, ac-
cording to Carroll (2008), “aims to help these veterans by 
ensuring they receive the full support of the higher educa-
tion community” (p. 17). The assistance program begins 
as veterans are still recovering in the hospital. They meet 
with academic advisors who help them identify career 
and/or academic goals and then determine a path of ac-
tion to achieve those goals. Carroll (2008) continues to 
describe how the initiative supports veterans: They receive 
therapy and curriculum to help them understand the na-
ture of their injury; “They are learning to develop new life 
skills, memory enhancement techniques, and other strate-
gies” (p. 17) for coping with traumatic brain injury. 

The needs of student/veterans on campus go beyond aca-
demic challenges. Describing aspects of the adjustment 
for student/veterans, Schwartz and Kay state “Academic 
difficulties are often the least of their issues” (2010, p. 2). 
Campus mental health services need to be proactive in 
serving student/veterans. Ideally, these programs would 
be offered cooperatively with the Veterans’ Administra-
tion (Chang, 2010). Community college counselors con-
firm that student/veterans seek help for PTSD and other 
problems and report that they are often overwhelmed 
with students needing assistance with personal and/or 
mental health problems (Sewell, 2010, p. 1). Michael Da-
kduk, the former Deputy Executive Director of Student 
Veterans of America, stated, “one in five combat veterans 
reported having a disability, compared with one in 10 
nonveterans. Veterans also spend more time working or 
caring for a family than do traditional college students” 
(as cited in Johnson, 2010, p. A6). This parallels the four 
categories of Thomas’ (1991) classifications of challenges 
facing adults in postsecondary education: entry challeng-
es, individual life cycles, societal changes, and the unique 
circumstances accompanying individuals as they enter the 
academic community (p. 81). These statements are further 
reinforced by Tanielian and Jaycox (2008), who report 
that approximately one-third of the Iraq and Afghanistan 
veterans have one or more of these after effects of the war. 

Querry of Columbus State Community College in Co-
lumbus, OH, is the campus’ Mental Health Coordinator 
and he echoes the needs for campus mental health services 
(2010). He identifies the population as having unique sets 
of needs as a result of their military experiences. He is 
also a consultant for U.S. military and works extensively 
with the veteran/student population both on campus and 
in his consulting work. Querry (2010) advocates strong 
faculty involvement in identifying and treating student/
veteran issues. 

Student/Veterans and Learning 

Educators recognize that the student’s frame of mind 
impacts his or her ability to learn (Palethorpe & Wilson, 
2011). College performance is affected by physiological, 
psychological, and social functioning (Schwartz & Kay, 
2010). Describing aspects of the adjustment for student/
veterans, Schwartz and Kay state “Academic difficulties 
are often the least of their issues” (2010, p. 2). Campus 
mental health services need to be proactive in serving stu-
dent/veterans. Ideally, these programs would be offered 
cooperatively with the VA (Chang, 2010). Palethorpe and 
Wilson (2011) discuss the impact of stress on a student’s 
ability to learn, explaining that high levels of stress can 
hinder the ability to learn, while moderate levels of stress 
can enhance the ability to learn. Some individuals experi-
ence such high levels of stress that they are debilitated and 
therefore unable to learn, which can lead to high drop-
out rates and poor academic performance. For student/
veterans the risk of high stress levels is probable, especially 
for those returning from combat zones. These individu-
als may need assistance in identifying academic situations 
that could become stressful before they become problem-
atic. Another study of stress on nontraditional students 
(Forbus, Newbold, & Mehta, 2011) explored the possible 
results in terms of lifestyle adjustments. Excessive stress 
on nontraditional students could result in various stress 
coping behaviors, negative attitudes about the institution 
and the college experience, and lower grade point averages. 

Faculty members, who are often the first line contact with 
the student/veterans, need to be aware of the types of 
problems student/veterans may bring to the campus. The 
American Council on Education (Cook & Kim, 2009) 
identified faculty training related to needs of the student/
veteran population was the primary activity institutions 
planned to initiate in response to the new GI Bill. This 
need is reflected in the works of Herrmann (2007) and 
Herrmann, Raybeck, and Wilson (2008). Faculty mem-
bers are often not familiar with the challenges facing the 
student veteran. Statements made unwittingly by faculty 
members in the classroom can distress the student/veteran 
(Persky & Oliver, 2010). Unintentional statements made 
may cause sensitivity and may be perceived as negative to 
the student/veteran. This problem may not be limited to 
faculty. Students may be insensitive in their interactions 
with student/veterans. Finally, the student/veteran may 
become impatient with the students who have not had 
military service, further complicating the transition pro-
cess (Sander, 2012c). 

A large percentage of students, 83%, report that while 
transitioning to college they were also dealing with “career, 
family, health, religious, or citizen changes” (Aslanian & 
Brickell, 1980, p. 65). The career, family, and health cat-

egories have a strong probability of being present in the 
student/veteran population. Many student/veterans are 
transitioning from fulltime employment in the military 
to the role of full or part time college student. While mak-
ing this transition they may also be reuniting with family 
members after long periods of absence. In some cases they 
will be adjusting to children born during their time of ser-
vice while they were deployed. The health issues student/
veterans may experience range from severe, in the form 
or some physical challenges due to loss of limb or other 
catastrophic injuries they may be in less visible forms such 
as post traumatic stress syndrome. Regardless of the level 
of severity and visibility of the impairment, this has rel-
evance for the study of student/veterans because not only 
are they are transitioning from the military (career) which 
is a significant lifestyle change, but they also may be ad-
justing to physical or emotional challenges.

Reuniting veterans with their families post deployment 
requires careful attention and integration with the other 
aspects of their lives. An example of this is Lum’s (2009) 
interview with Tess Banjko, a former Marine, who stat-
ed that she felt “more scared when she began college in 
2004 than in her three years as a Marine” (p. 9). Banjko 
attributes this fear to the difference between the highly 
structured military life, to which she quickly became ac-
customed, and the relatively unstructured aspects of col-
lege life. She was also dealing with the loss of a spouse and 
injuries sustained in the Marine Corps which ended her 
career. 

The Veterans Administration website, as well as sources on 
military bases, provide information about the transition 
to civilian life. However, the information offers limited 
discussion of the details of becoming a college student. 
This is a role for the academic institution. Many colleges 
and universities have offices to assist students who receive 
GI Bill assistance, but the primary activity of these offices 
is as certifying authorities for veterans’ benefits. They also 
may do some academic advising and may assist veterans 
in registration for classes. The identification of student/
veterans as an under addressed group reinforces the im-
portance of research for this population (Katopes, 2009; 
Kenner & Weinerman, 2011). 

Postsecondary Institutions and the New GI Bill

What do institutions have to do to attract federally fund-
ed veterans? One suggestion is to revive the partnership 
between the military and higher education with the goal 
of boosting enrollment, which would improve revenue 
flow for the institutions. Institutions must develop pro-
grams designed to attract and support veterans as they 
pursue their academic training. Jon Henry, Dean of En-
rollment Services at University of Maine at Augusta, be-
gan gearing up to attract veterans as soon as he became 

aware of the legislation (Stone, 2008). The institution has 
a veterans’ support team of more than 12 people whose 
goal is to provide support services to veterans including 
academic guidance, personal counseling and a student/
veteran campus group. Roughly 5% of the University of 
Maine at Augusta’s student population consists of veter-
ans. The college hopes to attract more veterans, and their 
federally paid tuition, to strengthen their budget position 
in the coming years. 

Research suggests that the student/veteran population 
pursuing postsecondary education faces unique circum-
stances (Lum, 2009; Rey, 2009) and reports that student/
veterans may face unique problems as they transition from 
active duty military service to college student. The Ameri-
can Council on Education reports that one of the top 
two changes all institutions are considering are providing 
professional development for faculty and staff on dealing 
with the issues facing many service members and veterans, 
and exploring state or federal funding sources or private 
grant proposal to fund campus programs. A third change 
for many public institutions involves plans to increase the 
number of veteran services and programs on campus. (as 
cited in Cook & Kim, 2009, p. 5)

SUMMARY

Because the student/veteran population brings unique 
experiences to the learning stage it is important to de-
velop programs which accommodate these experiences. 
Both Merriam and Brockett (1997) and Malley (2010) of 
the Creative Conflict Engagement Service identify col-
leges and universities as being in good position to assist 
student/veterans with their education and their reinte-
gration into civilian society. At the 2009 Conference on 
Improving College Education for Veterans, Malley (2010) 
stated, “Effective re-integration into civilian society re-
quires flexibility and adaptation, not only from the service 
member, but from those in the community” (p. 239). At 
the same conference Gomez (2010), Strategic Alliances 
Executive at Educational Testing Service, emphasized the 
need for institutions of higher education to recognize and 
utilize the human resources student/veterans bring. Go-
mez contended that emphasis is placed on K-12 education 
and that adult learning is often overlooked not only for 
veterans, but also other populations. He noted that vet-
erans can be instrumental in improving our global com-
petitiveness and productivity by improving educational 
attainment (pp. 94-96). This was also mentioned by Mer-
riam (1993), who describes the learning process as being 
capable of being viewed from the perspective of “learner, 
process or context: considered together, we have a broad-
ened understanding of the complex nature of learning in 
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adulthood” (p. 105). Merriam and Caffarella (1991) first 
introduced this model of adult learning. 

Student/veterans’ success relies not only on the individual 
student, but also on the institution (Herrmann, 2007, 
2008). The unique campus culture of each institution is 
a potential stumbling block for some student/veterans 
(Zinger & Cohen, 2010). A holistic approach by the insti-
tution is needed to address the needs of the student/veter-
ans. Meeting these needs is not limited to one department 
but is a college-wide challenge and requires the coordinat-
ed efforts of all campus departments to support and serve 
this population. The need to develop interdepartmental 
programs requires coordinated effort, knowledge, and 
ability to support and serve this population. 

Institutions of higher education have the potential to in-
crease enrollment by attracting eligible veterans who will 
receive generous educational benefits under the new G I 
Bill. However, in return for the possibility of increased 
tuition dollars, the institutions must be prepared to create 
a campus environment which will enhance the chances 
of the veterans’ academic and social success. Institutions 
will be well served by developing a campus environment 
that supports veterans. This study, therefore, provides in-
formation about today’s student/veteran population and 
their perceptions of their experiences as they transition 
from active duty military personnel to college students 
from a transformative learning perspective.
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INTRODUCTION 

The well-being of graduate students has become a com-
mon concern for higher education institutions (Mistler, 
Reetz, Krylowicz, & Barr, 2012). Many students are mov-
ing to new places, balancing a job along with schoolwork, 
while simultaneously fulfilling roles as a spouse, parent, 
or caregiver. The overwhelming process that is graduate 
school, particularly doctoral programs, can often prove 
to be too much, leading to struggles with anxiety and de-
pression and a high rate of attrition (Ali & Kohun, 2006). 
The estimated attrition rate of 40% to 70% (Ali & Kohun, 
Gardner, 2008b, Gardner, 2009) for doctoral students ap-
pears to be a clear symptom of these struggles. Gardner 

(2008b) reported that doctoral students frustrations re-
sulting from lack of support and direction, coupled with 
too much isolation with their independent work as the 
leading cause of attrition. Students in Gardner’s study 
repeatedly commented on support from an adviser as 
the most crucial factor in their success (Gardner, 2008b, 
p.340).

Isolation was a frequently cited reason for anxiety, depres-
sion, and attrition (Ali & Kohun, 2006, Grady, LaTouche, 
Oslawski-Lopez, Powers, & Simacek, 2013). Ali and Ko-
hun (2006) found the most common reasons for attrition 
to be related to financial troubles, overwhelming family 
obligations, emotional upset, feeling isolated, and confu-
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sion regarding requirements and expectations of the pro-
gram (p.24). Positive experiences with faculty and advis-
ers greatly decreased the stress experienced by one group 
of doctoral students in a study on role strain and the ef-
fects that strain has on mental health (Grady et al., 2013). 
Once again, doctoral students’ isolation and lack of sup-
port led to a great deal of stress and feelings of not being 
understood by those closest to them at home and in their 
program of study. 

The importance of providing support to doctoral students 
as they navigate their new world as students and indepen-
dent researchers is even more difficult in the age of online 
learning, a format which can be isolating. Findings from 
an annual survey through the College Board reported 
that in the fall of 2010, 6.1 million students were enrolled 
in at least one online course (Allen & Seaman, 2011). In 
addition, a recent report from the National Center for 
Educational Statistics declared that women are complet-
ing higher education degrees at a higher rate than men, 
a dramatic shift over the past 20 years (The Condition 
of Education, 2013, p.1). Zembylas (2008) found that 
women experience higher rates of anxiety in the online 
environment due to a lack of connectedness and support 
in the online environment (p.77). These overwhelming 
emotions, paired with the added pressure of studying at 
home while not being relieved of mothering or household 
responsibilities, emphasizes the need for supportive envi-
ronments for students to be healthy and successful (Zem-
bylas, 2008, p.83). 

With an increased demand for fully online programs, and 
a change of demographics in degree seekers and degree re-
cipients, understanding the factors that lead to persistence 
and continued well-being is imperative. The support and 
encouragement felt by doctoral students can be a key fac-
tor in their persistence through the program and ability 
to cope with the variety of stressors they will undoubtedly 
endure (Ali & Kohun, 2006, Gardner, 2008b, Grady et 
al., 2013). The purpose of this study was to determine the 
perceived levels of support and encouragement doctoral 
students enrolled in a totally online Ed.D program expe-
rienced from various stakeholders in regard to complet-
ing their degree. Pauley (1999) determined that support 
from partners, children, parents, and other family, peer 
support, and departmental support to be the most criti-
cal factors in successfully completing their degree. These 
dimensions of support were substantiated by many other 
researchers (Gardner, 2007, Ali & Kohun, 2006, Grady et 
al., 2013), and led to those dimensions being the focus of 
this study. A 15 question survey regarding perceived lev-
els of support was distributed to online cohorts of Ed.D. 
students. We collected 94 responses. This research takes 
special interest in any differences in the levels of support 

doctoral students may perceive according to gender. The 
following is a review of the current literature.

LITERATURE REVIEW

High rates of student attrition is a concern for adminis-
trators of on-ground and online doctoral programs. It is 
necessary to examine support structures that facilitate de-
gree completion. At some level, attrition is to be expected 
and can be the result of an appropriately rigorous degree 
program (Most, 2008, p.172). Nonetheless, attrition 
comes at great cost to all stakeholders. Universities invest 
a great deal of resources in doctoral students; this invest-
ment comes both in the form of dollars spent, and also 
the time of faculty and staff members (Pauley et al., 1999, 
p. 226). The University of Notre Dame determined that 
approximately $1 million dollars each year could be saved 
if the attrition of doctoral students diminished by 10% 
(as reported in Gardner, 2008a, p. 126). Concern for the 
student should also compel administrators to limit forces 
that constrain degree completion. 

It is generally understood that doctoral education is a dif-
ficult and lengthy process. Additionally, it is frequently 
understood to be done largely on one’s own (Cockrell & 
Shelley, 2011, p. 470). Throughout the process, student 
support may look different and will make different claims 
on the time and energy of stakeholders (Cockrell & Shel-
ley, p. 472). The various challenges of doctoral students 
include gender differences, family and workplace com-
mitments, navigating relationships within the academic 
department and processes, and financial struggles.

Gender Differences

The current body of research indicates that women in 
doctoral studies face constraints that men do not. These 
frequently included struggles around relationships with 
other academicians, opportunities for research and pub-
lication, and getting connected to opportunities within 
the department (Mansfield et al., 2010, p. 728). Until very 
recently, men continued to women in their degree comple-
tion, and completion in a timely manner (Most, 2008, p. 
180). Mansfield, Welton, Lee, and Young’s (2010) research 
indicated five primary arenas of struggle for women: “con-
straints within the organizational culture, personal and 
familial sacrifice, struggles with identity, questioning self, 
and experiences with mentoring” (p. 731). Most (2008) 
suggested that given the longitudinal evidence for gender 
differences in the success and failure of doctoral students, 
policy makers ought to take notice (p. 186). 

Support from Family

Many students find family to be a significant source of 
both stress and support during their time as doctoral stu-
dents. Pauley, Cunningham, and Toth (1999) found that 
marital status was not significantly related to the comple-
tion of the degree (p. 228). However, familial support was 
a significant determinant in receiving the doctoral degree 
(p. 230). More specifically, Pauley et al. (1999) deter-
mined that those who did not complete their degrees were 
less likely than those who did to report that they received 
a great deal of support from their families (p. 230). Maher, 
Ford, and Thompson (2004) reported that doctoral stu-
dents of either gender who experienced family struggles 
throughout the course of their studies had a particularly 
difficult time (p. 388). They also determined that wom-
en who finished their degree early were more likely than 
women who finished later to have reported having experi-
enced support from their families (74% of early-finishers 
versus 53% of late-finishers) (Maher et al., p. 399). 

Students who do not receive support and encouragement 
from their family members are likely to feel isolated. 
Moore, Lampley, and Moore (2010) explained that a per-
ceived lack of support may be the result of a family mem-
ber not understanding the nature of the graduate student 
life (p. 85). 

Support in the Workplace

Many doctoral students anticipate finding a job upon the 
completion of their degree program. Moore et al. (2010) 
explained that a key part of graduate education is con-
necting with “academic professionalism” as students earn 
degrees to develop their careers (p. 86). However, as on-
line doctoral programs proliferate, students who are al-
ready ensconced in a job and career have the opportunity 
to continue their education. Offerman (2011) pointed to 
previous research that suggested nontraditional students 
are now already employed full-time, are frequently in 
management positions within their current careers, and 
are fitting their studies into their already busy lives (p. 24, 
27). As such, support from within the existing workplace 
is crucial. 

Support in the Academic Environment

Support within the academic setting is crucial to the suc-
cess of students, and students seek this support from their 
peers, department faculty and staff, advisers, and disserta-
tion chairpersons. Sutton (2014) reported that students in 
the online setting have the opportunity to interact with 
others while developing a community that is encourag-
ing (p. 6). Furthermore, online interaction with faculty 

developed appropriate boundaries, expectations, and idea 
sharing in an academic setting (Sutton, p. 6). 

Support and Encouragement from  
Program Peers 

Research has determined that students benefit socially and 
emotionally from moving through a doctoral program in 
a cohort (Cockrell & Shelley, 2011, p. 480). Pauley et al. 
(1999) determined that support from student peers was 
positively associated with, and an important factor deter-
mining whether or not a student completed the doctoral 
program (p. 231-2). Moore et al. (2010) found that sup-
port from friends may be the most important and least 
received type of support for female doctoral students (p. 
98). Finding support and connection among fellow stu-
dents may be particularly important for nontraditional 
students. Gardner (2008a) noted that the culture of many 
doctoral programs continues to be structured primarily 
for white males; as such, those who do not match that pro-
file are more likely to feel isolated (p.128, 135). Learning 
to participate appropriately within the social norms of an 
academic field is an important part of the degree program. 
Determining these frequently hidden rules of conduct is a 
result of positive interaction with peers and faculty. 

Support and Encouragement from Faculty 

Advisers and faculty support are undeniably important for 
the success of a doctoral student. Barnes (2010) reported 
that advisers assist in providing students with valuable ex-
perience and relationships, planning for the future, struc-
turing academic life, connecting with research and publi-
cation opportunities, and create confidence and support 
(p. 324). Additionally, the adviser helped to teach doctor-
al students the social norms of the field (Barnes, 2010, p. 
324). Maher, Ford, and Thompson (2004) reported that 
many students enter doctoral programs with little expe-
rience conducting research; as such, many students have 
to learn about research prior to partnering with faculty 
and finding employment (p. 387-8). Research projects are 
important opportunities for interacting with faculty, and 
lead to greater productivity throughout the degree pro-
gram; students who conducted research are more likely to 
complete the degree (Maher et al., 2004, p. 388). 

Pauley et al. (1999) determined that students (regard-
less of gender) who reported a high level of support from 
faculty members were more likely to complete the degree 
(p. 231). Similarly, Mansfield et al. (2010) reported that 
women who finished their doctoral degrees earlier had 
experienced good mentoring and research opportunities 
with capable faculty members (p. 729). Female students 
who had relationships with female faculty were more like-
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ly to complete their programs (Mansfield et al., 2010, p. 
729). Maher et al. (2004) determined that early-finishing 
women in doctoral programs were more likely to have re-
ceived good advising and good relationships with faculty 
members (p. 394, 397). Alternately, women who took lon-
ger to complete their degree reported having experienced 
poor advising (47%) and obstruction from faculty mem-
bers (36%) (Maher et al., 2004, p. 397). 

In researching the common expectations exceptionally 
successful advisers had for their doctoral students, Barnes 
(2010) determined that these advisers expected “1) Advi-
sees will be committed to the doctoral degree process; 2) 
Advisees will have integrity; 3) Advisees will work hard; 
4) Advisees will make progress; and 5) Advisees will be 
good departmental/disciplinary citizens” (p. 331). Previ-
ous studies indicated that students expected their advisers 
to serve as role models, motivators, guides, professional 
development experts, and sources of information (Barnes, 
2010, p. 325-6). 

Developing collegial and meaningful relationships be-
tween faculty and students is key for providing students 
with needed support. Golde recommended fostering rela-
tionships through departmental traditions and events (as 
cited in Cockrell & Shelley, 2011, p. 480). Pauley et al. 
(1999) found that students believed more non-classroom 
interaction with faculty would be beneficial (p. 233). 
Mansfield et al. (2010) recommended utilizing resources 
from external sources to ensure that female students are 
fully supported and encouraged throughout their pro-
grams of study (p. 735).

Support and Encouragement from  
Dissertation Chair

In addition to the support required from faculty mem-
bers and academic advisers, support from the dissertation 
chair is key. Pauley et al. (1999) found that students who 
reported receiving support from their dissertation chair-
person were more likely to finish their degree program 
(p. 232). Furthermore, Barnes (2010) reported on a study 
that determined 44% of students who completed course-
work but not their dissertations attributed their failure to 
negative relationships with their dissertation chairperson 
(as cited in Barnes, p. 324). 

Financial Concerns for Doctoral Students

As in all iterations of higher education, funding a doc-
toral program is a concern for many students. Pauley et 
al. (1999) determined that the amount of funding avail-
able was positively connected with degree completion (p. 
229). Furthermore, a lack of funding can be connected 
to a longer time spent completing the program (Maher et 

al., 2004, p. 387). Maher also reported that “women were 
more likely than men to be dependent on personal re-
sources (40.5% versus 25.7%)” (p. 387). As many students 
accrue student loan debt throughout their undergraduate 
and graduate school educations, it becomes difficult to 
continue borrowing to pay for education. 

METHODS

The purpose of this quantitative study was to determine 
the ways in which men and women experienced support 
and encouragement during their Doctor of Education 
program. Using the following research questions, we de-
termined that a survey would be the best method for seek-
ing the answers to our questions. 

Research Question 1

Is there a significant difference on the mean scores of the 
Family dimension of the Support and Encouragement 
survey between female and male doctoral students?

Research Question 2

Is there a significant difference on the mean scores of the 
Place of Employment dimension of the Support and En-
couragement survey between female and male doctoral 
students?

Research Question 3 

Is there a significant difference on the mean scores of the 
Program Peers/Faculty dimension of the Support and En-
couragement survey between female and male doctoral 
students?

Research Question 4

Is there a significant difference on the mean scores of the 
Dissertation Chair dimension of the Support and En-
couragement survey between female and male doctoral 
students?

After securing approval from the Educational Leadership 
and Policy Analysis Department and the Institutional 
Review Board (IRB) at the participating university, the 
survey was distributed by email to all doctor of education 
students. The survey questionnaire included 10 Likert-
Scale questions regarding perceived levels of support and 
encouragement, one question regarding financial support, 
two ranking questions, and one demographic question 
regarding gender. The research questions and subsequent 
survey questions were grouped into dimensions (Family, 
Place of Employment, Program Peers/Faculty, Disserta-

tion Chair) that were commonly reported dimensions 
discovered through a review of the literature as important 
sources for support and encouragement. 

RESULTS

Data were collected over a three-week span from the ini-
tial distribution. There were 94 respondents to the online 
survey. Fifty-two (65%) of the respondents were female, 
and 28 (35%) were male. Fourteen respondents did not 
self-identify. Using an independent samples t-test, it was 
determined that female and male doctoral students report 
very similar experiences in support and encouragement 
among all dimensions. The majority of doctoral students 
reported the highest level of support (Total Support) for 
almost all of the areas of survey. Spouse, Partner, or Sig-
nificant other was the highest rated level of support, 67%. 
Other high level rankings were for family members (52%), 
employment peers (54%), immediate supervisor (59%), 
student peers (52%), and program adviser (48%). 

For Research Question 1 an independent-samples t test 
was conducted to evaluate whether the mean scores on 
the Family dimension (spouse, children, and other family 
members) of the Support and Encouragement survey were 
significantly different between male and female doctoral 
students. The perceived level of support and encourage-
ment received from family was the test variable and the 
grouping variable was gender. The test was not significant, 
t(92)= -.37, p =.713. The h2 index was .001, which indicat-
ed a small effect size. Male doctoral students’ (M = 12.83, 
SD = 1.77) perceived level of support and encouragement 
from their family members was about the same as female 
doctoral students’ perceived level (M = 12.97, SD = 1.70). 
The 95% confidence interval for the difference in means 
was -.90 to .62. The distributions of scores for the two 
groups are displayed in Figure 1. 

For Research Question 2 an independent-samples t test 
was conducted to evaluate whether the mean scores on the 
Place of Employment dimension (peers, immediate super-
visor, and top supervisor) of the survey were significantly 
different between males and females. The perceived level 
of support and encouragement received at their place of 
employment was the test variable and the grouping vari-
able was gender. The test was not significant, t(92)= 1.06, 
p =.347. The h2 index was .012, which indicated a small 
effect size. Male doctoral students’ (M = 13.17, SD = 
1.86) perceived level of support and encouragement from 
their place of employment was about the same as female 
doctoral students’ perceived level (M = 12.67, SD = 2.20). 
The 95% confidence interval for the difference in means 
was -.43 to -1.42. The distributions of scores for the two 
groups are displayed in Figure 2.

For Research Question 3 an independent-samples t test 
was conducted to evaluate whether the mean scores on the 
Program Peers/Faculty dimension (student peers, adviser, 
and department faculty) of the survey were significantly 
different between males and females. The perceived level 
of support and encouragement received from program 
peers/faculty was the test variable and the grouping vari-
able was gender. The test was not significant, t(92) = -1.74, 
p =.318. The h2 index was .032, which indicated a small 
effect size. Male doctoral students’ (M = 12.17, SD = 
2.34) perceived level of support and encouragement from 
their program was about the same as female doctoral stu-
dents’ perceived level (M = 12.92, SD = 1.77). The 95% 
confidence interval for the difference in means was -1.62 
to .11. The distributions of scores for the two groups are 
displayed in Figure 3.

For Research Question 4 an independent-samples t test 
was conducted to evaluate whether the mean scores on the 
Dissertation Chair dimension of the survey were signifi-
cantly different between males and females. The perceived 
level of support and encouragement received for the dis-
sertation chair was the test variable and the grouping vari-
able was gender. The test was not significant, t(49) = -.733, 
p =.162. The h2 index was .006, which indicated a small 
effect size. Male doctoral students’ (M = 4.00, SD = 1.42) 
perceived level of support and encouragement from their 
dissertation chair was about the same female doctoral 
students’ perceived level (M = 4.24, SD = .90). The 95% 
confidence interval for the difference in means was -1.62 
to .12. 

When asked to rank a list of sources of support and en-
couragement, over 71% ranked Spouse, Partner, or Sig-
nificant other as being most important. Other sources 
that were ranked as important were Immediate Supervi-
sor, Children, and Workplace Peers. In regards to finan-
cial support, most reported a combination of Self (72%), 
Employer (66%), and Financial Aid/Scholarships (59%) 
funding their pursuit of their doctoral degree. 

DISCUSSION

Respondents of the survey were doctoral students in an 
Educational Leadership program. The department’s pri-
mary purpose “is the graduate preparation of individuals 
who will serve as educational leaders in K-12 schools, com-
munity/technical colleges, four year colleges and universi-
ties, and organizations/agencies” (“Welcome,” n.d., para. 
4). Students advance through the program in cohorts of 
approximately 12-15 students. Course offerings are exclu-
sively online, but the department is based on a campus, 
all faculty members are located on campus. Additionally, 
the participating university employs a Graduate Student 
Success Specialist whose job is to provide specialized as-
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sistance to students as they face academic and personal 
hardships. Based on survey results, these current support 
structures seem to be providing adequate support for stu-
dents at this time.

Doctoral students reported feeling supported and encour-
aged, but there continues to be room for growth in this 
area. Responses from the question inviting participants 
to share other comments regarding their support and 
encouragement throughout the program indicated that 
some students perceived the need for increased support 
for each dimension of the study. 

Limitations

It is important to note that this study was conducted in 
one department at a mid-sized, regional university. The 
homogeneity of the participants could be a meaningful 
limitation. Further research in this regard could expand 
into other departments, programs of study, and univer-
sities. Additionally, further research could examine the 
ways in which support and encouragement is conveyed, 
and the ways in which individuals communicate their 
need for support.

Recommendations

We recommend department administrators consider 
creating opportunities for students and their families to 
interact in relaxed, fun environments. By bringing those 
separate spheres together, families may respond with more 
support. Furthermore, spending time together may help 
students and faculty members build meaningful, support-
ive relationships. Academic advisors and faculty could 
consider implementing “check-in” communications with 
students throughout the semester. Standardizing due 
dates and communication response times may also pro-
vide support to students. Finally, administrators should 
ensure that students are aware of the various resources 
that are available to students.

CONCLUSION 

Educating, retaining, and preparing doctoral students re-
quires a high level of support and encouragement. Pauley 
et al. (1999) determined that the most significant predic-
tor of degree completion was the student’s self-reported 
level of motivation (p. 232). Nonetheless, through the in-
frastructure of supportive systems provided by faculty and 
administration, this internal motivation can be bolstered 
and student outcomes can be improved. 

As evidenced by the results in the survey, the majority of 
students currently enrolled in the participating doctoral 
program, regardless of gender, are feeling high levels of 

support from most dimensions in their life. Doctoral 
students have diverse backgrounds and correspondingly, 
diverse needs for support and encouragement. The results 
indicated that most respondents reported that they were 
getting the support they needed. While improvements to 
provide more support on an administrative level may be 
necessary, doctoral students in this study are receiving the 
levels of support and encouragement needed to persist to 
completion. 
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INTRODUCTION

The list of the 30 best accounting schools for undergradu-
ates is published by the Accounting Degree Review, an 
online resource dedicated to providing unbiased and ob-
jective rankings and reviews of accounting and finance 
degree programs. In an effort to combine the rankings 
from U.S. News & World Report, Bloomberg Business-
week, and Public Accounting Report, the Accounting 
Degree Review reassesses factors such as reputation, pres-
tige, student evaluations, accreditation, and costs in devel-
oping its listing (D. Barizo, 2015). U. S. News & World 
Report surveys deans and senior faculty members from 

business schools that are accredited by the Association 
to Advance Collegiate Schools of Business (AACSB) In-
ternational (Morse, 2014). Respondents are asked to ap-
praise the undergraduate business program quality on a 
scale of 1 (marginal) to 5 (distinguished) for each program 
with which the respondent is acquainted (Morse, 2014). 
The Public Accounting Report also utilizes a survey ap-
proach but focuses exclusively on acquiring the opinions 
of accounting faculty (Public Accounting Report, 2013). 
Bloomberg Businessweek analyzes 27,561 surveys from se-
nior business majors that consider their satisfaction with 
program performance in teaching, academic services, 
and career support, as well as, 218 employer surveys that 
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consider which programs produce the highest quality of 
graduates (Gloeckler, 2013). In addition to the surveys, 
which account for 50 percent of the final rank, Bloom-
berg Businessweek considers other data related to SAT 
scores, student-faculty ratio, the class size of core business 
classes, student internship percentages, and other factors 
related to the Master of Business Administration (MBA) 
program (Gloeckler, 2013). Therefore, by utilizing the 
ratings from all these sources, the Accounting Degree 
Review list incorporates the subjective input of deans, 
faculty, students and employers, as well as objective data. 
Therefore, by utilizing the ratings from all these sources, 
the Accounting Degree Review list incorporates the sub-
jective input of deans, faculty, students and employers, as 
well as objective data.

The information for this paper has been acquired by vis-
iting the web pages for the accounting programs listed 
in the Accounting Degree Review as the best 30 under-
graduate accounting programs. Additionally each school’s 
catalog web page has been visited to gather supplemental 
information and to review the content of accounting and 
business courses included in this study. Information in 
tables as presented to show findings from private and pub-
lic schools as well as Business Accredited (only) and Ac-
counting Accredited schools.

BEST 30 UNDERGRADUATE  
ACCOUNTING PROGRAMS

The best 30 undergraduate Accounting Programs are 
shown in Table 1 by rank as determined by Accounting 
Degree Review. A closer look at Table 1 reveals that 20 
of the programs are in public universities and 10 are in 
private. While all 30 programs possess AACSB accredi-
tation, 16 of the programs at public universities or 80% 
also have AACSB accounting accreditation compared to 
5 programs or 50% of the private programs.

Hours in an Accounting Degree and  
Other Graduate Accounting Degrees Offered

A summary of the best undergraduate accounting pro-
gram’s general hour requirements and the additional ac-
counting graduate programs offered at these universities 
are summarized in Table 1 by school

The number of semester hours for an undergraduate de-
gree is indicated in the Degree column and ranges from 
a maximum of 128 credit hours (required at two schools) 
to a minimum of 114 credit hours. The most common 
requirement is 120 hours required by 46.7% or 14 of the 
schools. If a school operates on the quarter system, all 

hours in all tables have been converted to a semester basis. 
The University of Pennsylvania does not measure under-
graduate graduation requirements by credit hours but by 
credit units. The core column refers to courses required in 
the business core at the school. When the school’s catalog 
for business did not present a business core, the courses 
required by the different majors in business were com-
pared to determine those courses which are common to 
all majors. Introductory courses in accounting are not in-
cluded in the accounting major hours but in the business 
core. The University of Virginia requires the most hours 
required in the business core, 57.5 hours, and Northern Il-
linois University the least hours, 34 hours, are required by. 
Only two schools, University of California, Berkley and 
Cornell University did not offer some type of Masters of 
Accountancy Degree or an MBA with an accounting con-
centration; however, both of these schools along with 21 
other schools did offer a doctorate in accounting.

Table 2 provides a summary of the information by type of 
degree from Table 1, dividing the list into those schools 
with business-only and those with accounting accredita-

tion, further subdividing each accreditation category into 
public and private schools. The last column in the table 
presents a total overall average for all schools regardless 
of category. Between four and six programs in the best 30 
programs in the authors’ opinion do not really offer an 
undergraduate accounting degree but were voted for likely 
because of the business schools’ reputation.

In undergraduate accounting programs, private schools 
on average require more hours for a degree than public 
institutions. However, while private schools require on 
average more hours both in the core and accounting major 
than public business accredited schools, public account-
ing accredited schools require more hours both in the core 
and accounting major than accounting accredited private 
schools.

Undergraduate Accounting Required in a Degree

A summary of the accounting curriculum is presented in 
Table 3. Accounting curriculum requirements show that a 
school requires the course as (1) either part of the business 

Table 2 
Overview of the Best 30 Undergraduate Accounting Programs 

and Related Graduate Programs by Type of Degree

Data Description
Business Accredited only Accounting Accredited

Grand 
TotalPrivate Public Total Private Public Total

Schools 5 4 9 5 16 21 30

Min Hours for a BS Degree 114 120 117 120 120 120 118.5

Max Hours for a BS Degree 128 120 124 128 128 128 126

Average Hours for a BS Degree 121 120 120.5 123.2 121.2 122.2 121.4

Min Hours in Acct Major 12 12 12 18 12 15 13.5

Max Hours in Acct Major 27 26 26.5 26 31 28.5 27.5

Average Hours in the Acct Major 18 17.8 17.9 22 23.3 22.7 20.3

Avg Sem Hours in the Business Core 47 46.8 46.9 40.7 48.7 44.7 45.8

Avg Hours of Acct in the Bus Core 6.4 6.5 6.5 6 6.2 12.2 9.3

Schools Offering an MS in Acct 3 3 6 5 16 21 27

Schools Offering an MS in Tax 1 1 2 3 9 12 14

Schools Offering MS in Info Sys     0   1 1 1

Schools Offering an Acct MBA 2 1 3   1 1 4

Table 3 
Accounting Courses and Semester Hours Required in a Degree

Categories
Business Accredited Accounting Accredited Grand 

TotalPrivate Public Total Private Public Total

Introductory (Number of Schools) 5 4 9 5 16 21 30

Introductory (Avg. Hours Required) 6.4 5.8 6.1 6 6 6 6.0

Intermediate (Number of Schools) 4 4 8 5 16 21 29

Intermediate (Avg. Hours Required) 5.3 5.0 5.1 7.0 6.3 6.5 6.1

Tax (Number of Schools) 4 4 8 5 14 19 27

Tax (Avg. Hours Required) 3 3.3 3.1 3 3.2 3.1 3.1

Cost/Managerial (Number of Schools) 3 3 6 4 14 18 24

Cost/Managerial (Avg. Hours Required) 3 3 3 3 3.1 3 3

Auditing (Number of Schools) 2 2 4 5 14 19 23

Auditing (Avg. Hours Required) 3 3.5 3.3 3.6 3 3.1 3.2

AIS (Number of Schools)     0 4 14 18 18

AIS (Avg. Hours Required)     0 3.5 3.1 3.3 3.3

Analysis of FS (Number of Schools) 2 3 5   1 1 6

Analysis of FS (Avg. Hours Required) 3 3 3   3 3 3

Adv Financial (Number of Schools) 1 1 2 1 1 2 4

Adv Financial (Avg. Hours Required) 3 4 3.5 3 3 3 3.3

Other (Number of Schools) 5 4 9 5 16 21 30

Other (Avg. Hours Required) 10.4 4.9 7.9 4.4 8.5 7.5 7.7
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core as a requirement of all business majors or (2) as part 
of the required accounting major at the school. Elective 
courses have not been included in this table. The courses 
are listed with the course being required most often being 
listed first in the table, followed by the second most often 
required course. This process is followed until accounting 
courses required by less than 4 programs are lumped to-
gether in the “Other” category. Accounting Courses are 
shown as to the number and type of school requiring the 
course and the number of semester hours required.

Introductory Accounting

Table 4 an “Overview of Introductory Accounting” sum-
marizes how the first course of accounting is covered in 
all of the best 30 accounting programs. Schools naming 
the first introductory course Principles of Accounting are 
not distinguished from those referring to the first course 
as Fundamentals of Accounting. According to course 
descriptions reviewed, the use of the name Principles of 
Accounting consistently indicates that, rather than sepa-
rating financial accounting and managerial accounting 
into two separate courses, the first required course cov-
ers a portion of the financial accounting required in the 
program and the second course completes the study of fi-
nancial accounting, at the introductory level, in the first 
portion of the second course. The remainder of the second 
principles course is devoted to the study of managerial ac-
counting.

Twenty-five of the thirty schools teach introductory ac-
counting in a two course sequence with the first course be-
ing financial accounting and the second being managerial 
accounting. Three Schools teach introductory accounting 
using the principles of accounting format and the remain-
ing two schools require one course which is a survey of 
financial and managerial topics.

Intermediate Accounting

Only one of the best 30 programs does not require Inter-
mediate accounting. Several of the programs listed in the 
best 30 do not offer a degree in accounting at the under-
graduate level. Although, one program does not require 
intermediate accounting, intermediate accounting is one 
of several accounting elective courses that can be chosen 
for a business degree. Table 5 includes as intermediate 
courses those titled “Intermediate” or “Financial Report-
ing & Analysis.” Intermediate refers to the traditional 
method of teaching intermediate. Financial Reporting & 
Analysis refers to using the Accounting Codification and 
case studies to teach intermediate accounting. At least one 
intermediate course is required by 29 of the programs; 
however, a second course in intermediate accounting is re-
quired by 25 schools. Although the traditional approach 
to teaching intermediate is the most common approach 
to teaching the first course in intermediate for the 30 best 
programs, the table reveals that several schools using the 
traditional approach switch to the case approach in the 
second course. This switch accounts for more programs 
requiring the case approach for the second course than the 
first course. A third course in intermediate accounting, all 
of which are taught using the traditional approach, is re-
quired at only two schools. Both of those schools are pub-
lic and have AACSB accounting accreditation. The cata-
log description of any school requiring a third course has 
been examined to ensure that it is actually intermediate 
and not advanced accounting. Any that consisted of pri-
marily advanced accounting textbook topics was counted 
as an advanced accounting course.

Federal Income Tax

Table 6 shows a tax course is required in 27 of the best 
30 accounting programs. No program required more than 

one tax course and the number of semester hours for the 
course ranged from two semester hours to four semester 
hours. In six of the 27 programs the course is based on 
individual income tax. No program required a course in 
primarily corporate income tax. Five of the schools have 
a course than is part Individual and part corporate in-
come tax. At the remaining sixteen schools requiring a 
tax course, the course is based upon tax and business deci-
sions.

Cost Accounting

In the best 30 accounting programs, Table 7 shows that 24 
schools require a course in Cost Accounting. The course 
is a three semester hour course at 21 of the 24 schools. 
At two schools, it is a four semester hour course. At one 
school using the quarter system, it is a three hour quarter 
course, which converts on the semester system to a 2.7 se-
mester hour course.

Table 4 
Overview of Introductory Accounting

Principles of Accounting
Business Accredited only Accounting Accredited Grand 

TotalPrivate Public Total Private Public Total

Schools Requiring Courses in Introductory Accounting 5 4 9 5 16 21 30

Average Hours Required in Introductory Accounting 6.4 5.8 6.1 6 6 6 6

Schools Requiring Accounting Principles I 1 2 3 3

Schools Requiring Accounting Principles II 1 2 3 3

Schools Requiring Survey of Accounting 1 1 1 1 2

Schools Requiring Financial Accounting 5 3 8 4 13 17 25

Schools Requiring Managerial Accounting 5 3 8 4 13 17 25

Table 5 
Overview of Intermediate Accounting

Intermediate Accounting
Business Accredited Accounting Accredited Grand 

TotalPrivate Public Total Private Public Total

Schools Requiring Courses in Intermediate 4 4 6 5 16 21 29

Average Hours Required in Intermediate 5.3 5 5.8 7 6.3 6.5 6.1

Schools Requiring Intermediate 1 3 3 6 3 11 14 20

Schools Requiring Intermediate 2 3 2 5 3 7 10 15

Schools Requiring Intermediate 3       0 2 2 2

Schools Requiring Fin Reporting & Analysis 1 1 1 2 2 5 7 9

Schools Requiring Fin Reporting & Analysis 2       2 8 10 10

Table 6 
Overview of Federal Income Tax

Federal Income Tax
Business Accredited only Accounting Accredited Grand 

TotalPrivate 
(N=5)

Public 
(N=4) Total Private 

(N=5)
Public 
(N=16) Total

Schools Requiring Courses in Tax 4 4 8 5 14 19 27

Average Hours Required in Tax 3 3.3 3.1 3 3.2 3.1 3.1

Schools Requiring Individual Tax 1 1 2 1 3 4 6

Schools Requiring Corporate Tax 0 0 0 0 0 0 0

Schools Requiring Ind & Corp Tax 0 0 0 1 4 5 5

Schools Requiring Tax & Bus Dec. 3 3 6 3 7 10 16

Table 7 
Overview of Cost Accounting

Cost/Managerial
Business Accredited Accounting Accredited

Grand 
TotalPrivate 

(N=5)
Public 
(N=4) Total Private  

(N=5)
Public 
(N=16) Total

Schools Requiring Courses 3 3 6 4 14 18 24

Average Hours Required 3 3 3 3 3.1 3 3
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Auditing

Auditing is required only in 23 of the best 30 undergradu-
ate programs. The course at 21 of the schools is a financial 
auditing course. One school requires internal auditing 
and one school requires a two semester hour course in 
financial auditing and a two semester hour course in in-
ternal auditing. For reporting purposes the Table 8 com-
bines the two, two semester hour auditing courses, into 
one, four hour semester course.

Accounting Information Systems

Table 9 shows accounting information systems are re-
quired in 18 of the best accounting programs. The course 
ranges from 2.7 semester hours to 4 semester hours. Six-
teen of the schools show the course as Accounting In-
formation Systems. At one school, the course is titled 
Business Process Analysis and at the remaining school, it 
is Enterprise Process Analysis and Design. The most fre-
quently used phrases in the course descriptions are “inter-
nal controls”, mentioned by 14 schools, and “business pro-
cesses” or “transaction cycles”, mentioned by 12 programs.

Analysis of Financial Statements

In the best 30 accounting programs, Analysis of Financial 
Statements is required by six schools as shown in Table 
12. The course if offered is a three hour semester course 
at all schools.

Advanced Accounting

Table 11 shows that only four schools require Advanced 
Financial Accounting. An examination the Catalog de-
scriptions of all four courses indicated that the primary 
topic common to all these courses is Business Combina-
tions.

Other Courses Required by the  
Accounting Major

The Overview of Other Required Courses by the Ac-
counting Major, Table 12, shows other courses required 
for the accounting major outside the business core that 
are both accounting and non-accounting courses in the 
30 best undergraduate accounting program. Accounting 
courses are shown only if the number of programs requir-
ing the course is less than four programs. One of the inter-
esting findings is that at the undergraduate level none of 
the 30 best programs required either a Non-Profit/Gov-
ernmental course or an Internship course. This finding 
is not say the courses are not offered as an undergraduate 
elective course but that they are not required. Twelve of 

the schools required a minimum of one elective account-
ing course and three other schools required a minimum 
of one accounting or business elective course. Of the 12 
schools requiring accounting electives, two require three 
accounting electives and two require 2 accountings elec-
tives. Of the three schools requiring an accounting or 
business elective, two of the schools require two courses.

Other Required Courses

An Accounting Ethics course is required at only two 
of the 30 best accounting programs both programs are 
AACSB accounting accredited. Eleven other schools re-
quired an ethics course as part of the business core. Six 
of these schools required a course in Business Ethics and 
five required a course in Professional Responsibilities and 
Leadership. An additional 11 programs require ethics as 
part of the business core. Of the 11 programs, seven have 
accounting accreditation and of the 11 programs, six and 
public universities.

Only two programs require a business law course on the 
Uniform Commercial Code as part of the accounting ma-
jor. At both of the schools, a business law course – Legal 
Environment of Business – is required as part of the busi-
ness core of all business majors. Only one school did not 
require a business law course as part of the business core 
or accounting major. Of the 29 schools requiring business 
law as a part of the business core, 18 of the schools re-
quired the Legal Environment of Business and 11 schools 
required the Uniform Commercial Code.

While not part of the accounting major, the math require-
ment at these 30 schools is informative as seen in Table 
13. One school does not have a Math requirement due to 
choices available to all students in the University’s Gen-
eral Education Requirements; however, all prospective 
accounting students are informed that courses in Finite 
Math and statistics are not required but are “strongly rec-
ommended.” It should be noted that at this school admis-
sion is required to the accounting program prior to the 
junior year. The remaining 29 programs require at least a 
calculus course and at least one statistics course. Eleven of 
the programs require a second math course. Both schools, 
in which Math for Business Analysis is required, require 
calculus as a prerequisite for this course.

Further Study

With the almost universal requirement of 150 hours to 
sit for the CPA exam, a study including graduate hours 
could be revealing. All but two of the schools studied 
have graduate accounting master’s degrees or MBA’s with 
an accounting emphasis. One of these schools requires 
26 upper division hours of accounting in its program. If 

enough accounting A\accredited schools without master’s 
programs could be found and analyzed for comparison to 
the 28 schools on the best 30 undergraduate accounting 
programs list with master’s programs, it would be interest-
ing to compare the Cost, Tax, Auditing, Accounting In-
formation Systems, Non- Profit Accounting, Analysis of 
Financial Statements, Advanced, and Internship require-
ments between the two groups of schools.

Table 8 
Overview of Auditing

Auditing

Business Accredited Accounting Accredited
Grand 
TotalPrivate 

(N=5)
Public 
(N=4) Total Private 

(N=5)
Public 
(N=16) Total

Schools Requiring Courses in Auditing 2 2 4 5 14 19 23

Average Hours Required in Auditing 3 3.5 3.3 3.6 3 3.1 3.2

Schools Requiring Financial Auditing 2 1 3 5 14 19 22

Schools Requiring Internal Auditing  0 1 1 1  0 1 2

Table 9 
Overview of Accounting Information Systems

Accounting Information Systems (AIS)
Business Accredited Accounting Accredited

Grand 
TotalPrivate 

(N=5)
Public 
(N=4) Total Private 

(N=5)
Public 
(N=16) Total

Schools Requiring Courses in AIS 0 0 0 4 14 18 18

Average Hrs Required in AIS 0 0 0 3.5 3.1 3.3 3.3

Schools Requiring AIS 0 0 0 4 12 16 16

Schools Requiring  
Business Process Analysis 0 0 0 0 1 1 1

Schools Requiring Enterprise Process 
Analysis and Design 0 0 0 0 1 1 1

Table 10 
Overview of Analysis of Financial Statements

Analysis of Financial Statements

Business Accredited Accounting Accredited
Grand 
TotalPrivate  

(N=5)
Public 
(N=4) Total Private  

(N=5)
Public 
(N=16) Total

Schools Requiring Courses in 
Analysis of Financial Statement 2 3 5 1 1 6

Average Hours Required in  
Analysis of Financial Statement 3 3 3 3 3 3

Table 11 
Overview of Advanced Accounting

Advanced Financial
Business Accredited Accounting Accredited Grand 

TotalPrivate 5 Public 4 Total Private 5 Public 16 Total

Schools Requiring Courses in Advanced 1 1 2 1 1 2 4

Average Hours Required in Advanced 3 4 3.5 3 3 3 3.3
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Table 12 
Overview of Other Required Courses By the Accounting Major

Other

Business Accredited Accounting Accredited
Grand 
TotalPrivate 

(N=5)
Public 
(N=4) Total Private 

(N=5)
Public 
(N=16) Total

Schools Requiring Other Courses 5 4 9 5 16 21 30

Average Hrs Required in Other 10.4 4.9 7.9 4.4 8.5 7.5 7.7

Schools Requiring Non Profit             0

Schools Requiring Internship             0

Schools Requiring Analysis of Fin Stat 2 3 5   1 1 6

Schools Requiring Business Valuation 2   2       2

Schools Requiring Advance Fin Rept       1 1 2 2

Schools Requiring International Acct 1 1 2       2

Schools Requiring Acct Ethics       1 1 2 2

Schools Requiring Career Planning         5 5 5

Schools Requiring Uniform Com Code         2 2 2

Schools Requiring Business Comm         4 4 4

Schools Requiring Portfolio Mgmt 1   1       1

Schools Requiring Corporate Finance         1 1 1

Schools Requiring Micro Econ         1 1 1

Schools Requiring Decision Processes       1 1 2 2

Schools Requiring Operations Mgmt         1 1 1

Schools Requiring Strategic Mgmt         5 5 5

Schools Requiring Spec. out of Acct         2 2 2

Schools Requiring Acct Electives 2 1 3 1 8 9 12

Average Hours of Acct Electives 6 6 6 3 4.1 4 4.5

Schools Requiring Acct or Bus Elect 2   2   1 1 3

Table 13 
Required Math Courses

Type of Math Course
Schools 

Requiring 
Course

Pre-calculus 2

Finite Math 7

Calculus 29

Math for Business Analysis 2

Statistics 29

Appendix 
University Web Sites:

Name of University University Catalog Web Site

Brigham Young University http://saas.byu.edu/catalog/2013-2014ucat/

University of Illinois at Urbana-Champaign http://provost.illinois.edu/ProgramsOfStudy/2013/fall/
programs/index.html

University of Notre Dame http://registrar.nd.edu/BOI/BOI.php
The University of Texas at Austin http://registrar.utexas.edu/catalogs
Indiana University Bloomington http://www.indiana.edu/~bulletin/iub/
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INTRODUCTION

The Women in Educational Leadership Conference 
(WELC) was founded in 1987 at the University of Ne-
braska-Lincoln. This was a time in the U.S. when Title IX 
was new and few women held leadership roles in higher 
education or K-12 settings. Affirmative action was a na-
tional concern at the time. In 1987, 2% of the professors of 
educational administration were women. The University 
of Nebraska-Lincoln hired its first woman professor in the 
department of educational administration in 1986.

At that time, the department was experiencing a steady 
increase in the number of female students in the tradi-
tionally, all-male educational administration program. To 
address the challenge, a survey of women educators was 
conducted in 1986 and served as the basis for developing 
WELC.

The conference was designed as a benefit to the graduate 
students in the educational administration program at 
the university. The conference featured women adminis-
trators and faculty members from higher education and 
K-12 settings as invited presenters. These individuals were 
to serve as potential role models for the graduate students. 
From the beginning women and men have attended the 
conference.

During the past 28 years, the conference has developed 
into a national event. Conference presenters and attend-
ees throughout the years have come from all 50 states and 
other countries as well.

HOW WELC HAS BEEN SUSTAINED

In the U.S., professional associations and conferences 
have experienced difficulty in sustaining membership and 
attracting the necessary attendance at conferences to meet 
the expenses of the events. Petersen in 2000 conducted a 
study of three prominent national educational profession-
al associations to identify the organizations’ experiences 
sustaining membership and activities. The associations 
reported declining numbers and difficulty attracting par-
ticipation at the conferences that were sponsored.

The core theme of WELC has continued to be leader-
ship. The topic has not faded in importance in the field 
of educational administration. The conference has been 
strengthened and sustained through a) a continuous em-
phasis on research, b) attendees who have attended the 
conference multiple times, c) “word-of-mouth” endorse-
ments of the conference, d) individuals who bring col-
leagues to the conference. e) the role of graduate students 
in the conference, and f) the opportunities that arise from 
conference attendance. Each of these aspects is discussed 
in the following sections.

Research focus

In the early years, the conference attendees were predomi-
nantly teachers and administrators from K-12 settings. 
Individuals from Nebraska were the core audience. How-
ever, when school district policies changed in the state, 
the teachers and administrators were required to “stay in 
their buildings.” For a time, there was limited funding for 
professional development. This led to decreased participa-
tion by the K-12 individuals.
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In recent years, an increase in postsecondary faculty at-
tendance has enhanced the research focus of the confer-
ence. In turn, the conference has been a welcoming ex-
perience for individuals who are traveling the promotion 
and tenure track. Increased attendance by postsecondary 
administrators has emphasized the practice of educational 
leadership during the sessions and in the conversations. 
This transformation has extended the reach of WELC 
from a Nebraska phenomenon to a national and interna-
tional event.

Doctoral students have the opportunity to present their 
research in its various phases and receive “constructive” 
feedback from a supportive audience who “get it.” Profes-
sors from other universities sponsor their graduate stu-
dents at the conference as well. 

In the early years of the conference, the presenters were in-
vited speakers. However, the practice of issuing an annual 
call for proposals for conference presentations became a 
regular feature of conference planning by the fifth year of 
the conference. In the first years of the conference, there 
would be as many as four keynote presentations and no 
more than ten concurrent sessions.

Since the conference’s fifth year, 75 proposals for concur-
rent presentation are accepted each year and typically 
two keynote speakers present as well. This process has in-
creased the value of the conference to attendees who have 
multiple session options. The content of the conference 
has been enriched as well. The presenters for the 75 ses-
sions have “ownership” of the conference through their 
active participation in the event.

Repeat attendance, “word-of-mouth” endorse-
ments, and bring a colleague

Throughout the years of the conference, some individuals 
have attended every conference since its founding. Some 
individuals have attended many conferences. Some first-
time participants attend each year. The repeat attendees 
continue to return for a variety of professional and per-
sonal reasons.

Word-of-mouth endorsements became evident by the 
fifth year of the conference. At this conference, it was an-
nounced by a first-time conference attendee that as a new, 
untenured woman professor at a Texas university, she had 
been strongly encouraged by a male colleague in her de-
partment to attend because he knew the conference coor-
dinator and had heard about the value of the event. This 
was a critical point in the history of the conference since it 
was clear evidence of the word-of-mouth aspect of spread-
ing the network for women in educational leadership. The 
professor from Texas has returned to the conference many 
times.

Individuals have developed allegiances with the confer-
ence because of their involvement as graduate students. 
Professors welcome the opportunity to present their re-
search. Conference attendees have access to contemporary 
research on women and leadership. Individuals bring col-
leagues or graduate students as guests to the conference. 
Individuals come to the conference to announce faculty 
and administrative positions at their institutions or to 
seek papers for journals they edit. Job connections and 
publication opportunities have been created through the 
network. External reviewers for promotion and tenure 
files have been identified by meeting new colleagues at the 
conference.. Mentoring relationships have been formed 
among conference participants.

Role of graduate students

Throughout the 28 years of the conference, a graduate 
student assistant has been assigned to work with the con-
ference coordinator. With one exception, these students 
have been completing doctoral studies at the university. 
The students who assist with the conference have been 
considered conference co-coordinators. The graduate as-
sistants participate in all aspects of the planning, organi-
zation and delivery of the conference. Additionally, the 
students have been the point of contact for many of the 
conference presenters. They interact with the presenters 
and through this process increase their network with fac-
ulty and administrators from institutions throughout the 
U.S. and other countries. The conference coordinator’s 
doctoral students have had responsibilities at the confer-
ence as well.

Unintended consequences and benefits

The conference has led to unintended consequences and 
benefits. The students in the educational administration 
program and the conference coordinator have experi-
enced professional benefits.

As students pursued faculty positions at other universities, 
they have used their role in the conference as evidence of 
their leadership activities during their doctoral programs. 
Some students have benefitted from their involvement in 
the conference through the positions they have acquired 
upon completion of their doctoral degrees.

The Journal of Women in Educational Leadership 
(JWEL) is an outgrowth of the conference. The journal 
provides an extension of the conference for the partici-
pants who choose to submit their presentations as formal 
papers to be submitted to the refereed journal. 

A number of other opportunities can be linked to the 
conference. The following are examples of these opportu-
nities. 

An invitation to participate in the founding of Women 
Leading Education Across the Continents (WEL) is an 
example of the unanticipated benefits of the conference. 
This organization was founded in 2007.

An invitation to participate in the Advancing Theories of 
Women in Leadership initiative was another unexpected 
opportunity that emerged from the conference. This has 
led to research on Purpose and Calling related to Women 
as Leaders.

RESEARCH STUDIES 

 Throughout the years of the conference, contact informa-
tion for the attendees and presenters has been maintained. 
Additionally, the topics presented at the conference have 
been recorded as well as the subjects addressed by the 
speakers. 

Data from the conference is in a format that provides 
the basis for research. Data exist for 3,467 individuals 
who have attended the conference. Using the informa-
tion from the conference, surveys and interviews of past 
participants are underway. The following questions guide 
these studies. 

•	 What have been the career trajectories of women 
who have attended the conference?

•	 What challenges have the women faced as they 
pursued their careers in leadership?

•	 What colleague relationships emerged from atten-
dance at the conference?

•	 What opportunities emerged from conference at-
tendance?

•	 What led participants to attend the conference for 
multiple years?

•	 According to the participants, how has the status 
of women in educational administration changed 
since their first conference attendance?

The network that has been created through the confer-
ence continues to sustain the visibility and success of the 
annual Women in Educational Leadership Conference.
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INTRODUCTION

“Besides enrolling for classes, getting involved is the single 
most important thing one can do as a student…” (Plante, 
Currie, & Olson, 2014, p. 89). According to Astin (1999), 
involvement is an investment of energy yielding positive 
student learning outcomes. Student involvement occurs 
along a continuum and can be measured quantitatively 
and qualitatively. Student development and learning gains 
are associated with the quantity and quality of student 
involvement with the effectiveness of educational policy 
being reflected by the capacity of a practice or policy that 
increases student involvement (Astin, 1999). 

In a quantitative study, Preston (2014) at the University 
of Central Florida’s Office of Student Involvement, using 
NSSE data, surveyed 370 students who had completed 
at least 30 credit hours participated in a survey on how 
involvement may play a role in the linkage between class-

room learning and activities for future employment. Pres-
ton’s study concluded that involved students outscored 
uninvolved students in several key areas: socializing on 
campus (80%), a sense of belonging (78%), supplemental 
instruction (68%), and career plans (70%). Results estab-
lished that, among other student engagement activities, 
utilizing service-learning, provides an enriching educa-
tional experience as well as supports academic scholarship 
(Preston, 2014). 

The service-learning principles of instruction, curriculum, 
and developing community provide lenses through which 
one can understand the overlap between educational and 
service experiences that are cross-cultural, while offering 
an opportunity to build relationships that create a com-
munity of support (Keith, 1997). 

Service-learning has a longstanding history in American 
higher education (Burkhardt & Pasque, 2005). College 
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campuses are regarded as catalysts for community change, 
and college students remain crucial contributors of com-
munity engagement for their campuses (“History of Ser-
vice-Learning in Higher Education,” n.d.). Butin (2012) 
states that the majority of faculty members believe that 
working in and with the community is an important com-
ponent of the undergraduate educational experience. Ac-
cording to McGoldrick and Ziegert (2002), there are three 
key principles of academic service-learning: enhanced aca-
demic learning, relevant and meaningful service, as well 
as purposeful civic learning. Therefore, service-learning 
can be a conduit for community engagement (CE). Mea-
suring student engagement, service-learning, and student 
experience are critical to understanding how institutions 
impact community engagement. 

Active participation in service-learning has been shown 
to increase grades/GPA (Astin et al., 2000) and reten-
tion rates (Hara, 2010b) while exposing students to real 
world experiences (Nicoterea et al., 2011), and provides 
opportunities to work with a diverse group of people 
(Cox, Murray, & Plante, 2014). For anything to become 
institutionalized, including service-learning activities, it 
goes through bureaucratization – an ideal for maximiz-
ing characteristics of rationality (Bolman & Deal, 2008). 
A designation capturing the characteristics, culture and 
approaches of service-learning, the Carnegie Community 
Engagement Classification (CCEC) is being institution-
alized at participating higher learning institutions. The 
CCEC is the first-of-its-kind elective classification system 
distinguishes higher education institutions by their level 
of community engagement. Beginning in 2006, the Carn-
egie Foundation for the Advancement of Teaching sought 
to recognize institutions that are committed to their com-
munities, encouraging collaboration among institutions 
for a mutually beneficial exchange of knowledge and re-
search. There were three categories of recognition for the 
classification in the initial application process of 2006. 
Curricular Engagement are schools that use teaching, 
learning and scholarship to connect faculty, students, and 
community partners to address needs in the community. 
This broadens students’ academic and civic learning and 
enriches institutional scholarship. Outreach and Part-
nerships are applied to community engagement – “Out-
reach” being the resource for the community to use and 
“Partnerships” referencing the collaborative interactions 
between institution and community for a common pur-
pose, such as capacity building, research, and economic 
development. In both the 2006 and 2008 classifications, 
institutions were classified for either or both categories, 
Outreach and Partnerships. In the 2010 application and 
2015 reclassification procedures, however, Carnegie com-
bined the two categories. Data sought by the CCEC ap-
plication can serve as a resource for institutions seeking 

to increase prestige and can also offer guidance to those 
seeking to institutionalize engagement, and enhance stu-
dent experience. In 2006, 56 institutions received the 
community engagement classification and those institu-
tions allowed their data to be used for research offered 
benchmarks of innovative activities and institutionaliza-
tion of community engagement using the best practices of 
service-learning (Sandmann, Thornton, & Jaeger, 2009). 

PURPOSE STATEMENT

The purpose of this study was to compare data from 
qualitative interviews of representatives from three differ-
ent institution types within the same metropolitan area 
to better understand the institutionalization of service-
learning in the respective institutions.

RESEARCH QUESTION

What are the differences regarding inter-institutional 
comparisons of service-learning across three institution 
types within the same metropolitan area?

METHOD

To answer the research question, qualitative analysis of 
the 2008 and 2015 applications across institution types 
were conducted to identify emerging themes. The results 
of the qualitative interviews were compared to the results 
of the secondary data analysis for further insight. Qualita-
tive interviews of the coordinators of the CCEC applica-
tion process were used to explore three higher education 
institutions in order to understand the similarities and 
differences of the institutionalization of service-learning 
at each of the three institution types. These data provided 
the researcher the opportunity to review and compare 
relationships of social structures across institution types. 
The study was conducted through qualitative interviews 
because it was determined that the key players in the pro-
cess would be able to articulate best what service learning 
and community engagement in their institution is. Fur-
ther, the most common sources of data collection in quali-
tative research are interviews, observations, and review of 
documents (Creswell, 2009b). The use of interview for 
this study is an effective methodology for service-learning 
research as it is supported by measures four constituencies: 
faculty, students, institutions, and communities, to assess 
impact and include feedback for continuous improvement 
(Driscoll, Holland, Gelmon, & Kerrigan, 1996).

DATA COLLECTION

Data were collected via the qualitative interviews from 
the coordinators of the three different institution types: a 

Private Liberal Arts College (PLAC), a Private Teaching 
University (PTU), and a large Public Research University 
(PRU) within the same metropolitan area. Table 1reflects 
the distinct institutional profiles based on US News and 
World Report 2013. 

The Private Liberal Arts College (PLAC) was ranked 
number two among southern regional universities. Both 
in-state and out-of-state tuition was $43,080. Under-
graduate enrollment was 1,890 with the acceptance rate 
of 47.22 percent. The average GPA was 3.2 with SAT of 
1290 and ACT of 29 in the 75th percentile for prospec-
tive students. The Private Teaching University (PTU) was 
ranked number 6 among southern regional universities. 
Both in-state and out-of-state tuition was $22,467. Un-
dergraduate enrollment was 2,729 with the acceptance 
rate of 59.25 percent. The average GPA was 3.9 with SAT 
of 1270 and ACT of 28 in the 75th percentile for pro-
spective students. The Public Research University (PRU) 
was ranked number 173 among national universities. The 
in-state tuition was $6,368 and out-of-state tuition was 
$22,467. Undergraduate enrollment was 51,269 with the 
acceptance rate of 48.94%. The average GPA was 3.8 with 
SAT of 1270 and ACT of 28 in the 75th percentile for 
prospective students. 

Data collection included qualitative interviews with lead 
authors of the 2015 reapplication process. Questions were 
asked of one key administrator of each of the three institu-
tions. The three individuals were instrumental in prepar-
ing the 2015 Carnegie Community Engagement Classifi-
cation reapplication and provided the researchers insight 
on the process, approaches, and changes she/he observed. 
The interview protocol was developed after an exhaustive 
review of the literature and Carnegie applications. Each 
interview lasted approximately 45-minutes, was conduct-
ed in-person with follow-up questions and requests for the 
interviewee to elaborate on their answers. Interviews were 
transcribed by the first author with member checks per-
formed by the second author. Each interviewee was given 
a pseudonym for this study – Melinda at PLAC, Patrick 
at PTU, and Rose at PRU. Interviews were recorded and 
transcribed then analyzed as part of following “standard 

procedures that are used from one interview to another” 
(Creswell, 2014, p. 194).

DATA ANALYSIS

Qualitative analysis included data from qualitative inter-
views at each of the three higher education institutions in 
the same metropolitan area. Part one of the analysis was 
coding the data. “All qualitative methods employ coding 
techniques to help organize and analyze the overwhelm-
ing amount of data” (Hahn, 2008, para. 1). Data coding 
process consisted of four levels. The first level, or, open 
coding, took the raw qualitative data and assigned labels. 
The second, or, categorical coding, reexamined level one 
data to focus the data, and ascertain a foundation for 
identifying themes. The third level, called either axial or 
thematic coding, built upon the previous two levels of 
coding to develop refined themes. From the first three lev-
els, themes emerged from previous levels’ categories and 
themes. Lastly, examination of the data through an inde-
pendent lens provided deep insight into each question an-
swered and the purpose behind the questions (Creswell, 
2014). 

Part two of the process analyzed interview data of the 
three individuals from each of the three institutions. Pro-
cedures for interview analysis, according to Agar (1996), 
included “data organized categorically and chronological-
ly reviewed and coded” (Creswell, 2014, p. 210). The three 
interviews were coded then compared to identify emerg-
ing concepts that will possibly elucidate the secondary 
data analysis from the CCEC applications and strengthen 
the study. 

RESULTS

All three institutions examined in this study earned the 
Carnegie Community Engagement Classification des-
ignation in 2008 and reclassification in 2015 for active 
community engagement. As a qualitative research study 
design, the results and interpretations impart subjectiv-
ity due to the nature of the “data were derived mainly 

Table 1 
Institutional Profiles

Inst Inst 
Type

Pub/
Pri

Rank 
Type

Rank 
#

In-
State 

$

O-O-S 
$ Enroll Accept GPA SAT ACT

PLAC Lib Arts Pri Reg U 2 $43,080 $43,080 1,890 47.22% 3.2 1290 29

PTU Teach Pri S. Reg U 6 $40,040 $40,040 2,729 59.25% 3.9 1270 28

PRU Res Pub S. Nat U 173 $6,368 $22,467 51,269 48.94% 3.8 1270 28
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through…overall impressions of particular phenomena” 
(Schwartz, 2013). The coded results of the interviews 
(personal communications) can be found in Tables 2-4. 

Two main themes were extracted from the data regard-
ing the reasons for why each institution applied and re-
applied for the CCEC in 2008 and 2015: ‘institutional-
ization of community engagement at their campus’ and 
‘Carnegie as a premier standard their institution measures 
itself against.’ Melinda from Private Liberal Arts College 
reported that the classification is a higher education best 
practice and the institution and community feel that it is 
important, and provides PLAC clout for what they are do-
ing with community engagement which “lends credibility 
to institutionalization of service-learning” (Melinda, per-
sonal communication, April 24, 2015). This information 
can be found in Table 2. 

Carnegie is the gold standard to measure effectiveness of 
community engagement, according to Patrick from the 
Private Teaching University. PTU has valued community 
engagement for the past 132 years in its school’s history, as 
it is embedded in their mission statement. PTU has allo-
cated significant resources over the 20 years to institution-
alize community engagement and remain an institution 
of distinction (Patrick, personal communication, April 
27, 2015). This information can be found in Table 3.

Rose shared that many of the faculty, staff, and students 
at the Public Research University have been engaged with 
the community from the very beginning. She explained 
that PRU was the first university in the state to have both 
awards of community engagement; indicating Outreach 

& Partnerships and Curricular Engagement in 2008 as 
they were separate during that classification period. “We 
were amazed they were giving the award and excited to 
receive one…we went at it heart and soul” (Rose, personal 
communication, April 16, 2015). This information can be 
found in Table 4.

Each of the three interviewees indicated that the preferred 
method of information gathering regarding tracking and 
assessment for the purposes of completing the CCEC 
application was through a committee. This purported 
to make the most difference in ease and when applying 
and receiving the elective designation. Melinda, who led 
the process in 2015, indicated that since the application 
process itself was so institutionalized, PLAC had many 
sources of information and support. From the president’s, 
provost’s, and deans’ offices, as well as marketing and 
communication, advancement and community relations, 
there were key individuals across campus and community 
partners that were involved in some way. “People were 
willing to come to the table because they recognized the 
importance to the mission of PLAC” (Melinda, personal 
communication, April 24, 2015). This information can be 
found in Table 2.

Patrick, who co-wrote the 2015 application, reported 
that PTU had multiple perspectives by individuals from 
across campuses that were able to bring both qualitative 
and quantitative information to the application, especial-
ly during the 2008 classification. PTU’s center expanded 
the depth of its relationships across campus and was less 
dependent on the outside individuals. With the assistance 
of the Institutional Review Office, Registrar’s Office, and 

three different online software programs, PTU was able 
to pull reports on total number of hours students vol-
unteered through volunteering or Community Engaged 
Learning or Community Based Research courses offered 
and the amount of faculty teaching them, social topic they 
focused on, and agencies students worked with (Patrick, 
personal communication, April 27, 2015). This informa-
tion can be found in Table 3.

PRU was very thorough and utilized a very large commit-
tee to complete the application. Rose, who was in charge of 
putting together the 2015 CCEC application, attempted 
to include representatives from across campus including 
Experiential Learning, Faculty Senate, Institutional Re-
search Board, Undergraduate and Graduate Studies, and 
Student Development and Enrollment Services to assist 
in fielding questions in their area of expertise. Working as 
individuals to do the information gathering, the commit-

Table 2 
PLAC Institutionalization Questions, Codes, and Quotes

Theme Questions Codes Quote

In
st

it
ut

io
na

liz
at

io
n

1. Why did the institution apply for the 
CCEC application in 2008 and then 
reapplication in 2015?

Credibility

Clout “lends credibility to the 
institutionalization of service-learning”

2. What areas of focus, data collection 
procedures, and resources made the 
most difference when applying and 
receiving the elective designation?

Process 
Institutionalized

People willing to 
come to the table

“People were excited and willing to come 
to the table because they recognized 
the importance to the mission of the 
institution.”

3. Identify the internal and external 
funding as well as the fundraising 
partnerships that pertain to service-
learning

Guesstimate

Unsure accuracy

“Internal and external would probably be 
more than half…and fundraising, close to 
100% goes to support SL efforts.”

Table 3 
PTU Institutionalization Questions, Codes, and Quotes

Theme Questions Codes Quote

In
st

it
ut

io
na

liz
at

io
n

1. Why did the institution apply for the 
CCEC application in 2008 and then 
reapplication in 2015?

Effectiveness

Accreditation

Gold standard

“to remain an institution of distinction 
when it comes to community 
engagement across this country”

2. What areas of focus, data collection 
procedures, and resources made the 
most difference when applying and 
receiving the elective designation?

Committee

Different 
perspective

Relationships 
across campus

“In 2008 and 2015, we put together a 
committee of people from across campus 
with slightly different perspectives but 
who are able to bring quantitative and 
qualitative information to the table to 
put into the application”

3. Identify the internal and external 
funding as well as the fundraising 
partnerships that pertain to service-
learning

Ballpark

Doesn’t break it 
down

“If you wanted to ballpark it and say 
50/50, that wouldn’t be inaccurate.”

Table 4 
PRU Institutionalization Questions, Codes, and Quotes

Theme Questions Codes Quote

In
st

it
ut

io
na

liz
at

io
n

1. Why did the institution apply for the 
CCEC application in 2008 and then 
reapplication in 2015?

Involved

Engaged 

“to show how totally engaged the 
institution was with community and 
how it always has been”

2. What areas of focus, data collection 
procedures, and resources made the 
most difference when applying and 
receiving the elective designation?

Committees

Thorough coverage

Matrix

Cooperative

“We would work individually and 
then come back as a committee to 
discuss every question providing 
thorough coverage”

3. Identify the internal and external 
funding as well as the fundraising 
partnerships that pertain to service-
learning

Can’t ID

Can’t break it out

“We can talk about internal and 
external resources, but I can’t break 
that out for you to answer your 
question.”
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tee would regroup to assess the data from each question, 
load the data into a matrix, and revised until it was com-
plete. “It was a great community effort, but it started with 
individuals…sometimes teams of individuals that would 
get together…but everyone was cooperative” (Rose, per-
sonal communication, April 16, 2015). This information 
can be found in Table 4.

While Rose at PRU was unable to identify the internal and 
external funding as well as the fundraising partnerships 
that pertain to service-learning specifically (Rose, per-
sonal communication, April 16, 2015), Melinda at PLAC 
(Melinda, personal communication, April 24, 2015) and 
Patrick at PTU (Patrick, personal communication, April 
27, 2015) approximated that about 50% of their internal 
and external funding went toward service-learning/com-
munity engaged learning/community-based research 
activities. Patrick explained that approximately 100% of 
the Bonner program funding went toward community 
engaged learning and about half of the fundraising per-
tained to community engaged learning (Patrick, personal 
communication, April 27, 2015). Melinda reported that 
fundraising “is close to 100% because it goes to support 
service-learning efforts” (Melinda, personal communica-
tion, April 24, 2015). Information regarding funding for 
PLAC can be found in Table 2, for PTU in Table 3, and 
PRU in Table 4.

DISCUSSION

Emerging Concepts

As with many institutional initiatives, funding can make 
or break the progress and success of the process. All three 
institutions identified internal and external sources as 
well as fundraising for CE activities that promote service-
learning. Patrick, at PTU, estimated that 50% of the 
needed resources came from all three areas – internal and 
external sources as well as fundraising; and Melinda at 
PLAC reported that 50% of internal and external fund-
ing provided resources for CE activities, but nearly 100% 
of support needed in service-learning efforts for the com-
munity was provided by fundraising. Rose, at PRU, was 
unable to identify the amount or percentage for each of 
the three pieces of funding, but suggested that it was a 
considerable amount based on the comprehensive list pro-
vided in their 2008 and 2015 CCEC applications as well 
as the considerable amount of funding for CE activities 
discussed from PLAC and PTU.

Although each institution places the personnel at differ-
ent parts of their campus, all three institutions reported 
utilizing of AmeriCorps members to support service-
learning programs. Each institution also reported track-

ing and assessing service-learning activities through at 
least one Web-based software program with all three 
institutions using the results from the data for various 
reports, community impact and accreditation purposes. 
Campus Compact was an essential source for securing 
grants so that faculty, staff, and administrators alike had 
the resources necessary for attending and/or presenting at 
various conferences. 

Finally, although service-learning or community engaged 
learning activities are an active course component within 
the “soft” disciplines such as the social sciences; all three 
institution types continue working to improve its priori-
tization in all fields, especially within the STEM disci-
plines.

Limitations

There were several limitations of the present study, includ-
ing issues with the qualitative interviews. For example, 
the 2008 and 2015 CCEC applications both asked how 
many faculty members taught service-learning courses. 
However, the question posed a limitation because each 
institution may define the term “faculty” differently. Me-
linda indicated that the overall method by which PLAC 
defines “faculty” is through their yearly handbook, but is 
currently under review for development. Patrick indicated 
that PTU defined “faculty” as any employee teaching SL 
classes (community engaged learning) and engaged in 
this type of curriculum across the institution. This may 
include tenure-track, non-tenure track faculty on record, 
adjunct, and/or teaching assistants. 

Representatives from each institution interviewed were 
integral to the authorship of the 2015 application process, 
and, while their expertise was informative, their close as-
sociation presented limitations. None of the interviewees 
played a major part of the 2008 application process, but 
instead made inferences about the areas of focus during 
the original classification period whereby using their own 
institutional knowledge to answer the interview ques-
tions related to why the institution applied for the CCEC 
in 2008. 

Implications for Future Research

The current study conducted qualitative interviews with 
only one person at each institution; which may have pro-
vided a limited perspective and limited information. In-
terviewees, for example, indicated that they could not pro-
vide deeper knowledge of the original classification cycle. 
Rose, from PRU, was unable to provide any insight and 
suggested contacting individuals from other offices across 
campus. Additionally, the interviewees for this study rep-
resented different institutional administrative levels. This 

may have influenced the type of information discrimi-
nated in the qualitative interview. Future researchers may 
consider conducting focus groups to gain broader perspec-
tives of the institutionalization of service-learning.

Traditionally, the researchers of the Carnegie Communi-
ty Engagement Classification have focused exclusively on 
institutions that received the CCEC, overlooking those 
institutions that did not receive the classification. One 
final recommendation would be to develop a compara-
tive analysis between like institutions, comparing those 
that did receive the classification and/or reclassification 
to those institutions that did not receive the CCEC des-
ignation. Researchers could examine application docu-
ments from similar institutions that did not classify for 
the CCEC to those who did receive the designation to 
examine emerging concepts of those who classified and 
compare those emerging patterns to the institutions who 
did not receive the classification. Additionally, research-
ers could interview CCEC committee members to elu-
cidate the findings from the aforementioned secondary 
data analysis. A comparative analysis in this arena would 
be great value to the field to aid practitioners seeking to 
understand why some institutions did not received the 
classification while others did.

CONCLUSION

In order for institutions to have impactful community 
engagement and service-learning, colleges and universi-
ties must surround these initiatives, programs, and re-
ward systems with resources (Weerts & Hudson, 2009). 
Each institution adapted, modified, and enhanced their 
approach, policies and ethos with the institutionalization 
of service-learning. This was evident with the emphasis 
on quality over quantity when reporting, for example, 
their drop in the number and percentage of service-learn-
ing courses, faculty members, departments, and student 
participants due to recalibrating the depth of students’ 
service-learning experience, moving from “surface level 
volunteering to deeper, more sustainable service-learning” 
(Melinda, personal communication, April 24, 2015).

The findings regarding PRU implied the institution ex-
perienced a more pervasive experience between the 2008 
to 2015 CCEC application processes. PRU broadened 
their approach, including specifics from their offices, col-
leges, departments, and programs involved in community 
engagement and service-learning on campus. “Service-
learning is more broadly incorporated into the university 
instead of just being put into a course. In other words, our 
students are so much more involved in service-learning 
and community service; we don’t need to make a special 
thing sticking it into a course” (Rose, personal communi-
cation, April 16, 2015).

Research on PTU suggested the largest transformational 
change over the 2008 to 2015 timeframe. This change 
can be attributed to change in infrastructure and name 
change from Center for Service-Learning to Center for 
Community Engagement, the adoption of “community 
engaged learning” for service-learning as the development 
of a unified campus-wide definition, and the implementa-
tion of a community engagement minor. Since the chang-
es within community engaged learning and its implemen-
tation throughout campus, the numbers and percentages 
for service-learning course, faculty teaching SL, depart-
ments housing SL, and student participants has steadily 
increased from the original classification cycle to the 2015 
designation, while other two higher education institu-
tions in the same geographical area steadily decreased. 
PTU was the only institution to increase in all four cat-
egories. Additionally, curricular engagement activities in-
creased, and community engagement present on student 
co-curricular transcripts in 2015, both were absent from 
campus in 2008. It is evident in “how deep our infrastruc-
ture and institutionalization had become and how we had 
become responsible for doing this across the entire cam-
pus” (Patrick, personal communication, April 27, 2015).

This study considered the institutionalization of service-
learning as a best practice in higher education using inter-
institutional comparisons utilizing the Carnegie Com-
munity Engagement Classification framework. This study 
confers with and broadens the body of literature in the 
hopes that these qualitative findings will be of benefit to 
institutional and community. “It is one thing to study our 
community as academics, but we must also participate in 
serving our community as citizens and achieve participa-
tory excellence” (Plante, 2015).
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JOINT CONFERENCE 
May 24th, 25th and 26th 2017 in  

Academic Business World  
International Conference  

(ABWIC.org) 

The aim of Academic Business World is to promote inclusiveness 
in research by offering a forum for the discussion of research in 
early stages as well as research that may differ from ‘traditional’ 
paradigms. We wish our conferences to have a reputation for 
providing a peer-reviewed venue that is open to the full range of 
researchers in business as well as reference disciplines within the 
social sciences.

Business Disciplines 

We encourage the submission of manuscripts, presentation out-
lines, and abstracts pertaining to any business or related discipline 
topic. We believe that all disciplines are interrelated and that look-
ing at our disciplines and how they relate to each other is prefer-
able to focusing only on our individual ‘silos of knowledge’. The 
ideal presentation would cross discipline. borders so as to be more 
relevant than a topic only of interest to a small subset of a single 
discipline. Of course, single domain topics are needed as well. 

International Conference on 
Learning and Administration in  

Higher Education 
(ICLAHE.org)

All too often learning takes a back seat to discipline related re-
search. The International Conference on Learning and Admin-
istration in Higher Education seeks to focus exclusively on all 
aspects of learning and administration in higher education.  We 
wish to bring together, a wide variety of individuals from all 
countries and all disciplines, for the purpose of exchanging ex-
periences, ideas, and research findings in the processes involved 
in learning and administration in the academic environment of 
higher education. 

We encourage the submission of manuscripts, presentation out-
lines, and abstracts in either of the following areas:

Learning 

We encourage the submission of manuscripts pertaining to ped-
agogical topics. We believe that much of the learning process is 
not discipline specific and that we can all benefit from looking 
at research and practices outside our own discipline. The ideal 
submission would take a general focus on learning rather than a 
discipline-specific perspective. For example, instead of focusing 
on “Motivating Students in Group Projects in Marketing Man-
agement”, you might broaden the perspective to “Motivating 
Students in Group Projects in Upper Division Courses” or simply 
“Motivating Students in Group Projects” The objective here is to 
share your work with the larger audience. 

Academic Administration 

We encourage the submission of manuscripts pertaining to the 
administration of academic units in colleges and universities. We 
believe that many of the challenges facing academic departments 
are not discipline specific and that learning how different depart-
ments address these challenges will be beneficial. The ideal paper 
would provide information that many administrators would find 
useful, regardless of their own disciplines 
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