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ABSTRACT 

Integrated Education and Training (IET) programs are increasing in popularity and 

prevalence within community colleges throughout the country as a means to help 

underprepared adults complete career technical education programs in an accelerated fashion. 

According to the U.S. Department of Education (2010), IET programs combine occupational 

skills training with adult education services to increase the educational and career 

advancement of participants. Targeted students may never have completed high school. They 

may be non-native English speakers, or they may simply be lacking college-readiness in one or 

more areas. In IET programs, adults receive occupational skills training and adult education 

services simultaneously in a concurrent or co-enrollment fashion (Dann-Messier, 2010). These 

programs are now emphasized within the Workforce Innovation Opportunity Act (WIOA), with 

reportable outcomes required as a part of the National Reporting System. 

Despite the rising popularity of IET programs, comprehensive and practical guidance on 

developing and implementing them is largely lacking. Various and scattered professional 

development and online training modules are available, but there is no single practical source 

available to carry program administrators from start to finish. 

This project dissertation serves as a practitioner’s guidebook on IET program 

development and best practices. An overview of IET programming, career pathways, and other 

student success strategies is provided, accompanied by practical guidance for program 
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administrators, state agencies, and professional development providers seeking to design and 

implement IET programs within a community college environment. 

KEY WORDS: Integrated Education and Training (IET), adult education, workforce development 
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CHAPTER 1: INTRODUCTION !

INTRODUCTION: A NATION LOSING GROUND 

The United States is falling behind other countries in terms of postsecondary 

completion, currently ranking 11th worldwide and quickly losing ground. While our nation’s 

four-year institutions do a fairly good job of graduating students at the highest income levels, 

these students comprise only the minority of students entering college. Instead, the majority of 

students in our country attend community colleges, with 57% of today’s college students 

attending two-year institutions. Of those students, 40% attend on a part-time basis. And, 

completion rates for part-time students are very low, with fewer than 8% completing an 

associate’s degree within four years. These students struggle with finances, with 53% with 

children leaving the system without completing a college degree. Additionally, minority student 

populations are on the rise in the United States, yet inequities exist between racial groups. 

While the postsecondary attainment rate is 59% for Asian students and 44% for white students, 

it is only 27% for African-American students and 27% for Native American and Latino students 

(Lumina, 2016). 

The national Survey of Adult Skills, conducted by the Programme for the International 

Assessment of Adult Competencies (PIAAC), found in 2012 that larger proportions of adults in 

the United States than in other countries had poor literacy and numeracy skills, with Black and 

Hispanic adults over-represented in the low-skilled population. It also found that literacy skills 

were not only linked to employment outcomes but to overall well-being, with low-skilled adults 
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being four times more likely than highly proficient adults to be in poor health, double the 

average of other participating countries (OECD, 2013). According to Jobs for the Future (2016), 

93 million adults nationwide have basic or below basic literacy levels, 13% of adults ages 25-64 

have less than a high school credential, and 29% have a high school credential but no college 

education. While much focus is placed on the problems and skill deficits within the United 

States K-12 system, the large number of unskilled and often unemployed adults in this country 

can no longer be overlooked. 

Low educational levels are associated with poverty and unemployment. According to 

the U.S. Census Bureau (2014), among people aged 25 or older living in poverty, 29% lacked a 

high school credential, 14% completed high school but did not transition to college, 10% 

completed some college but did not complete a degree, and 5% completed a bachelor’s degree 

or higher. Poverty rates decrease as educational attainment levels increase (UC Davis Center for 

Poverty Research, 2015). Yet, while postsecondary credentials are the key to employment 

security and family-sustaining wages, investments in adult education and workforce 

development programs by public and private entities have declined by more than 70% (Jobs for 

the Future, 2016). 

Developmental and Adult Basic Skills Instruction 

Developmental education is now described as higher education’s “Bridge to Nowhere,” 

with 1.7 million students entering the developmental education pathway, the majority of whom 

will never graduate (Complete College America, 2012). Of 150,000 students studied across the 

nation in 2015, only 30% of students referred to developmental math completed their 

sequence within three years, and only 16% completed a first college-level math course. For 
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those placing three levels below college-level, only 15% completed their sequence, with 8% 

completing a college-level math course (Bailey, Jaggars, & Jenkins, 2015). The greater the 

number of developmental courses required, the lower the likelihood of completion. The 

significant number of exit points available to students impedes academic achievement 

(Edgecombe, 2011). 

Many students who enter the community college system are referred to one or more 

levels of developmental education; however, the majority of these students are not actually 

failing or dropping their developmental courses. Approximately 30% of these students never 

appear for their first developmental course at all, while 22% complete one course and never 

return for another (Bailey, Jaggars, & Jenkins, 2015; Edgecombe, 2011). Bailey, Jeong, and Cho 

(2010) found that more students exit the developmental sequence due to the fact they never 

followed through with enrolling than because they withdrew from a course or failed. 

Students enrolled in basic skills programs, including non-native English speakers and 

students lacking a high school equivalency, are at an even greater disadvantage. These students 

rarely attempt to enroll in college-level courses, and fewer still ever complete a certificate or 

degree. A longitudinal study in Washington found that nearly eight out of every ten students in 

adult basic education and ESL programs demonstrated skills gains or attained a high school 

equivalency but did not advance beyond to college-level courses (Prince & Jenkins, 2005). 

Royce & Gacka (2001) described adult students’ transitions from basic skills programs into 

enrollment in credit-bearing college courses as an “interlocking web of obstacles” (n.p). Barriers 

related to health, finances, employment, family, educational background, and limited student 

services serve as obstacles to postsecondary completion and economic independence. 
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IET programs are designed for adult education students, but they are also designed for 

developmental education students who may have graduated high school but are lacking college 

readiness in reading, math, or writing. Within the IET model, placement testing is typically 

eliminated or modified, permitting enrollment into college-level coursework for students who 

otherwise would place into developmental education. However, at the close of the IET 

program, students who continue on to complete an additional certificate or degree are likely to 

be faced with placement testing requirements, and it is important to develop systems to 

prevent these students from entering a lengthy developmental education sequence, 

particularly as they have successfully completed a year of college. Clearly, something within the 

system is broken, and the status quo is not effectively meeting the needs of students. For the 

good of the students and our nation, changes are required. 

Employment Skills Gap 

According to the Lumina Foundation (2016), one third of employers surveyed report 

they cannot find qualified candidates to fill their positions, an increase of 22% since 2011. For 

example, in Illinois, middle-skill jobs, those requiring more than a high school diploma but less 

than a four-year college degree (such as electricians, dental hygienists, paralegals, and police 

officers), are on the rise, yet there are not enough qualified employees to meet the demand. 

Employees who were once able to hold a low-skill job (such as an assembly line or factory 

worker) without a credential are finding that those jobs are getting harder to find. By 2018, only 

36% of jobs will require workers with a high school diploma or less (Illinois Community College 

Board, 2009). To demonstrate this, in 2012 in Illinois, there was a surplus of low-skill workers 

for low-skill jobs, a surplus of high-skill workers for high-skill jobs, but a deficit of workers for 

4 !



 

 

                

              

           

 

          

         

               

             

  

       

        

                

                

           

middle-skill jobs, which also comprised the majority of jobs in the state. “Illinois workers can no 

longer expect to hold a family-sustaining job with only a high school diploma or equivalent” 

(Illinois Community College Board, 2012, p. 7). Figure 1 illustrates this disparity. 

Figure 1. Jobs and Workers by Skills Level, Illinois, 2012 

There is a large population of unskilled adults in this country and an increasing number 

of jobs that require higher education than in the past. The skills gap must be closed, increasing 

the number of individuals trained for middle-skill jobs and ensuring a viable economy in the 

United States. 

THE INTEGRATED EDUCATION AND TRAINING (IET) SOLUTION 

A national study tracked a representative sample of students entering community 

colleges in 1995-96 and found that students starting college past the age of 24 were more likely 

to earn a certificate but less likely to earn an associate degree and significantly less likely to 

attain a bachelor’s degree than students starting college soon after high school completion 
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(Prince & Jenkins, 2005). The study implied that short-term training programs may be a more 

viable solution for older adults, who are often working to support families while pursuing their 

education. This, paired with increasingly negative findings regarding developmental education 

outcomes, has led to the development of numerous acceleration strategies and innovative 

program models. 

Career pathways models are becoming a prevalent way of accelerating learning. These 

models link education with training and support services in order to move students quickly into 

employment in specific sectors, attaining industry-recognized credentials prior to continuing on 

to higher levels of education and job advancement in those sectors. Integrated Education and 

Training (IET) models are a part of the career pathways movement. The United States 

Department of Education (USDOE) defines IET as “combining occupational skills training with 

adult education services to increase the educational and career advancement of participants” 

(Dann-Messier, 2010, n.p.). In 2010, the USDOE approved the use of federal Adult Education 

and Family Literacy Act funding to support the adult education component of IET programs. 

Accelerating Opportunity (AO) was a national community college IET initiative managed 

by Jobs for the Future in partnership with the Washington State Board for Community and 

Technical Colleges, the National Council for Workforce Education, and the National College 

Transition Network. It was funded by numerous sources, such as the Bill & Melinda Gates 

Foundation, the U.S. Department of Labor, and the Joyce Foundation. Initiated in 2011, the 

over-arching goal of the initiative was to change the way Adult Basic Education is delivered and 

increase the number of lower-skilled adults entering and completing postsecondary education. 

These students often enroll simultaneously in high school completion programs or programs to 
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further the development of their English language skills while pursuing an industry-recognized 

credential in credit-bearing college programs. The program was modeled after Washington 

State’s successful I-BEST program, which challenged the idea that students must advance 

through a sequence of basic education or remedial courses prior to starting college and working 

toward the completion of certificates and degrees. It employs a team-teaching approach, using 

a basic skills instructor and a content-area instructor, to provide enhanced support to lower-

skilled adult students seeking to attain employment quickly within specific career sectors. 

AO also adopted lessons learned from the Breaking Through initiative, a program 

launched in 2005 by Jobs for the Future and the National Council for Workforce Education. 

Breaking Through was a multi-year, college-based initiative designed to increase the number of 

low-skilled adults entering and completing community college-based technical certificate and 

degree programs, focusing on contextualizing basic skills instruction (Jobs for the Future and 

the National Council for Workforce Education, 2006). AO combined these models and began 

rolling out professional development and seed money within several states throughout the 

nation. As of 2017, IET programs that originated under AO are present within 85 colleges in 

seven states. They are characterized by supplemental support courses, team-teaching 

strategies, comprehensive student supportive services, and a cohort design. AO pathways must 

be in credit-bearing programs with stackable credential options, leading to solid jobs and 

opportunities for further education. 

The success of IET programs, such as AO, has led to their inclusion within the 2014 

reauthorization of the Workforce Innovation and Opportunity Act (WIOA), putting IET on the 

scene as a viable and successful acceleration model for underprepared adults seeking 
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employment leading to a family-sustaining wage (Jobs for the Future, 2016). The new WIOA 

included a requirement for states to provide IET services. It included IET as one of the adult 

education and literacy activities to be carried out by Title II adult education providers and 

required that those receiving funding for integrated English language and civics education 

services offer instruction in combination with IET activities (Bergson-Shilcock, 2016). 

The WIOA regulations (§463.35-463.37) specify that IET must be comprised of three 

components, including adult education activities, workforce preparation activities, and 

workforce training. Instruction must be balanced across the three components, they must be 

delivered simultaneously, and occupationally relevant instructional materials must be used. 

Finally, IET programs must have a single set of combined learning objectives that identify adult 

education content, workforce preparation activities, and workforce training competencies 

(United States Department of Education, 2016). 

THE NEED FOR PROFESSIONAL RESOURCES 

IET programs arrived on the scene without a “how-to” manual. Within the AO initiative, 

Jobs for the Future provided examples of team-teaching in action, coordinated site visits to I-

BEST programs in Washington, contracted with the National College Transition Network (NCTN) 

to provide professional development, offered panel discussions by practitioners, and facilitated 

connections and mentorship. More recently, NCTN developed a “Program Administrator 

Training Manual,” and Jobs for the Future developed an online “Field Guide,” but these 

resources do not adequately address practical implementation strategies required by program 

administrators who are new to the model. Questions related to compensation, faculty 

8 !
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recruitment, course sequencing and scheduling, pathway selection, overall financing, and 

student recruitment arise regularly, leaving many administrators adrift and halting or delaying 

progress. While all community colleges differ and no one solution fits all, practical examples 

and suggestions are needed in order to develop and implement IET programs successfully. 

Purpose of the Study 

The goal of this dissertation is to provide a practical guidebook for program 

administrators seeking to develop and implement an IET program within a community college 

environment. This guidebook may be useful to state agencies seeking to lead IET 

implementation efforts within their states, professional development agencies supporting 

those states, and community college administrators. This dissertation will include a literature 

review identifying existing student success and acceleration models and will provide 

background information and resource identification related to IET programming and career 

pathways models. Practical tips, strategies, and suggestions for developing and implementing 

an IET program will be provided, addressing all necessary program components. 

CONCLUSION 

The United States is experiencing an economic challenge, with a large number of low-

skilled adults and a growing number of jobs requiring training beyond a high school credential. 

Career pathways models, including IET programs, are proving to move adults more quickly into 

jobs providing a family-sustaining wage using acceleration strategies, contextualized 

instruction, and the provision of industry-recognized credentials. As IET programs expand 

across the nation, practical program development and implementation strategies are needed 
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by community college administrators, state agencies, and professional development providers. 

Subsequent chapters will provide practical strategies and serve as a foundation for successful 

IET program development and implementation. 
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CHAPTER 2: LITERATURE REVIEW !

INTRODUCTION !

According to Bailey, Jaggars, and Jenkins (2015), the historical open-access nature of 

community colleges led to the establishment of programs with flexible options to meet the 

needs of all community members. However, flexibility has a downside. With so many available 

pathways and options, poorly explained opportunities, and disconnected support services, 

students are dropping out and wasting money on unnecessary courses. The very traits that 

make community colleges unique, including their flexibility and wide variety of programmatic 

options, may be doing a disservice to students, interfering with their ability to successfully 

enroll in and complete a program of study (Scott-Clayton, 2011). 

Numerous student success and acceleration strategies have been developed to address 

these issues and encourage student success and completion. The IET model draws upon these 

strategies to create an intensive, unique, wrap-around program that provides both academic 

and social supports to underprepared adult students. This chapter will provide background on 

the need for guided pathway models in community colleges, along with an overview of career 

pathways. Various student success and acceleration strategies will be presented, all of which 

influence the overall IET design. Finally, several existing resources are suggested to assist 

administrators interested in learning more about career pathway work and/or the IET model 

specifically. 
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Cafeteria-Style Model vs. Guided Pathways 

In 2008, the Commission on Access, Admissions, and Success in Higher Education (later 

referred to as the Commission) was established in response to dramatically declining college 

and high school completion rates, a lagging proportion of adults with postsecondary credentials 

as compared to other industrialized nations, and numerous disparities for minority and low-

income students. This commission produced a 2008 report entitled, “Coming to Our Senses: 

Education and the American Future,” in which it declared that it was imperative that 55% of the 

nation's young adults attain an associate degree or higher (Lee, Edwards, Menson, & Rawls, 

2011). Subsequently, in 2009, President Obama formally announced a goal to increase the 

proportion of Americans with a college credential by 50%, kicking off the College Completion 

Agenda. Since then, groups such as Complete College American, the Lumina Foundation, and 

others have adopted the President’s college completion goal. 

Community colleges have historically focused on expanding low-cost access to college, 

with open admission processes and a mission to provide education to all community residents. 

They have opened the door to higher education for low-income, minority, first-generation, and 

adult students who otherwise may not have pursued a college education (Cohen & Brawer, 

2013). However, within the climate of the College Completion Agenda, the American 

Association of Community Colleges (AACC) questioned the impact of the open-access mission 

through a 2012 report illustrating the poor completion rates of community college students, 
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kicking off a national focus on not only maintaining access, but improving student success 

(AACC, 2012). 

One major criticism is that community colleges typically rely on a self-service, cafeteria-

style model for class selection whereby students are left adrift in a sea of possibilities. Many 

students are left without a clear path, spend too much money taking excessive credits in 

unnecessary courses, wait too long to select a program of study, make uninformed choices, 

linger in developmental coursework, and far too frequently drop out along the way (Bailey, 

Jaggars, & Jenkins, 2015). Rosenbaum and his colleagues (2003) conducted a study comparing 

students in community college programs to students enrolled in private career colleges. They 

found that the structure of community colleges is such that students must arrive equipped with 

the knowledge and skills necessary to navigate the college environment. Conversely, students 

who enrolled in private career colleges benefited from seven strategies that were found to 

enhance student success (Van Noy, Trimble, Jenkins, Barnett, & Wachen, 2016). These included: 

1. Eliminating bureaucratic hurdles; 

2. Reducing confusing choices for program and class selection; 

3. Providing college-initiated guidance that minimizes the risk of student error; 

4. Investing in counselors and eliminating poor advice; 

5. Quickly detecting costly mistakes; and 

6. Reducing conflicts with outside demands (Deil-Amen & Rosenbaum, 2003). 

Bailey, Jaggars, and Jenkins (2015) proposed a more structured approach to helping 

students succeed in community college using a guided pathways model, wherein clear choices 

are offered, accompanied by appropriate supports. Under the model, program maps are 
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Career pathways have since been broadly adopted as a means to improve completion 

rates and move students relatively quickly into employment. They provide opportunities for 

advancement through sequenced training opportunities in specific occupational clusters, 

allowing for advancement as students complete higher levels of education and work. Adopting 

this “stair step” format, many community colleges have re-packaged or re-structured their 

career technical education programs into smaller sequenced certificates, leading ultimately to 

an associate degree and an opportunity for transfer to a four-year institution. 

Many definitions of career pathways exist but typically include similar components. 

Career pathways map educational and employment opportunities within an occupational or 

career cluster, offering a series of programs and support services to help students gain 

employment and advance over time by completing higher levels of education. They focus on 

providing greater clarity and structure to students, demystifying complicated processes and 

choices (Strawn, 2011). They challenge the prevailing cafeteria style model, wherein students 

are left to self-select courses and navigate complex pathways on their own. They emphasize 

pathways, wherein services and programs focus on clarity, efficiency, and relevancy (Bailey, 

Jaggars & Jenkins, 2015). They provide sequenced curricula that promote completing a program 

of study and attaining industry-recognized credentials. Students who complete a career 

pathway are meant to be prepared to meet the occupational requirements of their selected 

career, along with the ability to advance over time (Bragg & Krismer, 2016). 

Career pathway models vary in structure and design but generally include three key 

components — secondary, postsecondary, and business. The secondary component focuses on 

ensuring academic standards are rigorous and that exit standards align with postsecondary 
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Student Success and Acceleration Strategies 

Developmental education was designed to allow students with weak academic skills an 

opportunity to develop those skills prior to entering college-level coursework. However, there is 

no common definition of college readiness, and the skills required to enter college-level 

coursework differ between institutions and by program (Bailey, Jeong, Cho, 2010). According to 

Venezia and Kirst (2005), high school students need to understand what will be expected of 

them in order to success in college-level classes. They do not receive adequate information 

regarding college standards, such as placement tests, and do not know how to adequately 

prepare for them. High school teachers and counselors are also typically lacking this 

information (Venezia & Kirst, 2005). 

In fact, the developmental education model was originally designed to prepare students 

for transfer into general education courses versus career technical education programs 

(Armstrong & Stahl, 2017). Further, it has become clear that students placed into a 

developmental education sequence have a far greater chance of dropping out than of 

graduating. Of community college students, 68% require at least one remedial course, so the 

majority of students entering community colleges are at the greatest risk of failure (Jaggars & 

Stacy, 2014). To address this issue, various student success and acceleration strategies have 

been developed to support students, provide clear pathways, and expedite the time to 

completion by reducing or eliminating the need for developmental education. These strategies 

also limit the potential number of exit points for students in need of some degree of 

remediation. 
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According to the Center for Community College Student Engagement (2012), there is 

emerging consensus that thirteen promising practices contribute to student success. These 

practices follow, accompanied by additional information from other sources. 

Assessment and Placement 

Placement testing is a common practice within community colleges, designed to ensure 

students are prepared for the courses in which they enroll. Ultimately, the goal of placement 

testing is to enroll students into classes appropriate to their knowledge and skill level. With 

approximately 60% of new community college students falling belong college readiness 

standards (National Center for Public Policy and Higher Education and the Southern Regional 

Education Board, 2010), this seems a laudable goal. The thinking has historically been that 

students who do not demonstrate college readiness benefit from one or more courses designed 

to bring them up to the appropriate level. 

In practice, however, the placement system has proven to be ineffective. 

Developmental courses are tuition-based but do not count toward degree requirements, 

causing students to exhaust a good portion of their financial aid on remedial coursework. 

Additionally, numerous studies have now proven that developmental education does not 

improve the likelihood of course or degree completion, primarily because students placing into 

developmental education drop out of the pipeline prior to completing. Numerous strategies 

have been developed to address this issue, several of which will be described in the section on 

acceleration. However, accurate placement procedures are a key component of student success 

efforts, given they hold the power to send students down a developmental pathway, where 

their future success is jeopardized. 

20 !



 

 

              

              

              

               

             

             

          

                  

    

 

           

             

           

          

       

               

            

             

             

          

            

           

Placement cutoff scores vary by institution, and the cutoff scores are not easy to 

establish. One CCRC study conducted by Judith Scott-Clayton (as cited in Bailey, Jaggars, & 

Jenkins, 2015) concluded that students at the cutoff margin on placement tests are severely 

underplaced. In this study, she found that 30% of developmental students would have earned a 

B or better if they had been permitted to enroll directly into college-level math, bypassing 

developmental education entirely. In the areas of reading and writing, she found that 29% of 

students were severely underplaced, 5% were severely overplaced, and the misplacement rates 

in both areas would have been higher if a grade of C had been considered to be adequate. 

Misplacement has become commonplace. 

New students are often unaware of the consequences of placement testing and do not 

arrive prepared. Additionally, cut scores are often poorly aligned with college-level course 

expectations. In some cases, testing companies are beginning to acknowledge the problem. In 

2015, American College Testing (ACT) announced its decision to terminate the Compass 

placement test, highlighting research showing that the test funneled too many community 

college students into remedial education (Fain, 2015). 

Finally, placement tests are only able to measure specific discrete skills that may not be 

indicative of a student’s aptitude and ability to succeed in college-level coursework. Students 

typically take placement tests designed to assess a subset of specific academic skills, and these 

do nothing to measure student motivation, assess metacognitive skills, or test a student’s 

ability to think critically (Bailey, Jaggars, & Jenkins, 2015). 

To address the fact that students are frequently unprepared for placement testing, one 

strategy involves the provision of brush-up workshops or classes, preferably on a mandatory 
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basis. According to a 2011 Community College Institutional Survey (CCIS), 44% of colleges offer 

some type of test preparation experience in reading, writing, or math, but only 13% require it 

(CCCSE, 2012). At the same time, Atkinson and Geiser (2009) assert that admissions tests 

should minimize the need for test preparation altogether, as they should be designed to reward 

mastery of curriculum content over test-taking skills. 

Another promising practice involves using multiple measures, such as ACT scores, high 

school grades, math placement scores, native language, and time since high school enrollment, 

to guide initial placement. In a smaller college environment, it may be possible to do a 

comprehensive review of these factors for each student, while for larger institutions, it may be 

necessary to limit the factors to be considered (Bailey, Jaggars, & Jenkins, 2015). In these cases, 

the research suggests using high school GPA. High school GPA has proven to be a stronger 

predictor of success than the ACT, possibly because these grades are indicative of affective 

attributes, such as perseverance, effective study habits, and time management skills (Bowen, 

Chingos, Lack, & Nygren, 2012). 

A final strategy involves the creation of customized assessments that align with specific 

expectations within an individual college’s programs of study. Disciplinary faculty should 

collaborate and develop assessments that measure skills required upon entry into specific 

courses (Bailey, Jaggars, & Jenkins, 2015). This final strategy is essential within the IET program 

model, given this model is designed for students who are underprepared but enrolling in 

college-level career technical courses. This component will be further described in Chapter 4 

(Students) through a focused discussion on eligibility and screening, as institutions must 

carefully establish placement and entry standards to best prepare students for success. 
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Orientation 

Orientation provides an initial opportunity for incoming students and the college to gain 

familiarity with each other and begin developing relationships that lead to personal 

development and overall college success. It establishes a connection to the college that 

illustrates institutional commitment and provides students with social supports that can 

positively contribute to retention (Singer, 2016). Content of new student orientation may 

include various elements, including academic preparation, personal adjustment, and increasing 

awareness of resources available and college expectations for students and parents (Hollins, 

2009). It can be challenging to determine the duration and breadth of content for orientation 

programs; however, care must be taken to focus on “just in time” information students need to 

know up front in order to succeed. One key first element is academic advising; however, the 

method in which this is done can vary. Some colleges include short one-on-one academic 

advising periods during orientation, while others provide this outside of the orientation 

process. Generally speaking, orientations are distinct from longer student success courses. They 

may include tours of the campus, an explanation of registration procedures, and an overview of 

academic and support services. 

While face-to-face orientation sessions provide a unique opportunity to engage 

students early with the college, the new generation of college students are global, social, visual, 

and technological (McCrindle, 2015). As such, online orientations have also been adopted by a 

number of community colleges as a means to provide a flexible, responsive, and consistent 

option for new students. Tinto (1986) asserted that student engagement is a key to student 

success and needs to occur early and often, and McClenney (2012) specified that this even 
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applies in an online environment. Online options may be appropriate for part-time and/or 

returning adult students, who may be juggling numerous responsibilities and scheduling 

conflicts. 

Research has shown that orientation services improve student satisfaction, use of 

student support services, and retention of at-risk students. However, three weeks into the first 

year of college, 19% of new students were found to be unaware of orientation programming 

(Ford, Stahl, Walker, & Ford, 2008). This may be due to the fact that only 38% of colleges 

indicated that they require it for all first-time students (CCCSE, 2012). Given the fact that 

students are far less likely to complete an optional orientation session, community colleges will 

better ensure the success of students by making new student orientation mandatory. 

Whether online or face-to-face, new student orientation remains an important part of 

the first-year experience for incoming community college students and their families. For IET 

students, new student orientation may be multi-faceted, including both the traditional college 

orientation and another specific to the IET model. This will be further explained in Chapter 4 

(Students). 

Academic Goal Setting and Planning 

According to King (1993), “Academic advising is the only structured service on our 

campuses that guarantees students some kind of interaction with concerned representatives of 

the institutions” (pp. 21-22). Most students benefit from developmental advising, wherein 

there is a collaborative relationship between the advisor and student, and the advisor guides 

the student toward independence and self-sufficiency over the course of time. However, there 

are other students who are satisfied with a more prescriptive type of advising, wherein advising 
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is informational and directive (Alexitch, 2013). Students who have already decided on a 

program of study may consider brief advising sessions to be preferable, while undecided 

students may feel rushed (Bailey, Jaggars, & Jenkins, 2015). The type of advising required is 

dependent on individual student characteristics and institutional values and expectations. 

Various studies have shown that advising is directly linked to student persistence 

(Metzner & Bean, 1987; Metzner, 1989; Braxton, Duster, and Pascarella, 1988), but the 

characteristics and quality of advising differ between institutions. Hatch and Garcia (2017) 

found that early advising plays a relatively important role in persistence for students who are 

uncertain about their plans and for whom academic goals are only loosely linked to their 

intention to persist. They concluded that institutions should gauge students’ level of certainty 

about their goals in order to identify students who have unformulated goals or lack certainty in 

their ability to continue. Bailey and Alfonso (2005) suggest that academic advising should be 

designed to increase goal attainment, yet it is often faculty who maintain the ongoing 

connection with students, indicating that a more inclusive approach to advising may be needed 

institutionally. In the cafeteria-style model, numerous support services are available to help 

students select majors and chart progress toward their goals, but these services may be difficult 

to navigate and are not streamlined (Bailey, Jaggars, & Jenkins, 2015). And unfortunately, 

nearly half of students do not use advising and planning services at all, as colleges do not 

require students to use it (CCCSE, 2012). 

There are, however, some best practices for academic advising. As the academic advisor 

is often the first and most important contact for new students, it is their role to clarify goals and 

map out educational plans. According to Bailey, Jaggars, and Jenkins (2015), this can best be 
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accomplished through a multiphase approach, wherein students complete self-assessment 

activities, followed by career investigation activities, which leads to a synthesis of the two. After 

this process has been completed, advisors are able to develop educational plans and schedules 

with students. A developmental approach is recommended, wherein students are taught to 

self-advise throughout the course of their college career. In practice, however, most community 

colleges lack the resources necessary to allow advisors to spend sufficient time one-on-one 

with students. Additionally, in many colleges, students do not receive one dedicated advisor. 

Rather, they may meet with one of several advisors, in the event they choose to make an 

appointment. Faculty also provide career and course planning advice to students, which is 

rarely coordinated with the academic advisor. In this case, students may receive conflicting 

information that can lead to greater confusion and lack of clarity. As a result, it may be 

preferable for colleges to focus advising resources on goal-setting activities designed for new 

students, with developmental activities deployed over time in partnership with faculty (Hatch & 

Garcia, 2017). 

In the current age of technology, e-advising systems have been created to assist with 

student case management. In this way, they can integrate multiple support services by allowing 

various parties access to the same database for the same student. It is important, however, to 

do more than use the case management system as a point of reference for disparate services. 

Instead, it should be used to help all parties integrate services along the student’s path through 

college. For example, students may complete a survey of interests when completing initial 

placement testing, and the advisor may then consider these results during the student’s first 

appointment. The system may be used to provide academic alerts to advisors, when students 
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are performing poorly in a given course. It may be used to provide students with feedback in an 

actionable way (Bailey, Jaggars, & Jenkins, 2015). While e-advising systems cannot take the 

place of human interaction, they can be used as a tool and invaluable resource for integrating 

communication in the best interest of students. 

Given the fact that effective advising is essential to student success, it is recommended 

that colleges require all students to meet with an academic advisor, improve the ratio between 

advisors and students to the extent possible, coordinate communication between advisors and 

faculty, develop case management systems, and maintain current and detailed program and 

course profiles on the college’s website (Bailey, Jaggars, & Jenkins, 2015). Within the IET 

program model, goal-setting and advising are critical to student success, often with an assigned 

career navigator to ensure a very low student to advisor ratio. This will be further described in 

Chapter 7 (Career Readiness). 

Registration before Classes Begin 

At first glance, research seems to overwhelmingly reveal that students who register 

after the first day of class have lower average GPAs, fewer earned credits, and less likelihood of 

returning in subsequent semesters, when compared to students who enroll in advance. In 2002, 

Smith, Street, and Olivarez (2002) studied the impact of a late registration policy on students at 

a community college in Texas. They found it was detrimental to student success and should be 

discontinued. In 2009, a study by Safer revealed that more than half of the colleges sampled 

permitted registration after the first day. Additionally, students who registered late had lower 

average GPAs, earned fewer credits, and were less likely to return the following semester. In a 

large sample of college students, late registration was found to be associated with lower grades 
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relative to the average grade in the assigned class (Safer, 2009). In 2014, Shriner studied the 

impact of late registration at a community college in Florida, revealing the same results. Over 

the course of time, these and other studies have shown that late registration policies do not 

correlate with student success. 

Smith, Street, and Olivarez (2002) explained that late registration policies are intended 

to serve the open access mission and increase enrollment. Weiss (1999) was a supporter of late 

registration, purporting that the momentum would be interrupted for students if it was no 

longer permitted. Employment changes, class cancellations, and other life factors impact the 

ability of students to remain enrolled in particular classes, and late registration policies permit 

them to adjust their schedules. Tompkins, Williams, and Mitchell (2015) completed a literature 

review of 32 studies related to late registration and discovered that definitions varied widely. 

They found that reasons for late registration include institutional barriers, unpredictable life 

issues, and personal decisions, with students generally feeling satisfied with their opportunity 

to register late. Interestingly, they also found no consistent association between late 

registration behaviors and student grades, course completion rates, and withdrawal/attrition 

rates. As such, they suggest that assumptions related to the negative impact of late registration 

may be over-inflated. 

Despite these disparate findings, IET students would be served poorly if permitted to 

register late. IET student orientations, cohort bonding exercises, and efforts to assist students in 

transitioning into college life would be missed, potentially impacting their likelihood of success. 

IET students often feel overwhelmed at the onset of college classes and require academic and 

support services to carry them through the initial days and weeks of the program. Missing initial 
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content would place these underprepared students further behind. In sum, although the 

research on late registration policies reveals varied results, for the purposes of this guidebook 

and the IET model, it is recommended that late registration not be permitted. 

Accelerated or Fast-Track Developmental Education 

As previously described, developmental education programs historically have been 

comprised of a sequence of courses across several semesters. Students complete one or more 

semesters of coursework, based upon the level they are placed within during initial placement 

testing. This historical structure was based upon the presumption that lower-level students 

would benefit from remedial instruction in order to prepare for college, allowing colleges to 

continue with their open access nature. Simultaneously, colleges would be able to maintain 

academic rigor within college-level classes, by preventing lower level students from attending 

(Hodara, Jaggars, & Karp, 2012). However, it is now known that the majority of students placed 

within developmental classes do not complete their developmental sequence, with even fewer 

ever enrolling in college-level English or math courses (Bailey, Jeong, & Cho, 2010). 

According to Edgecombe (2011), acceleration models allow students to complete their 

developmental education in an abbreviated fashion, or even while concurrently enrolled in 

college-level coursework. These strategies reduce the number of exit points from the 

developmental education sequence, increasing the likelihood of students enrolling in college-

level classes prior to leaving. Additionally, they allow students to move more quickly through 

material that may be unnecessary, increasing student motivation (Hodara & Jaggars, 2014). 

Opponents of acceleration models assert that underprepared students require more time to 

develop basic skills, but research suggests the opposite, finding that the more quickly students 
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progress toward a credential, the more likely they are to graduate (Bowen, Chingos, & 

McPherson, 2009). Additionally, acceleration strategies benefit students economically, ensuring 

financial aid is not squandered on pre-college level coursework. 

A number of acceleration models have been developed and implemented to address the 

problems associated with long-term developmental education sequences. First, there are what 

Edgecombe (2013) refers to as “compression” models, wherein multi-semester sequences are 

combined into a single semester. In a study conducted of the Fast-Start program at the 

Community College of Denver, students in the compressed courses were found to be more 

likely to complete the highest-level developmental math course and were more likely to take 

and pass college-level math (Edgecombe, 2013). In a study conducted by Hodara and Jaggars 

(2014) of the CUNY system, they found that this basic form of acceleration, shorter sequences, 

improved access to college-level coursework and increased overall long-term outcomes. 

The Accelerated Learning Program (ALP) is a co-requisite or paired course model 

designed by faculty at the Community College of Baltimore County (CCBC) in 2007. It was 

designed to allow students placed into upper-level developmental writing to enroll in college-

level English while concurrently taking a support course designed specifically to address their 

academic literacy needs (Jenkins, Speroni, Belfield, Jaggars, & Edgecombe, 2010). In 2016, the 

CCBC modified the model, changing the co-requisite class to an integrated reading and writing 

course and eliminated stand-alone reading and writing developmental education classes. 

Within the model, ALP students enroll as a cohort into a specific college-level course, such as 

English 101, and are accompanied by other non-ALP traditional college students. They then 

attend the co-requisite developmental support, taught by the same instructor, without the non-
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ALP students. The CCBC found that 27% of the students enrolling into the stand-alone 

developmental writing course passed English 101 within three years, compared to 63% of the 

ALP students, who passed English 101 within two years or less. There are now more than 200 

schools across the country who have adopted or modified the ALP model (The Community 

College of Baltimore County, n.d.). 

Another curricular redesign strategy involves converting developmental education 

content into competency-based modules. Students may be able to complete some modules 

quickly while spending additional time working on modules in areas of weakness. Instructors 

may limit the amount of content within modules in accordance with the student’s specific 

pathway, ensuring they learn necessary information but do not spend time learning skills they 

will not need to apply. Because students may lose motivation and stall out along the way in a 

modularized program, it is recommended that check-in points be imbedded within the program 

design (Edgecombe, 2011). 

Finally, the IET model is one example of a contextualized mainstreaming model, wherein 

students are enrolled directly into college-level courses while receiving supplemental support 

to address basic skills gaps. This can take different forms outside of the IET model, including 

study groups, peer-led sessions, or the ALP model previously described (Edgecombe, 2011). The 

IET model is also a basic skills integration model, wherein academic deficiencies are addressed 

in career technical education (CTE) instructional environments. This has proven to be effective, 

as application within these courses is more relevant than within stand-alone developmental or 

adult basic skills courses (Perin, 2011). These courses are typically co-taught by disciplinary and 

developmental or adult basic skills faculty. The I-BEST program in Washington State served as a 

31 !



 

 

            

             

            

            

           

           

           

          

           

   

   

         

             

           

              

             

             

            

           

        

          

                

foundational example of basic skills integration with CTE programs, setting the stage for the IET 

model nationwide. Jenkins, Zeidenberg, and Kienzl (2009) studied the I-BEST program in 24 

colleges in Washington and found that participation in I-BEST increased the number of college 

credits earned, improved persistence rates to the subsequent academic year, increased the 

number of points gained on basic skills tests, and increased credential attainment. 

Acceleration models address the deplorable success rates of students enrolled in 

traditional developmental education programs and are becoming the norm versus the 

exception. The IET model is one acceleration model focusing specifically on underprepared 

adults in shorter-term career technical education programs, eliminating the need for stand-

alone developmental education. 

First-Year Experience 

Tinto (1975) recognized that individual student characteristics, such as prior school 

experiences and family background, impact a student’s goal to graduate and overall level of 

commitment to the institution. Within his Interactionalist Model of Student Persistence, he 

asserted that the higher the degree of a student’s academic integration, the higher their level 

of commitment to graduate. Additionally, the higher the degree of social integration, the higher 

the level of commitment to the college. The model suggests that academic and social 

integration are keys to successful completion. Karp (2011) affirmed this assertion by examining 

non-academic supports for students and found that positive outcomes were achieved in 

programs that involved creating social relationships, clarifying aspirations and enhancing 

commitment, developing college know-how, and making college feasible. However, nearly half 

of all first-time full-time students in community colleges do not persist to the second year (ACT, 
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2014), illustrating the fact that community colleges should require additional strategies and 

interventions for students early on. According to Levitz, Noel, and Richter (1999), attrition rates 

reduce by half after the completion of the first year, concluding that the best way to improve 

graduation rates is to reduce first to second year attrition (Mayo, 2013). 

Gardner, Barefoot, and Swing (2001) recommend several strategies for establishing 

First-Year Experience (FYE) programs. First, they recommend one individual be placed in charge, 

given there is often ambiguity in this area. Maintaining FYE as a central responsibility for one 

individual prevents it from losing priority among many other responsibilities for others. Next, 

they suggest this person create a team comprised of faculty, staff, and administrators, engaging 

faculty across disciplines. Barefoot (2005) cautions that first year efforts will suffer a second-

class citizenship in the college without the meaningful involvement of a number of faculty 

(Mayo, 2013). As Tinto (1982) stated, “Simply put, the more time faculty give to their students, 

and students to each other, the more likely are students to complete their education” (p. 697). 

Similarly, within the IET model, while a group effort is needed to support the program as a 

whole, it is important to identify one leader for the initiative. This point person is able to 

resolve issues between academic and support service areas and serve as a primary contact and 

decision-maker, ensuring the program remains vibrant and successful. 

First year experiences (FYE) programs include a variety of interventions, both academic 

and nonacademic, designed to improve learning and retention. While there is no single model 

for FYE programs, they typically include student-to-student activities, faculty-to-student 

interaction, student involvement on campus, and academic preparation for college (Barefoot, 

2000). First-year seminars or student success courses are a primary component of FYE 
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programs and will be specifically discussed in the following section. Other high-impact practices 

within FYE programs may be found inside or outside of the student success course and include: 

1) writing-intensive experiences; 2) collaboration and teamwork; 3) diversity and global 

learning; 4) service learning; 5) learning communities; 6) common reading experiences; and 7) 

undergraduate research (Young & Keup, 2016). 

Many of these strategies fit well within the IET model. Despite the fact that IET 

programs do not typically exceed one academic year, there is perhaps an even greater need to 

focus on retaining students through and past the first semester. Additionally, a key goal of the 

IET model is to transition students on to further postsecondary education, making it critical for 

students to persist through to the end of the IET program. Student-to-student activities are 

included in initial student orientation, and relationships are cultivated within the cohort 

throughout the duration of the program. Faculty-to-student activities are prevalent within the 

model, as the basic skills instructor is with the cohort in all classes. The model is designed 

similarly to a learning community, wherein faculty work together to achieve joint outcomes, 

and the support course is contextualized to all of the CTE classes. Academic preparation is 

emphasized through the free and contextualized support course, and collaboration and team-

building exercises are imbedded within the cohort-design. While the IET model may not be 

classified as a FYE program, it arguably stands as a specific FYE program for returning adults in 

CTE pathways. These strategies may be even more critical, given the underprepared status of 

IET students and the fact that many are adults with a high level of anxiety regarding enrolling in 

or returning to college. 
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Student Success Course 

Barefoot (1992) described the student success course as a course intentionally designed 

to facilitate the social and academic transition of first-year students into postsecondary 

education. Sometimes referred to as the “first year seminar,” the course typically includes 

topics such as study and time-management skills and awareness of campus facilities and 

support services. The National Resource Center for The First-Year Experience and Students in 

Transition conducted a national survey in 2012-2013 of community colleges and found that the 

most common course topics included study skills (50.5%), campus resources (47.9%), and 

academic planning or advising (44.7%) (Young & Keup, 2016). 

While student success courses have a much longer history, dating back as early as 1877 

at Johns Hopkins University, they have become more prevalent in the past few decades. 

Between 2003 and 2012, the proportion of community colleges offering a student success 

course increased from 71% to 86% (Young & Hopp, 2014). Given the open access nature of 

community colleges, it is not surprising to find a heightened need to guide and acclimate 

students to the higher learning environment. These courses provide a unique first entry period 

in which to focus on personal identity, communication with others, time management, and 

intellectual growth (Young & Keup, 2016). 

Student success courses may be offered in a number of different ways, including 

preterm immersion courses, first semester courses taken alongside other coursework, or via 

retreats designed for new students. They may be taught by different combinations of faculty, 

staff, and administrators, and they may come with different names, such as College 101, First 

Year Experience 101, or Student Success Seminar (Young & Keup, 2016). They are common 
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within both two-year and four-year colleges, but there are some notable differences. First, 

community colleges are more likely than four-year institutions to focus on basic skills and 

college transition. Additionally, community colleges are less likely to make it mandatory, with 

46% of four-year colleges requiring it but only 22% of community colleges doing so (Bers & 

Younger, 2013). 

Pascarella and Terenzini (2005) say that participation in a student success course has 

statistically significant and substantial positive effects on students’ successful transition to 

college, persistence into the second year, and on academic performance overall while in 

college. The positive impact of student success courses is well documented. For example, 

Wahlstrom (1993) found that students who took a student success course earned higher grade 

point averages and more credits than their counterparts who did not take the course. Miller, 

Janz, and Chen (2007) found that regardless of academic ability prior, all students benefited 

from a student success course in terms of credits earned and persistence. 

Young and Keup (2016) provide several suggestions for community colleges to consider 

when offering student success courses. First, it is helpful to keep class sizes small, in order to 

foster an environment of sharing and connection. Second, it is preferable to award credit for 

the student success course in order to increase motivation to complete it, communicate its 

importance, and to ensure financial aid is able to cover the cost. Finally, given the fact that 

there is a strong correlation between completion of the course and heighted student success 

outcomes, the course should be made mandatory for incoming students. 

The IET model inherently creates a learning-community or cohort-based environment, 

wherein students remain together throughout the duration of the program. Within IET models, 
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the initial orientation or early weeks within the academic support course may be where much 

of the bonding between students and faculty takes place. Additionally, the career navigator 

remains closely linked to students, addressing concerns and barriers and smoothing the 

transition to college coursework. As a result, IET students may or may not be asked to complete 

the college’s student success course. While it can only lead to heightened success for students, 

IET students are already receiving significantly heightened academic and support services. In 

order to save money and ensure students have time for their very rigorous first semester and 

the accompanying support course, it may be preferable to consider waiving the student success 

course for IET students or contextualizing it for all CTE students. 

Learning Community 

According to Lerner, Brentano, Dowling, and Anderson (2002), positive relationships are 

critical to helping students thrive, sending them on a path to “idealized personhood” (p. 15). 

And, when students thrive, they contribute to society, their own lives, and to the lives of others. 

In order to achieve this, community colleges must foster positive relationships with other 

students, faculty, and staff members, and this does not happen in isolation of the classroom 

environment (Shamah & Ohlsen, 2013). 

Learning communities are intended to cultivate this type of supportive environment for 

community college students, wherein they can thrive both academically and socially. Within a 

learning community, students enroll together in a set of linked cross-disciplinary courses (often 

two, sometimes three or more), and faculty are meant to collaborate in providing courses that 

are linked or paired in some way (Visher, Weiss, Weissman, Rudd, & Wathington, 2012). For 

example, IET students may learn a particular hands-on skill involving measurement in a welding 
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course while receiving direct instruction and practice with measurement and math within the 

support course. Learning communities provide an opportunity for students to remain together 

as a cohort within two or more courses, encouraging strong social bonds and a network of 

support. They encourage faculty to incorporate collaborative activities, and faculty report that 

it improves their own pedagogy, particularly if they are paired with an experienced instructor 

(Bailey, Jaggars, & Jenkins, 2015). 

According to Bourdon and Carducci (2002), the literature suggests that participating 

students demonstrate greater progress in academic subjects, have increased satisfaction with 

the college, and make better use of student support services. In 2005, Bailey and Alfonso found 

that of four areas of community colleges studied (including learning communities, 

developmental education, student services, and college-wide reform), learning communities 

yielded the most significant evidence of positive impact on persistence. 

However, the impact of learning communities on student outcomes appears to be 

mixed. Within six random assignment studies, learning communities were found to have only 

modest and short-term effects on academic outcomes. While students in developmental 

education learning communities evidenced some small benefit, there was no evidence of any 

impact on persistence. Faculty reported finding it difficult to adjust their planning and pedagogy 

to align with the model’s focus on interdisciplinary collaboration. Few of the faculty teaching 

learning community courses were found to collaborate on syllabi or assignments and did not 

regularly discuss content or shared students (Visher, et al., 2012). Additionally, learning 

communities often exist in isolation, involving a small set of courses, but not others. While half 

of community colleges offer them, most only offer a few sections, and only 13% of students 
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have taken one, possibly because many simply do not know about the opportunity (Bailey, 

Jaggars, & Jenkins, 2015). 

When offered in a manner that aligns with high impact research and with high-quality 

faculty who collaborate, plan, and integrate content and outcomes, learning communities have 

the potential to achieve their intended goal of fostering a supportive and socially bonding 

environment. The goal and concept of learning communities is relevant within the IET model, 

where all courses are intended to be linked, and students attend all courses together. In this 

way, the experience is not isolated to a couple of courses and is more comprehensive in nature. 

Common course outcomes are intended to be developed between the support course and 

career technical education faculty, and the support course instructor is with the cohort for a 

portion of every class. The IET model embraces the mission of learning communities and has 

integrated the concept of the model into the overall program design. Chapter 9 (Planning and 

Logistical Considerations) will provide additional information related to the IET cohort model. 

Class Attendance 

Researchers have found that class attendance is the best predictor of academic 

performance in college, offering a more reliable prediction of college grades than do high 

school GPAs, SAT scores, college placement tests, and study habits (Crede, M., Roch, S.G., & 

Kieszczynka, U.M., 2010). Relevant to the previous section, Bonet and Walters (2016) 

conducted a study on learning communities and found that they positively impacted grades and 

course completion rates, citing higher levels of engagement and lower rates of absence as the 

causal mechanisms. Clump, Bauer, and Whiteleather (2003) found that there was a significant 

relationship between attendance and class test scores in psychology courses, and Brocato 
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(1989) identified a strong relationship between attendance and grades in macroeconomic 

courses. Simply put, students need to attend class in order to be fully successful. 

Unfortunately, approximately a quarter of Survey of Entering Student Engagement 

(SENSE) respondents say they skipped class at least one time in the first three weeks of their 

first term, despite the fact that 78% of faculty maintain attendance policies (SENSE, 2011). 

Launius (1997) found that students cite boredom and a general lack of interest in attending 

class as reasons for being absent. However, mandated attendance policies appear to have a 

positive impact on student outcomes. Hancock (1994) and Hansen (1990) found that students 

generally perform better in classes where attendance is included within the grading 

methodology. However, within a college environment, detractors argue that students are 

adults and should be responsible for coming to class through their own intrinsic motivation 

(Chenneville & Jordan, 2008). 

Within the IET model, regular attendance is viewed as a key to success. The individual 

attendance policies of CTE faculty may vary, but the career navigator, basic skills support 

instructor, and fellow students provide a wrap-around support network, checking up on 

students in the event of an absence and developing strategies to avoid them in the future. A 

pro-active approach is used in order to eliminate absences from the onset. Particularly with 

underprepared adult students, myriad job and life responsibilities serve as barriers to 

participation. However, from the time of initial recruitment and orientation, students should be 

asked to commit to regularly attending in order to gain admittance into the program. 
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Alerts and Intervention 

According to Braxton, Hirschy, and McClendon (2003), effective intervention at the first 

sign of academic difficulty can effectively reduce student attrition. There is no “one size fits all” 

approach to early intervention approaches, which are impacted by the resources and size of 

community colleges. The idea is simply to identify students who seem to be struggling very 

early on and apply interventions designed to improve their performance before it is too late. 

Intervention triggers may include class performance, attendance, or issues involving classroom 

behavior or personal problems. Students may be targeted for an intervention using available 

software or may be referred by individual faculty. Responses to these triggers vary and may 

include one-on-one contact with students, connections via e-mail, text, or phone, or mass e-

mails to students who fit the relevant criteria (Tampke, 2013). 

Research supports the use of early intervention systems. For example, at Sinclair 

Community College, Price (2010) found that at-risk students in the early alert program had 

higher persistence than non-at-risk student in the general population. At Frederick Community 

College, Chappell (2010) found successful outcomes in courses rose from 52% to 66% following 

the implementation of an early alert system. McJunkin (2005) similarly studied early alert and 

found that students who received the intervention had higher term grades, GPAs, and number 

of term credits completed. 

In order to be effective, assessment must be done early, faculty must participate in the 

early alert system, and support services must respond efficiently to the direct problems of 

individual students. Students may be on the roster without ever attending class, have excessive 

absences or tardiness, demonstrate academic concerns, submit little or no homework, perform 
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poorly on assessments, or have behavioral issues in class. Regardless of the interventions 

available at a given college, it is important to look beyond the symptoms to identify underlying 

causes. As a result, the more personalized the intervention, the more likely it should be to make 

a difference (Bers & Younger, 2014). 

In the IET program model, Adult Education (AE) faculty, Career Technical Education 

(CTE) faculty, and the career navigator work very closely and individually with students from the 

onset of the program. As such, a formalized early alert program may be less necessary for this 

population, but the concept of early intervention is relevant. 

Experiential Learning beyond the Classroom 

The category of experiential learning beyond the classroom includes various types of 

activities and descriptive terms inclusive of but not limited to academic service learning, 

community service, volunteerism, community engagement, and service learning (Kendall, 

1991). Service learning is generally accepted to be any activity that allows students to apply 

their life experiences to course content, with opportunities for students to reflect on their 

personal experiences (Bringle & Hatcher, 1995). This distinguishes it from community service, 

which focuses on the individual being served as the beneficiary. In service learning, both the 

student and individual being served benefit from the experience, and service learning is 

uniquely linked to course content (Furco, 2001). As such, the term service learning will be used 

to capture experiential learning outside of the classroom throughout this section. 

Britt (2012) identified three different types of service-learning pedagogy, including: 1) 

skill-set practice and reflectivity, wherein students develop competence in their field and 

practice in the real world; 2) civic values and critical citizenship, wherein students investigate 
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offered within a tutoring center, or specific learning labs such as writing centers. Students may 

be referred by an instructor or may elect to attend tutoring on their own, and services are 

typically free of charge. Tutoring may be offered by trained professional tutors or by peer tutors 

(Koski & Levin, 1998), with computer-assisted instruction sometimes being used as a 

supplement. 

Vick, Robles-Pina, Martirosyan, and Kite (2015) conducted a comparative study of the 

impact of tutoring on developmental English students and found that those who received 

tutoring over three consecutive semesters were more successful than those who did not 

receive tutoring, based upon lower withdrawal rates, grades of A or B, and higher persistence 

rates. In a study by Perin (2004), students who paid more than six visits to the learning center 

were found to have GPAs a point or more higher than those who paid fewer visits, but she 

acknowledged that it is difficult to determine whether it is the characteristics of students or the 

learning centers themselves that are responsible for these outcomes. Additionally, she found 

that a large portion of the assistance provided was focused directly on helping students 

complete course assignments (Perin, 2004). Wurtz (2015) conducted a study of developmental 

education students in community colleges and found that those who utilized a learning 

assistance center were three times as likely to be successful in their course and almost twice as 

likely to persist to the next term. 

If tutoring leads to strong academic outcomes, it is unfortunate that 76% of students 

reported not using tutoring at all (CCSSSE, 2012). Strategies such as actively promoting tutoring, 

requiring it for developmental education students, and ensuring tutors are highly qualified and 

trained may assist in drawing students into the tutoring center. Tutoring is not a specific 
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component included within the IET model, however, the basic skills instructor goes beyond the 

scope of traditional tutoring by offering fully contextualized supportive instruction. In some 

cases, IET students who require additional assistance beyond the support course may benefit 

from a tutor who can spend more time working with them individually. 

Supplemental Instruction 

Deanna Martin developed Supplemental Instruction (SI) in 1973 as a cost-effective way 

to provide academic support utilizing peer-assisted study sessions (Widmar, 1994). SI, or peer-

led discussion sessions, are scheduled in conjunction with one or more high risk courses 

(defined as courses where 30% or more of enrollees withdraw mid-semester, fail, or earn a D). 

The model is designed for challenging, high-risk courses versus at-risk students specifically. Peer 

tutors, or SI leaders, collaborate with faculty to develop study sessions that integrate course 

content with study skills. SI leaders are trained not to repeat course content but to help 

students process, discuss, reflect on, and apply what they are learning. Overall, they are meant 

to do more than help students with homework and should provide opportunities for students 

to connect more meaningfully with content (Bailey, Jaggars, & Jenkins, 2015). They do not 

explain content to students but use collaborative learning strategies to help reduce attrition 

and equip students with study strategies to help them in the future (Martin & Arendale, 1993). 

An SI coordinator provides supervision, identifying subjects, serving as a liaison with faculty, 

identifying and training SI leaders, collecting outcome data, and monitoring session quality 

(Goomas, 2014). 

SI has proven to have a positive effect on student outcomes. In a 2003 study of students 

in a large, public university, Hensen and Shelley found that SI students earned a significantly 
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higher percentage of A and B grades, earned a lower percentage of Ds, Fs, and withdrawals, 

and had significantly higher final course grades that did non-SI participants (Hensen & Shelley, 

2003). In a 2014 study of college students in psychology courses, Goomas (2014) found that 

83% of SI students received an A, B, or C, while only 64% of those who did not participate in SI 

achieved similar grades. Earlier, in 1998, Maxwell found that SI may have a positive impact on 

peer relationships (Crisp & Taggart, 2013. 

Bailey, Jaggars, & Jenkins (2015) found that 87% of community colleges offer some form 

of SI, but in a survey of faculty who teach supplemental instruction courses, 81% did not require 

students to participate in the sessions, and 82% of community college students said they had 

not used supplemental instruction in the current year (Center for Community College Student 

Engagement, 2012). The optional nature of SI may be limiting the potential for positive impact, 

given students are less likely to participate in something that is not required. 

SI is not a component of the IET model, as a dedicated faculty member accompanies 

students to all classes and provides a comprehensive and contextualized support course to help 

students achieve positive outcomes. However, many of the concepts are applicable and can be 

used by the basic skills instructor, including a focus on helping students develop learning 

strategies. As students transition past the IET model into other high-risk, gateway courses, SI 

may serve as an excellent bridge resource. 

Existing IET Resources 

Beyond best practices for community college student success, there are also specific 

resources available that relate to career pathways in general and to the IET model specifically. 

This section provides a listing of available resources to assist community colleges interested in 
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CHAPTER 3: METHODOLOGY !

INTRODUCTION !

This guidebook provides practical and logistical advice to administrators interested in 

developing and implementing an IET program. It is specifically written with the community 

college audience in mind but may be useful to state agencies interested in rolling out the IET 

model or to professional development organizations seeking to support community college 

professionals. As discussed in Chapter One (Introduction), while IET programs are growing in 

popularity, have demonstrated effectiveness, and are incentivized through federal grants, 

sufficient ground-level practical guidance is still lacking for those seeking to develop and 

implement an IET program in the field. 

FILLING THE GAP 

While various helpful resources have been developed, available guides seem to be 

written at a broader level and do not address many of the practical issues faced by 

administrators. For example, the “Program Administrator Training Manual: Building Integrated 

Pathways through Collaboration,” developed by the National College Transition Network 

(NCTN), was developed with a different audience in mind. Specifically, the manual is designed 

to prepare trainers who have been selected to provide professional development to community 

college practitioners interested in the IET model. As such, it is structured with specific and 

structured activities for training professionals, such as discussion activities on collaborative 
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leadership and broad stakeholder engagement, including details related to timing and room 

layout. It includes useful advice for community college administrators, such as suggestions on 

creating an elevator pitch for the initiative and facilitated discussions on comprehensive 

student supports. However, as it is not designed for program administrators, it does not 

provide the prescriptive advice that would benefit administrators at the onset. 

The “Accelerating Opportunity Field Guide,” developed by Jobs for the Future, is 

another helpful online resource providing guidance and advice to administrators in a number of 

areas, such as pathway development and implementation/sustainability. However, it is written 

at a broad level. For example, while it advises colleges to establish an implementation team and 

provides suggested discussion topics for the team to consider, it does not dive into each topical 

area to provide concrete advice. As such, this guidebook is designed to complement these 

existing resources, providing practical guidance from the perspective of an experienced IET 

administrator. 

PROCESS AND BACKGROUND 

The content of this guidebook represents lessons learned, best practices identified, and 

overall advice garnered through direct experience on the part of the writer, who developed, 

implemented, and scaled a successful IET program at a community college. In 2010, the writer 

led an effort at Elgin Community College (ECC), in Illinois, to create an IET program for ESL 

students interested in becoming welders. ECC was subsequently selected to participate in the 

national Accelerating Opportunity initiative and expanded the IET model to include pathways in 

Welding, Computer Numerical Control Operator, Dental Office Aide, and Heating, Ventilation, 
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Air Conditioning, and Welding. ECC’s IET program was selected as a Bellwether Award finalist by 

the Community College Futures Assembly in 2017 in the “Planning, Governance, and Finance” 

category for its work in the area of braided funding. By strategically combining and aligning 

various grants and funding sources, ECC was able to sustain the IET model during challenging 

economic times and is scaling the initiative to include four additional pathways and a broader 

student population at the time of this writing. 

Acknowledging that the tools previously mentioned are available to practitioners and 

that individual states offer targeted professional development on IET programming to varying 

degrees, this guidebook is intended to fill the gap by providing a ground-up perspective for 

those seeking advice on practical application. Given the different sizes, cultures, and structures 

within community colleges, this guidebook provides various options to allow administrators to 

identify the most appropriate implementation approaches that best fit their community 

college. 

This guidebook was written with an assumption that the community college’s 

administration is strongly committed to developing a robust IET program, with an intention to 

sustain and expand it over time. As such, top-down institutional support is presumed to be in 

place. Additionally, it is assumed that the college has identified sufficient resources to develop 

and implement an IET program, even if additional planning is necessary to sustain and scale it. 

In order to demonstrate effectiveness, it is assumed that the college has an institutional 

research department with the willingness and capacity to provide outcome data for the 

program. Finally, it is assumed that the college is located in an area where labor market 

demand is high in one or more career pathway areas, that the college offers CTE programming 
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in these areas, and that the college resides in an area with a sizeable population of 

underprepared adults seeking employment, re-training, or job advancement opportunities. 

OVERVIEW OF THE GUIDEBOOK STRUCTURE 

The guidebook has been structured to address IET program development in a number of 

areas. The following chapter (Chapter 4), provides information designed to help colleges 

identify appropriate career pathway programs for the IET model in response to local employer 

needs and presents credentialing options to be considered. Chapter 5 addresses issues related 

to students, such as identifying the appropriate student population, developing a recruitment 

plan, determining eligibility requirements, designing an IET orientation, recognizing 

accomplishments, and transitioning students upon program completion. 

Following this discussion on pathway programs and issues related to students, Chapter 6 

focuses on the paired support course, discussing such topics as curriculum development, course 

scheduling, syllabi and course expectations, and contextualized instruction. Chapter 7 then 

presents model options for team-teaching within the CTE environment, offers considerations 

for faculty selection, provides faculty compensation models, includes options for faculty 

professional development and support, and makes recommendations related to faculty 

evaluation. Chapter 8 provides guidance related to workforce preparation activities in such 

areas as résumé development, mock interviews, field trips, specialized courses, and the role of 

the career navigator position. Chapter 9 covers a myriad of planning and logistical 

considerations, such as program length and intensity, the cohort model design, course 

scheduling, model fidelity, bridge programs, financial support, and external partnerships. 
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Having then covered many of the logistical topics necessary for program planning, Chapter 10 

explores broader issues of sustainability, scale, and institutional support, highlighting methods 

for demonstrating program effectiveness, braiding funding sources, and cultivating institutional 

and community support. Finally, following these content chapters, the final chapter presents 

overall conclusions and suggests implications for future research. 

CONCLUSION 

The overall structure and design of the guidebook is organized in a recommended 

sequence that would logically move an administrator through the elements to be considered 

when designing an IET program. The information is not intended to be exhaustive but touches 

on the critical areas requiring pre-planning and decision-making. Having reviewed the 

guidebook, administrators should be better prepared to create a program model that fits within 

their unique institution, avoiding common pitfalls and building upon identified best practices. 
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CHAPTER 4: CAREER PATHWAYS AND EMPLOYER ENGAGEMENT !

INTRODUCTION !

The first step in developing an IET program involves identifying CTE programs that are 

best-suited to the model. IET programs are typically less than one year in duration and include 

short-term certificate programs in areas of high labor market demand, resulting in the 

attainment of one or more industry-recognized credentials. This chapter provides guidance on 

identifying CTE programs for the IET model, suggestions for pathway structure and design, and 

an overview of the types of credentials to be considered. 

SELECTING A CAREER PATHWAY PROGRAM 

When selecting a career pathway program for the IET model, time should be invested to 

ensure a thorough and considered decision is made. If a career pathway program poorly suited 

to the model and student population is selected, it is unlikely the IET program will be successful. 

Following are factors to be considered during the selection process. 

Labor Market Demand 

When selecting an IET pathway, the goal is to identify training programs in high-demand 

fields, leading to careers with available local jobs that yield reasonable wage rates and provide 

opportunities for advancement. Labor market information (LMI) should be considered but can 

sometimes be challenging to locate and interpret. Public data resources, such as the Quarterly 

Census of Employment and Wages (QCEW) and the Bureau of Labor Statistics Occupational 
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Employment (OES) can provide general information but may be lacking detail or local relevancy. 

Various vendors, such as Economic Modeling Specialist (EMSI) and Burning Glass, have 

developed tools that delve deeper. EMSI uses multiple state and federal sources to offer a full 

picture inclusive of the self-employed, agricultural workers, and others typically omitted within 

payroll data. Unemployment and demographic data on educational attainment and population 

are included, and occupational data is available by region, customizable by geographic area. 

Burning Glass’ Labor/Insight tool and EMSI provide the specific qualifications, skills, and 

certifications employers are seeking in job postings, in addition to wage rate information 

(Kennington, 2012). These tools can provide relevant data to assist in selecting viable IET career 

pathways for your local college’s student population. 

LMI is also available at the local level. For example, Local Workforce Development 

Boards (LWDBs) can serve as another resource for attaining labor market information. Training 

programs are analyzed and approved for inclusion on local occupational demand lists. The 

programs included are then approved under the Workforce Innovation and Opportunity Act 

(WIOA) under Title I, allowing low-income students to apply for financial assistance covering 

tuition, books, transportation, and other costs associated with participation. The LWDBs work 

with other partners to create local and regional economic development plans and are an 

excellent resource for purposes of program planning and referrals. IET teams should connect 

with their LWDB as a key partner during program development and when selecting career 

pathways. 

Local employers are another critical partner in IET program development and should be 

included when identifying pathway areas. Advisory councils on community college campuses 
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may already have long-established and strong linkages with area employers, and these 

connections and scheduled meetings can be readily accessed. Other local industry councils or 

groups may exist outside of the college, and it can be helpful to attend to identify local demand 

while promoting the IET program. In some cases, employers will refer employees with basic 

skills deficiencies to the IET program for further training, providing an added incentive to 

connect early. If outreach efforts to area employers are consolidated within your college to one 

area or individual, it is helpful to meet with that person to develop a plan for conducting needs 

assessment to inform your IET planning efforts. 

Additional Criteria 

Once a CTE program has been selected that is responsive to the needs of local 

employers, additional factors should be considered. It is important to consider the pre-

requisites or placement test scores required by your college for program admittance to identify 

any barriers for underprepared adult students. If the culture within the college will not allow for 

alternative methods of readiness assessment for IET students, it may be necessary to choose a 

program with minimal requirements for entry. However, if you have identified the most 

appropriate CTE program for the IET model, it is worth the time and effort necessary to secure 

an exception to standard entry requirements. One strategy for doing so may include describing 

the program as a pilot, thus alleviating concerns regarding the permanency of the exceptions to 

be made. Another strategy is to share examples of success from other colleges and remind 

those who are reluctant that the program is intentionally designed with robust, built-in 

academic and support services, which would aide students throughout in a manner not typically 

associated with most CTE programs. The program is intended to admit students who do not 
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normally meet the prerequisite requirements and lead them to successful completion through 

enhanced support. 

Additionally, investigate the skills students need to have in place at the time of program 

entry. What skills are essential for students to have mastered prior to enrolling? Students 

enrolled in IET programs often enter with a gap or deficiency in one or more academic areas. 

While the wrap-around support of the IET model makes it possible for lower-level students to 

persist and succeed, the skills gap cannot be so broad that it cannot be addressed through 

academic and other supports. Typically, programs of this level come accompanied by placement 

test requirements that would render IET students ineligible, but an exception to testing 

requirements should only be sought for programs where IET students will be able to achieve 

success. To determine this, it is advisable to meet with faculty in the CTE program to discuss 

learning outcomes and required skills, review the textbook and exams, and ask questions 

regarding necessary math, reading, or writing skills. In cases where a program is determined to 

be too advanced, consider the possibility of creating a bridge program to equip adult learners 

with the skills required by the program at the onset. 

Several other factors should be considered when selecting a CTE program for the IET 

model. First, in order to successfully recruit students for the program, there must be a 

population of students interested in employment in the targeted area. It may be necessary to 

inform or educate students about the CTE program and relevant occupations, in order to elicit 

interest. Presentations within adult education classes or bridge programs designed to expose 

adult students to career pathway programs may assist. 
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Next, the degree to which a CTE program is fully enrolled may impact the viability of 

establishing an IET program in the area. For example, a highly competitive program with a 

waiting list may be a poor choice for the IET model, where seats or sections are typically set 

aside specifically for IET students. It is helpful to identify a CTE program wherein there is both 

high labor market demand but declining or low enrollment. As CTE faculty have a vested 

interest in filling their classes and running a vibrant and full program, low enrollment may serve 

to attract them to the IET model, where recruitment efforts are bolstered, and enrollment is 

strengthened. 

Finally, it is necessary to consider the characteristics of the CTE program, as we will 

discuss further in Chapter 7 (Team-Teaching Strategies). CTE faculty must be open and willing to 

collaborate with a basic skills instructor and must be patient and understanding of the targeted 

student population. If a faculty member is resistant to the model, the program is unlikely to 

succeed. 

PATHWAY STRUCTURE 

Community colleges vary widely in terms of how career pathway programs are 

structured, making it a challenge for employers to understand the value of available 

credentials. For example, a certificate with an identical name may include six credit hours at 

one college and 15 credit hours at another. The differences may be unclear to local employers, 

who are far more concerned with skills and competencies. While standardization of certificates 

between colleges may not be possible, it is advisable to break certificates down into 

manageable chunks, to enable students to acquire a certain set of skills and then continue on to 
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a subsequent certificate or degree, potentially attaining employment along the way. Such 

short-term certificates must be expansive enough to be of value to employers. Use advisory 

councils and personal relationships with local employers to obtain necessary feedback 

regarding the curriculum. 

In some cases, community colleges require that certain courses be included as a part of 

a CTE certificate that may, in reality, be unimportant to employers. For example, a speech 

course may be required as a part of a basic dental assisting certificate, or a technical math 

course may be required as a part of a basic welding certificate. Consider whether or not these 

courses are truly essential, using employer feedback as a guide. If separate stand-alone general 

education skills can be woven into the CTE content classes or basic skills support course, then 

do so. The goal is to move students quickly and efficiently through a course sequence leading to 

a credential of value to local employers. By eliminating unnecessary courses, students save 

money and can focus their attention on CTE content courses versus potentially unrelated 

courses that may serve as barriers to student success, as content is not contextualized to their 

field. It should be noted that this work extends outside of the IET program and impacts all 

students enrolled in the CTE pathway. In other words, all CTE programs should be evaluated in 

order to remove unnecessary courses or content while ensuring students are well prepared for 

employment and further postsecondary education. Any changes to certificate programs will 

need to be submitted through regular college and state processes for approval. 

Career pathway programs have multiple entry points, including students from local high 

schools, adult education programs, and the surrounding community. They provide sequential 

steps to move students through a program of study from start to finish, progressing through 
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any basic skills coursework, on to a series of certificates, ultimately leading to a two-year 

degree and beyond. These pathway programs can be effectively communicated to students and 

employers using visual mapping, sometimes referred to as career program maps or road maps. 

When used effectively, these maps present entry points, coursework, competencies, 

credentials, labor market information, and wage data to illustrate employment and job 

advancement opportunities. 

Maps can be used for marketing purposes and during advising sessions to help students 

understand entry points, progression, and advanced opportunities over time. For example, an 

IET program map should illustrate entry points such as bridge programs, high school 

equivalency classes, or ESL classes. It should clearly show the course sequence to be taken each 

semester, inclusive of additional IET courses, such as the basic skills support course. The courses 

and semesters linked to the IET program should be clearly reflected, and potential jobs 

associated with the targeted certificate should be shown, along with wage information. Then, 

subsequent credentials and steps should be clearly presented, to ensure students understand 

the broader path and how they can continue building their skills and credentials over time. 

Beyond these broader program maps, it is necessary to develop an individualized 

education plan specific to the CTE certificate or degree of the individual student. For example, a 

student interested in becoming a Computer Numerical Control (CNC) operator should develop 

an educational plan with an advisor or career navigator that clearly presents the expected 

certificate, a description of the program, career opportunities linked to the credential, program 

requirements, a clear breakdown of classes to be taken each semester, information related to 

more advanced certificates and degrees in the area, transfer opportunities, and samples of 
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more advanced sequences. For IET students, there may be required courses that fall outside of 

the traditional sequence, such as the mandatory support course, career readiness classes, and 

high school equivalency courses, where applicable. These should be clearly presented, semester 

by semester, within the student’s individualized education plan. 

CREDENTIALS 

IET programs lead to the attainment of one or more industry-recognized credentials, in 

order to equip students with the knowledge and skills sought after by sector employers. 

However, the term “industry-recognized credentials” has lacked a common definition. Further, 

employers are inconsistent in their criteria for employment. For identical jobs, one employer 

may require a specific third-party credential, while for another, candidates may be employed 

without such a credential, so long as they hold desirable attributes, such as an ability to work 

well with others, follow directions, and demonstrate a strong work ethic. In order to most 

effectively prepare IET students for success and afford them an advantage in the employment 

arena, credentials should be an outcome of participation in an IET program and in alignment 

with employer demand (Bergson-Shilcock, 2016). 

The U.S. Department of Labor (DOL) Employment and Training Administration produced 

a “Credential Resource Guide” that provides a comprehensive description of the types of 

available credentials and an explanation of how they can be acquired and leveraged to build 

solid careers (Oates, 2010). The DOL defines a credential as “…a verification of qualification of 

competence issued to an individual by a third party with the relevant authority or jurisdiction to 

issue such credentials…” (Oates, 2010, p. 20). While a wide range of credential types are 
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stackable credentials should be included, enabling students to advance to higher levels over 

time (Perkins Collaborative Resource Network, n.d.). In the end, the goal is to be aware of the 

credentials required for employment in the pathway area and to ensure students complete 

with those credentials in place. 

EMPLOYER ENGAGEMENT 

As previously mentioned, local employers should be involved in the IET program 

planning process from the onset. Most community colleges already have existing relationships 

with employers in each CTE pathway area, with employers providing input into overall program 

design and curricula through advisory council meetings. It is important to fact-check labor 

market demand on a more detailed personal level when developing an IET program, 

collaborating with CTE personnel in the process. In the end, the goal is for IET program 

completers to attain employment while continuing on to attain additional credentials. As such, 

the career ladder within local businesses should be fully understood, mapping college 

certificates and credentials to employment options. Are there entry-level jobs but also 

opportunities for advancement within local businesses? Are local employers willing to be 

involved in your IET program, providing mock interviews, guaranteeing interviews to graduating 

students, or offering internships or apprenticeships? It can be very motivating for IET students 

to feel they will have a built-in opportunity for employment at the close of the program. And, it 

is important that the certificates and credentials attained by participating students are 

meaningful and recognized by local employers. 
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CONCLUSION 

When selecting pathways for an IET program, it is important to identify labor market 

demand, ensure the program is appropriately structured, and engage employers in the program 

design. With a goal of leading students to gainful employment, it is necessary to develop 

responsive, high-quality programs, with employer needs at the forefront. With private training 

providers on the rise and given the mission of community colleges to meet the educational 

needs of underserved adult populations, it is critical that community colleges remain flexible, 

responsive, affordable, and of the highest quality, in order to remain the training provider of 

choice for both students and local employers. 
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are similarly functioning below college-readiness standards in reading or math may also be 

eligible for the IET program, depending on specific state guidelines and/or college policies. 

Students appropriate for the IET model are typically unemployed or under-employed and have 

an interest in earning college credit, receiving technical credentials, and obtaining employment 

in a career technical field. 

RECRUITMENT 

It is important to create a comprehensive recruitment plan, as many colleges struggle to 

identify and enroll students into their IET programs. Potential causes for this include a lack of 

awareness about the program on the part of students and inadequate program marketing 

efforts. Additionally, financial barriers, employment conflicts, or familial commitments may 

serve as barriers to participation. 

Generally speaking, IET programs are intensive in nature, requiring students to enroll 

full-time or nearly full-time, which can be challenging for students balancing work and family 

commitments. According to the Beginning Postsecondary Student (BPS) Survey, students who 

complete 30 or more credits in their first year are more likely to graduate on time than students 

who complete fewer credits per year (National Center for Education Statistics, 2017). Yet, in 

2005, data from the Washington State Board of Community and Technical Colleges revealed 

that only 30% of Adult Basic Education (ABE) students enrolled in traditional programs were 

able to earn any college credits within five years, and only 13% of ESL students were able to do 

so (Prince & Jenkins, 2005). For those who do advance into college-level coursework, part-time 
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enrollment and placement into developmental education sequences serve as further barriers to 

completion. 

In order to increase the number of adult students completing certificate and degree 

programs, IET programs are designed to move students more quickly through the educational 

pipeline. To accomplish this, typical IET schedules are intensive, which may serve as a significant 

barrier for students who are economically challenged. Students may need to choose between 

employment in a lower-paying position and the IET program, or they may be unable to finance 

the program when taking so many credit hours simultaneously. Given these potential barriers 

to enrollment, it is important to emphasize financial, academic, and other support services to 

students during recruitment efforts. 

In order for students to enroll in IET programs, they typically must become aware that 

the program exists and then “opt in” to the program by contacting or visiting the career 

navigator. However, there may be eligible students who are unaware of the IET program and 

enroll on their own into one or more CTE courses outside of the model. In many cases, it then 

becomes challenging to identify eligible students, advise them properly, and enroll them into 

the program, due to multiple entry points. Because many of the CTE programs included within 

the IET model do not require placement testing, it is also difficult to determine the student’s 

academic proficiency. Additionally, after students enroll on their own into one or more specific 

CTE classes, they may be resistant to altering their schedule, attending full-time, or adding in 

the support class. As a result, most IET programs rely heavily on identifying students before 

they enroll into CTE courses independently. 
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In order to address the challenges associated with the “opt in” model, one option 

involves modifying institutional practices such that the program becomes an “opt out” model. 

In a welding program, for example, this may require all individuals interested in welding to 

enroll by first meeting with the career navigator, who provides an assessment to identify any 

academic gaps, provides advising on the IET program model, and registers eligible students into 

the program. Students who do not require academic assistance or are ultimately only able to 

attend on a part-time basis then enroll into one or more CTE courses outside of the IET model. 

This process requires collaboration with the registration department, and resistance regarding a 

modification of enrollment practices should be anticipated. CTE faculty and others may worry 

that requiring this additional step may deter students from enrolling in the CTE program. 

However, it can be helpful to emphasize the fact that students who participate in the IET 

program are far more likely to successfully complete the program and will be taking more 

classes concurrently, improving overall enrollment. It may even be possible for the IET 

enrollment process to be seamlessly blended into existing processes, such as academic 

advising. In this case, all advisors would need to be trained to provide assessment/screening for 

the IET program, as well as advise students regarding all program elements and requirements. 

This is another area wherein resistance may be anticipated. 

Another option for identifying potential students involves obtaining a listing of all 

students who have registered into the CTE program on their own prior to the start of the 

semester, which can typically be obtained from the registration department, institutional 

research, or via a report run by the career navigator directly. These students can then be 
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contacted by the career navigator, who is able to provide an overview of the program and its 

benefits, with the hope of identifying eligible students prior to the start of the semester. 

It is possible that students may not be sold on the benefits of the IET program initially, given it 

is intensive and requires that they attend a mandatory support class and/or additional 

workshops or career readiness classes. They may feel optimistic that they can succeed on their 

own and do not require any additional support. Often, these same students later see the 

cohesiveness of the cohort and the benefit of the academic and other supports provided for the 

IET students. However, unless these students step forward within the first few days and enroll 

into the full complement of classes within the IET program, it is advised that they be prohibited 

from enrolling at a later time. If late enrollment is allowed, it is likely they will not be in line 

with the IET course sequence, making portions of the support course content irrelevant, and 

they may disrupt the culture within the already established cohort. 

It can be helpful to consider any incentives available to attract students to the IET 

program, given the heightened participation and commitment required. For example, some 

colleges are able to provide all classes within the CTE model tuition-free to participating 

students. In other cases, colleges may be able to waive tuition for one or more courses or for a 

specific number of credit hours, which may be offered or “held” until the second semester, to 

encourage students to persist and complete. Students who complete their high school 

equivalency while enrolled in the IET program may be granted a tuition waiver, as well. 

While the finance office may not initially be supportive of any form of tuition waiver, it 

can be helpful to use data to demonstrate the return on investment. For example, illustrate the 

low number of adult education students who transition into college-level courses outside of the 
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regarding the program in their church program or bulletin. Ask local municipalities to 
post flyers and/or include free advertising in their newsletters or with water bills. 
Post flyers in locations potential students would be likely to visit, such as 
laundromats, grocery stores, restaurants, and gas stations. Make it fun, gather the 
IET planning team, hit the road to target a community, and then celebrate. 

There is no “one size fits all” approach to student recruitment, and it is critical to the 

survival of an IET program. If this element is ignored during the planning process, the IET 

program is unlikely to succeed. Develop a comprehensive plan with the IET team at the onset, 

and maintain the momentum of recruitment efforts throughout the duration of the IET 

program. 

ELIGIBILITY AND SCREENING 

Students interested in the IET program are typically guided to reach out to the career 

navigator for an individualized appointment. This appointment is a time for the student to learn 

more about the program and for the career navigator to complete career and skills 

assessments, identify financial or life barriers, and establish next steps. Ultimately, at the close 

of the initial appointment or shortly thereafter, students will either be enrolled into the IET 

program or will be provided with an alternative plan. 

Program Overview 

Students who arrive for their initial appointment are unlikely to understand all of the 

requirements of the program and/or the overall program design. After getting to know the 

student, it is recommended that the program be fully explained. Topics to cover in this 

discussion may include: 

• Course sequence and class schedules for the duration of the program 
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expectations must be made clear, both verbally and in writing, for the good of the student and 

others in the cohort. 

Career Interest and Learning Style Assessment 

The initial meeting serves as a time to ensure students understand and have an interest 

in the career pathway area and program of study. Within the intake interview, students should 

be asked to talk about their employment history and future goals, including an explanation of 

why they have an interest in attending college. Students may be asked if they have participated 

in a particular bridge program or have completed any coursework in the area previously. An 

assessment such as Myers-Briggs, Career Cruising Matchmaker, or the Strong Interest Inventory 

may be administered. Some students may already be very clear regarding career goals, and the 

career navigator can exercise discretion in determining how far to proceed with the career 

exploration discussion. The goal is to ensure a solid match between the student’s interests and 

goals with their selected CTE program and to prevent students from investing time and money 

in a program from which they may be likely to withdraw. 

It is also advisable to assess the learning style of students who are ultimately approved 

to enroll, providing helpful information for IET faculty. This assessment may be completed by 

the career navigator or by the support course instructor at the start of the first semester. In 

addition to helping faculty learn more about their students, the results benefit students by 

helping them understand how they learn best and what strategies they might employ to 

improve their success. Various learning style inventories and assessments are available for this 

purpose and typically determine whether a student is primarily a visual, auditory, or kinesthetic 

learner. Professional development activities for IET faculty on learning styles should be 

78 !



 

 

             

 

  

                 

           

          

               

              

              

               

           

            

              

               

             

       

             

             

               

              

              

                

considered, to promote the inclusion of varied classroom activities tailored to various learning 

styles. 

Skills Assessment 

If a determination is made that a student is a good fit for the IET program, based upon 

the criteria previously described, it is now necessary to determine whether the student’s 

academic skills meet program eligibility requirements. In most cases, community colleges 

support their IET programs, at least in part, with federal adult education funding. As such, 

specific assessments are required, such as the CASAS, BEST Plus, BEST Literacy, TABE, or 

Wonderlic GAIN. These mandated tests should be specified by each state within their adult 

education policies. The results of these tests are then used to identify whether or not the 

student falls within the eligible NRS categories, which include High Intermediate Basic 

Education (6.0-8.9 grade level), Low Adult Secondary Education (9-10.9 grade level), High Adult 

Secondary Education (11-12 grade level), and High Intermediate or Advanced ESL. If a student 

tests outside of the eligible range but is anticipated to do well within the program, particular 

state agencies governing adult education will allow for an exception, upon request, so it is 

recommended that this option be explored. 

Beyond the eligible score range(s) described previously, it is important to recognize that 

each CTE program requires differing skills and aptitudes, and the academic rigor of each 

program is distinct. For example, oral language skills at a certain level may be important within 

a dental assisting program, while basic math and computer skills may be needed within a CNC 

operator program. There is no simple method for identifying the specific skills required at the 

time of entry within each CTE program. However, if attention is not given to defining these 
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skills, students may be enrolled who are unlikely to succeed. This is detrimental to the student 

and fosters distrust with CTE faculty, who may feel that the program provides students who are 

too underprepared. As such, it is recommended to invest time in identifying the minimum skills 

students must have in math, reading, writing, and verbal competency at the time of enrollment. 

Even with additional support provided, it may be necessary for a student to complete a bridge 

program or other form of basic skills instruction prior to enrolling. 

In order to determine the minimal skills required for incoming students in each CTE 

area, one option is to ask the basic skills instructor to conduct an assessment of the program. 

He/she may meet with the CTE faculty to ask questions and review texts and other course 

materials. This information may lead to a modified eligible score range on standardized 

assessments. For example, the 6-9th grade level in math may need to be eliminated in a math-

intensive program. Alternatively, beyond standardized assessments, a separate screening may 

be developed between CTE and basic skills faculty, such as a simplified math or computer test 

assessing only those skills determined to be critical. This screening may be conducted by the 

career navigator during the initial appointment. The skills identified through this process can be 

used to inform the content of any bridge programs or may be woven in more explicitly within 

standard adult education courses. 

Other Intake Factors 

While students may have the motivation and academic skills to enroll in the IET 

program, there may be significant financial or other life barriers that will interfere with their 

ability to participate. The intake appointment serves as a time to identify and address these 

barriers or to develop an alternative plan for the student. Following are areas to explore at the 
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IET team. On a more formal basis, structured recognition events might include a luncheon each 

semester for IET students, perhaps combining students from different career pathway areas. 

The college president or other high-level administrators might speak to students, and a special 

motivational speaker or employer panel might be included. This can provide an opportunity to 

highlight successes of former students and congratulate current students for completing their 

first semester or the program overall. It can serve as a time to show them how far they have 

come and motivate them to remain through to the end of the end of the program and beyond. 

If students in the program have made special accomplishments, such as attainment of a new or 

higher-level position, these accomplishments can be shared. If financing for such an event is 

unavailable, consider a smaller scale recognition for each cohort, perhaps ordering pizza at the 

end of a semester to celebrate after final exams. If no funding is available, consider a potluck 

event. 

Commencement is an opportunity for students to signal to themselves and their families 

that they have made a significant accomplishment and are moving from one chapter of life to 

another. Particularly for short-term CTE certificate programs, participation in commencement 

activities can sometimes be low. To address this, highlight commencement from the start, 

encouraging students to visualize themselves walking across the stage to accept their diploma. 

Require that students commit to attending commencement at the time of orientation. 

Emphasize the fact that their attendance motivates others in the audience to return to school 

and demonstrates to their children the importance of formal education. Consider a method of 

identifying IET students positively, in order to highlight the cohort as a whole and celebrate the 

cohesion of the group. This may take the form of a graduation cord or stole, a designation in 
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the commencement program, or a verbal announcement to be read following their name, such 

as “IET Scholar” or the specific name of your college’s IET program. Assemble the group for a 

graduation picture at the event, and ensure all students receive a copy. The celebration of 

these accomplishments can serve to affirm the completion of one chapter of life and motivate 

students to continue on to complete another. 

COMPLETION AND NEXT STEPS 

As students near the completion of the IET program, it is critical for the IET team to keep 

the momentum going. First, the career navigator should ensure students have not only met 

graduation requirements from the college but have successfully passed any external licensure 

exams. If a student fails an external exam, the navigator can assist the student in preparing for 

a re-take. Consider whether or not the lab is available for additional practice, in an area such as 

welding. Speak with the CTE or the basic skills instructor to see if they are willing and available 

to meet with the student to provide targeted assistance. Ensure proof of completion is 

documented for grant compliance purposes, including proof of licensure exams and 

certificate(s) received. 

As students near the end of the program, faculty can begin sharing information 

regarding the next stackable certificate or degree in the program, highlighting requirements 

and employment benefits that may result from their completion. The career navigator can 

schedule individualized appointments with students and their assigned academic advisors to 

map out an educational plan, select classes, and create plans to meet again in the future. While 

the career navigator is typically no longer assigned to support students beyond the completion 
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of the IET program, they can guide students through all of the steps necessary to ensure their 

future success. Students should be encouraged to attend tutoring or any other form of 

supplemental support available. If a student ultimately decides to take a semester off or move 

on from college for employment purposes, the career navigator can follow up each semester to 

request updates and to invite students to return for further education. 

A significant barrier to continued enrollment in college often relates to finances. The 

career navigator should work individually with students at the time of their completion to 

ensure they have financial plans in place for the next semester, just as they did at the time of 

enrollment into the IET program. Similarly, the navigator should ensure students are ultimately 

enrolled into all necessary classes and have paid in full. While students are now moving into 

independence and will have more autonomy in navigating college systems, it is suggested that 

the navigator continue providing these services through the transition period. 

Many students completing an IET program are eager to secure employment in the field. 

Whether it is with a career navigator, a career services specialist, instructor, or another 

member of the IET team, students should leave the IET program equipped with a solid résumé, 

interviewing skills, and having identified specific vacancies in their field. Consider developing a 

job club for students who are struggling to find employment. Additional information related to 

career readiness activities will be provided in Chapter 8 (Career Readiness). Design the IET 

program such that support extends beyond the point of program completion to employment, 

as this is the critical outcome of CTE programs. Overall, it is important to remember that while 

the IET program has been completed, students must be on the road to further success, both in 

terms of additional postsecondary education and employment. 
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CONCLUSION 

To run a successful IET program, attention must be given to developing a 

comprehensive recruitment plan. Then, strong eligibility procedures must be implemented to 

ensure students who are enrolled demonstrate readiness for the appropriate CTE program, 

meet all eligibility requirements for the program, and are able to make the commitment. 

Orientation and recognition activities ensure students are well-informed, prepared, and remain 

motivated to persist, and commencement activities serve as a final end cap celebration. Finally, 

the IET program should continue to support students through the transition to employment or 

further education. In this way, students move toward self-sufficiency and autonomy without 

losing momentum, paving the way for their future. 
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CHAPTER 6: SUPPORT COURSES !

INTRODUCTION !

The support course is an integral component of the IET model, providing an opportunity 

for more in-depth and individualized assistance, allowing for review and clarification of course 

content, preparation for exams, and the development of academic skills where gaps are 

identified. The support course serves as a form of contextualized basic skills instruction, tailored 

to the content of the CTE coursework. This chapter presents information related to 

contextualized instruction, curriculum development, course content, and syllabi, while 

addressing programmatic logistics related to the support course, such as course scheduling and 

frequency/duration. 

CONTEXTUALIZED INSTRUCTION 

Basic skills instruction, in isolation, can feel disconnected from the immediate lives and 

employment goals of adult students. Students arrive with a wealth of background knowledge, 

yet that knowledge is frequently not called upon in the classroom, which leads to increase the 

motivational divide. Unfortunately, although content that is taught without calling upon a 

student’s background knowledge is poorly understood or retained, this is often how instruction 

is delivered (Willingham, 2009). Contextualized instruction is one way to call upon students’ 

prior knowledge and make learning meaningful. It differs from more traditional approaches of 
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education, incorporating the “sustained, systematic use of a single theme relevant to students’ 

academic and/or life goals” (Perin, Hare Bork, Peverly, Mason, & Veselewski, 2011, p. 4). 

Mazzeo, Rab, and Alssid (2003) define contextualization as “a diverse family of 

instructional strategies designed to more seamlessly link the learning of foundational skills and 

academic or occupational content by focusing teaching and learning squarely on concrete 

applications in a specific context that is of interest to the student” (p. 3). Contextualized 

instruction embraces the idea that it is not the content we teach but the way we teach it that 

influences learning most, weaving the content of academic subjects into the context of 

students’ daily lives (Hamilton, 2013). In the IET “best case scenario” for team-teaching, 

academic content is seamlessly integrated into the vocational content delivered within the CTE 

classroom. Students may not even realize they are learning math concepts, for example, as they 

are applied directly to problems they are likely to encounter on the job. Academic content, such 

as history, math, and social studies, is delivered fully in the context of the CTE pathway. 

In practice, contextualized instruction within the CTE classroom always exists, to some 

extent, given the practical connection to the workplace. However, the IET model also ensures 

that basic skills instruction is seamlessly woven into CTE course content. The support course 

then serves as an additional opportunity to dive more deeply into basic skills instruction, 

explicitly taught within the context of the career program. 

CURRICULUM DEVELOPMENT AND MATERIALS 

Within the IET model, CTE faculty are likely to have established curricula and course 

content in place prior to the implementation of the IET program. The extent to which the 
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content of the CTE content classes is modified to include contextualized basic skills instruction 

is left to the discretion of each college or may be dictated by state policy. As will be discussed 

further in Chapter 7 (Team-Teaching Strategies), some colleges will elect to offer true co-

teaching within the CTE content classes, while others will elect a model wherein the adult basic 

skills instructor is present but takes a less active role in the delivery of CTE course instruction. In 

either case, IET students should be required to attend a separate support course to provide 

additional time and support for learning concepts that are fully contextualized to the CTE 

classes. 

The support course is unique, in that it is intended to be “just-in-time” daily, in response 

to the content of the CTE classes and the identified needs of students. Because basic skills 

instructors are present within portions of all CTE classes, they are able to identify areas of 

potential confusion for students and can develop lessons further developing and reviewing 

necessary skills. For example, within a dental assisting class, students may be presented with a 

large number of unfamiliar vocabulary words, some of which the dental instructor may 

presume students would have known previously. The basic skills instructor can then develop 

various lessons to review and practice vocabulary in context. In a welding classroom, it may 

become clear that students have a need to measure and add fractions in order to select the 

appropriate pipe lengths for a weld, and the basic skills instructor can then explicitly teach 

fractions within the support class, applying these skills in the welding context. As such, it can be 

challenging for the basic skills instructor to plan ahead. However, by communicating with CTE 

faculty regularly, basic skills instructors should have access to CTE course content and can begin 

planning lessons to review necessary material in advance. 
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Basic skills instructors typically have a background in adult basic education or ESL but 

will likely be lacking content knowledge in their assigned CTE program. As such, it can initially 

be intimidating to take on the role of the support instructor. Faculty are likely to be more 

comfortable supporting CTE instruction if they have been exposed to it in advance and 

understand the content. For that reason, time permitting, colleges may elect to allow basic 

skills instructors a semester to audit their assigned CTE classes, providing an opportunity to 

familiarize themselves with the CTE material on a personal level. However, colleges often do 

not have the luxury of time and cannot wait a semester to implement the IET program. In this 

case, basic skills instructors must learn the content and provide supportive instruction 

concurrently. A potentially negative result of this arrangement would be a faculty member who 

may, themselves, struggle with course content. A potentially positive result would be a faculty 

member who is acutely aware of areas wherein students may need additional help, as they, 

themselves, are striving to learn the same content. 

In the IET model, the basic skills instructor may be present within the CTE classroom 

anywhere between 25%-100% of the time, depending on state policies, institutional practices, 

and budgetary limitations. If basic skills instructors will be teaching the support course during 

their first semester of exposure to the CTE content, it is recommended that they be 

compensated in such a way as to permit them to attend 100% of the instructional time within 

the CTE classes. Without mastering the content themselves, faculty will find it quite difficult to 

appropriately assist students in the support course, potentially resulting in their credibility 

being questioned by both students and the CTE faculty. For teaching pairs who remain together 

over the course of time, CTE content becomes more predictable, and the basic skills instructor 
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will be better able to predict the areas wherein students will need additional assistance. The 

progression and sequence of activities may then become more routine, possibly reducing the 

amount of overlap time required within the CTE content classes. For example, in the first 

semester within a welding program, the basic skills instructor might attend 100% of class time 

within welding lectures, labs, and other courses, such as blueprint reading or metallurgy, 

gaining hands on practice and ensuring they are well-versed in the content. The next time 

around, the instructor may be able to step away from lab practice, spending 50% of CTE class 

time overall primarily within the lecture-based portion of the coursework. 

When implementing a new IET program, it is recommended that the basic skills 

instructor be asked to develop comprehensive curriculum resource documentation for use by 

any future support course instructors. Lesson plans, vocabulary and math practice sheets, 

contextualized reading and writing assignments, simplified technical text excerpts, lists of 

online resources, videos, and other daily activities can be compiled and organized into sections 

by CTE course. Both electronic and hard copies can be made available to new basic skills faculty, 

who can add to the collection without beginning from scratch. An electronic repository should 

be made available to all IET faculty, who may have an interest in sharing common activities, 

particularly in areas such as soft skill development and career readiness. 

Depending on state and institutional policies, colleges may be required to submit the 

support course curriculum for formal approval either internally, externally, or both. Credit 

versus non-credit status of the support course may also impact the need for such approval. 

Additional time should be included in the program development process, to ensure all 

necessary approvals are secured in time for the desired start date. Finally, consideration should 
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be given to ensure basic skills instructors are equipped in advance with CTE textbooks and 

other materials and equipment necessary to support their preparation for and participation in 

the CTE classroom. 

FREQUENCY, DURATION, AND SCHEDULING 

The support course is critical and should be a mandatory component of the overall IET 

program. It differs from the team-teaching component, which will be discussed in Chapter 7 

(Team-Teaching Strategies). It is highly recommended that a separate support course, taught by 

the adult basic skills instructor, be included within the program. Within this course, 

contextualized basic skills instruction integrated with CTE course content is provided, and the 

course is typically mandatory but free of charge. 

The overall CTE schedule for the IET program should be developed with the support 

course included in the schedule from the onset. It may be the case that the CTE class schedule 

is established largely by CTE faculty or by a coordinator who establishes the schedule of each 

class separately and with faculty availability in mind. In the case of an IET program, all courses, 

including CTE and support courses, must be scheduled as a whole. Gaps in between classes 

should be appropriate and minimal, class start and end times should be established with typical 

work schedules in mind, and the number of days on campus should be kept to a minimum, 

avoiding days that are too long for effective learning. The support course should not be an 

after-thought in scheduling. 

The support course is best held on days and times that maximize effectiveness for 

student learning, with various factors to be considered. First, it is insufficient to offer the class 

95 !



 

 

                  

                

             

           

                

                

            

             

           

        

             

            

                

             

                

           

              

              

              

              

          

               

one day per week, on a day when CTE classes are not meeting. Students are less likely to attend 

if not already on campus for other classes. Additionally, CTE classes are likely to meet multiple 

times per week. Consider which courses include the highest degree of academic challenge, and 

schedule the support class in such a way that it most effectively supports instruction in these 

classes. Consider the best time of day to offer the support class to maximize attendance. In the 

morning, students may be fresh and in need of a review or preparation for that day’s CTE 

classes. However, offering the support class immediately following CTE content classes allows 

the instructor to clarify assignments and break down content while information is still fresh in 

students’ minds. Whatever the decision, develop a schedule that will increase the likelihood of 

attendance on the part of students and will best support their learning. 

The duration of the course is another factor to be considered during the program 

development stage. While adequate time should be provided for supplemental support, it 

cannot be so onerous that it becomes too burdensome for students to attend. As students have 

a heavy course load and other life responsibilities, time spent on campus should be 

appropriate. Consider the number of CTE credits to be supported in a given term, as well as the 

breadth of content to be supported. An IET program offering five CTE credits per semester 

requires less support that a program offering 12-15 credit hours per semester. For example, a 

15-credit hour program may benefit from a three-credit hour support course, while a five-credit 

hour program may only require a one-credit hour support course. However, there are many 

variables to consider, making it difficult to recommend one specific length for the support 

course. Are there certain courses that require more academic support than others, such as 

those that are reliant on a certain degree of prior knowledge in math? Is there an expectation 
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that career readiness content be explicitly included in the support course curriculum, or are 

there workshops and other activities designed to address this? What form of team-teaching is 

taking place within the CTE classes? Are the CTE courses already largely contextualized to 

include literacy and math skills? 

It is recommended that the class be scheduled to meet more than one day per week 

and that it be long enough to allow for meaningful instruction and interaction. At the close of 

each semester, evaluate the effectiveness of the support course, including the timing, 

frequency, and duration of the course. Review attendance patterns, survey students to identify 

scheduling challenges, and allow faculty to provide feedback, assessing the degree to which 

sufficient time is available for instruction. Provide opportunities for students to provide 

feedback on the content, structure, and usefulness of the course via formative assessment 

strategies. There is no “one size fits all” approach, but the factors presented here can be used 

to help develop a course and schedule responsive to students’ needs. 

SYLLABI AND COURSE EXPECTATIONS 

The syllabus is typically viewed as a contract between students and their instructor, 

laying out expectations, requirements, and course/college policies (Singham, 2005). Within the 

IET environment, the syllabus helps students develop a better understanding of the nature and 

purpose of courses from the onset and increases their awareness of course expectations and 

requirements. It is recommended that syllabi be distributed and reviewed with students on the 

first day of class, and differences between the support course and CTE course syllabi be 

explained by the support instructor, pointing out variances in policies and expectations. Within 
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work, even if submitted past the due date. You may earn 50% of the graded points for late 

work.” It may include a replacement of “I” statements with “we” statements. For example, “I 

expect professional behavior,” may be rephrased to, “We owe each other professional behavior 

and mutual respect” (Fornaciari and Lund Dean, 2013). 

The course syllabus is an opportunity to ensure IET students clearly understand 

expectations and have a roadmap to use as a reference throughout the duration of the 

semester. Including adult students in the creation of certain syllabus components may develop 

intrinsic motivation and serve as an early opportunity to engage the cohort in class discussion. 

IET team-teaching pairs should work together to develop syllabi, mirroring the effective 

combination of CTE content and basic academic skills. 

CONCLUSION 

The support course is a necessary component of the IET model, allowing an opportunity 

for discrete basic skills to be taught more explicitly and in context. In order to ensure the 

success of the basic skills instructor, a plan for curriculum and syllabus development must be 

established, with adequate time, support, and materials provided. Careful consideration in the 

support course scheduling process is needed in order to improve the likelihood of student 

attendance while strategically placing the class on days and times most likely to best support 

student learning. 
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CHAPTER 7: TEAM-TEACHING STRATEGIES !

INTRODUCTION !

Team-teaching is a required element of the IET model and can have a different 

appearance at differing institutions. Team-teaching is associated with two of the required 

components of IET programs under title II of the Workforce Innovation and Opportunity Act. 

These include “adult education and literacy activities” and “workforce training for a specific 

occupation or occupational cluster” (U.S. Department of Education, 2016). This chapter will 

present various model options for the delivery of team-teaching, along with factors to be 

considered when identifying faculty to teach within the program. Options for faculty 

compensation and evaluation will be provided, along with guidance in the area of professional 

development. By carefully planning in advance in these areas, a more successful team-teaching 

environment will be created. 

MODEL OPTIONS 

Within IET models, students develop basic skills and CTE skills simultaneously, either 

within the same course or through paired and contextualized courses. The basic skills instructor 

remains with the student cohort and participates in CTE classes with the students, either in an 

observational, supportive, or co-teaching role. The basic skills instructor typically attends only a 

portion of the CTE class time with the cohort, ranging from as little as 25% of class time to 
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IET students will occupy a portion of the seats, the remainder being filled by traditional CTE 

students. In the latter case, the One Teaches, One Observes model, or the Supplementary 

Assistance model may be most appropriate, as not all students within the CTE class will require 

the basic skills support. In cases where faculty are open, collaborative, and have established 

solid rapport, an integrated co-teaching model may be possible and effective for students from 

the onset. 

Regardless of the model selected, integrated course and program outcomes should be 

developed between the basic skills and CTE instructors. While the CTE course outcomes are 

predetermined, faculty should jointly consider the additional basic skills required for student 

success and modify or add to outcomes, accordingly. This results in a stacking of outcomes, 

addressing any required adult education content standards and traditional CTE outcomes, 

versus a watering down of either. For example, is it necessary for students to understand basic 

fractions, or do they require expanded experience with measurement? The common learning 

outcomes should be mapped out initially, and the basic skills instructor should remain flexible 

throughout, adapting instruction daily to meet the needs of students in response to the CTE 

course content of the day. For the basic skills instructor, the focus should be placed on teaching 

content necessary to allow the students to be successful in the CTE class environment. 

CONSIDERATIONS FOR FACULTY SELECTION 

The IET model is based upon the assumption that CTE faculty are knowledgeable and 

highly skilled in their respective content areas, while basic skills faculty are particularly skilled in 

providing basic skills instruction to underprepared students. Within the CTE classroom, 

104 !



• 



• 

• 

• 

• 

• 



• 

• 

• 



• 

• 

• 



• 

• 

• 

• 

http:www.collegetransition.org


 

 

          

                

             

          

           

  

  

          

              

             

            

            

            

               

              

            

           

        

           

              

complete professional development activities. Existing CTE faculty are typically approached and 

asked to participate in the IET model. Whether interested or reluctant at the onset, it may be 

more challenging to create an incentive to attract them to participate in professional 

development. While stipends are a possibility, a promising practice involves bringing 

professional development to the college, versus requiring faculty to travel and attend sessions 

elsewhere. 

FACULTY EVALUATION 

As within any college classroom environment, faculty evaluation is a critical component 

to ensuring high quality instruction is taking place, leading to high rates of student success. 

Union contracts and tenure processes may dictate the evaluation process at a college, which 

may limit flexibility and frequency. However, classroom observations and feedback are needed 

early when implementing an IET program. Colleges in a unionized environment may be 

successful negotiating an additional or specific evaluation for first-time IET faculty, given it may 

be implemented initially as a pilot or new initiative. If this opportunity is restricted by contract 

limitations, a peer observation by other IET faculty may be a possibility. Identify the desired 

evaluation process at the onset and gain agreement by all parties before launching. 

The evaluation process should focus on providing helpful feedback with the intent of 

improving instruction. Self-assessments, student evaluations, and classroom visitations are 

common evaluation components, with numerous evaluation tools and resources available for 

use. However, there are some additional factors to consider within the IET classroom. How 
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CONCLUSION 

When developing the IET model, it is important to consider the organization’s culture, 

tailoring program elements to create a successful fit. Attention should be given to hiring 

effective faculty, developing a compensation methodology, creating a professional 

development plan, and completing faculty evaluations. The team-teaching component is one of 

the most critical elements of the IET program, and careful planning is needed to avoid poor 

faculty matches and ensure faculty are prepared, qualified, and a good match for the program. 
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CHAPTER 8: CAREER READINESS !

INTRODUCTION !

Career readiness activities and services help to fulfill the Department of Education’s 

workforce preparation component of the IET model. These activities and services may be 

imbedded within the team-teaching or support course environment, provided by an additional 

staff member, delivered within a stand-alone course, or offered via a collection of activities, 

such as workshops and field trips. This chapter provides guidance in the area of career-

readiness, including a description of the career navigator’s role and purpose, suggestions 

related to various career readiness activities, and a discussion related to team member roles. 

CAREER NAVIGATOR 

The career navigator is a critical position within a successful IET program. The creation 

and maintenance of a dedicated career navigator position for the IET program is strongly 

recommended. The navigator is a position that serves as an advisor, supporter, barrier-

remover, recruiter, case manager, cheerleader, and mentor to IET students. The navigator is 

ideally dedicated solely to serving IET students, providing a student to navigator ratio that is far 

smaller than with that of a traditional academic advisor. Based on the NACADA 2011 National 

Survey of Academic Advising (Carlstrom, 2013), the median case load of advisees per full-time 

professional advisor was 260 at two-year colleges and as high as 600 at large institutions. The 

caseload for IET career navigators will differ by college but is likely to be far smaller, ranging 
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the field, including interviews with employers, field trip activities, and internships. 
Finally, they organize assessment and evaluative activities for the program overall. 

Typical qualifications for a career navigator include a bachelor’s degree, related work 

experience (minimally two years recommended) in education or a social service setting, case 

management experience, effective presentation and communication skills, experience working 

with diverse, at-risk populations, a valid driver’s license, knowledge of Microsoft Office 

applications, and potentially Spanish language skills, if applicable. Work experience involving 

mentoring, counseling, coaching, advising, and/or career navigation is preferred, as is 

experience working in the field of adult education. It is typical for the career navigator to report 

through the adult education division, as this area is often responsible for the oversight of the 

IET program, though this structure may differ between colleges. 

Various forms of professional development exist to train and support career navigators, 

such as the College and Career Navigator Trainer Manual developed in 2014 by the National 

College Transition Network as a part of the Accelerating Opportunity initiative. State agencies 

governing adult education and CTE may also offer other formal face-to-face and/or online 

trainings designed for career navigators. For example, the Southern Illinois Professional 

Development Center (SIPDC) offers a web-page specifically for career navigators, including 

webinars, a collection of best practices, and online professional development training modules. 

Chapter 2 (Literature Review) provides additional information related to available IET program 

resources. In the next section, specific recommendations related to aspects of the career 

navigator position will be provided. 
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RÉSUMÉ DEVELOPMENT AND MOCK INTERVIEWS 

The career navigator often takes a lead role in directly assisting or facilitating the 

creation of a résumé and basic cover letter for IET students, while ensuring they receive 

adequate practice in the area of interviewing. In some colleges, the navigator may connect 

students with existing resources in a career services area in order to gain personalized 

assistance with interviewing and résumé writing, but it is often the navigator who assists 

students with résumé development and interviewing skills development. As such, it is necessary 

for the navigator to have the skills required to do this effectively. 

The extent to which the navigator provides one-on-one assistance to students in this 

area may be influenced by the caseload within the IET program. At the larger group level, the 

navigator may structure required workshops on these topics that are offered periodically over 

the course of the semester, in which case dates and times should be set and communicated to 

students at the time of enrollment. They may also bring guest employers to campus to provide 

mock interviews or solicit volunteer administrators from the college to perform this function. 

Typically, the navigator spends time individually with students, ensuring their résumé 

effectively illustrates their educational and work experiences, as well as any special skills they 

may have acquired. 

One of the ways that navigators help students is through mock interviews. Mock 

interviews help students learn how to respond to challenging questions, develop interview 

strategies, improve their communication skills, and reduce stress prior to an actual interview. 

Typically, the navigator should conduct or facilitate interviews lasting no more than 30 minutes, 

and the interviewer should plan to provide constructive feedback after its completion. In the 
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not be comprised of one or two sentences. It is important to personalize the cover letter to the 

employer and specific position. 

As a general guide, the letter should include an introductory paragraph, wherein the 

student explains who they are, the position they are applying for, and how they learned about 

the job opportunity. It can be helpful in this paragraph to highlight any connections they may 

have with the company. Next, students should explain how they are qualified for the position, 

which would minimally include their educational experience within the IET program. If they 

have transferable skills from a differing field, these should also be highlighted. In the third 

paragraph, students should highlight their best qualities and explain why they are a good fit for 

the company and position, using succinct, real-life examples to illustrate. Finally, the concluding 

paragraph should summarize the fact that they are a great fit for the position, thank the 

employer for taking the time to review the application, and express a desire for the opportunity 

to interview (Glassdoor, 2015). 

The résumé and cover letter serve as the first opportunity to make a good impression, 

and by helping IET students develop these tools, they will be more likely to secure an interview. 

The interview then provides the chance for the student to convince the employer that they are 

the right candidate for the position. IET students often have little experience with professional 

interviews, so time spent preparing and practicing for interviews will pay off, resulting in 

students successfully attaining employment following program completion. 
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cases, students may even make a connection that ultimately leads to a job 
opportunity. 

These types of activities enhance the IET model. While their inclusion is not critical to 

implement the model with fidelity, they serve to broaden students’ horizons, providing 

opportunities to practice, develop, grow, and make educated decisions regarding future 

employment. Additionally, attending these activities as a group serves to strengthen the bonds 

of the cohort, which can positively influence retention and learning outcomes. 

STAND-ALONE COURSES AND WORKSHOPS 

Employers look for a combination of hard and soft skills when hiring new employees. In 

terms of hard skills, they seek candidates who have the requisite technical skill set in place, 

such as a welder who knows how to weld. Community colleges are good at producing these 

candidates, so long as their curriculum is aligned with industry need. However, employers 

repeatedly report a serious challenge in hiring candidates with critical workplace soft skills, 

those interpersonal skills that help individuals interact with others in the workplace. These 

include skills that can be more difficult to measure, such as being willing to accept feedback, 

having the ability to think creatively, communicating effectively, being a team player, having 

strong critical thinking skills, and demonstrating a strong work ethic (Doyle, 2017). According to 

a survey by Adecco Staffing USA, 44% of employers reported the biggest proficiency gap in the 

U.S. workforce as involving a lack of soft skills (2013). Further, the International Association for 

Administrative Professionals, OfficeTeam and HR.com reported that 67% of Human Resource 

managers would prefer to hire a candidate with strong soft skills, even if technical skills were 

lacking, while only nine percent preferred to hire someone with strong technical credentials but 
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weak soft skills (Feffer, 2016). As such, IET programs are charged with producing students who 

have developed both hard and soft skills, and it is recommended that soft skills training be 

imbedded within the IET program design. 

Ideally, CTE faculty have imbedded soft skills outcomes within their existing curricula, 

but the reality is that this is done inconsistently, at best. This is a broader issue for community 

colleges, as all college graduates have a need to develop soft skills. But, in the context of IET 

program development, much can be done to ensure IET students leave the program with strong 

technical and soft skills. 

Support course faculty have a limited amount of time in which to assist students with 

the content skills necessary for success in their CTE courses. As such, it is recommended to 

allow the majority of the support course instructor’s time to be spent on content-related 

instruction. To address instruction related to soft skills, it is necessary to require that students 

participate in any activities developed, which should be communicated to students prior to 

program enrollment. A balance must be struck to ensure that the amount of time allocated to 

these activities is appropriate, and students should perceive the value of participating. One 

method of implementing this is to have the CTE instructor base a small portion of their course 

grade on the student’s participation level in these activities. It is also recommended that these 

activities be spread throughout the duration of the IET program, versus being chunked into 

“one and done” type offerings. 

One option to consider is the provision of an additional class, beyond the CTE content 

and support courses, specifically dedicated to career readiness/soft skills development. This 

may be a shorter course that meets once per week for ninety minutes, or a course that meets 
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only for a portion of each semester, such as 10 out of 16 weeks. The frequency and duration 

may be impacted by the overall IET schedule, which will differ by pathway program area. It is 

recommended that this course be free of charge to students, as it is with the support course, if 

at all possible. The enhanced features of the IET program model should not act as a financial 

deterrent to students, who could otherwise enroll into CTE courses individually, at a lesser cost. 

By offering the course free, it serves as an incentive to participate in the program. In the event 

a stand-alone course is not feasible, another option to consider is to offer a series of 

modularized workshops on soft skills topics, scheduled periodically throughout the duration of 

the IET program. These again would be communicated in advance and would be required. 

Alternatively, the IET curriculum might be contextualized to address some of these issues. 

Logistically, if running multiple IET pathway programs, it may be possible to combine 

students into one group for the soft skills component, depending on the number of students 

involved. This can be more manageable from a budgetary standpoint, though differing 

schedules, class sizes, and other factors may make it challenging to achieve. Additionally, in 

terms of identifying an appropriate instructor, you may choose to hire someone specifically for 

this purpose, an existing employee from career services, or the career navigator, depending 

upon what works best for your program. If structuring a series of workshops through career 

services, for example, it may be possible to reduce the program budget, as this would already 

be a job function of the department. Or, career readiness activities can be imbedded with the 

CTE content classes, providing a benefit for CTE students outside of the IET model, as well. 

Following are some suggested topics to address, whether through a stand-alone course or a 

series of workshops: 
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term career goals. The career navigator position serves as the foundation, coordinating 

activities, developing a close relationship with IET students, and helping them develop 

professional skills over time. Students are exposed to the world of work through field trips, job 

fairs, and career expos, and résumés and cover letters are developed to help them secure that 

initial job in their chosen field. Workshops or stand-alone soft skills courses help students 

develop the communication skills and appropriate workplace behaviors necessary for job 

retention and advancement. Finally, in delivering these services, the role of each IET team 

member must be carefully considered, to ensure a coordinated effort. In sum, career readiness 

is a critical outcome of the IET program model, affording IET students an advantage over their 

competition in the workplace. 
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CHAPTER 9: PLANNING AND LOGISTICAL CONSIDERATIONS !

INTRODUCTION 

Many practical and logistical issues must be addressed when developing and 

implementing a new IET program. This chapter is designed to illustrate some of these issues 

and provide recommendations in such areas as cohort design, course/program length and 

intensity, and joint course scheduling. A section on model fidelity and exceptions is provided, to 

help avoid common pitfalls in this area. An overview of bridge programs in included, illustrating 

how they differ from the IET model but can be used in a complimentary fashion. To ensure 

proper guidance is provided to students, tips for securing student financial assistance are 

provided. Finally, partnership opportunities with outside organizations are presented, 

particularly for colleges seeking to coordinate program delivery with another institution. By 

considering these logistical issues at the onset, a more efficient and successful program design 

can be achieved. 

COHORT MODEL 

Students within the IET model should be enrolled as a cohort or group, attending all 

classes together and remaining together throughout the duration of the program. Referred to 

as closed cohorts, these are each comprised of a group of students who “complete a program 

of studies together, engaging in a common set of courses, activities, and/or learning 

experiences” (Barnett & Muse, 1993, p. 401). While students may drop out of a cohort, new 
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on campus per week. They are also structured to ensure students complete all courses within 

one year (or less), thus removing the “cafeteria-style” model, wherein students self-select 

classes. According to Bailey, Jaggars, and Jenkins (2015), the historical open-access nature of 

community colleges led to the establishment of programs with flexible options to meet the 

needs of all community members. Yet, this flexibility has a downside. With so many available 

pathways and options, poorly explained opportunities, and disconnected support services, 

students are dropping out and wasting money on unnecessary courses. 

Acceleration can be defined as “the reorganization of instruction and curricula in ways 

that facilitate the completion of educational requirements in an expedited manner” 

(Edgecombe, 2001). In the IET model, programs focus on certificate bearing programs that are 

typically less than one year, reducing time to completion and increasing the likelihood that 

underprepared students graduate with one or more industry-recognized credentials. According 

to a survey of IET programs conducted by the Center for Law and Social Policy (CLASP) in 2017, 

IET program length varies significantly. Washington’s I-BEST model served as the original 

framework for IET programming and was designed in response to the state’s “tipping point” 

research, which revealed that family-sustaining wages correlated to the completion of one year 

of postsecondary education and an industry-recognized credential. As a result, the Accelerating 

Opportunity initiative was designed with this one-year tipping point in mind. 

In a 2016 survey conducted by CLASP, 18% of IET programs were found to last 18 

months or more, 24% lasted six to 12 months, and 27% lasted two to six months. While it is 

important for some students to gain employment as rapidly as possible, colleges should aim to 

create IET programs with the one-year goal in mind. The “tipping point” study in Washington 
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State revealed that students who complete at least two semesters of credit-bearing coursework 

and earn minimally one credential have a substantial earnings advantage over students earning 

10 credits or less (Jenkins, 2008). As a result, IET programs are designed to help underprepared 

adult students hit the tipping point by completing at least 10 credits over the course of two 

semesters (or less than one year), in general. The economic prospects of participants improve 

when more robust certificates and programs are offered, and federal financial aid can be more 

easily leveraged (Mortrude, 2017). Some states dictate a minimum number of permissible 

credit hours for an IET program. For example, in Illinois, programs must provide minimally 

twelve hours of transcripted credit or apply for a waiver. When a shorter-term certificate is 

offered, colleges should make special effort to ensure the program leads logically to a 

subsequent stackable credential beyond the IET program and that students are transitioned 

seamlessly into it upon completion. 

When considering program intensity, other program requirements should be 

considered. The support course, while not a part of the CTE certificate, should be required and 

built into the overall schedule. Similarly, if a stand-alone career readiness class is added into the 

IET program, an additional time commitment will be necessary. Clearly mapping out the overall 

program design and time commitment from the onset will help students make an informed 

decision prior to enrolling. 

JOINT COURSE SCHEDULING 

One of the more challenging logistical issues in IET program development involves 

course scheduling. The CTE program selected for the IET program may have an existing course 
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BRIDGE PROGRAMS 

Despite the fact that IET programs are designed with the underprepared adult student 

in mind, not every student has the necessary basic skills in place to enroll. The minimal skills 

required per pathway differ, but students who do not meet those minimal requirements may 

fail if enrolled too prematurely. For these lower-level students, though the pathway to 

certificate completion may be longer, the journey is simply beginning at an earlier point in the 

road. It is unnecessary to turn students away from an IET program entirely, as pre-enrollment 

options can be provided to prepare them for success. Further, students who feel they are 

progressing to credit-bearing courses and employment may be more likely to persist and 

complete their High School Equivalency (HSE) or English language skills program. 

According to the Illinois Community College Board (ICCB), bridge programs help adults 

with limited academic or English language skills enter and complete credit-bearing post-

secondary education and training, leading to good jobs in high-demand fields. These programs 

are designed to bridge the gap, meeting students at their level and equipping them with the 

minimal skills necessary to enter into and succeed in postsecondary education. The ICCB 

defined bridge programs as those that include: 1) contextualized instruction, a blend of 

workplace competencies, career exploration, and basic literacy and math skills in an 

occupational context; 2) career development, incorporating career exploration, planning, and 

preparation activities; and 3) transition services, comprised of individualized supportive services 

for students making the transition from adult education or developmental education into CTE 

programs (ICCB, 2009). 
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Bridge programs may be comprised of a single course leading directly into credit-bearing 

courses or a series of courses to be completed in sequence prior to enrolling in credit-bearing 

courses. It is helpful to understand that multiple definitions of bridge programs exist. For 

example, the United States Department of Education (2012) classifies Washington’s I-BEST 

program, an IET model, as a bridge program. However, in Illinois, students entering an IET 

program are not considered to be entering a bridge program, because they are not yet enrolling 

in college-level classes. The ICCBs bridge definition applies for the purposes of this handbook 

(ICCB, 2009). 

Bridge programs were not originally designed to necessarily feed into IET programs. 

Rather, they were designed to stand alone, carrying students to the point of college entry 

through one or more courses and then letting go. However, if an IET program exists, feeder 

bridge programs are an excellent way to expedite college enrollment. Adult education students 

may complete a bridge course but are then able to seamlessly enroll into an IET program with a 

lower level of skills than would ordinarily be permitted. And, due to the enhanced academic 

and support services provided, they are far more likely to succeed. Bridge programs may also 

serve as an effective recruitment tool for IET programs, ensuring students are in the pipeline for 

entry in subsequent semesters. 

Various resources are available to assist in the development of an adult education 

bridge program. The Illinois Community College Board and the Illinois Department of 

Commerce and Economic Opportunity developed a “How To” guide for creating a successful 

bridge program (www.iccb.org/iccb/wp-content/pdfs/shiftinggears/ICCB_2012BridgeGuide_ 

web_REV_ FEB13.pdf), and Women Employed offers numerous bridge program lesson plans at 
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no cost in such areas as healthcare, early childhood education, information technology, and 

transportation, distribution, and logistics (https://womenemployed.org/pathways-career-

network). The Southern Illinois Professional Development Center (SIPDC) also offers “Bridge 

Basics for Developing a Bridge Program,” through a series of online modules 

(www.siue.edu/SIPDC). 

SECURING FINANCIAL ASSISTANCE 

Financial concerns serve as a significant barrier to both enrollment and completion for 

IET students. While community colleges serve as an economical option for postsecondary 

education, college costs overall continue to rise, contributing to levels of student debt that have 

created a national problem. Since the economic downward spiral began in 2007, 42 out of 50 

states have significantly reduced their higher education budgets. The reduction led, among 

other things, to increased tuition costs, and as costs shifted to the shoulders of students and 

their families, racial, ethnic, and income stratifications increased. Today, our education pipeline 

is more segregated than before the Civil Rights Act was passed in 1964 (Elliott & Lewis, 2015). 

Additionally, students and their families are frequently unfamiliar with college enrollment 

processes, financial aid procedures, and financing options, and this is particularly true for 

students in historically underrepresented groups (Roderick, Coca, & Nagaoka, 2011). 

It is important to simplify, streamline, and demystify these processes in order to attract and 

retain IET students, many of whom are from underrepresented groups. However, at the time of 

this writing, it is recommended that Deferred Action for Childhood Arrivals (DACA) students 
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students and providing enhanced support services. In a case such as this, consider 
allocating free space to the partner organization on campus, to ensure close 
proximity between the IET students and the career navigator. 

In either case, if engaging an external organization, it will be particularly important 
to ensure a smooth and positive connection between the external agency and the 
CTE programs on campus. It is challenging to foster this integration even when both 
the adult education and CTE departments are on campus. With an external partner, 
communication challenges are enhanced. 

CONCLUSION 

Planning and logistical issues significantly impact the success of IET programs, and 

challenges in these areas may initially be underestimated. When time is invested at the onset to 

plan carefully and in an inclusive manner, the results can have a positive and lasting impact on 

student completion and success. 

142 !



 

 

 
 

       

 

            

           

              

            

              

             

            

       

    

            

            

           

             

             

               

          

CHAPTER 10: SUSTAINABILITY, SCALE, AND INSTITUTIONAL SUPPORT 

INTRODUCTION 

The previous chapters of this guidebook provide information to assist practitioners in 

designing and implementing an effective IET program. However, even the most successful IET 

program is likely to face budgetary and other institutional challenges. The initiative must have a 

plan for financial sustainability and should be scaled to include a broader group of students and 

pathway programs over time. The culture of the institution must be adaptable and welcoming 

of this type of change, necessitating buy-in and support from the college, faculty, and 

community. This chapter will address issues of sustainability and scale, while providing 

suggestions for cultivating institutional and community support. 

BRAIDED FUNDING STRATEGIES 

According to Jobs for the Future (JFF) (n.d.), reductions in federal workforce 

development and educational funding over the past decade have had an enormous impact on 

the ability of education and training providers to serve low-income, lower-skilled, first-

generation students. With limited funding available now, and in the foreseeable future, new 

and innovative programming can no longer be supported by a single source. Instead, initiatives 

must often be supported by a combination of smaller funding sources, each with its own goals, 

target populations, and performance indicators. According to JFF (n.d.), “…the weaving 
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support, an arrangement may be made with a Local Workforce Development Board 
to bring someone on campus to conduct eligibility screening. Explore such 
partnerships with outside organizations, and consider allocating space on campus to 
these partner agencies. 

DEMONSTRATING EFFECTIVENESS 

To secure support internally or externally, a compelling story must be told to 

demonstrate the impact of the IET program. In many cases, colleges invest a significant amount 

of time developing and running IET programs, but time and effort must also be intentionally 

invested in demonstrating program effectiveness. Externally, potential granting agencies, local 

employers, workforce development boards, chambers of commerce, and other community 

agencies need a simple and clear way to understand the successes of the program and what 

makes it unique. Internally, the board of trustees, president, administrators, support staff, and 

faculty all need to hear the story and develop an appreciation for the IET program. This is 

particularly important for the college’s business and finance department, who may have 

concerns regarding the program’s expense. By demonstrating the return-on-investment to be 

achieved over time, a compelling financial argument can be made for sustaining the program. 

Evidence-based decision making is becoming increasingly common within community 

colleges, promoted by such organizations as Achieving the Dream, which was founded upon a 

belief in evidence-based decision making as a means of promoting student success (Mayer, 

Cerna, Cullinan, Fong, Rutschow, & Jenkins, 2014). Higher Learning Commission standards and 

performance funding expectations are increasing. Budgets are growing leaner, yet innovative 

programming options are on the rise, making it more critical than ever for colleges to have a 

means of prioritizing and identifying initiatives that work. In some instances, state agencies 
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to allow students to enroll prior to that point. There may be concerns that the program is taking 

seats away from “regular” students, limiting opportunities for those who wish to enroll in the 

CTE program outside of the model. There may be concerns expressed by areas such as 

admissions, advising, testing, registration, and career services, as operational logistics within 

the IET model are typically different from the norm. It is helpful to integrate services with these 

areas, when possible, as not all IET program elements must be handled by one division. For 

example, the career navigator may assist a student in registering for classes within the model, 

but the student can still go online or to the Registration office to register, rather than having 

the navigator handle it independently. 

According to Heath (2012), knowledge rarely leads to change. Instead, employees must 

see, then feel, in order to change. As such, awareness building, on its own, is insufficient. We 

need to bring the heart back to the workplace, with genuine and authentic leadership leading 

the effort. An administrative champion with such a leadership style can assist in garnering 

significant support for the IET program. Bragg and Kismer (2016) said that leaders must be 

committed to organizing and supporting individuals who help create reform to bring lasting 

change. Policies, programs, and practices must be restructured, requiring leaders who can help 

shift people from the old to the new. This culture needs to be intentionally built and nurtured 

with CTE faculty. This can be achieved by maintaining regular, individualized communication 

with faculty, sharing data and student stories, and highlighting faculty and the successes of the 

program publicly. 

Gladwell (2000) wrote about the “tipping point” in leadership, beginning with the “Law 

of the Few.” He emphasized the fact that one person or a small group can ignite change. This is 
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similar to Rick Smyre’s (2016) observation that connectedness can start small and then fan out, 

like a web. He described the “nature of the messenger,” that some people have unique 

attributes to foster change within an organization. These are people with rare social gifts, who 

are good at bringing people together. They tend to see the possibility in everyone. It is very 

helpful to identify such a person, or champion, for the IET model. This can be someone at a high 

level, such as the college president, or a passionate administrator, faculty member, or career 

navigator. It is important to note, however, that without strong senior-level commitment, the 

program is likely to struggle. Utilize the skills and attributes of this champion, and allow them 

space to be creative and achieve support in their own way. By employing these strategies, 

greater awareness, appreciation, and support can be received from a broader audience, 

ultimately leading to the success of the IET program and the students it serves. 

CONCLUSION 

This chapter presented strategic options for braided funding, accompanied by tips for 

demonstrating program effectiveness and achieving institutional and community support. By 

creating a solid fiscal strategy, performance metrics, and a dissemination plan at the onset, 

greater buy-in and support can be achieved from the institution and community. 
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CHAPTER 11: CONCLUSIONS AND IMPLICATIONS !

INTRODUCTION !

IET programs have been proven effective at improving student success outcomes for 

underprepared adults, helping to close the opportunity gap while providing employers with a 

qualified workforce. Further, the 2014 reauthorization of WIOA requires states to offer IET 

programs, making them increasingly prevalent nationwide. As the Baby Boomer generation 

retires, returning adults will become an increasingly critical part of the workforce. This is 

exacerbated by the fact that the population of younger workers will be too small to fill the 

number of positions vacated. Community colleges must develop programs and services, such as 

IET programs, to train this returning adult population. 

Various resources have been developed to provide guidance to states and colleges 

seeking to design and implement IET programs, as referenced in previous chapters. However, 

these resources are generally written more broadly and are lacking many of the details 

necessary for practitioners at the ground level. This guidebook was designed to fill this gap, 

providing a more practical approach to program design and implementation for community 

college administrators embarking on the IET journey. 

This final chapter will present the assumptions made in the design of the guidebook, as 

well as some of the acknowledged limitations community colleges may face when designing 

and implementing IET programs. While this guidebook serves as a solid foundation for IET 
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course, any additional career readiness activities, and the career navigator position. 

Administrators may be left with difficult decisions to make regarding areas of investment. In 

this case, it is recommended that colleges prioritize those elements that have the highest 

impact on student success and, thus, return-on-investment. 

Enhanced academic support is a hallmark of the IET model and should not be 

compromised, and time spent by both faculty within the CTE classroom must be maintained. 

However, while it is strongly recommended that the support course be offered as a separate 

and free stand-alone course, it may be necessary to eliminate the support course in favor of a 

fully shared and collaborative team-teaching environment within the CTE classroom, in states 

where this is permitted and in colleges where union contracts allow for it. The career navigator 

position is another essential ingredient in the IET model, but not every college may be able to 

sustain a full-time position. If the size of the program is manageable, it may be possible for a 

part-time navigator to manage the work. If the position cannot be funded at all, it may be 

necessary to dedicate or re-assign a college advisor for this purpose. Other career readiness 

activities may be leveraged from the college’s career development services area, avoiding 

additional cost. 

It is recommended to invest as fully as possible into the development of a robust 

program in one pathway area versus spreading money too thin in order to offer multiple IET 

pathway programs. Budgetary constraints are one of the primary challenges facing colleges 

seeking to implement an IET program, and while maintaining fidelity to the model, it is 

understood that various features may need to be modified to fit within the institutional budget. 
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The size of the institution is another factor that may serve as a challenge, particularly for 

smaller community colleges. First, within a smaller institution, the cost of the program 

represents a more sizeable portion of the overall budget. Additionally, there may be a limited 

number of individuals to do the work. The adult education program may be small, run by a 

single administrator, and class sizes may be limited within various CTE programs, making it a 

challenge to set aside seats specifically for IET students. If the adult education program is small, 

student recruitment may be challenging, as this is typically a primary recruitment source for the 

program. It is generally the case that out of a larger number of potentially interested students, 

only a very small number will ultimately be enrolled. As such, beginning with a limited pool of 

interested students may make it problematic to run a viable IET program. Enrollment is one of 

the larger challenges experienced by community colleges seeking to offer an IET program. 

Despite these challenges and limitations, the benefits of the IET model make it worthwhile to 

invest time into developing creative solutions to identified problems. 

FUTURE RECOMMENDATIONS 

Various changes and enhancements will assist in sustaining and expanding IET programs 

across the nation. 

Additional Tools and Resources 

First, in addition to this guidebook and other resources previously mentioned, there is a 

need for a compilation of sample tools and resources for purposes of practical application. Such 

items might include student intake forms, job descriptions for IET positions, student orientation 

materials and presentations, sample syllabi for CTE courses and support courses, placement 
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assessments, and activities and resources to be used by basic skills faculty in various pathway 

areas. In some states, various items have been collected from community colleges and may be 

available electronically via state or designated professional development agency web-sites. 

However, a larger, national repository would provide greater options, allowing community 

colleges to select resources that best meet the needs of their particular institutions. 

Professional Development 

Another enhancement that would benefit IET practitioners involves the provision of 

additional, high-quality professional development activities related to the IET model. Various 

online and in-person workshops do exist in such areas as team-teaching and the role of the 

career navigator, but additional training at the national level would be beneficial. For example, 

a symposium or conference focusing specifically on IET would serve as an opportunity for 

providers to share best practices and resources. 

One perceived gap in the area of professional development relates to training for CTE 

faculty on contextualized instruction and strategies for serving underprepared students. 

Generally speaking, the IET model is founded on a belief that while the CTE faculty bring strong 

content knowledge to the classroom, basic skills faculty are skilled at tailoring instruction for 

underprepared students. If CTE faculty were able to provide this type of supplemental 

instruction, it would open the door for a model such as the Accelerated Learning Program (ALP) 

in developmental writing in CTE. In this case, the CTE instructor would be prepared to 

successfully teach both the CTE and support classes directly, without the assistance of a basic 

skills instructor, saving funds otherwise paid to the basic skills instructor for time spent in the 

CTE classroom. It is important for CTE faculty to develop skills in assessing the basic skill levels 
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of their students, enabling them to weave necessary supports into the curricula. Given the 

expense of the IET model and the challenges some institutions may face in sustaining and 

scaling it, it may be necessary to consider options such as this in the future. 

State and National Studies 

To garner support for IET programs and demonstrate the return-on-investment, 

additional studies at the state and national level are needed. These studies should account for 

differences between IET models, such as those that have a dedicated career navigator or offer a 

financial incentive, such as a tuition waiver, for participation. Guidance or models should be 

provided to institutional research personnel within community colleges, to ensure they are able 

to replicate local studies and demonstrate the impact of their IET program. Additionally, there 

is a need for heightened access to state, national, and local employment data, making data-

sharing agreements important and combined longitudinal tracking systems critical. 

State Funding 

In order for IET programs to remain financially viable and sustainable, there is a need for 

states to identify ways to incentivize community colleges to offer them. In Washington State, a 

heightened credit-hour reimbursement was paid by the state for credits earned within IET 

programs. However, the majority of colleges nationally do not have such a financial incentive to 

offset the additional cost of the IET model. Just as top down support is required within a college 

to ensure the success of the IET program, top down funding support is required from the state 

to ensure colleges are able to offer IET programs. 
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Expansion of Target Population 

Ultimately, the IET program model can benefit all students participating in CTE 

programs, not only those students who meet the definition of an adult education student. As 

such, future scaling efforts of IET programs may focus on broadening the eligible population for 

the IET program model. In order to achieve this, state and national policies will require revision, 

as IET programs must currently comply with all WIOA Title II Adult Education reporting 

requirements, such as pre and post-testing regularly using specified standardized assessments 

that are otherwise not typically used within the community college environment. In carrying 

this effort to scale, it will become necessary to expand beyond the boundaries of adult 

education, and guidance from state agencies will be necessary in this effort. 

CONCLUSION 

With legislation in place requiring the provision of IET programs, it is likely to be a model 

that will endure. As such, resources are needed to guide community college administrators and 

faculty, as they develop and implement IET programs. This guidebook is designed to provide 

such guidance from a practitioner’s perspective, offering strategies and tips related to various 

facets of program development and implementation. With solid resources and training 

mechanisms in place, community colleges will be well-equipped to offer successful IET 

programs to underprepared adults, ensuring employers have a trained workforce and that 

these students find a pathway to financial stability and success. 
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