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Executive Summary

This evaluation examines the impact of ACUE-certified faculty on student
outcomes at Queensborough Community College (QCC). Using three
academic years of data—fall 2021-spring 2022 (baseline), fall 2022-spring
2023 (during certification), and fall 2023-spring 2024 (post-certification)—this
study compares outcomes in sections taught by ACUE-certified faculty to
matched sections taught by non-ACUE faculty. The analysis focuses on
completion rates, passing rates, DFW rates, and average course grades.

Meth ods

A Difference-in-Differences (DID) approach was used to compare changes over time between
ACUE and non-ACUE sections. Coarsened Exact Matching (CEM) matched sections on course
semester, course department, course level, and faculty tenure. Models controlled for faculty
experience and course load, student characteristics (e.g., gender, race/ethnicity, age, college
generational status), course characteristics (section size and instructional mode), and CEM
weights.

Key Findings

e Positive Impacts on Completion Rates: There was a significant positive impact of ACUE
certification on students’ likelihood of completing courses during (p =.028) and after
certification (p < .001), relative to comparison sections, with completion increasing 1.62% post-
certification from baseline among students taught by ACUE-certified faculty, compared to a
3.83% decline among comparison sections.

e Higher Passing Rates: There was a significant positive impact of ACUE certification on
students’ likelihood of passing their courses during (p < .001) and after certification (p < .00l),
relative to comparison sections. Passing rates among students taught by ACUE faculty had a
predictive increase of 6.14% during the certification period and 5.83% post-certification from
baseline.

e Reduced DFW Rates: There was a significant positive impact of ACUE certification on the
likelihood of receiving DFW grades during (p < .001) and after certification (p <.001),
compared to comparison sections. DFW rates had a predictive decrease of 13.19% during
certification and 17.33% post-certification from baseline among students in sections taught
by ACUE faculty.
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e Higher Average Grades: There was a significant positive impact of ACUE certification on
students’ average grades during (p < .001) and after certification (p < .00l), relative to
students in comparison sections. Students taught by ACUE faculty had predictive increases
of 0.19 grade points during and 0.22 grade points post-certification on a 4.0 scale.

e Subgroup Benefits: Black/African American students showed larger positive impacts on
completion (p = .007) and DFW rates (p = .025) during certification, while female students
experienced greater positive impacts in completion post-certification (p = .044).

Conclusions

Findings indicate that the ACUE certification is associated with sustained positive impacts on
completion, passing, DFW reduction, and average grades at QCC. The results support QCC'’s
mission to strengthen instructional quality and promote equitable student success,
demonstrating the value of continued investment in evidence-based faculty development.

About ACUE

The Association of College and University Educators (ACUE) is dedicated to student success
through high-quality instruction. In partnership with higher education institutions, we offer the
only nationally recognized Effective Teaching certification, endorsed by the American Council on
Education (ACE), supported by a vibrant online community of practice focused on advancing
teaching excellence.

ACUE-certified faculty deliver exceptional teaching in every class, resulting in higher student
engagement, improved achievement, and stronger retention—outcomes that enhance
institutional impact and support long-term student success. Learn more at acue.org.

Introd uction

Instructional quality is a key determinant of student achievement in higher education. A
substantial and expanding body of evidence shows that effective teaching not only improves
students’ learning and engagement but also produces significant gains in academic
performance (Braga et al., 2016; Brodaty & Gurgand, 2016; Carrell & West, 2010), with these effects
often persisting across multiple semesters (De Vlieger et al., 2016). Over the past few decades,
studies have further established the connection between faculty development and student
outcomes, recognizing its influence on classroom pedagogy, student persistence, student
engagement, and overall learning and success (Condon et al., 2016; Gipson et al., 2018; Seidman,
2012; Wood & Harris, 2016). Due to the strong connection between faculty effectiveness and
student outcomes, there is an increasing emphasis on the importance of pedagogical training in
higher education and improving teaching effectiveness as measured by student success
(Brownback & Sadoff, 2020; Schneider & Preckel, 2017). 3
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In the community college context, improving instructional quality is particularly important for
advancing equity and academic success. There is evidence that faculty play a pivotal role in
promoting student success at community colleges, as they are the institutional agents with
whom students interact most frequently, primarily within the classroom setting (Lester et al.,
2013). Community colleges serve a large share of first-generation, low-income, and racially and
ethnically diverse students, which are student groups that have been historically
underrepresented in higher education and often face systemic barriers related to access to
higher education (U.S. Department of Education, National Center for Education Statistics, 2020;
Wine et al.,, 2018). This makes investing in faculty development especially important, particularly
regarding initiatives that strengthen key drivers of student learning such as effective teaching
practices and faculty accessibility for students (Lancaster & Lundberg, 2019). Research has shown
that Black and Latino students in particular benefit from high-quality interactions with faculty,
which are associated with improvements in self-efficacy, GPA, and degree completion (Cejda &
Rhodes, 2004; DeFreitas & Bravo, 2012; Lundberg et al., 2018; Tovar, 2013). These findings highlight
the potential of evidence-based teaching to not only raise overall student achievement but also
close equity gaps across student groups, which is an institutional priority shared by many
community colleges nationwide. This makes faculty development a key strategy for
strengthening instructional quality and fostering student success (Freeman et al., 2014).

The Association of College and University Educators (ACUE) advances this goal by providing
structured, evidence-based professional development that equips faculty with effective and
impactful instructional practices shown to improve student engagement, learning, and success.
ACUE's Effective Teaching Framework integrates practices that promote active learning, foster
inquiry and lifelong learning, support learner-centered course design, and create learning
environments where all students can succeed, all of which form the foundation of ACUE’s year-
long comprehensive courses. To evaluate the effectiveness of its programs in partnership with
higher education institutions, ACUE utilizes a rigorous accountability approach, consisting of six
levels of evaluation: (1) faculty engagement, (2) faculty learning, (3) faculty implementation, (4)
student engagement, (5) course-level student outcomes, and (6) institutional outcomes
(MacCormack et al., 2018). The present evaluation focuses on level 5, specifically examining the
impact of ACUE faculty on course-level student outcomes.

An expanding body of evidence highlights the positive influence of ACUE-certified faculty on
student outcomes. Previous evaluations have consistently documented gains in course
completion (Lawner & Snow, 2020; Lawner et al., 2019b), passing rates (Lawner & Snow, 2020;
Pippins et al., 2021a), success rates (Hecht, 2019; Lawner & Snow, 2018), and average course grades
(Hecht, 2019; Lawner & Snow, 2019a, 2019b; Lawner et al., 2019a; Pippins et al., 2021a, 2021b, 2021c).
These positive effects have been observed across a wide range of institutions and student
populations, highlighting the role of ACUE certification in promoting academic success for
diverse learners.

Queensborough Community College (QCC) was established in 1959 originally as a campus of the
State University of New York and became a member of The City University of New York (CUNY)
system in 1965. This institution provides more than 50 associate degree pathways along with
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multiple certificate and continuing education programs, serving a large and diverse student
population of more than 12,000 students in Queens, New York (Queensborough Community
College, n.d.). QCC’s mission emp hasizes acad emic excellence, equity, and inclusion, with a focus
on the holistic develop ment of stud ents, supporting their success, and closing achievement gaps.
In alignment with this mission, QCC began their partnership with ACUE in 2020 to provide faculty
with the opportunity to engage in ACUE’s pathway courses in Effective Online Teaching Practices
and later expanded their partnership to include other course types.

The current evaluation focuses sp ecifically on faculty who completed the comprehensive course
in either Effective Teaching Practices or Effective Online Teaching Practices during the 2022-2023
academic year. These cohorts were supported by a U.S. Department of Education Title V grant
that also included other student success initiatives during the same time period. In addition, the
time period of this study also overlaps with QCC'’s receipt of a 2023 Robin Hood Foundation grant
aimed at improving retention and graduation rates for male stud ents, particularly Black/African
American and Hispanic/Latino male students. This broader context highlights ACUE certification
as one piece of a larger student success focus and makes it especially important that the current
evaluation isolates the impact of the ACUE certification.

This evaluation examines the impact of ACUE-certified faculty on student outcomes at QCC,
focusing on whether participation in the ACUE comprehensive courses and subsequent
certification led to measurable improvements in course comp letion, passing rates, DFW rates,
and average course grades. Using a Difference-in-Differences (DID) ap proach, the analysis
compares changes in student outcomes across three time frames (b efore, during, and after
faculty certification) between courses taught by ACUE-certified and non-certified instructors
matched on key instructional characteristics.

Methods

Sample and Participant Characteristics

A total of 77 faculty members participated in ACUE’s comprehensive course at QCC during the
2022-2023 academic year, forming cohorts C, D, and E. Course sections taught by 30 faculty
members are represented in the analytic dataset, as these instructors taught traditional credit-
bearing courses during the required semesters, implemented at least one practice learned in the
ACUE course during the certification period, completed at least three of the four blocks in the
comprehensive course, and had not been exposed to other ACUE content prior to the
certification year, ensuring a clean baseline.

The datasets used for this evaluation were provided by the Office of Institutional Research and
Assessment at QCC and included course section data, instructor employment characteristics,
student demograp hic information, and student-level course outcomes (i.e., transcript data) for all
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sections taught by ACUE-certified faculty and a comparable set of sections taught by non-
certified faculty across three academic years, spanning from fall 2021 to spring 2024.
Nontraditional course sections, such as laboratories, practicums, independent study, and dual-
enrollment courses, were excluded from the datasets. The comparison sections were requested
based on terms, department, and course level, and were later matched to ACUE-taught sections
to ensure close similarity in content, difficulty, and instructor experience. This matching process,
which is explained in detail below, was implemented to provide a robust comparison for
estimating the impact of ACUE certification.

From the full dataset provided by QCC, the analytic sample included the selected course
sections that could be matched across ACUE and non-ACUE faculty to ensure comparability. The
analytic sample consisted of 51,527 non-unique student enrollments from 2,254 course sections
taught by 318 instructors across three acad emic years: fall 2021-spring 2022 (baseline period, one
year before certification), fall 2022-spring 2023 (d uring period, when faculty were completing
certification), and fall 2023-spring 2024 (post period, one year after certification). Within this
sample, there were 7,693 enroliments from 344 course sections taught by ACUE faculty and
43,834 enrollments from 1,910 sections taught by non-ACUE faculty. Table 1 provides a d etailed
breakd own of the number of non-unique student enrollments and course sections by faculty
type and time frame.

Table 1: Number of Student Enrollments and Course Sections by Faculty Type and Time Frame
at Queensborough Community College

Faculty type

ACUE Non-ACUE

Non-unique Non-unique

: Course Course
Time frame student u student ou_
sections sections
enrollments enrollments
During ACUE 14,460 640
12,218 511

Post ACUE
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In the baseline period, the average section size for the ACUE group was 21.630 (SD = 6.771), while for
the non-ACUE group it was 22.603 (SD = 5.671). During the certification year, the average section size
was 21.95 (SD = 6.78) for the ACUE group and 22.594 (SD = 5.740) for the non-ACUE group. In the post
period, average section sizes slightly increased to 23.412 (SD = 6.600) for the ACUE group and 23.910
(SD =5.433) for the non-ACUE group. Independent sample t-tests indicated that the differences in
average section size between the ACUE and the non-ACUE groups were not statistically significant
in any period: baseline (t(857) = 1.575, p = .116), during ACUE (t(763) = 1108, p = .268), and post ACUE
(t(628) = 0.863, p = .388).

Instructor-level characteristics included measures of faculty experience and teaching load. As
shown in Table 2, on average, faculty in the analytic sample had been at the institution for 7.67 years
(SD = 8.05) and taught an average course load of 2.22 sections per semester (SD =117). When
comparing faculty groups, ACUE-certified instructors had an average institutional tenure of 6.96
years (SD = 8.41) compared to 7.74 years (SD = 8.02) among non-ACUE faculty, a difference that was
not statistically significant (t(282) = 0.470, p = .637). However, ACUE faculty taught significantly
higher course loads, averaging 2.53 sections per semester (SD = 1.30) compared to 2.17 sections (SD =
1.14) among non-ACUE faculty (t(1055) = -3.427, p < .001l).

Additional demographic information (e.g., gender, race/ethnicity, instructional status) was not
available for analyses; however, these two variables capture important dimensions of faculty
experience that could influence student outcomes and were therefore included as covariates in the
analytic models.

Table 2: Comparison of Faculty Experience and Teaching Load Between ACUE and Non-ACUE
Instructors

Instructor-level characteristics ACUE faculty Overall

Years at institution (mean, SD) 6.956 (8.414) 7.667 (8.048)

Course load per semester (mean, SD) 2.532 (1.296) 2.220 (1.165)

As displayed in Table 3, the average student age across all enrollments in the analytic sample was
21931 years (SD = 6.412). Asian/Pacific Islander students represented the largest group in the

sample (29.7%), followed closely by Black/African American students (29.3%) and Hispanic/Latino
students (27.5%), while White students accounted for 12.2% of enrollments, and students of other or
unknown races made up 1.3%. A small proportion of students were international (5.2%) and English
as a Second Language (ESL) students (8.1%). More than half of the enrollments were female
students (53.9%), and nearly a quarter were first-generation college students (23.1%). Additionally,
52.3% of students were Pell-eligible, and 68.7% were first-year students. Regarding course format,
53.6% of enrollments were in face-to-face courses, 14.4% in hybrid courses, and 32.0% in online
courses. 7
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Table 3: Descriptive Statistics for Student Enrollments in the Analytic Sample (N =51,527)

Standard

Variable e
deviation

Age 6.411

Female students (%) 0.498

Male students (%)

Asian/Pacific Island er stud ents (%)

Black/African American stud ents (%)

Hispanic/Latino stud ents (%)

White students (%)

Other/unknown race (%)

International stud ents (%)

ESL students (%)

First-generation college students (%)

Pell-eligible stud ents (%)

First-year stud ents (%)

Instructional mode: Face-to-face (%)

Instructional mode: Hybrid (%)

Instructional mode: Online (%)
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Matching Process

To ensure a fair comparison between course sections from the ACUE group and comparison
course sections, Coarsened Exact Matching (CEM) was performed (lacus et al., 2008, 2012). This
matching approach was designed to pair course sections taught by ACUE faculty with course
sections taught by non-ACUE faculty who taught under similar conditions. Course sections were
matched based on four criteria: course semester, course department, course level (e.g., 100, 200,
300), and faculty seniority. These criteria were selected as differences, as they can significantly
influence student outcomes. This matching method ensured that any observed differences in
student outcomes could be more confidently attributed to ACUE certification rather than to pre-
existing variations in instructional context or course content.

The matching process followed a many-to-many structure, where several ACUE-taught course
sections were matched to multiple eligible comparison sections that met the matching criteria.
Of the 352 ACUE-taught sections provided, 344 (97.73%) were successfully matched to
comparable non-ACUE sections, supporting the robustness of this evaluation. To account for this
structure, the variable “CEM Weights” was included as a control in the analyses, ensuring that the
results were appropriately adjusted for the many-to-many matching and that the contribution of
each matched comparison section was weighted correctly.

The use of CEM poses several advantages to this evaluation. By creating matched groups of
ACUE and comparison course sections taught under similar instructional characteristics, this
method reduces imbalance between groups and minimizes potential confounding effects.
Likewise, CEM enhances the robustness of the analysis by improving covariate balance, ensuring
that the results reflect the impact of ACUE certification instead of other external factors that
could impact student outcomes.

Measures

Course completion, passing, and DFW were all coded as binary variables. The course completion
variable was coded as O for all students who withdrew from a course after the add/drop period
(specifically those who received a W, WU, or FIN grade) and as 1 for all others, regardless of
whether they received a passing or failing final grade. These two withdrawal categories were
utilized because they represent meaningful non-completion of or disengagement from a course
after participation had begun, unlike administrative or early-drop designations (e.g., WD, WN,
WA), which do not reflect academic withdrawal behavior and thus were excluded from analyses.
The passing variable was coded as 1 for all students with grades A, B, C, D, CR, or P and coded as O
for students who received F, NC, or R marks; analyses of passing excluded students who
withdrew before receiving a final grade. The DFW variable was coded as 1 for students who
received marks D, F, W, WU, R, NC, or FIN; otherwise, it was coded as 0. For final course grades,
outcomes were converted from an alphabetic scale to an equivalent numeric 4-point GPA scale,
where A =4.0, A- = 3.67, B+ = 3.33, and so forth. Students who withdrew or received non-graded
outcomes as a final grade, such as CR, NC, R, or P, were not included in the analyses estimating
average grade points.

'For additional details on grading definitions and policies at Queensborough Community College, please refer to the official QCC
Grading Policy webpage: https://www.qgcc.cuny.edu/registrar/gradingPolicy.html 9
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Analytic Approach

To evaluate the impact of ACUE certification at QCC, Difference-in-Differences (DID) models were
used to analyze changes over time in key student outcomes, comparing sections taught by
ACUE faculty to similar courses taught by non-ACUE faculty.

Binary outcomes (completion, passing, and DFW rates) were analyzed using binomial logistic
regression, and average course grades were analyzed using ordinary least square regression. For
enhancing interpretability, the marginal effects of the parameters of interest were estimated.
Control variables were included to account for differences in faculty characteristics (course load
and years teaching at the institution), student demograp hics (gender, race/ethnicity, age, college
generational status, English as a Second Language (ESL) student status, Pell eligibility, class
standing, international status, and student enrollment type), course section size (student

head count per section), course format (online, face-to-face, or hybrid), and CEM weights.

The racial/ethnic groups used in this analysis were Asian/Pacific Island er, Black/African American,
Hispanic/Latino, White, and Other/Unknown. Students were considered as “other” if they
belonged to a racial/ethnic group representing less than 5% of the sample. The Other/Unknown
category represented only 1.31% of the sample, so findings for this subgroup should be
interpreted with caution. The student gender variable was categorized as Female, Male, and
Other/Unknown. The Other/Unknown category included students with missing data for this
variable or those who identified as a gender other than male or female (e.g., non-binary,
transgender, or another identity). Because this group represented only 0.34% of the sample, the
results for the Other/Unknown category were omitted from this report, as estimates could notbe
calculated. Finally, college generational status was modeled with three levels: first-generation (Y),
non-first generation (N), and unknown (U).

Main effects were modeled for faculty type (coded as 1 for ACUE faculty and O for non-ACUE
faculty) and time frame (baseline, during ACUE, and post ACUE). The primary parameters of
interest were the two-way interactions b etween faculty type and time frame (ACUE x during and
ACUE x post), which measured changes in student outcomes over time in sections taught by
ACUE faculty relative to those taught by non-ACUE faculty. Also, three-way interactions were
included to examine how these effects differed across student demograp hic groups, including
race/ethnicity, gender, Pell eligibility, and college generational status.

Additionally, post hoc contrast analyses using Bonferroni correction were cond ucted following
the main Difference-in-Differences models to further examine specific differences between
groups and across time points. These tests assessed whether there were statistically significant
differences in predicted outcomes between ACUE and non-ACUE sections within each time
frame (baseline, during, and post) and whether changes from baseline to subsequent periods
were significant within each faculty group. This was done with the aim of providing a more
detailed understanding of the timing of observed effects, complementing the main interaction
results.
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Results

Completion Rates

The DID estimates for the impact of ACUE faculty on changes over time in student course
completion indicated a statistically significant positive impact during and after the certification
period, relative to the comparison group. Sp ecifically, the interaction between ACUE faculty and
the during period was positive and significant, b = 0.172, SE = 0.078, 95% CI [0.018, 0.326], p =.028,
suggesting a more positive trend in course completion among students taught by ACUE faculty
during the certification year compared to those taught by non-ACUE faculty. This p ositive effect
increased in the post-ACUE period, b = 0.303, SE = 0.081, 95% CI [0.144, 0.463], p < .00}, implying a
sustained and larger positive impact after faculty became certified.

These results translate to an estimated 2.93-percentage point increase in course completion
during the certification period and an estimated 5.05-percentage point increase in the post-
ACUE period, relative to what would have been expected had faculty not been certified. This
corresponds to approximately 80 additional stud ents completing their courses during
certification and 141 additional students completing p ost-certification. As shown in Figure 1,
completion rates among stud ents taught by ACUE-certified faculty decreased by only 0.09%
during the certification period from baseline, compared to a 3.83% decrease among students in
the non-ACUE group over the same period. In the p ost-certification period, completion rates
increased by 1.62% from baseline for ACUE faculty, while declining by 4.79% in the comparison
group.

Figure 1: Changes in Completion Rates Across Time Points by Instructor Type

ACUE Impact on Completion Rates

® ACUE @ Non-ACUE

82
81.04%
80 7975% 79.68%/
(%]
2
IS
% 78.48%
5 78
-
0
g
5
8§ 76
SR 74.72%
74 : i
Baseline During ACUE Post ACUE



ACUER

Post Hoc Contrasts

Post hoc analyses were conducted on the logistic regression model to further examine the
interaction between time frame and faculty type (ACUE vs. non-ACUE) and to assess specific
group differences in predicted completion rates. The contrast analysis using Bonferroni
correction revealed that the contrast between ACUE and non-ACUE faculty in the baseline period
was not statistically significant (contrast = 0.080, SE = 0.058, 95% CI [-0.091, 0.251], p = 1.000),
indicating similar starting points between both groups.

For ACUE faculty, completion rates remained stable from baseline to the during period (contrast
=0.075, SE = 0.053, 95% CI [-0.082, 0.232], p = 1.000) and had a marginally significant increase from
baseline to the post period (contrast = 0.165, SE = 0.057, 95% CI [-0.002, 0.331], p =.055). Among
non-ACUE faculty, completion rates declined significantly from baseline to both the during
period (contrast =-0.177, SE = 0.029, 95% CI [-0.262, -0.092], p <.001) and the post period (contrast =
-0.219, SE = 0.032, 95% CI [-0.313, -0.124], p <.001). When comparing differences between groups
across time points, students taught by ACUE faculty showed significantly greater completion
rates in the during-ACUE period compared to non-ACUE faculty (contrast = 0.252, SE = 0.053, 95%
Cl1[0.096, 0.407], p <.001). This difference widened in the post period, where ACUE-taught
sections outperformed comparison sections significantly (contrast = 0.383, SE = 0.057, 95% ClI
[0.216, 0.550], p <.001).

Subgroup Analyses
Interactions With Student Race/Ethnicity

Follow-up analyses adding interactions with student race/ethnicity revealed a significant
interaction between Black/African American students, faculty type, and the during period (b =
0.742, SE = 0.276, 95% CI [0.201, 1.283], p =.007), indicating a larger positive impact of ACUE faculty
on course completion for Black/African American students during the certification period
compared to White students. This impact translates to a 5.51% increase in completion for
Black/African American students during the certification period from baseline (see Figure 2).

The interaction for Asian/Pacific Islander students during the certification period was marginally
significant (b = 0.517, SE = 0.286, 95% CI [-0.044, 1.077], p = .071), suggesting a slightly larger
positive impact on completion among Asian/Pacific Islander students of ACUE faculty.

Interactions for Hispanic/Latino students (b = 0.332, SE = 0.279, 95% CI [-0.216, 0.880], p =.235) and
students of “other/unknown” race (b =-0.017, SE = 0.839, 95% CI [-1.661, 1.627], p = .984) were not
significant, indicating no meaningful variation in ACUE effects for these groups during the
certification period.

In the post-certification period, the interactions for Asian/ Pacific Islander (b = 0.325, SE = 0.307,
95% CI [-0.277,0.927], p = .290), Black/African American (b = 0.177, SE = 0.295, 95% CI [-0.401, 0.754],
p =.549), Hispanic/Latino (b = 0.273, SE = 0.303, 95% CI [-0.320, 0.866], p =.367), and other/lunknown
students (b =-0.881, SE = 0.781, 95% CI [-2.411, 0.650], p = .259) were all non-significant.
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These findings suggest that Black/African American students experienced the largest positive
impacts on completion rates during the certification year, followed by a marginally larger positive

impact among Asian/Pacific Islander students; however, impacts in the post-certification year did
not differ by race/ethnicity.

Figure 2: Completion Rates Across Time Points by Instructor Type and Student Race/Ethnicity
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Interactions With Student Gender

Follow-up analyses adding interactions with student gender showed a significant interaction

b etween female students, faculty type, and the post-certification period (b = 0.326, SE = 0.162, 95% ClI
[0.008, 0.644], p =.044). This indicates a larger positive impact of ACUE faculty on completion rates
for female students in the post period compared to male students and translates to a 3.04% increase
in completion for female students during the p ost-certification year from baseline (see Figure 3). The
interaction for female students during the ACUE-certification period was not significant (b = 0.116, SE
= 0.158, 95% CI [-0.193, 0.425], p = .461).

Figure 3: Completion Rates Across Time Points by Instructor Type and Student Gender

14
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Interactions With College Generational Status

Follow-up analyses examining interactions by college generational status revealed a marginally
significant interaction between first-generation status (Y), faculty type, and the during period (b
0.417, SE = 0.219, 95% CI [-0.013,0.847], p = .057). The corresponding interaction for students of
unknown generation status (U) during the certification period was not significant (b = 0.159, SE =
0.201, 95% CI [-0.234,0.552], p = .429).

In the post-certification period, the coefficients for unknown generational status (U) and first-
generation students (Y) were both non-significant (b = 0.096, SE = 0.223, 95% CI [-0.340, 0.532],p =
667; b =0.074, SE = 0.253, 95% CI [-0.422,0.570], p = .770, respectively), suggesting that the
benefits of ACUE faculty on completion rates were not differentially patterned by college
generational status in the post period.

Non-Significant Interactions With Student Demograp hics

Pell Eligibility: The interaction between Pell eligibility, faculty type, and time frame during the
certification period (b =-0.164, SE = 0.157,95% CI [-0.472,0.143], p = .295) and the post period (b =
-0.094, SE = 0.161, 95% CI [-0.410, 0.223], p = .561) were both non-significant.

Passing Rates

The DID estimates for the impact of ACUE faculty on changes over time in passing rates showed
statistically significant positive impact during and after the ACUE-certification period, relative to
the comparison group. The interaction between ACUE and the during-certification period was
positive and significant, b = 0.615, SE = 0.120, 95% CI [0.379, 0.851], p < .001, and remained positive
and significant in the post period, b = 0.597, SE = 0.122, 95% CI [0.357, 0.836], p < .00Ll.

These results translate to an estimated 5.53-percentage point increase in course passing during
the certification period and an estimated 5.43-percentage point increase in the post-ACUE
period, relative to what would have been expected had faculty not become ACUE certified. This
would correspond to approximately 152 additional students passing their courses during
certification and 151 additional students passing post ACUE. As shown in Figure 4, passing rates
among students taught by ACUE faculty increased by 6.14% during the ACUE course period from
baseline and by 5.83% in the post-certification period (see Figure 4). These findings show that
ACUE certification was linked with sustained increases in students passing their courses at QCC.
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Figure 4: Changes in Passing Rates Across Time Points by Instructor Type

ACUE Impact on Passing Rates
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Post Hoc Contrasts

In addition, post hoc analyses were conducted on the logistic regression model to further examine
the interaction between time point and faculty type (ACUE vs. non-ACUE) and to assess specific
group differences in predicted passing rates. Using Bonferroni correction, the contrast between
ACUE and non-ACUE at baseline was statistically significant (contrast = -0.342, SE = 0.082, 95% CI
[-0.583, -0.101], p <.001), indicating lower baseline passing in ACUE sections.

For ACUE sections, passing rates increased significantly from baseline to both the during- and

p ost-certification periods. The contrast between the baseline and the during-ACUE period was
statistically significant (contrast = 0.592, SE = 0.113, 95% CI [0.260, 0.924], p <.001), indicating that
students tau