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ABSTRACT

READY FOR A NEW START?
A CASE STUDY OF STUDEN® WHO TRANSFER FROM FOUR/EAR
INSTITUTIONS TO COMMUNITY COLLEGE EXPERIENCES AND

LEARNED NAVIGATIONAL STRATEGIES

Brian R. Mitra

The community college has evolved since its inception in the early twentieth
century. Its mission has broadenedézomea second chance for those who were
unsuccessful in previous higheducation attempts. Thdenomenon of reverse transfer
the path of students who enroll in community colleges after being academically dismissed
from a fouryear institution has not been fully explored. Reseasciggests a variety of
reasons for revergeansferincluding lower tuition rates, shifts in educational goals,
personal situations, academic difficulty, proximity, and course offerings. However, a
holistic perspective of the reverse transfer experieines not existMore importantly,
previousstudiesdid not provide a voice to this experience.

This case study explored hauccessfuteverse transfer students overcame
failure, perceived their reverse transfer experience, and learned to navigate opportunities

to succeed at the community colleg&enty-eightin-depthinterviewspainteda holistic



pictureof thereverse transfer experiedand the learning and navigation stragsg
embedded in successful trajectori€se findings of this study demonstradehat not only
was there an emotional impact on reverse transfer stud@idwing their dismissal or

stop out and perceivecemotimal toll for their parents, siblings, and significant others
These emotions serd@s catalyst tomoving forward andvere criticalins t udent s 6
reflections of the reverse transfer experietagwledge attainment and skill
development plagdpivotal roles in learning and success at the community college.
Participantsmmersed themselves in community colléyeengagng in various campus
activities and events to hone skills and attain knowledigelly, reverse transfer

students faakpersondand institutional impediments thlinderedtheir succesat the
community colleggin particular, participants described their assumptions of community
college, fear of failing again, and lack of confideasechallenged his study offeed
recommendatinsand implications for future researfdr adult learners, counselors,

program developers, administrators, and adult educgénarally
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Chapter

INTRODUCTION

This case study explored hoeverseransfer students ovence failure,
perceivel their reverse transfer experience, and ledta navigate opportunities
succeed at community collegeh e t evarsatraisfér Heesusedin several
ways to refer to a group of students and to aipaldr academic trajectory. Reverse
transfer studentarethose at theindergraduatkevel or noncompletersi.e. students who
start at a fowyear institution osenior college and then trsfer to a tweyear institution
or community collegeKajstura &Keim, 1992; Townsend & Dever, 1999More
recently the termfireverse transférmasbeen used to dencéeprocesin which students
earn associatebds degrees by c¢omtpdnteansiemg cou
to the community college (City University of New YorlReverse Transfen.d.).The
focus of this study wasuccessfulindergraduate reverse transfer students who failed
academicallyor stoppedout ofa fouryearcollegeuniversityand subsequently enrolled
and succeestlat a tweyearcommunity collegeSuccess was defined as those who made

significant progress towards (45 credits o



Participants for thisasestudy were selected frokingsborough Community Collega,
large urban community collegethin the City University of New York (CUNY) system.

Over the pastive decadesieverse transfer students have evolved into a
population that significantly impacts the community colldg#h philosophicdly and
financialy (Brimm & Achilles, 1976 Hillman, Lum & Hossler, 2008; Hossler et al.,
2012a,2012h Kajstura & Keim, 1992Townsend, 200001). Thefireverse transfér
descriptorcaptust hese studentsod6 unique educational
the traditional baccalaureate degree attainment pipeline (de los Santos & Wright, 1990).
Upon graduation from high school, reverse transfer studedtsiéathe minimum
requirements (SA scores, grade point averad&PA], and entrance exam scores) to be
aacepted into a fouyear collegeuniversity. Howeveronce enrolled at fouyear
institutions, these students perf@adpoorly and consequentlyereacademically
dismissedbr stoppedout. Literature and research in this area suggkbtat many
studentswhoenteda community coll ege for a fAsecond
higher education increasgéheir GPA, are retained at the community college, and/or
obtaireda n a s s o c e @osslay at al.d201Pa0E2b). Howevermrevious research
failed to fully account for theearnings of these reverse transfer students. Quantitative
scholarship on reverse transfer studevas plentiful (Hillmanet al, 2008; Hossler et al.,
2012a,2012b; Townsend, 2000, 20Q1yet little qualitative research ttdeen conducted
to provide a holistic understanding of the
administrators, program directors, and support persamgrel expected tdesign
programsand support mechanisms for reverse transfer students based on assumptions

rather than actual reported needs and factors of student success.



The traditional pipeline of students transitioning from high school teyear
institutions to earn a baccalaureaegreavas not as seamless or universal as anticipated.
The fAtransfer swirl o qabeiewedssa m@Berenlisics & Wr i g
depiction of some undergraduate student journeys. Townsend and Dever (1999)
describe this swirl as follove:

Subject to various currents in their lives, some students move from school to

school like leaves twisting in the wind. They may swirl upward from aywar

to a fouryear school, float laterally from one twear school to another tweear

school, or spin ownward from dour-year to a tweyear school(p. 5)
Townsend and Dever (1999) captlitbe complekies of manystudent8situations and
circumstance such thaa traditional linear higher education pattes not realistic

Research on reverse transséudents sparedseveral decades with seminal work
conducted by Clark (1960) who first noticed this population at a junior college in 1960.
Early in reverse transfer student exploration, research primarily focused on the number of
reverse transfer studisrthat existed at community colleg@itmm, 1971; Brimm &
Achilles, 1977 Clark, 1960 Heinze & Daniels, 1970; Hudak, 1983). Findings suggested
that reverse transfer student enroliment ranged from 16% of all student enrollment
at community colleges (Heinze & Daniels, 1970; Hudak, 1983). However, enroiiment
communitycollegewas accmpanied bynegativepresumption®f who these students
were and whathey neededTerms such afecouping human resource potertial
(Sugarman, 1967), fisalvage functiono (Unde
(Rouche, 1968), thearmk,0196Q@) ouand ufmrcd Vv e@mse
(Meadows & Ingle, 1968)ere therassociated with these students.

Further research moved indiifferentiatingvarious types of reverse transfer

studentsundergraduatéfom postbaccalaureate, those enroliadwo-year and four



year institutionsoncurrently or onlgnrolled in community collegguring summer

sessions, and those with a foreign dipld@atanzaro, 1999; Hagedorn & Castro, 1999
Additionally, reasons for reverse transfer incldidpecial needs, enriofent, specific

skill set development, and technical degree attainment (Catanzaro, 1999). More recently,
the conversation of reverse transfer has explored awarding credits retroactively for
associate degree attainment (Taylor & Bragg, 2015). For the psrpbtes study,

reverse transfer studemsredefined as those students who earned credits at-aéaur
college oruniversity, experienced academic failuneere dismissed or stopped ocamd
subsequently enrolled at a community college.

As noted, reerse transfer students were initially met minimum requirements to
attendfour-year collegs; their GPAs and college entrance exam scores indicated
capability to achieve academically in institutions of higher education (Kuznik, 1973; Lee,
1976 Meadows & Igle, 1968. However, the traditional journey from high school to
four-year institution and baccalaureate degree attainmasbecoming less traditional
(de los Santos & Wright, 1990). The National Student Clearinghouse Research Center
recently focused on the mobility of the reverse transfer student frorydéaunrto twe
year institutions, noting a significant percentage of ievéransfer students enrolled at
community colleges after beginning at a fgear institution.

Research hasuggested a multitude of reasons for reverse transfer including cost
effectiveness, shift in education goals, personal circumstances, coursegeffand
proximity to home (Catanzaro, 1999; Townsend, 2000; Hillman et al., 2008; Hossler et
al., 2012a2012b).Kalogrides and Grodsky (2014)ggestdsomestudents reverse

transferin part dueto a misalignment of their academic preparation andgelle



ambitions while McGlynn (2006)noted reverse transfeud to poor fowyear university
college experiencdsecause of challenges withass size, social circles, and fitting in.
The community college mission and vision has evolved since its incaptiba
twentieth centuryHistorically, the role of the community colledes been to serve and
meet the needs of the communifyusthe mission and vision of the community college
evolvesto meet thehangingneeds of its local constituents and stakééry including
the growing population of reverse transfer studedtsee community college president
noted:

The community college has for decades articulated a commitment-tonge
learning. Educating reverse transfers should be, therefore, artamipand
natural part of this commitment. As we increasingly identify and follow these
students, our understanding of how to support their ongoing learning needs will
be enhanced. Perhaps in time we will have designated staff for the reverse
transfers of ar colleges(Catanzaro, 1999, 83)

This perspective demonstrdtihe need to have a better understanding of the reverse
transfer experience and how these studentienraeaning of thie experience. As
Catanzaro (1999) indicatethe need for increased support for these leamas®vident.
Founded in 1901, Joilet Junior College in lllinois is recognized as the oldest
existing tweyear college. The genesis of the community college revolved around the
need for developing a mos&illed workforce (American Assiation of Community
Colleges AACC): Historical Information n.db; Cohen, Brawer, & Kisker, 20).3Both
private and public tw«year institutionsvere establishetb meet local need (AACC
Researchn.dc). Manyfactors infuenced the growth of public community collsge

including increamg numbes of high school graduatescholars looking to separate

lower division education from upper division educatid@mandor worker training



beyondtwelfth gradeand proximity ofeducatiorto home (Weisman & Longacre, 2000).
The American Association of Community Colleges dote
A distinctive feature of the institutions was their accessibility to women,
attributableto the leading role the colleges played in preparing grammabnkch
teachers. In such states as Missouri, which did not yet reqt8reeEchers to
have a bachelor's degree, it was common for more than 60 percent of community
college students to be women, virtually all of them preparing to be teachers
(AACC: Historicd Information n.db)
During the Depressioara the community college was seasoffering job training
programs to help withnemployment (AACCHistorical Informationn.db, Cohen et aJ.
2013. AACC describd that after World War 1I:
the conversiomf military industries to consumer goods created new, skilled jobs.
This economic transformation along with B&Bill created the drive for more
higher education options. In 1948, the Truman Commission suggested the
creation of a network of public, commity-based colleges to serve local needs
(AACC: Communit Colleges Past to Presentda)
The community college continued to grow and became a national network in the 1960s
such that by 2017, over 1100 community colleges in the United States provicediea
to more than half of t h(BACEROIVN)onbdés undergr a
Throughout history, the community college has been a place for adult and
continuing education. Be it for career changes, skill development, or a starting point for
highereducation, the community college hasvsse d adul t | earners. The
community college has often been assumed by both administrators and faculty at these
institutions. Weisman and Longacre (2000) proddear perspectives on the community
coleebs community: democratic, affective, ge
community. The democratic construct assdnat
those who traditionally have not been served (well or at all) are defined as the

insiders. The u t s icahditueslidstitutions (including community college
administrators and staff) and organizations, as well as those who traditionally



have been served by higher education. Priority is placed on serving the part of the

community coll egeds c on sserved(Wasman® whos e

Longacre, 2000, p. 365)
In contrast to the democratic construbg affective perspectiwgas defineds the
constructwhichini denti fi es the community as everyor
one, thenis an outsider. The focusbfhi s construct | sWeissman on O w
& Longacre, 2000p. 366). The Commission on the Future of Community Colleges
(2004)notedt hat priority should be placed on fa
and collaboration, for openness antegrity for inclusiveness and selfe new&). 6 ( p .
The who and how of communi ty khesgsographienp!| e me n
construct of community assughthe communitywvas fda di scr et e geograp
delineated i n t he ciangllegigiagod. But begonchtiieiformgl and a
delineation of the collegebds service area,
represergdthe physical notion of communiiyfWeisman & Longacre, 2000, p. 367).
Finally, the poststructural perspective of commutotks to:

both the constituents of the community and their interactions with each other, in

other words, an ecosystem of people, places, positions, and perspectives.

Communities are characterized by multiplicity and are best understood in terms of

their omplex nature and the differing but interlocking relationships of their

constituent groups. Thus, the community

schools, governmental agencies, taxpayers, business and industries, religious

groups, and associations. The eoumity also includes the negotiation,

collaboration, and competition of the interests that these individuals and groups

represent. Insiders and outsiders are determined by context. The insiders are all

those who are directly or indirectly affected by thedfic situation in practice.

Outsiders are all those who have no stake in the situfid@sman & Longacre,

2000, p. 368)
In an effort to best achieve the mission of the community coll&gesman and

Longacre (2000) stipulated thastitutionsshoutl bemindful of all four perspectiveand

therefore proposetthatcommunity college engage in reflectivgractice to best



understandts community. More importantlythis frameworkprovided a solid foundation
to best work with the adult learners thatimélcommunity college for career changes,
skill development, or, in the case of reverse transfers students, a second chance at higher
education.
Kalogrides and Grodsky (2011) provethe following overview of the growing
reverse transfer population aremunity colleges:

As the number of fouyear students who leave their first school continues to
increase, the community college will play a more important role as a
postsecondary safety net. While past research has documented the ways in which
the conmunity college offers an alternative pathway to the baccalaureate degree
to students who have, for individual or structural reasons, not obtained strong
academic preparation in secondary school, this study makes it clear that the
community college also se¥s as a second chance for those who began their
postsecondary careersaatouryear collegeout failed to persist. We believe that
community colleges enhance equality by providing a safety net to students
attending baccalaureate colleges who are unaldernplete their degree at those
institutions (p. 871)

In their view, he community college serd@ot only as an entry point to higher

education, but as a mechanism for reverse transfer students to continue their education.
This framingexpandeccommunt y ¢ o tomnaitgnens b&yond traditional higher
education populatisto the greater community. Therefommmmunity college becanse
conduit for many adult learners to return to an educational setting to hone their skills,
expand their knowledge base,develop a new craft (McGlynn, 2006). Hagedorn and
Castro (1999) further assed

Increases in the average life expectancy, years of gainful employment, and the
number of | ifetime careers al/l point to
trends suclas increased societal mobility and changing familial patterns all point
to the likely conclusion that community colleges will be sought to assist in the
personal, professional, and emotional t

previous educational experiggs (p. 25)

These transformations desciiltbe journey of the reverse transfer student.



Some community colleges recognized the neexipport this growing population
by identifying reverse transfer students early in the enrollment process th&ase
transition, while others have established programesh as the New Start Program at
Kingsborough Community Colleg&CC), to offer comprehensive servicgsoughout
their course of studfWinchell, Schwartz & Kingsborough Community Collegd993).

The New Start Program articuldtis vision as follows:

The New Start Program, established in 1985, was developed to assist students
who had experienced academic difficulty at the senior college level. Students in
the program are offered specializedioseling and targeted academic advisement
designed to assist them in overcoming previous difficulties and working towards
academic success at Kingsborough. New Start Counselors are available to give
students individualized assistance during their time@&Eknd provide transfer
counseling after graduatiofKingsborough Community Collegtew Start
Program n.dc)

As the number of reverse transfer studentseasesindividual community colleges such
as KCC as well asational organizatiofisuch as thémerican Association of
Community Colleges, American Association of Colleges and Universities, and the
National Resource Center for Firéear Experence and Students in Transifitrave
recognizé the need t@espond tdrends and b@me moranformed on everse transfer
studentsn order tobetterserve thisuniquepopulation.

The phenomenon of reverse trangflso impactgolicy, institutional mission and
vision, and student learning within higher education. LeBard (1999) reconamhend
researchers and administrators recognize the unique pattern of reverse tmaorsfer
specifically, they fimust devote attention
studentsé [ and] reinforce the conception o

lifelon g | e ar n iThigstudy(pnovide @nione holistic picture of how these

students leadto overcome failure and succeed in their professional and personal goals.
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Problem Statement

The phenomenoaf reverse transféthe path of students whoret in
community colleges after being academically dismissgaerformed poorlyrom a four
year institutionshas not been fully explored. Literature and quantitative research irdlicate
that reverse transfer students experidrszecess at the community college through
increased grade pointaveragen d att ai nment of priarsesearchi at e 6 s
refleciedalack of understanding of how reverse transfer students avertailure,
perceivel their reverse transfer expanee, and leagdto navigate and succeed at the
community college. Thigapin theliteratureplaced administrators, program designers,
andadvisorsat a disadvantage supporting this populatiotunderstanding these
| earner s6 exper ileadtcmose agprogriatmaaceeffextivee o u | d
programmingo assisthis populatiortoward success

Researcltonducted by thélational Student Cleanghouse Research Center
(Hosder et al, 2012) suggestia variety of reasons for reverse transfewever,
previous studiesdidot of fer a holistic perdgpective o
transfer andubsequerguccasat the community college. Additionally, research on this
growing populatiorwas limited on national, regional, state, and institutionatle
(Kraus & Arvidson, 2004). Whilenore recenliterature providd a characteristic profile
of students who reverse transfer, themmained minimalinderstanding of howigher
educatiormight best support this population with programs and servicesefidrer a

more comprehensive understandi ngismeéded hese
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to paint a complete picture of the reverse tranaf@nomenonwithout this knowledge,

it remains unclear how best to support such students.

Purpose Statemat

The purpose of this case studgs to explore hoveuccessfuteverse transfer
students oveame failure, perceivitheir reverse transfer experience, and ledta
navigate opportunities to succeed at the community college. These descriptionsdprovide
perspective on how reverse transfer students thpast the obstacle of failure and
learredt o achieve during this secondsfindingsn c e
contributel to discussiorof the phenomenon of reverse transfer which, to datenbia
yet been exploreHdolistically. Thisstudy aimed tanform higher educatiocounselors,
program designers, administrators, and adult educators within ledheation on focal
points of the reverse transfer experience, potentially allowing both community colleges
and fouryear institutions to effective and equitablyistribute resources, maxime
student success, prepatudents to be more engaged in sgciahd support these

learnersn achievng personal and professional goals.

Research Questions

To guide this investigatigrthe following research question and spestions

wereaddresseddow do reverse transfer students overcome previous fausacceed

at a community collegeSub-questions includd

op
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1 How do reverse transfer students describe the impact of their reverse transfer
experienceand subsequent succegshe community college?

1 What do reverse transfer students report the learningiadéied them to succeed
at the community college?

1 What and how do reverse transfer students learn to navigate opportunities at a
community college?

1 What hinders the academic progress of reverse transfer students during their time

at a community college?

Methodological Approach

Qualitative research methodology was utilized to obtain a deep understanding of
the reverse transfer experienQealitative research allowed fextensiveexporation of
theproblem and yielded detailed understanding of a phenomenon (Creswell, 2007). In
the case of reverse transfer, a thorough exploration of stuégperienceand learning
clarified howtheyoverame failure. A qualitativepproachalso enabled ascertainment of
contextal factors influencinghe reverse transfer experiercar d s tthindkiegn t s 6
behaviorslearning, and succeasthe community collegélso, this researclapproach
allowed the researcher to investigate the interplay of student percepticespohses to,
and overcoming dfailure.

A case study model was employed to provide a rafysbrationof the reverse

transfer experienc€ase studiesontributefito our knowledge of individual, group,

organi zational, social, politilyprdvidngand r el
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specific experiences related to the reverse trapsiEmnomenonMoreover, case study
enabled attention tihe reallife issue @ reverse transfer within the bounded system of
time and place, particular/ t u d expetienda®in college.Asit has been found to be
imperative to defie a case early in thhesearch procegMiles & Huberman, 1994a
casein this studywasdefined & an individual reverse transfer studer@ets of cases
were established by differentiatitigpse erolled at the community collegéhose who
had graduatd andtransferred to a fowyear institution, and those whodgraduated and
entered the world of work

A study site, Kingsborough Community College, was established and Institutional
Review Board (IRB) approval was granteyl Teachers Collegand Kingsborough
Community CollegeA recruitment email was sent to 2,98dtential study participants
who were identified through the New Start progr&mbedded within the recruitment
email was a link to a recruitment tool and criticaligent (Cl) questionembeddedhn the
sameGoogle form. The recruitment tool gatheredtiggyant information including
educational history and demograhi€the recruitment tool also included two critical
incident questions that inquired about the impact of failure and their community college
successThe Clresponses provided detailed dabattibuting to a holistic and
comprehensive understanding of the reverse transfer experience (Miles & Huberman,
1984)and acted asm@@cruitmenttoof or i ntervi ews by assessing
further discussg their reverse transfer experience.

The recruitment tool yielded 108 unique responsetudng 108 Cls Of these

62 indicated they would participateaninterview. Ultimately, 37 interviews were
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scheduled and 28 interviews weremqgeied. Dataanalysis was conducted on thes,C
which yieldedemerging theme® befurther explored in the or@n-one interviews.

This case study employed a sestructured interview protocol that further
expanded othemedrom the literature and Gl Interviews inestigated how previous
college experiences, reflection, and learning contributedttou d eawvigatso® and
successn community collegeAll interviewswere recorded and transcribed. Coding and
data analysis was conducted utilizing Miéivo software After initial coding, a cross
case analysis wasccomplishedby aggregating findings acrossts of caset® ascertain
patterns and relationships between and amongst catedonaky, document review and

member checlns were conducted to ensure accuraicthe data collected.

Assumptions

Based on the researcherds personal and
direct supervisor of the New Start Program at Kingsborough Community College, and
institutionalwork in enrollment management, this stwdys predicated onvie
assumptions. Firsthis study was founded on an assumption alsatiemic failure ks
to emotional responses including embarrassment, disappointment, and discouragement
which affect motivation to continue higher education. Sectimd,study assumeslipport
systems and personal attributes contridavewhether students perssiin higher
educationThird, reverse transfer studentgere assumed teflect on their previous
college experiences to examine challenges they faced st college. This

assumptiorwas derived fromconversations with several reverse transfer studerts
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pilot interviews.Next, participantsvere assumed to be ablesfpeak honestly and
accurately about their journey and what contributed to their &allye and eventual

successFinally, it was assumeeamining three differersubgroup®f reverse trasfer

students at various points of their sucdessned 45 credits, graduated and transferred to

a fouryear institution, and graduated and were wagkwould provide perspective on

the reverse transfer experience.

The Researcher

The researcher is currentynployed as the Dean of Student Affairs at
Kingsborough Community Collegéle currently overse&d areas within Student
Affairs, including enrollment managemeamd transfer servicefOver the paghirteen
years, he has worked with the reverse transfer population thvawigiis administrative
capacities at KCC. The reseaechas ovell5 years of working in student affairs and
with reversdransfer students

The researcher algxperienceégcademic difficulty during his educational
journey. After being admitted to a feyear institution, the researchexd academic
difficulty andwent on toattend community college tedresshis GPA. This provided

perspectiven andexperiencesf reverse transfesn a personal level

The researcheroted evidence of learning from failure and proceeding to success

as hesarneda Bachelor of Science in Health Science and an Advanced Cedificat
Healthcare Management at Stony Brook Univerghgn aViaster of Arts in Community

Health Education at Brooklyn Collegand as relates to this study, enrollethie Adult
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Education Guided Intensive Study (AEGIS) Program of Adult Learning and Lskapler

at Teachers College, Columbia Universitypursuit of a doctorate

Rationale and Significance

Prior quantitative research suggedthat reverse transfer studemtere
successful when provided another chance at the community college. Nonethefass,
not yet cleahow successfuteverse transfer students owene failure, perceiwetheir
reverse transfer experiersc@nd learadto navigate opportunities to succesdhe
community collegeAs the number of dismissadsd stopouts from senior colleges
continues to rise, the impaat reverse transfesn community collegehasbecome more
significant. While this impact includes millions of dollars invested in higher education
and development of human capital to produce an educated citizenry (Dewey, 1938), the
i mportance of t hemainpaanounte thesstdentsithpnesehiee nc e s
as well as to the community colleges that serve ti8eholarship also suggestthat
rever se tr ahaveiiaeacademic dnd lalkdorsmarfet outconeesatinerwise
similar students who dropoutobgts e c ondar y s c (Kalogrides&l t oget her
Grodsky, 2011, p. 853).

There are several compelling argumentextendresearcton thereverse transfer
population. First, from a public policy point of view:

State policy makers are increasingly focused on (1) student enrollment
outcomes as indicators of the success and quality of individual public
institutions and on (2) state policies that have been enacted to improve

enrollment related outcomes (e.g. retention, degree or certificate
completion) (Hossler et al., 2012, A0)
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Catanzaro (1999) also asserts, Afurther exeé
lead to other specific programmatic developments tailored for each suljgfoeperse

t ransf er(p.45). Asdhe papudajion of reverse transfer studemerses, the

need to examine their complekcumstancess pressing This studygenerated

perspective on how individuals ameaning of the reverse transfer experiemgthow

to support this populatioi® eventual succes&dditionally, this researchontributel to

the understanding of the motivation and determination that led reverse transfer students to
succeed and achieve in the community collegalstiencouragesollaboration between

four-year and tweyear institutions to create interventionglgolicies that better serve

this atrisk population and maximize student success.

Definition of Key Terminology Used in This Study

Community College ofwo-year Collegé an institution that grants associétes
degrees

Enrollment Managemeiitsectorwithin higher educatiomwhich profiles
enrollment andlesigns and implements strategiesneet enrollment goals

New Start Prograni The New Start Program, established in 1985, was developed
to assist students who experienced academic difficulty at ther s®llege level.
Students in the program are offered specialized counseling and targeted academic
advisement designed to support students in overcoming previous difficulties and working
towards academic success at Kingsborough Community College. Newdtaselors

are available to give students individualized assistance during their time at Kingsborough
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and provide trarfsr counseling after graduatiomhe New Start program is unique to
KCC
Nontraditional student students who do not fit the traditi@nage range of
college students (18 yeanfd i 22 yearsold)
Reverse Transfer Studdna student who moved from a feyear institution to a
two-year institution but has not earned a baccalaureate degree and has failed
academically or been dismissed from a fgear institution
Senior College oFour-year Collegé aninstitutionthagr ant s bachel or 6
degrees
Stopouti ceaseattendnce atollege due tpoorgradesjack ofsupport,

personal mattey or other reasan
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Chapterll

LITERATURE REVIEW

This chapter reviewed literature pertinent to this study and bedfimsn
overview of reverse transfer students and adathlers. Literature on resilienceelf
efficacy, sense of belonging, grit, and hope as demonstrated by these learners was
reviewed to shed light on the depth and contour of their experiences stultiles on
learning from experience and reflective practice contributed theoretical foundations. The
role of emotion in learning was also considered. This review established a basis for

understanding reverse transfer students and their experiencesiref é&aitl subsequent

success at the community coll ege, as il

summary.

Reverse Transfer Students

As outlined in the introduction, reverse transfer research first began with an

examination of this popul@n at community colleges (Clark, 1960). In the following



2C

decades, increased attention was paid to these students through attempts to quantify the
sheer number of them enrolled at community colleges (Heinze & Daniels, 1970; Hudak
1983), ascertain the undlgng causes of reverse transfer including failure (Brimm 1197
Brimm & Achilles, 1977 Clarke, 1960Heinze & Daniels, 1970; Hudak, 1983), and

unpack the stigmatized perception of thisylagon (Berry, 1969; Lee, 1976&ugarman,

1967).

Types of Revese Transfer Students

Several studies delineated various types and categories of students who reverse
transfer. Hagedorn and Castro (1999) defined the matrix of reverse transfer students in
the following manner:

Undergraduate reverse transfeStudent with previous college credits from a
four-year institution who enrolls in a community college for purposes of future
transfer or vocational credits
Concurrently enrolled transferStudent who enrolls in both a community college
and a fowyearcollege at the same time
Summer sessioner (temporary transteBtudent regularly enrolled in a foyear
college or university who enrolls in a summer school at a community college with
the intention of using (transferring) the credits toward a deguegram at the
four-year college
Foreign diploma Student with a degree from a rbS. institution who enrolls
in a community college
Postbaccalaureate reverse transfeStudent enrolling in a community college
for (1) credit course work for purposes of career change, career advancement,
career enrichment, or technology wupdate
or doctoral degree or (2) for recreai# or avocabnal purposes. ([1.6)

Similarly, Catanzaro (1999) also identified categories of reverse transfer students through
his work at Chattanooga State Technical Community College. He categorized reverse
transfer students into the following groups based oin thasons for reverse transfer:

special purpose undergraduate reverse transfers, technical degree undergraduate reverse
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transfers, enrichment peaccalaureate reverse transfer, specific skills-post
baccalaureate reverse transfer students, and trasgieentsBoth Hagedorn and Castro
(1999) and Catanzaro (1999) noted extensive variety of transfer patterns and purposes for
movement between the community college and other institutions of higher learning.
The fAinewo r e \Aaswsanotatiom afesefse transfer emerged in
recent years. According to the National Student Clearinghouse, the reverse transfer was:
thetransfer of credits from a fowyear institution to any twgear institutionfrom
which a student transferred. It doesn't matterafstudent transferred to another
associate degree granting or bachelor's level institution first, attended public or
private institutions, or transferred across state litiedigible, the student is
awarded an associate degrédat{onal Student CleargihouseWhat is Reverse
Transfer n.d.)
This framing of reverse transfer centraliz
similar to how the American Association of Community College (AACC) noted reverse
transfer will improve higher education outcane Speci fi cally, A@Amor e
the degrees they deserve. Community colleges will be recognized faltigethrey add
to education. Angby granting more degreestates will be better positioned to attract
new businesso ( Bu mparidmsre states dévelpped patmerdhips mo
amongst tweyear and fouyear institutions to facilitate reverse transfer, data and
reporting remained in early stages. However, according to the National Student
Clearinghouse website, approximately two millisadents attended college for two or
more years between 2003 and 2013 but did not earn a degree. Moreogtimated

78%of students who transferred from a community college to ayear colege were

without a degreeNational Student Clearinghous&hy is Transfer Importanth.d.).



22

Reverse Transfer Student Mobility

The National Student Clearinghouse Research Center (NSCRC) focused its third
signature report on the mobility of the reverse transfer student froryéauito tweyear
institutions. NSCRC summarized previous research (Hagedorn & Castro, 1999; Mullin &
Phillippe, 2009; Townsend, 2001; Winter & Harris, 1999) on reasons why students
originally enrolled at fouyear institutions and subsequently ended up atyway
institutions. Reasonscluded: saving money; changes in educational goals; proximity of
institutions to home during summer sessions; personal circumstances necessitating a
move; poor academic performance at a{fpear institution; discomfort with learning
environment of a fouyear institution; and taking advantage of flexible, convenient
enrollment at multiple, adjacent institutions (Hossler et al., 2012a; Hagedorn & Castro,
1999; Winter & Harris, 1999; Townsend, 2001; Mullin & Phillippe, 2009). Importantly,
many of these resans did not pertain to academic difficulties (Catanzaro, 1999;
Townsend, 2000; Hillman et al., 2008; Hossler et al., 2012a; 2012b). Likewise,
Kal ogrides and Grodsky (2011) asserted tha
part from the misalignmemif student academic preparation and postsecondary
educational aspirations, a misalignment fueled by the ceftagall ethos embraced by
parents, students and school personnel o0 (p
sentiments, noting many students lookethe community college due to feelings of
missing home, being overwhelming by the size of the university and large classes, and
having a sense of anonymity.

NSCRC examined a cohort of 1,228,069 students composed dirfiestollege

students who begaheir postsecondary studies in Fall 2005 at a-f@ar institution to



23

assess movement from feyear to tweyear institutions during the ensuing six years
(Hossl er et al ., 2012a, p . 13) . NSCRCOs
findings:

Within six years, 14.4 percent of the fitshe students who started at a four
year institution in the fall of 2005 subsequently enrolled at aywaw institution
outside of summer months or reverse transferred and an additional 5.4 percent
enrolled at dwo-year institution for summer courses only. (Hossler et al., 2012a,
p.37)

This examination of reverse transfer student was one of the most comprehensive to date,

qu

establishing a sense of the scope of the reverse transfer phenomenon. To bolster attention

on the earning of degrees through reverse

|l téds Dueo (CWI D), was established and defi

amulti-state initiative that supports the development and implantation of reverse

transfer programs and policiesath conf er associ atebs degr

when they complete the degree requirements while en route to the baccalaureate
degree. (Taylor & Bragg, 2015)

Data is currently being collected and results to be analyzed.

Summary

Reverse transfer students have been present and active in higher education for
decades. Review of literature illustrated evolution of this population, typology of subsets
of reverse transfer students, and an array of reasons underlying movement between fou
and tweyear institutions. While much of the literature was quantitative in nature, this
study aimed to complement previous research by generating a more holistic
understanding of the reverse transfer experience. Moreover, this study provided detailed

data on the impact of failure and strategies used to move forward and succeed.
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Adult Learners: Personal Attributes

According to the American Assation of Community College (20),763% of
students enrolled for credit @dmmunity colleges are 22 ysald or older and represent
impressive diversity of characteristics and motivations.

Adult learners. Military veterans. Neln g | i s h s ptera&kdeirtsi. o aNlon
students make up the majority of community college atteridard for good

reason. Agollege prices rise in the United States, more people are choosing to

attend community college. In fact, nearly half of all undergraduates attend

community college. These op@awcess institutions serve a diverse set of needs,

and offer the flexibilityan& f f or dabi | ity to help put an

career goals in reach. (p)

The sheer number of adult learners in community college required many institutions to
examine services targeted to this population; attention to their unique needs amydiffer
learning styles was acknowledged as integral to supporting these learners efficiently and
effectively.

For the purposes of this study, emphasis was placed on how personal attributes
affected | earnersod6 experi enicfleescednednmgp ed r es
made of the circumstances. Goodman, Schlossberg, and Anderson (2006) argued the
importance of how individuals engaged with and responded to transition. Specifically,
they claimed individuals utilized four coping modes: information segklimect action,
inhibition of action, and intrapsychic behavior (Goodman et al., 2006). Individuals who
took direct action were viewed as employing-sdficacy as a strategy for coping
through transition. Many individual achievements were dependdnteyactions

between individual behavior, personal factors, and environmental conditions (Bandura,

1986, 1997).
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Adult Learners
To better understand adult learners, Knowles (1984) made five assumptions of
their characteristics, including:

1. Selfconcept Asa personmatureshis selfconcepimovesdrom oneof beinga
dependenpersonalitytoward oneof beinga seltdirectedhumanbeing

2. ExperienceAsa personmatureshe accumulates growingreservoirof
experienceahat becomesn increasingresourcefor learning

3. Readiness to learAsa personmatureshis readinesdo learn becomes
orientedincreasinglyto the developmentaiasksof his socialroles.

4. Orientation to learningAsa personmatureshis time perspectiveehangedrom
oneof postponedpplicationof knowledgeo immediacyof application,and
accordinglyhis orientationtoward learning shiftsfrom oneof subject
centerednesw oneof problemcenteredness.

5. Motivation to learnAsa personmaturesthe motivationto learnis

internal. (Knowles 1984, p12)

Knowles pointed to how adults learned differently from children and popularized the
term Aandragogyo. While many offered criti
Hartree, 1984Merriamé& Caffarella, 1999Tennant, 1996 Knowles was viewed as
establishing the discipline of adult education.

Motivation and successBye, Pushkar, and Conway (2007) studié@
undergraduates at an urbfouryear university, aged 180 years old, and assessed their
intrinsic and extrinsienotivation to learn. Participants filled out a demographic survey
and completed the following three setfport questionnaires: Motivated Strategies for
Learning Questionnaire, The Differential Emotions Scal&|\and The Positive and
Negative Affect Schdule. The study revealed:

nontraditional students reported higher levels of intrinsic motivation for learning

than did traditional students. Intrinsic motivation correlated with positive affect

more strongly for nontraditional than for traditional studefRts all students,

interest and age emerged as significant predictors of intrinsic motivation to learn,

and both interest and intrinsic motivation significantly predicted positive affect.
(p. 141)
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Bye et al. (2007) concluded that further research ofi tbeo g nmotivationaffect
triangle in adult development would be beneficial not just for undergraduates but for all
|l ifelong | earnerso (p. 156). This construc
population to aid investigation of responsesdilure and transitioning to persistent
pursuit of success.

Whil e attention was paid to strength of
along their paths, this was matched by efforts to strengthen institutional resources to
support them toward suceed he Council for Adult and Experiential Learning (CAEL)
prepared a t-gearlcHHlegesdetter serve the influx ofwadult learners.
Frey (2007) described this Adult Learning Focused Institution (AFLI) Assessment
Toolkit as a mechanism to asure the efficacy of programs for adult learners. Frey
(2007) noted the that AFLI Principedoki t was gro
Effectiveness for Serving Adult Learnarsl addressed factors of outreach, life and
career planning, financing, assessnuariearning outcomes, teachihgarning processes,
student support systems, technology, and strategic partnerships. Moreover, Frey (2007)
stressed the importance of institutional a
abil ity #ftisneadaddocamplete agddentic programs, classes that are closely
related to life and work goals, and guidance on classes that transfer to other programs
both within and 6)uFreg 0D® cohcluded accessibitype 6 ( p .
services,transfeabi | ity of credits, and advi sement
success.

Adult learners at community college.Chaves (2006) conducted reviews on

theories of student involvement and engagement, student development, and adult learning
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to better improve adult education in community colleges with particular reference to
Tintods Interacti dsaliindts Theol ypHee 293 Thaod
additionally discussed a variety of other theories for institutional and social support fo
adul t st ud&®edorEnviroBmaentfTieeoryd 6c hl ossbergds Theor
Marginality and MatteringCchi cker i ngds Theor y(Chmfes | denti ty
2006),Rendé® s Theory Rdndow,d994)dandoBelenky et al .
Wo me n 0 sof Kidawing (1986). Finally, Chaves (2006) examined major curricular
theories for adult students includingkmé e s 6 T h e or ya nadf Khon dorbasg olfdhye ¢
of Experiettial Learning and AdultsThese theoretical frameworks produced a list of
variables relatetb success of adult learners at community colleges which informed
anal ysis of responses provided by this stu

Chaves (2006) arrived at several conclusions for how best to support adult
learners in community colleges. First, it was neagstsaredesign curricula to meet the
needs of adult students, especially by incorporating proactive interaction with faculty for
those who work at least pdine and whose faculty and peer interactions were solely in
the classroom. Chaves (2006) furtherser t ed it was benefici al f
adultor i ent ed support meldgdnissumsh drhada mpuand n(i
teachers, and peers on campus must continu
contributionodo ( p.learhebsivas.furtfeuaeddyackndwledgemerd u | t
of identity development and learning preferences attributed to gender (Chaves, 2006).
Finally, the applicability of adult learning theories was reinforced:

Coupling Knowlesods (1984)Y hwiKok bdrs 41®8:
experiential learning construct, can help educators create a dialectical learning

experience where studentsd old knowl edg
knowledge and application, which can then lead to greater involvemeranakers
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significance, and heightened sense of commitment. Taken together, these theories
have the potential to transform adult learning and vastly improve persistence and
retention rates on community college campuses. (Chaves, 20,)p.

The above distitons and recommendations were essential for making sense of the

reverse transfer student experience of failure and movement toward accomplishment.

Resilience
Luthar, Cicchetti, and Becker (2000) summarizadous definitions of resilience
to create th following definition:
a dynamic process encompassing positive adaptation within the context of
significant adversity. Implicit within this notion are two critical conditions: (1)
exposure to significant threat or severe adversity; and (2) the achigvafmen
positive adaptation despite major assaults on the develop process (Garmezy,
1990; Luthar & Zigler, 1991; Masten, Best, & Garmezy, 1990; Rutt&0;19
Werner & Smith, 1982, 1992(p. 1)
Walker, Gunderson, Kinzig, Folke, Carpenter, and Scl{@@@6) builtupon this,
describing resiiencas fit he ability to recover rapidly
the capacity to endure ongoipn2pl)hardship in
Furthermore, resiliendeas been described as having two congods: exposure to
adversity or a threat and the subsequent positive adjustment to said adBewaly; (
2013; Cotton, Nash, & Kneale, 2014jtharet al., 2000; Richardson, 200Finally, it
has been framed as a process that evolves over time withroipaotherabilities and
assets (Luthar et al., 2000; Luthar & Zigler, 1991).
Luthar et al. (2000) noted variations in definitions and uses of the term, the
|l iteratureds | ack ocdoncepualizatonsoiresiienesatsat r e panc

or dynamic process. De&p this variability, resiliencgvas noted to be multidimensional,

extensively researched, and rife with theoretical questions and concerns. In keeping with
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alternative framingfRi chardson (2002) ai tescotiredierce "ndescr i
and resilience¢heory that provide a framework upon which interventions and research
can be gr oundewcasedtlpee waés 8fyesilieribguirys h o

The identification of resilient qualities was the first wave characterized through
phenomenological identification of developmental assets and protective factors.
The second wave described resilience as a disruptive and reintegrative process
for accessingesilient qualities. The third wave exemplified the postmodern and
multidisciplinary view of resilience, which is the force that drives a person to
grow through adversity and disruptions. 207)

Resiliencehad, by turns, been identified as a trapyacess, or force mediating an

individual 6s response to circumstances. Si
Aresilient is to be able to overcome stres
only recover from such experiences, but alsdfinp er s on a l meaningo (p.

experienceand events. Moreover, resilienaguired personal energy and efforts of
meaningmaking. In the case of reverse transfer students, making meaning of their

previous negative higher education experiencesledupith their capacity to move

forward from failure highligted the pertinence of resiliendénally, Grant and Kinman

(2012) noted that resiliengeovided hope and @anced selefficacy. Resiliencéad

al so been associ at e dofhkelonging andekperernres ofsdciald e nt s
support through the work of Bozak (2013),
correlated with resilience andltihlightoft her e
the above literature, resiliengdluenced analysis of the reverse transfer experience by
providing a lens through which to interpret positive responses to adversity, mechanisms

of meaningmaking, and connections to concepts of-séfitacy, sense of belonging, and

social support.
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Self-Efficacy

Over the past four decades, an increasing body of research explored the roles that
studentsod6 thoughts and beliefs played in t
Kitsantas, Winsler & Huie, 2008; Tinto, 1993; van Dinther, Dochy, & 8e@911). As
an example of one such thought, studies have examined the construcefficaedl and
its influence on student achievement, persistence, motivation, and learning within higher
education (BouffardBouchard, 1990; LenBrown, & Hackett, 208; Linnerbrink &
Pintrich, 2003; Pintrich & DeGroot, 1990; Schunk, 20&8) Dinter et al., 2011,
Zimmerman, Bandura, & MartineRons, 1992). Sekéfficacy has been described as
Abeliefs in oneds capabilitiesedqueedtor gani ze
produce given att ai B)nBetnRajarés (10%,a2008)and&chunk 9 9 7 ,
(1995,2003) have asserted that sefficacy appeared to be a noteworthy variable in
student | earning Abecause it (waiDbintheretal, st ude
2011, p. 96). Kitsantas et al. (2008) and Pajares (1996) further asserted tbfiicaely
operated as a notable predictor of academic performancefiedicy was also featured
as a key component of social cognitive theory, wiish Dinther et al. (2011) depicted
as viewing human functioning Ain transact:.i
interactions between an individual 6s behayv
t houghts and beliefs), .&altdfficacypwas percavedeasn t a l e
influential on the amount of effort individuals exerted and how long they persisted in the
face of challenging situations or obstacles (Bandura, 1997).

Bandura was first to introduce the construct of-effitacy and latepositioned

self-efficacy within social cognitive theory (Bandy 1977, 19861997). In his
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estimation, motivation, learning, achievement, andrsgtilation could not be
effectively explored without accounting for selfficacy. Bandura (1977) assumibat
selt-efficacy influenced a variety of factors, including choices made, actions executed,
efforts exerted, persistence, and perseverance. van Dinther (2011) et al. suggested:

people are apt to choose activities for which they feel themselves capdble an

avoid those for which they do not. Selfficacy helps individuals to decide how

much effort they will spend on a task, how long they will persist when

experiencing difficulties, and how resilient they will appear in detrimental

situations. (p. 97)
This revealed an appreciation for how sgficacyi mediated by resiliené¢enight
influence the success or failure of reverse transfer students. Specificalbffisalfy
beliefs influenced individual sdé thoughts a
postulated:

individuals with a weak notion of sedfficacy are inclined to think that tasks

seem more difficult than they actually are. These thoughts are a breeding ground

for feelings of failure and depression, tension and helplessness. A strong notion

of seltefficacy, on the other hand, creates feelings of tranquility and challenge

in the face of difficult tasks. (j27)
These assertions aligned with the notion thates@iifacy played a key role in human
agency, defi ned a g0 génerateanddirettactions forspeafipaci t i e
purposes, emphasizing the i mportant role o
Dinther et al., 2011, R7).

Student selfefficacy development.Grounded in social cognitive theory, there
werefourmais our ces of i nfor mat i eefficady:masterynur t ur ed
experiences, observational experiences, social persuasion, and physiological, emotional,

and mood states (van Dinther et al., 2011). Enactive mastery experiences were authentic

successem dealing with a particular situation (Bandura, 1997). Moreover, Palmer
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(2006) suggested that these mastery experiences were most powerful in creating efficacy
due to the authentic evidence students absorbed while going through real situations.
Conversey}, an experience of failure (lack of mastery) diminished atitacy.

Observational experiences or vicarious experiences were another source of
information that created student sefficacy. Observational experiences presented social
models, providingtsidents with comparisons to peers and others for suitable alternatives
in similar situations (Bandurd997; Schunk, 198%an Dinther et al., 2011). It was
noted that those with little mastery experience could be more sensitive to failures
observed througvicarious experienceBéndura, 1997; Schunk, 1989

Social persuasion was the third source of information that contributed-to self
efficacy, with Schunk (1989) suggesting that students built theteffedhicy through
affirmation from and persuasioly bthers. Furthermore, Bong and Skaalvik (2003)
asserted that persuasive communication and evaluative feedback were effective when
students viewed those providing these as reliable and knowledgeable.

The final sourecfef iocfa csyt undaesn tdsedr isveeldf f r om
physiological, emotional, and mood states (van Dinther et al., 2011). Emotions such as
anxiety, stress, and tension signaled failure, while positive moods and emotions
strengthened se#fficacy. van Dinther et al. (2011) also suggested students had the
Acapacity to modify their own thinking and
sense of seléfficacy can view a state of tension as energizing in the face of a
performance; whereadhose who havesaffoubt s i nterpret their te
98).Jackson (2002) noted:

self-efficacy beliefs can influence people in several important ways. The beliefs
can affect the environment that people choose, because most people prefer
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environments in which they feel competent and avoid those in which they feel
inadequate. Sekfficacy can also affect how individuals face failure and handle
adversity. When facing adversity or failure, a person with higheftfacy

beliefs is more likly to expend greater effort, remain more problem focused, and
persist for a longer time than a person with low-s#fitacy, who is more likely

to see the situation as insurmountable, get frustrated and depressed, give up
quicker, and be more emotionaftycused (Pajares, 1996; Sexton & Tuckman,
1991). (p.244)

These observations were critical in understanding how individuals usesffgzlty in
times of failure, particularly during academic dismissal or failure from ayear
institution as descrda by participants in this study. Basila (2016) said:
research demonstrates that -sdffcacy is related to higher levels of achievement
and learning (Schunk, Meece & Pintrich, 2014) with students who have a stronger
self-efficacy using more learning ategies and in turn experiencing better class
performance (Pintrich & De Groot, 1990). Additionally, students who feel that
they are successful in learning a task are more likely to work harder, participate
more readily and persist longer and have a hitghal of achievement compared
to those students who doubt their learning capabilities (Pajares, 1996). For those
students who do perceive that they are performing well or are being more
competent, their motivation and selfficacy are enhanced (Schunkeste &
Pintrich, 2014). Although concern may exist regarding the negative impact lack of
success may have on a student, Schunk (1995) asserts that if students believe they
can perform better by adjusting how they approach a task, lack of success will not
necessarily have a n-efficacy and reotivatiop @6)t on on
Overall, these sources of information provided a critical lens through which to view
studentsé ability to cope with reverse tra
studens navigating difficult situations.
Self-efficacy in elucation. Self-efficacy has received increasing attention in
educational research and scholarship. Research specifically focused on the influence of
s t u d e ndffisady ois rackiviation and learning ¢Bffard-Bouchard, 1990; Bouffard
Bouchard, Parent & Larivee, 1991; Linnenbrink & Pintrich, 2003; Schunk, 2003).

Research suggested thatself f i cacy i nfluenced motivation

affecting student so6 t acalstheyset, the ahaices,they as k pe



34

make and their use of cognitive, metgnitive andself egul at ory strategi ¢
Dinther, 2011, p97). Research also suggested that students who have confidence in their
intellectual ability set high educational godislieved they could attain these goals, and
were more likely tde successful in college (Boeit 2002; Fdsola & Slavin, 1998;
Tinto, 1993.

van Dinther et al. (2011) reviewed sefficacy literature in educational research
over the previous thirtyyer s. Their review i neffieagy i gat ed
understood as the sditlief a person holds or his personal judgment about his
competencies, within an educational cont ex
several conclusions: first,dher education could impact selfficacy; second, programs
that used social cognitive theory as a foundation were more successful in influencing
studendfsféi cseedy; and third, fAenactive master
powerful sourceoferat i ng a strong sense of efficacydc
importance of providing students with practical opportunities to increase their mastery
experiences. van Dinther et al. (2011) also proposed that combinedfisaldy sources
servedtoenan c e st uaffieagyt Bnally, sheilwbrk enumerated factors at course
and instructional levels that influenced the enhancement of studesffs=ty,
including facultystudent interaction and learning space (van Dinther et al., 2011).

Anotherperspective on sebfficacy found in the literature was how it influenced
educational achievement. Studies have explored the relationship betwesffi st/
and various aspects of education, including reading, writing, and math, and ability levels
(Bouffard-Bouchard, 1990; Carmichael &ylor, 2005; Lane, Lane & Kypnu, 2004;

Pajares, 1996; Schunk, 2Q0@&n Dither et al., 2011pirect and indirect impacts of
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s t u d e ndffisady os achielzements, grades, and ability levels were identified (van
Dinther et al., 2011). Likewise, studies pinpointed the encouraging effects of positive
sef-efficacy on achievement (Boal, 2002; FenollaRoman & Cuestas, 2007; Hsieh,
Sullivan, & Guerra, 2007).

Self-efficacy corresponded to the foundation of competemd resilienceneeded
to negotiate complex situations and changing times. Tipton and Worthington (1984)
argued that sekéfficacy was a key factor of adjustment to ambiguous and unfamiliar
contexts. As higher education institutions continue to undetstad support multiple
constituencies, vin Dinther (2011) suggest
education pay att ent i-effitacy. dnowing thelfactotsthat de v e |
affect that dev e lebiiqgacyeanhelp ngher edtcatidnalnnstitutionss e | f
in developing planning educat i eenfafli cparcoygor a(np
105) . By e n h a nefficacyga nsote pasitve autodk cauld ledd to greater
success and achievement at the commjualiege.

Selfefficacy was situated as a vital component of academic performance (van
Dinther, 2011), and was deemed especially important for reverse transfer students.
Successful experiences and-efficacy, nisile filiresns of t
often lower seHefficacy (Mattern & Shaw, 2010). Schunk and Meece (2006) noted that
past student performance was a rel-iable gu
efficacy. Overall, discussions surrounding student success have evolvedaitdranal
intelligence indices to necognitive traits such as sadfficacy. Methods of predicting
academic achievement and student success were originally correlated to index ability (1Q,

SAT scores, GPA, etc.), but more recent literature trendeddsvstudent success
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indicators such as the personality constructs dintyiconcepts such as resilienself

efficacy, sense of belonging, and other constructs.

Sense of Belonging
Maslow (1943, 1954) discussed the importance of belongingness in his tiered
model of human needBelongingness and loweas situated aboweafetyand below
esteenand included notions of relationships, family, and intimacy. Moreover, Maslow
described:
the love needs- If both the physiological and the safety needs are fairly well
gratified, then there will emerge the love and affection and belongingness needs,
and the whole cycle [p. 381] already described will repeat itself with this new
center. Now tk person will feel keenly, as never before, the absence of friends, or
a sweetheart, or a wife, or children. He will hunger for affectionate relations with
people in general, namely, for a place in his group, and he will strive with great
intensity to acheve this goal. He will want to attain such a place more than
anything else in the world and may even forget that once, when he was hungry, he
sneered at | oveé Love and affectionéare
ambivalence and are customarily hedged abotlt mvany restrictions and
inhibitions. Practically all theorists of psychopathology have stressed thwarting of
the love needs as basic in the picture of maladjustment. (Maslow, 1383, p.
Maslow expanded his model to address cognitive and aestheti (18¢@a) and
transcendence needs (1970b) . Masl owds conc
individual feels comfortable and/or accepted, an individual could be motivated to move
forward. Without this sense of belonging, the individual thwartedroigrpss and
hindered mastery of abilities. This study
bel ongingness was an integral component of
Hurtado and Carter (1997) argued that s

cogn tive and affective elements in that the

role in relation to the gr328 mtheiramlysisbfs as a
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272 Latino students from 127 colleges. Specifically, they examined téet éa which

these studentsd background characteristics
of belonging. They concluded Athat greater
studentsod subjective sense o encingrofcellgge at i on
experiences, and new avenues for wunderstan
324), thereby highlight the potency of sense of belonging in these sijolatetstial for

academic success.

Nunez (2009) researched sense of belonigirg403 Latino students through data
extracted from a national, longitudinal study ofiygse ar st udents. The st
framework used perceptual and behavioral dimensions of campus climate to organize
anal ysis. The study freadivessdylexpdrieicdsand measur e
engagement in the campus community were positively associated with sense of
b el o n g #6). Erigagéneent as a facilitator of belongingness further supported its
importance to college success.

More recently, Strayhorn (2012) explored the notion of sense of belonging in
college and provided the following working definition:

Sense of belonging is framed as a basic human need and motivation, sufficient

to influence behavior. In terms of collegense of belonging refers to students

perceived social support on campus, a feeling or sensation of connectedness,

the experience of mattering or feeling cared about, accepted, respected, valued

by, and importance to the group (e.g., campus commg)unitothers on campus

(e.g., faculty, peers). ltds a cognitiyv

effective response or behavior. §).

Strayhorn asserted that the sense of belonging was based upon relationships and

reciprocation, thereby befiing both parties interacting (Strayhorn, 2012).
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Strayhorn built his definition of sense of belonging through studies on factors
influencing firstgeneration academic achievement (2006) and investigation into
belonging among Latino college students @®0and Black men at predominately white
institutions (2008b). Strayhorn further explored the social and academic influences of
sense of belonging in data which sampled 5
were compared between Latino students aed tWhite counterparts. Findings reveal
thateé interactions with dive&mdg .psSdamraydafofrea
study (2008a) on Black men at predominately white institutions analyzed data from 531
participants (231 Blacknenand 300 Whitenen) . The r esul t-raciald e mon st
interactionso influenced sense of belongin
peers who had different interests influenced sense of belonging significant for Black men
only. This study attempted to adgds the lack of literature on Black men and their
relative sense of belonging.

More recently, Strayhorn, Bie, DorirWilliams, and Williams (2016) sampled
144 Native American undergraduates to understand how interactions with faculty and
diverse peersimpct ed t hese studentsd sense of belo
ANative American students who engaged with
frequently and in varied ways felt a stronger sense of belonging in college than their
samerace peerstvo engaged with others | ess frequen

addition, sense of belonging was also ref]l

Other Personal Attributes
In addition to resilienceseltefficacy, and sense of belongi, other personal

constuctg gritand hopeme di at ed i ndi vidual sd experience
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Grit. Duckworth, Peterson, Matthews, and Kelly (2007) defined grit as
Aper sever ance daamdgogsaGrisentails wofkiogrstrehuously toward

challenges, maintaining effort and intereger years despite failure, adversity, and

pl ateaus in progresso (p. 1087). Duckworth
di splayed grit, fAare not always as smart a
beautifully in highly challenging situatisn wher e dr opout i sl)l i kel y«

Duckworth et al. (2007) also suggested that individuals who possessed grit stayed on
course and approached achievement as a fima
grit often changed trajectory when faceith disappointment or boredom.

Mangan (2012) proposed personal traitsh as laser focus, resilienead grit as
producing insights into student success. P
plan, a person can spell out the steps he onmslst take to achieve the goal and deal with
inevitable obstacles: 61 f X happens, 1611
Angela Duckworth stated perseverance and determination were pivotal when faced with
obstacl es, and flauwho plugsaway smsadook reodth diter msnthh o
refining a thesis and deepening her understanding of a complex topic, needs the same
kind of determination that an avid soccer player displays in persevering through injuries
and | oss o ( Ma nhparies,of gét@empdnstratedicbnaecteons to
perseverance and was reminiscent of aforementioned featuradiehoe.

Hope. Another noncognitive trait displayed by reverse transfer students was hope.
Snyder (1995) defined hdpea ta o nfetblse gprad cse s sa
motivation to move towards those goals (agency), and the ways to achieve those goals

(pathways)o (p. 355). Studies indicated th
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better grades, graduated at higher rates, antiighér class radangs (Day, Hanson,

Maltby, Proctor & Wood, 2010; Grasgreen, 20R2nd, Martin & Shea, 201 5nyder et

al., 2003. Ciarrochi, Heaven, and Davies (2007) and Snyder et al. (2002) both concluded
higher levels of hope predicted better acadgoeirformance even when natural ability

was taken into consideration. Additionally, studies proposed that higher hope was

associated with better psychological wedling (Ciarrochi et al., 2007) and higher self

efficacy (Rand et al., 2011). Also, reseacomducted by Curry, Snyder, Cook, Ruby,

and Rehm (1997) and Snyder et al. (2002) determined that hope was correlated to

academic achievement and college successebay( 2 010) further affir:
should be positively related to academic achievement because, if academic achievement

is assumed to be a goal, hope is conceptualized as creating adaptispegdat

expectancies and behaviors, which leadsto apositi o ut ¢ o me 0560).Ddyat g o a
et al. (2010) added to this research by suggesting that hope uniquely predicted academic
success regardless of personality, previous academic achievement, and intelligence. They
noted that both the agency and pathwafyisope could result in positive impact on

academic achievement, though in different ways. Agency contributed to the predication

of future academic achievement through the determination that academic goals could be
attained. Pathways, onthe otherhamddl t o f ut ur e academic achi
that successful plans and strategies can be generated and are available to achieve
academic goalso (p. 551). The i mportance o
hopeful mindset were viewed as essarfeatures of success amameyersdransfer

students.
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Summary

Resilience seltefficacy, sense of belonging, grit, and hope were interwoven
within the learning process of adult learners. Exploring how these attributes are
considered in the reflectiyrocess and learning process will be discussed further in the
following section. Examining the roles of these personal attributes during the meaning
making and reflective process allows for a better understanding of their significance in

learning and ackvement.

Learning from Experience, Reflective Practice, and the Role of Emotion

Understanding what was learned from previous college experiences was an
important perspective on how reverse transfer students navigated failure, transition, and
pursuit of success. Various theories on learning from experience painted a broader view
of how positive and negative experiences
move forward. Reflection and emotion were viewed as features likely to medifyig

from experience.

Learning from Experience

De we y 0 sExpetieaceg 8nd Educatiaerved as a foundation for
understanding | earning from experience.
is one permanent frame of reference: namékydrganic connection between education

and per sonal 25eHemaead that expesience (vg@s.composed of an actual

c

De
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event and t he rmakdng efthat evant (Marriam «affarella, g
Baumgartner, 2007). Dewey (1938) emphasized thatrexyial learning occurred in
social environments through contact and communication (Neéxsa% Yorks, 2008
Roberts, 2006 He also noted that awareness of montesmhoment action (continuity)
was in constant relationship to the phenomenon or exper(enemctivity) (Dewey,
1938).

David Kolb was best known for laying the foundations of modern experiential
education theory (Andersen, Boud & Cohen, 2000). His construdtiaesty of
experiential learning built upon the works of Dewey (1938), Pia@#&tl(l and Lewin
(1935) Kol bdés (1984) theory ofilexagremriireghtiisalt Hee
whereby knowledge is created through the t
learning process was presented as a cycle in four phases:

(1) An openness and willingness to involve oneself in a new experience

(concrete experience); (2) observational and reflective skills so these new

experiences can be viewed from a variety of perspectives (reflective observation);

(3) analytical abilities smtegrative ideas and concepts can be created from their

observations (abstract conceptualization); (4) decisiaking and problem

solving skills so these new ideas and concepts can be used in actual practice

(active experimentation). (Merriam et al., 2097164)
Individuals could begin in any phase so long as they completed alKolirviewed
learning from experience through these abilities utilized in cyclical fashion from concrete
experience to aite experimentation (Merriam at., 2007; Miller,2000) and back to
concrete experience. Ultimately, this illu
|l earning that combines experience, percept

1993,p.226)A uni que aspect of Krothelexperienceitsehr y was

and how experience shaped reflection and application to new experi€alie£1984)
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asserted that learning took place when individuals encountered and resolved problems in
the real world.

Several short comi vistyraodedtfave Keen itedtified.dasviss t r u ¢
noted that people brought their fAbiography
which shaped the active construction of exgrees (Jarvis, 2001; Merriamadt, 2007).

Jarvis proposed a situative model, based on the assumption that individuals had varying
reactions to experience, allowing for multiple routes to learrtmgith, 1999. For Jarvis,

Aal l experience occur s wierhicnh anhgei nlgeoa r(nherroér
al., 2007, p. 101). Furthermore, he asserted that learners were whole persons, made up of
both mind and body (Jarvis, 2006). He considered the learning process as a link between

the whole person and an experience that occumradocial context (Merriam etl.,

2007). He proposed that experienté&drning consisted of a persamaracterized as

mind, body, self, and life histofyencountering an experience that could not be
understood on the basi s ewmehcethuséar,wheh sonds bi
triggered uneasiness that, in turn, promoted learning (Jarvis, 2001). Learning was then
depicted by acts of thinking, doing, and feelings (emotion) that generated different types

of learning such as critical thinking, reflectiverieiag, and action learning (Jarvis,

2006). Emotions were seen as having the potential to affect thinking related to
Amotivation, beliefls]l) .atXartwidsedss hmnldi svtail au er
be apt for expl or i n geafmiogemadngraversedransfer stideénts.t r i ¢

I n addition to Jarvisods critiques, Boud
constructivist approach to experiential learning. They claimed that Kolb failed to

incorporatete | e ar n e BaudandVdatker,dI9 Fenyick, 2003; Merriam et
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al., 2007;) angsimilar to Jarvié s (2 0 O dindividual differerggas such as past
histories, learning strategies, and emotion. These differences were believed to impact the
meaning made by reverse transfer students (BoWhlker, 1991; Fenwick, 2001;
Merriametal ., 2007) . Boud and Wal ker (1991) auc
the contribution an individual s specific
Additionally, they examined how history, learning strategied,@motion altered
reflection on experience (Fenwick, 2003).

Boud, Cohen and Walker (1993) later described how experleaszed learning
was based on several assumptions:

Experience is the foundation of, and the stimulus for, learning; learnerslactiv

construct their own experience; learning is a holistic process; learning is socially

and culturally constructed; learning is influenced by the semotional context

in which it occurs. (p225)
Boud et al. (1993) continued to emphasize the impogtahexperience in conjunction
with reflection that promotefiliture action (Anderson ai., 2000). They proposed three
stages to learning from experience: returning to the experience, attending to feelings the
experience provoked, and reevaingtthe exgrience (Merriam edl., 2007). Boud et
al . 6s (1993) f-basadlearrdgng mdintaieed the esserial characteristics
of the experience, reflection, and applying reflections to new experiences as described by
Kolb (1984), yet they also highliged that feelings, senses, and past histories further
defined learning. Like Jarvis, they took into account the whole person, noting that the
individual 6s prior experiences created mea

Philosophically, Boud (2005) proposed:

that learning must take account of the learner and what he or she brings with them
from all earlier experience as these not only provide the foundation for
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dispositions, expectations and motivations, but also establish the base of
knowledge and expertiseavhich knowledge must build. (p. 244)

Boud (2005) and Boud et -lasedléaningeh®@@®)gdat heor
holistic understanding of how students learn by reconciling negative feelings while
concurrently enhancing thigpositive feelinggMerriam etal., 2007).
Finally, Weil and McGill (1989) categorized learning from experience into four
dist i nct categonasesessmé@nil|l aadeacoreditation
learning; experiential learning and change in {sa$tool edud#on and training;
experienti al | earning and social9l)k hange; p
Although, each was distinct, they were not considered mutually exclusive and frequently
intersected with one another (Boud, 2005). In fact, these intersections provided clarity on
how reverse transfer students learned from previous experiencesnidgtef their
present, complex lives. Nicolaides and Yorks (2008) introduced learning through
complexity, examining the increasingly complex social realities that surround the process
of learning from experience. They explored connections among ledromgxperience,
construction of meaning, the inquiry process, and principles of organizing in complexity
theory (Nicolaides & Yorks, 2008). Given the varying lenses through which one could
examine learning from experience, Miller (2000) noted that:
the xpansion of higher education that is currently taking place in many parts of
the world gives rise to challenges to educators to devise ways of enabling the
groups of learners to integrate their personal experience into their learning and to
develop skillsas selreflexive lifelong learners. (p. 84)
Understanding how | earners fAintegrateo the

process was deemed critical when developing programs and supports for reverse transfer

student sdé success.
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Learning from failure. Learning from experience has been researched in a
variety of industries over the course of maewars (Kolb, 1984; Schon, 198387).
Myers, Staats, and Gino (2014) utilized attribution theory in their rméthod study of
how individuals processl failed experiences as sources of learning. Myers et al. (2014)
presented data Athat support a conceptual
through individual sdé internal attributions
responsibility, tkt | ead to i ncreased | earning effort
Myers et al. (2014) concluded learning from failure involved attribution style as an
Ai mportant moderator of the relationship b
further intoduced the notion of ambiguity of responsibility and the key role of effort in
learning (motivation).

Learning from failure has persisted as a research topic in organizational
management and psychology (Myers et al., 2014). Specifically, studies inzatgamal
learning focused on the benefits of learning from failure (Audia & Greve, 2006; Kim &
Mi ner , 2007 Madsen & Desai, 2010) . Ki m an
organizations vicariously learn fromndarai | ur es and f ai lndres of
concluded that the #fl e-elatediexpgriencawpriescwithite f t y p
i ndustry origino (p. 687). Madsen and Desa
improved performance based on learning from success, learning from failure, or a
combination of the two:

Organizations learn more effectively from failures than success, that knowledge
from failure depreciates more slowly than knowledge from success, and that prior
stocks of experience and the magnitude of failure influence howieéfgct

organizations can learn from various forms of experience. (Madsen and Desali,
2010, p. 451)
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Both studies provided context around learning from failure and the impact of these
experiences on moving forward to success.

Clark and Thompson (2013) saltht failure was not always reflective of poor or
inappropriate work, but rather could generate encouragement. Specifically, Clark and
Thompson (2013) argued failure reflected good academic practice, was a teacher, drove
progress, and drew attention to isfjige.

Successful failure offers a means to accept failure in academic workplaces and
deepen our thinking around both success and failure. However, by going further

and ceasing to see ourselves or our wor

o6 f a i6l aimmoee empowered and better perspective on failure can be reached.

(Clark & Thompson, 2013, p. 2146)

In recognizing failure as an important part of success, it was reframed as an opportunity
to learn.

Shepherd, Patzeland Wolfe (2011) proposed thatthough many move forward
from failure and time heals wounds, dit he
individual sé6 specific coping orientationo
research scientists in Germany to measure ivegainotions about project failure,
learning from failure, coping orientations, and perceived organizational normalization
and concluded that learning from failure was not instantaneous or automatic, but took
ti me and was dependeatibutesn i ndi vi dual sdé per

Cope (2011) further aemargence feoohfatulest NAr eco
function of distinctive learning processes that foster a range of Heredrlearning
outcomeso (p. 604). I n phenomenopedapllr al r e

determined that individuals not only learn about themselves but also the nature of

networks and relationships, and learning from failure provided powerful learning
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outcomes that were futuggiented and stimulated changes in-sslflareness and
assumptions of social practice.

Another stream of research offered that learning from success was more effective
than learning from failureskg¢, Staats, & Gino, 2013; Myers et al., 201Kc et al.
(2013) analyzed ten years of data from 71 surgeons etiormed over 6,500
procedures using new technology. They foun
success than from their own failures, but they learn more from the failures of others than
from othersd successeso (ed ltphoasiMdcdsses andmp or t
ot herso6 failures can help individuals over
f ai | ud)eRusseNétzer.and Bettshahar (2011) used a case study approach to
assess the success of a positive psychology coursevareiamiversity; they measured
the success of the course through number of registrants and expressed disappointment
when the course was not offered. Rublgizer and BetsShahar (2011) posited that
examining the success of any given course could contribuke development and
teaching of popular brodaase courses. By understanding how adults learn from their
previous success and failures, and reflect on and through these experiences, researchers
have the potential to develop programs best suited to guppming from all kinds of

experiences and outcomes.

Reflective Practice

A major component of learning from experience was reflection. Reflective
practice allowed learners to make meaning of their experiences and subsequently learn
from them. Througlthe process of reflective practices, one returned to the experience,

considered and evaluated it, and ultimately made meaning from it (Merriam et al., 2007;
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Boud, 2005). Merriam, Caffarella, and Baumgartner (2007) stated that reflective practice
Aal | cwsnake judgments in complex and murky situatiojppgigment based on
experience and pr i orBak Samwerg Grepre,@andMpntie 17 2) .
(2001) identified key components to reflective practice: slowing down to consider
various perspectivee,n open perspective, active and
(p. 7), and examination of beliefs, values and goals. Additionally, the role of emotion had
to be considered to fully apprehend how learners made meaning of their experiences.
Perhaps the most prominent theorist of reflective practice, Donald Schon,
provided an overarching structure to reflective practice. Schon (1983) argued in the
seminal textThe Reflective Practitionethat scientific or tacit knowledge alone was not
sufficient for practioners to fully understand the depths of actual practices. Practioners
were required to engage in more artistic and professional judgment, developed and
refined by experience (Chapman & Anderson, 2005). In order to promote this awareness,
Scon encouraged reflection, specificalgflectionon-actionandreflectiorrin-action
(Chapman & Anderson, 2005chon,198R differentiated by whether reflection occurred
after or during the experience taken as object of the reflective analysis.
Reflectioron-action involved thinking through a situation or experience after the
situation or experience has occurred. Reflection on the actual event, situation, or
experience resulted in a new perspective allowing for a change in behavior moving
forward (Merriam et al., 2007). Schon (1983) illustrateflectionron-actionas when a
person conducted a peasiortem analysis of an event or situation including personal
reactions to the event, then developed new understandings to inform similar situations in

the future. I n contrast, the ability to t
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event or situation unfolded was what Schon (1983) describedl@stionin-action

Specifically, Schon described reflectiora ct i on as reshapwhmeg nAwhat
we are doi ng i26)0Most & théthme, a prafessonal relipd. on his
knowingin-actont o go about his/ her daily work and
than we can sayod6o (p. 51) . However, when s
uncertainty, or novelty, heeflects on the phenomenon before him, and on the prior
understandings, which have been implicit in his behavior. He carries out an experiment,

which serves to generate both a new understanding of the phenoargha change

the situation(Kwong & Mitra, 2012).

Boud, Keogh, and Walker (198599 def i ned refl ection as
those intellectual and affective activities in which individuals engage to explore their
experiences in order to lead to new understagds and appreci ationo (|
(19851999 r ewor ked )xsswgtod o fivg as@@&s3of reflective thought
into three and incorporated feelings and emotions. Reflection was initiated by
recollecting events and revisiting the initiapexience in the mind of the learner or
returning to the experience, proceeded to attending to the feelings of the experiences by
using helping feelings and removing those that are obstructive, and concluded with
evaluating the experience (Boud et al., )98%oreovert hi s 0 i-exanoning es r e
experience in the | ight of oneb6s intent an
integrating this new knowledge i nt68). oneos
As Cinnamond and Zimpher (1990) describedlBBd et al . 6s wor k, At he
reflection by turning it into a mental activity that excludes both the behavioral element

and dialogue with others involved in the s
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A

Boud et al . 6s ( 19Brbflectiom provieleda frasmework  fugherot i o n
examine the role of emotion in the learning process.

Boud, Keogh, & Walker (1996) subsequently updated their reflective process
model. They described the learner as central to the reflective process, whetffewstes!
by their characteristics and aspirations.
experience is determined significantly by past experiences which have contributed to the
ways i n which the | e a3b)mBeudetple(l986iHso voredthat he wo
it was necessary to take into account negative experiences from the past and how the

learner responded, analogous to research on learning from failure detailed above.

The Role of Emotion

Researchers have long been interested in the role of emotions and feelings in adult
learning (Brookfield, 1986; Dirkx, 2001, 200Birkx & Espinoza, 2017Postareff,
Mattsson, LindblorYlanne, & Hailikari 2017 . Dirkx noted Awhile e
positivecontribution that emotion and affect make on learner motivation andstelm,
emotions are nonetheless widely recognized as a kind of baggage that impedes effective
teaching and | ear 8350nQ@verthé Insedecadepadult edBcatdrd , p .
transitioned to accepting the importance and central role emotions play in learning and
meaningmaking (Dirkx,2006, Dikx & Espinoza, 201;7Jarvis, 2012Merriam,
Caffarella, &Baumgartner, 20Q7 spearheaded by the work of Dirkx who explored ways
in whichemotion manifested in adult learning, the nature and meaning of emotion, the
role of emotion in human experience, and emotion and alternative ways of knowing
(Merriam, 2011). Emotions manifested in adult learning in a variety of ways, from

Apositneegamdng to negative and distractin
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educators faced the challenge of helping learners understand and make meaning of the
emotional experiences within the contexts of teaching and learning (Dirkx 2008
Merriam, 201).
Some emotions are experiences in a fairly focused and time limited way within
particular contexts, such as an angry reaction to being cut off in traffic or feeling
insulted by what someone says in group discussions. Other emotions seem more
diffuse and les restricted to particular contexts. (Merriam, 201B58)
Ultimately, it was important to understand the context and qualities of emotions and
feelings arising through learning.

The nature and meaning of emotion in the learning process has oftetelbeted
over the decades (Dirkx, 2008011 Merriam, 2011). Emotions have been regarded as
largely undesirable within teaching and learning settings, as obstacles to reason and the
development of knowledge (Merriam, 2011). The nature and meaning obarhatre
been embedded in more recent holistic views of learning (Merriam, 2011), imaginal
methods of understanding self through emotion (Dirkx & Espinoza, 2017), and success
and progress of academic study during the transition to college (Postaref2@13).,In
particul ar, Postareff et al.o6s (2017) rese
in student | earning during the transition
combinations of emoti ons a(Rodtareffretchl, 2007dp al st
451).

Views on the role of emotions in the human experience have varied. Solomon
(2008) stated Aemotions are intimately bou
represent strategies for living with these judgements withiat w o r 1l). Ganversqly,

scholars suchasHiman (1965), Watkins (2000), and D

the i mportance of emotions to I maginative
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p.357). Emotions symbolized the ways of understandimge 6 s unconsci ous S
(Merriam, 2011).

Emotion in alternative ways of knowing were included in theories of learning
from experience, whole person learning, spiritual experience and transformative learning.
Emotions assumed a central role in experiehtielar ni ng, speci fically
learners work through some of the emotions and feelings arising within their learning

contextso (Me&58) amYorKWd4dlang.Kasl 6s (2006)

3t

posits a more hol i s troughexperigree asd tleerfiodndatigpal o f |
role of affect i n t h358). Terspritual expediende brgher i a m,
search for meaning and making connections to community or diviangigh, Fenwick,
and Parsons, 20D8ften took into considation feelings and emotionBgImer, 1998
Transformative learning theories incorporated areas of experiential and whole person
learning, while interweaving consciousness and personBlityd, 2003 Dirkx, 2001,
2006).

Emotion in reflective practice. The powerful role that emotions and feelings
played in everyday adult learning experiences has often been acknow(€ddjaetian,
2004; Dirkx, 2001, 2006; Yorks & Kasl, 2008pecifically, Dirkx (2001) said
Aemotions are | mpor tsetheycaneither idhpedeor neotivate at i o n
| ear ni6d).@aud €t al..(1985) also instilled emotional elements into their theory of
reflective practice. Goleman (19P6oted that emotion guided learners in making daily
decisions. Emotions were often a pofueforce producing meaning from both physical

and social surroundings (Callahan, 2004; Dirkx, 2006; Gale 1996Lutz, 1988
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Shuck,Albornoz, & Winberg, 2018 Shuck, Albornoz, and Winberg (2013) further
asserted that:
serving as motivation to pursuesires, emotion creates purpose and shapes the
context of |l earning experiences (Merri a
entering the cognitive system, emotions are recognized and as a result alter
thought patterns, affecting the experience of how atkdrs (Opengart, 2005).
(p. 108)
While emotions were often framed as a response to experiences outside the individual,
they were al so assessed -cansepti Dirékxi(20@) i ons of
asserted that | ear nehinsegperencedemceddormecttontof e mo
the |l earnerds consciousness. Shuck et al
holistic by definition, feelings are the manifestations of both biological and
cognitive processes working in tandem. Feelings determine why we cry and why
we laugh, successfully creating opportunities for creating meaning in context of
the | earner 60l80) experi ence. (p.
Lutz (1998) described emotion as a framework that adults used for meaalimyg,
all owing | earner sd v abuwreusdingstode axpredsed. st andi n
Denzin (1984) added the meaning we make fr
perspective. As Shuck et al. (2013) conclu
understanding its dynamics allows for the development ckselflledge. Understanding
the emotional effect of learning allows us to more holistically reveal our inner beings to
t he out si @l4). These dssdmptiongpwere critical to assessing how reverse
transfer students made meaning of the impact of faihow,emotional reactions to that
failure contributed to their learning at the community college, and how such emotions
conveyed views of themselves as learners.

In contrast to learnerentered analysis of the role of emotion in reflection, Shuck

et al. (2@.3) proceedetb delineate that understanding the dynamics of emotions and the
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seltprovidedc ont ext to the i ndi-knowedgel Thé®é devel op me
importance of emotion to each individual was extended to consideration of emotion in
the planning of learning experiences:
Educators should give thought to the types of environment tleeyecand to

the emotionality of the classroom. Settings low in emotional awareness that fail

to produce a sense of engagement do not

From the constructivist perspective, classroom settings allow ideas to interact in

the mind and with the environment, creating value and meaning. Students must

feel safe to interact, experiment, and explore new topics and constructs. In

dichotomist fashion, they must feel safe to succeed as well as to fail. (Shuck et

al. 2013, p111)
Overall, creating an emotionally safe environment where learners felt safe to construct
realities and reactions of any valence was viewed as beneficial. Furthermore, scholars
suggested that adult educators paid attention to the environments that areadtyotion
safe in order for learners to freely construct their realities (Callahan, 2004; Dirkx, 2001,
2006). Yet Dirkx (2006) argued that practitioners in adult and higher education often
failed to recognize the importance of emotion in the mepmiaking proess. Finally,
Felten et al. (2006) examined the distinction that Eyler and Giles (1999) made of emotion
and reason through the foll owing, fAstudent
they work in settings that are new to them; there needs to be spsafe where they
know that their feelings and insights wil!/

arguments emphasized how significant it was to appreciate the centrality of emotions in

reverse transfer studentsé6é reflective prac

Summary
Literature reviewed for learning from experience and reflective practice yielded

several factors for further analysis of findings of this study. Considerations were
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extended to | earnerso6 meaning making proce
and secess, cultural and social networks, and emotions as key factors shaping,

facilitating, and potentially constraining their reflections.

Retention, Persistence, and SuccessStudent Support and Experiences

This portion of the literature review examined the various sources of supports
described in terms of types, functions, and measurements (Schlossinety, &
Chickering 198). Specifically, the literature review focused on higher education areas
of student retention and persistence, including theories of student departure and
involvement and a model of student retention. In addition, social and academic

integration componestwere also considered.

Tintods Theory of Student Departure
Tintods theory of student departure rel
in the transition experience and draws from particular experiences of transfer students
(Tint o, 1 MéoB Js one of the mostdvislelyttheories used in the field of higher
education (Melguizo, 2011). Foundationally
Arnold van Gennepods (1960) work regarding
of integration: eparation, transition, and incorporation (Melguizo, 2011). Specifically,
Tinto asserted:
separation involves studentsd ability to
from the norms of past communities, including families, high school friends, and
otherlocal ties. Transition occurs after the successful negotiation of separation.

In transition, students find themselves in a situation where they have separated
themselves from the norms and patterns of their past lives but have not yet
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adopted norms and baviors from their new environment. Incorporation
happens when students adapt to and adopt the prevailing norms and behavior
patterns of their college or universityramunity. (Milem & Berger, 199p. 388)

Tinto built on the flriamevadri ko ntso off p rveami dGe nan
about the infor mal process of interaction
2011, p. 398). Tinto drew upon French soci

While no direct analogies should be drawn frantisle and college dropout, Tinto

argues, Athe two forms of behavior can be
|l ocal communitieso (Melguizo, 2011, p. 398
Tinto (1993) proposed that the sources of student departurermra prii | y i n @At h

specificareasacademic problems, failure to integrate socially and intellectually with the
culture of the college or university, or a low level of commitment to the college or
universityo (Long, 2012, p. 52). The core
student engagements and the learning communities of a college (Melguizo, 2011).
Specifically, Athe model argues the interp
(internal and external) influence not only whether people leave but also the way in which
they | eavedo (Melguizo, 2011, p. 399). Il n Ti
there appears to be an important link between learning and persistence that arises
from the interplay of involvement and the quality of student effort. Involvement
with oneds pe e rysothaimside and ottdide thécassfoangis | t
itself positively related to the quality of student effort and in turn to both learning
and persistence. (Tinto, 1993, p. 71)
Long (2012) further clarified Tintrods mode
education with unique and individual characteristics ranging from socioeconomic

circumstances, family support, clarity of purpose for higher education, and cultural and

social wvalwueso (p. 52), as well dhat previ ou
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student departure decisions arise fAout of
individual with given attributes, skills, financial resources, prior educational experiences,
and dispositions (intentions and commitments) and other membies afademic and
soci al systems of the institutiono (Tinto,
numerous variables that contributestd u d failure i; Bigher education.

Melguizo (2011) noted that Tinto finishes his student departure thescyigtion
with four observations:

First, the process of departure is associated with the perceptions of the

individual of his/her experiences within an institution. Second, this is an

interactional system of individual learning. Third, both forms tégnation,

social and academic, are essential to student persistence. And fourth, a model of

institutional departure is a model of educational communities with the classroom

at its very center, and persistence as a whaa sducation phenomendp.

399
The main pillars of Tintods (1993) theory
highlighted above. He also argued that the institution and students themselves are of
equal importance in student persistence (Melguizo, 2011).

Itis importanttonot¢ hat t here are several | imitat
theory @Attinasi, 1989, 1991Braxton, Sullivan, & Johnson, 1997; Tierney, 1991, 1992,
1993), most notably that it may not be readily applicable tey®ar institutions or less
conventional studet popul ati ons (Mel guizo, 2011). Ho
departure provided context as to why students deparyBarinstitutions and it

pinpoints the significance of understanding the relationship between student involvement

in learning andhe impact on persistence (Milem & Berger, 1997).
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Astinds I nvolvement Theory
Astin (1999) promoted the theory of student involvement as a simple explanation
Aof the most empirical knowl edge about env
developmentthat e sear cher s have gained over the ye
from psychoanalysis and classical learning theory and is used by researchers, college
administration, and faculty to guide research and design more effective learning
environments (Alsi n , 1999). Astin (1999) defined th
amount of physical and psychological energy that student devotes to the academic
ex per i é&h8anddre(v from the Freudian conceptathexi$the investment of
psychological energin objects and persons outside of themselves (Astin, 1999). It also
pull ed from Astinbs (1975) original <coll eg
student 6s persistence in college. Accordin
refers to the gantity and quality of the physical and psychological energy that
students invest in the college experience. Such involvement takes many forms,
such as absorption in academic work, participation in extracurricular activities,
and interaction with facultyral other institutional personnel. (p. 528)
Likewise, student involvement was directly proportional to student outcomes in terms of
learning and development (Astin, 1999).
Astinds (1999) I nvolvement theory has f
1 Involvement refers tthe investment of physical and psychological energy in
various objects. The objects may be highly generalized (the student
experience) or highly specific (preparing for a chemistry examination).
1 Regardless of its object, involvement occurs along a cantinthat is,
different students manifest different degrees of involvement in a given object,
and the same students manifests different objects at different times.
1 Involvement has both quantitative and qualitative features. The extent of a

st ude nt mentin acadeoic wak, for instance, can be measured
guantitatively (how many hours the students spends studying) and
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qualitatively (whether the students reviews and comprehends reading
assignments or simply stares at the textbook and daydreams).
1 The amout of student learning and personal development associated with any
educational program is directly proportional to the quality and quantity of
student involvement in that program.
1 The effectiveness of any educational policy or practice is directly retated
the capacity of that policy or practice to increase student involvement. (p. 519)
Furthermore, Athe theory of student involyv
mechanisms or processes that facilitate student developmeho{ttod student
devel opment )o (Astin, 1999, p. 522). 't em
of educators, focusing on motivation and time and energy contribution (Astin, 1999).
Astin (1999) also noted that institutions and college administrators must takeaab/a
of the time and effort students devote to activities for gain. Evans, Forney, Guido, Patton
and Renn (2010) noted:
rather than examining development, Astin focuses on factors that facilitate
development. He argued that for student learning and grtovatbcur, students
need to actively engage in their environment, and educators need to create
opportunities for irand outof-c | assroom i nvol vements. Ast
provides supportéto create programs to
providing oprtunities for active involvement. (p. 31)
The theory of involvement @Aal so provides a
students who are having academic difficult
which their enAstmgi9e9p.527). lathis way, the thedry of (

involvement shed light on where students focused their energies as they encountered

academic difficulties.

Ast i n 0-Envilomment-Outcome Model
Astinds (Ebvbré@emnOutaompes ¢E-O) model provided a

framework to examine how learning cannot be assessed without examining the college
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environment and characteristics of students. The IEO model focused on the following
factors: studennputs (demographics, student background, previous experiences),

s t u d enmronsnéntgincluding range of experiences encountered in college), and
studentoutcomegthe characteristics, knowledge, attitudes, beliefs, values, etc. that exist
after college). Atin (1993) asserted that the interplay amongst these three factors can
influence each other. For example, the model suggested that inputs in combination with
environments influence outputs. Specificalhputsd e not ed a student 6s b
previous expriences, qualities, sets of beliefs/values, career goals, academic major,
religious beliefs, and other measureable attributes that shape an individual (Astin, 1993).
Astin (1993) referred to the teremvironments the events and experiences students
expeience while in college, including piellege environments (family and school) and
college environments (peers, professors, living arrangements, social interactions).
Outcomeseferred to a variety of measures at the end of the college experiencenmclud
graduation and employment.

Astin developedtheE-O model fAto address the basic
with all nonexperimental studies in the social sciences, namely theamailom
assignment of people (input sSax 1998 m258)gr a ms
This model can be applied in a variety of instances and has been influential in the
development of assessments and learning outcomes-E-@erhodel provides a
conceptual understanding of the complexities of student experiences. @bk mo
emphasi zes the studentds individual <charac

experiences from both their previous feugar institution and the community college.
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Beanb6s Psychol ogi cal Model of Coll ege Stud
Bean and Eaton (200@yesented a psychological model for student retention and
soci al i ntegration. Bean and Eatonds model

including attitudebehavior theory, coping behavioral theory, sdficacy theory, and
attribution theory,geci fi cally | ocus of contr ol ( Mer t
considered past behaviors at the individual level and makes the assumption that behavior
is a choice (Bean & Eaton, 2000). Bean and
behaviorsinitial seltefficacy, initial locus of control, and initial coping strategies upon
entry into the institution. These considerations were taken into account to develop a
positive or negative interaction with the institution environment. According toellert
(2013), the model allows that, fApast behav
falls in regards to t hel)dértesr(203penpgandedroe d f o u
the model, noting:

a studentds past exper i eerielscusmibcygntrdi,av e |

or a level of sekefficacy. This, in turn, influences how the student initially

interacts with the college environment. As the student begins to react to new

stimuli, he/she will learn new strategies for navigating the new emagah

Success in navigating this new environment hopefully will lead to higher self

efficacy and a more positive attitude. Success in coping with new situations will

help reduce stress, which will in turn lead to shift in locus of contro21(p.
In congderation of these four theoretical areas, Bean and Eaton (2000) suggested an

increase in studentso®6 soci al and academic

retention and persistence.

Community College Research
Derby and Smith (2004) further promotdds t i n6s student involyv

suggesting an orientation course to increase student retention at community colleges.
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Findings from their quantitative study of 7,466 matriculated students at a Midwestern
community college suggested an associatidwéen orientation course enroliment and
student retention. Derby and Smith (2004) noted that reverse transfer students who
enrolled in an orientation course were less likely to drop out and be successful. In
particular,
when considering reverse transfardgents, a finding consistent across the cohorts
was an association between orientation course enroliment and student dropping
out. Greater proportions of students who took the orientation course did not fit
into the dropout category. (Derby & Smith, 2004. 771)
Derby and Smithoés (2004) findings proposed
physicaland emotional componentstbieir campus.
Karp,0 6 G aHugheq2008) conducted wdepth interviews to better understand
how these learners engageltwitt hei r i nstitutions within Ti
framework. A sample of 46 students from two community colleges participated in this
gualitative study. Karp et al.és (2008) fi
within the community coige at both social and academic capacities. Furthermore,
information networks were an important component of these integrations, including
campus connections and strength of social connections. Karp et al. (2008) concluded that,
contrary to findings fronother studies that apply Tinto's framework, we find that
these two forms of integration develop in concert for community college students.

The same activities lead to both academic and social relatedness. This is
particularly true for information networkbat students develop in the classroom.

(p. 69)

These findings have implications for understanding how reverse transfer students
integrate at the community college.
Karp (2011) studied the waysask students benefit from neacademic support

at the conmunity collegeby reviewing theories of student persistence and program
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evaluation literature. Karp (2011) identified the following mechanisms with positive
student outcomes: (1) creating social relationships, (2) clarifying aspirations and
enhancing comitment, (3) developing college knelmow, and (4) making college life
feasible. Karp (2011) concludes:
Identifying these mechanisms allows for a deeper understanding of both the
functioning of promising interventions and the conditions that may leadrgsid

to become integrated into college life. Notably, each of these mechanisms can
occur within a variety of programs, structures, or even informal interactions.

(p. 1)

Karpbés (2011) findings provide a deeper un
opportunities and are successful at the community college.

Bickerstaff, Barragan, Ruck&hi di ana ( 2 0 dogfilende ofstudsnésd o0 n
at the outset of their community aegje careers, the ways in which confidence impacts
behaviors and persistence, and how student confidence is affected by experiences in
c ol | e p)eBikerstaff.et al. drew from a larger study of student success courses
(Karp et al.2012) to examine data from sestructured interviews of 97 students who
attended community college in Virginia. Their findings concluded:

student confidence is shaped in part by past academic experiences and

expectations of college upon entry and #tatlent confidence is continually

shifting as a result of interactions with peers, faculty, and others. Additionally, the

analysis indicates that academic confidence can impact student motivation and
academic behaviors that are associated with success. (p.

Bickerstaff et al.ds (2012) resecagntivéh | ends
attributes contribute to student success at the community college. Student support
services have been critical in student retention and persistence. Howevadditichnal

in understanding about how specific programs support specific learners, higher education

administrators can continue to promote the



65

Summary

Social integration, academic integration, and sense of belonging are important
components to student retention, persistence, and student success at community colleges
(Deil-Amen, 2011 Mertes, 2018 Tinto, Astin, and Bean all presented models for
student retention, persistence, and support for students in higher education, taking into
account the role of integration. Many note, however, there is a lack of understanding of
how these models are adaptable in the community college s@&eiigAmen, 2011;
Mertes, 2018 Recently, research has examined how applicable these retention and
persistence models are within the community college setbreg-Amen, 2011Karp,
Hughes, & OMefes 2@Gl3and?h@ve 8xplored strategies for student sscces

at the community collegd(ckerstaff, Barragan, Ruck&hidiana, 2012Karp, 201).

Conceptual Framework

To gain a better understanding of how adult learners made meaning of their
reverse transfer experience, navigated opportunities at the community college, and
succeeded at the community college, the following conceptual framework was
constructed (Figure 1). The framework was informed by the literature review, shaped by
the research question, and guided by analysis of data. Specifically, the conceptual
framework informed interpretations of how reverse transfer students learned tedsucce
and navigate opportunities at the community college. The conceptual framework intended
to illustrate the learning processes of reverse transfer students. While these processes

were not necessarily linear or universally enacted, the components wedlepetatent.
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The diagram depicted key features of the learning process for these adult learners.
Components included the reverse transfer experience, the reflective process, engagement,
and community college success. The reverse transfer experience was asebeginning

with this learning process, noting emotions associated with dismissal from thestour
institution and the feeling of failure. Central to this process was reflective practice,
including attending to emotions, assessing self, and evalyagngus college

experience. The cyclical relationships among these components was assumed to be
iterative and new items emerged and were incorporated as the learning process continued.
This learning process was believed to foster engagement in vartodisesc attainment

and construction of knowledge (both contextual and previous college knowledge), and

skill development and ultimately led to community college success including graduation,

transfer, and/or entry into the workforce.

Community College

Attending to Emotion
Assessment of Self
Evaluating Previous
College Experience

Involvement Graduation

ﬂ Knowledge
Skills

Emotions

Transfer
Work

Failure

Reverse Transfer " Community College
$ Reflective Process Engagement
Experience Success

Figure 1.Conceptual framework for the learning of reverse transfer students.
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Summary

Literature on reverse transfer séundis, adult learners, resilienselfefficacy,
sense of belonging, grit, hope, learning fromenencesteflective practiceand student
persistence and retentipnovided the conceptual and theoretical foundations for this
study and underpinned the conceptual framework. The themes identified above shaped
the research questions and guided data collection and analysis methods. Theaoncept
framework helped the researcher to understand how these reverse transfer students made
meaning of their experiences and learned to navigate opportunities and succeed at the

community college.
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Chapterll

METHODOLOGY

To better explore how reverse transfer students overcome failure, perceive their
reverse transfer experience, and learn to navigate opportunities to succeed at the
community college, this study employed a qualitative methodological approach.
chaptempresents the methodological design, research question aggiesions, areas of
the information gathered, and data collection and analysis procedures. Finally, it provides
the rationale for methods chosen and concludes with a discussion on trustwsythines

authenticity, and limitations.

Overview

The study utilized a qualitative research methodology to gain rich perspectives on
the reverse transfer experience by addressing questions of how these learners made
meaning of the reverse transfer expereeriearned to overcome failure to achieve at the

community college, and utilized strategies to succeed and navigate opportunities at the
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community college. As Creswell (2009) indicated, the qualitative approach arose from a
constructivist paradigm thatellwe d f or col |l ecti on of the par
a central phenomenon, and inclusion of personal values in the study. Furthermore, this

met hodol ogy r el i ed obsituatiohs€Crgsveet, 200%Wopmlsi nt s 6 Vv i
especially organized ia incidents or stories, have a concrete, vivid, meaningful flavor

that often proves far more convincing to a reddanother researcher, a policymaker, a
practionerst han pages of summari zed number so ( Mi

par t i ctorlesaprovidedcontext and depth to their overall experiences.

Study Design

This research study was approached in four phases (Table 1). The first phase
consisted of a review of the literature and pilot exploration of reverse transfer student
experiences. Next, an email with a recruitment tool and critical incident questions was
disseminated; critical incident responses were collated and analyzed. Phase three
included the interviews which were coded and analyzed for emergent themes. The final
phase was constituted by document review and member-ghegkich established the
s t usdindidgs and assisted the researcher in determining presentation of key themes.

The literature was gathered through online searches using various search engines:
ProQuest, Google Scholar, ERIC, JSTOR and Teachers College Digital Dissertation.
Relevant dicles were stored iNlVivoand t he researcher 6s Googl e

and informed the conceptual framework (Figure 1) as described in the previous chapter.



Table 1

Overview of research design

7C

Phase Action Outcome
) , conceptual framework
Literature Review
initial coding scheme
Phase 1 two interviews conducted
Pilot conceptual framework revised
initial coding scheme refined
Recruitment Email 2,931 potential participants contacted
demographic informatiogathered for 108 responden
Recruitment Tool
62 respondents accepteai1 interview; 46
respondents declined
Phase 2 N . .| rich dataset on impact of failure and succeeding at
Critical Incident Questions ) I
) community college
108 critical incident responses collected
Coding emerging codes, stihemes, and themes established
Data Analysis synthesis and analysis of Cl data
Interview 37 interviews scheduled
28 interviews conducted
line-by-line application of final coding scheme to all
Phase 3 Coding interview transcripts usiniyVivo
themes and suthemes finalized
Data Analysis crosscase analysis among individual participants an
across three subgroups
Document Review GPA and degree progress information verified for e
interview participant
Phase 4 Member Checkn transcr!pt§ rewewed_ .
transcription inconsistencies corrected
- study findings established
Findings ; .
conclusions and recommendations formulated

Pilot interviews were conducted with two reverse transfer stuéentdled in the

New Start Program at Kingsborough Community College. A stractured interview

protocol was created to explore the following research questmndo reverse transfer

students learn to succeed and navigate opportunities at the community cdlleggHot
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interviews provided informed modification of the interview protocol, improved interview
guestions to encourage a more robust accou
recruitment and screening procedures, and identified additional areas of literature to

review.

The next phase included sending the recruitment email (Appendix B) to potential
study participants, collecting responses to the recruitment tool and critmt
guestions, and coding and analysis of critical incidents. A link to the recruitment tool and
critical incident questions was embedded within the email and sent to potential study
participants. In addition to ascertaining demographic informatieretruitment tool
inquired if the respondent would be interested in participating in-@H0@e interview
to further discuss their reverse transfer experience.

QSR InternationaNVivodata analysis software was chosen as afusadly
platform to or@nized all responses. Critical incidents were coded utilizing the initial
coding scheme resulting from the literature review, and new codes emerged from the
data. Codes and themes were then analyzed and trends noted to guide further exploration
during inteviews. Data collection methods will be discussed in more detail later in this
chapter.

Phase three consisted of interviews, which were scheduled based on interest
expressed in response to the recruitment tool. In @8ahterviews were completed. The
interviews were transcribed, uploaded\idivo,coded and analyzed. Additional
description of interview data collection and crasse analyses in included below.

The final phase included document review, member cire@nd emergence of

findings, contusions, and recommendations. The document review and membesicheck
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verified accuracy of transcripts and demographic information provided by participants.
After reviewing the full analysis of all data, final themes andtbeimes were established
and conpared against those arising from the initial literature review. Finally, conclusions

and recommendations were crafted.

Research Question

To shed light on the experiences of reverse transfer students, the following
research question and sgbestions were addressed in the research interviéovg.do
reverse transfer students overcome previous failure to succeed at a community college?
Subquestions included:
1 How do students describe the impact of their reverse transfer experience?
1 What do reverse transfer students report as the experiences and learning that
enabled them to succeed at the community college?
1 What and how do reverse transferdgnts learn to navigate opportunities at a
community college?
1 What hinders academic progress of reverse transfer students during their time at a

community college?

Necessary Information Sets

In accordance with the purpose, problem statement, research questions,

conceptual and methodological framework, this study sought demographic, conceptual,
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and perceptual information. To gain a robust picture, tweitglyt semistructured
interviews were coeducted. Information was collected via the recruitment tool, critical
incident questions, and sestructured interviews. Additional descriptions of these

instruments are included below.

Demographic Information

Demographic information included particigas 6 cont act i nf or mat.
ethnicity, educational history (including all previous institutions attended), GPA at senior
college, and GPA at community college. It was also necessary to gain insight into any
competing commitments these students tharing their educational journey, such as
familial responsibilities and employment status. Demographic information enabled
identification of three categories of reverse transfer students: ¢hosatly enrolled
with 45 credits or more towards completio of t he associ atebs degr
graduated and transferred to a fgear institution and those whgraduated and entered

employment.

Conceptual Information

Conceptual information structured the study and provided a theoretical structure
from which to approach the analysis. Much of the conceptual information was derived
from the literature review in specific areas of reverse transfer students, learning from
experience, and reflective practice. The conceptual framework as the outcome of the
literature review diagramed the learning process of successful reverse transfer students.
Embedded within the framework are components of learning from experience, reflective

practice, and personal attributes of the learners.
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Perceptual Information

Perceptal information secured an authentic understanding of the reverse transfer
experience. This information included thes
reverse transfer experience, including when they first learned of their academic dismissal
from the senior college, how they made the decision to enroll at the community college,
what they learned from their academic failure, how they moved forward from that
experience, and what learning was needed at the community college. This information
wasgathered via critical incident questions within the recruitment tool and through semi

structured interviews.

Research Sample

For this study, the researcher contacted the Information Technology department at
Kingsborough Community College and requested a query to identify students who met
the following criteria: currently enrolled transfer student with 45 credits or more;
participants in the New Start program; and students who graduated between fall 2014 to
spring 2016 and had participated in the New Start program during their time at the
college. The query identifie?,931 potential participants. A recruitment email was sent to
these potential participansgven times over the course of six months (July 2016
December 2016). A total of 20,517 emails were sent and yielded 108 unique responses,
with sixty-two respondents indicating an interest in participating in acor@ne
interview to discuss their reverse transfer experience. Contact information and permission

to access to their community college transcript were requested. An email and phone call
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was placed to those who volunteered for aom@ne interview to arrange a specific

date, time, and location for the interview. Of 62 respondents who indicated they would be
interested in scheduling an interview, 37 scheduled with an agreed upon date, time, and
location. Twentyeight interviews were complete2l) in-person and eight kiglephone.

Nine individuals scheduled for interviews did not attend the appointment; phone and

email attempts were made to follow up, with no success.

Study Subgroups

Three subgroups of reverse transfer students were identified to enhance analysis
by cosscase comparison: those enrolled in a community college with 45 credits or more
towards completion of the associate degrees, those who had graduated from a community
college and transferred to a feygar institution, and those who had graduated and
ertered fultime employment. These three subgroups were thought to represent the full
range of experiences of reverse transfer students based on timing of initial dismissal and
enroll ment at the community col | etgthe ear ne

fouryear institution, and earned associatebs

Study Participant Overview

Interviewees represented a wide range of demographics and experiences and were
assigned pseudonyms to ensure confidentiality. Fifteen were femal® arale; the
average age of participants was 29 years old, with the youngest being 20 years old and
the oldest being 57 years old. Tweiyo were nontraditional (25 yeaddd or older).
The average time between leaving the fgear institution to enrollmernh community

college was approximately five years, with several reverse transfer students enrolling at
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the community college the next semester after leaving theyBarrinstitution and one
participant waiting 30 years. The average GPA at the comyncaliége was 2.89. There
were 2 first-geneation participants and 28ho worked while at the community college.
Table2

Participant demographic information

CIQ Years Current
Classification Participant Respondent | Gender Age btw 4yr GPA at Race
Number and CC CcC*
Enrolled in CC- 45 credits + Abe 23 M 23 0 1.7 Black or African American
Enrolled in CC- 45 credits + Andrea 43 F 21 0 2.3 Asian
Enrolled in CC- 45 credits + Brienne 33 F 27 1 3.2 Black or African American
Enrolled in CC- 45 credits + Carl 59 M 31 6 3.69 White - Not Hispanic or Latino
Enrolled in CC- 45 credits + Carol 6 F 57 30 3.43 Black or African American
Enrolled in CC- 45 credits + Daryl 26 M 29 9 2.47 Other
Enrolled in CC- 45 credits + Dawn 34 F 34 11 2.17 Black or AfricanAmerican
Enrolled in CC- 45 credits + Eugene 19 M 27 5 3.22 Asian
Enrolled in CC- 45 credits + Glenn 48 M 20 0.5 3.24 Asian
Enrolled in CC- 45 credits + Lori 73 F 41 20 3.63 Hispanic or Latino
Enrolled in CC- 45 credits + Olivia 60 F 24 0 2.77 Black or African American
Enrolled in CC- 45 credits + Paul 55 M 21 0.5 3.18 White
Enrolled in CC- 45 credits + Rosita 28 F 28 1 241 Black or African American
Enrolled in CC- 45 credits + Shae 36 F 28 8 3.97 Other
Enrolled in CC- 45 credits + Sophia 84 F 22 0 2.16 Black or African American
Graduated Transfer Maggie 10 F 45 10 3.14 Other
Graduated Transfer Melo 7 M 26 4 2.89 Black or African American
Graduated Transfer Merle 65 M 26 2 3.93 Asian
Graduated Transfer Morgan 54 M 31 0 2.06 Black or African American
Graduated Transfer Rick 95 M 25 0 3.27 Hispanic or Latino
Graduated Transfer Spencer 57 M 23 0 4 Hispanic or Latino
Graduated Transfer Tara 11 F 31 2 3.77 Black or African American
Graduated Work Bruce 2 M 38 8 221 Hispanic or Latino
Graduated Work Enrika 4 F 30 0 3.24 Black or African American
Graduated Work Max 1 M 30 0 3.36 Hispanic or Latino
Graduated Work Nikki 3 F 26 0 2.98 Black or African American
Graduated Work Oksana 8 F 27 0 0 White - Not Hispanic or Latino
Graduated Work Sasha 20 F 25 0.5 2.54 White - Not Hispanic or Latino

*GPA for those who graduated and/or transferred are based upon GPA at time of
departure from community college

Study participants identified into the followimgce categories: Asian£4), Black or
African American (= 12), Hispanic or Latinon=5), Other (= 3), White fi=1), White
T Not Hispanic or Latinor(=3). Finally, 15 participants were enrolled at the community

college at the time of the interview,ven participants graduated from the community
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college, transferred, and were enrolled at a-f@ar institution at the time of the

interview; and six participants graduated from the community college and were working.
Table 2 displays demographics of thgmrticipants and indicates their Cl respondent
number.

Table 3 displays the college(s) attended by participants prior to attending Kingsborough
Community College. Specifically, this table displays whether participants attended a
community college (CCh City University of New York (CUNY) institution, a State
University of New York institution (SUNY), a private institution, or other type of

Table3

College(s) Attended by Participants Prior to Enroliment at Kingsborough Community

College
Participant Gender Age College College 2 College 3
Abe M 23 Private- NS
Andrea F 21 CUNY CUNY
Brienne F 27 CUNY
Bruce M 38 CUNY
Carl M 31 CC CUNY
Carol F 57 CUNY
Daryl M 29 CUNY
Dawn F 34 CUNY CUNY
Enrika F 30 CUNY
Eugene M 27 CUNY
Glenn M 20 CUNY
Lori F 41 Private- Non NS Private- Non NS Private- NS
Maggie F 45 Non NS
Max M 30 CUNY
Melo M 26 CUNY
Merle M 26 CUNY
Morgan M 31 CUNY
Nikki F 26 CUNY CUNY
Oksana F 27 CC CUNY
Olivia F 24 CUNY
Paul M 21 CUNY
Rick M 25 CUNY
Rosita F 28 Private- Non NS CUNY
Sasha F 25 CUNY
Shae F 28 CUNY
Sophia F 22 CUNY
Spencer M 23 Private- NS
Tara F 31 CUNY

institution. All CUNY institutions offer the New Start program, as do several SUNY

institutions (indicated by SUNY NS versus SUNY noiS); several private institutions
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participate in the New Start program as well (indicated by Privit® and Private me
NS). Ninetysi x percent of this studyods participa

program.Participant profiles are presented in greater detail in Chapter Four.

Methods for Data Collection

The following section presents methods for data collection. For this study, the
researcher utilized an electronic recruitment tool with critical incident questions sent via
email to potential participants meeting inclusion criteria. The recruitment tcolige
to identify and scheduleormone i nter vi ews, which acted a
data sources. Tabdedisplays the data collection sequence.
Table4

Data collection sequence

Step 1 select site

Step 2 identify potential participants

Step 3 recruitment email with link to recruitment tool/critical incider
guestions sent to potential participants

Step 4 identify respondents interested in participating in an intervig

Step 5 confirm date, time, and location of interview

Step 6 1-on-1 interview

Recruitment Tool/Critical Incident Questions

The recruitment tool (Appendix C) was designed to capture demographic
information from participants. In addition, critical incident questions were included to
ascertain emotions of participants at critical points in the reverse transfer experience. The

reaquitment tool began with an informed consent statement, then proceeded into areas of
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educational history, employment history, and familial commitments. The recruitment tool
noted the participantso6 current dedimadaus wit
community college with 45 credits or more towards completion of the associate degrees,
those who had graduated from a community college and transferred teyeéour
institution, or those who had graduated and enteredifiodd employment.

The recruitment tool presented two critical incident questions. These Cls involved
emotions of the moment the participant first learned they were dismissed from the four
year institution and the moment they realized they would be successful at the community
college. The critical incident questions were the following:

Think back to when you first learned you were dismissed from thgdaur
institution. Please share that experience in as much detail as possible, describe the
moment you learned of your dismisshg feelings that you had and what you made of it,
the people involved, the feelings you expe
to your dismissal.

Please share an experience at the community college when you realized that you
could be succesdfuVhat did you learn that allowed you to be successful at the

community college? In as much detail as possible, describe the exact event, the people

involved, the feelings you experienced, an
moment.
Therecruitmen t ool al so coll ected participant

including: contact information, age, gender, race, educational history (including all
previous institutions attended), GPA at senior college, and GPA at community college.

This data allowed for atysis of trends or patterns in the data. Finally, the tool concluded
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by asking the participant if they would be interested in further discussing their reverse
transfer experience through a emeone interview. For those wishing to participate,
contact ifiormation was requested. The tool was formatted as a Google form and
responses were stored on a passvpoadected Google Drive.
The recruitment tool and Cls provided information that was crucial to the study.
The information gathered allowed the resear¢h arrange participants into categories
and di scover emerging themes or Mordvdr,er ns a
these brief descriptions of <critical i nci d

some reason people rememberas beinggni fi cant 6 (Brookfield,

Interviews

This case study utilized a sestructured interview protocol (Appendix D) to
arrive at a rich understanding of- particip
structured interviews:

Questions are merflexibly worded, or the interview is a mix of more and less

structured questions. Usually, specific information is desired from all the

respondents, in which case there is a higlifyictured section to the interview.

But the largest part of the interwas guided by the list of questions or issues to

be explored, and neither the exact wording nor the order of the questions is

determined ahead of time. This format allows the researcher to respond to the

situation at hand, to the emerging worldview of tbgpondent, and to the new

ideas on the topic. (Merriam, 1998,3%)
This studyobés interview protocol allowed th
inuniqgue way® ( Me r r i a98),The teSe@réher sgbected participants from the
responses for maximum variation, which resulted in extensive diversity and

representation of students from multiple backgrounds and demographics. The semi

structured interviews provided detailed narrativefiow these learners overcame
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failure, navigated opportunities, and succeeded at the community calipgeifically,
the interview offered perspective on emotions in response to failure, what was learned

from failure and the meaning made of it, what sgi&t® were used to be successful

following failure, and how participants learned these strategies at the community college.

The interviews ranged from 45 to 90 minutes wete audierecorded and subsequently
transcribed for data analysis.

Prior to the inteview, an email confirmation was sent to each participant. The
following was included in the confirmation email:

1 IRB protocol number (from Teachers College and Kingsborough Community
College)

T PDF copy of the participantds rights
description of the research, risks and benefits, payment (none), data storage and
confidentiality, time involvement, and intended use of data

1 PDF copies of the interview cosrgt form

1 Acknowledgement that the participant is aware of an opportunity to ask questions
before signing the consent form

At the commencement of the interview, the consent procedures were reviewed and
participants were afforded another opportunity toqsstions. Participants were
reminded that they could end the interview at any time. Each interview was audio
recorded via two digital recorders and then transcribed. Two recorders ensured that
technical difficulties would not interfere with study proses. Files were stored on a
secure passwotprotected laptop and server until the completion of the study, at which

point the audio files were deleted.

( A
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At the conclusion of the interview, the researcher completed an interview
summary sheet (Appendix Feudonyms were attached to transcripts to conceal
participants6 identities and ensure confid
copy of their interview transcription. This member chectkllowed participants to
review the transcripts, prale additional information, expand upon answers, or clarify

any vague responses.

Document Review

Kingsborough Community College academic transcripts were reviewed for each
participant. The review of the college transcript provided an opportunity to verify
information that was ascertained through the recruitment tool, particularly GPA and

academic progress.

Member CheckIn

Finally, a member cheeih was conducted. After transcription of the interview, a
copy of the interview Word document was sent tdhgzarticipant for review.
Participants were asked to review for accuracy and clarify any ambiguous answers. Only

one participant added clarifying comments to the interview transcription.

Method for Data Analysis

Preparation of the data was key ggbning the process of data analysis.

Interview transcriptions, college transcripts, interview summary notes, and interview

observation notes were saved to a passyootected computer. Cls and interview
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transcripts were also uploaded\¥ivoto streamhe access to these documents. Finally,
paper files were created for each participant, mirroring the computer file, and stored in

the researcherdés | ocked desk.

Coding

As Creswel | (2013) noted, Athe process
visual data into small categories of information, seeking evidence for the code from
different databases being used in a study, and then assigning a label to the dogle. 1 8 4)
For this study, coding was an iterative process, requiring constant reviees of
transcriptions coupled with returning to the literature and critical incidents. An initial
coding scheme was presented in the study proposal, and a final coding scheme was
developed at the conclusion of the interviews and analysis of transcripts.

Preliminary coding scheme.A preliminary coding scheme was developed from
review of the |iterature and pilot intervi
by Akey variables that the researcher [bro
p.58)Key concepts emerged and resulted in geil
transfer studenisd | ear ni ng f r 0o mi e & ple e caeninde efisapdrual ctt ilceea,
in community college and concepts of perception, reflection, abilities, identityaning
making, relationships, persistence, previous engagement, support, and goals were
identified and included in the scheme.

Utilizing Boud, Cohen, -lzasedleavdmdgnrkodet 6 s ( 19
provided the theoretical footing from which to apmioghe preliminary coding scheme.
Examining the participantbés experience, re

researcher to incorporate the participants



84

process (personal growth), and active construafaxperience (engagement). These
identified concepts were further supported by two pilot interviews, then grouped into the
following themes: disappointment, personal growth, and engagement. A table was
developed to capture themes, key concepts, andahgiins. This data display is featured
as Appendix A.

Coding process.The coding process was iterative and ongoing, beginning with
coding the critical incidents utilizing the preliminary coding scheme. New codes were
developed as indicated by the data patterns emerged which informed the next
iteration of the coding scheme. The updated coding scheme was then used to code the
interview transcripts. The final coding scheme was then established following analysis of
the interviews.

Critical incident coding. Coding for the 108 critical incident questions used the
preliminary coding scheme. UtilizingViva, a lineby-line review of each critical
incident was conducted. After reviewing critical incidents three times for coding
purposes, these emergedinrespen t o t he studyodés research
were connected to gaps in the literature. Codes were also grouped into themes for further
exploration in the onen-one interviews. Tables were used to display emergent codes,
associated themes and sudsttes, and associated authors. These tables will be described
in the following section.

Through analysis of the critical inci

St

St

bng supportive and fAper sonal growtho emerged and

de

regateiers fnAfeeling,@®@shamesdifemb @theysa sis sd p p

under the theme fAreflective process. o0 Next
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opportunity at higher educationo and fAdemo
e d u c awele olustered o the final theme of resilienc€inally, concepts such as
Aresearching further ,hdipghoevri negd upcdrdt @ liodnu worgpopnog
will not define/stopmeand fAsoul searchingod arose and w
Aself ff i cacy .-mentibredcorecdpts weze associated with exploration ef sub

guestion one (Tablg).

The following emergent themes were found to apply to researeguzsgiion two.
AAbi |l ity to take advantage of things provi
betterment Bas ki ng profesBoeaskKisngfdpport hreil pi es
this second chanceo were categoriz,ed into
concepts of such as fability to prioritize
grouped intoinhe Fihreanel fibutyhoydhihstot ufiwelnc
commi t ment tandt §bakindehbsors dhefmnalseso we
Asocial/ cul tur al @ex perienceso theme (Tabl e

The next set of identified factors were clustered undeigseistion three. Ideas of
Aknowing the i mportance of asking for help
the t heme ofpligdkorihes eulmeudegsetd oanp as did concepts
know faculty & staffo and fAparticipating i
grouped into the fiski@d.l devel opmento theme

To address the final suduestion, themes were shered into institutional and
personal factors that were noted to hinder
courses @i nf or mati on was n0dtt rcalveed r tw hileane eld i anpgpm piu

to take several trains and busestogettocampus d fit hi nki ng t he comm
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wasnot a good school because it was commun
Ainstitut wbealakcacobocepts such dasaiffienlgl tihre
firsttest Bworrying they ,0aomud dmtdoh o wWghtt hle owvoulkd n 6 |
colleged were clustered into the theme of
8).

Interview aoding. Once interviews were transcribed, a Hoyeline review was
conducted for each interview transcript. Theearcher used the initial coding scheme
refined by analysis of critical incidents as a starting point and still further developed the
coding scheme with new codes arising from interview analysis. Interview transcripts
were uploaded tdlVivosoftware thragh which each transcript was reviewed with
annotations, memos, and quotation capture. The researcher reviewed each transcript three
times, allowing for maximum immersion in this extensive dataset.

All codes present in the critical incidents were alsm $e¢he interview
transcripts. However, several codes and themes were unique to the interviewS. Table
through Table display comprehensive overviews of each researclysule st i on 6 s
emergent codes and their regparsources (critical incidenCl, interview |, literature
reviewl LR), the associated theme and subtheme, and authors associated with the
literature.

Interview responses were similar to those that were identified from the critical
incident responses. Rigrsdgg@ontesheesr sl ifkfee efilfianigl ians
embarrassedot her s fif eel,iondredissdprpomyt sdperosan ale
growtho developed and were catalogued unde

concepts such as Afound @e&ers edaurcdtdhhamc ea nap
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SubQuestion One Emergent Codes, Associated Themes and Subthemes, Cited Source,

Associated Authors
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SOURCE
THEMES SUBTHEMES CODE cio | R AUTHORS
ashamed/embarrassed X X X
afraid X X X
depressed X X X
disappointed X X X
; failed others X X Boud et al. (1985, 1996);
Impaitsgff)Fallure - - Jarvis (2001); YorBarr
felt like a failure X X X et al. (2001)
heartbroken/upset X X X
loss of hope X X X
REFLECTIVE lost opportunity X X X
PROCESS
regret X X
. h d/emb. d X X
Perceived Impact] ashamed/embarrasse Boud et al. (1985, 1996);
of Failure on disappointed X X Jarvis (2001); YorkBarr
Others et al. (2001)
supportive X X
honed skills X X X
e additional traini side of col Weil and McGill (1989);
received additional training outside of colleg Boud et al. (1985, 1996);
- . X X X : '
Personal Growth (work, internship, etc.) Beard & Wilson (2002);
. York-Barr et al. (2001)
took time away from college X X
Ability to did not let previous failure stop them X X X Kolb (1984); Beard &
Bounce Back - : Wilson (2002); YorkBarr
h found a second chance opportunity at high|
from Failure education X X et al. (2001)
demonstrated effort in getting back to high{ X X
education Snyder (1995), G
- - nyder , Grasgree
perseverance & passion for education X X X (2012), Snyder et al.
attainment
Hope/Grit (2002), Day et al. (2010),
RESILENCE P focus on end goal X X X Rand et al. (2011),
did whatever it tooko get back in higher X Ciarrochi et al. (2007),
education Duckworth et al. (2007)
optimism of what lies ahead X X
: : : Bandura (1997)
decided that educat ded/ t X X y
ecided that education was needed/impor Duckworth et al, (2007) ,
Mangan (2012), Day et al
Long-term Goals took necessary time away from college tof X X (2010), Sommers et al.
ensure they were ready for college (2001); YorkBarret al.
(2001)
1 ihili Bye et al. (2007); van Dinter
finally took resrgo&si:]blllt)éantdig/vanted to do| X X etal. (2011)Bouffarc:
sometning abou Bouchard (1990); Lent,
o researched further higher education X X _Brown, & Hackett (2002);
Motivation opportunities Linnerbrink & Pintrich (2003);
Pintrich & DeGroot (1990);
prove people wrong X X Schurk (2003); Zimmerman,
support & push from family/friends X X X Bandura’(i‘g'\gg;“nepons
SELF- failure will not define/stop me X X van Dinther et al. (2011)
EFFICACY Persistence this is not the end X X X Pajares (1996; 2006),
work through this set back X X X Schunk (1995, 2003)
| need help/assistance X X X
soul searching/ what is my meaning X X Bandura (1997); van
Dinther et al. (2011),
SelfAssessment
what are my goals X X X Palmer (2006), Bong and
Skaalvik (2003)
what are my strengths & weaknesses X X X
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Ademonstrating effort in gettingefimck to h
theme of . OBr éasltignceesponses such as fArese
opportunites pr ovi ng péd@lié uwreomwg | |, annodt fdseofuilne/ s
searchingo materialized and wefrfei ccaactye goo rTihze
emergent responses were displayed in Table
The following responses were unigue to the interview data and were indicated as

so in Tabl e 6podrRemdHliztisngr emhiernned and stopy
categorized under the theme of dAactive par
inform the secondsupu e st i on. Additionall vy, response

life and schogl ® b g homest with yourselfdt aki ng care of ,tohi ngs |

Ataking coll egamdmdmpetdsemigothleyr mind into
of Ab®BYynally, responses such as, offviaerxiiobu sl iwvt
of sthedule/variety ofclassesd c hances to | ead group or ot he

etc, i nstitution caommandnerte aloi zsitrugd etnites i@ mp o
chance at higher educationod develioprde s.nd e
These codes, associated themes and subthemes, and sources are displayed in Table 6.

Unique to the interview responses, the
emerged in the theme of #lgeestiomThisgiqgupr oces s o
response is highlighted as so in Table 7.

Lastly, several ideas developed in response to the fourthsesgiion. Interview
responses including, dAprogramakinmg caoaut ads
di dno,tdanceceeds si bi |, idbgy vent hbet wedhgwasafoirwmani

wrong information i t was an exteasdoinkobwhnght ecmano
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Table6
SubQuestion Two Emergent Codes, Associated Themes and Subthemes, Cited Source,

Associated Authors

THEMES SUBTHEMES CODE ol SOUIRCELR AUTHORS
participation in campus programs (New Start} X X X
program, Honors, etc.) Chaves (2006); Tinto
Involvement participation in class X X X (19922),“,)6\ ?;38%)984),
networking withfaculty, staff, etc. X X X
ability to determine the right opportunities for
X X X
myself
realize when poor habits return and stop thog X
Problem Solving nabits Kolb (1984); York
ACTIVE recognition of events or activities thatl < | x Barr et al. (2001)
PARTICIPATION benefit them
ability to take advantage of things provided b X X
faculty/staff and apply to their betterment
asking professors/staff for help X X
looking for resources X X X
Vulnerability seeking opportunities to give back given this X X Kglb (1?871);2\5%1"
second chance arr etal. ( )
allowed myself to be immersed in the college X X X
experience
balance personal life and school X
o ) ability to prioritize X X Boud and Walker
Decision Making - (1991), Dirkx (2001);
not make the same mistakes X X X Kolb & Kolb (2005)
be honest with yourself X
took care of things to finish college X
BUY-IN -
put in the work to get good grades X X Duckworth et al.
; (2007), Boud and
Focus took college more seriously X Walker (1991), Dirkx,
put my mind into it X X 2001
be more disciplined X X X
accomplish a goal | originally set out for X X X
supportive faculty & staff X X X
- Boud, Cohen, &
welcoming campus space X X Walker (1993);
Environment various views of what success is X X Fenwick (2003);
o . . Dewey (1938); Welton
institution commitment to its students X X (1993)
flexibility of schedule/variety of classes X
SOCIAL/ CULTURAL took honorcourses X X
EXPERIENCES chance to lead group or other students in clag X
projects
- ) ] Fenwick (2003);
. selected by faculty/staff for various internshipd X X X Nicolaides & Yorks
Opportunity programs, etc. (2008); Beard &
realize the importance of tf#nd chance at X Wilson (2002)

higher edication

chance for a new beginning at higheueation X X X
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Table7

SubQuestion Three Emergent Codes, Associated Themes and Subthemes, Cited Source,

Associated Authors

are displayed in Table Bhe emergent codes from the interview transcripts were then
compared to the critical incidents and preliminary coding scheme to develop the final

coding scheme.

SOURCE
THEMES SUBTHEMES CODE AUTHORS
Cl | LR
. think about my prior college Jarvis (2006),
an\r/sl\élgus of experiences X X X Boud et al.
9 know the importance of asking fd (1991), Boud
College X X (2005)
KNOWLEDGE help
my own limitations X
IS onteixgual Jarvis (2001)
nowiedge failing is OK X
have the concf;dent(;e in myself wit X X x| Boud, Cohen, &
: eaucation Walker (1993);
Reff;ti'gr?m Schon (1983);
needed to participate more in m X X Osterman &
educational process Kottkamp (2004)
LEARNING
PROCESS feeling connected to faculty, staff X X X
and/or the college
Sense of Kolb (1984);
Belonging felt like | mattered X | x | x | Strayhorn(2012)
| contributed to my education X
presented opportunities where X X X
can hone skills Jarvis (2001;
CC Experience — - . - 2006), Merriam
participated in activities outside X X et. al., 2007
my comfort zone
SKILL
DEVELOPMENT guidance from faculty & staff X X X
Interaction with | getting to know faculty & staff | X X Roberts, 2006;
Others Nicolades &
participated in activities, projects X X Yorks, 2008
events, research
who went to the community colleged emerged
ii nstitutional factors that hindered succe
school 06 materialized under t hThese rbspnges i p
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Table8
SubQuestion Four Emergent Codes, Associated Themes and Subthemes, Cited Source,

Associated Authors

SOURCE
THEMES SUBTHEMES CODE AUTHORS
Cl |1 ]LR
program not suitable for evenin
X
students
semester saip X Welton (1993);
Brookfield
Courses/Schedul remedial courses X | x (2001, 2002,
- 2005
took courses | didn't need X )
information wasn't clear when | x | x
applied
travel time to campus X | X
- Welton (1993);
INSTITUTATIONAL Location needed to take several trains & X X Brookfield
FACTORS buses to get to campus (2001, 2002,
2005)
accessibility without a car X
Welton (1993);
Poor . . . Brookfield
Communications given the wrong information X (2001, 2002,
2005)
extension of high school X
knew too many people who wer Welton (1993);
CC Reputation there X Brookfield
p (2001, 2002,
thought it wasn't a good school 2005)
. X | X
because it was a CC
fell into same habits X | X
Fear of Failure : : Beard & Wilson
Again anxietyof starting school X (2002)
PERSONAL failed my first test X | X
FACTORS .
worried | couldn't do the work X )
Lack of Beard & Wilson
Confidence thought | couldn't succeed in x | x (2002)
college

Final coding £heme.The final coding scheme (Appendix G) wiesveloped
after an iterative process of codes emerggi
& Huberman, 1994). The researcher added or
codes after returning to t heatighshipsaand ibr i dge

all owed new cat é6g6Li rs ot oCdies@amtire cricichl9 8 5)
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incident questions and interview transcripts were then compared to the key concepts and
themes originally identified from the literature review and piltgnviews. The
researcher coll ated similar codes and used
data to more usable units of analysis, began analysis during data collection, created a
schema to understand incidents and interactions, and set a frdafenanosscase
analysis (Miles & Huberman, 1994). The final coding scheme was whittled down from
more than 75 codes to more than 50 codes following transcript reviews. Analysis and
development of the coding scheme concluded once a point of saturatiorasiasd.

The researcher then moved passed coding
the text or qualitative information apart, and looking categories, themes, or dimensions of
i nformati ono (18} Thameewere large2e@oligh fo syppoittthemes
to be established in order to better work with the data set. Upon the development of
themes and subthemes, the researcher engaged the data set again to analyze the themes
Afor each individual case andl1&)xThioss di ffe
process solidified the final coding scheme and allowed the researcher to traadpre

make sense of the data.order to provide a snapshot of ti¥ivocoding experience,

Figure 2 is presented as a transcript excerpt that has been coded.
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Coue ¢ Annotations Edit

Interviewee :

T've matured. I'understand now that you need to build out your skillset:and not think that things
arc just going to happen for you. It was like my own personal growth and journey that's led mc to
a different place, and also }just realizing that I have this onc life and time will pass regardless of
what I do with it, so I might as well do something productive with it\I also felt like it's ncver too
late.fPeople would be discouraging, like, "You're getting older, you don't need to be going back
to school," and, "Maybe you should just get a job." I'm like, "No. I did (hal."J

IN0JD [eUSOIAd

Intervicwer:
Yeah. This is your life.

Interviewee :

Yeah, and I have two children now who are getting older that need to see me as not talk about it
but be about it, and so they were really a motivating factor. I wish I would've done it before
them, but I can't get that time back, but I do have now. When I think about everything that's
happcening in the world, I feel very grateful and I don't want to take any more opportunitics for
granted.

Interviewer:

‘What would you say in terms of just your whole experience? There's been some time from your
original time at Brandcis to now. Those experiences, have they helped shape your success here,
do you think?

unj1e WOy ydeg dUN0Z 01 AljIGY

Interviewee :

1 think so. I think everything that I've came in with helped to feed the learning, my interactions
with the professors, with the other students, in a way that, if I didn't have that experience, I don't

know if I would've been as successful. I feel like everything had a drop in my bucket, if you will, ‘
to fill up this desirce that I've had to definitely continuc pursuing my aspirations, right? It just, 3 l

Aiunuoddo

don't know if having this New Start would've been the same experiencg without having, going
through al at.

Figure 2.Coded Transcription Excerpt.

Cross-Subgroup Synthesis and Analysis

In order to better understand the meaning of the data and answer the question,
AWhat is going on here?0 the researcher wut
betweendatamd among subgroups of parti-casepant s.
synthesis, word tables were created (Appen
be created to display the data from individual cases according to some uniform
framework. The imptation of this is that the researcher can then look for similarities and
differences amongcases ( Cr eswel |, 2009)

Critical incident analysis.Analyses were conducted between genders, aagess
ranges, andmong subgroup categoriesppendix J througppendix JJ exhibit data
displays demonstrating patterns and relationships among concepts from the literature
review and emergent codes amongst respondents to the critical inCideidata
displays also provide the number of total responses per respoHdeerman and Miles

(1994) suggested Ainvestigators make prel.
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how frequently codes appear in the databas
of occurrenceo18)Creswel | , 2013, p .

Interview analysis.Similarly, analyses were conducted between genders, across
age ranges and timespans between dismissal or stop out from tyedoumstitution and
enrollment at the community college, among subgroup categori€&esults from the
interview subgroup analgs were then compared to subgroup analyses from the critical
incidents. Occurrence tables were utilized to best illustrate patterns and relationships.
These data displays are featured in Chapter V and Chapter VI. Additionally, data displays
appear in Appettix LL through Appendix LLL exhibiting how participants identified
with concepts established from the literature review, materialized from the critical
incident responses, and additionally appearing in the transcripts. The displays are
organized by subgrgs and present the percentage of responses per subgroup and overall
percentages for total responses per code. Finally, the sequence of analyse3) {Fable
presented to paint a holistic picture of all data analysis steps.

Table9

Sequence of analysis

Comparison Purpose Approach
Within reverse transfel Identify learning, Review of individual
students experiences, and strategie interview transcripts

for success
Across reverse transfg Compare patterns of learnini  Use of word tables and
students & subgroups experiences, anstrategies occurrence tables
for success across
participants by demographic
Across interview Compare patterns of learnini  Use ofword tables and
subgroups & CI experiences, and strategie occurrence tables
subgroups for success across
participants by demographic
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Interview r esponseys. critical incident responsesinterview responses were
then compared to critical incident responses. These responses were compared among
subgroups and similarities and differences were noted.afailysis provided notable
trends and patterns which were faithfully attended to and presented. In order to have a
better understanding of the relationships, data displays were used and are found in

Appendix MMM through Appendix PPP.

Trustworthiness and Authenticity

To establish credibility for this qualitative case study, the researcher used
Creswel | and Millerds (2000) validity proc
paradigm of this study, the researcher established trustworthineasthedticity
through the lens of the researcher, the study participants, and those external to the study.
The researcher utilized the following validity procedufesthe lens of the researcher
disconfirming evidence; for tHens of the study particip#si prolonged engagement in
the field and review of data/transcripts; and for the lens of the people extetinalstudy
(reviewers oreaders)thick and rich descriptions based upon participant views as
expressed through the interviews (Creswell & Mijl2000).

The researcher consistently revisited interview transcriptions and recordings. This
iterative process allowed the researcher to reconsider the research question and sub
guestions, reexamine emerging themes, and fully assess outlying data ticatadign
with experiences described by other participants. The researcher took note of any
negative evidence and sought to discover s

interviews.
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In order to present the lens of the participant, the researchetiemed 28
participants and had them review transcripts of their own interview. Participants
presented a variety of experiences and were a diverse group of age, gender, and
backgrounds. Through their responses to the recruitment tool, critical incidetbigsies
and interviews, participants presented a holistic and comprehensive perspective on their
experiences. In addition, the researcher examined their community college transcripts,
reviewed interview summary sheets, and studied interview transcriptsiralthe
researcher prolonged engagement with the p
Finally, for people outside the study, findings were presented with rich quotations
and descriptions. The vivid narratives of
life,al owi ng readers to fimake decisions about

settings or sréeswell & Milter, 2000npt 128t s o6 ( C

Reliability and Validity

In order to ensure the reliability and validity of the study, the researcher
acknowledged his own experience of reverse transfer and his direct work experience with
this student population in his current role at a community college, which posed a
challengg o i mpartiality and could introduce |
researcher acknowledged having the same experiences that were valuable in providing
insights to the reverse transfer student experience could be a liability resulting in biased
judgments during interpretation of data and findings. To limit this liability, the researcher

continuously met with his dissertation advisor and professional colleagues in order to



97

bracket assumptions and triangulate data and, therefore, safeguard aasiisied

researcher also was interviewed twice, once by a colleague who has experience with

reverse transfer students and once by another doctoral candidate. Both colleague and
doctor al candidate used this stohegrylThes i nter
colleague also used a sample of the interview protocol to interview a randomly selected
reverse transfer student from Kingsborough Community College. In so doing, the
researcherds responses were compatred again
student and the experiences and knowledge of the colleague who works with reverse

transfer students and understands their varying experiences. The interview conducted by

the doctoral candidate refined the interview protocol to encourage objectindjlyFthe

researcher engaged with two doctoral candidates to code a sample of transcripts which
provided intesrater reliability. Each doctoral candidate was provided an iteration of the

coding scheme as a reference point and -gpeled three transcriptBiscrepant coding

was discussed and the coding scheme adjusted accordingly.

Limitations

There were several limitations to this study. The very nature of qualitative
research design constituted a limitation (Merrid®98 because the methods useer&v
based upon perspectives and interpretations of the researcher while interpreting words of
the study participants. It was imperative that the researcher ensured and maintained the
integrity of t heuestibns,drystverthimpssiaghierdy proceduress u b

and analysis and synthesis throughout the study.
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First, the initial study design intended to include two community colleges, casting
a broader net to capture and contrast the varying perspectives of reverse transfer students.
However, afer several attempts at gaining IRB approval and the lack of responses to 831
emails sent to potential participants at another community college, the second site was
removed. After discussion with the researc
communitycollege was agreed as sufficient.

Next, while 108 responses to critical incidents and 28ejpth interviews
provided a hearty data set, it painted only a partial perspective of the reverse transfer
experience from a small sampling of thousands of eapeeis of reverse transfer
worldwide. Additionally, the perspectives were from participants who enrolled in an
urban community college, which may not be analogous to reverse transfer to community
college in rural settings, technical institutions, or traditutions in other regions and
parts of the world. Thus, further research needs to be conducted to offer a comprehensive
understanding. In addition, participants who agreed to be in the study likely skewed the
data to views more positively frames as teelfselected to share their experiences.
Therefore, it was difficult to know how this voluntary sample mirrors the larger reverse
transfer population.

Participants of this study were those who had successful reverse transfer
experiences. The experienadgeverse transfer students who were not successful at the
community college are absent. Thésel ou bl e f ai l ureo experience
study. This perspective would only add to timelerstandingf the reverse transfer
experience. Further resmeh on this population will offer a broadsppreciatiorof the

experience.
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Similarly, a more robust understanding of the reverse transfer experience should
include interviews of those who have interacted and obsémgegopulatiorduring their
experigce. In particular, the perspective of parents, siblings, and significant others are
absent in this study. Likewise, the observations and viewpoint of faculty and staff are not
offered in this research. These perspectives would be valuable in futuientecdtthis

research.

Summary

This chapter discussed the use of qualitative research as methodological research
design, specifically case study. It identified areas of information needed, research
guestion and suhuestions, the study sample, and data collection methods. These
methodsgncluded the recruitment tool with critical incident questions, interviews,
document review, and member chegkThe methods for data analysis were also
presented, highlighting data organization, coding, and -susgroup synthesis and
analysis. Finallyissues of trustworthiness, authenticity, reliability, validity, and

limitations to the study were discussed.
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ChapterlV
STUDY SITE, CRITICIAL INCIDENT ANALYSIS, AND

RESEARCH PARTICIPANTS

The following chapter provides insight to thteidy site, from where participants
were drawn, a profile of critical incident (Cl) respondents, Cl analysis and trends, and the
profile of interview participants. The overview of Kingsborough Community College
presents institutional information and datiext, the chapter explores a summary of Cl
respondents and analysis and trends of the responses. The observed patterns contributed
to the coding and analysis of the interview transcripts. Finally, the chapter concludes with

in-depth participant profiles dra chapter summary.

Study Site

Participants were identified from Kingsborough Community College (KCC) and

possessed a wide range of experiences. KCC, part of the City University of New York

(CUNY), enrolls a wide representation of traditional andtddarners from diverse
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backgrounds and has an array of programs that prepare students for transfer-ye@arfour
coll ege and/ or employment. According to th

Kingsborough serves a widely diverse population of approximatelp4,0
students and consistently ranks among the leading community colleges in the
country in associate degrees awarded to minority studépisroximately 70%
of Kingsboroughés students are enroll ed
program; the rest purewlegrees in more specialized, car@@ented programs
such as business, communications, criminal justice, culinary arts, nursing and
allied health careers, information technology, journalism, maritime technology,
tourism and hospitality, and the visuaisa It also maintains one of the most
comprehensive adult and continuing edwraprograms in New York City.
(KCC: About Kingsborough Gmmunity Collegen.da)

KCC is a comprehensive community college, providing both liberal arts and career

educationAs i ts6 website indicates, KCC, fis de
and development as well as strengthening and serving its@livecso mmKE@C:t y 0 (
About Kingsboroughn.d.). The mission statement lists the following goals:

1 To offer a superior geeral education to all degree students

1 To provide programs of study for those intending to transfer and those seeking

immediate employment

To promote critical reading, writing, and thinking

To develop student competence in information literacy,@nadmunication,

guantitative skills, and technological literacy

To promote civic engagement, global awareness, civility, and respect for diversity

To provide lifelong learning opportunities in credit and reredit programs for

the nontraditional as welas the traditional student

1 To provide comprehensive services that address student needs in order to support
academic success
To respond to the educational, social, cultural, and economic needs of the
communities we servéKCC: About Kingsboroughn.da)

= =

= =

The student population is distinct and,

is racially and ethnically diverse. Mo r
born outside the U.S., representing 142 different countries and 73 different native
languages Sixty percent are the first genaaat in their families to attend

college. Fiftyeight percent are full time students, over-fifta are 25 years old

or older and more than 40% come from households with annual incomes of under
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$20,000. Half of the students work futime or paritime whle attending college,
and one in five supports childrgiKCC: About Kingsborough Community
College,n.da)
Students are enrolled in one of forty associate degree and three certificate programs
(Appendix WWW).Entrants to the college appear as freshman (those who have earned a
high school @ploma or equivalent), transfiaton-New Start (those who have earned
previous college credit at another institution and enter with advance standing), and New
Start studentsa(cadre of transfer students who have may have earned college credits and

advance standing at a partnering fgaar institution, but have experienced academic

difficulty or failure, and have entered the college in good standing).

New Start Program

Thefollowing section provides an overview of the New Start program at
Kingsborough Community College. This prograndistinctandintended to suppog
cadre of transfer studenthiose who had academic difficulty at a partnering-faar
institution The ction providesanoverview of tle program and comparison datéatué
success of the New Start population versggilar transfer students (those who did not
experience academic difficulty at a feggar institution and transfém the community
collegefor specific courses, programs, costsotirer reasonsutside of academic
failure).

The New Start Program is unique to KCC and is the only such program in the
CUNY system. Comparison of similar programs throughout the country are few and far
betweenAsnot ed on itsd website:

The New Start Program, established in 1985, was developed to assist students

who had experienced academic difficulty at the senior college level. Students in
the program are offered specialized counseling and targeted acaderseaent
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designed to assist them in overcoming previous difficulties and working towards
academic success at Kingsborough. New Start Counselors are available to give
students individualized assistance during their time at KCC and provide transfer
counseling after graduatioKCC-New Start Prograrm.dc)
Reverse transfer students are eligible for the New Start program if they were enrolled in
one of the twentgight partnering fouyear colleges. Through the New Start program,
students eligible foNew Startare admitted té&ingsboroughas students in good
academic standing. They may enroll in anKofgsborough'slegree programs
and may register for day, evening, or weekend classes onterfelbr parttime
basis.Up to 30 previous college creditsnche applied toward an associate degree
atKingsboroughwith no prior grades carried ovétew Startstudents are offered
specialized counselin@raduates of the program are guaranteed admission to a
CUNY senior college thelgave not attended previous(KCC-Frequently Asked
Questionsn.db)
Additionally, New Startounselors are available to assist reverse transfer students with
the transition to KCC and as they progress towards graduation. Counselors are equipped
to help students with academic, @ar, personal, and transfer concerns and isgues.
majority of Cl respondents and interview participants were part of the New Start
program.As previously discussed, participants were identified through targeted emailing
and referrals. Ninetgight percent of the critical incident respondents were part of the
New Start program, while 96% of the study?o
program.
To provide background on New Start students, data on entrant tyge;ftlll
retention, fallto-spring retention, fourand sixyear graduation rates, and Kingsborough
graduates by admission type are discussed. The data indicated the sutteebieof

Start studentand are compared against the more traditional transfer students to college,

specifically those who did not face academic difficulty, were dismissed, or stopped out.
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The comparison data provided a broader understanding of the emtplietention, and
graduation trends from where participants were drawn.

Since Spring 2014, New Start students are a significant entrant popaakKCC
accounting for 37%45% of all incoming transfer students (Appendix QQQ). When the
fall-to-fall retention for New Start students verse fidew Start students was examined,
the data demonstrates retention rates are comparable. From fall 2013 to fall 2015, the
average retention rate for New Start students was 53%, while the averalyewm&@tart
retentionrate was 54.1% (Appendix RRR). Fadkspring retention for New Start vs.
nontNew Start was also similar. New Start students who enrolled in fall 2014, fall 2015,
and fall 2016 have a slightly higher fadl-spring retention rate as compared to-iNew
Start students (Appendix SSS).

Graduation rates at the community college are important indicators of student
success. Often fowrear and si¥year graduation rates are examined to determine the
success of the institution. The feygar and six/ear transfegraduation rates indicates
New Start students graduate at comparable rates versidenoStart transfers. The fall
2011 and fall 2012 fouyear graduation data showed Agaw Start students graduated
at 33.5% and 36.4%, respectively, while New Startesttgigraduated at 32.3% and
31.8% rates, respectively (Appendix TTT). Furthermore, fall 2009 and fall 204@aix
graduation data showed ndlew Start students graduated at 30.6% and 33.5%,
respectively, while New Start students graduated at 30.1% a@% 3ates, respectively
(Appendix UUU). Finally, examining Kingsborough graduates by admission types for
20132014, 20142015, and 2012016 showed New Start students represented-18%

20% of all graduates during those academic years (Appendix VVV).
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The New Start program data demonstrated the significance and success of this
population at Kingsborough Community College. Their success was comparable to other
transfer populations who did not face similar academic difficulties at their prior
institutions. Theaforementioned statistical success demonstrated by this population will

be discussed and seen in participantso nar

Critical Incident Respondents

The recruitment tool yielded 108 unique respondents tCLlggiestions. Ninety
eight percent of the CI respondents were part of the New Start programl1Uable
provides the Cl demographic distribution including: subgroup, gender, age, race, and
previous colleges attended. Because CIl respondents were anonymesgsraent
profile could not be fully created. Instead an overview is presented given the
demographic information gathered via the recruitment tool. Respondents were assigned a
number in which the order of the response were received. The demograplsicaveta
69 female respondents and 39 male respondents. The average age of respondents was 25
yearsold, the medium age was 23, mode was 22, and the range of age was 38 years.
Respondents identifiadto the following races: Asiafn=2), Black or African Anerican
(n=42), Hispanic or Latingn=26), White (n=6) Whitei not Hispanic or Latingn=13),
and Otheln=9). Finally, respondents listed attending the following college/universities
prior to enrolling at KCC:

1 The City University of New York (CUNY}n=93)

1 Private colleges/universities; WeStart program (PrivateNS) (n=6)
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1 The State University of New York (SUNY); New Start program (SUNNYS)
(n=5)

1 Private colleges/universities; neiNew Sart program (Private neNS) (n=2)

1 SUNY; non- New Start progranin=1)

1 Community College (n¥)
Twenty-four respondents listed the following additional college attended prior to
enrolling at KCC:

1 CUNY (n=18)

1 Commuity College (n3)

1 Private collegelniversity; New Start program (8%

1 Private college/uniersity; nonNew Start program (n¥)
Two respondents indicated a third college attended prior to attending the community
Tablel0

Critical Incident Respondent Demographic Information

Other Other Other
Subgroup Respondent Race Age Gender College College College
Attended Attended 2 Attended 3

Enrolled in CC- 45 credits + 6 Black or African American 57 Female CUNY

Enrolled in CC- 45 credits + 12 Black or African American 27 Female CUNY CUNY

Enrolled in CC- 45 credits + 13 Black or African American 23 Female CUNY

Enrolled in CC- 45 credits + 14 White - Not Hispanic or Latino 29 Female CUNY

Enrolled in CC- 45 credits + 15 White - Not Hispanic or Latino 20 Female CUNY

Enrolled in CC- 45 credits + 16 Black or African American 22 Female CUNY

Enrolled in CC- 45 credits + 17 Black or African American 21 Female CUNY

Enrolled in CC- 45 credits + 19 Asian 27 Male CUNY

Enrolled in CC- 45 credits + 21 Black or African American 23 Male CUNY

Enrolled in CC- 45 credits + 22 White - Not Hispanic or Latino 26 Female CUNY

Enrolled in CC- 45 credits + 23 Black or African American 23 Male CUNY

Enrolled in CC- 45 credits + 24 White 21 Male CUNY

Enrolled in CC- 45 credits + 26 Other 29 Male CUNY

Enrolled in CC- 45 credits + 27 Black or African American 28 Female CUNY

Enrolled in CC- 45 credits + 28 Black or African American 28 Female CUNY

Enrolled in CC- 45 credits + 30 Hispanic or Latino 29 Female SUNY - NS




Enrolled in CC- 45 credits + 31 Black orAfrican American 27 Female CUNY CUNY
Enrolled in CC- 45 credits + 32 Hispanic or Latino 20 Female Private- NS

Enrolled in CC- 45 credits + 33 Black or African American 27 Female CUNY

Enrolled in CC- 45 credits + 34 Black or AfricanAmerican 34 Female CUNY cC
Enrolled in CC- 45 credits + 35 Black or African American 23 Female CUNY Private- NS
Enrolled in CC- 45 credits + 36 Other 28 Female CUNY

Enrolled in CC- 45 credits + 37 Hispanic or Latino 19 Female CUNY

Enrolled in CC- 45 credits + 38 Hispanic or Latino 19 Male CUNY

Enrolled in CC- 45 credits + 39 White 19 Female CUNY

Enrolled in CC- 45 credits + 40 Hispanic or Latino 19 Female CUNY

Enrolled in CC- 45 credits + a White 22 Female | Private Non CUNY
Enrolled in CC- 45 credits + 42 Hispanic or Latino 24 Female CUNY

Enrolled in CC- 45 credits + 43 Asian 21 Female CUNY CUNY
Enrolled in CC- 45 credits + 44 Asian 20 Female CUNY

Enrolled in CC- 45 credits + 45 Hispanic or Latino 25 Female CUNY

Enrolled in CC- 45 credits + 46 Black or African American 21 Female CUNY

Enrolled in CC- 45 credits + 47 Asian 24 Male CUNY

Enrolled in CC- 45 credits + 48 Asian 20 Male CUNY

Enrolled in CC- 45 credits + 49 Black or African American 33 Female CUNY

Enrolled in CC- 45 credits + 50 White - Not Hispanic or Latino 21 Female CUNY

Enrolled in CC- 45 credits + 53 White, Hispanic or Latino 22 Male CUNY

Enrolled in CC- 45 credits + 55 White 21 Male CUNY

Enrolled in CC- 45 credits + 58 Hispanic or Latino 21 Female CUNY

Enrolled in CC- 45 credits + 59 White - Not Hispanic or Latino 31 Male CUNY cC
Enrolled in CC- 45 credits + 60 Black or African American 24 Female CUNY

Enrolled in CC- 45 credits + 61 White 27 Female CUNY

Enrolled in CC- 45 credits + 62 Asian 23 Female CUNY

Enrolled in CC- 45 credits + 63 Hispanic or Latino 22 Female CUNY

Enrolled in CC- 45 credits + 64 Other 20 Female CUNY

Enrolled in CC- 45 credits + 67 White - Not Hispanic or Latino 21 Male CUNY

Enrolled in CC- 45 credits + 68 Hispanic or Latino 21 Female CUNY

Enrolled in CC- 45 credits + 72 Asian 24 Male CUNY

Enrolled in CC- 45 credits + 73 Hispanic orLatino 41 Female Priva’:‘eS— Non CUNY
Enrolled in CC- 45 credits + 74 Other 22 Male CUNY

Enrolled in CC- 45 credits + 75 Asian 20 Female Private- NS

Enrolled in CC- 45 credits + 7 Black or African American 23 Male CUNY

Enrolled inCC - 45 credits + 78 Hispanic or Latino 25 Female CUNY

Enrolled in CC- 45 credits + 79 Asian 33 Female CUNY

Enrolled in CC- 45 credits + 80 Black or African American 19 Male CUNY

Enrolled in CC- 45 credits + 82 Black or African American 20 Female CUNY

Enrolled in CC- 45 credits + 84 Black or African American 22 Female CUNY

Enrolled in CC- 45 credits + 85 Other 22 Male CUNY

Enrolled in CC- 45 credits + 88 Other 22 Male CUNY

Enrolled in CC- 45 credits + 90 Black orAfrican American 20 Female CUNY

Enrolled in CC- 45 credits + 91 Black or African American 30 Female CUNY cC
Enrolled in CC- 45 credits + 92 Other 20 Female CUNY

Enrolled in CC- 45 credits + 93 Black or African American 21 Female CUNY

Enrolled in CC- 45 credits + 94 Black or African American 36 Female CUNY CUNY
Enrolled in CC- 45 credits + 97 Hispanic or Latino 21 Male CUNY
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Enrolled in CC- 45 credits + 99 Black or African American 21 Female CUNY
Enrolled in CC- 45 credits + 100 White - Not Hispanic or Latino 23 Female CUNY
Enrolled in CC- 45 credits + 101 Hispanic or Latino 19 Female CUNY
Enrolled in CC- 45 credits + 104 Hispanic or Latino 19 Female CUNY
Enrolled in CC- 45 credits + 105 Black orAfrican American 23 Female CUNY
Enrolled in CC- 45 credits + 106 Hispanic or Latino 24 Female CUNY CUNY
Graduated Transfer 5 Hispanic or Latino 39 Male CUNY
Graduated Transfer 7 Black or African American 26 Male CUNY
Graduated Transfer 9 Black or African American 34 Female CUNY CUNY
Graduated Transfer 10 Other 45 Female SUN’IS_ Non CUNY
Graduated Transfer 11 Black or African American 31 Female CUNY
Graduated Transfer 18 Asian 22 Male CUNY
Graduated Transfer 25 Hispanic or Latino 24 Female CUNY
Graduated Transfer 29 Black or African American 23 Male CUNY
Graduated Transfer 52 Black or African American 24 Female CUNY
Graduated Transfer 54 Black or African American 31 Male CUNY Priva'zes- Non
Graduated Transfer 56 White - Not Hispanic or Latino 21 Male SUNY - NS CUNY
Graduated Transfer 57 Hispanic or Latino 23 Male Private- NS
Graduated Transfer 65 Asian 26 Male CUNY
Graduated Transfer 69 Other 29 Female CUNY
Graduated Transfer 70 Hispanic or Latino 24 Male CUNY CUNY
Graduated Transfer 76 Black or African American 24 Female CUNY
Graduated Transfer 81 Black or African American 23 Female CUNY
Graduated Transfer 83 Black orAfrican American 37 Female Private- NS CUNY
Graduated Transfer 86 Hispanic or Latino 25 Female CUNY
Graduated Transfer 87 Black or African American 24 Female Private- NS
Graduated Transfer 89 Black or African American 23 Male SUNY - NS
Graduated Transfer 95 Hispanic or Latino 25 Male CUNY
Graduated Transfer 96 Black or African American 27 Male CUNY CUNY
Graduated Transfer 98 Hispanic or Latino 24 Female CUNY CUNY
Graduated Transfer 103 Asian 23 Male SUNY - NS CUNY
Graduated Transfer 107 Black or African American 23 Male CUNY
Graduated Transfer 108 White - Not Hispanic or Latino 22 Male SUNY - NS
Graduated Work 1 Hispanic or Latino 30 Male CUNY Private- NS CUNY
Graduated Work 2 Hispanic orLatino 38 Male CUNY
Graduated Work 3 Black or African American 26 Female CUNY CUNY SUNY - NS
Graduated Work 4 Black or African American 30 Female CUNY CUNY
Graduated Work 8 White - Not Hispanic or Latino 27 Female CcC CUNY Other- Non NS
Graduated Work 20 White - Not Hispanic or Latino 25 Female CUNY
Graduated Work 51 White 22 Male Private- NS
Graduated Work 66 Hispanic or Latino 24 Female CUNY
Graduated Work 71 White 26 Male CUNY
Graduated Work 102 Black orAfrican American 22 Male CUNY

college, one from a CUNY and one from a private-N&institution.

respondents were distributed across the following subgroups: enrolled at the community

Finally, CI



college with 45 credits or mofe=71), graduated anttansfered to a fowyear
institution (n=27), and graduated and working (n=10)
Critical Incident Trends and Analysis

The CI responses were grouped and presented with the associated research sub
guestion. Tabld 1 through Tablel4 show the Cl codes and linked themes and sub
themes. These codes, themes, andtisaimes built upon the preliminary coding scheme
(Appendix A) and contributed to the final coding scheme (Appendix G). Data displays
are referenced to illustrate patterns agldtionships amongst the data and respondents
(Appendix J through Appendix JJ). Lastly, identified patterns are discussed across
respondents and sigroups.

How do reverse transfer students describe the impact of their reverse
transfer experiences in suceeding at the community college?'hrough analysis,
responses were grouped and , foorimedandl H emes , @
Aselfff i cacy. 0 T o -questisn thengobupedaesporséssvers arganized
into the following sukthemes: inpact of failure (self), impact of failure (others), and
personal growth; ability to bounce back from failure and hope/grit; and motivation,
persistence, and sedssessmentTablel1 displays the emergent codes, theme and sub
theme associated with theptaration of subquestion one.

Impact of failure (self), perceived impact of failure on others, and personal
growth Wi t hi n t he t he meeéméarged threessdbthievne sp r did enpsa c t
failure (self)y dpercei ved I mpacw@nadf fipairlsonal ogr owh &
emergent responses associated with thes¢hsubes are discussed below. Data is

provided for individual respondents and across subgroups.
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Tablell

Sub-Question One Critical Incident Emergent Codes

Code Sub-Theme Theme

failed others

Impact of Failure (Self)

regret
ashamed/embarrassed ]
) : Perceived Impact of Failure or| Reflective Process
disappointed
Others
supportive
took time away from college Personal Growth
found a second chance opportuni]  Ability to Bounce Back from
at highereducation Failure
demonstrated effort in getting bac Resilience
to higher education Hope/Grit

optimism of what lies ahead

researched further higher educati

opportunities Motivation
prove people wrong Self-Efficacy
failure will not define me/stop me Persistence
soul searching/what is my meanin SelfAssessment

The dAi mpact o f-themaemerged whilg coding respanses ta the
Cls. This was supported by concepts found in the literature and further explored during
the interview phase to develop the final coding scheme (Appendix G). Examining how
respoments reacted upon learning of their dismissal or stopping out from thgdagyr
showed the following emotional responses: afia&2% (24 of 10Y,
ashamed/embarrasse®4% (36 of 10Y, depressed 21% (23 of 10Y; disappointed
26% (28 of 107, felt like a failurei 43% (43 of 10Y, heartbroken/upsé&t43% (43 of
107); loss of hopé& 36% (26 of 10Y; and loss of opportunitly 24% (26 of 107. While

emotions are discussed in the literature surrounding reflective pra@med ét al.,1985,
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1996; Jans, 2001; YorkBarr et al.2001),new and emergent to the reverse transfer
experience were the responses: failed othdfk% (14 of 10 and regret 19% (21 of
107). Notable was the higher percentage of nontraditional aged (250ldaysolder)
responénts who indicated a variety of emotions they felt from being dismissed or
stopping out from the foryear institution. Specifically, nontraditional aged participants
felt ashamed/embarrassed (67%), afraid (67%), depressed (74%), and like a loss of
opportuwnity (62%) at the highest rates. Males felt like they failed others (72%) at the

highest rates. When the data is disaggregated by subgroup, those who identified as

graduated and working showed higher respon

offalur e (self)o compared to the two other
community college and graduated and transferred). Specifically, this subgroup responded
at higher rates in feeling depressed (40%), being heartbroken (60%), loss of hope (40%),
regret (30%), and loss of opportunity (60%). This data set is found in Appendix K.

New to the literature on the reverse transfer experience and discovered through
the critical incident responses, were responses associatgoengdptions ohow failure
impacted others. Others included parents, siblings, and significant others. These
responses were grouped to create thetshbe iperceived impact of failure on other®
These critical incident responses are displayed in Appendix L. The data si3@#e@0
of 107) of respondentsdicated thathey perceivedthersto beashamed/embarrassed;

29% @1 of 107 of respondentmdicated thathey observed others to besappointed;
and 19% (20 of 107) replied that others were supportive during the time thegdexd
their dismissal form the fowyrear institution. Of note, 39% of those who indicated that

others were disappointed identified as Wiiiteot Hispanic or Latino. Once the data was

S

u
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disaggregated by subgroup, those who graduated and were workingdexs$ poost

frequently withthesub he me i mpact of failure (others)
Lastly, responses supported by reflective practice literaBeard & Wilson,

2002; Boud et al., 1985, 1998/eil and McGill, 1989; YorkBarr et al., 2001andnew

from the CI reponses were grouped to form the-ssubh e me A per sonal gr owt

following responses were seen and displayed in Appendix M: 39% (42 of 107) of

respondents replied that they honed skills, while 40% (43 of 107) of respondents

indicated they received additial training outside of college. New and emergent from the

Cl responses was 35% (38 of 107) of respondents noted they took time away from

college. In examining subgroups, those who are currently enrolled at the community

college identified at a slightly gher rate (41%) at receiving additional training outside of

college (work, internships, etc.).
Ability to bounce back from failure and hope/griin an effort to further explore

sub-question one, responses and-futmes were clusteresdound the theme of

3t

resi.loi dmeese responses included the Aabili
Ahope and grit.o While |iterature supporte
responses that are discussed below.

Responses aroundthesuth e me fAabckei bgckof bomnf ai |l ur e
reinforced by the learning from experience literati@eard & Wilson, 2002; Boud et al.,
1985, 1996Weil and McGill, 1989; YorkBarr et al.2001), but als@mergent through
the Cl responses. Examining the data showed that 39% (42 of 107) of respondents said
that Aprevious failure will not stop them.

indicated they Afound a secom.do clhmnexplopmpior
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subgroups, those who graduated and transfe
not define/stop themo responded at the hig
responses are displayed in Appendix N.

Aligned with the previous $atheme, responses were clustered to form the sub
theme Ahope and grit.o These concepts were
supported by hope and grit literature review€a(rochi et al., 2007; Day et al., 2010;

Rand et al., 2011Duckworth et al.2007 Grasgreen, 2018nyder, 1995Snyder et al.,

2002) aswellasgevel oping from the ClI responses. i
education attainmento was a response that
Twenty-six percent (28 of 107)imdc at ed t hat there was a fAfoc
Emergent from the ClI was 31% (33 of 107) i
higher educationwhi | e 27% (29 of 107) responded wi't
When disaggregated by subgroups, ¢hatio graduated and transferred responded with
Aperseverance and passion for education at
illustrated in Appendix O.

Motivation, persistence, and sedfssessment n exami ni ng- t he t her
efficacy, threesibt hemes emer geilp e MInod i & adt ® s0ENE s me nt . ¢
These concepts were supported by the literature. However, in several instances, emergent
responses from the critical incidents provided additional context to theskeesubs.

AMotivati ono was associated wpgeddixt hr ee
P. Thirty percent (32 of 107) indicated th
and push from family and/or friends-0 This

efficacy BouffardBouchard, 1990Bye et al., 2007; Lent et aRP02; Linnerbrink &
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Pintrich, 2003; Pintrich & DeGroot, 1990; Schunk, 20&#) Dinter et al., 2011,

Zimmerman et al.1992).Novel to the reverse transfer experience literature and emergent
from the ClI were the following: 36% (39 Of
hi gher education opportunities upon being
they wanted to Aprove people wrongdg68%about
of those who indicated they wanted to Apro
(25 yearsold or older). Moreover, those who were in the subgignaduated and
transferredresponded at the highest frequency (44%).

APer si st enc e ovaftoilolnooweads fanmtotmdr e e mer gi ng
responses associated with Apersistenceo ar
data, 20% (21 of 107) said that failing atthefgue ar fAwas not the endo
academic career. Twenfgurpercen(26d 107) of the respondent s
work through this set back. oeffitdeyditerature e spons
(Pajares, 1996, 2006; Schunk, 1995, 20@® Dinther et al., 20)1New to the reverse
transfer literature and developfdm the Cl was 25% (27 of 107) of the respondents
noted that Afailure would not define them
respondents that sai d, G3oaveré male.dn digging leepem ot d
those within the subgroupgraduated and transferretiad the highest rate of responses
(44%).

Finally, many indssasemenat bormrobéghsehif.
These are displayed in Appendix R. Twetwyp percent of respondents indicated that
they fAineeded help and/ or assi-a¢pement®fdoc dur i n

respondet s indicated fAassessing what were thei



11¢

responses were reinforced by sefificacy literature Bandura, 1997Bong and Skaalvik,
2003 Palmer, 2006van Dinther et al., 20)1However, emergent from the Cl and new
tother¢ er se transfer | iterature was 32% (34 o
searchingodo to understand what was their me
responded under fisoul searchingd and asses
nontraditonal students (25 yeardd or older).

What do reverse transfer students report as the experiences and learning
they needed that enabled them to succeed at the community colleger?order to
respond to this suQuestion, critical incident responses weltestered and suthemes
developed. The responsesandsube mes provi ded expl oration
participation @ bdny and fAsoci al / cul t d2idemtifieeempergenti enc e s
codes from the Cls and are categorized with the linked theme aitldesub. These
responses are further examined through their associaté¢tiesuls in the following
sections.
Tablel2

Sub-Question Two Critical Incident Emergent Cade

Code Sub-Theme Theme

ability to take advantage of things
provided by faculty/staff and apply tq Problem Solving
their betterment

asking professors/staff for help Active Participation

seeking opportunities to give back Vulnerability

given thissecond chance

ability to prioritize Decision Making

. Buy-In
put in the work to get good grades Focus

welcoming campus space

Environment

institution commitment to students Social/Cultural Experiences

took honor courses Opportunity
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Involvement,problem solving, and vulnerabilityThe first grouping of sub
themes centered around the t hltemsindubedinact i v
Ai nvol,vwemeorbtl e mas ol & v nlgn e-thantes weie gudeddy tBeu b
literature and also bgmergent responses from the critical incidents.

The first group of responses revolved around thetstibe me fAi nv ol vement
are displayed in Appendix S. The critical incidents showed that 60% (64 of 107) of
respondents repliedatmbpats tpheoygramar taindi/ pat e
five percent (37 of 107) responded as fAdpar
assignments. o0 Lastly, 31% (33 of 107) of t
with faculty and/oristhboftbeAseRpkowedki 48§
responded were nontraditional students (25 yelr®r older). All three subgroups
identified with participating in campus programs at similarly high frequencies: enrolled
in community college 59%, graduated artdansferred 59%, and graduated and
working - 60%. However, the subgrougraduated and workifigesponded with highest
response rates for fdAparticipation in class
(50%). These responses were supported ésatire surrounding student development
and higher educatiorétin, 1984; Chaves, 2006; Tinto, 1993

Next, responses surrounding the4ub e me fpr obl em sol vingodo
are displayed in Appendix T. Thirgix percent of respondents (39 of 10Wicated the
Aability to determine the right opportunit
successful. o0 Emergent from the ClI response

was 42% of the respondents {(ythiakeadvania@e7) des
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of opportunities provided by faculty and/ o
those who graduated and were working ident
opportunities for t hems el dvantage of oppdrtlbjtiecsand t h
provided by faculty/staff for their own be

Then, responses clustered around thetstlbe me of Avul nerabi | it
and displayed in Appendix U. Fortwo percent (45 of 107) oespondents noted that
they Al ooked for and r esixeerces df responddnts @%®of r e s o
107) indicated that they fall owed themselyv
Adding to the literature on reverse transfer and develtpedthese CI responses were
47% of respondents (51 of 107) indi©oated t
while 41% (44 of 107) indicated that they
communities an dwhowerecparl acheesgbgroupgraduatedsand
workingi fas ked professors/staff for helpodo (60%)
subgroujpgraduated and transferied | ook ed f or resourceso (56%

Decision making and focusThe next cluster of sutheme s, fideci si on ma
and Nfoewvwd ved around ntohett Hédme cofmmiumuyt y c o
literature provided a foundation for these ¢hbmes to develop, Cl responses evolved to
provide areas to further explore during the interview phase.

ADeci sion makingo responses were ident.i
Twentyei ght percent of respondents (30 of 107
same mistakeso that had in pervious coll eg
reverseransfer and developing from the critical incidents was 19% of respondents (21 of

107) indicated they had Athe ability to pr
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assignments at the top of their lists. Those in the suipggraduated and workiiig
indicated Athe ability to prioritizeo (40%
the highest rates.

AFocus 0 wa sthemédrecognized its assogidited responses are displayed
in Appendix W. Twentyfour percent (26 of 108) of respondents shicecty wer e A mor e
disciplined Whi | e, fourteen percent (15 of 108) w
set out for Both of these responses align with the literature on grit (Duckworth et al.,

2007). Emergent from the CI and new to the literature onseueansfer was 27% (29 of
107) of the respondents indicated that the

Environment and opportunity The last set of suthemes associated with sub
guestion two were fAenvi r on-tmemedlar developedi o ppor
into the | arger fisocial/ cultural experienc
highlighting trends associated with each-tiubme.

I n exploring the respons esubteemnastary-i at ed w
seven percent (40 0of 108dn cat ed the Asupportive faculty
college was important. Surfacing from the critical incidents and new was 27% of the
respondents noted the Awelcoming campus sp
of 108) of respondentsnoticd t he Ainstitutions commitment
of those who indicated the fwel coming camp
old or older). When disaggregated into subgroups, those who identified with the subgroup
T graduatedand workgii not ed t he fAsupportive facultyo
campuso (40%) at t he mostigmduatedmand transfeorade wi t

inoted the Acommit ment of institution to st
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Last !l y, fenegedl astsuthermetagddesponses were grouped and
displayed in Appendix Y. Twenty hr ee percent of respondents
and/or staff for various internships, programs,, ethile 25% saw the community
college as a fichainecg &dobrhiaghew é&eégcati on. o
response and new to the literature on reverse transfer was that 17% of the respondents (18
of 107) Atook honors courses. o0 A majority
nontraditional aged (25 yeaodd or older). Those within the subgrougraduated and
transferredn ot ed being fAselected by faculty/staf/
participation, etc.0 (41%) at the highest

What and how do reverse transfer students learn to navigate opportunitgeat
a community college?In an effort to answer this stquestion, responses developed
around the following themes: fAknowl edgeo,
devel opment . 0 Al i gn e d-themes dnd dodegvehieh werk eothe s, w
supported by both existing litetae and emergent from CI responses. TaBldisplays
the emergent codes identified from the CI responses. Data from the CI are clustered with
the particular theme and stittemes.

Table13

SubQuestion Three Critical Incident Emergent Codes

Code Sub-Theme Theme

know importance of asking for Previous Knowledge of College
help Knowledge

failing is OK Contextual Knowledge

getting to know faculty & staff

participated in activities, projects| Interaction with Others Skill Development
events, researchic.
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College knowledge and contextual knowled@eesponses were categorized
around the theme fiknowledge. o0 I n particul a
Acontextual k n-themkesecrbgiesl because ofehe espdnses. The literature
provided concepts to further explore, however, new respofsesraerged to support
these suithemes.

The first set of responses devel oped ar
(Appendix Z). Learning from experience literatuBo@d, 2005 Boud et al., 1991; Jarvis,
2009 provided context for some of the critical ident responses. Twengight percent
of the respondents (30 of 107) indicated t
experiences. 0 Of these respondeodos, 57% we
older). However, new and emergent from the criticalliet was that 15% (16 of 107)
noted fAiknowing the importance of asking fo

ACont extual knowl edged responses al so e
(Appendix AA). Most importantly, new and developing from the critical incident was
that 54% ofthergsondent s sai d Afailing i sdentflecay. 0 Of
high response ratesnrolled at the community college (56%), graduated and transferred
(52%), and graduated and working (50%).

Reflectionron-action and sense of belonginghe nextset of suthemes
devel oped around the theme the flearning p
that revolved around the stbh e mes of-ordceéf b@ot maod fisense o0f
These responses and data are discussed presented below.

Exp oring the data set showed 40% (43 of

in themsel ves with -edastiors (Appendix BBjAko, thdseey r ef |
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within the subgroupgraduated and workifigdentified at the highest rate (50%) for

having Aconfidence in themselves with educ
they Anfelt connected to faculty, staff, an
they Afelt | i ke theteeegponses provaeledeahtexdto tBetbabie o f

of fisense of belongingd (Appendi x CC) and
2012).

Community college experience and interaction with othdfgmally, the last
group of suthemes surfacedaroufids ki | | devel opment. 6 The #fc
experienceo (Appendi x DD) and Ainteraction
that developed from responses to the critical indecent questions and supported by the
literature reviewedJarvis, 2001, 2006Vlerriam et. al., 2007; Roberts, 200Responses
and patterns are discussed below.

Forty percent of the respondents (43 of
coll ege experienceo presented Aopportunit:i
percentbf those respondents were 25 yealsor older. Likewise, those in the subgp
graduated and transferiigésponded at the highest rate (48%). Next, 31% of the
respondents (33 of 107) noted fAiguidance fr
with others. New and emergent from the responses was that 36% (38 of 107) identified
Agetting to knawdf 8% t{Be6amd d0af)f particip
project, events, and/or research i ndegroups
with fAinteraction -olddrdlderot her so were 25 yea

What hinders the academic progress of reverse transfer students during their

time at a community college?In order to address this research-gulestion, two
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di stinct themes oomér bad:r ifeirsdt ianad Aper sona
responses and stbh e mes associated with #Ainstitution
Acour ses,/ sBlcohceadiumidoens he ficommunity co-ll ege re
t hemes associated wi tde di phefresaorn adf hfi anidlruarnec ea
of conf i dgdileseatedthelemdrderd codes and themes anthsnbes

associated with this sudpuestion.

Table14

SubQuestion Four Critical Incident Emergent Codes

Code Sub-Theme Theme
remedial courses
information wasn't clear when | Courses/Schedule
applied

travel time to campus

: : Institutional Factor
needed to take several trains & Location

buses to get to campus

thought it wasn't a good school

cause it was a CC CC Reputation

fell into thesame habits
failed my first test
worried | couldn't do the work Personal Factors

thought | couldn't succeed in Lack of Confidence
college

Fear of Failure Again

Courses/schedules, locations, and community college reputatR@sponses
were grouped according to the followingsuth e mes of fAcolrceasd/ isarm e d
and Acommunity coll ege reputation. o These
reverse transfer and emerged as institutional hindrances reverse trartsetsstace at

the community college. The data showed a small group of respondents indicated

=t
=]

Aremedi al courseso (4 of 107 [4%]) and

(3 of 107[3%]) as course and schedule conflicts (Appendix FF). Nine p¢t€eot 107)
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noted the Atravel time to campuso and si X
several trains and buses to get to campuso
those who indicated the last respes, 15% were in the subgrégpaduate and
transferred. Finally, six percent (7 of 10
school 6 because it was a community coll ege
Fear of failure again and lack of confidencdn exploring barriers to success,
several personal hindraes were identified. These responses were also new to the
literature on the reverse transfer experience and developed through the responses to the
critical incident questions. Subh emes of dAfear of failure age
of conf i cedixdepemerdgedthrpugh the coding process. Eleven percent (12 of
107) indicated they Afell into the same ha
Afailed their first testhemwdiach MMreai defs fc:
Lastly,13% (14 of 107) identified as fAworried
(7 of 107) Athought theiygriofuyidm@tt seicrc e@lda
confidence. 0 More than half of those who w

nontraditioral aged.

Critical Incident Responsesi Contributions to Interviews

The responses to the critical incidents provided context and foundation to enhance
the interview protocol. The first iteration of the interview protocol was devised from the
literature eview. Additionally, critical incidents addressed gaps in the literature. Of note,
responses surrounding dDipiempaantabafyirfoavit hut e o
bounce back from failured hop e d ot t viapg @ ron] B8 $ @dsdssEnento

Aprobl emdbeol mwendgdoeicliistiyp i f oaddesnnvgi r,oon me n t
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Aoppordpnevyous co,ldcagret exntound @ idigred wit eed g ® n a |
barriers and fApersonal hindranceso were discove
importance were the number of nontraditional aged respondents, those who were 25

yearsold or older, who identified withsub h e mes of t he Ai mpact of
individual, B s @dsdssmentd e n v i r,obnonpepnotr t uni ti eso and t he

procecse and fAskill devel opment. 0 These items

and referenced back to the literature.

Interview Participants

An overview of interview participants was presented in Chapter Ill. These
participants were drawn from critical incident responses and agreed to discuss their
revere transfer experiences further in a-on@ne interview. The interview date, time,
and locéion was agreed upon. Sixtwo critical incident respondents indicated they
would be interested in discussing their reverse transfer experience durindegthn
interview, 37 interviews were scheduled, 28 were conducted, and nine were no shows.
Email ard phone call outreach was conducted for those who did not show, to no avail.
Twenty interviews were conductederson, while eight were conducted over the
phone. Tabl@ in Chapter Il providd participant demographic information including:
subgroup, pagdonym, Cl respondent number, gender, age, time between dismissal/stop
out until enrollment at the community college, GPA at time of interview, and race. The

foll owing section provides a brief Dbiograp
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Abe

Abe is a 23yearold African American male who, at the time of the interview,
was enrolled at the community college. He transferred after experiencing academic
difficulty at a local private fougear institution. Abe played basketball for the private
four-year school and then had a seflicted injury, which caused his academic
downward spiral. Instead of appealing grades, Abe decided to leave theéour
institution and have a new start at the community college. He is currently waiting for
eligibility to play on the community college basketball team. Abe recently lost his mother
and noted the support he has received from the athletics staff and coaches through this
difficult time. Abe is mindful of the relationships he has and the support these
relatiorships have provided for him. He often looks for validation from his father or

others and is still developing his sense of self.

Andrea
Andrea is a 24yearold Trinidadian firstgeneration college student. When
interviewed, she was enrolled at the comityucollege after being dismissed from a
four-year City University of New York (CUNY) institution. Her GPA at time of
interview was 2.3. Prior to being dismissed, she attended two other CUNYeaur
institutions. She was dismissed from the last4fgear institution after a year of
attendance. In addition, Andrea worked two jobs during her time at thgdaur
institution. She describes her academic downfall as not having the ability to juggle two
jobs and be there for her family. Andrea started attimemunity college the following
semester because of a union scholarship sh

She notes that she is taking full advantage of her opportunity at Kingsborough because of
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the friendly environment and knowing that thare many other students who are in

similar situations and are trying to bourzack academically. Andrea still seeks approval
from her parents and her significant other. She often described the rules she followed
because of strict her parents but moremdgdias developed her own voice and sense of

self.

Brienne

Brienne is a 2#earold African American female who, was enrolled at
Kingsborough Community College at the time of the interview. She began her higher
education journey at a CUNY fowear ingitution. She is a firsgeneration college
student and attributes much of her initial academic difficulty to being the first in her
family to go to college and the fasaced college environment. Brienne was placed on
probation at the fodyear institutiom and took a year break from college. When she tried
to register for courses, she was notified that she would not be allowed back due to her
poor academic standing. She learned of the opportunity at Kingsborough through her
counselors at a community basgdanization and enrolled. She made a strong
connection with faculty and has attributed much of her success to those relationships. She
also describes her time at Kingsborough as an important time that she was able to
discover more about herself and hderasts. At the time of the interview, Brienne had a
3.2 GPA and was scheduled to graduate at the end of the spring semester. Brienne was
expressive in describing her thoughts and feelings. She had a good understanding of the
situation she was in and appiated the relationships she developed and natured to

become successful.



Bruce

Bruce is a 38/earold Hispanic male, who graduated from Kingsborough with a
2.2 GPA and is currently working at the community college. Bruce describes how his
disability hagplayed a role in his academic struggles, but more recently how it has played
an important role in his achievement. It took eight years for Bruce to return to higher
education. During that time, he got married and had a child. He also describes the
challerges of working and paying off a balance at his previousyear institution in
order to enroll at the community college. Bruce attributes much of his success at the
community college to the support of his family, his counselors, and the resources
available. He notes that he grew personally and was able to come out of his shell and be
himself. Bruce acknowledged the importance receiving validation of his
accomplishments from his mother, sisters, wife, and child. He was developing a stronger
sense of selffeer years of struggling with his own identify as an individual with
disabilities. He valued relationships and sought to further enhance and develop those

relationships.

Carl

Carl is a 31yearold male, who was currently enrolled at the community gelle
at the time of the interview with a 3.9 GPA. He began his higher education journey at a
community college in another state. After a year, he transferred to a CUNYeaur
institution. He was enrolled for six years and then was dismissed due to pdemac
standing. Carl was working during his time at the fpe@ar institution and after his
dismissal worked fultime. He enrolled at Kingsborough after a-gear break with

support from his fiancé. He attributes much of his success at Kingsboroingh to t
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experiences he had during his break from school. He says he is motivated for college
more than ever before because of his exper
strong sense of self and could articulate what he needed to do to be succdsiuieW

sought validation from his fiancée, he also described other important relationships that

have supported him.

Carol
Carol is a 54earold African American female, who started her educational
journey in 1970. At the time of the interview, she wasolled at the community college
with a 3.43 GPA. She returned to college after &r brealand is a firsigeneration
college studentShe initially left a CUNY fowyear institution on academic probation
and pregnant. Subsequently, she was throwmblaer house and forced to live with
other family members and prostituted to make money. She is a survivor of the 9/11
attacks and super storm Sandy. Although she has experienced many tragedies in her life,
she has returned to school with a renewed passid the support and tutoring of her
seven children. Carol has a very strong sense of self, she has a sense of direction, and has
taken advantage of her experiences to change. She knows who she is and what she stands

for.

Daryl

At the time of the intesiew, Daryl was 29ears old and enrolled at
Kingsborough Community College with a 2.47 GPA. Daryl was dismissed from a CUNY
four-year institution. He had spent a year at the CUNY-j@ar when he became less

and less interested in classes. His motheabme i | | , and he started
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caregiver status ultimately led him to missing classes and dismissal. It took seven years
before he enrolled at Kingsborough. During his time away from higher education, he got
married, cared for his mothemd worked odd jobs. His wife ultimately encouraged him

to return to school. Daryl notes that his success at the community college is due to his
motivation to learn, and to create a better opportunity for himself, and the supportive
environment. Daryl is &irst-generation college student. Daryl is still developing a sense

of self and is still trying be accepted for who he is and what he has accomplished.

Dawn

Dawn is a 34yearold African American female who, at the time of the interview,
was enrolled aKingsborough. Prior to attending Kingsborough, she spent three and half
years at a CUNY foudyear institution. She notes the fastced environment, family
issues, and 9/11 as the factors for her academic spiral. She left Hyedoumstitution on
her avn, knowing she would eventually be dismissed. During her time away from
college, she served four years in the Navy, bounced between jobs, and had a child. Prior
to enrolling at Kingsborough, she spent a semester at another CUNY College, but
decided not t@ontinue. She eventually enrolled at Kingsborough and cites much of her
success to her experiences in the Navy,
motivation. She had a 2.17 GPA when the interview was conducted. Dawn has a strong
sense of whahe is and the importance of her relationships and the systems around her.

She has defined who she is and has a strong sense of direction.

t

h
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Enrika

Enrika is a 36yearold first generation West Indian female, who graduated from
Kingsborough. She is currently working at another community college as an advisor.
Enrika began her higher education journey at a CUNY-year institution. During her
first year, she experienced academic difficulty and started to disengage from school. She
notes that she felt no connection to the institution and did not want to attend the
institution in the first place. Ultimately, she was dismissed after her first yearakhaik
research and found an opportunity at Kingsborough. She took full advantage of this
second chance and ultimately flourished. While she experienced similar difficulties her
first semester at the community college, she made connections with her &xlttye
supportive environment. She graduated the community college with a 3.24 GPA. Enrika
is still developing a sense of self. Often, she looks for validation from her parents or

others. Her thoughts and beliefs are somewhat shaped by others.

Eugene

Eugene was enrolled at Kingsborough at the time of the interview. He was 27
years oldand firstgenerationEugene describes how his medical condition first led to his
academic difficulty at a CUNY fouyear institution. After four years, he dropped out.
After several surgeries and encouragement from his physician, he enrolled at
Kingsborough after a fivgear break from college. While he still faces challenges due to
his medical condition, he had a 3.22 GPA. He attributes much of his success at
Kingsborougho the supportive environment and his own determination to achieve his
goals. Eugene is still developing a sense of self. He has relied on his relationships to

move forward and has started to develop his own thoughts and beliefs.
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Glenn

Glenn is an Asiamale, who was enrolled at the Kingsborough at the time of the
interview. He boasts a 3.24 GPA and notes he finally feels comfortable in college. Glenn
was dismissed from a CUNY fowyear institution. He scheduled all his classes on two
days in order to wd the other five. A turning point during his time at the fgaar was
when a professor marked AESLO on omaxa of hi
first-generation college studemtfter some research, Glenn found an opportunity at
KingsboroughHe took a semester off and enrolled at the community college. He notes
his success at Kingsborough is due to the supportive faculty, less pressure, and growing
personally. Glen is still developing his sense of self. He is very influenced by his family
ard looks to follow the guidance and goals set by them. He was extremely worried about

what his parents thought of his failure and still speaks to those challenges.

Lori

Lori is a 4tyearold Hispanic female, who was enrolled at Kingsborough
Community College when the interview was conducted. She is -@érsration college
student. Her educational journey began at a prestigiousyéaurinstitution in the New
England aea. After spending a year in college, she felt lost, and her grades suffered. She
returned home and became more involved in advocacy. She then worked for several
years, got married, had two kids, was a victim of domestic violence, divorced, and faced
homdessness. She looked to restart her educational journey at several other institutions,
but always found herself back in the same situation: Not ready. After twenty years, Lori

has found a home at Kingsborough. She finally feels empowered and had a 3.63 GPA
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Her success, as she cites, is due to her life and work experiences, her own personal
growth and focus, and Kingsboroughos envir
the years, her experiences have helped shaped her thinking and developmaetifyf ide

She knows where she is going and what she needs to do to accomplish these goals.

Maggie

Maggie is a 45/earold female, who took courses at Kingsborough and is
currently enrolled at a fowrear institution. Maggie is a veteran and notes the exingdis
she faced reintegrating back into academia after her military service. She was working
full-time, going to school fultime, and trying to reintegrate. She subsequently left the
CUNY four-year institution on probation and enrolled at the communitgge. She
finished at the community college with a 3.14 GPA. She attributes much of her success at
Kingsborough to her own determination, the environment, and the ability to use the Gl
bill. Magagie is still developing a sense of self, she is still guliethe rules of the

institution and it has taken a while for her to challenge these assumptions.

Max

Max is a 3Byearold Hispanic malefjrst-generationywho graduated from
Kingsborough Community college and is currently working. Max was dismissecafrom
CUNY four-year institution after an unsuccessful third appeal. He left with four years of
college experience and says a lot of his academic difficulties came from his association
with a fraternity. After his dismissal, he found a second chance oppgratni
Kingsborough. He graduated from the community college with a 3.36 GPA. Max credits

much of his success at Kingsborough to developing his networking abilities, the
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environment, taking advantage of opportunities, and personal growth. Max has a strong
sense of self and is appreciative of the supports and networks he has established. He has a

sense of direction and knows the steps he needs to take to achieve his goals.

Melo

Melo is a 26yearold African American male who graduated from Kingsborough
andis currently attending a CUNY fotyear institution. Prior to coming to
Kingsborough, Melo was dismissed from a CUNY fgear institution. He attributes
much of his academic difficulty to not being ready for college immediately after high
school. After dour-year break, he enrolled at Kingsborough. He also credits much of his
success to his participation on the basketball team and networking at the community
college. He graduated the community college with a 2.89 GPA. Melo is still developing
his sensefoself. He relied heavily on his support systems and networks to be successful.
He is influenced by the beliefs and networks around him, but continues to look to move

to define his own identity.

Merle
Merle is an Asian male, who is a-g6arold first-generation college student.
Merle graduated from Kingsborough Community College with a 3.93 GPA and is
currently attending an Ivy League college. He was dismissed from a CUNYydaur
institution after one academic year. During hisyear break, he workkfull time and
researched opportunities to continue his education. He came across a second chance
opportunity at Kingsborough. -rédlzation, of Mer | e

personal growth, and the supportive welcoming environment at Kingsboidegdke. has
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a strong sense of self and identity. He has really reflected and been thoughtful of his
whole reverse transfer experience and generated a larger understanding of his purpose

and meaning. He also has adapted and changed throughout this process.

Morgan

Morgan is a 3dyearold AfricanrAmerican male, who graduated from the
community college and is currently enrolled at a fpear institution. He graduated from
the community college with a 2.06 GPA. Morgan describes the challenges of life
circumstace as part of his dismissal, since he was an expecting father and worked full
time. Morgan began his higher education journey at a CUN¥year institutiorand
was firstgenerationHe does not have a strong sense of self and continues to be

influencedby the systems around him. He is mindful of his own needs and interests.

NikKki

Nikki is a 26yearold African American female, who graduated from community
college with a 2.98 GPA. Nikki dropped out from a CUNY fgear institution, and then
attended tw other fouryear institutions before enrolling at Kingsborough. She enrolled
at Kingsborough following the semester she dropped out. Nikki is currently employed at
Kingsborough Community College as an academic advisor. Nikki has a strong sense of
self andidentity. She has valued the networks around her and has often used her
experiences, as a reverse transfer student, with the students she works with. She has her

own thoughts and beliefs and knows the impact she can have on others.



13¢

Oksana

Oksana is a 2yearold Caucasian female, who was enrolled at the community
college. She was dismissed from a CUNY fgaar institution after graduating from
another community college. She is currently taking a leave from higher education to
focus on workWhile she has not earned a GPA at the community college, she attributes
must of her personal success to finding herself at the community college. Oksana is still
developing a strong sense of self. She is very reflective but often times is influenced by
the beliefs and values of others. She often sought validation from others and saw people

as a means to an end.

Olivia

Olivia is a 24yearold African American female, who was enrolled at the
Kingsborough Community College when the interview was conduttedGPA at the
time of interview was 2.77. She dropped out of a CUNY -fgar institution due to a
combination of working futtime and her pregnancy. She did not have academic support
or anyone in her life to speak with because she was ayéirstraton college student. She
worked fulktime to support herself and attributes much of her success to thékolbse
support system at Kingsboroutitat allowed her to b a position to earn her associates
degree. Oliva has developed a strong sense oHslidentity has been shaped by her
experiences and life challenges. She has created networks and supports that have allowed

her to succeed at this second chance opportunity.
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Paul

Paul is a 2dyearold Caucasian male, who was enrolled at the commanitege
when the interview was conducted. His current GPA is 3.18. He was dismissed from a
CUNY four-year institution and enrolled at Kingsborough Community College after a
semester break. Paul is a figgneration college student. Paul emphasizes leowds
able to study areas of interests at the community college, thus allowing for greater
success and enjoyment of learning. Paul is still developing a sense of self. He often

looked for validation from others and cared what others thought of him.

Rick

Rick is a 25yearold Hispanic male, who graduated from the community college
and is now working. He left the community college with a 3.27 GPA. He was dismissed
from a CUNY fouryear institution. Rick is a firsjeneration student, went through
several major surgeries and some setbacks, which ultimately lead to his dismissal. He
was discouraged by the lack of communication he was receiving from thyeaiur
institution on procedures to appeal grades and better himself. As he reflects on his time at
Kingsborough, he attributes much of his success to being an environment where he knew
other students were in the same situations as he was in, reverse transfer. He also describes
the caring environment and supportive faculty. Rick has developed a strongfsszie o
He has established his beliefs and values. However, he still struggles with system

exceptions verses his own needs.



Rosita
Rosita is a firsgeneration African American female, who is 28 yezds When
the interview was conducted, she veagolled at the community college with a 2.41
GPA. She was dismissed from a CUNY fg@ar institution. She took a year break in
order to work and support herself financially. Her determination to obtain a degree
motivated her to peruse opportunities tvatld allow her to succeed. She found the
New Start program. She attributes much of her success at Kingsborough to the supportive
faculty and her own discovery and growth. Rosita is developing her sense of self. She

still is influenced by the beliefs ofleérs but has made strides to create her own identity.

Sasha

Sasha is a 2§earold Caucasian female who graduated from the community
college with a 2.54 GPA. She was dismissed from a CUNY-year institution due to
her remedial needs. She was disappointed to know that remediation hindered her ability
to progresat the fouryear institution. After a semester break, she enrolled at
Kingsborough. Sasha decided to embrace her new start at Kingsborough by participating
in various events and opportunities. Sasha attributes much of her success at
Kingsborough to the capus diversity, academic and-carricular programs, and student
and family support systems. She explains how Kingsborough has allowed her to grow
both professionally and personally. Sasha has a strong sense of self and has established a
sense of identityShe is independent and appreciates the networks and supports that have

allowed her to succeed.
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Shae

Shae is a 2§earold Middle Eastern female, who was enrolled at the community
college when the interview was conducted. She was dismissed from a fOuNyéear
institution and tok eight years ofbefore enrolling at the community college. She is a
single mother and accredits much of her success to her growth adiéselfery at the
community college. Coupled with the support of faculty and programs, she has excelled
at the community college. Alh¢ time of interview, had 3.97 GPA. She is afirst
generation college student and is scheduled to graduate at the conclusion of the spring
2017 semester. Shea has strong sense of self and identity. She is very reflective and has
her own set of values aneliefs. She stands by her decisions and explores her thoughts

and feelings to better understand herself.

Sophia

Sophia is an African American female, who is 22 years old. When the interview
took place, she was enrolled at the community college afteg lgsmissed from a
CUNY four-year institution. At the time of the interview, Sophia had a 2.16 GPA. She
attributes much of her success to her faculty members and her advisor in the New Start
program. She enrolled at Kingsborough the semester after hassis. She works and is
a firstgeneration college student. Sophia is still discovering herself. She sees views
college as a means to an end. She is still influenced by those around her and struggles

with her identity.



Spencer

Spencer is a 28earold Hispanic male, who was enrolled in a rigorous program
at a private fouyear institution. He left the fowrear institution before he was dismissed.
He cited a mental breakdown from the amount of pressure to succeed in his program. He
took a semester ofind enrolled at the community college. He took courses at the
community college and ultimately transferred to a CUNY Hgear institution. He left
the community college with a 4.0 GPA. He noted his success at the community college
was due to the abilityotexplore course and majors, and having the support and
encouragement of faculty and staff at the community college. Spencer is very reflective
and has a strong sense of identity. He has embraced his experiences and has his own sets
of values and belief$le appreciates and values the networks and supports that have

allowed him to be successful and looks to use his experiences as inspiration for others.

Tara

Tara is a 3dyearold African American femaldjrst-generationwho graduated
from the communitgollege with a 3.77 GPA and transferred to a {fgear institution.
She describes the challenges with her own mental health as the impetus of leaving her
initial CUNY four-year college in poor standing. Tara intends to be an advocate for
mental health. Shieas developed a strong sense of self and has identified her own sets of
values and beliefs. She has described how this has been a challenge for her over the
years, but she has come to a place where she accepted her identify. She plans to user her

experieres to help others who struggle with similar issues.
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Summary

The chapter discussed Kingsborough Community College as the study site. The
New Start program was presented, along with transfer entrant informatieto;fell and
fall-to-spring retention, and graduation data. Next, an overview of critical incident
regpondents was presented. These CI responses were analyzed and trends were explored.
These patterns informed the next coding scheme for the interview transcripts. The chapter

concluded withp a r t i diogoaphmes. s 6



141

ChapterV

FINDINGS AND ANALYSIS

Al am not perfect. Everybody goes through

yourself up and how you kind of work towards progressing [in] life, that's what really
makes iooiu. O

The findings and analysis of study are presented in this chapter. The chapter
begins with the organization of findings. Findings are organized by research sub
guestions and arranged by themes. These themes are supportedhisnmsedand codes
establishedby the interview data. Embedded within the findings are any demographic

and subgroup trends or outliers. The chapter concludes with a summary.

Organization of Findings

This chapter presents emergent themes as they look to address the following

reseach question and sub research questiblzsv do reverse transfer students overcome

previous failure in order to succeed at a community coll&g?questions included:
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1 How do reverse transfer students describe the impact of their reverse transfer
experiencen succeeding at the community college?
1 What do reverse transfer students report as the experiences and learning they
needed that enabled them to succeed at the community college?
1 What and how do reverse transfer students learn to navigate opporturaties a
community college?
1 What hinders the academic progress of reverse transfer students during their time
at a community college?
The studybés findings are presented in Tabl
coding scheme (Appendix G). Findings are organized based upon interview data related
to the research question and sjlestions. The findings are presented in the faligw

sections:

=

Finding One: Reflection, Resiliencand SeHEfficacy

1 Finding Two: Active Participation, Buin, Social/Cultural Experiences

1 Finding Three: Knowledge, Learning Process, Skill Development

91 Finding Four: Institutional Barriers and Personalddances
These sections feature rich descriptions and analysis which is supported by direct
guotations from interview transcripts, highlighting unique perspectives and experiences.
Tables are featured throughout this chapter and in Appendix LL through éippdni.
to visually see patterns and trends (Creswell, 2013) amongst the data. These tables
present participantds response frequencies
aligned responses, demographics, subgroup, and time between dismissal gndiatr sto

to enrollment at community college
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Organization of Findings
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Research Sub Question #1

Research Sub Question #2

Research Sub Question #3

Research Sub Question #4

How do reverse transfer student]
describe the impact of their
reversetransfer experience in
succeeding at the community

college?

What do reverse transfer studen

report as the experiences and

learning they needed that enablg

them to succeed at the communi
college?

What and how do reverse transfq
students learn to na\age
opportunities at a community
college?

What hinders the academic
progress of reverse transfer
students during their time at a

community college?

Finding 1: Reverse transfer
students demonstrate resilience
and often reflect on their previoug
college falures for selfefficacy in
their community college success|

Reflective Process

1 impact of failure (self)
enrolled at CC (15 of 15 [100%)])
graduated & transferred(7 of 7
[100%)])
graduated & working (6 of 6
[100%)])

1 perceived impact of failure or|
others
enrolled at CC (11 of 15 [73%])
graduated & transferred(5 of 7
[71%)])
graduated & working (2 of 6
[33%)])

1 personal growth
enrolled at CC (9 of 15 [60%])
graduated & transferred(5 of 7
[71%])
graduated & working (4 of 6
[67%])

Resilience

1 ability to bounce back from
failure
enrolled at CC (14 of 15 [93%])
graduated & transferred(7 of 7
[100%)])
graduated & working (6 of 6
[100%)])

1 hope and grit
enrolled at CC (12 of 15 [80%])
graduated & transferred(6 of 7
[86%])
graduated & working (5 of 6
[83%])

1 long term goals
enrolled at CC (14 of 15 [93%])
graduated & transferred(5 of 7
[71%])
graduated & working (6 of 6
[100%)])

1 selfassessment
enrolled at CC (14 of 15 [93%])
graduated & transferred(7 of 7
[100%])
graduated & working (6 of 6
[100%])

Finding 2: Reverse transfer
students describe their active
participation, social/cultural
experiences and btip at the
community as experiences and
learning needed for success.

Active Participation

1 involvement
enrolled at CC (10 df5 [67%])
graduated & transferred(6 of 7
[86%])
graduated & working (6 of 6
[100%])

1 problem solving
enrolled at CC (14 of 15 [93%)])
graduated & transferred(7 of 7
[100%])
graduated & working (5 of 6
[83%])

1 vulnerability
enrolled at CC (13 of8[87%)])
graduated & transferreid(6 of 7
[86%])
graduated & working (5 of 6
[83%)])

Emotional Buy-in

1 decision making
enrolled at CC (13 of 15 [87%)])
graduated & transferreid(3 of 7
[43%))
graduated & working (5 of 6
[83%))

1 focus
enrolled at CQq12 of 15 [80%)])
graduated & transferreid(6 of 7
[86%))
graduated & working (4 of 6
[67%])

Social/Cultural Experiences

1 environment
enrolled at CC (11 of 15 [73%)])
graduated & transferred(7 of 7
[100%])
graduated & working (5 of 6
[83%])

1 opportwity
enrolled at CC (12 of 15 [80%)])
graduated & transferreid(7 of 7
[100%])
graduated & working (4 of 6
[67%])

Finding 3: Reverse transfer
students discuss learning to
navigate opportunities through
knowledge attainment, enhancing
their skills,and their learning
process.

Knowledge

1 contextual knowledge
enrolled at CC (12 of 15 [80%])
graduated & transferred(6 of 7
[86%)])
graduated & working (5 of 6
[83%)])

1 previous knowledge of
college
enrolled at CC (13 of 15 [87%])
graduated & transferred(6 of 7
[86%)])
graduated & working (5 of 6
[83%)])

Learning Process

1 reflectionon-action
enrolled at CC (11 of 15 [73%])
graduated & transferred(5 of 7
[71%])
graduated & working (6 of 6
[100%])

1 sense of belonging
enrolled at CC (15 of 18.00%)])
graduated & transferred(7 of 7
[100%])
graduated & working (6 of 6
[100%])

Skill Development

1 community college
experiences
enrolled at CC (15 of 15 [100%)])
graduated & transferred(7 of 7
[100%])
graduated & working (6 of 6
[100%])

{ interaction with others
enrolled at CC (14 of 15 [93%])
graduated & transferred(7 of 7
[100%])
graduated & working (6 of 6
[100%])

Finding 4: Reverse transfer
students face institutional barrier:
and personal hindrances in their
success atommunity college.

Institutional Barriers

9§ courses/schedule
enrolled at CC (3 of 15
[20%])
graduated & transferreid(3
of 7 [43%)])
graduated & working (3 of
6 [50%])

1 location
enrolled at CC (6 of 15
[40%])
graduated & transferreid(0
of 7 [0%])
graduated & workingi (3 of
6 [50%])

 poor communication
enrolled at CC (5 of 15
[33%])
graduated & transferreid(1
of 7 [14%)])
graduated & working (3 of
6 [50%])

1 CC reputation
enrolled at CC (5 of 15
[33%])
graduated & transferreid(1
of 7 [14%)])
graduated & working (1 of
6 [17%)])

Personal Barriers

9 fear of failure again
enrolled at CC (2 of 15
[13%])
graduated & transferreid(3
of 7 [43%)])
graduated & working (2 of
6 [33%])

9 lack of confidence
enrolled at CC (5 of 15
[33%])
graduated & trasferredi (2
of 7 [29%)])
graduated & working (4 of
6 [67%])
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Finding One: Reflection, Resilienceand SeltEfficacy

Reverse transfeatudents demonstrated resilieracel often reflect on their
previous college failures and demonstrate-e#fitacy in their community college
success. Specifically, participants described eleméméflective process, resilienead
characteristics of se#fficacy when describing thepact of the reverse transfer
experience. Table 16 provides participants
subgroup, and participantsod r esghemeaeds whi c

aligned with their responses.

Reflective Process

Thereflective process, of the reverse transfer student, developed into a major
component of student success at the community college. Components of the reflective
process include the impact of failure on oneself, the impact of failure on others, and
personafgrowth. These elements are discussed further in the following sections.

Impact of failureonseltAn i mportant component to Bol
reflective process is attending to the feelings the experience provoked. In this case,
participants describeitie various emotions they experienced through the reverse transfer
experience. All participants (100%) indicated varying impacts of failure. Specifically, all
participants noted varying emotions they experienced when they failed. These emotions

included tte following: ashamed/embarrassmeitaia/scared; depressed
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disappointment; felt like a failure; felt like | failed others; heartbroken/upset; loss of
hope; loss of opportunity; and regret. A significant number of participants identified
feelings of feeling like a failure (100%), becoming depres$88%), arl feding
ashamed or embarrassed (71%). Bruce described the emotional impact of his dismissal in
this manner: Aactuall vy, at first it real ly
when you're young, you're expected to go to college to try to better wasseid
because all my sisters went to college, it
Upon learning of their dismissal from the feggar institution, reverse transfer
students have a variety of emotions. Enrika described the moment she first got the
notificationofhed i s mi ssal as, fAHorrible. I got a | e
could not believe it. |l nearly started cry
Merle summarized when he first learned of his dismissal:
Even before | got theetter, | really had realized that | wasn't doing well. | sort
of expected the letter, but it still hits you hard once you get the letter. It was like
closing a chapter of a book in your life. That this chapter has been closed. It really
felt like | couldnt reopen school again. This chapter meaning college. As soon as
Baruch closed the door on me, it felt like | was shut out, and | couldn't get back
in.
Furthermore, the emotional impact of failure could serve as a tipping point for
some learners. Tara ae#bed how her dismissal added to personal struggles she was
already facing:
Because | felt like a failure. | felt like an absolute failure. It stung. Actually,
right after that, a month after, | was hospitalized for a suicide attempt. | didn't tell
anybody. It was because of City Tech rejection. That was the straw that broke the
camel's back. | was trying to escape from it all. | tend to resort to suicide for
anything like that. If all els&ails, | can just die or whatever. That's what | did.
Througho those years between City Tech and because | was in and out of the

hospital constantly on suicide watch, but that rejection letter, man, it felt like
whew.
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While many participants described feeling depressed, it also highlighted internal conflicts
manystudents faced and other potential mental health concerns.

Appendix KK provides a more comprehensive data display on how participants
responded. Data analysis identifib following feelings: afraid 54% @15 d 28);
ashamed/embarrasse®4% @0 of28); depressed 89% (25 of 28); disappointéd75%

(21 of 2§; failed others 57% (16 of 2§, felt like a failurei 100% @8 of 28);
heartbroken/upsét68% (19 of 28); loss of hoe68% (19 of 28); loss of opportunity

39% (11 of 28); and regrét36% (10 of 28. Notable in the data were the percentage of
nontraditional aged (25 yeaodd or above) respondents to the emotions they felt from
being dismissed or stopping out at the fgaar institution. Specifically, the following

data are highlighted: 60% more of those that indicated feeling ashamed/embarrassed,
depressed, disappointed, like a failure, loss of hope, and/or failed others were
nontraditional aged. Thirtfwo percent of the respondents (9 of Ri&ntified with seven

of the emotional codedentified. When disaggregated by subgroups, those who were
enrolled at the community college had higher frequencies feelings of depressed (93%)
and loss of hopeB0%). Those within the subgrowpaduated and transferii@escribed
feelings such as ashamenhbarrassed/lied (86%), heartbroken (86%), failing others
(71%), and a loss of opportunity (57%). Finally, thosewlentified with the subgroiip
graduated and workifigoted feeling disappointment (100%) and regret (50%) at the
highest frequency.

When conparing interview responses verse critical incident responses, the
following thematic patterns and trends are noted. Overall, there were higher interview

response rates for those enrolled at the community college in the following areas:
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