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Abstract of Dissertation
Perceptions on Intelligence and Self-Efficacy: Aa(ative Study of Students Enrolled
in Transitional Education Reading Courses in then@ainity College

It is vital for adults to have a college degresustain or improve their quality of
life (Broad, 2010). Itis during the college ehmoént process that many adults discover
they are underprepared for college-level coursew@dnsequently, they are required to
enroll in transitional education courses in mathtimg, and/or reading to prepare them
for college-level coursework (Roueche & Waiwaid@809). The Condition of Education
postulates that the need to enroll in transiti@thication reading courses is the “most
serious barrier to degree completion” (U.S. Departhof Education, 2004, p. 63). This
study addressed the deficiencies in the literdbyrproviding an understanding of
students’ experiences, perceptions of intelligearwe self-efficacy, and unique insights
while enrolled in transitional education readingis®s in the community college.

A total of 20 participants enrolled in transitiomalucation reading courses in a
community college in a greater suburban area wusheastern state in the United States
were interviewed for this study. The study emptbgequalitative methodology which
focused on student’s voices to gain a better utaledsng of their educational journey.
There was evidence during the study that the edunadtjourney of students was shaped
by the recognition of deficiencies in academic perfance, but they remained committed
to academic improvement. However, their goal dgwelent to support long-term career
aspirations needed improvement. Also, the studesrtseived that other students’
academic performance was based on internal foregsas academic effort and external

forces such as good parenting, inherent intelligeand no gap before enroliment in



college. Next, students’ interactions with varieudgroups, including college
staff/faculty and extended family, affected thelueational journey. There was also
evidence that deficiencies in academic advisingtiegly affected the educational
journey of students as they navigated enrollmentultiple transitional education
courses. This research provides practitionersséaiceholders with a better
understanding of students enrolled in transiti@tication reading courses in a

community college and their educational journegdllege persistence and completion.

Vi
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Chapter |

The Introduction to the Study

College completion not only influences the sociahitity of graduates, but also
is required if the United States is to remain a petiive force in the global, knowledge-
based economy. It is becoming increasingly vitalaidults to have a college degree to
sustain or improve their quality of life (Broad,1T). Between 2004 and 2014, 25% of
all new jobs in America will require a bachelorsgiee or higher (Strong American
Schools, 2008). According to the Lumina ReporD@20it is challenging for the United
States to remain internationally competitive vathmillion working adults without a
college degreePresident Obama reflected this mandate througarhistious goal to
make the United States the nation with the highesportion of college graduates by
2020 (Killough, 2009). To reach the goal of atitagna college degree to improve his or
her quality of life, an adult must first enroll college.

Data from the National Center for Education Statss(NCES) indicated
enrollment growth of 3 million in higher educatibatween 2000 and 2008; continued
growth has been projected (Roueche & Waiwaiole920dany of these adults are
enrolling in community colleges, attracted by thstitutions’ lower tuition and open
enrollment policies (Dowd, 2007). Community cglieenrollment is increasing faster
than the rate for four-year colleges and theseyar-colleges now enroll 45% of all
undergraduate students (Shugart, 2008). Due togbe enroliment policies, community
colleges are continuing their historic role of segmontraditional students including
students not prepared for college-level coursevamk thus placed in transitional

education courses.



As students begin the educational journey to adanllege degree, whether
attending a community college or a four-year caleg university, they must complete
the college enrollment process. As a part of thilkege enrollment process, many
colleges and universities require students to sakellege placement exam to determine
skill levels in math, writing, and reading. Itdaring the college enroliment process that
many individuals discover they are underprepared¢dtege-level coursework.
Consequently, they are required to enroll in ttémsal education courses in math,
writing, or reading to prepare them for collegedkesoursework (Roueche & Waiwaiole,
2009). More than half of all entering college &t test into one or more transitional
education courses (U.S. Department of Educatiod3R20The placement in transitional
education course(s) can influence students’ expeggas well as their perceptions of
intelligence and academic self-efficacy.

There is a substantial need for transitional edocatourses and correlative
college services. A review of NCES reports from thS. Department of Education
indicated that 29.5% of first and second year um@eluates at four-year colleges and
universities enrolled in at least one transiticedlication course (U.S. Department of
Education, 2003). Community colleges, howeverghtre highest percentage of
students enrolled in transitional education cou(seS. Department of Education, 2003).
In 2007-2008, that percentage rose to 43% (U.SabBbewnt of Education, 2009a). Due
to the substantial number of students who neetréimsitional education courses, almost
all two-year colleges and a large number of fouaryastitutions offer these courses.
Specifically, to meet the educational needs ofaratults, 99% of two-year institutions

and about 70% of four-year institutions offer tiéineal education courses (Boylan &



Bonham, 2007). Due to the prevalence of studemtslled in transitional education
courses, this is an area in higher education tiaild be studied because of its influence
on students’ experiences and college completion.

This chapter provides the context of the studycwihs to describe the major
elements of students’ experiences in the educdtjonmney of students who enroll in
transitional education reading courses. The chgpésents the problem of practice,
problem of research, purpose statement, reseaedtigas, significance of the study,
theoretical framework, summary of the methodolatgtimitations, and limitations. The
chapter also includes the subjectivity statemesgymptions of the study, and the
definition of key terms. Finally, the chapter clutes with a summary of the chapter
with an overview of the dissertation.

Problem of Practie

Transitional education and the students who emralch courses face several
challenges, such as the role and scarcity of &tatiing (Saxon & Boylan, 2001;
Killough, 2009; Collins, 2010), low college comptet rates (Killough, 2009), cost to
taxpayers and students (Russell, 2008; Bailey,gle®iCho, 2010), and sequence of
courses (Bailey et al., 2010). For the contexhaf exploratory study, it was important
to examine the challenges that related to the expazs of students enrolled in
transitional education courses. State funding&arole in this group of students’
experiences because of its influence on reseantip@ority as a resource in higher
education. College completion has an influenddénstudents’ experiences since many
enroll in college with the goal of attaining a degyrbut do not achieve this goal. The

cost to taxpayers and students has an influenstudlents’ experience because it



influences the affordability of attaining a colledegree. The sequence of courses play a
role in students’ experiences because of its infteeon the number of classes students
have to complete to exit the transitional educatioarses for advancement to college-
level course. The problem of practice influenceséhchallenges for students enrolled in
transitional education courses.
Role and Scarcity of State Funding

One of the major roles of state funding in traosiéil education is to finance
research that could improve the quality and eféectess of the programs (Collins, 2010).
Although some states provided state funding farditeonal education, others allocate
limited or no funding for the purpose of transitibeducation. For example, some states
such as New Jersey, Montana, Florida, and Oregoe eansidering proposals to require
public school systems to pay for any transitiomalaation courses that public school
graduates needed in college (Merisotis & Phipp8020 Such concerns reportedly have
led some state education departments to take steépsto reduce or eliminate
transitional education course offerings at fourryaatitutions and to restrict the use of
public funds for the courses (Hoyt & Sorenson, 20Q0dzeracki, 2002). A step some
states have taken was to require students to ctergaheacademic core curriculum that
prepared them for college while they were stilhigh school to reduce the likelihood of
needing transitional education courses in collét®y{ & Sorensen, 1999; Bettinger &
Long, 2008).

Some states, on the other hand, focused on eftomsprove the college
completion rate of students who enroll in transiibeducation courses. For example, in

2004, the Texas Higher Education Coordinating Bestdblished the Texas Success



Initiative to encourage Texas colleges and unitiessto improve their transitional
education programs for students (Boylan & Bonhad®,7). States and other funding
sources have asserted that the college completiercan be improved for students
enrolled in transitional education courses, andatestrated their support by providing
funds for these programs.

The experiences of students enrolled in transitiedacation is influenced by the
role and scarcity of state funding. If states dvanding for transitional education
because it is not perceived as a priority to attgia college degree, funding for research
that could create innovative, effective prograna ttould be replicated in other
institutions would suffer.  Additionally, the @t@on and replication of effective
transitional education programs could influencedbkéege completion rates of students
who enroll in the transitional education courses.

College Completion Rates

It may be expected that students enrolled in ttemsil education courses will
have low college completion rates because they clege underprepared for college-
level coursework. The scope of this challenge waterscored by the Department of
Education’s estimate that transitional educatia@sents a barrier to college completion
for millions of college students (Killough, 2009yhe National Educational Longitudinal
Study (NELS) data indicated that 28% of studentsl&d in transitional education
courses in two-year colleges graduate within 8&rsre-compared to 43% of students
without transitional education coursework (see Fedly Attewell, Lavin, Domina, &
Levey, 2006). There was also a significant gaphedollege completion rate of students

who enroll in transitional education courses andishts without transitional coursework



in four-year colleges and universities. NELS dathcated that 52% of students enrolled
in transitional education courses in four-yearegdls graduate with bachelor’'s degrees—
compared to 78% of students without transitionalcation coursework (Attewell, Lavin,

Domina, & Levey, 2006).

College Completion Rates within 8.5 Years

No Enrollment in Transitional
Education

Enroliment in Transitional
. 28
Education

Percent

52

O 2-Year College B 4-Year College ‘

Figure 1. College Completion Rates Within 8.5 Years
Note: The National Educational Longitudinal Stuklygpown as the NELS:88, is a project
of the U.S. Department of Education’s National @ewin Educational Statistics
SOURCE: Adapted from “New Evidence on College Reiatezh” by P. Attewell, D.
Lavin, T. Domina, and T. Levey, 200&urnal of Higher Education, 13), 886-924.
This gap noted in Figure 1 is larger than wouleekeected from the difference in
college preparation alone. Students enrolledanditional education courses have
problems more complex than learning deficits al@wley, 2008). Research, such as
this exploratory study, examined other factors desiearning deficits that influenced
college completion rates for students enrolledandgitional education courses.
Cost of Transitional Education to Taxpayers and Stdents
Transitional education is costly to taxpayers andents who are paying a second
time for basic education skills that are taughtie K-12 school system. The cost of

transitional education at four-year public colleges $435-$543 million (Strong

American Schools, 2008). In comparison, the cbstamsitional education at a two-year
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community college has been estimated at approxiyn@iebillion (Scott-Clayton,
Crosta, & Belfield, 2012). There is controversyepwhether or not the taxpayers and
students should be held responsible to pay focdisés of transitional education and the
state’s reaction to the debate.

The K-12 school system is often seen as resporfsibteaching basic education
skills and therefore should pay the costs of ttargl education in higher education. In
response to holding the K-12 school system resptmdlew Jersey, Montana, Florida,
and Oregon, were considering proposals that p#bli@ school systems would have to
pay for a public school graduate to take trans#ti@iducation courses while enrolled in
college (Merisotis & Phipps, 2000). Some feel statlents are responsible for learning
the basic skills that are taught in the K-12 sclaystem. In response to holding students
responsible for learning basic education skillslerm the K-12 school system, some
states were penalizing the students for being ymepared for college. For instance, in
Florida, institutions may charge students 15% nparestandard credit for enrollment in
transitional education courses (Russell, 2008pweler, some colleges and the school
districts are working together to prepare studértsollege-level courses rather than
blaming each other (Killough, 2009).

However, students not only incur the financial sasttransitional education, they
also incur the opportunity cost. There is an oppoty cost when (a) they need
transitional education courses but are denied adomst a four-year institution because
the college does not offer the courses or (b) teegiot pass the sequence of courses in

the mandatory time allocated. These students aibgofpursue enrollment or transfer to



another college. McClenney (2009) noted, “If siitdedon’t succeed in developmental
education, they simply won't have the opportunaysticceed anywhere else” (p. 15).
Sequence of Transitional Education Courses

When students test into transitional educationirggavriting, or math courses,
they may have to take one or more classes in thgést matter. The number of courses
in a subject matter that a student must completeder to exit the transitional education
course(s) is considered a sequence. Sequencknisdias the “process that begins with
the initial assessment and referral to remediatimhends with the completion of the
highest-level developmental course” (Bailey et2010, p. 2). Exiting the sequence of
transitional education courses to advance to cellegel coursework influences
students’ experiences in their educational journey.

Some states are developing innovative programs, asiacceleration, to help
students successfully expedite the sequence diti@mal education courses. For
example, in a community college in Maryland, theederated program in writing
provided a way for students in transitional edwratiriting courses to also enroll in their
required college-level writing courses, such asliEh@ 01, in the same semester. This
provision offers an avenue for students to expdatie progress to college-level
coursework (Adams, Gearhart, Miller, & Roberts, 200Frequent communication
between the instructors for the transitional edooatnd the college-level courses fosters
greater opportunities for student success. Thessexation programs and other similar
programs allow students to move quickly throughdbguence and advance to a college-

level course.



Besides not passing the transitional educationsepuihere were two other
reasons why students do not complete the sequém@sitional education courses. A
longitudinal study found that students failed tongdete the transitional education
sequence because: (1) they did not enroll in tisétfiansitional education course or (2)
they passed the first course in the sequenceabeatfto enroll in the next subsequent
course (Bailey et al., 2010). In other words,umlenht might have passed one transitional
education course, such as Math 80, but failed tollein the subsequent transitional
education Math 81 course. Then, there are studdmidail to enroll in any of the
required transitional education courses.

In summary, an examination of the research revdaakeéxtent of the problem of
practice regarding transitional education. One lemobof practice that was revealed is
state funding for transitional education has b&mitdd; however, due to the large
enrollment of students in transitional educationrses and the significant college
completion gap, states were increasing their fupéiin research of innovative programs
(Collins, 2010; Roueche & Waiwaiole, 2009). Thereased funding could positively
influence students’ experiences by improvemenhéffectiveness and outcomes of
transitional education programs. Another probldmractice is an ongoing debate about
the cost to taxpayers and students, as well ashehtte K-12 school system or students
are responsible if students graduate from highalcinad are underprepared for the rigors
of college-level coursework. Rather than a comthdebate about who should be held
accountable, collaboration between the K-12 schgstiem and higher education would
be beneficial in decreasing the need for the caungancreasing the number of students

prepared for college-level coursework. Next, segaeof transitional education courses



is more of a gatekeeper than a gateway becausedjoeity of students do not
successfully complete the sequence of courses ddée@glvance to college-level
coursework. The review of the empirical literatusdaich revealed the problem of
practice, justified the need for this explorataiydy on students enrolled in transitional
education courses.
Research Problem

The review of empirical literature revealed sevetallenges in transitional
education, such as the role and scarcity of statdifg, low college completion rates,
cost to taxpayers and students, and sequence desodditionally, the review of the
empirical literature in transitional education ralesl the research problems in three
areas: course design and delivery, the influengeahinent theory on college
completion, and the over reliance on quantitatesearch as the appropriate approach.
This section discusses the studies that demonst@iafluence of course design and
delivery, the prominent theory of college completiand the over reliance of
guantitative approaches to address the researbtlepto
The Influence of Design and Delivery

Most of the research in transitional educationfobaased exclusively on design
and delivery (Boylan & Bonham, 2007; Gonzales, 2@dllins, 2010). Recent studies
of course design and delivery were undertaken thighgoal of improving student
retention, academic achievement, and college cdmple Studies that focus on
metacognitive skills, contextualization, multicubilblawareness, self-selected readings,
and learning communities were undertaken as a nteamnglore the impact of course

design and delivery in transitional education.
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Course design and delivery that incorporates mgtatioe reading strategies
strengthens students’ ability to build their regdoomprehension skills and apply these
strategies in other coursework. For example, amecase study concluded that
metacognitive reading strategies taught in a ttemmsil education reading course resulted
in several positive outcomes: increased knowledgeauling strategies, the ability to use
the strategies successfully, and understand thee\adlthe strategies (Nash-Ditzel, 2010).

Additionally, course design and delivery that inmmates the contextualization of
the course material to students’ lives and oth#ege courses cultivates a learning
environment in which a student can instantly engagkapply the skills learned rather
than hope they can be of value in the future. §udy concluded with a
recommendation for contextualization in the couf#est quickly connects remedial
instruction to a student’s occupational intere¢Bsiley et al., 2008, p. 33). This
recommendation was aligned with a pedagogical ambréor teaching transitional
education courses that required students to tratisfeknowledge and strategies acquired
in the courses and apply them within other contéxtgye, 2011). Similarly, another
study investigated the relationship between sunmraton skills (brief presentation of the
text and identification of key ideas) and partitipa in a contextualized literacy
intervention in a sample of community college traosal education reading and writing
students (Perin, Peverly, Mason, & Vaselewski, 30These studies and others found
that metacognitive reading strategies and contéxaien could allow students in
transitional education courses to apply their skl areas with real-life application and
college-level coursework. These methods of insimaosary from the traditional

textbook driven and one-dimensional approach tossodesign and delivery.
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In addition to the recent studies on metacogniteagling strategies and
contextualization, other research has found tHasséected readings and multicultural
awareness promise to advance pedagogy through werpents in course design and
delivery (Gay, 2000; Higbee, Schultz, & Goff, 20Bgulson, 2006). Paulson (2006)
reported that self-selected readings at the colegs resulted in academic success and
promoted reading enjoyment; however, there hava hedarge, replicated studies
focused on the results of this study. AdditionatBcent research has documented the
importance of multicultural awareness in the adeament of teaching and learning for
college-level students; however, an analysis ofrinent journals in transitional
education over a 10-year period revealed littlerdatbn dedicated to students’ diverse
social identities (Higbee, Schultz, & Goff, 201®Although studies have demonstrated
the value of self-selected readings and multicaltawareness as an important
component of course design and delivery for engasiadents in their learning,
additional attention is needed for widespread imgletation.

Some colleges and universities seek to improve toeirse design and delivery
for students enrolled in transitional educatiorclgating learning communities which
link the transitional education course with a cgdldevel course. During the spring
2009, a study was conducted of six community celleMaryland, Florida, Texas,
California, and two in New York) that operated 18@rning communities and enrolled
around 3,000 students (Visher, Schneider, WathmgioCollado, 2010). Although
there was consistency in regards to the lead cdatseeen the transitional education
course and the college-level course and the studdmtrts, there was a significant

variation in the level of curricular integratioff.the two courses have a low level of
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curricular integration, then there was an unliketpact from learning communities on
course design and delivery (Visher, Schneider, Wgtbn, & Collado, 2010).

Course design and delivery has an influence orsitianal education as the area
of focus for research driven best practices. Kkangle, the state of Kentucky developed
a plan to encourage the state’s colleges and siiver to implement research-based
practices in transitional education (Boylan & Bomh2007). As Collins (2010)
postulated, however, states need to have a bréades instead of an emphasis on the
effects of particular programs for improvementremsitional education.

The Influence of the Prominent Theory on College Qopletion

The prominent theory of college completion remdimgo’s (1975, 1993) model of
student departure. Tinto’s theory focuses mainlyraditional, younger students living
at residential four-year institutions. Tinto’s ¢ing contends that successful academic and
social integration leads to college completionriznpinent in the field of higher
education. For more than 30 years, Tinto’s thé@y been quoted and reviewed as
evidence in approximately 400 citations and mermtibim 170 dissertations (Braxton,
Milem, & Sullivan, 2000); however, the number oflef, part-time, and commuter
students has increased over time representingerlproportion as the numbers of
traditional college students have decreased (Beltet&ner, 1985).Because Tinto’s
theory on student departure focuses mainly onttoewdil students, researchers Bean and
Metzner applied the theory to the growing populatid nontraditional students. Bean
and Metzner (1985) concluded that social interastisad minimal effects on

nontraditional students’ dropout decisions, wheexasronmental variables, such as
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family responsibilities, finances, hours of emplamt outside encouragement, and
opportunity to transfer had greater influence airthttrition.

Tinto’s model did not address the differensesveen White students and students of
color. An empirical study was conducted to test@minteractionalist theory of
individual student departure and the results foumad White students were more likely to
participate in decision making, more likely to tel#o their peers, but less likely to relate
to faculty than nonwhite students (Berger & Braxtd®98). All three of these factors
affect social integration differently between Whated nonwhite students and Tinto’s
academic and social integration do not addres® tthgsamics. None of the prominent
research in college completion focused on studamtslled in transitional education
reading courses in the community college. Reviéthe literature revealed a research
gap related to persistence and the educationaigyuor students enrolled in transitional
education courses.

The Over Reliance on Quantitative Research

Most of the research in transitional educationlteen conducted with a
guantitative approach involving large data setsi$ed on outcomes, such as grades and
college completion using variables related to tigender, ethnicity, enrollment status,
and socioeconomic status. Most of the large dzttavgere generated from National
Center for Education Statistics reports. Quarmtigatesearchers define a hierarchy of
research in which experimental research desigrsrartdom assignment are considered
the most rigorous; descriptive research was coreilde less rigorous methodology
(Collins, 2010). A well-known example of an expeental study with random

assignment was an evaluation of a learning comnesrrogram at Kingsborough
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Community College in Brooklyn, New York to deterraithe effectiveness of the
program with regard to transitional education cesrScrivener, Bloom, LeBlanc,
Paxson, Rouse, & Sommo, 2008). Simply conductiranttative research about
effective or ineffective programs in transitiondueation, however, does not guide
community colleges to better serve the thousandsuolents currently enrolled in such
courses or many future students who will need theses (Collins, 2010). The hierarchy
of research, as defined by quantitative researchasshad a major influence on the
research methodology for transitional education.

Although much of the research in transitional ediocahas focused on outcomes
from quantitative viewpoints, there was still mubhat can be improved. A qualitative
approach to research that contributes details addrstanding to quantitative findings
can strengthen the quality of research in transai@ducation. As Collins (2010)
pointed out, “characteristics like students’ deteation, grit, and resilience are difficult
to measure, but they may influence student outcdo(pe$). In other words, students
should be given a voice beyond quantitative re$earth large data sets and related
variables. Students enrolled in transitional edooatourses are the major stakeholders
in their educational experiences, but rarely aey sked about their perceptions
(Simpson, 2002). This study, grounded in qualieatesearch, was needed to provide an
understanding of students’ experiences, their péiaes, and unique insights while
enrolled in transitional education reading courses.

In summary, experts and researchers have notedqubbty research and data
about transitional education are limited (Collig810; Cross, 1976; Green, 2011,

Roueche & Snow, 1977; Saxon & Boylan, 2001; StrAngerican Schools, 2008). The
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huge gap in college completion between studentdledrin transitional education
courses and students’ not needing the coursesnc@stio plague many colleges and
universities. Although it was expected that stusemrolled in transitional education
courses would have lower college completion razsmbse they enter college
underprepared for college-level coursework and &atmbtional obstacles due to this
deficit, there were other factors that played a.ra¥luch of the research in transitional
education has been from a quantitative-based viewfitat examined course design and
delivery. Thus, the research has not fully takea account the students’ experiences
and perceptions, which are gleaned from takingaditgtive viewpoint. Prominent
research and theories of student departure, su€htiss theory (1975; 1993), focus
mainly on traditional-aged students who live inidestial facilities at four-year colleges
and universities as well as the role of academicsatial integration. Although course
design and delivery and the theory of college catigh are topics of the prominent
content literature in transitional education, caotneesearch in areas such as transitional
education reading courses, perceptions of inteligeand academic self-efficacy are
needed to fill the void in the research gap andiade the field.

Transitional education reading courses were chtmethis study because it was
an understudied area and its pronounced relevarstedents’ academic achievement
and college completion. The Condition of Educapostulates that the need to enroll in
transitional education reading courses is the “sesbus barrier to degree completion”
(U.S. Department of Education, 2004, p. 63). Siryilahe Strong American Schools
(2008) report indicated that a deficit in readimgnprehension skills can have a

substantial negative impact on students’ collegepietion goals.
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Purpose Statement

The purpose of this study was to describe the dtunzd journey of students who
enrolled in transitional education reading couses selected community college in the
greater suburban area in a southeastern state lortited States. A key description of
students’ educational journey was perceptions af ihtelligence, the intelligence of
others, and how others’ (the college, faculty, pefamily, society) perceived their own
intelligence because these perceptions were irndkekby placement in transitional
education reading courses. Another descriptistudents’ educational journey was
perception of their academic self-efficacy becatsgluenced their goal of attaining a
college degree. The study examined the studerdadh three lenses that were selected
to shape the theoretical framework: Gee’s (20089t} on identity, Dweck’s (2000)
self-theories on intelligence, and Bandura’s (1982pry of self-efficacy. Because there
were no exploratory studies on students enrolla@damsitional education reading courses
in the community college, with a focus on theirgagations of intelligence and academic
self-efficacy, this exploratory study examined #aeicational journey of these students.
Exploratory Research Questions

Research questions “explain specifically what ystudy will attempt to learn or
understand” (Maxwell, 2005, p. 67The research questions operationalized the purpose
of the study to explore how study participants ma@@aning of their educational journey,
their perceptions of their intelligence, other smi$’ intelligence, others view of their
intelligence, and their academic self-efficacy.

Exploratory Research Questions
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The foundation for the exploratory research questielated to prior research
regarding Bandura’s (1982) self-efficacy theory &wdeck’s (2000) self-theories of
intelligence. The two types of theories guidedeRkploratory research questions. The
exploratory research questions form a whole; thesevmot random questions on the
research topic.

1. How and in what ways do community college studentslled in transitional

education reading courses describe their educajomaey?

The following subset of research questions wereoimait to address in order to

understand the main research question as it refatsttidents’ educational journey:

a. How and in what ways do community college studentslled in

transitional

education reading courses perceive their inteltgén

b. How and in what ways do community college studentslled in
transitional education reading courses perceiventedigence of

other students?

c. How and in what ways do community college studentslled in
transitional education reading courses perceivertgiperceptions of

their own intelligence (the college, faculty, pedasnily, society)?

d. How and in what ways do community college studentslled in
transitional education reading courses perceivie #ttademic self-

efficacy?
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Significance of the Study

The study makes a substantive contribution to thelarly research regarding
transitional education in several ways. Firsts iploratory study investigated the
elements of students’ experiences in their educatipurney while enrolled in
transitional education reading courses in the comtyeollege. The investigation
focused on student’s voices rather than large stk Second, it provided a better
understanding of the students’ perceptions onligégice and academic self-efficacy. A
more in-depth understanding of students’ perceptinoved beyond focusing on
practitioners’ course design and delivery. ThedtBubstantive contribution was that this
exploratory study added basic literature to a neéedlea in the field of transitional
education. This exploratory study focused on sttglenrolled in transitional education
reading courses, a population that was not reptedem the prominent theory on college
completion. Specifically, the insights gatheresbtigh the study are significant for the
stakeholders in higher education who have an istémeunderstanding the educational
journey of students enrolled in transitional edisrateading courses.

Theoretical Framework

This exploratory study drew on a broad understandiradult identity, concepts
of efficacy, and perceptions of intelligence taisture and focus the inquiry. As
Merriam (2009) noted, “a theoretical frameworkhe tinderlying structure, the
scaffolding or frame of your study” (p. 66). Tottee understand the research problem,
three theories provided the structure to framestbdy with interaction among the
theories. Gee’s (2000) theory on identity was ikeynderstanding students’ identity as

adults seeking a college degree and enrollmentranaitional education reading course.
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Dweck’s (2000) self-theories on intelligence playeshajor role in understanding
students’ perspectives and how they perceivedntiedligence of students who do not
need to enroll in transitional education readingrses. Bandura’s (1982) theory on self-
efficacy provided the perspectives from which tewistudent’s motivation,
achievement, and college completion. Gee’s (28@€)ry on identity, Dweck’s (2000)
self-theories on intelligence, and Bandura’s (1982pry on self-efficacy are further
discussed to explore the key concepts in the tee@md to clarify their application to the
research problem.

To better understand the research problem, Ge@@0jzheory on identity was
beneficial. Gee defines identity as certain “kinflperson” in a given context with
multiple identities connected not to their “intelrstates” but to their performance in
society (Gee, 2000, p. 99). Gee delineated forgpeetives on identity: nature,
institution, discourse, and affinity. College stats enrolled in transitional education
reading courses can have an identity based on ahetmot they feel they are
academically inclined for college, how the insitatmakes them feel, the discourse they
have with other students at the institution, analéygiance or affinity that they may
share with other students in the same course. , Thes's theory on identity provided a
view from which to examine the identity of studeatsolled in transitional education
reading courses in the community college.

Two other types of theories guided the interpretatf students’ views on
intelligence and self-efficacy to better understtmelresearch problem for the study.
One type consisted of Dweck’s (2000) self-theooesntelligence and the other was

Bandura’s (1982) theory on self-efficacy. Each tiggmovided a perspective from which
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to examine how students enrolled in transitionalcation reading courses view their
intelligence and the intelligence of others and liogy developed goals and subgoals to
support their learning.

First, Dweck (2000) explores a framework for ustiending intelligence and
achievement called self-theories. The self-thesomieo examines the connection between
students’ motivation and goals. Dweck’s self-the®on intelligence are the “entity-
theory” and the “incremental theory.”

According to Dweck (2000), self-theories, the “gntheory” involves people’s
perception that intelligence is an entity that isathin us and for which there is no
change (e.g., one is born with intelligence; p. 8udents with an entity-theory
framework focus on looking smart by meeting easyi-éffort challenges, thus
outperforming other students. Students who haddethitity-theory or fixed intelligence
are focused more on performance goals. Thesergtud@ant to appear smart to the
teacher and their peers.

In contrast, the “incremental theory” outlinestthaople’s perception of
intelligence as something that can be increasaagthone’s efforts (e.g., one can work at
it; Dweck, 2000, p. 3). Dweck’s research found 8tadents with a growth mindset or
the incremental framework were galvanized by thecegpt that they could influence their
minds. Students who held the incremental theoeyded on learning goals rather than
on performance goals. How students who enrolianditional education reading courses
develop their goals and subgoals to support teamning, which could be related to their

perceptions on intelligence, was explored in thiet
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Second, Bandura (1982) noted that self-efficacplves organizing cognitive,
social, and behavioral skills into courses of atfiar innumerable purposes. Self-
perceptions of self-efficacy strongly influencefselulatory strategies, motivation,
student achievement, and persistence. Banduradegsetting attainable subgoals that
can lead to the motivation to attain larger goalthe future. He called the subgoals
proximal goals and the large ones distal goals dBem 1982). People with a strong
sense of self-efficacy will increase their effadsovercome difficulties or challenges to
reach their goals.

In contrast tself-efficacy Bandura (1982) noted that perceissdf-inefficacy
could elicit futility and despondency. In other wsy in the face of difficulties or
challenges, people who have a low sense of setfaeff will decrease their efforts or
quit. According to Bandura (1982), a low senssaif-efficacy or a strong sense of self-
efficacy is based on four principal sources of infation. The four sources of
information: performance attainments, vicariousezignces of observing the
performances of others, verbal persuasion andlaijges of social influences, and
physiological states when others judge their cdpglstrength, and vulnerability
(Bandura, 1982). The self-efficacy or self-inedity of students enrolled in transitional
education reading courses could potentially infoeetineir motivation, efforts, and goal
development to support their learning; these vémbelated to the research problem in
the study.

In summary, based upon review of the literatureluiting empirical research,
students enrolled in transitional education couvse® faced with many challenges.

Their complications were beyond being underprepfoedollege-level coursework;
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therefore, Tinto’s theory of student departure waisfully applicable. Also, because this
was an exploratory study, there was a need fortypes of theories instead of one to
fully understand the educational journey of studemtrolled in transitional education
reading courses. One type of theory would noticifh understanding the students’
voices as part of their educational journey.

Thus, both Dweck’s self-theories on intelligencd &andura’s efficacy theories
were necessary to guide the development of thereseguestions and data analysis for
the study. Both types of theories share interadinelarities and differences. Dweck’s
self-theories on intelligence focus on how the pptions of intelligence can impact a
student’s motivation in learning. Bandura’s theoryself-efficacy is a key to
understanding students’ beliefs about their capegsl Both types of theories interact
because perceptions of intelligence and capalsildéan benefit or impair students’
motivation, efforts, and goal development.

Both types of theories share differences. For gtepbweck’s self-theories,
narrows the focus to the variables of views oflliggence, while self-efficacy such as
Bandura’s theory relates more generally to viewsagfability in areas of cognitive,
social, and behavioral skills. Additionally, Dweslself-theories examine how students’
not only view their intelligence, but also theiewis on the intelligence of others.
However, Bandura’s theory focuses mainly on theviddal. The two types of theories
were needed to examine the educational journetudests enrolled in transitional
education reading courses, the students’ perceptibtheir own intelligence as well as

others’ intelligence and self-efficacy.

23



Summary of the Methodology

A clear understanding of the techniques and pe&sesf the methodology was
one of the major components of the study. Thearebedesign focused on a study
approach. The product of the study is a rich dpson of the experiences of community
college students enrolled in transitional educateading courses. A community college
in a greater suburban area in a southeasternigttite United States was the site for the
study; the community college has a culturally ddeestudent population. Two courses in
sequence, lower level College Reading | and uppel ICollege Reading Il, were the
transitional education reading courses at the taglesite. Based on an assessment test,
students can test into College Reading |, passthase, and then enroll in College
Reading Il to complete the sequence. Some stutkesitdirectly into the upper level of
the two reading courses, which is College Readingglss that course, and exit the
sequence of transitional education reading cour$es. study participants consisted of
20 students enrolled in College Reading Il. Thelstiis were not English for speakers of
other languages (ESOL) students. The coursestvasli¢ional transitional education
reading courses, in other words, the courses waraatelerated or learning community
transitional education reading courses. Evidenceaedlected from several sources:
existing data and semistructured interviews.

The interview included an interview protocol, whiels the instrumentation for
the study. The goal of the interview was to ldaow students enrolled in transitional
education reading courses make meaning of theraganal journey, how they
perceived their intelligence and the intelligentethers, how they perceived other’s

perceptions of their intelligence, and how theycpered their academic self-efficacy.
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Data analysis of the sources of evidence was caeducTranscripts of the
semistructured interviews were coded. The coding eyEn-coding, and some of the
possible codes were based on similarities, difi@eenfrequencies, and causation.
Results derived from the existing data and senusirad interviews were presented with
particular and general description as well as pretative commentary. The general
description detailed any patterns or themes digeaviiarough review of existing data
and semistructured interviews. The results arehadescription built on the analysis of
the themes to foster a better understanding aoftiindents.
Delimitations of the Study

The delimitations that add focus to the study eme tlocation, sample of the
study, and its purpose. The study that was coedumtcurred over a five-month period
covering four semesters; spring, summer sessisarimer session 2, and fall semester
in 2013. The exploratory study included only teéested site, a community college in a
greater suburban area in a southeastern state lortibled States. Participants in the
study included only students who matched the selectiteria established by the
researcher: students who are over the age of 1ESOL learners, and enrolled in the
selected College Reading Il classes at the selsgedFinally, the study was delimited
by the purpose which is the exploration of how stud enrolled in transitional education
reading courses make meaning of their educatio@hey, how they perceive their
intelligence, the intelligence of other studentswtihey perceive that others view their
own intelligence, and how they perceive their acaideself-efficacy. The delimitations
of the study, which were controlled by the researcharrowed the scope and focus of

the study.
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Limitations of the Study

The limitations of the study that were not under ¢ontrol of the researcher were
limitations of the research strategy and issuel sample selection of the study. The
gualitative method was selected by the researchtfrearesearch strategy for an optimal
exploratory study on students enrolled in transdiceducation reading courses.
However, the research strategy could have potant@ct on the findings because it
focused on the students’ voices rather than tlgeldata sets of a quantitative research
strategy and may not provide the results neededswer the research questions. To
overcome this limitation for future research, a esxnethod research strategy could be
employed. Next, issues with sample selection efstindy could have a potential impact
on the findings because the interviews were cordlsatth the students who persisted in
the transitional education reading class. To overcthis limitation for future research,
interviews should not be conducted with only thelehts who were persisting in the
class. Interviews should also be conducted witdysparticipants who did not complete
the class. These limitations, which were not calgd by the researcher, did not affect
this exploratory study in important ways.

Subjectivity Statement

To maintain the integrity and validity of the styalyis important to discuss any
biases or assumptions that I, as the researchgrhave. It is vital that a qualitative
researcher explores any subjectivity as it relaidss or her study. Maxwell (2005)
clarified the importance of this key task:

Qualitative research is not primarily concernechvaliminatingvariancebetween

researchers in the values and expectations theg hyithe study, but with
understanding how articular researcher’s values and expectations influence the
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conduct and conclusions of the study (which magitieer positive or negative)
and avoiding the negative consequences. (p. 108)

| am an educator and a student. It seems thatd been both for most of my life.
| was born in a low-income area in Baltimore, Mand. Later, my family moved to a
middle-income area in the city, which was a bigliayement from the previous
environment. | received my bachelor’'s degree isifess administration but knew right
away that | wanted to teach and work with higharcadion students. So, within a year
of graduating with a bachelor’s degree in busirasainistration, | returned to college to
attain a master’'s degree in adult and continuingation.

Since 1993, | have worked with adult learners.v&tious times during my career
of over 20 years, | have taught transitional edooateading courses at local community
colleges and universities. Therefore, | am vergelto my research project. | am
currently employed full time as an associate psdes the community college that is
the site for the study; however, | will not be thstructor for the participants in the
study. | have worked in the community collegedbmost 8 years.

| can relate to students enrolled in the transati@tucation reading courses.
Although I did not test into transitional educati@ading courses, | struggled
academically with courses that others may haveidered very basic such as math.
Since the successful completion of the increasidgipanding levels of math courses
were a requirement in attaining my college degrelead to overcome these challenges
by exerting more study time for the math courseskimg assistance from math tutors,
and meeting with math professors during their effiours for tutoring.

Researchers, as Merriam (2009) pointed out, “neexplain their biases,

dispositions, and assumptions regarding the rels¢aroe undertaken” (p. 219). As a
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researcher, my closeness to the topic of the stuebted a bias that was both positive
and negative. It was positive because my familiavith the subject provided insight
into some issues related to the research prof@otthe other hand, was negative because
the closeness could have led to strong views oresssoies that may not be accurate. As
a researcher, my key task was to maintain my stibjgcto uphold the validity and
integrity of the study.
Assumptions of the Study

There are several assumptions associated withubdg.sOne assumption was
that the study participants were representativ@®total population of students enrolled
in transitional education reading courses in thamainity college. The second
assumption was that the study participants couttereber and express their ideas into
words about their perceptions of intelligence wttey first discovered they needed to
enroll in the transitional education reading cour$ie third assumption of the study was
that the study participants would answer all thieriew questions openly and honestly.
Another assumption was that, although participaitiotme study was voluntary, the
students were representative of the research aydstiared the vulnerability of not
completing the transitional education course. Tloeeg it was necessary to have an over
sample of study participants. These were assungptiaat the researcher had taken for

granted in the study.
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Definitions of Key Terms

Understanding the appropriate terminology and dedims was paramount to the
study. Inconsistency and lack of agreement ondimihology can negatively affect the
cohesiveness of research and perceptions of therggiwho enroll in transitional
education reading courses. Once there is an uadeiag of the terminology,
professionals who work with these students carebatiderstand their educational
journey, their perceptions of intelligence, and-gfficacy.

The following key terms were used throughout thelygt

Accelerationis defined as the reorganization of instruction emdicula in ways
that facilitate the completion of educational regments in an expedited manner
(Edgecombe, 2011).

Developmental educatioas defined by the National Association for
Developmental Education, (NADE) includes programa services that commonly
address academic preparedness, diagnostic asséssmdgriacement, development of
general and discipline-specific learning strategaesl affective barriers to learning
(National Association for Developmental Educati2@09).

College dropoutis any student who enrolls at a college or usiNgione

semester but
does not enroll the next semester and has nohetta college degree (Bean & Metzner,
1985).

Nontraditional studentis older than 24, or does not live in a campuslezxe

(e.g.,isa
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commuter), or is a part-time student, or some caatimn of these three factors; is not
greatly influenced by the social environment of ith&itution; and is chiefly concerned
with the institution’s academic offerings (espéegiaburses, certification, and degrees)
(Bean & Metzner, 1985).

Remedialdescribes courses in reading, writing, or mathemdbr college-level
students lacking those skills necessary to perfmiege-level work at the level required
by the institution (National Center for Educatiaiat&tics, 2003b). In addition, remedial
education targets students' cognitive deficiteasners (Arendale, 2005).

Underpreparedefers to “a student who, while meeting college sdions
requirements, is not yet fully prepared to sucaeezhe or more college-level courses”
(Arendale, 2007, p. 13). Thus, an underprepansdest may have excelled in high
school but be underprepared for the rigors of geHeevel material through no fault of
their own.

Transitional educatiopaccording to Sanchez and Paulson, puts the fmtughat
the student needs to know about the new academimament and how to navigate that
new environment, instead of focusing on the studeigficits or previous educational
experiences (as cited in Paulson & Armstrong, 2010)

Transitional education is a less common and nésvar for college students who
are not prepared for college-level course workllege students become transitional
when they change their “literacy conceptualizatji@vgareness of the relationship of
different types of literacies to the student’s aad and other contexts, and increased
proficiency in navigating and negotiating literacier different purposes” (Paulson &

Armstrong, 2010, p. 8).
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Although the terms developmental education and desheducation are used
interchangeably and are more common in higher eduncdahe newer term transitional is
the preferred term because it refers to a more ceimepisive nature for the services and
efforts to assist underprepared college studermslditionally, transitional is a term that
does not connote blame for students or their ptesviogh schools or institutions. Also,
the president of the community college selecteslfsit this exploratory study recently
commented at school-wide faculty meeting that iteomal education, rather than
developmental education, is becoming a more predetierm.

Summary

There are long-term effects of attending collegehsas increased earnings,
overall better health, a lower morality rate, seafamilies, more efficient consumer
choices, and a greater percentage of income imgayPascarella & Terenzini, 2005).
There are also positive, intergenerational effe€tsttending college passed down to the
next generation; children of college-educated adardé five times more likely to earn a
degree (Pascarella & Terenzini, 2005). For thesenaany other reasons, first-
generation adults, minority students, and womesygicollege degrees not only to better
themselves but also to ensure a better futuréntar thildren. In the pursuit of a college
degree, many adults learn during the enrollmentgs® that they are underprepared for
college and need to enroll in transitional educatiourses.

The review of empirical research revealed sevérallenges in transitional
education, such as the role and scarcity of statdifg, low college completion rates,
cost to taxpayers and students, and sequencengftiomal education courses. The

review of the empirical research also revealedrsggtudies from quantitative research
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viewpoints that focused on the design and delieay the prominent theory on college
completion. However, there is no literature tharaines the major elements of
students’ experiences for their perceptions oflligence and self-efficacy for students
enrolled in transitional education reading couisegbe community college. This
exploratory study fills the void in the researcihe students enrolled in transitional
education reading courses were selected becauseradding comprehension skills are
the core of the problem, the probability of collegenpletion is very low (Merisotis &
Phipps, 2000). The point for the study to bedtmted was to describe the experiences
of students enrolled in transitional education negqdourses in the community college,
their perceptions of intelligence, how they pereéithat others viewed their own
intelligence, and their perceptions of self-effigac
Dissertation Overview

Chapter Il presents a substantive review of tleedttire pertinent to the study.
The chapter focuses on the theoretical framewarkdntity, self-efficacy, and
perceptions of intelligence. There is particutaus on the fundamental structure,
demographics, enrollment, and challenges of tramsit education in higher education.

Chapter Ill describes the research methodologyeatgr detail as it applies to the
exploratory research questions. It includes inftran about the sample, participants,
interview protocol, coding methods, data analysigl data presentation. The material in
the chapter is vital to exploring the meaning & tfata. The chapter also includes a
section on the consideration of human participantsethics precautions. Chapter IV
presents the findings for the study. Chapter Vudek discussion of the meaning of these

findings within the context of the literature rewi@and theoretical framework.
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Chapter lI
Review of the Literature

A diversity of students and types of institutiossch as community colleges,
online institutions, and public colleges, has eedliligher education to be more
accessible and to transition from a service praviebeclusively for the elite to mass
education (Wechsler, Goodchild, & Eisenmann, 200N@vertheless, increased access to
higher education does not always equate to prepassdor higher education. Indeed,
increased access to higher education has incre¢ésethe number of students enrolling
in college not prepared for the rigors of collegedl coursework. As a result, these
students need to enroll in transitional educatimmrses. This exploratory study will
examine the educational experiences of studentdledin transitional education
courses, specifically transitional education regaiaurses, including their views on
intelligence and self-efficacy.

Focus on Transitional Education

To meet the needs of mass education for studerdsavehunderprepared for
college-level coursework, 99% of two-year instibmg and about 70% of four-year
institutions offer transitional education coursesaading, writing, or math (Boylan &
Bonham, 2007). Yet, for many students, enrollnieihose courses does not create a
gateway to the goal of college completion. In@ere article, Green (2011) reported that
only 24% of the students enrolled in three or niaasitional education courses
completed college. An earlier repddiploma to Nowhergasserted that “college
remediation is one of the most serious educatisueis facing our country, and

policymakers and educators must address it immagigiStrong American Schools,
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2008, p. 6). There is a need to focus on the stsdeho enroll in transitional education
courses for a better understanding of the studerfgriences and their educational
journey.

The review of literature includes investigatiortioé assertion regarding the
significant role of transitional education in thdueational journey of students enrolled in
such courses. The review presents information taheLhistory, fundamental structure,
student demographics, and enrollment statisti¢gaokitional education. Current
challenges for transitional education, including thle and scarcity of state funding,
college completion rates, costs to taxpayers amiests, and the sequence of courses, are
reviewed. Empirical studies of transitional edumategarding contextualization,
effectiveness of the programs, and students’ p&mepof academic performance and
persistence are reviewed. Additionally, a per@gptin identity and two theoretical
frameworks, self-efficacy and intelligence, areleated and synthesized as they relate to
the context of the study and shape the guide attalysis of the data collected.

Restatement of the Purpose of the Study and its Ingutance

Research with a focus on students’ voices and pgores with regard to their
enrollment in transitional education courses cailifate a greater understanding of their
educational journey (Higbee, Lundell, & Arendal603). The purpose of this study is to
gain a greater understanding of the students’ expezs enrolled in transitional
education reading courses in the community coliegke greater suburban area in a
southeastern state in the United States. Aspéthe @ducational journey to be explored
are the following: how students perceive theirlligence, the intelligence of other

students, perceive other’s (the college, faculegrp, family, society) perceptions of their
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own intelligence, and how they perceive their gflicacy. The study is significant
because it will investigate these major elementh@feducational journey of students
enrolled in transitional reading courses. Alse, ¢éixploratory study will provide the
much needed literature derived from the studerd&es and perceptions regarding the
field of transitional education.

Context of Transitional Education in Higher Education

This section includes review of the key componetsansitional education and
examination of the following topics related to s#imnal education: its history, its
fundamental structure (i.e., type of credit offeaedl the college placement test),
demographics, and enrollment statistics. Alsoawed are the challenges in transitional
education such as scarcity of state funding, cellegmpletion rates, costs to taxpayers
and students, and sequence of courses. The spctivides an overview of transitional
education from its origin to its current state.

A review of the literature indicates that the néadiransitional education for
underprepared college students has existed for thare300 years. During the 1700s,
many students were unable to meet the collegesleaai@ entrance requirements, which
necessitated the need for transitional educationsesvork to increase enrollment and
keep colleges open (Green, 2011). As institutamrginued to increase their academic
entrance requirements, many students seekingegeadlegree were still underprepared
for the rigors of college. Therefore, transitioeducation coursework evolved into
college preparatory departments such as the oatgedrand operated at the University of
Wisconsin from 1849 to 1889 (Green, 2011). Byehd of the 18 century, 40% of %

year college students were enrolled in transiti@ckaication programs (Ignash, 1997).
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There was an obvious need to address the numheefprepared college students.
Green noted,

By 1892, the concern over underprepared studemdsieq college sparked a

report by the Committee of Ten, commissioned byNh&onal Education

Association, to call for the strengthening of setamy schools and to allow only

fully prepared students to apply to college. (Gr&fiil, p. 1)

Although the need for transitional education wasmwad as a public concern to be
addressed, students were still entering collegewnmmdpared at a growing rate during the
20" century (Merisotis & Phipps, 2000). Transitiordlication courses were offered at
some of the most prestigious colleges and univessiHarvard, Princeton, Yale, and
Columbia were offering transitional education cegrfor more than half of their
students, who did not meet entrance requiremengsigbtis & Phipps, 2000). During
the 20" century, the number of unprepared college studmntsnued to grow, but a
national push for community colleges to be the cino provide services for these
students emerged. The President’s Commission ghdafiEducation in 1947 published
the Truman Commission report, which created a natimandate for transitional
education to be a part of the mission of the conityuwollege (Crews & Aragon, 2004).
This national mandate ignited an effort that camish until about 30 years ago, to
eliminate transitional education or limit the cas4o community colleges (Boylan &
Bonham, 2007). Then, in an effort to bring transial education to the forefront in
higher education, the National Association for Depmental Education (NADE) was
created in 1984 (National Association for DeveloptakEducation, 2009). Also, in
1984, the first NCES report on transitional edwsrativas published; this report

represented a landmark study because, for thdifimet the U.S. Department of

Education (USDOE) acknowledged that transitionalcation was an important
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phenomenon in postsecondary education that sheuilichuded in its research (Boylan
& Bonham, 2007).

In the 2£' century, transitional education is often viewedasbeing in
alignment with the higher status of a college degr€urrently, transitional education is
not embraced by all colleges and universities &sadrihe priorities in services to
students. Nevertheless, it has garnered natittgadteon as a result of the need to
provide effective services for the continued sigaimt number of unprepared students
who enroll in college.

In summary, the history of transitional educatiparss from the 1700s to the®21
century. As mass education increased the numbmlleige students, it also increased
the number of students not prepared for the rigbollege-level coursework and the
accompanying need for these students to enralairsitional education courses.
Recently state legislators, policymakers, and higleication executive officers have
been recognizing the importance of transitionalcation and the need to focus serious
attention on it to improve success rates in higltkercation (Boylan & Bonham, 2007).
Transitional education is deeply rooted in thedngbf higher education as well as its
future.

Fundamental Structure

Although colleges and universities generally handdviidualized approaches for
transitional education programs designed to fitrteeds of their students, a fundamental
structure is commonly followed. Among the keyexdp of transitional education are its
fundamental structure, such as the type of criditthe institution assigns to the courses

and the college placement tests utilized for plaa@nn courses. Underlying the
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fundamental structure is the genesis of this tyfpedacation and its purpose to serve as a
gateway to prepare students for college-level @waosk.

Type of credit. One fundamental structure is the type of creditrisgtution
assigns to the transitional education courses,wtan vary from institutional credit to
college-level credit. The most frequent type @&dit awarded in 2000 was institutional
credit, which counts toward financial aid, campuosding, or full-time student status, but
does not count toward degree completion (USDOE3@D0Indeed, 76% of the
institutions most frequently gave institutionalditdor transitional education reading,
writing, or mathematics coursework (see Figure 3DO@E, 2003c). As institutional
credit does not count toward degree completiomlenent in several transitional
education courses can cause significant delaystndent’s attaining the credits needed to
graduate. The type of credit an institution assignits transitional education courses
often translates to the importance that studemtsepbn these courses in their educational
journey. If an institution does not offer collegedit for its transitional education

courses, students may perceive the courses asaile in their educational journey.
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Type of Course Credit

9%

306 @ Institutional Credit

12% B Elective Degree Credit

O Subject Degree Credit

76% 0O No credit

Figure 2. Type of Course Credit

Most frequent type of credit awarded for transiéibeducation courses in 2000, as
indicated by degree-granting institutions, by sabggea and institutional type.

Note: Data are based on Title IV degree-grantisgjtutions that enrolled freshmen in Fall 2000.tdils
may not sum to totals because of rounding andeqairting when there are too few cases for a raiabl
estimate.

Source: Reprinted from U.S. Department of Educatfiational Center for Education Statistics,
Postsecondary Education Quick Information Syst®uryey on Remedial Education in Higher Education
Institutions: Fall 2000

College placement testsAnother fundamental structure of transitional edioca
programs are the college placement tests admiedterdetermine whether or not a
student needs precollege courses. Transitionaagidm courses are deemed necessary
based on students’ scores on standardized testsasithe College Board’s
ACCUPLACER®test orCOMPASS® developed by ACT, Inc. The communitylexg
selected for this exploratory study utilizes € CUPLACER placement tests.

Since 1985, the BCUPLACERtests, computer-based assessments, have been
administered by colleges and universities to testests’ academic skills in math,
English, and reading (College Board, 2011). Mbent1,300 secondary and
postsecondary institutions, including the colleglested as the site for this study,

administer more than 7 million@CUPLACERtests per year (College Board, 2011).
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Such college placement tests are fundamental be¢hedests determine whether or not
a student needs to enroll in precollege-level aains math, English, or reading;
however, students usually take the tests seriardlywhen they are informed that, based
on the assessment test, they need to enroll imon®re transitional education courses.
Most institutions have procedures that allow a stuido retake the assessment test if the
student believes the score was not an accuraseztieth of his or her skill level.

In summary, two of the basic components of a tteomal education program are
(a) the type of credit an institution assigns @ ¢burses and (b) the college placement
tests and scores needed to determine if a stuslewempt from or required to enroll in
such courses. Depending on the institution, thezeother components: for example,
whether the courses represent a separate deparsuehntas a reading department, or
operate within one of the credit-level programsidé from the individualized
institutional components, the overall mission andopse of the transitional education
program should be clear to the students and shoaét the diverse needs of the students
in preparing them for the demands of college-leeeirsework.
Demographics

Transitional education reflects a wide range of dgraphics in terms of race,
ethnicity, age, and socioeconomic status (SES)s dikersity in the demographics
creates opportunities and sometimes challengesftages to accommodate the different
needs of their students in providing quality tréiosal education courses. Although
there is a range in the demographics for studeattain populations of students are

prominent in transitional education courses.
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There is diversity in the race of students who kimdransitional education
courses. In 2007-2008, of the undergraduate staasmolled in transitional education,
45% were African American, 43% were Hispanic onhat 38% were Asian, and 31%
were White (USDOE, 2011). Although all races agresented, African Americans
represent the largest enrollment in transitionalcation courses.

There is also diversity in the age of students legdaon transitional education
courses; however, studies have indicated that #jerity of transitional education
students are 20 years old or older, returneesglaydd entrants to college (Attewell et
al., 2006; Merisotis & Phipps, 2000). As mostlo# students in transitional education
courses are older students, lower scores on tlessisent tests could be the result of
students’ being away from a regular, ongoing acacléarning environment.

Student enroliment in transitional education cositisenot restricted to one SES.
For instance, Attewell et al. (2006) reported statdents from families in the lowest
quartile SES were 52% more likely to undertakediteomal education coursework;
however, they also reported that nearly 24% ofsthdents from the highest quartile SES
families also enrolled in transitional educatiomises in college. Thus, students from
both the lowest and highest quartiles of SES emdHansitional education courses.

In summary, the majority of students enrolled ansitional education courses are
racial minorities, specifically African AmericanadHispanic or Latino (USDOE,
2009a). The majority of the students enrolled-amsitional education courses are
nontraditional older students (Attewell et al., 80Merisotis & Phipps, 2000). Also, the

majority of the students enrolled in transitiondlieation courses are from a lower SES
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(Attewell et al., 2006). Thus, it is imperative flleges and universities to provide
comprehensive transitional education programs tihdi needs of this diverse group.
Enroliment

Presently, underprepared students maintain sigmifienrollment in higher
education. The percentage 6f and 2%year undergraduates at four-year colleges
taking at least one transitional education couras 29.5% in 2008 (USDOE, 2009b). In
two-year colleges, 43% of thé&-land 2%year students were taking at least one
transitional education course (USDOE, 2009b). dstenate is higher for students
attending community colleges; it has been estimtitatl60% of students enrolled in
community colleges are required to take at leasttoansitional education course
(Gonzalez, 2010).

In summary, significant numbers of students enmoliansitional education
courses. Although the course enrollees are diydiedargest population of students
consists of African American, nontraditional, oS students, the majority of whom
attend two-year colleges. To address the demougralplersity of the students, some
institutions offer staff development in culturaspensive pedagogy, reading in context,
and financial literacy in the curriculum. Idealbfter successful completion of the
transitional education courses, students shoularégared to meet the demands of
college-level coursework.

Challenges of Transitional Education

Because of the high enrollment of students in ttemsal education courses, the

demographics of the students, and the fundamentaitsre of such courses, transitional

education faces numerous challenges. Some ohtilkenges include the role and
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scarcity of state funding, the low college-compuietrates, costs to taxpayers and
students, and the sequence of the courses. Thalenges relate to the students’
educational experiences because of the influendkeoacademic achievement and
college completion of students enrolled in trapsiél education courses.

Role and Scarcity of State Funding

One challenge area relates to the role and scarfcgtate funding. More than 30
years ago, legislators and stakeholders did natigegastrong financial support for
extensive research in transitional education (Grb8%6; Roueche & Snow, 1977). In
1990, the first National Study of Developmental Ealion, funded by the Exxon
Education Foundation and conducted by the Centdddéwelopmental Education,
gathered data from 5,000 students at 120 colleggsiaiversities and “provided
empirical data to validate practices” that contrdalito the field of transitional education
(Boylan & Bonham, 2007, p. 3). These data areend that, by 1990, some states did
not believe transitional education courses werecéitfe and therefore limited or did not
fund the programs, whereas other states accempdnsibility to provide funding for
transitional education.

Some states have not considered it their rolend frtansitional educational
because it has not been effective in improvingegmlcompletion rates. As Julie Davis
Bell, education-program director for the Nationalnference of State Legislatures
pointed out, transitional education is costly te #tate, and students enrolled in the
courses have low completion rates (Killough, 20083. a result, some states are
implementing policies that restrict, discourageglaminate transitional education.

Transitional education in four-year colleges isverged or discouraged in at least 10
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states (Arizona, Colorado, Florida, Georgia, Indidtansas, New Mexico, South
Carolina, Utah, and Virginia) (Russell, 2008). ther, in California, a policy was
implemented in 1999 that gave students one yeeorplete the transitional education
program at four-year colleges; if a student didewhplete the sequence, he or she
would no longer be enrolled and would be referced two-year college (Russell, 2008).
The four-year colleges in Nevada, New Mexico, atahltlo not receive state funding for
transitional education (Russell, 2008). On theeptiand, some states such as Florida
provide generous funding; in Florida, “one-haltioé cost of developmental education
programs...is funded by the state at an annual ¢stzeding $100 million” (Gallard,
Albritton, & Morgan, 2010, p. 10).

Several states have realized the importance ofrigrtdansitional education at all
levels of higher education. For instance, the §dg&gislature has appropriated $5
million, distributed over two years, for six colegto redesign their transitional
education programs (Collins, 2010). Neverthelssn)je states still believe it should be
within the mission of the community colleges to\pde these services. California,
encouraging students underprepared for collegarmilen transitional education courses
at a community college, has set up transfer agretnse that students can be enrolled
concurrently at the University of California or @ainia State University and at a
community college (Melguizo, Hagedorn, & CypersQ2D Aside from the debate
regarding which type of higher education institnicshould provide transitional
education programs, some philanthropic organizatiogalizing the influence of
transitional education programs on students’ expers, are providing financial support.

In 2010, the Bill and Melinda Gates Foundation ded&110 million to work with
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colleges and other stakeholders to develop innexagiroundbreaking models in
transitional education that could be replicatedtimer programs and states (Gonzales,
2010).

College Completion Rates

Another challenge is the significant number of stutd enrolled in transitional
education courses that do not complete collegdedd, the Obama administration has
increased its effort to improve transitional ediarabecause it views transitional
education as one of the main barriers to milliohstodents’ attaining college degrees
(Killough, 2009). Of the 60% of community collegieidents who enroll in at least one
transitional education course, only 25% earn aekegithin eight years (Gonzalez,
2010). In seeking an understanding of studentrtié@a Tinto’s (1975) model of student
departure is often viewed as a prominent theohigher education.

Tinto’s (1975) model of student departure focusedttrition at residential
institutions and emphasized social integration. (slgared values and friendship support)
rather than the external environment; however, mb#te students enrolled in
transitional education courses are nontraditionalents at a two-year college. Thus, to
understand student departure for students enrisllgdnsitional education courses, the
focus should be on nontraditional, commuter stuglahtwo-year colleges. The numbers
of nontraditional college students have increasguifscantly on college campuses. The
numbers of older, part-time, and commuter studeate increased as the numbers of
traditional college students have decreased (Beltet&ner, 1985).

The model for attrition of nontraditional studerdsyeloped by Bean and

Metzner (1985), is based primarily on four setsarfables. The first set of variables
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includes the background and defining variables,(ageliment status, residence,
educational goals, high school performance, ettypiand gender). The second type of
variables includes academic variables (study ha#tzdemic advising, absenteeism,
major certainty, and course availability). Thedrset of variables includes
environmental variables (finances, hours of empleytnoutside encouragement, family
responsibilities, and opportunity to transfer).ridhles in the last set are related to social
integration (which can be measured by the degreauicipation in extracurricular
activities, peer friendships on campus, and relatdps with instructors outside class)
(Bean & Metzner, 1985). The range of the variaidemportant in discussing attrition

for students enrolled in transitional educationrses.

Bean and Metzner’s (1985) model shares many vasahhit are similar to
Tinto’s (1975) model; however, the content diffefs.Tinto’'s model of attrition, social
interactions with other elements of the campus camity such as the faculty, students,
and extracurricular activities are paramount. dstmodel of attrition also focuses on
traditional students who reside on campus. BednMetzner concluded that for
nontraditional commuter students, social integratiad minimal effect on students’
dropout decisions whereas other environmental bsasuch as family responsibilities,
finances, hours of employment, outside encourageraad opportunity to transfer had
more influence on attrition (Bean & Metzner, 1985pr nontraditional students, the gap
between graduation from high school and collegelknent are usually spent juggling
multiple roles such as a “worker, spouse or parip@rent, caregiver, and community
member” (Ross-Gordon, 2011, p. 26). For nontraddi students, juggling multiple

roles may create additional challenges that ardametd by traditional students. Juggling
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multiple roles and then adding another role aslleg® student often present challenges
“in students’ allocation of time for both acaderatady and participation in campus-
based organizations and activities” (Ross-Gord6a12p. 26). Thus, Bean and
Metzner’s theory on student departure for nontraxgl commuter students is more
aligned to the educational journey of students ladon transitional education reading
courses in comparison to Tinto’s model of studegadture.
Costs to Taxpayers and Students

Another challenge is noted in the costs to taxmaged students to provide the
transitional education courses. There are sigmticosts in providing transitional
education courses in public two-year and four-yedleges and universities. It has been
estimated that $7 billion is spent annually onsraonal education in public two-year
colleges (Scott-Clayton, Crosta & Belfield, 2012)e cost at four-year colleges and
universities is significantly lower; in four-yeanlteges and universities, the cost of
transitional education is between $435 and $548ami{Roueche & Waiwaiole, 2009).

Although transitional education is costly, the mstied cost is still a conservative
figure because of the lack of extensive, univetrsalking as well as the inaccurate
perspective held by some colleges that acknowlegdijie existence of such courses
could damage their academic reputation. Trangtieducation was costly to taxpayers
even 14 years ago, when researchers Breneman amb\W#1998) estimated the cost to
be more than $1 billion a year. Breneman and ldaéslestimate was conservative
because it did not include the costs of transiliedacation at private colleges and
universities (Merisotis & Phipps, 2000). More netdata support the continued high

cost of transitional education at both two-year smd-year colleges.
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For taxpayers, there is the concern that they ayeng a second time for basic
education skills in higher education that shouldenbeen taught in secondary schools.
The debate continues about which educational instit, the K-12 school system or the
two-year or four-year college, is responsible favyiding needed transitional education
courses. Yet, itis clear that there are curremtény students who enter college
unprepared for college-level coursework.

Although the high cost of transitional educatioriite taxpayers is noteworthy,
students also bear the costs. According to Baillegng, and Cho (2010), “the financial,
psychological, and opportunity costs borne by thdents themselves may be even more
significant” (p. 4). Students in the lowest quartf SES are more likely (63%) to
undertake transitional education coursework (USDZIIB4). Students, especially the
ones in the lowest socioeconomic status, often theacosts for transitional education.

As previously noted, the majority of transitiondlueation courses do not result in credits
toward a college degree, thereby adding additibmed to accumulate the credits needed
to attain a college degree. Also, with regarchtransitional education students who
receive financial aid, “in some states, they deptkeir eligibility for financial aid”

(Bailey et al., 2008, p. 4). This situation occhexause there are a maximum number of
credits that the federal government will fund, &raohsitional education courses, despite
not earning credit toward graduation, do count tovaigibility for financial aid. The
most economically vulnerable students also beaitiaddl costs beyond the financial

costs.
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Sequence of Courses

It is a challenge to have several courses in aesemufor students to complete to
exit the transitional education program. Natiopaillansitional education programs have
been criticized for delaying students’ progressdnuiring multiple courses in a
sequence (Bailey et al., 2010). In the fall of @020% of colleges and universities that
offered transitional education courses in readiagd three or four transitional education
course requirements in reading for students to ¢et@n sequence (see Figure 3). This
number is comparable to the three or four leveleqtiired transitional education
mathematics (32%) and writing (18%) courses (USDZIB3c). For students needing to
enroll in all subjects for transitional educatiarucses, it may take one or two years

before they ever enroll in a college-level course.
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Reading

4% @ 5 or more Courses

31% 20%

B 3 or 4 Courses

O 1 Course

45% O 2 Courses

Figure 3. Number of Transitional Education Read@®agurses

Number of transitional education reading coursésredl in 2000, as indicated by degree-
granting institutions, by subject area.

Note: Data are based on Title IV degree-grantisgtutions that enrolled freshmen in Fall 2000 and
offered at least one remedial course in readingtails may not sum to totals because of rounding.

Source: Reprinted from U.S. Department of Educatfiational Center for Education Statistics,
Postsecondary Education Quick Information Syst®uryey on Remedial Education in Higher Education
Institutions: Fall 2000

Students are not moving successfully through theesgce of transitional
education courses to advance to college-level eswosk. In a longitudinal study based
on an analysis of data from more than 250,000 stsgdéom 57 colleges in seven states,
who began their enrollment in Fall 2003 or Fall 2@Md continued through Summer of
2006 or Summer 2007, the researchers found thgat3otd 4 of every 10 students
completed the sequence of transitional educationses (Bailey et al., 2008). The study
also found that the primary reason students diccaooiplete the sequence was not
because they failed the course but because thayodienroll in the first transitional
course in sequence or because they passed the tuirfgiled to enroll in the next

subsequent course (Bailey et al., 2008). The steslyits indicate that an intervention,
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such as academic advising or other assistancecesgary for students to enroll in
transitional education courses in the proper secgien

Providing sequential courses for a transitionalcation subject is a challenge
because of the low number of students who sucdbssfut the sequence. Therefore,
many institutions are exploring possible strategpeshorten the sequence of the
transitional education courses. Nevertheless,rdotpto a recent study conducted by
the Community College Research Center, “availabidesce on the effectiveness of
accelerating developmental education is promigimgigh not plentiful” (Edgecombe,
2011, p. 35); thus, more evidence-based researdeted to cement the merits of
acceleration.

In summary, there are several challenges in tiansiteducation, such as some
states’ limiting funding for the programs, low &gk completion rates, the debate about
the cost for taxpayers and students to pay forctssils in college, and the low number
of students who are successfully completing theilsece of courses. But, these
challenges also can be viewed as opportunitiesrfprovement. For example, although
some states who do not perceive transitional eturcas effective and limit its funding.
However, other states as well as philanthropic magdions are funding efforts to
improve the quality and effectiveness of the pragga It is imperative that there be a
concerted effort to address the challenges bedazubke profound impact on the
experiences of students who are enrolled in thesitianal education courses.

Influence of Transitional Education Reading Courses
The number of students who test into transitiodalcation reading courses is

lower than the number testing into other subjegth s math and writing. According to

51



NCES statistics, the highest proportion of transil education courses provided was in
mathematics (71%) (USDOE, 2003c). The second kighr®portion of transitional
education courses provided was in writing (68%} e third highest proportion of
transitional education courses offered was in rEah6%) (NCES, 2003c). Indeed,
reading courses represent the lowest proportidraatitional education courses; yet,
nearly all college-level courses require readingiteoks, articles, or other materials that
necessitate strong reading comprehension skills.

The reading comprehension skills that are taugtramsitional education reading
courses, such as critical thinking, inferenceshaits tone, purpose, fact and opinion, can
assist in preparation for college-level coursegroB McClenney, project director of
Achieving the Dream at University of Texas, recomded that transitional courses
focus first on reading: “Reading should be the fiegjuirement for students who test into
developmental reading, writing, and mathematicsiy(Bn, 2008, p. 17). The Condition
of Education postulated that the need for transati@ducation reading is the “most
serious barrier to degree completion” (U.S. Departhof Education, 2004, p. 63).
Similarly, the Strong American Schools (2008) reépadicated that a deficiency in
reading comprehension skills can have a substardggtive impact on students’ college
completion goals. According to the Strong Ameri&ahmools report, one study found
that of students in transitional education readiogrses, more than two thirds were
enrolled in three or more additional transitiondieation courses and only 12% earned a
bachelor’s degree. Therefore, the potential imfbgeon students’ experiences and the
number of students affected underlies the seleanmhimportance of transitional

educational reading courses as the focus of thdyst
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In summary, of the three types of transitional edion courses, reading is more
applicable in preparing students for college-leaamirses. Although math and writing
skills are needed in some college-level coursesost all college-level courses require
reading comprehension skills. A deficiency in iegccomprehension skills can decrease
the probability of college completion.

Empirical Studies Related to Transitional Education

Empirical studies on transitional education araspa States, schools, and
colleges need to gather more data on transitichataion to learn the extent of the
problem, to better understand the needs of theestadand to produce better outcomes
(Strong American Schools, 2008). Neverthelesanieffort to eradicate the lack of
empirical evidence in transitional education, a feaent empirical studies have
emerged; these studies are discussed in this sectio

In 2011, the American Association of Community €gés (AACC) gathered
information about student access, institutionabaatability, and budget constraints
from 1,300 stakeholders (ranging from studentsottege presidents and chancellors) in
10 regions of the country (American AssociatiorCoimmunity Colleges, 2012). The
result of this data collection and analysis wasprt,Reclaiming the American Dream:
Community Colleges and the Nation’s Futusjch was completed in early 2012. The
report included significant findings relevant tastexploratory study on transitional
education.

The AACC (2012) report concluded that communityegés needed a new vision
with recommendations for improvement in the “ThR=g: Redesign students’

educational experiences, Reinvent institutionaspand Reset the system (p. x). Of the

53



three Rs, the notion of redesigning students’ etilutal experiences is most pertinent to
this exploratory study because it addresses the toeienprove college completion rates
by 50% by 2020, decrease the number of studentsewter college underprepared for
college-level coursework and at the same time dotht# number of students who
complete transitional education courses, and dlesé&merican skills gaps by focusing
on career and technical education (American Assoai@f Community Colleges, 2012).

Although the AACC (2012) report stated that “deyefeental education as
traditionally practiced is dysfunctional” (p. iX)s implementation strategies to address
this problem, which include exploring evidence-lthgaeenues to accelerate students’
progress through the courses and incorporatingseadgsign principles, are lacking some
key components. Although the implementation sgriateare worthy of exploring with
regard to improvements, the area of focus is rgdesy students’ educational
experiences. As previously noted, the report ietlno mention of exploring the
students’ voices or their educational experien&sa result, the primary focus was on
course design and delivery improvement; this siaigidcus is one of the problems in
transitional education because it does not acdourstudents’ voices.

Another study, conducted by the Community Collegsdrch Center at two
community colleges over one semester, investigdiedelationship between
summarization skills (brief presentation of text agentification of key ideas) and
participation in a contextualized literacy intertien in a sample of community college
transitional education reading and writing studé€Rexin, Peverly, Mason, &
Vaselewski, 2011). The study involved a purposiample of 16 transitional education

classrooms that were recruited for each experinietipth experiments, 12 of the
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classrooms received the intervention and 4 classsas®erved as a comparison group. In
Experiment 11§ = 322 students), the intervention was a conteidai@bn of a science
text, and all the reading passages and practicesnekated to science topics. In
Experiment 21§ = 365 students), a second condition added thefusgeneric text, and
participants were randomized to science or generic.

The intervention remained the same, except thebtdagy items and persuasive
writing prompts were tied to the topics. All tharficipants followed nearly the same
transitional education course curriculum, with éxeeption of the experiment group’s
requirement to complete 10 additional interventioits as homework during the
semester. The results found that both groupsudiestts—Experiment 1 and Experiment
2—who received the intervention, contextualizatioag greater gains than the
comparison group in identification of main ideas;wracy of information, and word
count (Perin et al., 2011).

A recent study was conducted to determine whetheobcollege students
perceived required transitional education coursdseaeficial in their academic
performance and persistence in college (Green,)200e study was conducted at a
higher education institution in the southern regidthe United States. The sample
consisted of 133 students (freshmen, sophomonei®rg) and seniors) enrolled during
the first semester of summer school.

The students were administered a survey developdueresearcher that gauged
their perceptions of the transitional courses &edpact of these courses. The
responses were on a 5-point Likert scale rangioigp frto extento a great extent Based

on the results of the survey, 97.1% of the pardictp indicated that the transitional
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education courses enhanced their academic perfeartarsome extent or greater
(Green, 2011). Additionally, 84.3% indicated tha transitional education courses
helped them remain in college to some extent catgrgGreen, 2011).

In an effort to provide empirical evidence to anstie question of whether or
not transitional education works, Bahr (2010) candd a longitudinal study. The data
were collected and analyzed by the Chancellor'sc®bf California Community
Colleges for six years, beginning with the fall 83%®hort (Bahr, 2010). California had
104 community colleges that were semester bassdlfirgy in an analytical cohort of 68,
involving 884 students. The researcher contrdited/ariables such as sex, age, race or
ethnicity, socioeconomic status, academic goaiasen on college application), grade
in first English course, grade in first math coysed four measures of enrollment
patterns. The researcher focused on studentsiatii attainment in math and English.

Bahr’s (2010) study was conducted to determinesitent to which depth and
breadth of underpreparation at college entry madsithe effect of successful
remediation on academic attainment. The reseastatad, “Depth of underpreparation
refers to the degree of deficiency in a given sttigeea, while breadth of
underpreparation refers to the number of basi¢ akebs in which a student requires
remedial assistance” (Bahr, 2010, p. 179). Theawher concluded that transitional
education courses are effective even for studehtsivave “greatest academic
deficiencies as well as those who face multipleéctericies” (Bahr, 2010, p. 201).

Recently, researchers at the National Bureau oh&oac Research also
conducted a longitudinal study on the effects afisitional education courses (Scott-

Clayton & Rodriguez, 2012). Both Bahr’'s (2010) &wbtt-Clayton and Rodriguez’s
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research involved large datasets and examinedféeseof transitional education.
Specifically, Scott-Clayton and Rodriguez analy#egldata for 100,000 first-time degree
seeking students enrolled in six community collegeslarge, urban community college
system between Fall 2001 and Fall 2007. It is@sng to note that 90% of all the
students tested into a transitional education @(#2% math, 72% writing, and 38%
reading). The researchers explored the effedtsr@® models of transitional education:
development for future coursework, discouragemeamh ffurther study, or simply
diversion onto a separate track (Scott-Clayton &iftuez, 2012).

The students were followed for three years aftey first tested into the
transitional education courses and were trackethfr credits, grades, degree outcomes,
and transfers to other public two- or four-yeatitn§ons within the same urban area
(Scott-Clayton & Rodriguez, 2012). Although cokegpmpletion was not a focus of the
research, 85% of the student sample were full-tafter three years of tracking, 64% of
the students had dropped out (not enrolled, noe#ggP4% were still enrolled, and only
12% had completed a degree or transferred to &poddic four-year institution (Scott-
Clayton & Rodriguez, 2012). The results of Scday@n & Rodriguez’s research failed
to indicate that transitional education sufficigrdevelops students’ skills to improve
their chances of college-level success; neithertgicbvide discouragement.
Nevertheless, there was favorable evidence fotdiversion” model, in which students
enrolled in these transitional education coursstead of taking college-level courses in
the relevant subject.

A recent study was conducted at a midsized regipuidlic university in a

southeastern U.S. state to investigate the setfaely beliefs, sources of self-efficacy,

57



and influences on level of confidence in readingagfirst-year college students placed
in transitional education reading courses in comsparto students not placed in these
courses (Cantrell, Correll, Clouse, Creech, Brigge®wens, 2013). The study
consisted of 100 participants, 59 students enrafi¢chnsitional education reading
courses and 41 students enrolled in English 10isesu A 42-item survey was used to
measure the participants’ self-efficacy as web@srces of self-efficacy. The survey
included two open-ended items that asked ques#iboat the most positive and negative
influence on level of confidence in reading. Theutes of the study conducted by
Cantrell et al. (2013) indicated that students kealan transitional education reading
courses had significantly lower levels of self-edity in academic and personal contexts
when compared to students in English 101. Howekerresults also concluded that both
groups of students reported mastery experiencéganost positive influence on reading
self-confidence.

The empirical studies assist in filling the voidesidence-based research needed
in transitional education. The study by the Amani@ssociation of Community
Colleges (2012) incorporated the feedback from nsdakeholders across the country;
however, one of its recommendations was to imptbgeurriculum and delivery of
transitional education courses. These findingsapported by the study from the Center
of Community College Research that found incorpogatontextualization in the
transitional education courses can improve studeatsprehension skills (Perin et al.,
2011). Although it is commendable that studentsidemic skills improved, the studies
did not focus on the students’ perceptions and thmces. Whereas the study conducted

by Green (2011) did examine students’ perceptinraseas of transitional education
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courses and their impact on college completiodidtnot focus on students’ perceptions
of intelligence. The longitudinal study conductgdBahr (2010) contributed to the
empirical research for transitional education bseatiinvolved studying this population
over an extended time and addressed the controkegayding the effectiveness of
transitional education. Scott-Clayton & Rodrig2@12) contributed to the empirical
research because their research consisted of iat tecgitudinal study with a large
student dataset. Although their study also exadhihe effectiveness of transitional
education, it was expanded to include examinatfatistouragement and diversion
models. Nevertheless, only one, of the empirieséarch, Cantrell et al., focused
specifically on transitional education reading s and the experiences of students
enrolled in these courses (2013). However, it wgsamtitative study with a survey as
the primary instrument and did not focus on thelstl voices in the educational journey
or perceptions of intelligence.
Theory of Identity

There are several prominent theories of identagging from Erickson’s historic
conceptions of psychosocial development to Chickgsiseven vectors on student
development (Erikson, 1963, 1968; Chickering & Reex, 1993). Chickering described
one of the seven vectors, establishing identityy aense of self that manifests from
historical events, social and cultural conditicaasg family and ethnic heritage
(Chickering & Reissner, 1993. In the review of theories of identity, Gee’s (2000)
theory on identity seemed most aligned to studemtslled in transitional education

courses.
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Identity by Gee

Gee (2000) defined identity as certain “kinds afsp@” in a given context with
multiple identities connected not to their “intelrstates” but to their performance in
society (p. 99). He discussed four ways to viegntity through process, power, and
sources of power: (a) nature-identity, (b) instdntidentity, (c) discourse-identity, and
(d) affinity-identity. First, the nature-identi{process) is a state developed from forces
(power) in nature (source of power). This powenes naturally and does not involve a
person’s doing or accomplishing something. Secthelinstitution-identity (process) is
a position authorized by authorities (power) witmatitutions (source of power). The
institution, by its laws, rules, traditions or piples, can identify a person as a student
enrolled in a college or university. Third, disceeridentity (process) is an individual
trait recognized in the discourse dialogue (powé&nr with “rational” individuals
(source of power) (Gee, 2000, p. 103). Lastnaffiidentity (process) involves
experiences shared in the practice (power) of iffgroups (source of power). In
defining an affinity group, Gee stated, “Allegians@rimarily to a set of common
endeavors or practices and secondarily to othgnlpeon terms of shared culture or traits”
(p. 105). Gee also noted that identity needs tampretive system. The interpretive
system can include historical and cultural viewshwegard to nature, institutions,
discourse, and affinity groups (Gee, 2000).

In summary, Gee’s (2000) theory of identity waestdd because of its important
connection to this exploratory study on studentgieziences enrolled in transitional
education reading courses. Students are assigrieghsitional education reading

courses by the laws, rules, traditions or prindmé&an institution. According to Gee’s
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theory of institutional identity, students are dla in transitional education reading
courses based on an institution’s rules regardieg-bllege placement test results.
Students enrolled in these courses interact andntoncate with each other, thereby
forming the discourse identity. Students enroitettansitional education reading
courses may reexamine their natural abilities anfeng, thereby performing an activity
that is related to Gee’s theory of nature identidygditionally, students enrolled in these
courses may share an allegiance to the other daigtetine course because of the shared
class endeavors and learning, thereby reflecting t@ Gee’s affinity identity.

Analysis of Gee’s theory of identity. Gee’s (2000) identity theory focuses on
the four ways to view identity—through nature, ington, discourse, and affinity—and
how these views, including recognition by othees) anpact access, networking,
experiences, and mobility in the global, contemppoveorld. While Gee’s identity
theory has merit, it does not focus on race, geruigss, or ability. These characteristics
can shape people’s identity and how they interattt @ach other. If, for instance, there
were only students of color enrolled in transitiog@ucation courses, this factor could
negatively impact the identity of the students Vidnel that, because of their race, they do
not have the ability to function academically a #ame level as students of other races
who do not need the courses. If the other racestadld this view of identity for the
students of color, this perception could impactrteducational journey.

Gee (2000) did make a valid point that identithased on an interpretive system.
The views on these issues can impact the identyuolents enrolled in transitional
education courses. For example, if an institu(elege or university), through its

power, does not grant college credit for coursas iy take a student one or two years
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to complete, some students may perceive that theses are insignificant to reaching
their college completion goals. The students’ tdgmrould indicate that they do not
perceive themselves to be intelligent enough tplaeed in college-level courses worthy
of being granted college credit. The interpregystem can influence a person’s identity.
Theories of Self-efficacy and Intelligence

There are several dominant theoretical models @peetives regarding student
development, such as the importance of cognitinesires, exemplified by the work of
Perry, Kohlberg, Gilligan, and King and Kitchenedahe influence of campus
environment and students’ characteristics, as ea@lby Astin (Pascarella & Terenzini,
2005). There are several theoretical frameworkatelligence, ranging from William
Perry’s model or scheme that resulted from intevgigvith Harvard students to Marcia
Baxter Magolda’'s model of epistemological reflentizvhich explored ways that students
develop knowledge (Pascarella & Terenzini, 2004).the theoretical frameworks
provide insight into student development and irgelice. Along with Gee’s (2000)
theory of identity, the two selected for this exltory study are Bandura’s (1982)
theory of self-efficacy and Dweck’s (2000) self-dhies of intelligence because they are
the most appropriate to this exploratory study tasethe research questions and
analysis of the data.
Self-efficacy by Bandura

Bandura (1982) stated that efficacy “involves aggative capability in which
component cognitive, social, and behavioral skillsst be organized into integrated
courses of action to serve innumerable purposes'4p). Self-perceptions of efficacy

have a strong influence on self-regulatory stra&ggmnotivation, student achievement,

62



and persistence. Conversely, perceived self-icaaff can elicit futility and
despondency.

Bandura (1982) posited that there is a strong adiorebetween self-efficacy and
effort. In the face of difficulties or challengg®ople who have a low sense of self-
efficacy decrease their efforts or quit; howevepple with a strong sense of self-
efficacy increase their efforts to overcome théalifties or challenges. This assertion
does not mean that people with a high sense ckffethcy lack uncertainty about the
task at hand, but the sense of uncertainty (ingeshthe challenges of the task and not
one’s capabilities) ignites the preparation nedgdeatquire the knowledge and skills
necessary to master the challenge (Bandura, 1982).

Determination of whether a low sense of self-efficar a strong sense of self-
efficacy is accurate or faulty is, according to Bara (1982), based on four principal
sources of information: performance attainmentanaus experience of observing the
performances of others, verbal persuasion andlaijges of social influences, and
physiological states. First, performance attainmienprovides the most influential
source of efficacy information because it can b&edaon authentic mastery experiences”
(Bandura, 1982, p. 126). Second, vicarious expeee refer to a person seeing others
perform successfully and thinking that he or slse &las the capability to master similar
tasks (Bandura, 1982). Third, Bandura explainati\tkrbal persuasion results from
people galvanizing others to believe they havectpabilities to achieve their goals.
Finally, physiological states occur when peoplegggitheir own capability, strength, and
vulnerability (Bandura, 1982). The evidence fa tour types of information is based on

a microanalytic methodology employed by Banduraugh which individuals were
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“presented with graduated self-efficacy scalesaggnting tasks varying in difficulty,
complexity, stressfulness, or some other dimenslepending on the particular domain
of functioning being explored” (Bandura, 1982, p4). Utilizing the four principal
sources of information to make judgment about a@esense of self-efficacy can
determine the effort exerted and the persistence.

Perceived self-inefficacy stands in contrast taeed self-efficacy. Bandura
(1982) reported that people having perceptionelbfisefficacy can lead to feelings of
futility and despondency. He stated further thatfeelings of futility and despondency
result from the inability to influence events amdigl conditions and create anxiety
(1982).

In summary, Bandura (1982) purported that percaptad self-efficacy are based
on the integration of cognitive, social, and bebeadi skills in human agency. Self-
efficacy can have a strong influence on a personghts, actions, and emotions. In
contrast to self-efficacy, perceptions of self-fregfcy are developed when people
perceive that they have no control over eventssaieghl conditions and experience
feelings of futility and despondency.

Analysis of Bandura’s Self-efficacy by Zimmerman ad Pajares. Zimmerman
(2000) and Pajares (1996) analyzed Bandura’s (19&2yy of self-efficacy from
various perspectives and focuses. Zimmerman pedvédgeneral overview of self-
efficacy as a social cognitive theory defined by@ara. On the other hand, Pajares
focused on Bandura’s self-efficacy beliefs in aadmmic setting. Both Zimmerman and

Pajares examined the effect of self-efficacy ordqrarance through effort, persistence,
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and perseverancdistinguishing between self-efficacy and self-cquices described by
Bandura.

Zimmerman (2000) validated Bandura’s (1982) sditaty beliefs as a vital
social cognitive theory. Zimmerman clarified Barals definition of self-efficacy and
distinguished it from other related conceptionshsas self-conceptions and locus of
control. He also clarified the role of self-effayawith regard to academic motivation.

First, Zimmerman (2000) described Bandura’s detiniof perceived self-
efficacy as “personal judgments of one’s capabditio organize and execute courses of
action to attain designated goals” (p. 83). Taifyldhe components of the definition,
Zimmerman explained that level of self-efficacyhs dependence on the difficulty of the
particular task, generality is the transferabitifyself-efficacy beliefs across activities,
and strength is perceived efficacy as measuretidogegree of one’s certainty about
performing a particular task. Also, self-efficamgasures are multidimensional and
focus on performance capabilities rather than pesgualities.

Second, Zimmerman (2000) distinguished self-effydaom other related
conceptions such as self-conceptions and locusrdfa@. Zimmerman asserted that self-
concept measures self-esteem reactions, wherdasffaecy focuses exclusively on
task-specific performance expectations. Next, Zearman made a distinction between
locus of control and self-efficacy. In comparidorself-efficacy, locus of control is
neither task nor domain specific but rather itrete general beliefs about the internality
or externality of causality (Zimmerman, 2000).

Third, Zimmerman (2000) supported the role of gé#lfeacy in academic

motivation, positing that self-efficacious studenislertake difficult and challenging
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tasks. His research also found that self-effidasliefs are predictive of student effort,
rate of performance, and expenditure of energydithahally, Zimmerman noted
Bandura’s finding that students’ self-efficacy retjag management of academic tasks
influences them emotionally by decreasing thegssty anxiety, and depression. To
further validate his support of Bandura’s self-&dfty in academic motivation,
Zimmerman pointed to the meta-analytic review arhe70 studies of persistence and
measures of motivation that found a significantifpes effect size for students’ self-
efficacy beliefs.

Pajares (1996) focused on Bandura’s theory ofefélfacy in the academic
setting: Bandura theorized that judgments of cdipalaire better predictors of related
outcomes than are more generalized self-beliefslaatdpossession of self-regulatory
skills can permit students to improve their perfantes across varied academic activities
when the commonalities are cognitively structuréd.did Zimmerman (2000), Pajares
discussed Bandura’s notion that generalizable gpgltils work in similar fashion by
reducing stress and promoting effective functioning

Pajares (1996), however, discussed in detail Baisl(1982) belief about self-
efficacy and collective efficacy. Bandura obsertteat confidence is both a personal and
a social construct through which collective systeonsh as classrooms, teams of
teachers, schools, and even school districts dp\ekense of collective efficacy, that is,
“a group's shared belief in their capabilitiesealize given levels of attainment” (as cited
in Pajares, 1996, p. 569). According to Bandurarejudicially structured systems and
social contexts, self-efficacy may not be ablelay fts role: Although students may

possess the necessary skill and high self-efficagyired to achieve, they may choose
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not to undertake a task because they lack the s&gescentives (as cited in Pajares,
1996). Therefore, self-efficacy relies upon effieeteachers, necessary equipment, or
resources to aid students in the adequate perfaen@racademic tasks. Bandura
suggested that it is not so much a matter thaestisdlo not know what to do, but that
they are unable to do what they know (as citedajares, 1996).

In summary, the theory of self-efficacy applieshe topic of this study because
students’ beliefs about their capabilities in l@éagrare highlighted when they are
required to enroll in transitional education cosrsén particular, some students may not
understand the need to take a transitional educatarse in reading when they already
know how to read. Enroliment in a transitional emhion reading course elicits their
perceptions about learning and reading compreherskitls. Their perceptions of self-
efficacy can play a vital role in their educatiofmlrney by impacting key areas such as
effort, goals, academic motivation, academic ptsie, and academic achievement.
Dweck’s Self-theories of Intelligence

Dweck (2000) explored a framework for understandaimelligence and
achievement that she called self-theories. Thiefsedf some students enrolled in
transitional education reading courses about their intelligence are magnified very
early in the process of attaining a college degr®asveck’s (2000) self-theories also
examined the connection between students’ motinatral goals.

The first self-theory described by Dweck was theotly of fixed intelligence; she
defined this as the “entity-theory” because sonapfeebelieve that intelligence is an
entity that lies within one and for which therents change (Dweck, 2000, p. 2). In other

words, intelligence is fixed. According to Dweckydents with an entity-theory
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framework focus on looking smart by doing easy,-kffort challenges, thereby
outperforming other students. They may avoid le@ropportunities that are
challenging or that may expose their deficienci@s.the researcher noted, such
individuals favor a “diet of easy successes” (Dw&f00, p. 3). Students who hold to
the entity-theory or fixed intelligence are focusedre on performance goals; they want
to appear smart to the teacher and their peerse tedents are more focused on
attaining validation.

The researcher described the other self-theoryearicremental theory,” in
which intelligence is portrayed as something tlzat loe increased though one’s efforts
(Dweck, 2000, p. 3). Her research found that sttedeith a growth mindset are
“energized by the idea that they [can] have an ohpa their mind” (Dweck, 2000, p.
10). Students who hold to the incremental theocy$ on learning goals rather than
performance goals.

In a study conducted by Hong, Chiu, Lin, and Dwehk, self-theories of
intelligence were tested to determine if studerite were exposed to an entity theory of
intelligence would decline an opportunity to impeaweir deficient skills (as cited in
Dweck, 2000). In the study, students were giveiclas as part of a reading
comprehension test; half of the articles the sttglezad projected the entity theory and
the other half projected the incremental theorytevards, students answered some
guestions about the passage they had read; thgmtdre given a nonverbal ability test.
One of the significant results of the study wasuahlbose students who received the
articles projecting the entity theory; the studdrdd done poorly on the first part of the

test and were offered a tutorial: “That was foundé effective in improving
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performance on the test for most people” (Dweck®@®. 25). Only 13.3% of the
students who had been exposed to the entity thedecyed to take the tutorial. On the
other hand, when students who had been givenestfpbjecting the incremental theory
were offered the same tutorial, 73.3% electedke the tutorial. This finding supports
Dweck’s notion that an entity theorist would comsithe tutorial to be fruitless because
of his or her belief that intelligence is fixed ar&hnot be changed.

Receiving a college placement test score indicdtiegheed to enroll in a
transitional education reading course could beidensd a failure by some students.
According to Dweck’s (2000) self-theories of intgdnce, students in the same
transitional education reading courses can hawediferent beliefs about their own
intelligence. A student with the entity-theory m&et holds that failure on a college
placement test questions their permanent inteligemd, if possible, avoids taking the
course at all costs. The researcher stated tndests with a belief in fixed intelligence
or entity-theory mindset, when faced with failucan be defensive and view effort as “a
sign of low ability, it is aversive and is believiebe ineffective” (Dweck, 2000, p. 41).
Consequently, the low score on the college placeéteshrepresents a failure to a student
with the entity-theory mindset; feeling defensitree student may not put forth the effort
needed to pass the test on a retest if offeretdidynsstitution.

Failure can make entity-theory students feel vidhkr and cause them to exhibit
symptoms of depression (Dweck, 2000). Dweck amdbeagues conducted a study
with college students to compare the failure resperof entity theorists to those of
students who were in a period of depression (Dw2@R0). The students were given the

Beck Depression Inventory, a questionnaire thas @8kquestions about symptoms of
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depression. The researchers found that “for almlbsf the measures, entity theorists
looked just like the depressed students, and betle significantly different from
incremental theorists” (Dweck, 2000, p. 45).

On the other hand, a student with the incremehtiity mindset believes that his
or her present strategy or skills are not adeqaradkethat the transitional education
reading course is needed to reach learning gdalsther words, the transitional
education reading course can assist the studésarining strategies and skills that will
prepare him or her to master the college-level smuork needed to reach the learning
goal of attaining a college degree. Students thighincremental-theory belief view the
exertion of effort as necessary for a challengask tin “harmony with the short-term and
long-term goal of these students—Ilearning” (Dwe&Q0, p. 41).

Aside from the views they have about their ownliiglence, entity and
incremental theorists have different views on athitelligence. The different theories
of intelligence affect the way people see and remaothers’ successes and failures
(Dweck, 2000). For the entity theorists, othessiure is a reflection of intelligence. For
incremental theorists, others’ failure elicits tgbts about effort or strategy and the kinds
of instruction or transitional education actiontth@uld help the students overcome their
difficulty (Dweck, 2000). In other words, the kefb about their intelligence mirror the
beliefs they hold about others’ intelligence.

Beyond discussion of the fact that some studemtsiaderprepared for college-
level coursework, examination of the self-theonéstelligence for students enrolled in
transitional education courses is important witare to their impact on students’

experiences, identity, goal development, and péimepof their peers. Entity and
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incremental theorists have different attitudes talntheir peers. The entity theorists view
their peers as rivals; therefore, others’ misfoesibolster their self-esteem (Dweck,
2000). For example, if an entity-theory studenfgrens successfully in a transitional
education reading class, his or her self-esteeirb@iheightened, despite the fact that all
of the students are taking the class together lsecalushared low scores on a college
placement assessment. On the other hand, incrahtieebrists derive self-esteem from
their own efforts in striving to succeed; therefdrere is no rivalry with others (Dweck,
2000). In the same transitional education readiags, incremental theorists will seek to
master the new skills in class and help others arbecstruggling.

According to Dweck and a colleague, achievementvatbn is “powered by a
valuing of both competence acquisition (learninglgpand competence validation
(performance goals)” (Dweck & Elliot, 2005, p. 122)he meaning of competence
differs between the self-theories. For the enhgorist, competence is something people
have and display right away; for the incrementabtist, however, competence is
something that grows over time (Elliott & Dweck,(X).

Dweck’s self-theories were tested with college shid in a large-scale study
conducted by Robins and Pals at the Universityalif@nia at Berkeley (as cited in
Dweck, 2000). The purpose of the research wasterighine whether students’ theories
of intelligence predict their achievement goaldpless versus master-oriented responses,
college grades, and changes in their self-esteahegigprogress through college. The
results of the study indicated that theories cdlligence do indeed predict the goals that
students value in college. Also, the study fourat tentity theorists were more likely

than incremental theorists to blame their faillwadow ability, feel distressed and
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ashamed about their academic performance (thdegeolGPAS), and report that they
tend[ed] to give up in challenging situations” (Dske2000, p. 35). Additionally, the
findings indicated that without manipulation anfluence, the students’ theories of
intelligence were stable over three years (Dwe6R02.

With regard to the self-theories, there are diffiess in the values of competence
motivation and acquisition. Entity theorists foarsthe goal of competence validation
(performance goals). On the other hand, increnhémearists focus on the goal of
competence acquisition (learning goals). Competa@aquisition is linked to learning
goals, effort and strategy attributions for setlsaeid the belief that effort increases
ability (Dweck & Elliott, 2005).

In summary, Dweck (2000) posited two self-theoraggarding how people view
intelligence. Some people view their intelligerasea fixed trait. In contrast, some
people view their intelligence as a malleable quahat is incremental and that can be
enhanced through learning and effort. These twy diferent views of intelligence can
have an impact on effort, persistence, and goatldpment and can play an instrumental
role in students’ experience.

Analysis of Dweck’s Self-theories of IntelligenceDweck’s (2000) self-theories
have contributed greatly to the field of studeménéion and achievement. Whereas most
research examines external factors, such as sotagkation, student engagement,
faculty interaction, and support networks, Dweded-theories focus on internal factors
such as how students view their intelligence aedntelligence of others. Dweck

thoroughly explained her self-theories, fixed gnéihd incremental entity. Her theory
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has been supported through her own research agasvethpirical studies completed by
other researchers.

There are, however, some issues with the self-tb20One issue involves the
concept that effort is key for incremental thearisDuring the earlier stages of learning,
in the secondary school years, parents and teaekersmost of the pressure regarding
students’ efforts. During college, however, thisrkess parental guidance or professor
intervention with regard to homework and studibs; $tudent is more responsible for
self-regulating and putting forth the needed eftorachieve.

Second, although learning goals are worthwhileafomcremental theorist, an
individual can have both learning and performanzagyin life. Another issue involves
the question of whether having performance goathagriority (entity theorists) for
adult students is positive or negative. Neverglespecially in the college setting,
having performance goals, such as attaining agmkkgree, allows more opportunities
to improve one’s quality of life than does excelliat several college courses without
attaining a college degree. Also, it is unclearchitone comes first, students’ views
about their intelligence or their performance ih@a, which then shapes their views
about their intelligence. In other words, not [l@gs college placement test several
times and having to enroll in transitional educatiourses could change a student’s
mindset about his or her intelligence. These ssoudicate the need for further
clarification of Dweck’s self-theories model.

Relationship between the Theoretical Models Reviewle
Several empirical studies have been reviewed sgéction, including empirical

studies with recommendations for improvement indbi@munity college level,
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incorporating contextualization in the curriculuseguence of transitional education
courses, and the perceptions of academic perforenamd persistence held by students
enrolled in transitional education courses. Mogtortantly, this section has presented
review and analysis of the three theories that fthrentheoretical framework for this
study: identity, self-theories of intelligence, axhdemic self-efficacy. There is a
strong, integrated relationship between the thneeretical frameworks.

Dweck’s (2000) two competing mindsets, the fixeddsiet, in which ability is
fixed and unchangeable, and the incremental minasethich ability is not limited, but
improvable, can be related to Bandura'’s (1982)hebself-efficacy and self-inefficacy
with regard to effort. Dweck noted that when induals with the incremental mindset
are faced with challenges or difficulties, theymxle effort to overcome challenges or
difficulties; individuals with the fixed mindseteiv effort as a sign of low ability and
ineffectiveness (Dweck, 2000). This notion is $&mto Bandura’s view that people with
a strong sense of self-efficacy will increase tlediorts to overcome the difficulties or
challenges whereas people with a low sense oke$@ttacy will decrease their efforts or
quit.

Both Dweck and Bandura’s theories of intelligenod aelf-efficacy are related to
Gee’s theory of nature identity. According to G2e00), the natural abilities of a person
do not involve a person doing or accomplishing dhing. Gee’s nature identity is
connected Dweck’s self-theory of intelligence fdrigh intelligence is a fixed entity
intelligence that lies within one and there is harmmge. Persons with this nature identity
towards intelligence may not put forth the effadvercome the difficulties or

challenges faced with improving their intelligeraea result of self-inefficacy.
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Dweck (2000) and Bandura (1982) also are conndhtedgh their theories
regarding goals. Bandura posited that people avjperceived self-inefficacy or low
sense of self-efficacy have doubts about the hiceld of completing their goals and
subgoals. He further explained that people caa gp/trying to reach their goals for one
of two reasons: “Either they doubt their capalgftor they expect their efforts to produce
no results due to the unresponsiveness, negatge i punitiveness of the environment”
(Bandura, 1982, p. 140). Dweck distinguished thalgfor the two mindsets as
performance and learning. The fixed entity-mindkebrists focus on the goal of
performance and validation of their competencemf@etence validation is linked to
“ability-oriented performance goals, ability atuibns for setbacks, and the belief that
effort indicates low ability” (Dweck, 2005, p. 137The incremental-mindset theorists
focus on the goal of learning; competence acqarsitomprises efforts and strategies
toward learning (Dweck, 2000).

The students enrolled in the same transitional &ttt reading course share an
affinity identity as described by Gee because tgdlece is primarily to a set of common
endeavors or practices” (2000, p. 105). The stisieommon endeavor is enrollment in
the same transitional education reading coursdfadeed to successfully complete the
course. Although enrolled in the same courserasut of failure on a college placement
test, as noted by Dweck, entity and incrementadribes have different attitudes toward
their peers and others’ intelligence (2000). Théiference perceptions of intelligence
are connected to Bandura’s theory of self-efficdergugh the efforts of the students

enrolled in the course. Additionally, these diff@rperceptions of intelligence and effort
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are processed in the discourse-identity descrilygdd®e because it is an individual trait
recognized in the dialogue with the students incihrse (2000).

Dweck’s and Bandura'’s theories are also conneateti@ psychological level.
People with the fixed mindset exhibit symptoms gpiession (Dweck, 2000). Similarly,
according to Bandura’s (1982) theory, people wiffeeceived self-inefficacy have
feelings of futility and despondency. The feelimggutility and despondency can result
from the identity described by Gee as the insttutdentity (2000). Institutions, by its
laws and rules has the power to mandate that@hnmng students, with a few
exceptions, must take a college placement testrasghower is authorized by authorities.
Thus, students can feel powerless about their ttetake the college placement test, their
anxiety about passing the test, and the socialittond that can manifest if they do not
pass the test and need to enroll in transitionatation courses.

The theoretical theories reviewed and analyzedisgection support the
influence of transitional education courses oneatisl educational experiences. The
transitional education courses have an impactutesits’ identity, views on intelligence
as well as academic self-efficacy. Therefore tti@@retical frameworks by Gee, Dweck,
and Bandura lay the foundation for this exploratstydy

Relevance to the Current Study

Gee’s (2000) theory on identity, Dweck’s (2000)-¢leéories of intelligence, and
Bandura’s (1982) theory of self-efficacy have siigaint relevance for this exploratory
study.

Gee’s four identities: nature, institution, disceraffinity have relevance for students

enrolled in transitional education reading cou2890). Early in their educational
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journey, the students that are enrolled in coungeause of not meeting the cutoff score
on college placement tests are confronted withrekielation of their deficiencies of skills
in reading, writing, or math. Thus, they are faweth examining their nature identity
when they enroll in college. Then, they are adstéred the college placement test by
the institution identity through its laws and rulddext, they share an affinity identity
because they are placed in the same class with stilents with the same endeavors,
and they have a discourse identity through theodigg with other students in the class.

Dweck’sself-theories focus on different mindsets of ingelhce that have
relevance for students enrolled in transitionaloadion reading courses because the
enrollment is based on their college placementsestes. Students generally will fall
into one of the mindsets described in Dweck’s (3&#f-theories of intelligence, fixed
or incremental. Additionally, their respective migets impact their views toward other
people’s intelligence.

Bandura’s (1982) theory of self-efficacy relatevi@ws of capability in areas of
cognitive, social, and behavioral skills. The #htkeories are applicable to traditional
and nontraditional students of different racialigye and SES. The demographics
revealed in the literature review indicated that mmajority of students enrolled in
transitional education courses are students of @id of lower SES; however, many of
the enrolled students represent diversity in raceSES.

The connections of Gee’s (2000) theory of iden®@gndura’s (1982) theory of
self-efficacy, and Dweck’s (2000) theory of intgénce are noted in the questions in the
interview guide, which is detailed in Chapter Ihe literature review lays the

foundation for this exploratory study of studemso#ied in transitional education
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reading courses with regard to their views of ligehce, the intelligence of others,
perceptions of others view of their own intelligenand academic self-efficacy.
Research Gap

The review of literature revealed a gap in theaederelated to the educational
experiences for students enrolled in transitiodalcation reading courses. The majority
of studies and literature identifying factors asatad with persistence (or factors
associated with retention) were based on the edunehjourney and social integration of
students enrolled in four-year colleges; the rededid not focus on students enrolled in
transitional education courses. An example of pheninent research was Tinto’s
(1975) model of departure that focused mainly aditional, younger students who lived
at residential four-year institutions. Tinto’s nebdid not address the issue of students’
underpreparedness for college. Also, for the sttediem Tinto’s study, social integration
was a key factor in their student development ahdther or not they completed college.
Nevertheless, the needs of traditional, residestiadents at four-year colleges are not the
same as the needs of students enrolled in tramzitemlucation reading courses at a
community college.

Most of the students enrolled in transitional ediecacourses are nontraditional,
community college students who do not live in restifl facilities. The nontraditional
students usually have been out of school longethawd more responsibilities outside
college. Bean and Metzner (1985) pointed outgbatal integration is not as important
as the institution’s academic offerings for the tnaditional college student. Although

their focus is on the academic offerings, a sigatit number of nontraditional students
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are enrolled in community colleges and are not gmeg for college-level coursework
(Attewell et al., 2006; Merisotis & Phipps, 2000).

In summary, although a significant number of stusléest into transitional
education courses, there has been no substaninhe feicusing on these underprepared
students enrolled in transitional education readimgrses and identity, perceptions of
intelligence and academic self-efficacy at commuadlleges. Considering the number
of underprepared students who enter the commuailyge, test into transitional
education courses, and do not attain a collegesdegnere is a need for an exploratory
gualitative study of the lived experiences of fgpulation. There is also a need to study
their perceptions of intelligence and self-efficacy

Conclusion

This chapter has presented a review of the liteedatuthe key areas of
transitional education such as its history, thelamental structure, demographics,
enrollment, transitional reading courses, and sofitbe challenges. The review also
included discussion of some empirical studies @aieto transitional education such as
perspectives of identity, theories of self-efficaapd self-theories of intelligence.
Included also was an overview of empirical evideratated to transitional education.
The empirical evidence provides the framework @ éanalysis of the data; it supports
the purpose of this exploratory study, exposingrésearch gap and the need for the
study.

Chapter Il presents the methods to be used in emsgvthe research questions.

The chapter includes information about the resedesign, data collection, data analysis,
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and data presentation. It also includes discussidime trustworthiness and validity of
the study and information about human participants$ ethics precautions.
Chapter IlI
Methodology
This exploratory study examined the experiencegbereducational journey of
students who were enrolled in transitional educateading courses in the community
college in a greater suburban area in a southeasti@te in the United States.
Specifically, through this study the researcheld@ea how the students perceived their
intelligence, the intelligence of other studentsythey perceived other’s perceptions of
their intelligence, and how they perceived theadmic self-efficacy. The researcher
sought an understanding of the students’ expergetireugh their voices. This chapter
presents a description and justification for the asqualitative research methodology
and an overview of constructivism as the paradi§imauiry. The research questions,
based on the review of the literature, for the gtaiek identified. Information about the
gualitative research includes a description ofttle®retical perspectives, the site
selection process, and the study participantghisnchapter the processes of data
collection, analysis, and presentation are disayssewell as the trustworthiness and
validity of the study, considerations regarding lamnparticipants, and ethical
precautions.
Paradigm of Inquiry
The paradigm of inquiry for the study is construistn. A paradigm is a
philosophical worldview, which Creswell (2009) defd as “a general orientation about

the world and the nature of research that a reseahwlds” (p. 6). The purpose of the
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constructivism approach, as noted by Merriam (2083p describe, understand, and
interpret a single event that is socially consedawith multiple realities. In this
research, students enrolled in transitional edagatading courses in the community
college located in a greater suburban area in theastern state in the United States
described multiple realities in their narrativesl dums or her way of making meaning of
the world. Collected data were used to constheknowledge for this research.

There are both advantages and disadvantages @thgiconstructivism
approach as the paradigm of inquiry. An advantddbe constructivism approach is its
helpfulness to researchers in examining the uneperiences of individuals; “each
one’s way of making sense of the world is valid amdthy of respect” (Crotty, 1998, p.
58). The constructivism approach also has a patahsadvantage for the researcher.
As Crotty (1998) noted, the constructivism approietds to be harmful because some
researchers resist the “critical spirit” in integpng how individuals make sense of their
world (p. 58).

The assumptions that Crotty (1998) associated eatistructivism are aligned
with qualitative research. One assumption of qocsvism is that human beings
construct meaning as they engage with the worldt{¢r1998). The semi-structured
interview questions allowed the study participantshare their perceptions and
interpretations on how they make meaning of tharldv  The researcher utilized semi-
structured interview questions based upon issuesrgeed through the review of the
literature. The students enrolled in the transdieducation reading courses responded

to semi-structured interview questions regardisges such as intelligence and academic
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self-efficacy. The semi-structured interview quess$ allowed the researcher to probe
further if the responses needed to be clarified thie responses were unique.

Another assumption of constructivism is that humamgage with their world and
make sense of it based on their historical andasperspectives (Crotty, 1998). Through
the responses to the research questions, studeotked in transitional education reading
classes made sense of the historical and theialgoeispectives of the class in their
educational journey. This research was inductivihat the researcher generated meaning
through data collection from interviews and reviefvexisting data. Thus, based on the
philosophical worldview, assumptions, and revievihaf literature, constructivism was
selected as the appropriate vehicle to guide theareh and design for this study.

Rationale for Employing Qualitative Research Design

The researcher employed a qualitative methodologphduct research on
students enrolled in transitional education readimgrses in the community college in a
greater suburban area in a southeastern state lortibed States. Based on the gap that
was discovered through review of the literature,ghoblem statement mandated a
gualitative, exploratory study as the best apprdackhe research. Merriam (2009)
listed the following characteristics for qualitaivesearch: a focus on quality (nature);
constructivism as one of its philosophical rooisgdvery and meaning as investigation
goals; a design that is flexible, evolving, and egeat; the researcher as the primary
instrument; an inductive primary mode of analyais] use of rich description in the
findings.

Use of a qualitative research design addresseg@ahén the literature and the

problem statement in several ways. First, thearesedesign focused on the quality of
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students’ voices and perceptions rather than giaéimgé data such as enrollment figures,
completion rates, or GPAs. Second, the goal ofékearcher was to investigate how
students enrolled in transitional education readimgrses make meaning of their
educational journey. Third, the research desitpwad flexibility through the use of the
semi-structured interview questions that permitedidw-up questions if study
participants made comments that needed furthelimydab gain insight into their realities
and meanings. Further, the researcher was thaprimstrument for the interviews and
data gathering. The primary mode of analysis wdsdative, and there were multiple
theories to frame the study. Lastly, the findimgduded a rich description to assist in
understanding the students’ educational journéyst perceptions of intelligence, and
their perceptions of their self-efficacy. By emylay a qualitative research design as the
methodology, the researcher was able to addreggabéem statement created from the
review of the literature.
Design of the Semistructured Procedure

For this study of students enrolled in transitiomdlication reading courses, the
best approach was the semistructured procedureitialibyed an interview guide. This
section presents discussion of the key componénkganterview guide. The section
also presents a discussion on the advantages sauivdintages of the interview guide.
Additionally, the parts of the interview protoceokaoutlined.

There are several components of the semistruchneskdure. One key
component of the semistructured procedure is tteeview guide. The purposes of the
interview guide are to facilitate the interviewsglp the research on track, and gather the

data needed to answer research questions.
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Another key component of the interview is the aciui@rview questions. As
Merriam (2009) noted, “the key to getting good daban interviewing is to ask good
guestions; asking good questions takes practice35p The interview questions were
exploratory and inductive in nature. The typeguédstions avoided in the interview
protocol were multiple questions in one questieading questions, and yes-or-no
guestions (Merriam, 2009). The interview questiamese linked to specific research
guestions to develop a crosswalk between interaieevresearch questions (see Table 1).
A detailed list of the crosswalk between interviamd research questions is found in

Appendix A.

Table 1. Summary of Crosswalk of Interview Questiand Research Questions

Research question (RQ1) and
Subsets of Research Questions (SRQs) rviewe Questions

RQ1: How and in what ways do community collegelshis 3, 4,5, 6, and 7
enrolled in transitional education rempcourses
describe their educational journey?

SRQa: How and in what ways do community collegdetss 5, 6, 7, 12, 13, 18, 19,
enrolled in transitional education reading courses 20, and 21
perceive their intelligence?

SRQb: How and in what ways do community collegelstis 8, 9, 10, and 11
enrolled in transitional education reading courses
perceive the intelligence of other students?

SRQc: How and in what ways do community collegelstus 14, 15, 16, 17, and 18
enrolled in transitional education reading courses
perceive other’s perceptions of their own inteltige
(the college, faculty, peers, family, society)?

SRQd: How and in what ways do community collegelstitss 19, 20, and 21
enrolled in transitional education reading courses
perceive their academic self-efficacy?
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There are advantages to using emergent interviehwigues or a semi-structured
interview. One advantage of using emergent iné@vstechniques or a semi-structured
interview was the opportunity to ask follow-up quess to collect additional data on the
emerging topic. The researcher handled probeshmuestions as a follow up to the
main exploratory research questions by linkingtthe sets of questions during the
interview. Another advantage was that probingsasdiin asking the study participants
to provide more details, clarification, or examphath regard to their answers (Merriam,
2009).

A disadvantage of using an interview guide to ftatg interviews is that the
researcher may become fixated on following the gaidd may overlook potentially
important information that might be discovered tigbo the interview. Consequently, the
researcher might not listen to key points sharedrbinterviewee during the interview.
These key points or observations could be vitainderstanding the students’
experiences explored through the study or in anagéhe research questions.

Part A — Interview protocol

The motives and intentions underlying the studyeaterlearn about the
educational journey of students enrolled in tramsél education reading courses in the
community college. The purpose of the inquiry wagather meaningful data and
information from the study participants to answes tesearch questions. The methods of
collecting and storing information during the intienw included note taking and the use
of audio equipment. The interview materials andtent collected through audio tapes
and notes was kept in a secure location. The relgds’ information was protected

through the use of pseudonyms, thereby meetingetingrement for research involving
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human subjects. Each participant was offered dl gragment of $10 for participation in
the study interview. The interviews were conduatadng the semester; each interview
was scheduled for approximately 45 minutes to am.ho
Part B — Participant information

There were 20 study participants interviewed, 1®mand 8 females. All the
participants were over the age of 18 years old.
Part C — Semi-structured interview questions
The use of a semi-structured interview questioltsvald the flexibility to conduct
follow-up questions (see Appendix B).

Purpose Statement

The purpose of this study was to describe the alesrad experiences for students
enrolled in transitional education reading couisgbe community college in the greater
suburban area in a southeastern state in the Usitgds to gain a better understanding of
their educational journey. Specifically, the stwekplored how the students perceived
their intelligence, the intelligence of other statde how they perceived other’s
perceptions of their intelligence, and how theycpered their academic self-efficacy.
The literature suggested that some students magiperintelligence as something with
which one is born, whereas others may perceivdligegace as something that one can
increase through effort. In this exploratory stuithe researcher investigated students’
perceptions of their own intelligence as well asitiperceptions of the intelligence of
others through the lens of Dweck’s (2000) self-tie=oon intelligence. Also, the study
explored the ways in which the students suppottedt tearning through the lens of

Bandura’s (1982) theory of self-efficacy. Bandomed that efficacy involves

86



organizing cognitive, social, and behavioral skiti® courses of action for innumerable
purposes (1982).
Research Questions

Research questions should “explain specificallytwioar study will attempt to
learn or understand” (Maxwell, 2005, p. 67Mhe research questions related to the
researcher’s goals, explored how study participar@de meaning of their educational
journey, perceived their intelligence and the ildehce of others, how they perceived
other’s perception of their own intelligence, artqeived their academic self-efficacy.
Exploratory Research Questions

The foundation for the exploratory research questi@lated to prior research
regarding two theories: Bandura’s (1982) self-eifig theory and Dweck’s (2000) self-
theories of intelligence. The exploratory reseayebstions form a whole; they were not
random questions on the research topic.

1. How and in what ways do community college studentslled in transitional

education reading courses describe their educafjoumaey?

The following subset of research questions are apbto address in order to

understand the main research question as it refatsttidents’ educational journey:

a. How and in what ways do community college studentslled in

transitional

education reading courses perceive their inteltgén
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b. How and in what ways do community college studentslled in
transitional education reading courses perceivéntedligence of

other students?

c. How and in what ways do community college studentslled in
transitional education reading courses perceivertiperceptions of

their own intelligence (the college, faculty, pedasnily, society)?

d. How and in what ways do community college studentslled in
transitional education reading courses perceivie #tademic self-

efficacy?

Statement of Significance

The study advanced the field of transitional edocain several significant ways.
First, it explored some of the elements of the atlanal journey for students enrolled in
transitional education reading courses in the conityigollege. Students are enrolled in
transitional education courses as a result of restimg the cutoff score on a college
placement test that gauges their intelligence baped their demonstrated reading
comprehension skills. Thus, their educational peyrtakes a different direction than
students who do not need to enroll in courses basdle college placement test.
Second, the study provided a better understandisgah students’ perceptions of their
intelligence, the intelligence of others, and tlamademic self-efficacy. These
perceptions can be influential in understandingetts’ educational journey as they
make meaning of their world. Third, the exploratstydy adds basic literature to a

needed area in the field of transitional educategarding its influence on college
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completion. When reading comprehension skillstlagecore of the problem for learning
college-level coursework, the probability of cokbegpompletion is very low (Merisotis &
Phipps, 2000). But, there is limited researchhenstudents’ educational journey in
transitional education reading courses and itsi@nfte on college completion.
Moreover, the insights gained from empirical anislydg the data collected were
significant in understanding the students and mfag practitioners who have an interest
in transitional education reading courses.

Theoretical Perspectives to Drive Research

To drive the research, three theoretical framewore selected: Gee’s (2000)
theory on identity, Bandura’s (1982) theory of safficacy, and Dweck’s (2000) self-
theories of intelligence. All three concepts wenportant to understanding the
experiences shared by students enrolled in transitieducation reading courses.
Additionally, all three were necessary to formulidite research questions.

First, Gee’s (2000) theory of identity shaped #hiploratory study because it
relates identity to performance in society. Gefined identity as certain “kinds of
person” in a given context with multiple identitiesnnected not to their “internal states”
but to their performance in society (Gee, 200®9). He discussed four ways to view
identity: nature-identity, institution-identity, sourse-identity, and affinity-identity.

Second, Dweck’s (2000) self-theories of intelligempecovided the theoretical
framework to shape the study because the reseacabdd on intelligence as reflected by
students not meeting the cutoff score on a coliegding comprehension assessment. A
significant component was the degree to which stisdeelieved intelligence played a

role in their educational journey while they wergdaled in a transitional education
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reading course. Within the self-theories therthés“entity theory” wherein intelligence
is portrayed as an entity that lies within one dads not change. The other end of the
spectrum encompasses the “incremental theory” whertelligence is portrayed as
something that can be increased through one’steffbweck, 2000). The theoretical
framework related to intelligence helped to fornbeitdne exploratory research questions.

Third, Bandura’s (1977, 1982) self-efficacy framekwshaped the study because
the study explored how students developed goalsabgoals that support their learning.
Bandura (1977) believe that, in the social learrtiivepry, processes of goal setting and
self-evaluative reactions can cultivate motivatidtte argued that setting attainable
subgoals can motivate students to achieve largds go the future. He named the
subgoals “proximal” and the large goals “distaBandura (1982) stated, “Whereas
proximal subgoals provide immediate incentives gmdes for action, distal goals are
too far removed in time to effectively mobilize @ff or to direct what one does in the
here and now” (p. 134).

In contrast, perceived self-inefficacy can prevbetdevelopment of self-
efficacy. Bandura (1982) reported that peopleis@ations of self-inefficacy can lead to
feelings of futility and despondency. He assetted a person’s feelings of futility and
despondency are caused by his or her inabilityftaence events and social conditions,
as well as the anxiety resulting from that inabilitn such situations, people have doubts
about the likelihood of completing their goals authgoals. Bandura explained further
that people may give up trying for one of two reasdeither they doubt their
capabilities or they expect their efforts to proglmo results due to the unresponsiveness,

negative bias, or punitiveness of the environm@é#ndura, 1982, p. 140). Perceptions
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of self-efficacy and self-inefficacy can play arsfgcant role in the educational journey
of students enrolled in transitional education negqadourses because of the influence on
goal development.

The theories of intelligence and self-efficacy weeéected because they are
relevant to the gap in the research. The selfriegof intelligence were selected
because the researcher found little research atedents enrolled in transitional
education reading courses in the community colldgar perceptions of intelligence, or
their perceptions of how intelligence might infleereffort and academic achievement.
Similarly, little research was found regarding #edf-efficacy of students enrolled in
transitional education reading courses or the sitstibeliefs about their learning
capabilities and efforts. The review of the litera also demonstrated that research was
needed to explore how students enrolled in a tianai education reading course view
their identity as being part of a class for studemto are underprepared for college-level
coursework. This identity can play a major roléhair educational journey. The
interaction between the two theories, intelligeand self-efficacy, and the perspective
on identity was required to complete the study.

Sampling Plan

The sampling plan included the components as aatlyy Merriam: (a) where to
observe, (b) whom to observe, and (c) what to eles@998). Thus, there is an in-depth
discussion on the selection site, which includeddleation and background information.
With regard to the consideration of whom to obsgtive type of sampling technique is
discussed as well as the participant criteria amdber of participants. The third part of

the sampling plan involves the collection of dattarf several sources of evidence.
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Site Selection

A three-campus community college in the greateudwdn area in a southeastern
state in the United States was the site for thaysti\ccording to the college’s Fact
Book, there were 72,235 students (33,817 credit3@ 18 noncredit or continuing
education) enrolled in the college in 2010. Almaseé third, 31%, of the students were
first-generation college students (parents nevended college). A substantial majority
(78%) of the students received some type of fireraid (Pell grant, loan, scholarship,
need-based aid, or some combination thereof). ofitjh most students received financial
aid, almost 60% of the credit students were empulagere than 20 hours per week. The
institution is a commuter college with no residahtacilities.

An important component for site selection was thelability of study
participants experiencing the issue or problemtifled for the research (Creswell,
2007). The site for this study was selected bex8%6 of the students had transitional
education needs in 2010. The students at thetedlsite also generated a low rate of
college completion, which was similar to the nadibrate of transitional education
students completing college. According to theegmls Fact Book, only 39% of the
2006 cohort of community college transitional edicrastudents were completers after
four years.

The community college studied had a diverse stupleptilation. There were 400
international students from 73 different counteesolled at the college. According to
the college’s Fact Book, in 2010, largest populabbstudents, which comprised 48% of
the student body were White. Minority studentgespnted almost 52% of the student

population (credit and noncredit). African Amencstudents, 35%, were the second
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most populous group in the community college. Bigantly behind the African
American population of minority students was thiedtlmost populous group, Hispanic,
at 7%. The rest of the student population inclullsidn American, multiple, and
unreported races. In 2010, the gender categaribe @ollege included 58% female and
42% male. Also, most of the students were norticadil students in terms of age. The
highest percentage of students, 52%, were in tHg92@nge, followed by 26% in the 40-
59 range, 13% in the 60 and over range, and only®@%ager than 20. Because of this
diversity by race and age, the site was feasibl¢his exploratory study.

The community college provided cultural awarenéssugh its offices,
professional development opportunities for facudtydent organizations, and the student
newspaper. One office that provided cultural aweass was the office of multicultural
affairs, which sponsored programs and activitiestodents and staff on all three
campuses and the extension centers. For exarhpteyffice provided an annual field
trip to historically Black colleges and univers#tieAlso, the international student
services office provided resources through itsetichformation handbook and
international advising. Additionally, the commuyndollege provided an extensive 2-
week workshop for faculty on the relationship bedweulture and pedagogy. The
community college’s office of student life was coitted to providing educational
experiences that foster civic engagement, leadeddelopment, diversity and
inclusion, community involvement, and co-curricudativities. It sponsored more than
30 clubs and organizations. Also, the communitiege had a student newspaper, which

included an arts and culture section.
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Participant Selection

The researcher gained permission to enter theeddsse-mails to the department
chair and reading faculty. There were eight sestminCollege Reading Il classes
selected for this exploratory study. There are lewvels of transitional education reading
courses in the community college: College Readifigwer level) and College Reading
Il (upper level). The study participants were diebin College Reading Il. The upper
level reading course, College Reading Il, was setebecause the study participants
enrolled in College Reading Il were closer to exgjtthe transitional education reading
sequence to advance to college-level courses., 8tsue of the study participants in
College Reading Il may have passed College Reddetpre enrolling in College
Reading Il and, therefore, may have insights irdthlzlasses. Another criterion was that
the study participants were not former studenthefresearcher.

Students enrolled in College Reading Il classe®wsked to participate, either
by the researcher or the instructor of the cla3se maximum class size for a transitional
education reading class is 18-20 students, depgminthe campus. However, the
sample number took into account the fact that smgestered students did not actually
show up for class and some students elected mpatrticipate in the study. Therefore, the
participants in the exploratory study consisted shmple number of 20 students from
eight different College Reading Il classes.

The study involved a convenience sampling, defimetMerriam (2009) as “a
sample based on time, money, location, availakalitgites or respondents, and so on” (p.
79). To make the sampling more credible and t@gse rich description, the researcher

strived to meet the criterion of a diverse grougtafients enrolled in a transitional

94



education reading class. The students were dtl8agears old. According to the
George Washington University Institutional ReviewaBd (GWU IRB) Committee on
Human Research, students over the age of 18 astdened adults and do not need
parent permission to be study participants. Thdesits were not ESOL learners.

The sampling plan details the number of study pigidints, criteria for the study
participants, type of sampling, and classes toabgpéed. There was also a sample
strategy for existing data. The existing data iaed of the college catalog and the
student newspaper.

Method of Obtaining Data

There were several data sources of evidence. durees of evidence consisted
of existing data and interviews for this explorgtstudy on students enrolled in
transitional education reading courses in the conmiyeollege in the greater suburban
area in a southeastern state in the United St&tesurce of evidence was the existing
data from the selection site, the community collegkis existing data consisted of the
most recent institutional research statistics. eD#xisting data included statistics from
national reports regarding completion and noncotigigates as well as other relevant
statistics for students enrolled in transitional@ation courses and students not required
to enroll in such courses. Other existing data feaad in the college catalog, student
newspaper, and college placement test practiceléinok

The other source of evidence was the semistructatedsiews which allowed
the researcher to gain some flexibility during ithterview process, because the interview
had some of the features of both the structuresdvuidgw and the unstructured interview.

A relevant feature of the structured interview wes the predetermined interviews were
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aligned to the exploratory research questionseldvant feature of the unstructured
interview was that the researcher was able toviollp interview responses that needed
further probing. Therefore, if the interviewee gavresponse to a question that was
unique or unclear, follow-up questions were askecbllect additional data. Also, the
interview questions were inductive in nature. Astpf the IRB compliance, the
researcher developed a semistructured intervietopoband guide, that is detailed this
chapter.

Several research products, as described by Hamaydd€995), have been
generated by gathering data from sources of evalsuch as descriptions, explanations,
evaluations, and theories. Each research produst complement the others and each
must be equally valuable. The collection of dats\guided by exploratory research
guestions, the researcher’s skills and training, @nerging discoveries.

Data Analysis Methods

According to Merriam (2009), “data analysis is pgrecess of making sense out of
the data” and involves consolidating, reducing, emerpreting what study participants
have said and what the researcher has seen an(prdath). Part of the process is to
develop a coding method to move from data colledtiodata analysis. To aid in the
process, a code book, based on research questiditBeretical frameworks, was
developed to classify the data.

Coding Method

To transition from data collection to data analythe researcher coded the

interview transcripts. It is during the coding pess when researchers, “organize,

manage, and retrieve the most meaningful bits oflata” (Coffey & Atkinson, 1996, p.
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26). During the analysis and interpretation obglaycle coding, which is endorsed by
Patton (2002) and Saldafia (2009), was be emplo$edcifically, the cycle coding
included first cycle and second cycle coding.

Saldaia (2009) defined data coded in the firstecycl. range in magnitude from
a single word to a full sentence to an entire pEdgext to a stream of moving images”
(p- 3). The researcher assigned a tag or lalibktsingle word, full sentence, or entire
page of text that was meaningful data, thus a codeeated. Some codes repeated as a
result of the “repetitive patterns of actions andsistencies in human affairs” that was
revealed in the data (Saldafia, 2009, p. 5).

Second cycle coding included “advanced ways ofg@&arzing and reanalyzing
data coded through First Cycle methods” (Salda@@92p. 149). In addition, the
researcher wrote comments, observations, and nau@mmotations. During this time,
expansive notes were developed; the researcherea@gtive to any data related to the
research questions. This type of coding processdetined by Merriam (2009) as “open
coding” because did not limit the bits of dataX{8).

Code book

The codes identified represented the researcheséarch findings based on the
theoretical framework and research questions. cblde book was utilized as a means to
organize and maintain the classified data. The dmbk presented is based research
findings from the interviews (see Appendix C).

Existing Data
One step in the analysis of data involved the ctbthe of existing data. The

researcher conducted an analysis from the commaoilyge regarding college
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completion rates for students taking transitiomlaation courses and those not taking
any transitional education courses. The data wagared for regularities and
irregularities. Existing data consisted of variodaguments, such as the college catalog,
student newspaper, and college placement praabickldt were reviewed for pertinent
information. Review of existing data allowed ifsignto the phenomenon of interest
from a secondary source. The researcher contittueohsistently use techniques for
open coding and grouping data into themes and cagsy

Interviews

The other step of the data analysis involved dallaacted through the interviews.
The interviews with the study participants weredwcted during the semester. The
sampling included 20 study participants from eigjfferent College Reading Il
transitional education reading classes. To engppertunities to have access to the
study participants, the interviews were not conddcaturing the class time. The
researcher secured a private location on the campere the study participants were
located. The researcher and study participanhgeca day and time that was
convenient to conduct the interview. The inclusioiteria for the interviews students
who were enrolled in transitional education readiogrses, wished to participate in the
study, were not ESOL learners, and were at leageass old.

In summary, the information collected through iutews and review of existing
data were analyzed. The data analysis processchimv@a expansive open coding to
creation of categories or themes that coveredhalbits of data. At this level of analysis,
inferences were formed and findings were genetadsdd on the connections among the

categories or themes.
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Computer-assisted Qualitative Data Analysis Softwas

As suggested by Merriam (2009), file folders fog ttategories or themes were
created to manage the units of data. Each categaoded the original source of
evidence, such as the study participant’s pseudpitynase it is needed to reference the
data. To assist with this process, computer-a&sbptialitative data analysis software
(CAQDAS) was utilized. Some considerations in ctithg) the appropriate software for
the study included the software structure, desagd, complexity. For this study, the
CAQDAS determined to be appropriate was the ATLASttwas selected because it
met the consideration requirements, was the biest facilitate the data analysis process
for the study, and is commonly used by social si@eesearchers.

Data Presentation

After the data was analyzed, the findings wereeartl using thick and rich
description. Data presentation techniques inclustriptions of the context, the
participants involved, and activities of interdgtefriam, 2009). Also, the data was
depicted in the form of quotations, transcripts] ather documents to support the
findings, which connected with a description of egeait themes or relationships. An
interpretative commentary was provided regardirgpérticulars as well as general
findings from the rich description so that othems,cas Merriam (2009) noted,
“determine the extent to which their situations chahe research context and, hence,
whether the findings can be transferred” (p. 229).

The presentation included thematic analysis on saoitige key themes that
emerged in this exploratory study of students éedah transitional education reading

courses. After the open coding cycle was comp)ebeddresearcher interpreted and
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reflected on the codes and grouped the codes lbasgithilar meanings. After the
grouping, the researcher moved inductively to aoesicategories or themes. The
categories or themes are, “conceptual elementsdndr’ or span many individual
examples” or bits of data (Merriam, 2009). Thérm tesearcher examined the
relationship between the themes. The key, emetgentes answered the exploratory
research questions and provided an understanditige @omplexity of the students,
including their educational journey, perspectivasrdelligence and academic self-
efficacy.

The information presented in the study’s findinggresented a balance between
analysis and interpretation (Patton, 2002). Enokfl986) suggested maintaining the
balance through differentiation in the particulasdription, general description, and
interpretative commentary. The particular desmiptvas derived from the raw data,
which consisted of quotations and transcripts tdrinews with students enrolled in the
transitional education reading courses. For th@ajions and other particular
description, the researcher clarified whether drthe piece of data represented a
generalization of the data as a whole. The rebeaprovided an interpretative
commentary regarding the particular description thiedgeneral description to build the
connection between the two descriptions and tefasbetter understanding. Thus, the
data presentation included thick and rich desanpthat was built on a balance of the
analysis of the themes and an interpretative contemgnf the particular and general

types of description.
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Subjectivity Statement

| am an educator and a student; since 1993, | Wavked with adult learners. At
various times during my career of almost 20 yednaye taught transitional education
reading courses at local community colleges andeausities. Therefore, | am very close
to my research project. | am currently employdttifione as an associate professor of
reading in the community college that is the sitethe study. | have worked in the
community college for almost 8 years.

My closeness to the study topic has the potentiateating research bias that is
both positive and negative. The bias can be pesiti that my familiarity with the
subject provides insight into some issues relaietie research project. | taught my first
transitional education reading course in 1996latal community college. Over the
years in my career, | have taught hundreds of stisdenrolled in transitional education
reading courses at several community colleges dsaw/eeveral universities. In addition
to teaching students enrolled in these coursesyé presented on topics related to
students enrolled in transitional education readimgrses at conferences and reading
retreats. | have also co-authored an instructoggaual for a college reading textbook.

| feel a connection with the students enrollechim transitional education reading
courses. Although I did not test into any traasiéll courses, | struggled academically
with courses that others may have considered vasiclsuch as math. Since the
successful completion of the increasingly demanti#rugls of math courses were a
requirement in attaining my college degrees, |toaovercome these challenges by
exerting more study time for the math courses, isgekke assistance from math tutors,

and meeting with the math professors during thiéiceohours for tutoring.
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On the other hand, the bias can be negative becay€loseness to the subject
can lead to strong, but not necessarily accur&eswregarding some of the issues. My
key task as a researcher is to maintain my subjgcto uphold the validity and integrity
of the study. As aresearcher, | have to ensatently experiences do not influence the
data or results.

Managing Qualitative Data

A system to organize and manage the data was gecekarly in the research
process. As Merriam (2009) noted, data collectiod analysis are simultaneous parts of
an ongoing process. The data was managed thrbeglesearcher’s taking notes and
audio taping the interviews with the study partifs. Existing data such as college
catalog, student newspaper, college placementipeaetst booklet, and college statistics
were collected, reviewed, and inventoried. Theaesher also kept electronic and hard
copies of the existing data in a separate, seocgeation.

Trustworthiness and Validity of the Study

Trustworthiness refers to the “concept of validiof"the data analysis (Roberts,
2010, p. 161). Several strategies were used tarmehthe trustworthiness so the reader
can assess the validity or credibility of the exatory study. The strategies included: the
use of a rich description, data triangulation ali aea peer review. Another strategy to
enhance the trustworthiness of the study was tthect®n of researcher subjectivity.

First, to enhance the trustworthiness of the sttloy/findings provided rich thick
description. For data to be considered rich, isiine detailed and provide a picture of
what is happening in the study (Maxwell, 2005).e Tith description was derived from

interviews with verbatim transcripts based uporntdded, descriptive note taking”
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(Maxwell, 2005, p. 110). Additionally, the richst@iption depicted the context,
participants, and activities of interest, as weltata in the forms of quotations from
documents, notes, and participant interviews (Nemi2009).

Second, to enhance the trustworthiness of the studggulation of data was
achieved through the use of multiple sources ad.dahe sources of data will include
documents such as the college catalog, studentoa@es, college placement practice test
booklet, and interviews. Additionally, studentsrfr different campuses and extension
centers were sampled, which provided diversityashpus contexts. The triangulation of
data from multiple sources of data allowed for mmparison and cross check to build the
validity of the study. Triangulation has been disd as a vital strategy to build
validity:

This strategy reduces the risk that your conclusiofl reflect only the

systematic biases or limitations of a specific sewsr method, and allows you to

gain a broader and more secure understanding ashes you are investigating.

(Maxwell, 2005, pp. 93-94)

Interviews were also a source of data for trianguta The interviews with the
students were conducted during the semester. ntbeviews were conducted with a
convenience sampling of 20 students from eightsiteomal education reading classes.
The researcher generated notes during the stugfléat on the reactions from the
interviews.

As a means of strengthening the trustworthiness tiee interviews, the
researcher also employed member check or respoudiaation. After the interviews,
the researcher emailed the interview transcripthécstudy participants to ensure the

transcripts accurately reflected what the studyigipants said in the interviews. None

of the study participants objected to the accudayhat they said in the interview
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transcripts. Maxwell (2005) noted the importanteespondent validation (e.g., member
check):

This is the single most important way of ruling ¢t possibility of

misinterpreting the meaning of what participantg @&ad do and the perspective

they have on what is going on, as well as beingrgortant way of identifying

your own biases and misunderstanding of what yoe lbéserved. (p. 111)

The third strategy to enhance the trustworthinésseostudy, the researcher had a
peer reviewer to conduct an examination of the.d@tae peer reviewer was a faculty
member selected from the reading department iedh@nunity college. The peer
reviewer had over 15 years teaching transitionatation reading courses and was
therefore knowledgeable about the research topie, @nd methodology. The peer
reviewer independently coded the same qualitatata dnd note emerging codes,
themes, and categories from two interview transerighen, the peer reviewer and
researcher met to compare their findings. In yeatlcases, the peer reviewer and
researcher matched for codes and themes. If Wese case of disagreement, the peer
reviewer and researcher discussed the case arftetkasolution. The overall process of
the peer review strengthened the trustworthinesiseo$tudy.

A final strategy to build trustworthiness was tduee the subjectivity. In order
to accomplish this goal, the researcher providsdlgectivity statement related to
possible bias in the researcher. The researchghme some biases associated with
almost 20 years of teaching transitional educateaaing courses. The researcher has
knowledge of the overall student characteristiegtie population of students who take
courses, the college where the classes are helham to teach the course.

In summary, there were multiple strategies to btk trustworthiness of the

study. The study included a rich description bagsah the notes. Triangulation of the
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data was achieved through the use of multiple ssuof information, such as existing
data and interviews. In addition, there was a marmsheck and peer review. Lastly, the
subjectivity statement by the researcher has bemnded to reveal any potential biases
and to reduce researcher subjectivity. Thesecsgfies were employed so the reader can
trust the data analysis of this exploratory study.

Human Participants and Ethics Precautions

The potential risks to the participants lie in gussibility of their self-esteem’s
being diminished as a result of their being pai study focused upon their enrollment
in a course for underprepared college studentsnifamize the risk to the participants,
the researcher did not ask questions suggestingtd@ement in a transitional education
reading course represented a negative experieRcecautions were taken to ensure
informed consent: There was a written consent fasimg easily understood language,
which was read to assist participants who are andiearners. Both methods, written
and oral communication, were conducted to enhamearticipant’s understanding of
the consent form.

To minimize risk of breach of confidentiality thellowing methods was
employed: privacy was assured for the subject Iscthe interview materials and
content collected through audio tapes and noteskefaisin a secure location. The
respondents’ information was protected throughugeof pseudonyms, thereby meeting

the requirement for research involving human subjec
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To protect confidentiality, audiotapes, and traipgsrwere placed in sealed
envelopes and was kept in a locked-boxes for oaeafer the interviews are conducted.
There was digital and hard copy of the intervieangcripts. There was a digital firewall
to protect the data. The data and key was kegpgparate, secured locations.

The student names did not appear in the interviamstript. The interview
transcript was reviewed by the researcher andigsedation chair. A transcriptionist
was hired to confidentially transcribe the audiesp/Nithin one year after the interviews
are transcribed, identifying data and codes wearewed.

To address ethical issues, such as personal dsrdficnterest and personal bias
that could influence the research, the researciterniewed participants from transitional
education reading classes that were not locatelednampus where the researcher
teaches. Also, the researcher made sure thataidhe study participants were her
former students. Further, the researcher enstesdjtilation of the data through the use
of multiple sources such as interviews and docusent

Additional Design Issues

A design issue for the researcher involved thestogg of interviewing students
when they were available outside class time. K difficult to do so because students
have different times of availability. To accommtedthe varied times of availability, the
researcher spread the interviews over several aaysveeks at different time periods,
including meeting with study participants beforeafter class.

Pilot Testing
The pilot interview provided the practice needeénsure that the questions were

worded in language that was clear to the studyguaaints so that they could provide the
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information needed to answer the research questidbhe researcher conducted a pilot
interview with a former student during the fall sster in 2011. The researcher needed
to make several changes to the protocol basedeopilibit interview. First, the researcher
did not probe some of the responses to the questioa to the time restraint. For
example, the pilot interviewee and researcher wader a time restraint because the
pilot interviewee only had 30 minutes for the intew because there was another
commitment. Therefore, the researcher neededhtoatlleast 45 minutes to an hour
instead of 30 minutes for the interview. This aiddial time should allow the researcher
to cover all the components of the interview. 3el;dhe researcher needed to revise the
wording of the questions. For instance, for sevguastions the pilot interviewee asked
the researcher to explain the meaning of some warghrases. Because the researcher
had to rephrase some of the questions, it becaperamnm that some of the questions were
not clear to the pilot interviewee. Third, if tlkas another pilot interview before the
study, the pilot interview should be with someotteeo than a former student. To
illustrate, when asked questions about collegerexpee and previous courses, the pilot
interviewee said complimentary things about takhegresearcher’s class and how it
helped to prepare for other classes. That commasthave been true, or the student
may have been responding personally to the reserardiinerefore, to decrease the
chances of interviewer’s effect, the pilot intewee should not be a former student.
Summary

In Chapter lll, the methodology used and the pgradf inquiry rationale for

employing qualitative research design are outliaed discussed. The theoretical

perspectives that provided the framework for thiegiof students enrolled in transitional
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education reading courses are described. Thdsl&gathe methodology used, including
site selection, participant selection, and datiecbbn processes, are discussed. The
semistructured interview guide and interview protare outlined. The details for the
gualitative data analysis, presentation, and manageare provided. The chapter also
includes discussion of the strategies to builditbhstworthiness and validity of the study,
such as the triangulation of data. The chapteclodies with the discussion of human
participants and ethics precautions, design issugbpilot testing.
Chapter IV
Findings
This study examined perceptions of intelligence selftefficacy of students
enrolled in transitional education reading courses community college. While there
are empirical studies that focus on students esdotl transitional education courses, this
is the first study to do an exploratory study vatkjualitative approach on students
enrolled in transitional education reading courses community college with a focus on
their perceptions of intelligence and academics#itacy. The central research
guestion was: How and in what ways do communitiegel students enrolled in
transitional education reading courses describe ¢aeicational journey? The central
research question was supported by a subset ofdesaarch questions that are important
for addressing the central research questionrataiies to students’ educational journeys.
The subset of research questions included: (a) &wvn what ways do community
college students enrolled in transitional educateading courses perceive their
intelligence? (b) How and in what ways do commyadllege students enrolled in

transitional education reading courses perceiventedligence of their classmates and

108



students exempt from the reading course? (c) Hahirmwhat ways do community
college students enrolled in transitional educateading courses perceive others’
perceptions of their own intelligence (the collesgaft, faculty, peers, family, society)?
(d) How and in what ways do community college stugenrolled in transitional
education reading courses perceive their acadestfiefficacy? To complete this
research study, the researcher conducted a guitasearch methodology as outlined
in Chapter Ill. The research study entailed intamng a total of 20 study participants as
well as data analysis of the college catalog, studewspaper, the college placement test
practice booklet. The interviews were conductadgithe semi-structured interview
guide. The researcher assigned pseudonyms taptiéeconfidentiality of the study
participants. Chapter IV described the findingd @mapter V contains the
interpretations, conclusions, and recommendations.
Collecting Data

Site Selection

The site selection for the study ishaee-campus community college in the
greater suburban area of a southeastern state lortibed States. Initially, the site
selection consisted of two campuses that were lestall as separate community
colleges opened in fall 1957. A third communityl@ge with its campus in a suburban
area opened in 1971. On October 1, 1998, staitgld&gn restructured the county's three
community colleges into a single-college, multi-gars institution. One campus has
century-old historic buildings that stand alongsmedern classroom facilities, featuring
the latest in learning technologies. Another casnpas signature gardens that serve as

living classrooms for students and areas of trdrmpauty for campus visitors. The third
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campus is located on a beautifully maintained leré-aroperty. In addition to the three
campuses, the selection site also has three eateosnters that offer a wide array of
courses and resources for its students. Theuhetitis a commuter college with no
residential facilities, but with the three campuaed three extension centers, it is
conveniently located and accessible by public artation. The site selection has an
enrollment of more than 65,000 students, and isobriee largest community colleges in
the state. Additionally, it offers more than 13 @ciate-degree and certificate programs.

The visit to the site selection occurred over a-month period covering four
semesters; spring, summer session 1, summer s&sad fall semester in 2013. It was
necessary to extend the recruitment and interviaxes the four semesters in order to
reach data saturation. The researcher visitedahmuses and one of the three extension
centers to conduct the interviews. All 20 studstipgpants were interviewed in person in
a private location on campus or at the extensiomece
Participants

To participate in the study, participants had to(agat least 18 years of age, (b)
enrolled in College Reading Il classes, and (cpient at the selected community
college. None of the study participants were farstedents of the researcher. Also,
none of the study participants were enrolled inGlolege Reading Il class on the same
campus where the researcher is located. A tot2Z0aftudy participants from eight
different sections of transitional education regdiourses were interviewed. Students
from more than 12 sections were invited to paréitggn the study, but many students
chose not to participate or did not meet the seledriteria. On average, there were

approximately two to three study participants freach of the eight sections. All of the
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study participants were given a pseudonym to ptakedr confidentiality. A total list of

the study participants with the pseudonyms, geratewell as whether or not they were

taking other transitional education courses is jpled in Table 2.

Table 2: List of Study Participants

Pseudo Name Gender Other Transitional Education Classes
April Female Yes
Bill Male Yes
Charles Male Yes
Dave Male Yes
Esther Female Yes
Fred Male Yes
George Male Yes
Heather Female Yes
ke Male Yes
Jake Male Yes
Kirk Male Yes
Larry Male Yes
Martha Female Yes
Ned Male Yes
Olivia Female Yes
Peggy Female Yes
Quell Female Yes
Randy Male Yes
Stephanie Female Yes
Ulysses Male Yes

All of the 20 study participants reported that thegre taking other transitional
education courses for math, English, or both. Addally, 19 of the 20 study
participants self-reported that there was a gapedately following the completion of
high school and their enrollment in college atgb&ction site. For two of those 19 study
participants, the gap was less than one year fifstudy participants the gap was 15

years or more. The average gap for the studyggzetits was approximately 10 years.
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There were eight female and 12 male study parti¢gpaWhile saturation was reached at
18 interviews, the researcher continued to intenparticipants to confirm ideas. All
interviews were conducted Monday through Fridathenmorning, afternoon, or evening,
upon the request of the participants. The partidpavere interviewed at various times
during the semester such as the beginning, middlend of the semester. The average
length of the interview was 27 minutes and the eangs from 13-60 minutes, which did
not include the time reading and thoroughly revieythe consent form. At times, it may
take 10-15 minutes to review the consent form arsvar any questions from the
participants before the interview could start. lystudents enrolled in College Reading
Il classes were interviewed because they may héwgger and longer experience if they

passed College Reading | before enrolled in ColRgading II.

Participant Profiles

The profiles of the participants described inforimafrom the interviews and the
researcher’s observations since the participadtsali have to provide detailed personal
information such as their age or complete an in&drom form. The participant profiles
were presented as background information for unaledsng the participants’
experiences and journeys to enrollment in a treomgit educational reading class. The
participant profiles indicated participant’s agdnem voluntarily reported, and additional
transitional education classes. The brief syngpsisides a glimpse of each study

participant based on observations made duringieeview.

April. April, 24, seemed motivated to reach her goatsl#na good mother. She
was engaged to the father of her two childrenyeyiear-old daughter and another
daughter expected soon. April was placed in tteomgl education English and math.
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Bill. Bill, 19, seemed reserved and hesitant when tgl&bvout other people. He
was born in a state other than that of the commwallege. Bill was active in bike
racing, surfing, snowboarding, and playing in adaBill was placed in transitional
education math.

Charles. Charles, 55, seemed friendly and talked primaddgut his religion and
faith. He quit school in the tenth grade, butl@arned his GED and served in the
military. Charles was placed in transitional edigraEnglish.

Dave. Dave, 19, attributed his difficulty sitting in class for seathours to his
attention deficit hyperactivity disorder (ADHD). abe was placed in transitional
education math.

Esther. Esther, 27, had a with a four year-old son. &sened very open and
direct in her responses, mentioning her DUI andplagticipation in an Alcoholics

Anonymous program. Esther was placed in transitieducation English.

Fred. Fred, 49, had adult children and was recentty ¢éi from a long-term job
at a company that is now bankrupt. He servedemithitary. Fred was placed in

transitional education math.

George. George, 29, had daughters. In addition to cellbég worked both a full-
time job and a part-time job. George was placeadansitional education English and
math.

Heather. Heather, 30, married with three children. Heage=med artist-like in
her appearance with colorful hair, and mentioned she wanted to attend an art institute
to study photography after she graduates from énencunity college. Heather was
placed in transitional education English and math.
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Ike. lke was born in a state other than that of thraroanity college. He was
very articulate in his responses. lke discusseidws careers and difficulties with
depression, alcoholism, and drugs. lke servedemitilitary. Ike was placed in
transitional education math.

Jake. Jake had one adult son and two grandchildrensdfeed in the military
and was a disabled veteran. Jake seemed drivercéeed in spite of the people he said
were negative in his life who thought that he wasdld to attend college. Jake was

placed in transitional education English.

Kirk. Kirk, 21, works a full-time job to pay out-of-plket for his college

education. Kirk was placed in transitional eduaatnglish and math.

Larry. Larry, 21, was hesitant in answering questiortsssaemed disappointed
that he is not further along in his education. dgent most of his youth in boarding

schools away from his parents. Larry was placedamsitional education math.

Martha. Martha, 24, had three children, ages two, thaed,five. Throughout the
interview Martha discussed her religious faith &ed desire to help others. Martha was
placed in transitional education English and math.

Ned. Ned was married for nearly 30 years, but is noverded. He mentioned
that his son died. He seemed hesitant and apsieledn the beginning of the interview
when responding to questions. Ned served in thiganyi Ned was placed in transitional

education English and math.
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Olivia. Olivia had three children, a 15-year-old son amal younger children.
She was born in a state other than that of the aamityncollege. She recently received
her GED. Olivia was placed in transitional edumatmath.

Peggy. Peggy lived with her grandmother when she wasnget but her older
sister mainly took care of her and her youngerh®aot She seemed very focused and

determined to achieve her goals. Peggy was pliacednsitional education math.

Quell. Quell seemed very upbeat and friendly duringrherview. Quell served

in the military. Quell was placed in transitiomalucation math.

Randy. Randy had an identical twin brother, but did tadit about him much
during the interview. He lived with his aunt inadiner state, but moved back to the area
to be near his family and now lives with his fathétis mother also lives in the area.

Randy was placed in transitional education Englisth math.

Stephanie.Stephanie, 42, had two children, one of whom iseiventh grade.
Stephanie was recently laid off from her job. Saesed in the military. Stephanie was

placed in transitional education English and math.

Ulysses.Ulysses25, had an infant son. Ulysses was articulateogeahly
answered the questions. After the interview hengekself-conscious and asked if his

responses were helpful. Ulysses was placed isitranal education English and math.

In addition to the transcripts from the 20 intewse the college catalog, student
newspaper, and college placement test booklet aralyzed. The documents provided
context for the study. The college catalog is @ldé to students in the community
college 24/7 online as a link in the student port&ln the college catalog site, there are
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links to areas such as general education requirsmamgrams of study, code of
conduct, enrollment policies and services, findrmid, and student support services. In
the link for student support services, studentsazaess the sites for resources such as
the libraries, bookstores, student success centgosing, disabilities services, student
life, and academic advisement.

The community college also has a student newspaljex student newspaper is
available as a paper version and online. The g summer 2013 edition of the
student newspaper covered a range of topics suah agdate from the college president,
student led community projects, a new law that elgrans gain academic credits, new

federal financial aid requirements, and campusuEss.

Themes
The themes were connected to the purpose of thg sthichexamined
perceptions of intelligence and self-efficacy of fharticipants enrolled in transitional
education reading courses in the community colledgditionally, the themes were
relevant to the significance of the study whichastigated the elements of participants’
experiences in their educational journey. Sixtinemes were identified to answer the
primary research question and subset of reseamstiqns. The research questions and

themes are identified in Table 3.
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Table 3 List of Research Questions and Themes

Research Questions

Themes

Research Question 1: How and in what -Students Felt the Gap Before Enrollment in College

ways do community college students
enrolled in transitional education
reading courses describe their
educational journey?

Sub-Research Question A: How and in
what ways do community college
students enrolled in transitional
education reading courses perceive
their intelligence?

Sub-Research Question B: How and in
what ways do community college
students enrolled in transitional
education reading courses perceive
the intelligence of their classmates
and students exempt from the course?

Sub-Research Question C: How and in
what ways do community college
students enrolled in transitional
education reading courses perceive
other’s perceptions of their own
intelligence (the college staff,

faculty, peers, family, society)?

Sub-Research Question D: How and in
what ways do community college
students enrolled in transitional
education reading courses perceive
their academic self-efficacy?

Negatively Affected Colle¢ Placement Test Scores and
Contributed tcTransitional Challenges

-Students Acknowledged Life-Changing Events Restiftetle
Decision to Enroll in Collec

-Students Felt Their Family and Faith Played Sigaiiit Roles
in Their Support Netwol

-Students Felt Advising was Not Helpful in Navigatithe
Complexities of Enrollmenin Transitional Education Courses

-Students Felt Results on Reading Placement Test Metra
Reflection of Their Intelligenc

-Students Acknowledged that They were Not Prepare@éllege

-Lack of Prior Reading Comprehension Skills Negdyive
Affected Students’ Perception of Their Intellige

-Students Perceived the Intelligence of Their Clagembased
on Classmates’ Effol

-Students Felt that Other Students Exempt from heditig
Course Berfited from Good Parenting and Inherent
Intelligence

- Students Felt that Other Students Exempt fronRibeding
Course Put Forth More Effoand Did Not Have an Enrollment
Gar

-Students Felt that Their Family and Peers HeldghHRegard
of Their Intelligence

-Students Felt the Faculty Held a Perception of Thei
Intelligence based on Th Academic Interactions

-Students Felt College Staff and People in SociedyNbt
Know Them Well Eough to Form a Perception of Their
Intelligence

-Students Perceived that They Would Do Better inggel if
They Practiced Good Study Skills and Attended (

-Students Perceived that Their Performance in Rgadiass
Would Help Them Do Better in Future College-LevelL&®es

-Students had Goals Related to Their Careers traiRel a
College Degre:
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Findings
Research Question One: How and in What Ways Do Conmumity College Students
Enrolled in Transitional Education Reading CoursesDescribe Their Educational
Journey?

This research question is important because it e}erthe key elements in the
educational journey of students enrolled in tramisél education reading courses.
Participants embarked on their educational jousmly the enrollment in a transitional
education reading course that was based on notngeetutoff score on a college
placement test. Thus, the participants had unipadienges to overcome during their
educational journey. An understanding of the Keynents as described by the
participants provided an insight into their eduaadil journey.

From the data analysis yielded, there were founteethat answered research
guestion one about how and in what ways do commuanitege students enrolled in
transitional education reading courses describe ¢aeicational journey. One theme
addressed the participants’ feeling that the gayéxn completion of high school and
enrollment in college contributed to their low egé placement test scores and
transitional challenges. Participants perceived tluring the time when they were
focused on raising their children, working, or pung other interests that did not involve
formal education, it created challenges for thenemvtiney enrolled in college. The
second theme described the participants’ life-chrapgvents that resulted in their
decision to enroll in college. The life-changingeats centered on children, the economy,
and military education benefits. The third themgaies to the participants’ feelings that

their family, particularly their mothers and chidrand religious faith played significant
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roles in their support network. The support netwyanovided the motivation and
resources for participants to pursue a collegeesegimhe fourth theme focuses on the
issue of participants enrolled in transitional extian reading classes also placed in other
transitional education classes. The enrollmemutdtiple transitional education courses
created additional challenges in the area of acadadvising for the participants. In all
of these cases, life-changing events were the imspgetenroll in college, thereby closing
the gap between enroliments in educational ingtitgt During the enrollment process,
the participants were placed in transitional edooatlasses. Their support network is
vital in navigating this transitional stage in thiestes. These themes are interrelated and
together provided an answer to the research quesktiout the educational journey of
students enrolled in transitional education readiogrses.

Students felt the gap before enrollment in collegeegatively affected the
college placement test scores and contributed toamsitional challenges.Nearly
every participant self-reported a gap betweenabkedducational institution that they
attended and enroliment in the community colleg§ke gap ranged from less than one
year to more than 40 years. Participants hadiatyasf reasons for not enrolling in
college immediately after high school such as cotraéing on full-time employment,
enlisting in the military or raising children. Raipants described how the gap was a
challenge in their educational journey. Some efchallenges that the participants
expressed were the result of the gap includeddbkeowledge and difficulty adjusting
to the demands of college. Participants felt ttebsdlenges negatively affected their
college placement test scores and adjustment kegeol

Participants attributed the difficulty in scoringgh enough on the college
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placement test to be exempt from transitional etilicaeading class to the gap in the
enrollment after the completion of high schageorge explained that he tested into the
reading class because, “I think probably becauseeof you know stopping for a while
and, and me probably just losing some of my knogeeand skills somewhat from just
working and being out and doing different thingsides school.” Similarly, Jake felt that
the gap contributed to his low score on the coll@igeement test, “I didn't like the
scores...I've been out of out of school for maybeua 15 years. And | felt as if | could
do better. So, they asked me if | wanted to retedtl did. And I still wasn't satisfied
with my scores.” Ned also felt that he was noppared for the college placement test
because of the gap in his education:

| wish | could've done it twenty years ago you knmezause you're, | guess a

person of my age or whatever you know you're moepgred for those type of

answers and things of that and the longer you thraitmore difficult it seems like
you have to apply yourself to those things.

In addition to the gap making the college placentesitchallenging for
participants, it also made the transition to calégficult. Charles mentioned on at least
four occasions during the interview that he haslmé of school for 40 years, but he
was optimistic. He explained:

| wasn't prepared. | said, "Holy camoly! This'‘agonna happen for me. It's way

too much for me. Way too much. Been outta schamlong.” You know all

those little things came to mind. Been outta stfwoyears. You know they are
demanding all kinds of things and getting readind Bnglish confused. And |
don't know what they really want. I'm not goingo®able to do this. And | think

I'm gonna quit. But I didn't. ‘Cause like | saffer 40 years of not being in

school, I'm not sure what's going on. But | warttetearn.

The participants provided examples on why thelggfpre enrollment in the

community college was a significant component efrteducational journey. They
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discussed how they perceived that the gap was ctethéo their loss of memory which
negatively affected their college placement testess. As a result of not meeting the
cutoff score on the college placement test, thegyaants were required to enroll in the
transitional education reading class. The paricip also talked about how the gap
contributed to their transitional challenges inegé.

Students acknowledged life-changing events resultéa the decision to enroll
in college. During the gap, participants were engaged in aspects of their lives when
a life-changing event occurred that galvanizedrttiecision to enroll in college. Though
various life-changing events initiated this deasimost participants discussed life-
changing events in the areas of children, problientise economy, and the military
education benefits for attending college. Duringse life-changing events, some
participants were encouraged by people in thegslito consider college as a possible
solution to their situations. These life-changawgnts motivated the participants to
decide that now was the time to enroll in collegd eesume their educational journey.
Participants perceived that ultimately this edwoadl journey would result in a college
degree that would afford them the opportunity tespe their career goals. Participants
perceived that their new careers would provideafbetter quality of life for them and
their families.

Participants talked about their children as adif@nging event behind the

decision to
enroll in college. Esther talked about her decismreturn to collegeEsther said;l'm
back at the age of 27. | haven't been here sim@sleighteen and now my life has

changed. Now that | have a son, he's 4, so | wéetter life for my son first and
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myself.”

Sometimes older children motivated their paresush as when Jake’s adult son
encouraged him to enroll in college. Jake desdrthe conversation with his son when
asked about his decision to enroll in college:

Strangely enough my son. He's head of [Store XY ashington D.C. He's

district manager. He makes quite a bit of mon&gd he was like, one day we

were having a conversation and he said “Dad”, Iek“$@et my intelligence from
you.” He said, “Why don't you go ‘head and getitied so that you can you
know make more money and do more...get paid for daningt you like to do?”

And it just made sense to me.

Participants also talked about how problems irettenomy created life-changing
events that compelled them to enroll in collegdivi®@ made some changes in her life
due to, “The economy. Plus, | want to better miyal. So, | went back and got my
GED in October.”

Stephanie worked in a communications career andoveasoted several times, but as she
said, “Unfortunately, | was laid off.” Problemstime economy also effected Fred’s
employment and motivated him to enroll in college:

Well, I'm a recent employee at company B... |$efiool. | went into the

military. | did not pursue college after schoblwish | would have because, you

know, it's been 30 years since I've been in higilog And my company went
bankrupt and now I'm having to find myself havinggb back to school. And, of
course, | won't make the money that | was makingniaking something that's
close to what | was making.

Participants also discussed the role of the mylite the life-changing event in

their
decision to enroll in college. lke said, “Decideduse the VA to enroll back in school.”

Participants also mentioned that the current pesgidl administration created additional

military education benefits that afforded them dpgortunities to enroll in college. Ned
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described the new military education benefits:

Money is out there paying for us to do some thingigess since Obama's in
office. Well, they [Veterans Affairs’ educatioettefit programs] have it's
different chapters one's called the Gl Bill theestbne's is called post-911 and the
other one is called, B rapid is another one itisytgo on and on.

Quell also made a decision to enroll after learr@bgut the new military

education
benefits. She described how she happened uporethenilitary education benefits:

So, | said “Well social services got me in a progi@alled One Choice.” | went

to One Choice and they ran my social security nupthg records. Found out |

was a veteran. Cause they never knew | was. Saidy “Well what you want to
do?” | said, “Well right now I'm disabled. | cado anything.” They said, “Well
try your hand. Use your veteran status. Let'sidemre that gets you.” | say,

“You think?” And they say, “Try.” So, one day Iroa up to this college. | say,

“Well I'm going to veterans first. I'm not evenigg to go to financial aid.” |

went in, see the man, and they say, “Why are yoe4ie | said, “Well | want to

go to college here.” He said, “Have you ever bemmewhere else?” | say,

“Yes.” They say, “Where?” | say, “Here.” TheysdYou been a veteran?” |

say “Yes, here's my forms.” They pulled it outhey say, “What you want to

be?” | told em what | wanted to be. They said,d®ou know that our President
has signed some forms to send ya'll to college8dyl| “You are kidding.” They
said, “It was all on the news.”

While there were various life-changing events tf@vanized the participants to
decide that now was the optimal time to enrollolilege, most of the life-changing
events were related to participants’ children, pgots in the economy, and the military
education benefits. The participants detaileditaechanging events that resulted in
their decision to enroll in college. Ultimatelyhile the life-changing events may vary
for the participants, but the common outcome wasdh the participants embarked on

their educational journey in the community college.

Students felt their family and faith played a signiicant role in their support

network. Participants had a support network that often bradout in different
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directions. The participants felt that family ginids, and significant others were the
‘village’ in their support network. While variodamily members comprised a strong
support network, participants focused their commentthe support and motivation that
they received from their mothers and children.tiBigants also expressed that their
mothers were their strongest advocates for pursaimgher education degree. However,
for some participants since their mothers passed atliey now felt a significant loss in
their support network. Participants also talkedwutltheir strong belief in their religious
faith as a support network. Their religious faalgng with other members of their faith,
supported them on their road to college succese stipport network played a

significant role in motivating the participantsthreir educational journey.

While the support network included family, friendsd significant others,
interestingly enough participants expressed theit tireatest motivators and supporters
were their children, ages ranging from infant taladUlysses, whose son was less than
one-year-old, said, “He himself he doesn't know Heasupports me. Just himself is
something that help me want to be successfulJ@oklat that as a vicarious source of
support.” Although much older than Ulysses’ babg,slake said his greatest supporter
was his adult son. Participants also talked abowt their children supported them by
actively getting involved in the college experiendgéh them. Martha discussed her five-
and three—year-old children:

| have a five-year-old in school now and he's gamgindergarten this fall. And

it's so like wow. You understand what I'm saying@u wanna see they...them

trying. You know ‘cause they always [ask] me witemhome now like, “Mom,
are you ready for school? You got to go to schotdu're running late Mom.”

So, it's like it's kind of cute. | have a threeayeld telling me “It's time to go to

school Mom.”

April seemed excited to discuss her children ashpport network. She also
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shared

pictures of her five-year-old daughter, taken vinén cell phone, with the researcher.

April explained how her five-year-old daughter mrated her and kept her on track with

her college studies:
Now, | have to say my number one is going to bdittlg five-year-old and the
one on the way. Because | want them to know tieyt tan do the best and
anything that they want to do, just like it's myuade. It's what | want to do. |
just want the best for them and they are my numphbsher. They are my
motivation you know. Sometimes, | might be tirbdt you know | guess that's
life. I'm just you know keep on going. But shadinitely, when | look into her
eyes, yeah she's a mommy's girl. It's supposed the other way around,
supposed to be daddy's girl - | heard, but no. avéebest friends. She's a very
good kid. She likes the fact that | am in schtidbw was school today Mom?"
and "How was school for you?" and she's like, "Gbdslo, she's happy that I'm
in there and she tried. One day, she tried to m&study. She can't really read
yet. | mean she knows how to read about forty wobdt none of the words |
know. And she's going into my flashcards and 1l jasgh. And I'm like it's
priceless, but that's my number one pusher andvatatn is my little girl.

Along with their children, some participaliscussed how their mothers were their
biggest supporters in the family. Participantsregped that their mothers motivated
them to enroll in college. Bill statetiyly mom's been a big giant influence my whole
entire life ...Like most homes | haven't been in a parent home...my mom has always
been guiding me and directing so that she knowtsl tivan’t be raised to be an idiot or
something like that.” Like Bill, Stephanie empha&sizhe support of her mother when
she said, She's been wanting me to go to college ever since high school.”

Unfortunately, for some of the participants, the people who they perceived as
their biggest supporters, their mothers, have passed away. Heather talked about

how she was able to share a college experience with her mother before she passed

away. Heather said, “Before my mom died | told her what my class scheduas.”
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April explained how her mother’s passed away, but she still felt the support of
her mother from above and related a conversation that she had with her daughter:

Yeah and like she [her daughter] never got to mgetmom, so | like was seven
months [pregnant] and my mom had passed away. @hmaaningitis. That took a
big toll on me cause | was so bummed that shetdjghto meet her. It does. And
| give her pictures and really they have each oth8he has my mom's eyes. Like
| have big eyes, but she has big big eyes. And mmrad gigantic beautiful
eyes. And she inherited them and I'm like thaezyghow that happened and |
told her that her grandmom's an angel in heavemvi®m she thinks about her,
she's like, "How's my grandmom up in heaven?" Amdlike it feels good to hear
her say that.

Both ke and George felt since their motlgassed away that now they were their
only support network. Ike and George shared sinfalianily backgrounds and arrived at
the same realization about their support netw@tth participants’ mothers died and
both mentioned that other family members were ntetreésted in pursuing higher
education. lke explained:

Don't have a really big family. Education was moportant. Only to my mom
who passed away. So you know, for my dad and fobrathers, but you know
as far as school life, they're not. Most of 'enindigo to school, but they don't
know how to like supportive towards things thateed.
George said his mother was one of his suppor&esrge said:
She passed away two years ago. | actually realit thave nobody that's like.
I'm just kinda doing it off of my own motivationt's just more of me just -
because like my brothers they're definitely, ncamything against them, its just
one thinks it's not really meant for him meaningdoesn't have to go ‘cause I've
talked to them about school and I'm real closé¢ot and my other one he just
kinda doing his thing. I'm just, | don't know whed's doing actually just
sometimes he just don't feel like school is redlythem and that's their choice
you know | just feel like my route | wanna go, fukt, my only chance, if my best
chances are to finish school. If | was to ever endlsomewhere.
Participants also discussed their ralig faith as an integral part of their support
network. When asked about their support networ&stha stated, “Yes, well Jesus” and

Quell said, “[You] Bet God is.” Martha and Que#ddsuccinct responses, but made the
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statements with strong conviction in their voicdske talked about the church that he
attended, how its members supported him as a eofieglent and said, “I attend ... this
church X and they are very supportive. | have abimee sisters [church members] that
call me just about every day.” Charles providederatetail about the role of faith in his
support network:
I'd have to say the Lord. Because if it wasn'tion, | wouldn't have done so
well. If it was left up to me, I'd have gotten eps| would have - in fact, two
weeks in, | thought there's no way | can do tfAikis is way too much. You
know they started me out with five classes. Ahadn't been to school in 40
years. And it just got too much for me. It wastjlike, “Oh no way. | think I'm
going to quit.” And the holy spirit said to me, 8¥ can do this.” | said, "You
sure?" Said, "Yeah, you can do this. I'll help yong."
Participants’ support network expanded in variowsations. While the family
support
consisted of their spouses or significant othas@her family members, the
participants stressed that their mothers and @nlavere key figures in their family
support network. The participants provided exasple how their support network was
there to give encouragement even the participaadssblf-doubts about their abilities.

Additionally, participants described how their gatius faith was an integral component

of their support network.

Students felt advising was not helpful in navigatig the complexities of
placement in transitional education coursesln addition to the transitional education
reading classes, all of the participants were placenother transitional education
course (see Table 2). The other transitional dtlutaourse was transitional education

English, transitional education math, or both. cBraent in multiple transitional
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education courses created additional registratbonptexities that required expert
academic advising.

There were several complexities of placement insiteonal education courses
which was critical information for the participargsrolled in the courses. One
complexity of placement in transitional educatiaurses was that the some of the
participants were also military veterans and ne¢dexdeet additional college guidelines
to receive their military education benefits. Amatlcomplexity of placement in
transitional education courses was college-levetses related to the participants’
college major required the success completionetrdnsitional education courses. An
additional complexity of placement in transitioealucation courses was completing the
sequence of the courses.

Navigating the complexities of placement in traiosial education courses
required expert academic advising. Charles, wiibrwd been in school for 40 years,
strongly relied on the expertise of the academigsanis to guide his selection of classes.
However, he was serviced by another student asgistithe academic advising center.
Charles elaborated on his experience in being glacéve classes although he had a
significant gap in formal education:

You know when | went to the advisor. | said whatlsheed? They gave me an

assistant that's actually going to school here. #imelhooked me up with the

classes. Then, she presented to the advisor. Misoadaid 'yeah cool.’ | didn't
have a clue. Now | got five classes and, | thoadter two weeks, this is way too
much for me. You know. Way too much for me. Butl stuck it out. This is way
too much. But | found myself getting into it. Andes though | spent hours every
night, hours at the computer typing up papers amagdresearch, whatever it may
be. Ilearned so much about computers. | learnedigh about the internet and
the World Wide Web and how to get the things and twutilize those things.

And it was great. | started to get excited you knbreally did. But that was like
five weeks in you know.

128



During the semester, the stress from being regdt®r so many classes started
to take

its toll on Charles. He explained:

And feeling like overstressed. You know. Actuatlyat's what brought all my

liver problem back was stress. Because | got &s%dd out the last two weeks in

this one. My sleep deprivation. You know | was ba tomputer in the middle of
the night for hours at a time. Trying to keep upyifig to get an understanding.

Trying to get everything right. And it took itewrse.

An additional complexity of placement in transitéd education courses is that
almost half of the participants self-reported tiaty were military veterans. As military
veterans, their academic advising needed to be apa@alized to help navigate not only
the requirements for the college, but also theireqents to receive the military
education benefits. While the community college &asn-house veteran support system,
academic advisors need to also be abreast of edn@ktesources and benefits for
military veterans. For example, in the studentsm@aper, there was an article which
detailed that the governor signed the VeteransEulbloyment Act into law. As part of
the law, veterans can receive credit for applicablecation and training during their time
in the military that can be applied towards meetiegrees, licenses, and certificates
requirements. Participant Ned talked about thenfosmnation that he received from an
advisor when he stated:

| was taking two [classes] but | found out that #lalvisor that | had misled me

and | don't really wanna say that, put the blaméherindividual but | was told

that | needed seven credits that you know to Wdifoé, considered full time as a

veteran on this, taking summer one. Needless td saly needed four [credits]

so | dropped the other one which | was doing attigwas doing day and night.

Another complexity of enrollment in the transitibeaucation courses is that

some of the
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transitional education classes are prerequisitEgda student can enroll in classes for
his/her major. An option for students in this sito is to enroll in learning community
courses. A learning community can occur when ttamsl education courses are paired
with college-level courses. For example, the satmdesits enrolled in a transitional
education reading class can also be enrolled tegatha cohort in a college-level course,
like Sociology 101. This information about the l@ag community classes is vital for
students enrolled in transitional education courg@ther than an academic advisor to
provide information about learning communities ntlaestudent who is unfamiliar with
course options may have a difficult time acces#imgjinformation. For instance, a
student who is unfamiliar with learning communitie®uld have to access this
information through the online college catalogntheould have to know to click on the
link for student support services to locate thé& fior learning communities.

Peggy initially accepted her placement in thediteonal education reading class
until she became aware of its ramifications foirtglcollege-level classes related to her
college major. Peggy explained:

At first when they first told me, | was just likené because | didn't know | needed

to pass it - | didn't know this [transitional edtioa reading] class was stopping

me from getting into classes that had mass comratiaics when they first told
me | had to take it... But, if | woulda known thenavt know now | woulda been
like yeah | need to test outta that because it puth a hold on classes | really
need. ‘Cause now | have to pass it to take my ro@asenunication classes.

An additional complexity of placement in multiglansitional education courses
is that the sequence of classes needed to exitiedao the participants’ time to college
completion. Most of the subjects for the transiibeducation courses, math, English,

and reading had several levels in the sequenceingtance, a student who is tested at

the lowest level for the transitional education Imelass will have to complete three
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levels of math in order to reach a college-levethmass.

In the community college, to assist in acceleratimgugh the sequence of
courses, some transitional education classes veanbioed or linked with college-level
courses to accelerate the completion of the triansit education classes. The
community college offered some transitional edwcatourses as part of the accelerated
learning program (ALP). In ALP, the several traiosial education courses in the same
subject, (lower and upper level transitional ediwcamath) could be combined in offered
in one semester instead of two semesters. Anwothgito accelerate through the
transitional education course is to pair highegtllef the transitional education course
with a college-level course. For example, higleatl of transitional education English
course is paired with college-level English 10Artieipants are able to take advantage of
the opportunity to accelerate the process of cotimgi¢he transitional education classes
to exit the sequence. Without the assistance alcademic advisor, a student may not
know about the ALP program. Information about A€ program was not easily
accessible to locate after an examination of tHmewrcollege catalog. In the college
catalog, there was no link for information aboutFAunder links listed for student
support services, enrollment policies and servioedgevelopmentaducation and
learning assistance.

Charles completed accelerated courses that cothbueehighest level of
transitional education English with the collegedkeof English 101. Martha and Olivia
had already registered to take two combined triamsit math classes in the upcoming
semester in the community college. During the tohthe interview, April was

completing two transitional education math clagkaswere combined into one
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accelerated class. April explained the benefitakihg accelerated classes, “You just
got to pay more attention, but it helps you outduse you can get it done. A lot quicker
than [in]stead of [knocks table] one way all theyvadl year long into another. 1 like to
combine courses. | think I'm just a genius thinigimk.” However, she expressed
frustration because she said that she was noma&fdithat she also needed to take a
transitional education English class, but was happyshe could combine the class with
college-level English 101. April said:
| did meet some with the advisors. They seemdtynei@e. | don't think that
they'd go over everything with you ‘cause after KBarter's class, | realized that
when | went to go register online, | needed Endlisdmsitional education class].
And no one told me that ‘cause | could have treegair that up with the reading
classes ‘cause you could do that and no one metithrat to me. And they
knew my scores, so they just told me | need toogeading. So, | was little
bummed when | was looking and Googling the premates and I'm like what -
I'm like what's English [transitional educationsgh | was so mad. | came to
this school and | went up to the advisors officd &m like, "Is this true?" And
she was like, "You do.” And I'm like, "Why didmd one say anything to me?" |
mean how - that's not my job like when I first s#drthey could have told me.
No. Nothing. They said | needed reading, so u$ed on just reading. So, | was
very mad that | had to take another prerequisiterbd get into English 101, but
thankful they are combined together. Very lucky.
Placement in transitional education courses redquhie expertise of academic
advisors to
navigate the complexities of the resources angtegion options. Some of the
resources could lessen the time that the partitspaauld need to exit the sequence of
the transitional education and allow them to enirotiollege-level courses earlier in the
educational journey. Participants expressed hey tld not perceive that the academic

advisors were helpful in navigating the complesitié¢ the college process especially

since they were all placed in multiple transitioedlication courses.
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Summary. The four themes answered research question orse, thie
educational journey of the participants was affédtgthe gap since their last enrollment
at an educational institution and the communityegd, life-changing events, their
support network, and academic advising. Nearlpfalhe participants self-reported a
gap in their enrollment as a student in an edueatimstitution, which many perceived
created challenges in their educational journegcotding to some of the participants,
the time away from an educational institution hadkgative influence on their college
placement scores and contributed to transitionall@hges. Second, life-changing events
such as children, problems in the economy, andanylieducation benefits, affected the
participants’ decisions to enroll in college. Ailially, participants felt that their
support network played a significant role in thairsuit of a college degree. Participants
described a support network that was like a “véfathat consisted of family (especially
mothers and children) and their religious faitoufh, the participants also
acknowledged that a significant aspect of theircational journey was placement in
multiple transitional education classes and acadewivising. Enrollment in transitional
education courses incurred complexities such asmaéeting the guidelines to receive
military education benefits, not being able to énrocollege major courses, and the
additional time added to complete the sequencewfses. Navigating the complexities
required the expertise of an academic advisorerAfte life-changing events that
resulted in their college enroliment, participaoit®n encountered challenges due to their
prolonged absence from educational institutionssamde misinformation that they

received from academic advising. However, theigpents were optimistic that with
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their support network, they could overcome thesdlehges on their educational
journey.

Sub-Research Question A: How and in What Ways Do Gomunity College
Students Enrolled in Transitional Education ReadingCourses Perceive Their
Intelligence?

The sub-research question A is important becawesaihined the perceptions that
the participants have about their own intelligentée participants’ preparation for
college-level coursework was tested by the adnratish of a college placement test.
Not scoring high enough to meet the minimal cusafire to be exempt from the
transitional education reading class affected #réi@pants’ perception of their
intelligence. Lack of reading comprehension skiltsl the placement in the transitional
education reading class were significant in théiggpants’ perception of their
intelligence.

The data analysis yielded three themes that andvgeiteresearch question A
about how and in what ways do community collegdestis enrolled in transitional
education reading courses perceive their inteltge®ne theme suggested that the
reading placement test did not reflect the studyi@pants’ perception of their
intelligence. The second theme explored partidgacknowledgement that they lacked
adequate preparation for college-level coursewdike third theme addressed the
participants’ negative perception of their intedligce due to their lack of reading
comprehension skills. Together these three themswered the sub-research question

about how the study patrticipants perceived the@lhigence.
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Students felt results on reading placement test wemot a reflection of their
intelligence. College placement tests are an essential compohém enroliment
process for many colleges and universities. Thests are often used to determine
whether students need additional supplemental esursfore enrolling in college-level
courses. Based on their scores for the readirtgpeenf the college placement tests, all
of the study patrticipants were placed in a tramsél education reading class. Although
they were enrolled in this prerequisite class tprione their reading comprehension
skills, many of the study participants did not @éve that the test results were an
indication of their intelligence. Furthermore, yreid not want others to perceive that
enrollment in the class was a reflection of thefelligence.

All of the study participants except for one papant, Charles, were placed in
the transitional education reading class becawsedid not perform high enough to earn
exemption. Charles scored high enough to be exdmpstated that he told his advisor,
“It's been 40 years since I've been to school. ¥au me at the bottom. Let me work
my way up because | don't want to get into somgthimd be completely confused.”

Many participants indicated that they did not cdesithe test an accurate
indication of their intelligence because they dad perform to the best of their abilities.
Some of the explanations provided by the studyi@pants included test anxiety,
uninteresting stories in the reading test, andla ¢d necessary correctional glasses. The
participants stressed that their placement inrdesttional education reading class was
not a reflection of their intelligence. Martha ses confident throughout the interview
and direct in her responses when she explaineddmsideration of the college

placement test results:
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One, | was moving fast. Two, the stories was stnlgo So, | did | like YouTube
videos. | did whatever | can do to kind of prepfareit. They also give you a
study guide, so | kinda went through my reading @rydEnglish on that. And try
to see where | was placed. |did really goodad k couple here and there, but,
um, other than that I did really good. It's justybe it was just rushing and also
being that if it's something that doesn't interast | totally lose train of thought.

But, you know | am prepared and I'm ready. | fesh very intelligent.

April said, “It's reading and I'm not stupid lik@at's what just makes - | guess
that's what people think when they take the t&st think, "Wow, am | really like...1
can read, I'm not dumb.” [laughs] April may hasedhed in her response, but she
reiterated:

| was just bummed, period, that | placed pretty, lad got to move on | mean

take it and get going. | was a little bummed ®tfibut | was like - ‘cause | - it

was just so - It was just easy to me. Well, | ligk: | was beyond stupid, but |
know I'm not. And | knew | was smarter than that.

Several participants expressed concerns about pople perception that
enrollment in transitional education reading clegkected their intelligence. Some
participants, like Jake, did not tell others akibeir enroliment in the class. Jake did not
discuss his college placement test results andleraat in the transitional education
reading class with his son, who encouraged hinrmtolein college, or the members of
his church whom he considered his support netweli.explained, “l was in a sense
ashamed of it.” Larry had friends in college amdirbt tell them about his placement in
the transitional education reading class becautekind of embarrassing you know to
tell my friends cause they're all in good colleges.

On the other hand, Dave did tell people that he evaolled in a transitional
education reading class and noticed their negagisponses, “I told a lot of people, and

they kinda looked at me like | was stupid. Becaheg're like, ‘Dude, you're smarter

than that.”
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The participants provided examples on why theynditiperceive that the college
placement test for reading was a reflection ofrtimtelligence. The participants offered
various reasons why they did not meet the miniroateson the college placement test
and most of the reasons were not related to thialigence. Some of the participants
did not discuss their placement because they digvant others to negatively perceive
their intelligence based on their enrollment in ifagsitional education reading class.

Students acknowledged that they were not prepareaf college.Many of the
participants acknowledged that they were persomatitivated and prepared to attend
college. Due to the life-changing events in tliggs, participants perceived that now
was the right time in their lives to embark on treglucational journey. Yet, after
enrollment in college, they admitted that they waoseacademically prepared for the
rigors of college-level courses when they firsttsih Participants perceived that one of
main contributing factors for not being academicpallepared for college was the lack of
college preparation they received at their highosth Although the participants
perceived that they were not academically preptmedollege, they were optimistic that
they would become prepared.

A few participants attributed this lack @&paration for college to attending a high
school that was not academically demanding. GeamngeApril provided different
explanations for why they felt that their high solsodid not prepare them. Although
April stated that she did well in high school analsvan honor student, she described her
high school as a place where students were pakssglAas April explained:

So, I mean, you hear now a lot of days high schatlpasses you kinda on.

Doesn't really give you that push. So, I think tigh schools need to do better
with that because | kinda feel like maybe that'stwthey did with me too.
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Similarly George stated that his highaol also seemed to pass students along,
but mainly because of disciplinary issues. Gesggmed hesitant to talk negatively
about high school, but explained in detail howdrseiplinary issues affected his
learning:

Unfortunately based on which school | went to H&thool X [laughs], | don't

think | was really well prepared far as like — ‘sauthe - classes there, | mean |

don't like to talk about it but it just wasn't teacs really. It was always
something going on as far as a fight or somethkegadr kids talking and teachers
can't get control of them. That's what | remendidrigh school. And it just, |
really didn't learn too much there [laughs]. Theare doing more in disciplining
and it was like a nightmare there. It wasn't -tbeing honest - High School X - |
mean I, | had to be honest about it. If | did fik@as a good place, | would've
said it but it's just - I, it was more like | wass}, they were passing people to get
them outta the class in a sense.

Even though they lacked preparedness, they maatairpositive outlook. Jake
described his decision to enroll even though hendideel fully prepared, “No, but |
didn't want to procrastinate about it any longéfasn't prepared, but I'm going to get
prepared, if that makes any sense.” Fred statchthwas motivated and emotionally
ready for college. However, as far as collegedlesarsework, Fred said, “Oh. |
academically - no. 1don't think | was.” Howevsince he has started utilizing the
college resources, Fred added, “At first, | guessdn't. | guess | have become prepared.
| don't know if that makes any sense or not.” les¢ingly, while they both expressed
uncertainty, they acknowledged that they would bezprepared.

While emotionally prepared to embark on their ediooal journey, the

participants
acknowledged that they were not academically pezbtr attend college. According to

the participants, the main reason for this lackreparation was attributed to the high

schools they attended. The participants felt it high schools pushed them toward
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graduation rather than prepared them for collddewever, the participants expressed
that now they were in college, they would beconmeppred for it.

Lack of prior reading comprehension skills negativey affected students’
perception of their intelligence. Participants stated that they lacked reading
comprehension skills. Participants also indicdbed they did not read frequently and if
they did, it was mainly (non-academic) topics iy enjoyed. In these instances, they
did not build their reading comprehension skillsaayively looking for the main point or
main idea. The reading placement test resultssiwtonsequently placed them in the
transitional education reading class, reinforcedrtbed to improve their reading
comprehension skills. While they may have been @bt®nceal their lack of prior
reading comprehension skills prior to enrollmentatiege, placement in the transitional
education reading class made known their deficiemegading comprehension.
Participants connected the lack of reading comprgba skills to the negative
perceptions of their intelligence. Participansoalsed humor as a coping skill when
they discussed the negative perceptions of thafligence.

Although participants had negative feelings alibair test results and reading
comprehension skills, they concluded that with efimth could be improved. Bill said,
“Reading is not my strongest subject. | don't rdead much at home.” Later, Bill
elaborated about his intelligence and effort wherstated:

| think from what I've seen from everybody | thinteel kinda dumb. What I've

seen from other people I've seen that my work leas la little below average. |

think 1 need to push forth so that | can show tmatbetter than the next or | can
feel as if I'm better than the next and | can aq@®h more.

Kirk described his perception toward reading [atisg, “I'm not much of a

reader, but if | find anything I like, | read itHe also discussed his perceived
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intelligence and academic effort:

| think even though - as a college student, Ikhiwell speaking for myself, |

think. | need improvement. So, | think in a gagthat's why I'm here. [laughs]

So, I feel like I need improvement in every wal thke a challenge to improve

and everything. | know | can do much better thérere | am right now. And |

know if | put effort to it, I'll get wherever | careach.

Dave also acknowledged that he struggled withingacbmprehension skills. He
laughingly talked about his lack of reading compredion and later his perception of his
intelligence and effort when he said:

With reading comprehension | can read a whole @bok and | can pinpoint

different details in it, but | can't tell you likél read a whole entire passage.

Like, it makes it more difficult for me to uh anab/the entire text, get the

answers. You know, it would be a lot easier, bhstead | can't do it. So, | don't

know. [ kinda just got mixed up. | am not sméselthat so | kind of might need
some help. Like, I'm self-motivated, but at theneaime, when | get down and
low. When | don't get the material, when | staattigg frustrated and | want to
give up, but it's just the perseverance that lithtsting to work through. And if

| give up, I've just wasted all the time and a#l thoney that was placed into it.

So, it would be a big ol’ waste if | stop. Sofasas to push forward, that's my

main goal.

Several participants humorously acknowledged teg heeded to improve their
reading comprehension skills and joked about thegative perception of their
intelligence. The participants seemed to feel iftthe topic was lightened the use of
humor and laughter it would deflect from the sesioess of their negative perceptions.
However, most of the participants were optimisbowat their academic success. They
believed their reading skills could improve with meffort by learning the skills taught in
the transitional education reading class.

Summary. The sub-research question A was answered by theeeets.First,
most of the study participants did not think threyt performed to their highest capability

on the college placement test, although most ohtteok the test more than once and still
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tested into the transitional education readingsclache study participants stated that the
test results were not a reflection of their ingglce. Second, participants admitted that
they were not prepared for college-level coursesnithey first enrolled, even though they
were emotionally prepared and motivated to atteti@ége. Participants attributed this lack
of preparedness to sub-standard high school edued&xperiences. Third, participants
discussed their lack of reading comprehensionsskillhose participants who did perceive
the results reflected negatively on their intelfige often employed coping strategies like
brief responses or deflection through humor totegtthe discussion.

Sub-Research Question B: How and in What Ways dod@nmunity College

Students Enrolled in Transitional Education ReadingCourses Perceive the

Intelligence of Their Classmates and Students Exenmfrom the Reading Course?

The sub-research question B is importantiiee# is answered by the participants’
perception about the intelligence other studentlsthe basis for their perceptions. The
participants were probed about the intelligencewvof groups of students; their classmates
in the transitional education reading class andesits who were exempt from taking the
transitional education reading classes. The péorepare important in understanding how
the participants made a determination about tredliggnce of these two groups of
students.

From the data analysis, three themes were idedtifiat answer this research
guestion. One theme discussed thatstudy participants held a high or low regard fo
their classmates intelligence based on whetheobthey perceived that the classmates
put forth the effort to excel in class. The sectrm@me explored the participants’

perception that students who were exempt from tBeeguisite courses benefitted from
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good parenting and inherent intelligence. Theadttiieme examined the participants’
perception that these students were exempt fromretiigrement to take the transitional
education reading classes because they put forth avademic effort before enrollment
in college. These themes described not only hewptrticipants perceived the
intelligence of other students but also how inheratelligence and effort affect these
perceptions.

Students Perceived the Intelligence of Their Classates based on
Classmates’ Effort. Although all of the students were placed in thegr@onal
education reading classes due to not meeting theftscores on a college placement
test, most of the study participants held a higjaré for their classmates’ intelligence.
Many shared the same consideration as Ulysses dstated, “Just the way they think.
The critical thinking skills that some of them havékind of indicates that a lot of them
are intelligent students.” When the researchebga to explore the criteria for this
perception, the study participants explained thabs based on the effort the classmates
put forth to excel in the class. This effort wagdent through class participation and
group activities.

Several participants talked about the effort thatrtclassmates demonstrated
through class participation. Bill stated, “I thitikeir intelligence is really high...l see
them in class they would answer a question insteatasly or understand their work in a
heartbeat.” Stephanie added, “The teacher asksigugsthey give pretty good
answers.Kirk agreed about the importance of class participation and stated, “You
can see who is paying attention, who takes notes, who highlights.”

Esther also held a high regard for her classmatesligence based on a class
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discussion and elaborated:

Yeah what we did today about the thesis statentewhatever some people
already knew the thesis statement is supposed likebtine first or the second
paragraph where | didn't know | thought maybe i wee last or whatever or their
thesis they got from out of the article and | usgdown thesis theme or
whatever. So they knew more or maybe | didn't canend well and | would ask

a lot of questions but they already knew so thaytdwve to raise their hand to

ask cause they already know the answer.

Heather provided an example of the perception @tcthssmates’ intelligence
based on group activities when she explained, “Taafl intelligent in their own way.
We have socratic discussions and socratic seminatet.of group projects and hear
their thoughts and opinions.”

Ulysses agreed with Heather and talked aboutlhssmates’ intelligence based
on the journal writing that they shared in class stated:

[ feel that I'm in a predominately intelligent group... Just the way they think.

The critical thinking skills that some of them have. It kind of indicates that a

lot of them are intelligent students... You hear how they think... Journal

writing every day.

Most of the study participants held their classisiatgelligence in high regard
based academic effort, a few indicated that thesofetes were not putting forth the
effort to excel in class. Participants stated thatclassroom behavior demonstrated
some students’ lack of academic effort and thuséal a low regard for their classmates’
intelligence. Since the transitional educatiordne@ class was a prerequisite before
students can enroll in many college-level courdesclasses are typically a mixture of

older students returning to college and studendsgsit out of high school or currently

attending high school.
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Some study participants, particularly the oldetipgrants, attributed this lack of

effort to their classmates’ maturity and age. FStaded:

Okay. I'm trying to deal with them because thegitker they're younger and a
lot of 'em are not ready...a lot of it's younger.eylust getting out of high
school, so I'm having to deal with them talkinguyanow, stuff like that in the
background.

They also suggested that the lack of maturitycafnger students accounted for

their mediocre performance in class. April comradnt

You get a mixture, like I'm only 24. You get a fuise there was one as young as
eighteen. You know in between there. Then, yalidmme that were 50 plus.
You could see that the - it also depends on youurtglevel, | mean. | have
children, so I'm ready to learn. The younger amere always late, not coming

in; they even stopped coming. They weren't everetfor the final [exam]. So,
you could tell that they didn't care.

Several participants offered suggestions on haiv ttlassmates could improve
their class performance through academic effottar@s noted that poor performance
was frequently due to lack of attendance, “Wekréhwas a great mixture. Some
actually cared. Some came every, pretty muchyeday. And, they participate, they
listen. And some showed up whenever.” Stephaffiseenl an alternative explanation for
poor performance, “I believe they don't ask enoggéstions, but | believe that has to do
with age and being shy and all.” April reinforab@se views:

The younger ones were always late, not cominghey even stopped coming.
Like you will see all these other students likecklag or turning the wrong stuff
in and I'm like give a guideline like. It's notatthard. It's not that bad. You'll
see the kids goofing off, coming in, going to tleHvoom, on their phones. You
know you get a mixture of all that. | mean | maydn the phone once and a
while, but it's always to check on my baby. lever to be like, "Hey girl, what
are you doing?" You know, what are you doing® dtmixture of all. | mean
sometimes that kind of gets annoying, but you d=eift that | mean at a
community college you can't help who you are gamget placed with. But, |
mean | can see why people say that is annoying&camean | look at them like -
and even Ms. X didn't play. She wasn't tolerathrag. No. You know not
listening or whatever. She'd make you leave.
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Charles also postulated that these classmatesneepitting forth the effort
because there was no college credit for the cl#isen the researcher probed Charles
further about why these classmates were not agptiiemselves, he stated:

You know that's a really hard question because yeadt of them are young. But

| don't know what they're thinking. | know it wétsan accredited course. And |

believe they were trying to put forth in the clasteey were getting credit for the
most effort. So, this one got the least effortadaese of that.

Participants based their perception of their clagesi intelligence on whether or
not the classmates demonstrated academic effextdel in the transitional education
reading class. Participants provided examplesassmates’ academic effort through
group activities, class participation, and classrdeehavior. Participants attributed their
classmates’ lack of effort was due to age, matuatypecause the reading class was not
worth any college credits. However, the particigdrlt that with academic effort these
classmates could improve their class performandegeades.

Students felt that other students exempt from theeading course benefited
from good parenting and inherent intelligence. Study participants were questioned
about their views on students who, based on tHegmblacement test or other criteria,
were not required to enroll in the transitional eation reading classes and seemed to
advance through college without any difficulty. axlg all the study participants
expressed good will towards these students forgoexempt from taking the transitional
education reading class. Some participants exgadbsit these students benefitted from
good parenting or inherent intelligence.

Some of the study participants stated that goodrpigag of these students
afforded them the ability excel in college and sdoigh enough on the reading section of
the college placement test so they were exempt fadimg a transitional education
reading class. Study participants reflected omptrenting that they received to express

their perception about the connection between gaoenting and intelligence. lke

mentioned his mother and father and the importafhteeir level of education. He
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explained that his mother, now deceased, had agmtlegree and always considered it
important to have a college degree. His fathegjmally from Trinidad, had a fifth-grade
education, was a “self-employed entrepreneur,”diddot think a college education was
important. Even though he had parents from diffeemds of the spectrum on the
importance of education, Ike illustrated his strapgnion on the topic when he said:

Well, | mean it has a lot to do with their develaggamof who they are. You know

childhood, what type of practices they may haveraat. |1 know for a fact that

being in a childhood of an educated system wheneatn is important and
having a childhood where education might not bé asamportant does affect
your abilities with your college.

Esther and Heather also emphasized the importayaoal parenting in education.
Heather stated simply, “Their parents pushed thesther elaborated:

Maybe in their household maybe something stri¢h@re or strict in their house

or they like to learn a lot and read and thingthirik that's why probably stuff

they pick up from in the house maybe like to readh®ir own and like to
research things or whatever and they probably havigh vocabulary. | think it
has to do a lot with who you raised by so | meanesstuff is easy for people or
they might just know it.

Dave offered another example of the role pareratg ol education when
discussing why students tested out of transitiedalcation reading classes, “Maybe they
have a parent that is excessively good at Engliditepature and they went to their
parents said, ‘Hey mom hey dad | need help carhgtume’.” Randy felt that parents
can also provide support by minimizing problemstfair children Randy stated:

It's according to how they was raised up | meamssasome like they didn't have

no problems, they stayed away from the crowd, thayna took them to school so

they ain't have to ride the bus, and all the dikéfthat | mean really if you not
around problems it's more easier for you to dog#in

A few of the study participants stated that thetseents excelled because their

intelligence was based on luck or because theyepad that these students were born
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with inherent intelligence. Bill and Dave bothtsthduring their interviews that these
students were “very lucky.” lke described thesglshts as gifted when he stated, “You
know some people have different gifts so, | fda lihey - maybe they're just right on
when it comes to reading. Where they can be s#notigin we are.” Another
explanation was that these students were bless@bbywith their intelligence. Ulysses
described his view as, “I feel like they are vewgtdinate intellectually. Like, | feel like,
you know, God has blessed them with ease in tlpetca$ Similarly, two study
participants explained was that these students b@resmart. Larry explained that |
feel like they're, they're born with it you knowEsther concurred with Larry’s view,
“Some people are born geniuses or whatever. Ihinfig in their genes or whatever.”

A few participants perceived that students exengoh the transitional education
reading course and who seemed to advance throdiggeaovithout much difficulty,
benefitted from good parenting and inherent indeltice. They discussed their
perception that good parenting is connected tdliggace. Participants talked about
their experiences with their parents and how e@#d their educational journey.
Participants also expressed that these studentsheiknt intelligent, were blessed,
lucky, or gifted. In other words, these studendsrobt have exert any academic effort,
these students were just born smart.

Students felt that other students exempt from thee@ading course put forth
more effort and did not have an enrollment gap.The majority of the study
participants stated other students scored highginon the college placement test to be
exempt from the transitional education readingscfas two main reasons. One reason

for the exemption was that these students put t#demic efforts before enrolling in
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college to allow them to excel on the college ptaest test. According to the study
participants, the other reason for the exemptios that these students did not have a
prolonged interval between the completion of higho®l and enrollment in college.
Thus, applied academic effort and enrollment ineg@ immediately after graduation
from high school were the main reasons why othedesits were able to score high
enough on the college placement test to be exempt placement in a transitional
education reading class.

The majority of the participants suggested thadestis who were exempt from
transitional education reading classes and excealledllege put forth more academic
effort. As stated by Kirk, “I mean - | think thopeople are the kind of people, they put
effort to everything they do. They study and etl@ng. They don't waste their time or
anything.” George even mentioned that he did his cesearch into students who excel
in college:

Probably, | know it'd probably be hard work, studyiyou know, reading a lot

| think they've they just really, really focuseddahey just do a lot to prepare

themselves. | kinda was reading a book on it amés saying about, actually |

Googled it, about you know how students can makeaugh college and it just

came up with different articles on it, and it wastjsaying, and | agree with it,

one of the articles said if you know you can betgso-good student in the
beginning and come out a really good student jased on your organization and
how you study and you know it doesn't, just becaueperson may end up
flying through doesn't mean that you can't gehad tevel or, you know, so |, |
just look at it like they're already mastered whibiey are but behind the scenes it
took a lot for them to get there. They had toyttieln't just wake up one
morning, and they were just like, had all this kiedge.

Charles stated a similar idea that aeyman excel in college if he/she puts forth

the effort. According to Charles, more efforthe only thing that distinguished these

students from anyone else:
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| think they applied themselves in the beginning aantinued that on. And
didn't let anything else get in the way. And | lappl those people. | don't think
they have anything more special than anybody elsept the fact that they were
serious about getting it done. You know, | seetaf students around here.
Play-time is still prominent in their life. Notads time. Play-time. They gotta
stop play-time. Play-time is over. Play-schodb@sk there. This is serious stuff
now. This is about your future. Get it done. ([Bptaying. That's how | see it.
Participants stated that the efforts of theseesitg] particularly in high school or
before college, enabled them to achieve exemptmn the transitional education
reading class and excel in college. Randy, Qagll, Ulysses all expressed this idea.
Ulysses said, “Maybe they paid more - they paidrdion in high school.” Randy stated,
“When they went to high school they had focus.”epuommented, “Because it's - to
me, it's what they apply. They apply a lot of garbefore they even come to college.”
Another common explanation among participants \wasdttending college
immediately after graduation from high school witha gap was the reason for the
success of these students. Mainly the older paaints commented on this academic
advantage. Olivia stated, “I think mostly becassme of them just graduated from
school and they - it's fresh in their minds.” WHgs concurred, “Maybe they were
prepared where they came straight out of high ddleomllege. So, they didn't give
themselves time to forget all the information tthegty obtained in the past, so they were
able to you know.” Another older student, Fredjextl
Well, I think because of they go straight from sahoThey go straight from high
school right to right into college. | think that/®re beneficial. It's a lot
beneficial like my daughter tested straight outie S/ent first from high school
and straight into college. As long as there'sayo thhere, | think that helps you
out a lot.

According to the study participants, some studsotsed high enough on the

college placement test to be exempt from the ttiansil education reading course for
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two main reasons, academic effort and no gap betwegh school and college. The
participants perceived that these students appttademic effort before they entered
college and thus were academically prepared tol excthe college placement test and
advance to college-level courses. Also, the ppgids perceived that enrollment in
college shortly after graduation from high schoakvadvantageous to avoid the loss of
knowledge and the need for a refresher courseahi&eeading class.

Summary. The participants’ perception of their classmateg&liigence were
based on academic effort. Most of the study pa#its believed their classmates were
intelligent because of the demonstrated acaderfodt ¢firough class participation and
group activities. On the other hand, study pagréints perceived that some classmates
were not performing well due to lack of academiorf Participants perceived that
academic effort was the determining factor in tletassmates’ class performance and
grades. However, the study participants formedragption of other students’
intelligence exempt from the transitional educatieading course with polarizing
viewpoints. From one side of the spectrum, a fewl\sparticipants suggested these
other students were raised by good parents orritedent intelligent as additional factors
in collegiate success. On the other side of peetsum, most of the participants stated
that these other students who were not requireditoll in the transitional education
reading courses achieved success due to acadduoricagfd as a result of college

enrollment shortly after graduation from high sdhoo
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Sub-Research Question C: How and in What Ways do @amunity College Students
Enrolled in Transitional Education Reading CoursesPerceive Other’s Perceptions
of Their Own Intelligence (the college staff, facuy, peers, family, society)?

Sub-research question C is important because migeal how and in what ways
do community college students enrolled in transalceducation reading courses
perceived other’s perceptions of their own intelfige because it is opportunity for the
participants to reflect on other’s perceptionseastof their own perceptions. The
participants reflected on other’s perceptions ftbnee different groups; family and
peers, college faculty, and people in society.rdlecting on other’s perceptions of their
own intelligence, participants were able to constte ways that the three different
groups formed a basis of intelligence.

The data analysis yielded three themes that arntweesub-research question C
on how and in what ways do community college sttglenrolled in transitional
education reading courses perceive other’s peaepdf their own intelligence (the
college staff, faculty, peers, family, and societyhe first theme the study participants
reported that other people such as their family ensiand peers held a high regard for
the participants’ intelligence. The second themigpants developed a sense of how
their intelligence was perceived by the facultytigh ongoing academic interactions.
The third theme the study participants expressatdtiner people, such members of the
college staff and people in society, did not knben well enough to know their level of

intelligence.

Students felt that their family and peers held a lgh regard of their

intelligence. Participants reported that the people who knew therhaps the best,

151



family and peers, held a high regard for theirlligence. These participants reported
that family members expressed confidence in theggaants’ intelligence despite the
participants’ doubts about their own abilities @mtouraged them to excel. Participants
expressed with pride that one of the reasons theilly held a high regard for their
intelligent was they were the first in their faragito graduate from high school or attend
college and thus were considered high achievers.

Even when they were having self-doubts, participamdicated that their families
respected their intelligence. As Bill said, “Fayrtiteats me as if I'm smart. They treat
me as if | know a little more than what | do.” Whiaced with challenges in college,
some participants received encouragement from yam@mbers who thought highly of
their intelligence. For example, Martha had dowatisut her ability to succeed in the
classes for her major in the upcoming semestee dghcribed the encouragement that
she received from her mother:

My mom straight up told me. She said, “You cantdoAt first, | was a little bit

kind of scared because I'm like all these scientget to memorize all this stuff.

| mean | haven't got to that point yet, but | knd&/coming. Like fall, | have

Biology, Anatomy & Physiology, so | know it's congin And I'm like, “Oh God

what did | get myself into?” Like my mom [said] éLme tell you something -

you can do it. Okay. It's not that complicated gan do it.”

Randy indicated that he decided to enroll in galeart-time in order to get a job
and recalled that his mother thought that he wiadligent enough to take on more
challenges. Randy elaborated:

| mean my momma, my mom feels like | coulda did etiimg more than part

time. She didn't want me to be part time. Shetwanto be full time ‘cause she

know what she said that | got the smartness tangtthang. She said go for my
credits full, don't do part and then gotta go [tithe].
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Some participants explained that they were peeckas intelligent by their family
members because they were the first generatioollgige students in the family. In
some cases, participants were also among the fenlpihigh school graduates in their
families. April said, “But from either one of magents, they didn't even make it pass
high school, so | feel I'm doing better than them.they didn't even graduate high
school.” Ulysses talked about how he has surpassest of his family members

academically:

And I'm only 25 and | have a lot - | have familytlare a lot older than me. I'm
the first high school graduate and I'm hoping taHefirst college graduate. So,
they look at that. They see that. You know heesfirst one to walk across the
stage. You know. They look at me as intelligefill. of them has expressed that
to me you know you're a bright smart guy. I'veerdween incarcerated. You
know. They all they look up - my family look up tee. When they see me
they're proud of me. They're proud to say thatthieir family member.

Participants reported that their family membeigeled they were intelligent due
to their verbal skills, as manifested by speecamgnar, and vocabulary. According to
Dave:

They say that | have like very good grammar, bubhatsame time, like how | use
it, it does get me you know further because | kimow to talk to people. And
like my mom, she always said | had a very good batzy. And it just gets - it's
hard. | guess. You know? But how they feel ldhavgood understanding or
anything like that. They feel as if | continueinglish that, because | enjoy
writing, that | could be an author someday or alipidpeaker.

Heather revealed that her future husband thoughtvsis intelligent while they
were
dating:

My husband thinks I'm highly intelligent becaussh answer a-squared plus b-
squared. | know that sounds funny and I'm not thrparson. Yes, that's his
requirement for me dating him if | can answer #iatple math question which
come to find out a lot of the population cannotveers but when | answered it to ¢
to the third | rethought about it for a minute, dsvike no its c-squared and for
the fact that | thought about it and | correcteanitl just didn't leave it at that,
that's what...makes him think I'm intelligent.
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Participants expressed that their family and pkeld a high regard for their
intelligence. Some participants perceived thay eitéained this high regard in their
families because they were the first to graduatmfhigh school or attend college. As
the first in their families to attend college, thegre considered the high achievers.
Participants reflected on how their family’s higigard for their intelligence motivated
them when they had self-doubts about their intetige. Participants provided examples
of the importance of this belief in their intelligge from their family when they faced
challenges in college.

Students felt the faculty held a perception of theiintelligence based on their
academic interactions The participants based their perception of wéretin not their
reading instructors held their intelligence in hayhlow regard on their academic
interactions with faculty, mainly during class pegation. Participants perceived that
their reading instructors considered them intetliggased on their positive interactions
such as when the participants added valuable ihdiging class discussion or answered
guestions correctly. If the interactions with tleading instructors were negative, for
various reasons such as the participants did na saooth transition adjusting to the
college life, then the participants perceived thatinstructors did not consider them
intelligent. Although reading instructors havenfial assessments available to them
through tests, quizzes, homework and/or classm@assgt grades, the participants based
their perception on how the reading instructorc@eed their intelligence on academic
interactions.

According to the participants, reading instructoased their perceptions of

intelligence on these interactions rather thand$owyprimarily on grades. For example,
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Heather said, “Oh, | think they perceive me highkglligent not intelligent because |
have a 97 [average] in the class, but becausestaoity participate.” Ulysses expressed
that his reading instructor thought highly of mgeiligence based on his creativity, “I've
been told by my professors that you know I'm vegative thinker. | think maybe they
think | am intelligent.”

Ike based his perception of the faculty’s consitlen of his intelligence on his
“worldly experience”:

| think they, you know so far they have - they gme a lot of like respect. They

understand, you know, I'm very knowledgeable allmngs because of my

worldly experience of traveling...we interact very chubut they identify. You

know. Make me feel like you know they value myrisi

Martha discussed her family background of profesa®and indicated that she
believed that her instructors encouraged her becdey knew that she had the potential
to excel in college. She explained:

| know that both of them know that I'm - you knowhave it in me. About eight

doctors in my family. We have about seven engme&o, they know that you

can do it. My mom's a pharmacist. So they knoat ylou can do it. It's all in

you know how you do it. You know because they krbat you can do it. But |

know especially my reading teacher, she know offehidnat, even though I'm

young, that she knows that you know my brain is lits focused. So, it's just she

don't want me to get discouraged when other profeston't take my work as

serious as | take it. You know because some pofesion't.

Participants discussed their interactions withréaing instructors during the
adjustment to attending college and how problenmsxguhis adjustment affected the
perception of their intelligence. Stephanie comt@én“So, | believe they look at me as,

you know, I'm really trying. And they do see tham overwhelmed and it's just - it may

take me a little bit longer than otherdNow that she is adjusting to college, Stephanie
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added, “I have a good cordial relationship withadliny professors and...good talking

relationships.”

Randy also had difficulty adjusting to collegee Had problems understanding
how the letter codes on his registration coordihatgh the days of the week that the
class met. Randy perceived that his adjustmenéssi college early in the semester
affected his reading instructor’s regard for higligence, but as he adjusted, the reading
instructor developed greater respect for his iigetice. As Randy described:

‘Cause | mean I'm a admit | was late to, | wasi# it's just that | got confused on

when | was supposed to start college so | missecttass and he got on me to go

to school and he told me how many more classestbguaiss. But other than

that he probably like, ‘cause | do all my worklike to get done my work done

early — so, he probably see me as okay | can se&dls here, he wanna get his

work done and stuff like that. Yeah, | got righta it.

Although the reading instructors had first-handwledge of the participants’
class grades in the transitional education readasgses, the participants mainly
perceived that the reading instructors’ perceptibtineir intelligence was based on
academic interactions. The participants talkeduabweir class participation and
discussion about their personal background asahis tor the reading instructor’s high
regard for their intelligence. Conversely, if tigademic interactions with the reading

instructor involved problems that the participamasl in transitioning to college, then the

participants perceived that the reading instrubtdd a low regard for their intelligence.

Students felt college staff and people in societyddnot know them well
enough to form a perception of their intelligence.Participants described that they
perceived that some college staff in departmenth as advising, records and

registration, and financial aid offices, as welpa®ple in society did not consider them

156



intelligent. The participants stated that theseppeformed their perception of their
intelligence based on their interactions with thetipipants, the participants’ appearance
or race. Through several strong comments, paaintgindicated that the college staff
and people in society did not know them well enotmform an accurate assessment of
their intelligence.

Quell determined that the college staff did natsider some students to be
intelligent based on a conversation she overheaahg the college staff. While she
initially laughed when responding to the questiime became more serious and
explained:

| think a lot of times they view our intelligencemediocre. Like, we should

know, but we don't know. I've heard staff say ‘Wehn you believe this student

asked me and this student could have known by amgtke Internet?Yeah, I've
heard staff say that.

Quell perceived that the college staff mocked the student’s intelligence for
not knowing how to access the information from the Internet. Jake suggested that the
staff's low opinion of his intelligence was basedlos appearance. Jake said that he
currently works in senior citizen buildings and kped that:

| only ran across two people that really you knalked to me like |1 was less than

them. They looked at my attire. They didn't thinkkas coming from work. You

know. And you know | didn't particularly care fiorbut | didn't let that bother
me. Some were good and some weren't becauseal had experience with one
of the advisors. And the way she make it seemlldien't understand what's
going on, but | really did, and she did end up redsg because when | went
back and spoke to another advisor, they told meestiadid mess up.

Like Jake, Heather also recalled an experiendesttehad with the advisors in
which she realized that the college staff madenuelgts about her intelligence based on

her appearance. She explained:

| think the advisors probably think I'm nuts ‘causeanted to take full time
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during the summer or during the fall and then whemn - | guess you can't judge
a book by its cover, you know | have crazy hait'thast me but I'm intelligent
and | feel like when they look at your test scdresy judge you like, “Is she
really going to go for this? Does she really?hddhen they kinda deter you
from going to a four-year college.

Esther, Fred, Larry, and Martha perceived thattrookkege staff and people in
society do not know them well enough to make ard@tetion about their intelligence.
Esther said, “I don't think they can view my inigdince ‘cause they don't know me and
they never sat down and spoke with me to knowédFragreed, “Cause | don't get to
spend that much time with them. So, | don't see they, | don't see how they can grade
my intelligence.” Larry also commented that he hauited interaction with the college
staff, so they could not have a perception of iisliigence when he said, “I don't, |
haven't really talked to any of them.” Martha’sronent was along the same lines as the
other participants when she said, “I don't think ahthem really know me.”

Esther perceived that some people in society fowr perceptions of someone’s
intelligence based on that person’s race. Sheaged:

| think ‘cause I'm black they probably think somadk people is ignorant or

whatever or don't know how to speak but that'ssm@t not all black people are

the same. Some people are ignorant because otthredundings or | guess they,
who they're raised by.

As Bill said about people in society, whetherasgoing to the movies or store,
“They perceive me as a customer. They want my mdnave suggested people
should get to know someone before forming an opinio

| feel that you know besides everybody, | feelytfeel like I'm nice, but yet they

don't know me. They have a prejudiced opinion amythe first five minutes.

So, to really get to know me, you'd have to acyuading out with me and talk to

me instead of just meeting me for five seconds.

Participants felt that of the three groups, fanaiy peers, faculty, college staff

and
people in society, that college staff and peopleaciety knew the least about their
intelligence. Thus, college staff and people ioisty could not form an accurate

assessment of their intelligence. The participéaitghat if college staff and people in
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society did form a perception of their intelligent®en it was based on appearance, race,
or limited interaction.

Summary. Participants expressed that their family and pkeld their
intelligence in high regard. They stated thatrtfemily and peers expressed their
confidence in their intelligence and perceivedph#icipants to be the high achievers in
their family. Participants had similar percepti@m®ut their reading instructors. They
perceived that their reading instructors also aergid them intelligent. The basis for
this perception for their reading instructors, ratingly enough, was their academic
interactions with the participants rather thanttiekass grades. Study participants
expressed that other people, such as the collaffeastd people in society formed
perceptions about the participant’s intelligencedabon interactions without knowing
them well enough to have an accurate impressioterdction with family and peers,
faculty, and people in society clearly played & il how participants perceived other’s
perceptions of their own intelligence.

Sub-Research Question D: How and in What Ways do @amunity College Students
Enrolled in Transitional Education Reading CoursesPerceive Their Academic Self-
Efficacy?

The sub-research question D is important becawspdtticipants’ academic self-
efficacy affected their perception of whether ot they believed that they have the
ability to overcome academic challenges. Earlhaneducational journey, the
participants’ academic self-efficacy is evidencgdhe effort that they exert in the

transitional education reading class and their gdesklopment. Ultimately, the
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participants’ academic self-efficacy in the longneaffected their persistence in their
classes and college completion.

The data analysis yielded three themes that an$wgesub-research question D.
One theme was the participants perceived thatwueyd do better in college if they
practiced study skills and maintained excellerdrattince. The second theme describes
participants’ perception that their performancéhi@ reading class would help them to do
better in future college-level coursework. Theditheme addresses the participants’
long-term career goals that required a collegeakegiThese three themes on the
importance of study skills and attendance andttietransitional education reading class
would prepare them for future college-level coursgunneeded to attain long-term career
goals that required a college degree answer tleames question about how the study
participants perceived their self-efficacy.

Students perceived that they would do better in ctédge if they practiced good
study skills and attended classParticipants described the ways that they suppert t
learning through the use of study skills. Paracits talked about the importance of
taking notes, reviewing the notes, and re-readigignificant strategies to support their
learning more than any other study skills. While participants did not go into details
about their note-taking methods, they seemed adaabanit their significance. Bill
mentioned that he takes notes and reads themexan,if he is “on the bus going
home.” George explained how he utilizes note-tgkandistinguish between levels of
significance in learning. As George describes:

| just you know | take notes and review what | fest, and then study. Just like

study everything that I, been like anything that tiistructor has put on the board
| write it down make sure that | you know highlightause | consider it, it has to
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be that important if she you know putting it on tleard. So, | just you know
make note of what's important, what's more impdrthan the others.

Another study skill that participants talked abaas the importance of not only
reading, but re-reading to support their learnibgrry said, “I feel like | have to focus
on it, on the reading. | have to read everythingrance like | have to read it over
again.” Similarly, Quell stated, “Oh, | continudyisead from the book. | continuously
read it and read it read for hours until | get iHeather described a reading strategy that
worked for her:

I've learned to adapt my own ways of reading. dbh't understand something |

may have to go back and re-read it 5 times or | hease to write it down in order

to understand it but almost 20 something yearsawirny reading comprehension,
and not under - not being able to understand whedd but having to say it out
loud or re-read it or write it helps a lot.

Participants talked about the combination of sfyegs that they utilize to support
their learning. Participants mentioned some actaeling activities that they engaged in
such as highlighting and annotating. They alsotiorad activities that required them to
manage their time and to be organized such agingla time planner and organizer.
They discussed in-class activities such as askilegtgpns, participating in class
discussions, and recording the class lecturedicants also talked about out-of-the-
classroom activities that include going to thediyr doing research, making flashcards,
and seeking help from a tutor or friend. Rathantbentering on one particular study
skill, participants discussed a variety of studyisk Martha described her strategy:

Flashcards help you. Then, you write out your ftastls, and you take them

wherever you go. Like even when | take my childi@the playground, while

they are running around I'm studying my flashcardi$.go to work, like my job

is not as like where you’re running around all tinge. So, I'll take my book. Il

do homework. If I need to do homework at work,réad over something. T'll

answer questions. I'll highlight. I'm beginnimgléarn - taking her class, has
taught me to use your book. Yes, write in it. iight it. | mean we have one
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person in our class who is like well | paid $130ttis book, I'm not writing in

this book. But the book is so awesome. It's ji&a'll need this for English 101,

English 102. It's an awesome book. So, it'sllikghlight. | write. As soon as

she says study this. And I'm like on top of hezlbe Like okay. So | can know

what to go back on and study. And even when | maydids. I'm in the house.

I'm sitting there going straight to the living ro@nd | shut my door and | study.

Even you know giving myself quizzes.

In addition to study skills, all of the participannhaintained excellent attendance
and seemed to value the importance of not missiggime from class. As Kirk
explained:

| haven't been. | always - | like listening tosdaa lot. | think that's my major

technique in learning. 1 like to listen to my thac, so | really don't play around

in class. | just listen to them. If they giveths time to like not do anything, I'll

probably not do anything. But, | do listen to whay say and | try not to be

absent at all. Even when | was back in high sgHamly would be absent if |
was sick or something.

None of the participants reported missing mora thaee days from the
transitional education reading class. If the stpditicipants were absent from class, they
stated that they maintained their class performéagdetting their instructors know in
advance, if possible, that they would be abseake Jdecalled when he had to miss one
day from class, “One day. That was last week whesas thunderstorming. | emailed
her and told her | wasn't going to do it.” Theseipgants seemed eager to provide an
explanation about their absence, which includedunderstanding how to read the class
schedule at the beginning of the semester, a depintment, a thunderstorm,
limitations from public transportation, and mediealergencies such as a child’s iliness.
Some medical emergencies involved the studentssblees. April, who was pregnant
with her second girl, explained her views abowgnass and attendance:

Ontime. All the time. Never late. | just | thkihmissed twice. Once my

daughter was sick and then they thought | was lgaaimiscarriage so that was
the only times. Unless it's something that | pbgky cannot control like
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something like that then I'm always here. I'llHeze whether I'm tired, sleepy,
sick, cranky [or]a hot mess, | don't care. I'meher

Participants perceived that their academic selt&tfy was affected by the use of
study skills and class attendance. While the@pants talked about a variety of study
skills to support their learning such as activalne@ strategies, tools to assist with time
management and organization, and the utilizatioraaipus resources. However, the
prominent study skills that they felt were moseefive were note-taking and re-reading.
Also, the participants stressed the importancdasiscattendance and, if possible, gave
advance notice to their reading instructors abloeit absence from class. Nearly all of
the participants had excellent attendance and dt@iof the participants proudly
reported that they had perfect attendance at e of the interview. Participants
perceived that the combination of study skills ardellent attendance supported their

learning to excel in college.

Students perceived that their performance in readig class would help them
do better in future college-level coursesAlthough the transitional education reading
class was a requirement based on scoring lowertbigaminimal score necessary for
exemption on the college placement test, all thiéqyaants stated that they perceived the
class would be helpful in preparing them for futooflege-level coursework. Since
almost all of the participants had a gap betweadwgtion from high school and
enrollment in the community college, they stateat the transitional education reading
class was a needed refresher. Thus, now thattbey enrolled in the required class,
they focused on excelling in the class. Partidipaescribed how their reading

instructors also integrated writing assignmentsrprove their writing skills. Therefore,
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the participants attributed the reading class tighimprovement of their writing skills.
The academic self-efficacy of the participants atiscted by the perception that the
reading class provided them the capability to hautick rigors of future college-level
coursework.

Initially, some of the participants were not ergiastic about placement in the
transitional education reading class, but latecdiesd the benefits of the class. As Kirk
stated, “But to me, now that I'm taking the cld'ss,glad I'm taking it because it's going
to prepare me more for other classes.” Like Kégiril initially did not perceive that the
transitional education reading class would be hlpfHowever, since she was at the end
of semester for the reading class when the interwas conducted, she had an
opportunity to reflect on how the class benefitted and classmates:

They probably felt just as bad as me, like, “Maot to take these classes.
‘Cause, at first, | thought it was just a wastd, ldo see that, | mean, | really
didn't know everything. And I'm probably sure thay see that they didn't
understand everything neither. And that yes it baseficial for us even though
it was - feels like a waste of time. But it washihean, | did learn a lot. And I'm
sure they all - I'm sure they did too. It justka@while probably to realize to get
there because our first reaction is, "Aw man ré&adlhlAnd who wouldn't be sad
because who don't want to start in the highest lefveollege. ‘Cause it's like -
you got - I'm like, "Man my first year was all pegs.” But I'm like, “Oh my
goodness, I'm about to go into regular level clags&hat's how I feel, like I'm so
hype - so excited now.

The participants considered the transitional edoatading class helpful for
future college-level coursework because it wasezled refresher. As Dave stated:

Well, | feel you know this is a good start, a goeftesher. So, | feel it would
benefit me in the future to an effect now | havidrebackground ‘Cause | feel
like well I know it's refreshing me and since...tleenesters are like back to back,
| know | won't forget it and | know it'll be repeat in the college classes because
this is what lower non-college classes are foetcesh you, help you get ready so
| feel like it will be helpful.

knowledge.
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Peggy also discussed how the transitional educatiating class provided a refresher for

her:

Cause | feel like well | know it's refreshing medasince ...the semesters are like

back to back, | know | won't forget it and | knot¥l be repeated in the college

classes because this is what lower non-collegeesaare for to refresh you, help
you get ready so | feel like it will be helpful.

Appreciating the benefits of the traiosial education reading class, participants
discussed how they focused on succeeding in tlss.clas Larry said, it could be as
simple as “Focus on what the teacher is sayinguashras possible.” Like Larry, Randy
agreed that since the reading class was helpfwastimportant to stay focused and
stated, “I really focus and pay attention like sopposed to. It helps a lot.” Heather
described why she was focused on excelling ineading class although it was just a
pass or fail class. She explained:

Now I'm set I'm focused and I'm determined to nema high GPA even though

in my class it's pass or fail: | have a 97 [avelagel I'm good with that cause |

believe that if you're in a pass or fail class gad don't get a grade or you just
have to get a 70 that people just go okay weljulst make a 70 | could pass the
class which that sets the focus for when you gtodhe other classes that ‘Oh, |
just need a C in order to pass this class.’

The study participants acknowledged that the ttemmsil education reading class,
when integrated with writing assignments, strengglaetheir writing and English skills.
Thus, in addition to the improvement of reading poahension skills, the participants
also discussed how the class helped with theiingriand English skills. Bill said, “The
class help me better understand how to write, ltowrite essays how to, you know, how

to do them a little easier.” Esther added, “Regdilass is very helpful throughout

everything, especially writing.”
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The participants described some of the writinggassents that they completed in
the transitional education reading class and h@xcthss improved their writing. As lke
explained, “We learn different styles of writing Ll Style. We deal with a lot of
current events. We're learning how to researd bdtter, how to like beginning you
know writing a paper.” Ulysses also mentioned libetransitional education reading
class helped him with his writing and how he imgessother people with his writing
skills. He elaborated:

It's already helping me. Today, | did a papedidia paper for [my] professor and

| used the vocabulary that he taught us and theg e, “Well how do you” -

they were asking well you know - the people whoeneeglping me in the writing
center were surprised that | was on that level.

The participants’ perception of their academic-sffitacy was affected by their
belief in whether or not the transitional educatieading class would prepare them for
future college-level coursework. All the partiays expressed that the class was helpful
in preparation for future college-level coursewoilius, participants described the
importance of focus and determination to succedbanransitional education reading
class even though it was a pass/fail class andvadh any college credits. Participants
described how their reading instructors integrateting assignments along with the
reading assignments. As a result, participantsgiezd that their performance in the
transitional education reading class helped thezpame for future college-level courses
like English 101 and other college-level coursed tequired strong writing skills.
Supported by the reading and writing skills tha&ytkearned in the transitional education

reading class, the participants’ perception ofrtheademic self-efficacy was that they

were prepared for future college-level coursework.
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Students had goals related to their careers that piire a college degreeThe
study patrticipants discussed long-term goals ti@duded career goals that require a
college degree. Participants described careesgbal require an associate’s degree at a
minimum. They also had career goals that necésditatransfer to another college to
obtain a bachelor’s degree or higher. Participauet® optimistic that they had the
academic ability to achieve these career goals.

Several participants talked about careers in healéh April and Olivia both
mentioned that they would like to be nurses. Agaid, “| want to become a nurse. So
that's my intent of all this. And | don't thinknl'going to let anything stop [this]. Once
I'min. I'min. Like I'm due [have a baby] likght before school starts again.” Ike
indicated that he wanted, “to get a degree in tagy” Martha also expressed that her
career goal was in the healthcare field, but addatit was a springboard to other career
goals:

| want to go back and get my bachelor’s. You krmegause what I'm taking is

Medical Lab Technology. But, | want to go back ged my medical

technologist. And then I'll go back and eventuditlysomething in biology

because | really - towards my latter days, | wartetch college students myself.

So, you know I just want to have a different variet options when I'm not stuck

doing things my whole life because I'm a very ojsim person. I'm always

changing. So, | would like to have different thsrtgat | can do.

Other participants like Martha mentioned a careal g teaching or education
that required a college degree. Like Martha, Estlents to be a teacher, but explained
that her interest is in early childhood educatienduse she “wants to be a teacher and
wants to be able to own my own day care.” Ulyskescribed his career goal of teaching

in a foreign country:

| actually studied at Global University locallyclated in Beirut, Lebanon. Yeah,
| studied there at a language institution. S@Jehsome foreign language
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background. This is [why] | choose to teach iatiteast because | already have

exposure to their culture. | know how to deal vilikir people. Yeah, I'd rather

go back to the Middle East and increase my knovdeadgput the Arabic language
and the religion of Islam.

In addition to healthcare and teaching fieldstip@ants mentioned diverse
careers including computer graphic designer, aditprurnalist, game designer, lawyer,
and many other career goals that require a cotlegece. Heather, who seemed very
artsy and creative during the interview with helocil hair, said, “I'm coming here to
get my Associate’s in Fine Arts and | want to tfanso the Maryland Institute College
of Art where | want to take my Bachelor’'s in Finegg\and then obtain my Master's in
Photography.” Although Randy talked about his dreéa be a football player in the
NFL, he discussed his other career goal:

If I don't be a NFL player, then psychology wolkwant to be a marriage

counselor. | wanted to do counseling. Becausattiked my parents, | watched

family go in and out of marriages and | see a faeasons why their marriages
didn't work. Saw why you know they was having peofs | can help other
people.

Charles also talked about going intaieer in counseling based on his life
experiences. Specifically, he described the fotiodaf his career goal to become a
chemical dependency counselor:

| was alcoholic at the age of 10 and drug addithatage of 13. | fought those

things for years. But, | understand what peopéegaming through and it starts out

- see my dad, even though | had family morals aides, you know but mainly

just the value of you want it, go work for it, tlsabasically all my dad taught me.

And my dad was very physically and verbally abusiie wasn't a drinker, but

he was ticked at life. And he took it out on me.

The participants’ academic self-efficacy was a#edby their selection of long-

term
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career goals that require a college degree. Thiipants discussed career goals in the
healthcare and education field as well as comprtdriegal fields. Some of the
participants’ career goals require a college depges®nd the community college level.
Therefore, in order to accomplish their career gig@drticipants would have to transfer to
a college or university where they can obtain enbbw’s degree or higher. The
participants were often spoke with passion andraetation about their belief in the

achievement of their career goals.

Summary. Participants based their academic self-efficacgtady skills
and attendance, the belief that the transitionatation reading class would prepare
them for future college-level coursework, and tegaelopment of career goals that
require a college degree. First, participantsrésdehat they would perform better in
their transitional education reading classes afiég®if they practiced study skills and
maintained excellent attendance. For the studisskather than focus on one study
skill, they talked about diverse study skills sashactive reading strategies, time
management, organization, as well as in-classramhoat-of-classroom activities. The
participants indicated that the efforts and fodwa they exercised with study skills and
attendance would affect their capacity to succaemilege. Additionally, the
participants expressed that they benefitted froensiills they obtained in the transitional
education reading classes. Although the readiagsalvas not an elective course and not
related to their college major, the participantstfee class was helpful. They also
attributed to the reading class not only their ioyed reading comprehension skills, but
also their improved writing and English skills. elparticipants indicated that the

academic foundation they established in the reaclegs would enable them to succeed
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in their future college-level coursework. Nextrtpapants discussed career goals that
require a college degree and some that necess#atelbge degree beyond the
community college. Some of the participants ingghtb transfer to four-year colleges to
achieve their career goals. Participants seemtahigfic that they would be able to
achieve their career goals that require a collegget.

Summary

This chapter represented the results and findirays 20 personal interviews with
study participants and analysis of the collegelogtastudent newspaper, and college
placement test booklet. An data analysis of resequestion one resulted in gaining an
understanding of how community college studentsl&t in transitional education
reading courses describe their educational jouridye educational journey began with
life-changing events that galvanized the participao enroll in the community college.
After enrollment, the gap between enrollment inrtpesvious educational institution and
enrollment in the community college often resulteddditional challenges such as
placement in the transitional education readingsknd transition to college challenges.
The participants faced these challenges with optmmand a support network.

In the analysis of sub-research question A, ppgids’ perception of their
intelligence was not a reflection of their testulieson a college placement test for
reading. Participants did not want other peopl®tm a perception of their intelligence
based on their enrollment in a transitional edecateading class. Although participants
were motivated to start the educational journeypynaere not academically prepared for
the rigors of college-level coursework, which waanifested by their lack of reading

comprehension skills. Next, the analysis of sideaech question B on participants’
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perception on other students’ intelligence in tategories focused on students enrolled
in the transitional education reading class, thieissmates, and students who were
exempt from taking the class. Many participantssidered classmates enrolled in their
transitional education reading class as intelligélifte basis for the participants’
perception was the classmates’ academic effortqutht in class. Some participants
noted that classmates who did not excel in clagkldmprove their academic
performance by exerting more effort in their stsdad improving their class behavior.
For students who were exempt from the transitiedaication reading class, participants
considered these students’ intelligence the redgyood parenting, inherent intelligence,
or both. However, the majority of the participaatsibuted the intelligence of these
students to their effort and their enrollment iflege immediately after high school, thus
eliminating the gap.

It was evident in the analysis of sub-researclstjoie C that interaction played a
significant role in participants’ perception of hathers perceive their own intelligence.
Based on the personal interactions, participamticated that family members and peers
considered them to be intelligent and high achevéithough reading instructors had
insight into participants’ academic performance elads grades, participants believed
that their reading instructors based their peroegtof the participants’ intelligence on
academic interactions. Due to limited interactiath college staff and people in society,
participants indicated that these people coulderon accurate assessments of their own
intelligence. Finally, in the analysis of sub-r@s# question D, participants asserted that

if they maintained excellent attendance, and aghe study skills learned in the
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transitional education reading class, they woulceéin college and realize their career
goals that require a college degree.

The final chapter will focus on interpretationsnclusions, and recommendations
based on the data collected. A summary of the éisemill be provided. There will also
be a synthesis of the themes that will resultve fmportant findings. Based on these
findings, the researcher will provide recommendwifor actions and recommendations
for future research on the topic.

Chapter V:
Interpretations, Conclusions, and Recommendations

In the preceding chapters, the introduction prekmtformation about the
problems of practice, research problems, purposieeofesearch, significance of the
study, and theoretical framework. Additionallyclided was a thorough review of the
literature as related to the research study, asaseéhe context and challenges in
transitional education. Next, the methodology,skhprovided in-depth details on the
sampling plan, was outlined. Then, the findingsrfrthe 20 interviews with the study
participants were presented. This chapter rewiségroblems of practice and connects
the findings from the research study to the themaktramework and previous research.
As a result of the research study, five importamdihgs emerged. This last chapter
details the interpretations and conclusions froenfihdings and provides
recommendations for practitioners as well as suggesfor future research in

transitional education reading classes in the conityigollege.
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Purpose Statement

The purpose of this study was to gain a better tataeding of the educational
journey of students enrolled in transitional edisrateading courses in the community
college in the greater suburban area of a souti@estate in the United States.
Specifically, the study explored how the studemicpived their intelligence and the
intelligence of other students, how they perceiottbrs’ perceptions of their
intelligence, and how they perceived their acadesaltefficacy. The research study
answered the following research question: Howiamndhat ways do community college
students enrolled in transitional education readmgyses describe their educational
journey? It also answered the following subsakestarch questions that were important
to address to understand the main research questibmelated to students’ educational
journey: (a) How and in what ways do community egé students enrolled in
transitional education reading courses perceivie thielligence? (b) How and in what
ways do community college students enrolled ingditeonal education reading courses
perceive the intelligence of other students? (ajtad in what ways do community
college students enrolled in transitional educateading courses perceive others’
perceptions of their own intelligence (the collesgaft, faculty, peers, family, society)?
(d) How and in what ways do community college stugenrolled in transitional
education reading courses perceive their acadestfiefficacy?

Statement of Significance

Transitional education is an integral componertigher education. According

to a report from the National Center for EducaBiatistics about 2011-2012

undergraduates, approximately 25% of the studengsldic four-year institutions and
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approximately 41% at public two-year institutiortfgseported having taken a
transitional education course (NCES, 2012). Waitpard to the three areas for
transitional education courses—math, reading, artthge—when reading
comprehension skills are the core of the problentefarning college-level coursework,
the probability of college completion is very loMérisotis & Phipps, 2000). A
thorough inquiry of students enrolled in transiabaducation reading classes was needed
to add to the topic and literature in higher edcat

The study advanced the field of transitional edocain several significant ways.
First, it explored some of the elements of the atlanal journey based upon 20
interviews with study participants enrolled in ts&mnal education reading classes in the
community college. Participants were enrolled-amsitional education courses as a
result of a cut-off score on a college placemestttteat gauged their reading
comprehension skills. Thus, their educationalpeyrtook a different direction than that
of students who did not need to enroll in coursesed on the placement test cut-off
score. Second, the study provides a better urathetisty of the study participants’
perceptions of their own intelligence, the intadinge of others, and academic self-
efficacy. These perceptions can be influentialnderstanding students’ educational
journey as they make meaning of their world. Thihe exploratory study adds to the
basic literature needed in the field of transitice@ucation regarding college completion.
The insights gained from the analysis of the datkected are significant in
understanding the students and informing pracetisnvho have an interest in

transitional education reading courses.
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Revisiting Theoretical Framework

The theoretical frameworks for this study were Dki®¢2000) self-theories of
intelligence, Bandura’s (1977, 1982) foundatiorself-efficacy, and Gee’s (2000) theory
on identity. The findings support Dweck’s self-thies of intelligence: that some people
perceive intelligence as incremental and able tertteanced with academic effort
(Dweck, 2000). Almost all of the participants désed their intelligence, as well as
other students’ intelligence, as malleable or cleabte with academic effort. Only a few
study patrticipants, however, ascribed to Dweckigptheory of intelligence: that some
people perceive intelligence as fixed and not &blee changed (Dweck, 2000). The few
participants that held this mindset attributed tresception not to themselves or their
classmates, but to other students who were exempténrollment in the transitional
education reading classes.

The participants’ perception that intelligence cblé enhanced through
academic effort supports Bandura’s (1977) foundatioself-efficacy: belief in one’s
capabilities to influence an outcome. All of thertcipants stated that a transitional
education reading course was helpful in prepardtofuture college-level courses, thus
strengthening their self-efficacy. Although thetmapants had some level of academic
self-efficacy, they were vulnerable to completidrcollege as a result of difficulty in
goal development, lack of preparation for colldgek of reading comprehension skills,
and gap before enrollment in college.

Additionally, there was support for Gee’s (200G dhy of identity, in particular

the affinity identity. The participants exhibitad affinity identity because they shared
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some of the same endeavors and traits of theisrdages in the transitional education
reading class. Whether their classmates were lexger not, they held a connection as
a group because of the common need to strengtlearéading comprehension skills
and common endeavors to pass the class. Theipants' perceptions of intelligence,
academic self-efficacy, and identity played a dgigant role in their college completion.
Summary of Themes

The study resulted in 16 themes that answeredethigat research question and
the four subset research questions. The theodrétraework focused on the
participants’ perceptions of intelligence and sdffeacy. The study participants, who
were enrolled in transitional education readingss in the community college,
provided responses to answer the research quesinoh®rm the themes that emerged.

The central research question asked how and ih wengs the community college
students enrolled in transitional education readimgrses described their educational
journey. Four themes answered this question. fifsteheme determined that
participants perceived that the gap before enraitrmecollege contributed to their
transitional challenges. With regard to the sedhedhe, participants acknowledged that
life-changing events affected their decision too#inn college. The third theme indicates
that participants believed family (especially thehildren), faith, and belief in themselves
played a significant role in their support netwokkith regard to the fourth theme,
participants acknowledged that they had been placether transitional education
classes.

Participants’ educational journey began after dif@nging events that usually

centered around problems in the economy, employméstde the college, or the desire
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to take advantage of military benefits. Many & garticipants did not enroll in college
immediately after completing high school. Thug time between their enrollments in
educational institutions formed a gap during witlodly were focused on other aspects of
life rather than formal learning, thereby creatsogne challenges. One significant
challenge created by the gap, as perceived byaheipants, was their not meeting the
cut-off score on the college placement test fodirea As a result, the participants were
placed in transitional education reading clas$esaddition to being placed in
transitional education reading, all the particigaasiso had been placed in other
transitional education classes for math, Englistihath. Therefore, the participants
embarked on their educational journey with enrofitiia at least two transitional
education courses or, for many participants, thnagsitional education courses. To aid
in their educational journey, participants reliedtbeir support network, which consisted
of their family, especially their children, religie faith, or in some cases, only
themselves.

The first research subquestion asked how and it wags the community
college students enrolled in transitional educateading courses perceived their
intelligence. Three themes answered this questiame theme indicated that participants
perceived that results on the reading placemenwe® not a reflection of their
intelligence. With regard to the second themetigpants acknowledged that they were
not prepared for college. The third theme revetiatilack of prior reading
comprehension skills negatively affected particigaperceptions of their intelligence.

The participants’ perceptions of their intelligerveere affected by their college

placement test scores, preparation for colleger@ading comprehension skills.
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Although they did not meet the minimal score teekempt from placement in the
transitional education reading course, the paditip perceived that the test by itself was
not a reflection of their intelligence. The pagpants believed their intelligence was
higher than that reflected by results on a coll@igeement test and that there were other
factors at play that could have affected their $estes. Thus, some of the participants
had a negative reaction to placement in the triansit education reading class and,
consequently, did not discuss their placementaréading class with family or friends.
Although some of the participants had a negatiaetren to placement in the transitional
education reading class, they acknowledged thatluked prior reading comprehension
skills before taking the placement test. The laicgrior reading comprehension skills
negatively affected the students’ perceptions eirtimtelligence. Although the lack of
reading comprehension skills was reinforced orctillege placement test, participants
did not believe that the totality of their intekigce was based on a college placement test.
Yet, the combination of their lack of reading coetpension skills and their failure to
meet the minimal score on the college placemenfaeseading added to participants’
perceptions that they were not academically prepfimecollege. Nevertheless, they
were optimistic that, with sufficient academic effahey would become academically
prepared and able to handle the rigorous college-mursework.

The second research subquestion asked how angainways community college
students enrolled in transitional education readimgrses perceived the intelligence of
other students. Three themes answered the resgaestion. The first theme stated that
participants negatively perceived the intelligentéheir classmates based on classmates’

effort. The second theme indicated that participants pexdehat other students exempt
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from the reading course benefited from good pangrand inherent intelligence. With
regard to the third theme, participants perceilrad other students not required to enroll
in the transitional education reading course prthfmore effort than students who were
placed in the course.

Although all the participants were placed in tlensitional education class
because they did not meet the minimal score tocbmpt from the class, participants
perceived that most of their classmates had alkigh of intelligence. They formed this
perception based on classmates’ participationaas;lgroup activities, and graduation
from academic high schools. With regard to clagemnot performing at a high
academic level in class, the participants perceiliatithese classmates did not put forth
the effort to excel. Study participants perceitteat the classmates’ lack of effort was
demonstrated in their classroom behavior. Accgtiinthe participants, this lack of
effort was attributed to the classmates’ ages aatinty levels, as well as the fact that
the transitional education reading class was nothwapllege credits. Some participants
perceived that other students, who were not thegsmates and were exempt from the
reading course, had parents that instilled the niapoe of education or had inherent
intelligence. Some of the participants perceiled the other students’ efforts to excel
academically were initiated in secondary schodbvahg them to be exempt from
reading on the college placement test and to coatio excel in college. Some
participants also thought it was advantageoustématcollege immediately after
graduation from high school, because there woulddsignificant gap between high

school and enroliment in college.
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The third research subquestion asked how and ith wdngs community college
students enrolled in transitional education readmgyses perceived others’ (the college
staff, faculty, peers, family, society) perceptiafisheir own intelligence. Three themes
answered the research question. The first theatedsthat participants perceived that
their family and peers held the participants’ ilngeince in high regard. The second
theme suggested that interactions with facultypladicipants to believe that the
interactions were the basis for how faculty pereditheir intelligence. The third theme
indicated that participants believed college staffi people in society did not know them
well enough to form a perception of their intelhge.

Interaction with family and peers, faculty, collegfaff, and people in society
played a vital role in how the participants pereeithat others viewed their intelligence.
Participants perceived that the people with whoey tiad the most interaction, family
and peers, held their intelligence in high regardause they were considered to be high
achievers. Some of the participants were theifiriteir families to attend college or
even to graduate from high school. Participamigriactions with faculty, rather than
class grades, played a role in how the particippetseived the faculty’s view of their
intelligence. If a participant had positive intetrans with faculty, he or she perceived
that the faculty thought his or her intelligencesviegh. If a participant had negative
interactions with faculty, he or she perceived thatfaculty believed his or her
intelligence was low. Most of the participantsieetd that the people with whom they
had the fewest interactions, college staff and [eeimpsociety, did not know them well

enough to form an accurate perception of theilliggnce. Therefore, some college staff
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and people in society formed an erroneous peragpfitheir intelligence based on their
attire or race.

The fourth research subquestion asked how and & ways community college
students enrolled in transitional education readimgrses perceived their academic self-
efficacy. The research question was answeredreg thhemes. Theme one stated that
participants perceived that they would performdyatt college if they practiced good
study skills and attended class. The second tisemmgested that participants perceived
that their performance in reading class would hiegm perform better in future college-
level courses. The third theme indicated thatiggpeints had career goals that required a
college degree.

Participants’ academic self-efficacy to excel iflexge centered on practicing
good study skills and having excellent attendarRarticipants perceived that a variety of
study skills rather than a focus on one study siitirded them the greatest opportunity
to excel in college. The primary study skills coesed important by the participants
were note-taking and active reading strategiesadtfition to study skills, the participants
perceived that attendance was mandatory for suacesdlege. Although the
transitional education reading class was requioeclimost all of the participants and
most were not enthusiastic about taking the codlngeparticipants believed the reading
class would help prepare them for meeting the desyahcollege-level coursework.
Thus, they focused on excelling in the readingschasd gleaning the reading
comprehension skills, which sometimes incorporatgaroved writing skills, to transfer
the skills to future college-level coursework. tiRR#pants’ academic self-efficacy was

demonstrated in setting career goals that reqaireallege degree. Furthermore, some
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participants set career goals that required anrehdegree above the level of an
associate degree from a community college, whicesstated a transfer to a four-year
college or university.
Findings

The research revealed 16 themes that answereceatralaesearch question and
four research subquestions examined in the stBaged on a thorough review of the 16
themes, the researcher identified five major figdibased on the theoretical framework
and research questions. The five major findingewleveloped in the context of the
literature and relevance to this study on the etilueal journey of students enrolled in
transitional education reading courses in the comtyeollege. Finding one indicated
that the educational journey of students enrolfetlansitional education reading courses
was shaped by the recognition of deficiencies adamic performance, but participants
remained committed to academic improvement. Fopdivo indicated that the
participants based their perceptions of other stigd@ntelligence on parenting, inherent
intelligence, academic effort, and no gap befomelément in college. Finding three
revealed that participants’ academic self-efficaag based on long-terms career goals
requiring a college degree, but participants héfttdity in goal development. Finding
four suggested that participants perceived tharst{faculty and college staff) assessed
their own intelligence based on interactions witknh. The final finding noted that
participants perceived academic advising as nqfhleh navigating the college process
for students placed in multiple transitional ediwaratourses. These five study findings
lay the groundwork as well as galvanization focdssion on transitional education

reading courses and college completion in the conmygollege.
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Finding One: The Educational Journey of Students Erolled in Transitional
Education Reading Courses was Shaped by the Recofom of Deficiencies in
Academic Performance, but Remained Committed to Aazemic Improvement

There were several factors that influenced thdqjaaints’ perceptions of their
intelligence. These factors affected whether drtine participants had high or low
regard for their intelligence. The influences bait perceptions of intelligence were
reading comprehension skills, college preparatgademic effort, and the gap between
their enrollments in educational institutions. IEdlively, these influences played a
significant role in the participants’ perceptiorigteeir intelligence, which could affect
their college completion.

First, because all of the participants were endaltea transitional education
reading class, they were faced early in their etlmeal journey with the fact that they
lacked the level of reading comprehension skillsdeel to be exempt from the class.
Some participants took the reading college placénesihfor a second time; however,
they were still unable to meet the cut-off scogureed to be exempt from the
transitional education reading class. They weteenthused about their enrollment in
the class because it was an open proclamatiom&rothat they lacked reading
comprehension skills as an adult learner. Theee&ome participants were adamant that
the college placement test and transitional edoicagading class were not a reflection of
their overall intelligence. Additionally, the p&rpants did not want others to perceive
their intelligence as a reflection of their readawgnprehension skills.

When asked about their own perceptions of theglirgacomprehension skills

before enroliment in college, many participants dtda that they needed improvement
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in this area. Many patrticipants commented thadirepwas their worst subject or that
they did not like reading unless it involved a toftat they found interesting. Also, the
participants stated that they had difficulty readat the college level and were confused
when it came to reading comprehension. Becaugerdadized that they lacked reading
comprehension skills and the college placementéasforced their beliefs about their
lack of reading comprehension skills, the partioigavere resigned to the notion that
enrollment in the transitional education readirggslwas a necessary refresher.
Nevertheless, because they were enrolled in ties,chaany of the participants put forth
the academic effort and excelled in the readingsclaThey appeared to be proud to
disclose their excellent class averages and taaxpbw the class benefited them.
Although some participants commented on their éanetlass performance, they still
lacked confidence in their intelligence. The la¢keading comprehension skills had a
negative effect on their perceptions of their omelligence. When queried about
perceptions of their intelligence, some particigamd low regard for their intelligence.
The participants’ lack of reading comprehensiotiskias one of the bases for this
perception of their intelligence.

Next, the lack of college preparation had a negatifluence on the participants’
perception of their intelligence. The participaatsbarked on their educational journey
after life-changing events galvanized their decigmenroll in college. Many of the
participants expressed the notion that they weratiermally and mentally prepared for
college. Indeed, participants believed they haddlols, such as time management, and
the maturity needed to excel in college. Neveed®lsome participants acknowledged

that although they were emotionally prepared, theye not academically prepared to
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tackle the demands of college-level courseworkis Téalization could have been the
outcome of their being placed in multiple trangiibeducation courses. The
participants’ lack of college preparation had aateg effect on the perception of their
intelligence.

The participants provided several explanationgHeir lack of preparation for
college. They commented on the lack of colleg@@ration that they received at their
high schools, the gap between high school andgmiaroliment, and a lack of prior
knowledge about the preparation needed for coll&grause some of the participants
were the first in their families to graduate frorghhschool or attend college, they
perceived that they were unaware of the preparataaed to tackle college-level
coursework. For various reasons, the participaete not prepared for the rigors of
college-level coursework.

The lack of preparation for college-level coursewoad a negative influence on
the participants’ perceptions of their intelligena®though they lacked reading
comprehension skills and preparation for collegelleoursework, all of the participants
commented that the transitional education readiagsovould prepare them to meet the
demands of college-level coursework. Thus, theyfqrth the academic effort to excel
in the transitional education reading class becatifiee perceived benefits of the course
in preparation for college-level coursework. Tlaetigipants’ perception that the
transitional education reading course was benétitheir academic performance is
aligned to a different study that was conducted laigher education institution in the
southern region of the United States. Based onehdts of the survey administered to

133 students enrolled in transitional educationrses, 97.1% of the participants
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indicated that the transitional education coursdsgmaced their academic performance to
some extent or greater (Green, 2011). In thisystild participants’ mindset regarding
their intelligence was “energized by the idea thaly [could] have an impact on their
mind” (Dweck, 2000, p. 10). The patrticipants foedi®n acquiring the reading
comprehension skills needed to prepare them féeg®llevel coursework.

Third, the participants based perceptions of timglligence on the gap between
enrollments in educational institutions. Almogstdalthe participants had a gap between
their last enrollment in an educational institutaomd enrollment in the community
college. Studies indicate that the majority ohsiional education students are 20 years
old or older, returnees, or delayed entrants tegel (Attewell et al., 2006; Merisotis &
Phipps, 2000). For the participants, the gapsedirfigpm almost a year to 40 years. The
average gap for the participants was 10 years. yMéthe participants had not been in a
formal educational institution since they gradudtedh high school. Many participants
stated that during the gap they were working, éedah the military, or raising their
children. The gap between enrollments in educatiorstitutions had a negative
influence on the participants’ perceptions of thedelligence.

As a result of the gap, the participants believey twere faced with additional
challenges in their educational journey. One emgé they perceived to result from the
gap was a low score on the college placement Tdsty believed that they had forgotten
the knowledge that they learned in high school #metefore, needed to refresh their
memory. Thus, their test scores resulted in placenm the transitional education
reading class. Another challenge noted duringgtiewas the fact that many of the

participants had children and full-time employmeutside college; consequently, they
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had more responsibilities than students who erdalecollege immediately after high
school graduation. Some participants had difficulith the time management and
organization needed to incorporate the coursewaa#t Into their already busy lives. An
additional challenge related to the gap was thesttian to college. Participants
commented on their frustration with the lack ofdance from the college staff and the
lack of maturity of some of their classmates.

Collectively, these challenges resulted from the igeenroliment between
educational institutions. The enrollment gap waggative influence on the participants’
perceptions of their intelligence. They believied gap created challenges that affected
their intelligence. These challenges led to olbstaio their educational journey.
Nevertheless, participants were optimistic thay tteuld face the challenges and attain
their educational goals.

Lastly, the participants’ perceptions of their lhggnce were influenced by their
academic efforts. One of the theoretical framewddk this study was Dweck’s (2000)
self-theories on intelligence (2000). The firdf-teeory was the theory of fixed
intelligence or “entity-theory”; that is, some pé®pelieve that intelligence is an entity
that lies within one and for which there is no apaDweck, 2000, p. 2). The other self-
theory was the “incremental theory,” in which ifigggnce is portrayed as something that
is malleable or changeable, that can be incredseddh one’s efforts (Dweck, 2000, p.
3).

The participants perceived that their intelligenoald be increased through their
academic efforts. With regard to Dweck’s two gbHories of intelligence, entity theory

and the incremental theory, the participants helhé incremental theory of intelligence.
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There was no evidence that the participants pezddiveir intelligence to be fixed
without the possibility of change, as noted in¢néity theory. Several factors supported
the participants’ perceptions that they did nolectfthe entity theory of intelligence.
First, when asked about the perception of theélligence, the participants did not
describe their intelligence as based on inherealligence, their genes, or something that
was fixed. Second, the participants acknowledped tack of reading comprehension
skills and the need for the class to help them awpr Third, the participants, once
enrolled in the transitional education reading l&scused on learning goals rather than
performance goals to excel in the class. Alsopating to Dweck, failure can make
entity-theory students feel vulnerable and causmtto exhibit symptoms of depression
(2000). Although the participants experiencedufailon the college placement test,
lacked reading comprehension skills, were undegyegpfor college, and faced
challenges from their enrollment gap, they werenoigtic and motivated. They
perceived that their academic efforts in the titamsal education reading class would be
beneficial and prepare them for college-level cewmk.

The participants recognized their academic defaesnin reading comprehension
skills, lack of college preparedness, and the ehgks of the gap before enroliment in
college. Yet, they were committed to academic owpment. They held, as described
by Dweck (2000), an incremental or growth mindsihwegard to their intelligence.

The participants’ perceptions of their intelligeraféected their efforts. The participants
believed that, through academic effort, their iigehce was a malleable quality that
could be enhanced with the skills learned in thaditional education reading class. The

researcher, Bahr (2010) concluded that transitiedatation courses are effective even
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for students who have “greatest academic deficesnas well as those who face multiple
deficiencies” (p. 201).

Finding Two: Students Enrolled in Transitional Education Reading Courses
Perceived that Other Students’ Academic Performanceas Based on Internal

Forces such as Academic Effort and External Forcesuch as Parenting, Inherent
Intelligence, and No Gap Before Enrollment in Collge

Aside from their perceptions of their own intelligee, participants reflected on
other students’ intelligence. They held perceiohthe intelligence for two groups of
students: (a) their classmates and (b) studentsweine exempt from placement in
transitional education reading classes. The inftes on their perceptions of other
students’ intelligence were based on external ateinal forces. The internal forces
were actions that participants perceived were otlable such as academic effort. The
external forces were actions that participantsgieec as outside of control such as
parenting, inherent intelligence, and no gap beémm®liment in college. The strongest
influence on the participants’ perceptions of bgtbups of students’ intelligence was the
internal force of academic effort. They attributkd intelligence of students who were
exempt from the transitional education readingsgagrimarily to external forces such
as parenting, inherent intelligence, and no gapreegnrollment.

The participants’ perception of the influence c#gl types of external and
internal forces is aligned to Bean and Metznerfeience of variables on attrition such as
background and defining variables, academic vaml@nvironmental variables, and
social integration variables (1985). The partiafigaperception is aligned to Bean and

Metzner's conclusion that for nontraditional comerutudents such as students at a
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community college, of all the variables, sociaegmation had minimal effect on students’
academic performance and attrition (Bean & Metzh®85). The participants did not
perceive social integration as a strong influencether students’ academic
performance.

Because the participants had regular contact el tlassmates, they based
their perceptions of their classmates’ intelligenoewvhether or not the classmates
exhibited academic effort which was an internat&rMost of the participants held, as
described by Dweck, an incremental or growth mihdsgarding intelligence, believing
that intelligence could be enhanced through legramd effort; this mindset was the
opposite of that of the entity theorist, who viewelligence as fixed (Dweck, 2000). As
Dweck noted, different theories of intelligenceeatfthe way people see and react to
others’ successes and failures. For the entityrisis, others’ failure is a reflection of
intelligence. On the other hand, for incremertiabrists, others’ failure elicits thoughts
about effort or strategy and the kinds of instrectihat would help students overcome
their difficulty (Dweck, 2000). The participantsérception that intelligence is enhanced
by academic effort is aligned with Dweck’s desadaptof the incremental theory.

As incremental theorists, the participants didparceive classmates as rivals;
they perceived their classmates as a part of fietgfgroup. In an affinity group,
allegiance is first to the common endeavors ortmres, then to the other people in terms
of shared culture or traits (Gee, 2000). In thisiy group, the participants’ identity
was tied to common endeavors or practices of lagrmeading comprehension skills.
Although the participants primarily focused on thgerformance attainment in the

transitional education reading class, they alsogeed their classmates’ performance
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attainment as a reflection of “collective efficaqfPajares, 1996, p. 569). The collective
efficacy was based on the participants’ shareceb#lat, as a group, they had the
capability to reach a certain level of attainmelBecause they were not rivals, the
participants promoted academic effort as a veltia@g if utilized by their classmates,
could enhance the classmates’ learning and inéeltg.

The entity theorists view their peers as rivalsydfiore, others’ misfortunes
bolster their self-esteem (Dweck, 2000). The stpa@ficipants, as incremental theorists,
derived self-esteem from their own efforts to secgeherefore, there was no rivalry with
others (Dweck, 2000). The participants had hagiard for some of their classmates’
intelligence based on class participation and gemipvities that were based on academic
effort. Similarly, the participants had low regdod some of their classmates’
intelligence based on lack of academic effort, Wwhltey mainly attributed to the
classmates’ age or maturity level. The commoneithffer the participants’ perceptions
of classmates’ intelligence was related to acadeffiost.

Although the participants’ perceptions of theirsdmates’ intelligence was based
mainly on academic effort, their perceptions ofistuts who were exempt from the
transitional education reading classes were basekigrnal forces such as parenting,
inherent intelligence, and no gap before enrolinmeiebllege, in addition to academic
effort. Because these students were not enrallégel transitional education reading
class with the participants, they did not consttiese students’ success as collective
efficacy; however, they did consider the key inflae on their perceptions of these
students’ intelligence to be academic effort. Pphdicipants perceived that the students

put forth academic effort before their enrollmentollege; therefore, they were able to
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score high enough on the college placement tdst exempt from the transitional
education reading class. The participants alsogpexd that the students’ ongoing
academic success was based on their academicseffort

Additionally, the participants based these studemtslligence on the parenting
that the students received. They perceived tlesetistudents benefitted from good
parenting through which the parents pushed theaxdtel in learning. They also
perceived that these students were able to exaalliege because they enrolled in
college immediately after graduation from high sahthus eliminating the gap between
enrollments in educational institutions. They éedid the knowledge these students
gained in high school was still fresh when theyo#lad in college; thus, the transitional
education reading course was not necessary. Aéticipants were, as described by
Dweck (2000), entity theorists in their perceptadrihese students’ intelligence. The
participants who were entity theorists perceiveat these students were born smatrt,
intelligence was in their genes, they were gifaahey were blessed. In other words,
their intelligence was inherent, not based on atacleffort.

Overall, participants reflected on other studemit&lligence for two groups of
students: (a) students who were their classmatd®itransitional education reading
class and (b) students who were exempt from planemehe transitional education
reading class. Many of the participants perceihed their classmates’ intelligence was
based on internal forces such as academic effdrtraat the lack of academic effort
reflected poorly on the class as a grodany of the participants perceived that the
intelligence of other students, who were exempnfthe transitional education reading

class, also was based on academic effort, as welkt@rnal forces such as good
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parenting and no gap before enroliment in colleQaly a few participants perceived that
these students’ excellence in college was not baseduch on academic effort but on the
external force of inherent intelligence.
Finding Three: Goal Development to Support Long-tem Career Aspirations was
Lacking Among Students Enrolled in Transitional Education Reading Courses
Although the participants exhibited academic séfitacy as they set career
goals requiring a college degree, they had difficulith the goal development needed to
attain the career goal. Bandura stated that effiavolves a generative capability in
which component cognitive, social, and behaviokdlssmust be organized into
integrated courses of action to serve innumeralipgses” (Bandura, 1982, p. 122).
The participants seemed clear in their perceptibasexcellent class attendance, study
skills, reading comprehension skills, and goalsewescessary to persist and complete
college. Nevertheless, for some participants thex® a disconnection regarding how to
develop the short-term goals needed to attain tbeg-term career goals. According to
the social learning theory, processes of goalrsgtind self-evaluative reactions can
cultivate motivation (Bandura, 1977). Although rigall participants set long-term
career goals requiring a college degree, many Hacduity setting short-term goals that
could cultivate the motivation to attain the lomgrh goals. This difficulty in goal
development, made the participants ‘vulnerableéenms of college completion.
According to Bandura (1982), self-efficacy is basaedour principal sources of
information: performance attainment, vicarious aigrece of observing the performance
of others, verbal persuasion and allied types cilesanfluences, and physiological states.

Attaining goals is a major component for all fouinpipal sources of information,
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especially performance attainment. Participaragigg mastery experiences through
the attainment of their short-term goals could pesly influence their attainment of
long-term career goals requiring a college degree.

Nevertheless, participants had a disconnectiorrdeyathe process for the
development of short-term goals. Participantsaatdid two major areas of difficulty in
goal development: (a) distinction between long-tarrd short-term goals and (b)
development of short-term goals directly relatetbtw-term goals. First, some
participants experienced difficulty in the distiloct between short-term and long-term
career goals. Bandura (1982) described the sbort-joals as subgoals. Bandura
referred to the subgoals as “proximal” goals, whaah motivate students to achieve the
larger or “distal” goals in the future. Most oktparticipants stated proximal goals that
were actually their distal goals. For example, sa@hthe participants noted that their
short-term (proximal) goals were to attain a caleiggree or graduate from college,
which were the same as their long-term (distal)gol other words, their short-term
goal of attaining a college degree involved mastémyifficult and demanding learning
tasks over years of time and equated to the lomg-¢@al. Thus, some participants had
difficulty with the distinction between setting shterm goals and long-term goals.
Without the ability to set proximal goals that pide; as Bandura noted, “incentives and
guides for action, distal goals are too far remowetiime to effectively mobilize effort or
to direct what one does in the here and now” (BemdlO82, p. 134).

Next, some of the participants had difficulty ire thevelopment of specific short-
term goals related to their long-term career go&lsme participants’ short-term goals

included getting focused, doing a good job in @elebeing more patient, and listening
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more. As these short-term goals were not spedifey would be difficult to measure;
therefore, opportunity for performance attainmertt mastery experience would be
limited. Without the mastery experiences of speciheasurable short-term goals, a low
sense of academic self-efficacy could weaken ststeotivation to persist in college.
As Zimmerman (2000) noted, self-efficacious studemtdertake difficult and

challenging tasks. In contrast, participants wiflow sense of academic self-efficacy
resulting from the lack of performance attainmenmttheir short-term goals could
abandon the difficult and challenging tasks requicereach their long-term career goals.

The participants reflected self-efficacy that waanifested in their long-term
career goals, in that almost all of the careerggoequired a college degree. They
established long-term goals that necessitatedahmletion of difficult and demanding
tasks involving years of learning. Indeed, sevefdhe participants set career goals that
required a degree beyond the two-year communitggeland required a transfer to a
four-year college or university.

Although the participants displayed the self-effiz#o set career goals that
required a college degree, they faced difficultyhieir goal development. Their goal
development was crippled by short-term goals thateed to long-term goals and short-
term goals that were void of specificity and meabiity. The absence of mastery
experiences or performance attainment of short-tgyats that were directly aligned to
the long-term career goals could develop into fegiof futility and despondency. These
feelings of futility and despondency could resalself-inefficacy because of anxiety
about the inability to influence events and soca@iditions (Bandura, 1982). The

participants had the self-efficacy to enroll inlege, overcome family and personal
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issues, academic advisement issues, and trangitimollege, their sense of self-efficacy
has to be cultivated to a higher level to persistdllege and attain long-term career goals
requiring a college degree.

The participants are ‘vulnerable’ to the same ouie® as students who were part
of a longitudinal study conducted by researchetheaiNational Bureau of Economic
Research on the effects of transitional educatmnses (Scott-Clayton & Rodriguez,
2012). Scott-Clayton and Rodriguez analyzed the fiist 100,000 first-time, full-time
degree seeking students enrolled in six commuwiieges in a large, urban community
college system between Fall 2001 and Fall 2007t abthe 90% of all the students who
tested into a transitional education course, dfftexe years of tracking, 64% of the
students had dropped out (not enrolled, no degedép, were still enrolled, and only
12% had completed a degree or transferred to &poddic four-year institution (Scott-
Clayton & Rodriguez, 2012).

Finding Four: Interactions with Various Subgroups, including College Staff/Faculty
and Extended Family, Affected the Educational Jourey of Students Enrolled in
Transitional Education Reading Courses

With regard to how the participants perceived tditgroups (faculty, college
staff, and extended family) viewed their own ingghce, their perceptions were based
mainly on interactions they had with those peof\éhough the faculty had firsthand
knowledge of the participants’ grades on quizzestst and other class assessments, the
participants perceived that the faculty based pei@es of their intelligence on academic
interactions. On the other hand, because thegm#&ff in records and registration,

financial aid, and academic advising had limiteriactions with participants, the
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participants perceived that these people did notkinem well enough to form an
accurate assessment of their intelligence. Ittikege staff did have a perception of the
participants’ intelligence, it was based mainlytbe participants’ appearance. Since
enrollment in college is often seen by society esflaction of a high level of intelligence
and many of the participants were the first ongbéir family to attend college, in the
interactions with extended family, they were coesadl the high achievers. However,
placement in a transitional education reading awas not viewed as a course for high
achievers, so participants were caught with camnfigcviews of their intelligence.

Interaction, whether academic, personal, or bots avkey determinant in how
the participants perceived that faculty and collstgéf viewed their own intelligence.
Participants based their perceptions of how thelfawiewed their own intelligence on
interactions rather than academic grades or assassmit was evident that participants
were aware that the faculty had access to thetteg;ebut they perceived that the faculty
formed their perception on the basis of interadtiofhe positive interactions that
influenced this perception resulted when the pigdiats participated in class discussion
on various topics, answered the faculty’s questouring class, discussed their
occupations and other worldly experiences, shdred tamilies’ academic and
professional backgrounds, and took part in otheractions. The participants perceived
that the faculty were impressed with their read-kfxperiences and the academic effort
they demonstrated during class. Therefore, thicpzants based their perception of the
faculty’s high regard of their intelligence on thg®ositive interactions.

The important of faculty interaction was alignedhe results of a study that

measured the positive and negative influences atimg confidence of students enrolled
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in transitional reading courses and compared testis enrolled in English 101 (Cantrell
et al., 2013). The researchers found that “In tesfreocial interactions, students in
developmental reading in developmental readingsasuwere more likely than students
in English 101 to identify teachers as having tlesnpositive influence on their reading
confidence” (Cantrell et al., 2013, p. 22). Neveldlss, a few participants had
interactions with faculty that they perceived agateve. These interactions were related
mainly to the transitional challenges they encogatén college, such as how to read the
registration form to show up on the correct daysfass. Based on these negative
interactions, they perceived that faculty had legard for their intelligence.

The participants’ identity as college studentthmreading class in the
community college was one of the roles they playesbciety. Their identity as college
students was connected to their intelligence ancepéions of their intelligence during
academic interaction or discourse dialogue withf#lcellty. This part of the participants’
identity was aligned with Gee’s discourse-idengyocess), which is an individual trait
recognized in the discourse dialogue (power) afith “rational” individuals (source of
power) (Gee, 2000, p. 103). In other words, thtéi@pants perceived that their
intelligence (individual trait) was based on acadeimeractions around discourse
dialogue (power) and that the rational individuatse the faculty (source of power).
The participants’ identity, which included theirpeptions of their intelligence, was
based on the interactions or the discourse dialagtiethe faculty.

The participants perceived that the college stafecords and registration,
financial aid, or academic advising did not knowrthwell enough to form a perception

of their intelligence. Indeed, several particigawere adamant about this perception.
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Additionally, although the participants perceivadttfaculty held a source of power to
form a perception of the participants’ intelligenogany participants did not perceive a
source of power from the college staff.

Therefore, the participants perceived that if tbkege staff did form an opinion
of their intelligence it was based upon their apaeee or communication skills. The
perception was based on the interactions in whieltbllege staff observed the
participant’s appearance, such as the color opéngcipant’s hair, his or her attire, or
communication skills. Also, the participants beéd the staff’'s perceptions of their
intelligence were based on how the participantsmanicated through their vocabulary.
The participants perceived that the college stafindt know them well enough to have
an accurate assessment of their intelligence; fitver,gperceptions were based on
appearance and communication skills.

To the extended family, many of the participantserneonsidered the high
achievers because they were enrolled in collegenaddong-term career goals that
required a college degree. Thus, many of theaotems with the extended family were
ones of support and encouragement because cotbagaletion could translate to a better
life for not only the participants, but their fare8 and children. However, during their
enrollment process which resulted in placementtnamsitional education reading course
as a result of not meeting the cutoff score orctiliege assessment test, the college
assigned them to a class that was not considerdddio achievers. This institution
identity, by its laws, rules, traditions or prinl@p, can identify a person as a student
enrolled in transitional education reading cou§&se, 2000) Thus, there was a “role

conflict” from the extended family and college’wi of their intelligence.
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Whether the participants perceived that subgroigusilty, college staff, and

extended family) viewed their intelligence with higr low regard was based on
interactions with them. If the interactions weospive, they perceived that the faculty
and college staff had high regard for their inggdhce. If their interactions were
considered negative, the participants perceivettiieefaculty had low regard for their
intelligence. Although participants’ identity waesnnected to their performance as
college students, perceptions of their intelligeweee influenced by the discourse
dialogue with the faculty, rather than class gradg@ased on the frequency and types of
interactions, as well as the role of the facultyg participants considered the faculty to be
a source of power. Because the participants Inaitelil interactions with the college
staff, they believed the college staff did not kninem well enough to form an accurate
perception of their intelligence. Thus, the pap#sits did not consider the college staff to
be a source of power. The interactions with ex¢enfdmily led participants to perceive
that they were considered the high achievers becafuheir enrollment in college.
However, the college’s placement in the transiti@tcation reading class created a
role conflict because the class was not considerddss for high achievers. In addition
to the transitional education reading class, @lghrticipants were enrolled in at least one
other transitional education class such transitiedacation writing and/or math.
Finding Five: Deficiencies in Academic Advising Pratices Negatively Affected the
Educational Journey of Transitional Education Readng Students as They
Navigated Enrollment in Transitional Education Readng Courses

All of the participants in the community collegerenrolled in more than

transitional education class. Enrollment in jus¢ dransitional education course, reading,
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places the participants in a dismal college congnettatistic. Only 25% of the 60% of
community college students who enroll in at least transitional education course earn a
degree within eight years (Gonzalez, 2010). Appgly, this statistic is based on eight
years for a student enrolled in a two-year comnywotlege to earn an associate’s
degree. Because all of the participants were@smed in at least one other transitional
education course for math or English, they faceditehal complexities in their
educational journey. Indeed, almost half of theipi@ants were placed in transitional
education courses for all three subjects: matldingaand English. The participants’
placement in multiple transitional education classeated additional complexities.
Thus, the guidance of skilled academic advisorsegagcially needed to help students
navigate their educational journey to college caatiph.

Some of the participants perceived that they weteadequately advised about all
the available resources and enroliment option®lp them navigate through the
complexities in their educational journey. Thipayof guidance through academic
advising was keenly needed, as some of the paatitspreported being the first in their
families to attend college. These participants matyhave had guidance outside the
college to help them navigate the college pathcoimrast to Tinto’s (1975) model of
student departure, which focused on attrition sidemntial institutions and emphasized
social integration, Bean and Metzner (1985) cormiutthat, for nontraditional commuter
students, social integration had minimal effecstudents’ dropout decisions. Bean and
Metzner concluded that rather than social integnatenvironmental variables such as
family responsibilities, finances, hours of emplamt outside encouragement, and

opportunity to transfer had more influence on &in. As almost all the participants
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were nontraditional students enrolled at a commedermunity college, they were
already dealing with many environmental variablgéshsas family responsibilities,
finances, and hours of employment. Compoundingtbblems related to these
environmental variables, the students were placedultiple transitional education
courses and thus needed the guidance of skilletkaua advisors in navigating the
educational journey.

The complexities associated with being placed utiple transitional education
courses were critical for the participants. Oneplexity for the study participants was
their placement in the transitional education negaiourse.With regard to the three
transitional education subject areas—math, readind,English—the need for
improvement in reading comprehension skills is“thest serious barrier to degree
completion” (Condition of Education, 2004, p. 63.skilled academic advisor could
have provided guidance to ensure that the partitgpaere enrolled in the transitional
education reading class, as a priority, beforelenemt in any other transitional
education course.

Another complexity related to placement in transitil education courses was
that some of the participants were also militartexens. As military veterans, these
participants needed to meet additional collegeejurds to receive their military
education benefitsA skilled academic advisor could have provided gak or resource
people to ensure that the military veteran pardictp enrolled in the transitional
education reading class also met the Veterans Adtration (VA) guidelines for

receiving their education benefits.
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An additional complexity related to placement enitional education courses
was the fact that college-level courses for théigpants’ college major required the
successful completion of the transitional educationrses.A skilled academic advisor
could have provided guidance to ensure that thigcgeants enrolled in the transitional
education reading class were informed about areagich some of the transitional
education courses were paired with college-levalses that could possibility be
required for the student’s college major. Alsopthuer option that a skilled academic
advisor could have explained to the participantsladibe enrollment in accelerated
courses to advance more quickly to college-levarses.

A further complexity related to participants’ placent in multiple transitional
education courses was the need to complete thesegwf courses. In a longitudinal
study based on an analysis of data from more tbarDR0 students from 57 colleges in
seven states, researchers found that only 3 teed¢erly 10 students completed the
sequence of transitional education courses (Bailey., 2008). According to the
longitudinal study, the primary reason studentsrditicomplete the sequence was not
because they failed a course but because theyotliehmoll in the first transitional course
in sequence or because they passed the coursalbdttd enroll in the next subsequent
course (Bailey et al., 2008). Because the pagmipwere already enrolled in the highest
level of the transitional education reading seqeetitey needed only to pass the class to
exit the reading course sequenéeskilled academic advisor could have provided
guidance to ensure the participants were awareeotdnsequences if they did not

complete the sequence of transitional educationsesu
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All the participants were placed in multiple traimal education classes, thereby
creating additional complexities in their educasibjourney. The participants’
placement in the multiple transitional educaticssskes created additional complexities
that could negatively affect the already perilakelihood of their college completion.
Thus, intervention through the guidance of a sétikeademic advisor was especially
needed to help the students navigate their edunedgiourney. The participants needed
information from an academic advisor in areas f&the importance of enroliment in
the transitional education reading class befor@amg with the other transitional
education courses, ways to meet the VA guidelinegducation benefits, enrollment in
learning community or accelerated classes, andecpuesces for failing to exit from the
sequence of transitional education classes. Méthegarticipants perceived that
academic advising was not helpful in navigatingabmplexities of the college process
for students placed in multiple transitional ediwaratourses.

Discussion of Findings

As noted in Chapter |, there are severallprab related to transitional education in
higher education. The problems identified were @otd scarcity of state funding,
college completion rates, cost of transitional ediwn to taxpayers and students, and the
sequence of transitional education courses. Meefiindings that relate to the
educational journey of students enrolled in tramisél education reading courses
addressed the problem of college completion.

As discussed in finding one, students eadoih transitional education reading
courses were cognizant that they may have defigenic areas such as college

preparation, reading comprehension skills, andrdmesition to college. For some
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students, this awareness of their deficiencieilege preparation and reading
comprehension skills was not readily acceptabksoasething within their control.
Initially, some students credited their inabilityrheet the cutoff score on the college
placement test on the placement test itself. hemoivords, it was the test’s fault.
However, over time between the college placemesttaied participation in the
transitional education reading class, many of tlstsdents changed their perception and
developed the realization that their deficienciesena result of their own academic
effort. Since the majority of the students in doenmunity college are nontraditional
students, they often began their educational jouwith family and work obligations
that required time and effort, which now requiretlamsition to college. However, in
spite of these challenges, students were enthodee énrolled in college for academic
improvement and attain a college degree to reash ¢areer goals.

In finding two, students overwhelmingly héthe belief that an internal force such as
academic effort was a key factor in academic aament for themselves, their
classmates, and students exempt from transitiahaldagion courses. To a lesser extent,
students held the belief that external forces sischarenting, inherent intelligence, or
enrollment in college immediately following highhaol graduation had a positive
influence in the academic achievement of studehts were exempt from transitional
education courses. The belief that some studsmisl in college as a result of external
forces outside of their control, can lead someestitslin transitional education courses to
perceive that academic achievement and college ledioyp was out of their control.

As discussed in finding three, the studentrcame personal and educational

challenges to enroll in college to attain a colldggree required for their long-term
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career goals. However, there was a disconnectitwelea their short-term and long-term
goals. The lack of mastery experiences of thetdlbom goals can negatively effect on
the long-term goal of college completion. Howeassistance with goal development
can strengthen the development and connection batslgort-term and long—term goals.
In the discussion for finding four, students basesdr perceptions of how others
viewed
their own intelligence on interactions with sevesabgroups. After limited interactions
with college staff, students were enrolled in traoisal education reading courses, not
considered courses for high achievers. Howevecesihey enrolled in college, in the
interactions with their extended family, they weexceived as high achievers. This role
conflict is substantive since it can affect thd-e#ficacy of students enrolled in
transitional education courses during their edocati journey to college completion.

For finding five, students in the transibeducation reading courses may be first-
generation college students and at the same tienplaced in multiple transitional
education courses. Thus, they need extensive meagd@specially during the initial
enrollment in college from academic advising. Hegre students did not perceive that
academic advising was helpful during course seladuch as accelerating the sequence
of the transitional education courses and the ifiesion of campus resources during
their educational journey to college completion.

Transitional education in higher educatias been the subject of debate for many
years. The stakeholders debate on the role of fstating, cost to taxpayers and
students, whether the K-12 system is responsiblstéments not learning basic skills,

and effectiveness of transitional education inegml It is not debatable that the need for
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transitional education is prominent in higher ediocaand its influence on college
completion. The findings provide a discussiortlmmeducational journey of students
enrolled in transitional education reading coursdbe community college to transition
them to college completion.
Limitations

There were several limitations to this study. metation was that participants
volunteered to be a part of the study and agreeakett during a time outside class time;
therefore, the participants were likely the motachand engaged students in the class.
Different students, perhaps those less motivatéddeagaged, could provide different
findings. Second, students were recruited andvigeed at various times during the
semester such as the beginning, middle, or endecdémester. Thus, the time during the
semester of the interviews could affect the findingor example, students interviewed at
the end of the semester could have been more tieeand appreciative of the benefits
of the transitional education reading class anctthgs outcomes. Third, the study was
limited to one of the three main subjects for tiamsal education courses, that is,
reading. As a result, the findings are not gemazdlfor math and English transitional
education courses. Also, the study was condudtedeacommunity college in a
southeastern state in the United States. Thudintiegs of this study cannot be
generalized to other colleges and universitiesalfyi, the study focused on the
participants’ voices; the study did not includesiwiews from college administrators,
faculty, or college staff to provide a perspectin these stakeholders. Therefore, the

findings were based primarily on data collectedrfithe participants in the study.
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Recommendations for Actions

There are seven recommendations for action bas#teaesearcher’s
observations in completing this study. One recomuagon is for faculty to conduct a
socio-psychological class activity with studentsodied in transitional education reading
classes. The activity should be completed earthiensemester, preferably during the
first three weeks of the semester. Also, the @gtshould provide an opportunity for
students to write and share their thoughts, fesliagd beliefs on pertinent topics such as
goal development and the self-theories of intefigeto build the self-efficacy needed
for their educational journey. Second, there sthdval a professional development
activity for faculty that focuses on the importamégositive reinforcement and
interaction. The professional development shooldfocus on the subject content of the
class, but more on the influence of interactiomieen reading instructors and students.
The third recommendation is for administrators @ddemic advising and transitional
education to collaborate on the development obauee document geared for students
placed in transitional education courses. Thewesodocument should be student
friendly and should clearly detail the various stigition options and available resources.
Then, all the academic advisors and their assstaatld have this information to share
and distribute to students placed in transitiod@loation classes. The fourth
recommendation is that more opportunities shouldrbgided for students to take
accelerated transitional education courses. Furhese courses should be connected to
the most basic courses across the various majdalasetudents placed in transitional

education courses can get started in their coltegjers.
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The next recommendation is that the students sHmublmble to receive college
credits for the transitional education reading sear If offered college credit for the
transitional education course, students would peedde class as being as valuable as
the college-level courses. Sixth, the transitiggthlcation reading course should have a
different name that does not include “reading’ha tourse name. For some college
students, there is a stigma attached to takingdimg class as an adult learner in college;
the revised course name should be more reflecfiteedearning components covered in
the class without revealing that the student isaka reading class. Also, the term
“developmental” should be replaced with “transiifracross the college. Seventh,
students who are placed in the transitional edocatading class should have refresher
options such as a reading comprehension skilleskér booklet available to them in the
testing center, or a refresher course for two-wedtker online or face-to-face. Simply
allowing students to retest may not be as benéfsigroviding a resource so they can
refresh their knowledge before taking the reteistalfy, the eighth recommendation is
college staff should receive professional develagrtraining on the influence of their
interactions with students enrolled in transitioedlication courses. A college-wide
professional development approach to the influeideteractions can create the
collective efficacy needed by students to reach geal of college completion.
Recommendation One: A Socio-psychological Interveittn Activity Should be
Implemented Early in the Semester

Because students are faced early in their edu@gouarney with placement in
the transitional education reading class as atrefubt meeting the cut-off score on the

college placement test, their sense of lack ofgmapon for college and lack of reading
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comprehension skills is reinforced. Thus, thead®mic self-efficacy and sense of
belonging in college can be negatively influenc@dsocio-psychological intervention
activity is needed early during the semester taesfdstudents’ beliefs and thoughts
about topics related to their educational journdysocial-psychological intervention has
been described as “brief exercises that do nohteeademic content but instead target
students’ thoughts, feelings, and beliefs in amsbalchool” (Yeager & Walton, 2011, p.
268).

Certain guidelines should be followed to maximize potential for the activity to
be most effective One, the activity should be implemented by a regdistructor who
values the students and believes in their potetttipersist and excel in college. Second,
the activity should not stigmatize students becafiggacement in the class. Also, the
activity should not be introduced as one desigodtketp them feel positive about
themselves. For example, it should be introduced way for them to help a high school
student who is contemplating attending collegecaBee it takes place in a reading class,
such an activity is an excellent opportunity torghaasic and appropriate-level reading
assignments and to have group discussions on Dweek-theories of intelligence, goal
development, and self-efficacy. The activity sliblok brief and completed within the
first few weeks of the semester. Afterwards, stislshould not be required to share the
outcome of their activity, but there could be asldiscussion so that students could
reflect on anything they would like to share abibwat process of completing the activity.

A sample socio-psychological intervention actiwtgs created for this study (see
Figure 4). The activity would be implemented afeading assignments and group

discussion on Dweck’s self-theories of intelligenestity theory (intelligence is fixed or
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unchangeable) and incremental theory (intelligeacealleable or changeable). There
also would be a discussion on the difference betvgbert-term and long-term goals and
how to set short-term goals that are directly coteweto long-term goals. After the
reading assignments and group discussion, studkeatgd be given the socio-

psychological intervention activity.
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GIFTS, My Educational Journey
Your help is needed to motivate a student whorigygting with his or her studies in high
school but is still interested in attending collegéu can help in sharing your educational
journey by writing a letter of support and enco@ragnt to the high school student. Before you
write your letter, reflect on your educational joey by responding to the topics below in the
GIFTS: A Self-Reflection. In your letter to theident, mention your GIFTS. Thank you for
sharing the GIFTS from your educational journeyhveétfuture college student.

GIFTS: A Self-Reflection

Goals: My long-term goal that will be completedive years is

My short-term goal that is connected to my longrtgioal and will
be completed within six months to one year is

| ntelligence | have a growth mind-set about intelligence beea

Family: The family members (and/or friends) who motivaid ancourage
me are

T ransition | made the transition to college at this point in Iife because

Self-efﬁcacy | know that | will persist and graduate from cokegecause | will

do the following things:

Figure 4. Sample Socio-Psychological Interventiativity

The sample socio-psychological intervention actiwgas created based on the topics that
emerged from the data collected from the partidipanthe study.
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Recommendation Two: There Should be a Guide Sheet Academic Advising
Displaying All the Registration Options and Resoures for Students Enrolled in
Transitional Education Courses

The administrators for academic advising and ttaomsl education should
collaborate to produce a guide sheet with registmaiptions and resources for students
in transitional education courses. Some studeetthe first in their families to attend
college, or they may not have resources outsidegmto navigate the college process.
Students, particularly those placed in transitiadalcation courses, often rely on skilled
academic advisors to ensure that their educatjonahey is as smooth as possible.

Students need to know about the registration optaomd resources available in
the community college. First, students should ktloat if they test into multiple
transitional education courses, reading shouldhbetiority for completion because of
its influence on college persistence and completi®acond, they should be aware of the
retest and appeal policy. This information shawtlonly be communicated verbally but
it should also be written and detailed in the gudeet. Third, they should be informed
about any accelerated or learning community clasfeged for the transitional
education courses. Fourth, students should beeanvall the resources available to
them, such as tutoring and military education bénefn the community college under
study, students placed in transitional educatiawlirey classes have access to free
tutoring in the college’s student success ceriiée tutors for the transitional education
reading classes are instructors for reading; theyat college students. Next, students
who are placed in the lowest level of the two tiigorsal education reading courses

should know about the opportunity to test out ef tiext upper level transitional
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education reading class if they meet certain catafter completing the lowest level. In
other words, they can “leap” over the next uppeeléransitional education reading class
and exit the sequence for the transitional educatading courses.

In the guide sheet, students should be made aw#ne oonsequences of not
successfully passing the transitional educationszsi In the community college in the
study, if a student did not successfully pass rthesitional education course two times,
his or her record was reviewed by a support teagnoften an intervention was put in
place with resources to help the student succéggfass the class on the third attempt.
There should be immediate follow-up for student®wb not enroll in the next sequence
of the transitional education courses. Althougadaenic advisors may be aware of these
registration options and resources, they need tddaely explained and reviewed with
students in verbal and written form. Transitioedlication course enrollees not provided
with information about all the available resourees registration options, given
misinformation, or negative interactions with agadeadvisors leads to feelings of
frustration for students. These feelings are aetntal to the college completion rate,
which is already dismal for students enrolled iesth courses.

Recommendation Three: The Importance of and Ways t&nhance Faculty
Interaction with Students Should be a Part of Profesional Development

Professional development should be provided fofdbelty regarding the
enhancement of personal and academic interactidhstudents enrolled in transitional
education courses. Many professional developnmaimings are focused on components

such as curriculum development, course contergtuatent development. Although these
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components are important, there are other impodamiponents that need to be
enhanced.

There should be professional development trainemdéefculty to learn about the
influence of their interactions and provide stregsdo enhance their interactions with
these students. Faculty could be provided infolmnadbout activities that promote
classroom interaction instead of reliance primasitylecture. For example, because
adults have a wealth of knowledge in different anehen they enroll in college, faculty
could offer students an opportunity to share thest proud moment or to explain how
they overcame a challenge and allows studentstuss a mastery experience. This
type of activity would give the faculty an opporiiyrto provide positive reinforcement,
build confidence in students, and to gain persorsdht about their students. The
faculty also should share their experiences sothigaactivity is not one-sided and the
faculty can be viewed as more approachable.

Recommendation Four: Transitional Education Coursesshould be Accelerated and
Linked to a College Major

To assist in a timely and successful passage towbiall goal of attaining a
college degree related to career goals, the tranalteducation courses should be
accelerated and linked to a college majas. the transitional education courses have
several levels in a sequence, it can take a yeawooe before a student is able exit the
sequence of classes. In the community collegkisnstudy, there were two levels of
reading, two levels of English, and three levelsath transitional education courses. If
a student was placed at the lowest level in aldtgubjects, it might take more than a

year before he or she could complete the sequerttexat all the transitional education
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classes. Also, some college-level classes rethugrsuccessful completion of the
transitional education courses as a prerequisiéestodent enrolling in the college-level
course.

There are several options for acceleration of tfuesitional education courses.
One option is to offer two levels of the transibeducation subject in the same course,
such as lower and upper levels of reading to bghtaais one class in one semester.
Another option is to link the highest level in thequence of the transitional education
course to a college-level course, such as the Uppel of transitional education English
linked to English 101. Also, the transitional edticn classes should be linked to more
college-level courses in different majors. Theadage for students in the community
college in this study is that the community collegges well known for leading the
movement in its accelerated learning programsnight take more resources such as
money, time, and training, but it would be worthlgtb expand the acceleration of
transitional education courses.
Recommendation Five: The Test Center Should Offer &efresher Option for
Reading Comprehension

For some college students, they may only needrasteér experience rather than
a full semester in reading to reactive their regdiomprehension skills. The refresher
experience could be a two weeks online or facext@-tlass in reading comprehension
skills. Although the community college’s test tardid offer a practice placement test
booklet with sample questions, there also should tedresher booklet for reading
comprehensionThe practice placement booklet was created by ¢heldpers of the

college placement test administrated by the comityaoilege. The practice test booklet
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included the purpose of the college placement itefsi;mation about testing time, and
sample questions in three areas: sentence skildjilg comprehension, and math.
Students could take the practice placement tedtlbisohome for practice, and there was
a computerized version of the practice availableen When a student was ready, he or
she could take the college placement test in stecenter. If a student was not satisfied
with his or her placement scores, he or she cailike the test in that subject after 24
hours. If not satisfied with the retest scoresppiion to appeal was available.

Many participants mentioned that a refresher wdaldbeneficial rather than
taking an entire semester for reading comprehenbmnever, merely offering a college
placement test booklet for practice and the oppastuo retest the next day will most
likely not suffice for students who have been dwgahool for an average of 10 years.
Students need assistance in rebuilding their rgactimprehension skills in areas such as
locating the stated or implied main ideas, dravargpnclusion or inference, and
identifying the purpose of a passage. For studsagsng near the cut-off needed on the
college placement test who need a refresher, anggadmprehension skills booklet that
reviews these topics could be the resource ne@dachieve the score needed on the
college placement test. Students should be givemgading comprehension skills
booklet, along with the college placement test betak the test center. After a student
reviews both booklets and feels ready, he or sh&ldake the test. Additional refresher
options would be to offer a refresher course fay weeks online or face-to-face for

reading comprehension skills.
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Recommendation Six: The Transitional Education Reaithg Course Should be
Worth College Credits

The transitional education reading course shouldidmh college credits. During
the data collection process for this research stpdsticipants received the following
grades at the end of the transitional educatiodingacourse: S (satisfactory) or U
(unsatisfactory), or W (withdraw) or | (incomplet@hen necessary. In 2013, however,
the community college’s reading department facelécted to change the grading from
pass (S) or fail (U) to letter grades. Thus, stgrin spring 2014, the options for grades
in transitional education reading classes will hBAC, or F, as well as W (withdraw) or
| (incomplete), when necessary. Consequentlytrtmesitional education reading courses
will reflect the same grades as some of the stgdettier college-level courses.

Although changing from a pass—fail grade to a tejtade is an improvement in
adding credibility and value to the courses, thagitional education courses are still not
worth college credits toward graduation. Theredather colleges and universities that
offer the transitional education courses as collzgdit toward graduation. This option
should be investigated as a means to add additoedibility and value to the
transitional education courses. If the transiti@tucation courses were offered with
college credit toward graduation, along with thitelegrade, students might take such a

course as seriously as any other college-levelssour
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Recommendation Seven: Omit “Reading” from the Nam®f the Transitional
Education Reading Course and Change “Developmentakb “Transitional”
Education Across the College

Some participants stated that because they webpareassed, they did not share
their placement in the transitional education regdilass with family or friends.

Although most of the participants acknowledged thay were not prepared for college
and needed to improve their reading comprehensiidie, enroliment in a course with
the word “reading” was viewed as a public annoure@nthat the participant had a
deficiency in reading.

In the community college in this study, the comneonrse outline listed the
following requirements for the upper level trariial education reading class:
completion of at least one research-based pragectining the synthesis of three or more
academic sources, at least one assignment regsiudgnts to create and present a web-
based product or another form of multimedia, a mim of three reading
comprehension exams, and a comprehensive final .eB@oause the course entailed
reading comprehension skills, intensive writing@ssients, and class presentations, the
course name should have been College Communicat®drsurse named thusly would
be more aligned to the common course outline ailld skvered in the class. Use of that
course name also would eliminate the stigma thaesstudents attach with placement in
a reading class as an adult learner in college.

Also, the term “transitional” education should i “developmental” education
across the college. Since one of the purposesgitional education courses is to

transition students to college-level courseworkug; all references to developmental in
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the signage, brochures, college website, and mtldits, should be replaced with
transitional. In the community college for thisdy, the president of the college
mentioned this recommendation of the name changedigaussed at a meeting for 100
college presidents. The president mentioned thraething that seemed small such as a
name change to ‘transitional’ from ‘developmentaluld have a big positive effect on
the students.
Recommendation Eight: College Staff Should Receiverofessional Development
Training on the Influence of Their Interactions with Students Enrolled in
Transitional Education Courses

Some college staff, in key areas such as acadetvisiiag, records and
registration, financial aid, and test center ararawof their influence on student
satisfaction with the services that receive ategdl However, college staff may not be
aware of the power of their interactions in theaadional journey of students enrolled in
transitional education courses. As noted by thieéggaants in the study, college staff
such as academic advisors played a significantindlee participants’ educational
journey because they were one of most influentaif snembers to aid in their transition
to college. In addition to the students’ reliamceaccurate course selection and available
resources, the academic advisors had a positimegative influence on students based
on their interactions.

Therefore, college staff in all key areas, acadeadidsing, records and
registration, financial aid, and test center shaattkive professional development
training about the influence of their interactioparticularly with students enrolled in

transitional education courses. The professioaaébpment should take place prior to
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the start of each semester. An integral part optiodessional development should be to
have the college staff complete an activity like GIFTS socio-psychological activity
for the students. However, the activity for thdexge staff should foster empathy for
students enrolled in transitional education courses

Recommendations for Future Research

Because of the significant number of students wvea| the substantial cost, and
the effect of transitional education courses odestis’ educational journey, this topic
warrants further research. Most of the recommeaoidsfor future research are based on
the limitations of this study as well as specibpits that need to be explored in the field
of transitional education.

There are several recommendations for future resehat can make valuable
contributions in the field of transitional educatioOne recommendation for future
research is to conduct a study that is similahi® tesearch study but including students
at a four-year college or university instead olva-{year community college. A similar
study at a four-year college or university mightdlve students with different
characteristics, particularly if it were a residahtollege with students living on campus.
Another recommendation is to conduct a qualitatesearch study with a comparison
and contrast evaluation of perceptions of intefiigeeand self-efficacy held by students
who are and students who are not enrolled in triansil education courses. A third
recommendation is to conduct a longitudinal redeatady similar to this research study
but to follow up yearly over five years with therfi@ipants during their educational
journey to a college degree. A fourth recommendasmce the participants were

probably the more motivated students in the classés conduct a similar qualitative
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study for students enrolled in transitional edwrateading classes who are not passing
the courses in the community college.

There are also other topics that need to be fughkplored for future research that
can make a valuable contribution to the field ehsitional education. A
recommendation for future research is to furthgri@e topics related to transitional
education courses with regard to accelerationegelblacement, retention, multimedia,
course delivery, online instruction, and studemagement. These recommendations for
future research might diverge in methodology amicwbut should converge in a
collaborative effort to lead toward a higher peaesise and college completion rate for
students enrolled in transitional education courses

Summary and Conclusion

Although higher education of the masses has aftbndany individuals the
opportunity to pursue a college degree as a meaabetter future, it also has created
additional roadblocks on the educational journéye of the significant roadblocks is
that many individuals learn early in their educasibjourney that, although they are
emotionally prepared, they are not academicallpgred for the educational journey.
Thus, they are placed in transitional educationrsesito prepare them to tackle the rigors
of college-level coursework. This phenomenon afarprepared college students is not
a recent trend; in fact, it is rooted in the higtof higher education and was first
addressed at some of the most prestigious colgdsiniversities in the United States.
Nevertheless, placement in transitional educatanses has continued to grow
significantly, affected the mass education of madylt learners, cost the individuals and

taxpayers a significant amount of money, and geeéra dismal college completion rate.
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This qualitative study of 20 participants enroliedransitional education reading
classes in the community college focused on thencgptions of intelligence and
academic self-efficacy. The study resulted in finelings. The first finding revealed
that the educational journey of students enrolfetlansitional education reading courses
was shaped by the recognition of deficiencies adamic performance, but remained
committed to academic improvement. The next figdevealed that students enrolled in
transitional education reading courses perceivatidther students’ academic
performance was based on internal forces suchamteatc effort and external forces
such as parenting, inherent intelligence, and pobgdore enrollment in college. Third,
goal development to support long-term career aspirawas lacking among transitional
education reading students. The fourth findinggested thanteractions with various
subgroups, including college staff/faculty and extted family, affected the educational
journey of transitional education reading studerimally, deficiencies in academic
advising negatively affected the educational joyroktransitional education reading
students as they navigated enroliment in multi@aditional education courses. These
findings, based on responses from the participaritse study, provide a better
understanding of students who are enrolled in ttianal education reading courses,
including their perceptions of intelligence anddemaic self-efficacy.

Although the selected community college for thigdgtwas known for its
leadership, innovation, and research-based apptoachnsitional education, the
participants in the study provided the catalystrtmommendations for improvement.
One recommendation was the implementation of agaeychological intervention

activity early in the semester. Such an activipuld not focus on the academic content
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but rather on the students’ beliefs, feelings, tedights regarding college and life.

Also, students should be provided a guide sheatademic advising with all the
registration options and resources for studentslledrin transitional education courses.
Next, the importance of and ways to enhance fadotgractions with students should be
a part of professional development. The partidpdased their perception regarding
how the faculty viewed students’ intelligence oad# interactions. Additionally,
transitional education courses should be accelbeatd linked to a college major. Most
students do not enroll in college to focus on tgkiansitional education courses.
Therefore, to promote students’ motivation to at&acollege degree, students should be
accelerated to their college major.

Next, the test center should offer a refresher ldkr reading comprehension.
Simply providing a test booklet with sample teseésfions might not suffice for students
who need a refresher in their reading comprehersiois. In addition to letter grades,
the transitional education courses should be waotlege credits. Also, the term
“developmental” should be replaced with term “tiineal” across the college. Based
on the extensive coursework detailed in the comouumse outline for the transitional
education reading course, the course should béhwoltege credit toward graduation.
Finally, the word “reading” should be omitted frahe course name of the transitional
education reading course. As evidenced in the comeourse outline, students enrolled
in the transitional education reading courses k@&more than how to strengthen their
reading comprehension skills. They learned rebeariting and oral presentation.
Thus, the course name should reflect the combinatioeading, writing, and oral

presentation skills, which constitute college cominations. Furthermore, the revised
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course name would diminish the stigma that somé &ghrners feel about taking a
transitional education reading course in collegdditionally, college staff should

receive professional development training on tli@@mce of their interactions with
students enrolled in transitional education coursas study, based on the participants’
voices provides a greater understanding of thegkayents in the educational journey of
the participants enrolled in transitional educatieading classes beyond the notion that
they were simply not prepared for college-levelrsework in reading. The stakeholders
hold a responsibility to these students to impleimede-spread, effective programs for
transitional education, fund future research, arekgo better understand the influence of

students’ experiences on the road to college gersie and completion.
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Appendix A

Crosswalk of Research Questions and Interview Qudshs

Research question (RQ1) and RQ1 SR@ASRBRQc SRQd
Subsets of Research Questions (SRQs)

1.

10.

11.

12.

13.

What can you tell me about yourself?

a. How would you describe your education so far?

b. How do you feel about school?

c. What are your career goals?

d. Who has influenced you?
How do you feel about being part of the study
Why did you decide to enroll in this collegaw? X
Who or what do you perceive as your suppetivark
as a college student? X

a. How do you perceive your family as supportive?

b. How do you perceive your family, employer,

or people in the community as supportive?

How do you feel about your preparation for X X
college-level courses?

a. What were your overall experiences like ingPas
Why do you think that you tested into the X X
reading course?

a. Did you test into any other transitional edigca

courses like math or English?

How did you feel when you learned that yod ta X X
enroll in a transitional education readiogise?

a. Did you tell anyone?

b. Did you reconsider attending college?
How do you feel about your intelligence aobege X
student?

a. Can you give me an example or story to

explain how you feel?

How do you feel about your reading compreloar?s X
a. How do you feel about readingemeral?
How do you feel about the intelligence of othe X

students who are enrolled in your reading se?

a. Can you give me an example or story to

explain how you feel?

Why do you think that some students test bthie X
reading course?
How do you feel about the intelligence of othe X
students who do not need to enroll in trizosal
education reading courses?
How do you feel about students who seem to go X
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14.

15.

16.

17.

18.

19.

20.

21.

22.

through college without much difficulty?
How do you perceive the college’s staff petiogp
of your intelligence?
How do you perceive the college’s faculty {pssors)
perception of your intelligence?
How do you perceive peers and family
perception of your intelligence?
How do you perceive society’s
perception of your intelligence?
In what ways do you support your learning?
a. Can you provide an example, such as you
learned how you learn as a student?
How do you develop long-term goals to support
your learning?
a. Can you provide an example?
How do you develop short-term or smaller goals
to support your learning?
a. Can you provide an example?
How do you feel about the effect this courde w
have on your ability to successfully comelet
college-level courses?
a. What is your attendance like in the course?
b. How many days have you been absent
from class?
Do you have any questions?
a. When | talked about the topics, were
there other things that you wanted to talkua®o
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Appendix B
Interview Protocol and Guide
The overarching goal for the study is to explasesltommunity college students
enrolled in transitional education reading claskescribe the elements in their
experiences in their educational journey.
1. How and in what ways do community college studentslled in transitional

education reading courses describe their educafjamaey?

The following subset of research questions are apbto address in order to

understand the main research question as it raassdents’ educational journey:

a. How and in what ways do community college studentslled in
transitional

education reading courses perceive their inteltgén

b. How and in what ways do community college studentslled in
transitional education reading courses perceivéntedligence of

other students?

c. How and in what ways do community college studentslled in
transitional education reading courses perceivertiperceptions of

their own intelligence (the college, faculty, pedasnily, society)?

d. How and in what ways do community college studentslled in
transitional education reading courses perceivie #tademic self-

efficacy?
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The interview protocol to be utilized will follovhé attached interview script.

Sample Script (R: Researcher; S: Student)
R: Hello, | am Yvette and | am working on a resbatudy with The George
Washington University. | am very interested inrteag about your experiences in the

community college, specifically your perceptionsintelligence and academic effort.

R: I hope that the results from this research stuitlyhelp college faculty,
administrators, and staff better understand theatthnal journey of students enrolled in
reading classes in

the community college.

R: Just a reminder, this interview will be tapeared so that | can truly listen to your
answers to my research questions and not be bulsyaking notes. | want to be
engaged while listening to your stories. | willjoing down key words and ideas to
help me begin the data analysis process. | wane tdear that you can be truthful and
honest about your experiences at this college.

What can you tell me about yourself?

How would you describe your education so far?

How do you feel about school?

What are your career goals?

Who has influenced you?

How do you feel about being part of the study?

Why did you decide to enroll in this college ribw

Who or what do you perceive as your support ngtvas a college student?
How do you perceive your family as supportive?

How do you perceive your family, employer, or pledp the community as
supportive?

How do you feel about your preparation for collégeel courses?

What were your overall experiences like in class?

Why do you think that you tested into the readingrse?

Did you test into any other transitional educatonrses like math or English?

How did you feel when you learned that you hadrimk in a transitional
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education reading course?

Did you tell anyone?

Did you reconsider attending college?

How do you feel about your intelligence as a calstudent?

Can you give me an example or story to explain kiowfeel?

How do you feel about your reading comprehension?

How do you feel about reading in geliera

How do you feel about the intelligence of othedsiuts who are enrolled in your
reading course?

Can you give me an example or story to explain liowfeel?

Why do you think that some students test out ef teading course?

How do you feel about the intelligence of othedsiuts who do not need to enroll
in transitional education reading courses?

How do you feel about students who seem to go tiraollege without much
difficulty?

How do you perceive the college’s staff perceptbgour intelligence?

How do you perceive the college’s faculty (profesyperception of your

intelligence?

How do you perceive peers and family perceptiopoafr intelligence?

How do you perceive society’s perception of youeliigence?

In what ways do you support your learning?

Can you provide an example, such as you learnedyba learn as a student?

How do you develop long-term goals to support yearning?

Can you provide an example?

How do you develop short-term or smaller goalsuggp®rt your learning?

Can you provide an example?

How do you feel about the effect this course wal/é on your ability to

successfully
complete college-level courses?

What is your attendance like in the course?

How many days have you been absent from class?

Do you have any questions?

When | talked about the topics, were there othieigththat you wanted to talk
about?
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Appendix C

Code Book

Code

Description

ATTEND-IMPORTANCE

ACADEMIC ADVISING

GAP-CHALLENGE

GAP-TIME

GOALS-COLLEGE DEGREE

INTEL-CLASSMATES-BEHAVE

INTEL-CLASSMATES-EFFORT

INTEL-CLASSMATES-HIGH

Students described the importaatelass
attendance

Students described some issuesythad with
advising

Students expressed that the time betw
enrollment in college and their last educational
institution created some transitional challenges

ustents stated the time between enrollment in
college and their last educational institution

Students described goalsréguired a college
degree

Students stated classnsattassroom behavior was
related to their intelligence

Students stated classmatfferts was related to
their intelligence

Students had high regard ésmssmates’
intelligence

INTEL-CLASSMATES-NO-CRED Students expressed clest®si lack of effort was

INTEL-OTHERS-BORN

INTEL-OTHERS-EFFORT

INTEL-OTHERS-PARENTS

INTEL-OTHERS-NO GAP

related to the reading class not being worth any
college credit

Stated that students exempt freading classes-
intelligence is something with which one is born

Stated that students exemphfreading classes-
intelligence was related to these students’ effort

Stated that students were gtdmm reading
classes- intelligence was related to good parenting

Stated that students were exdnopn reading
class-Intelligence was based on no gap from high
school to college
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INTEL-THEIR-EFFORT

INTEL-THEIR-FAMILY/PEERS

INTEL-THEIR-FACULTY

INTEL-THEIR-GRADE/AVER

INTEL-THEIR-S/S-DNK

INTEL-THEIR-S/S-LOW

LIFE CHANGE EVENT

OTHER TRANS ED-HIGH

PLACEMENT-REACT-NEG

PLACEMENT-INTEL

PREP COLLEGE-NO

READ CLASS-HELP

READ COMP-NOT GOOD

STUDY SKILLS

Students stated that their ilgeince was related to
their efforts

Students stated that fayigeers have high regard
for their intelligence

Students described faculty’st@raction with them
and how it related to faculty’s perception of their
intelligence

Students stated their gradgesaverage in the
reading class

Students stated that collegaffsand people in
society did not know them well enough to know
their intelligence

Students stated that colleggfsand people in
society held

a low regard for their intelligence

Students enrolled in college besa of a life
changing event

A high number of students wplaced in other
transitional education classes

Students described a negateaction to college
placement test results

Students expressed college placenest results
were not a reflection on their intelligence

Students stated that they wer@regtared for
college

Students stated that the readiagscivas helpful in
preparing them for college-level courses

Students stated their readingme@hension skills
were not good

Students stated study skills to supploeir learning
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SUPPORT-FAMILY Students stated their family was @jon part of
their support network

SUPPORT-FAITH Students stated their faith in religivere a major
part of their support network
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Appendix D
Research Consent Form
IRB #:

Title of Research Project:
Perceptions on Intelligence and Self-Efficacy: A Qalitative Study of Students
Enrolled in Transitional Education Reading Coursesn the Community College

Project Contact:

Acquelnetta Yvette Myrick, Candidate, Ed.D., Graguachool of Education
Development and Human Development at The GeorgénMgten University. E-mail:
aymyrick@gwmail.gwu.eduln partial fulfilment of course requirementsden the
supervision of Dr. Rick Jakeman, Dissertation Chanl Assistant Professor.

The George Washington University, Foggy Bottom CasapVashington, District of
Columbia 20052. Contact: 202-994-5123 or rjakemgw@edu

You are invited to take part in a research prdeatl by Acquelnetta Yvette Myrick and
Dr. Rick Jakeman in the Graduate School of Edundlievelopment and Human
Development at The George Washington Universitpu ¥re being asked if you want to
take part in this study because you are enrolled@ollege Reading Il class, at least 18
years of age, and enrolled in the community collegea student. Please read this form
and ask me any questions that will help you deigeu want to take part of the study.

Purpose of this Research Study:

The purpose of this study is to describe the egpesgs in the educational journey of
students who enroll in transitional education regdiourses in the community college.

Procedures for this Research Study:

The study involves research. One 45-60 minute-fadace interview will be conducted
over the course of one day. The interview willFkbeorded by audiotapes and hand
written notes.

Potential Benefits:

You will have the opportunity to openly express aistuss your educational journey.
The discussion will help create a profile for stuidevho are enrolled in transitional
education reading courses in the community colldges my desire that the results from
this study be of benefit to instructors, commuicitylege administrators and staff, and
most importantly, the students.
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Possible risks:

If you feel some discomfort answering the interviguestions because the topics will
explore your experiences as a student and perospio intelligence, you are free to skip
any questions, terminate the interview, or withdfeam the study.

Alternative Procedures:

Your participation is entirely voluntary, and yowaynwithdraw consent and terminate
participation at any time without consequence. Yamademic standing will not be
affected in any way should you choose not to tale qr to withdraw at any time. If you
agree to take part in the study, you will receii#la College Bookstore gift card for
your time and effort.

Confidentiality:

There is a small chance that someone not on tkeandsteam could find out that you
took part in the study or somehow connect your naitiethe information that | collect
about you, however the following steps are beikgriao reduce this risk:

To protect your confidentiality, | will ensure thiéie audiotapes and transcripts are
destroyed upon transcription and final data ansaly¥iour name will not appear in the
interview transcript. The interview transcript Mok reviewed by the researcher and the
dissertation chair. A transcriptionist will be éarto confidentially transcribe the
audiotapes.

If you have any questions or concerns, you canaobrtcquelnetta Yvette Myrick at
aymyrick@gwmail.gwu.edor Consent to Take Part in the Study:

Federal guidelines and The George Washington Usityenstitutional Review Board
guidelines require an informed consent to perfooriad research and research projects
which involve human subjects.

Some quotes may be used from the research prbjeatever, you will not be identified
by personal information.

After the study’s purpose, procedures, potentsds; and benefits have been explained,

your willingness to participate in this researaldstis implied if you proceed with
completing the interview.
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Appendix E

E-mail of Invitation to Reading Faculty/Reading De@rtment Chair

Dear Reading Faculty/Reading Department Chair:

A transitional (developmental) educational readilass is an integral learning
experience for students enrolled in the classehbinces academic, social, and personal
development. To learn about the elements of ststexperiences, specifically their
perceptions of intelligence and academic self-affyc | would like to conduct one face-
to-face interview with the students enrolled inl€gé Reading Il classes in the
community college. The data collected will be usedomplete my doctoral dissertation
at The George Washington University.

| realize that a students’ time is valuable, samuld like to accommodate the students
outside their class commitments. | would schethdestudents’ face-to-face interviews
outside of the class time during the last few wesktie semester in a convenient and
quiet location to audio tape face-to-face intengew

It would be greatly appreciative if | could makeamouncement in two College
Reading Il classes and distribute a flyer to thelshts about the research study.
Attached is the flyer to the participants and tbesent form that explains the scope of
the study.
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Appendix F

Announcement to the Class

Hello, my name is Acquelnetta Yvette Myrick. | @doctoral student at the George
Washington University.

Would you like to be part of research study? Ifiyoe enrolled in a College Reading Il
class, at least 18 years of age, and enrolleceicdimmunity college as a student, then
you are eligible to be part of the research project

The interview will focus on your perceptions ofaligence and academic effort. The
interview will last approximately one hour, and Maé audio taped. If you agree to be
part of the research project, you will receive asamt form so that you understand that
you are part of a research project. Your willingéo participate in this research study is
implied if you proceed with completing the intenwvie

You will receive a $10 College Bookstore gift céod your time and effort.

If you wish to be part of the research projectaptecontact me at the email address that
is listed on the flyer.
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Appendix G

Flyer to Prospective Participants

Hello, College Reading |1 Students

Are you:

* enrolled in a College Reading Il class,

* at least 18 years of age, and

* currently enrolled in the community college asadlege student?

If you answered yes to these questions, then yoqgualified to take part in a research
study.

The study includes a 45-60 minutes interview alyout perceptions on intelligence and
academic effort.

Participants must agree to be audio taped, andeadlive a consent form.

Each participant will be compensated with a $10&g@ Bookstore gift card for his or
her time.

If you would like to take part in this study, pleasontact Acquelnetta Yvette Myrick at
aymyrick@gwmail.gwu.edu
to schedulénaet and location for your interview.

Thank you in advance for your participation.
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Appendix H

Reminder E-mail about Interview to Participants

Thank you for agreeing to take part in a researofept on students enrolled in
transitional education reading courses in the comtyeollege. The research project is
directed by Acquelnetta Yvette Myrick, doctoral datate at The George Washington

University.

Your 45-60 minute interview has been scheduled for (date) at

(time) at location on campus).

Should an emergency arise and you are unable totkeinterview time, please contact
me immediately so that we can reschedule. You oaailene at

aymyrick@gwmail.gwu.edor call me at

Thank you in advance for your participation in tresearch project. You will receive a
$10 College Bookstore gift card for your honesnigis of your student experiences in

the community college.
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Appendix |
Follow-up Recruitment E-mail after Class Announcemat

Dear Student,

As you may recall, | came to visit your class amatima class announcement
about my research study. Would you like to take pathe research study? If you are
currently enrolled in a College Reading Il classhie community college as a student and
at least 18 years of age, then | would like toriieav you. The interview will focus on
your perceptions of intelligence and academic &ffdhe interview will last for
approximately one hour and will be audio taped.

Each participant will receive a consemtrfso that he or she understands that he or
she is taking part in a research project and isgipermission to be interviewed and
audio taped.

Each participant will be compensated $dlleége Bookstore gift card for his or her
time.

If you would like to participate in thiegearch project, please contact Acquelnetta

Yvette Myrick at aymyrick@gwmail.gwu.edu
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