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Editor’s Note 

YEAR TWO! After months of reviewing manuscripts, I am pleased to announce that we have a new issue full of 

robust, quality articles. We have seen some editor departures in this last year, but we have also gained a few new staff 

members. Additionally, I have been working with Tiffany Watts to launch 58 Collaborate—a podcast focused primari-

ly on the stories of North Carolina community college faculty, staff, administrators, and students. Whereas this jour-

nal has been an outlet for publishing opportunities, the podcast has been an outlet for storytelling and opinions that 

we cannot always get from our journal. After speaking with colleagues across the system I have learned a few things 

that I will now share. 

First, the resolve of those working in North Carolina community colleges is profound. Many colleagues have 

been working diligently to bring their colleges back to a pre-COVID sense of normal. A good friend of mine recent-

ly told me that due to the pandemic, “students don’t know how to college.” What he meant by this is that despite 

students being back in the classroom, there are still challenges surrounding student engagement in clubs, student 

services, and advising. These sentiments have been shared by colleagues across the state, and despite it being an up-

hill journey ahead, I admire the tenacity of those rolling up their sleeves to better our students. 

Second, the innovation occurring in and out of the classroom is monumental. In both the podcast episodes and 

in these articles, we are seeing an explosion of new methods of instructional design, instructional delivery, and the 

incorporation of technology. I can only imagine how these new implementations will better serve our efforts of stu-

dent persistence and retention. 

Third, community college faculty, staff, and administrators are done being polite when it comes to championing 

the hard work of their peers. There has been a strong prejudice that those working in universities are better than 

those working in community colleges, though with greater teaching and advising loads, greater assessment require-

ments, and greater student barriers, these individuals are ready to take the lead in educating and training the future of 

North Carolina. 

Finally, community college faculty and staff are ready for wages that meet their credentials. This is not to say that 

these individuals are not working hard, but a recent look at the NCCCS faculty salary comparison dashboard lists 

North Carolina community college faculty as 41st in the nation, and staff at 34th in the nation. This needs to change, 

and now. Every faculty member I have spoken with across the state has stated that pay is the number one barrier for 

being able to do their job adequately, as many individuals are taking on part-time positions or overloads just to get 

by.  

I would like to humbly thank the entire editorial staff for their contributions to this issue, the authors of the col-

lected articles, and most importantly, you (the reader). We hope you enjoy our new issue, we hope you are inspired 

by the articles, and we hope that you continue to impact students across the great state of North Carolina.  

 
Happy Reading! 
 
 
 
 
Dr. Josh Howell—Editor-in-Chief 

The Journal of North Carolina Community Colleges 

Volume 2 ● Issue 1 ● Spring 2023 
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Research Paper 

A Mixed Methods Study to Understand the Perceptions 

of ADN Graduates Concerning Nursing Faculty  

Attrition and the Impact on Student Success 

Kelly Traylor Eller  

Abstract 
A shortage of nurses is not only being experienced 
at the bedside; qualified nursing educators are also 
in short supply. The sequence of events following 
the exit of a nursing faculty member can impact an 
organization in many ways. Challenges caused by 
nursing faculty turnover include a shift in work-
load, budgetary implications, and instructional in-
consistencies. The literature is replete with infor-
mation on why nursing faculty exit an institution, 
but there is a gap in the literature concerning the 
impact of faculty attrition on students. Therefore, 
a mixed-methods study was conducted to under-
stand better organizational challenges’ effects on 
nursing students' success. Twenty Associate De-
gree Nursing graduates from one institution were 
surveyed, and seven were interviewed to determine 
their perceptions of the impact faculty attrition 
had on their programmatic success. The partici-
pants were graduates who completed the ADN 
program between 2016-2020 at Salty Waves Com-
munity College (a pseudonym). Results indicated 
that the student-faculty relationship is a significant 
factor in student success. Therefore, when that 
person exits the institution, the additional stress 
placed on the student makes it more challenging to 
meet outcome expectations and achieve program-
matic success.  

Keywords: nursing faculty, attrition, student suc-
cess, student persistence 

 
 
 
 

A Mixed Methods Study to Understand the 
Perceptions of ADN Graduates Concerning 
Nursing Faculty Attrition and the Impact on 

Student Success 
The need for qualified nursing professionals 

increases as the world's population grows in num-
ber and age (Rosseter, 2017). Registered nurs-
es’ (RN) role has expanded to include advanced 
practices and non-traditional roles that take these 
individuals away from the more traditional bedside 
care they are trained to provide. Though these 
trends are necessary for the healthcare industry 
and offer new career advancement opportunities, 
the current supply of nurses does not meet indus-
try demands. An aging population and continuous 
healthcare advancement are only two factors af-
fecting the nursing workforce (Kirkham, 2016). 
Nursing schools cannot graduate enough students 
to fill vacancies in area hospitals (Rosseter, 2017). 
The insufficient number of graduates from accred-
ited nursing programs reflects the resource short-
ages affecting nursing programs across the coun-
try, including nursing faculty turnover and attrition 
(AACN, 2017; Fang & Bednash, 2014; Harris, 
2019; Kavilanz, 2018).   

Research indicates that in addition to degree 
requirements, the top reasons why nurses leave the 
field of higher education include the demanding 
workload, low salaries, insufficient support from 
campus administrators, incivility, and retirement 
(Dalpezzo & Jett, 2010; Westphal, Marnocha, & 
Chapin, 2016). Educators may also experience 
frustration when colleagues exit, leading to differ-
ent workload expectations (Salvucci & Lawless,  
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2016). Multiple studies have reviewed measures to 
improve faculty retention, but retention strategies 
are not standard practice, and the lack of nursing 
faculty continues to be problematic to the nursing 
profession (Carlson, 2015; Scruth, Garcia, & Buch-
ner, 2018; Westphal, Marnocha, & Chapin 2016). 

When a faculty member departs from the institu-
tion, the student's academic performance may suffer 
due to their mentor's or support person's exit (Ofori 
& Charlton, 2002). A gap in the literature indicated a 
need for contemporary research to investigate the 
impact of instructional consistency on nursing stu-
dent success. There is little research on how faculty 
attrition in nursing programs influences student per-
formance. An explanatory sequential mixed-methods 
study was conducted to explain the relationship be-
tween instructional inconsistencies by faculty attri-
tion and nursing student success.   

 
Brief Review of Literature 

Nursing faculty attrition and student success 
have received much attention as separate issues im-
pacting nursing education. A review of the literature 
demonstrated that there are numerous articles that: 
(a) discuss factors influencing faculty turnover 
(Bleich, 2013; Bittner & Betchel, 2017; Fang & Bed-
nash, 2014; U.S. Bureau of Labor Statistics, 2019), 
(b) propose factors influencing nursing student suc-
cess (Froneman, du Plessis, & Koen, 2016), and (c) 
illustrate the need to graduate more nurses 
(Kirkham, 2016; Rosseter, 2017).  

Additionally, the literature recognizes that joint 
efforts are being made to minimize faculty and stu-
dent attrition to improve student outcomes and 
meet workforce demands (Daw, Mills, & Ibarra, 
2018; Jeffreys, 2015; Kirkham, 2016). Higher educa-
tion institutions attempt to develop programs fo-
cused on nursing educator preparation and recruit-
ment to minimize faculty turnover (Daw, Mills, & 
Ibarra, 2018). For example, the State of Maryland 
invested in the Nurse Support Program II as a multi-
faceted approach to combat the nurse faculty short-
age (Daw, Mills, & Ibarra, 2018). Program models 
such as Nurse Success, implemented by Piedmont 
Virginia Community College, aim to retain nursing 
students through mentor relationship building be-
tween nursing faculty and nursing students 
(Bloomfield, Diment, & O'Meara, 2014). 

 
Problem of Practice 

An opportunity for additional research was rec-

ognized after conducting a thorough literature re-
view. There is a need for contemporary research to 
investigate the impact of instructional inconsistency 
caused by faculty attrition on student success. There 
is little research on how faculty attrition in nursing 
programs influences student performance. An ex-
planatory sequential mixed-methods study was con-
ducted to understand better the relationship between 
instructional inconsistencies caused by faculty attri-
tion and the influence on student outcomes.  

This study's explanatory sequential mixed meth-
ods design assesses the number of times nursing fac-
ulty turnover occurred within the nursing depart-
ment during a student's tenure and seeks to deter-
mine the extent of the impact on their nursing edu-
cation. The first phase of the mixed-methods study, 
the quantitative phase, surveyed alums to quantify 
the degree to which instructional inconsistency oc-
curred due to nursing faculty turnover. In the sec-
ond phase, the interview portion of the study, the 
participants were asked to elaborate on the variables 
impacting instructional inconsistency and ideal stu-
dent success. 
 
Conceptual Framework 

The student attrition model, formerly identified 
as the synthesis of a theoretical model of student 
attrition developed by John P. Bean (1981), provides 
the study's conceptual framework. Bean's (1981) at-
trition model incorporates social and academic inte-
gration variables as part of its organizational compo-
nent. According to Bean (1981), an organization's 
culture directly affects student success and their in-
tent to leave an institution. A study by Bakker et al. 
(2019) found that institutional learning environ-
ments significantly influenced a student's decision to 
leave an institution. The researchers conducted 10 
face-to-face interviews, revealing that the program 
organization's lack of support added to their stress 
and ultimately affected their decision to drop out 
(Bakker et al., 2019).  

Bean refers to Pascarella's 1980 conceptual mod-
el of student-faculty informal contact and the stu-
dent and faculty's perceived relationship as an organ-
izational variable (Bean, 1981). Organizational fac-
tors such as the amount of informal communication 
an educator has with a student are expected to influ-
ence educational success. The literature consensus is 
for nursing programs to evaluate the attrition rates at 
their institution to determine what factors inhibit 
student success; implementing strategies to promote  
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student success programs can combat attrition 
(Horkey, 2015; Serembus, 2016). 

Bean (1981) further posited that organizational 
determinants such as the student's perceptions of  
institutional and instructional quality are "objective 
situations in which the student finds him or her-
self" (p.14). Faculty turnover and instructional in-
consistency are institutional setbacks that influence 
the students' environment. Using the ideas expressed 
in Bean's (1981) causal model of student attrition, 
participant data was collected for this study to iden-
tify the perceived impact that organizational varia-
bles had on student success at a given institution. 
 

Methods 
After receiving official approval from the active 

institutional president, the researcher conducted an 
explanatory sequential mixed-methods study to in-
vestigate recent Associate Degree Nursing graduates' 
lived experiences from Salty Waves Community Col-
lege (a pseudonym). A descriptive, sequential design 
is a mixed-method approach that integrates quantita-
tive and qualitative methods to understand pertinent 
issues surrounding a critical topic (Hardin & Wright, 
2017). This mixed-methods research study combines 
quantitative and qualitative efforts to investigate a 
current trend in increased nursing faculty turnover 
and the perceived impact on student success.  

An explanatory sequential mixed-methods study 
utilizes two consecutive phases (McCoy, 2016). The 
two-phase research consisted of an initial quantita-
tive portion using a survey as the instrument for data 
collection. The researcher-development tool was 
vetted and validated by two expert nurse educators. 
Since nursing students come from various back-
grounds, the survey was also reviewed by a nurse 
educator whose primary language is not English; this 
educator provided suggestions on wording and for-
matting to ensure the tool would be easy for an in-
ternational student to understand. 

Additionally, the survey was distributed to a test 
group of six active nursing educators from SWCC. 
This process allowed the researcher to ensure no 
issues with distributing the survey and collecting re-
sponses. The educators did not express any concern 
and completed the study as designed. All responses 
from the faculty test group were removed before 
distributing the survey to potential study partici-
pants. 
 

 

Participants 
All students who graduated between 2016-2020 

from the Associate Degree Nursing program at 
SWCC were asked to participate in this study. In the 
first phase, the researcher sent surveys to all nursing 
program alums identified by the SWCC registrar to 
have met graduation requirements for the ADN pro-
gram within the given period. Fifty-nine graduates 
were identified as eligible participants, and their stu-
dent email addresses were provided. The researcher 
then sent each graduate an email explaining the 
study's purpose, which included a link to the online 
Qualtrics survey. Twenty alumni completed the sur-
vey in its entirety, with at least one representative 
from each of the five graduating cohorts participat-
ing. Eight graduates consented to participate in the 
second phase of the study.  

The survey inquired about the start date of the 
participant as well as the completion date. This in-
formation was valuable because it allowed the re-
searcher to further evaluate student success by as-
sessing which participants completed the course as 
designed and which participants needed additional 
time to meet graduation requirements. The research-
er did not collect demographic information during 
the survey phase. However, participants in the inter-
view portion disclosed their age, race, and gender. 
To maintain the integrity of the study and ensure 
participant confidentiality, the researcher utilized 
robust, secure passwords and encrypted electronic 
files, ensuring that only the researcher could access 
the collected data.  

Initially, the researcher planned to use purposive 
sampling to identify participants by including survey 
respondents who were willing to participate in an 
interview and reported extreme support levels (both 
high and low). The aim was to interview 10 gradu-
ates. However, given the low level of interest, all re-
spondents who expressed interest were asked to par-
ticipate in phase two. 

Despite offering a $20 Amazon gift card as an 
incentive, phase two participation was lower than 
anticipated. Eight of the phase one participants ex-
pressed an interest in the interview and received an 
email outlining phase two's purpose; seven consent-
ed to participate in a face-to-face consultation with 
the researcher. Of the seven interview participants, 
six were female, six identified as Caucasian, and one 
participant identified as African American. Only one 
male agreed to participate in the interview.  
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Setting 
The participants were interviewed using their pre-
ferred method of face-to-face, phone, or virtual 
(Zoom or Google Meets), as indicated in their email 
response. The interviews were audio-recorded and  
conducted in a private office in the nursing depart-
ment at SWCC. The virtual interviews were recorded 
through the video conferencing platform. Two par-
ticipants elected to submit answers to interview 
questions electronically by submitting typed respons-
es due to pandemic-related challenges.  

 
Procedure 
Phase One 

The survey was created and disseminated 
through Qualtrics, and no identifying information 
was collected. Since this is a web-based survey, vol-
untary participation provided implied consent. The 
participants were informed of the purpose of the 
study and all potential risks and benefits. Partici-
pants were told that they could withdraw from par-
ticipation at any time.  

The survey included multiple-choice questions 
and rating opportunities using a 5-point Likert scale. 
The first six questions asked about the extent of 
turnover within the nursing department while the 
participant was enrolled in the Associate Degree 
Nursing program. Questions 7 and 8 asked about 
the student's support level, including a dedicated 
tutor, mentor, or other informal student-faculty con-
tacts. 

The middle portion of the survey asked partici-
pants to answer questions indicating the degree to 
which they agreed or disagreed with statements de-
scribing organizational factors such as leadership, 
culture, and the nursing program environment at 
SWCC. The response options were strongly agree, 
agree, neutral, disagree, or strongly disagree. The 
questions were designed to provide the researcher 
with a better understanding of the organizational 
impact on instructional inconsistency and support 
level variations. 

The final portion of the survey provided partici-
pants with an opportunity to rate the Associate De-
gree Nursing program in four areas on a scale of 0-
10, with 0 being poor and 10 being outstanding. Stu-
dents were asked to rank instructional consistency, 
faculty advising, accessibility of faculty, and general 
programmatic support. Assigning a number to these 
items allowed the researcher to evaluate trends spe-
cific to a given cohort. The researcher also planned 

to divide the participants into two groups based on 
their reported support level. The aim was to inter-
view participants reporting low support and those 
reporting high support to understand better the rela-
tionship between instructional inconsistency and the 
student's perception of programmatic support. 
However, due to the limited interest in phase two 
participation, this purposive sampling methodology 
was abandoned, and all volunteers were interviewed.  
Phase Two 

Following phase one survey closure, the re-
searcher collected the names of participants who 
expressed interest in participating in phase two inter-
views. The researcher then emailed each of the eight 
individuals who provided their contact information. 
In the email about phase two participation, the re-
searcher also included consent documents for them 
to review. The participants received instruction that 
the consent must be signed and returned via email 
before their scheduled interview.  

In addition to collecting consent, the researcher 
also provided a time frame for the interviews. The 
participants were asked to submit their desired inter-
view time and method. Seven participants signed the 
consent and completed their recorded interview as 
scheduled. Of the seven alums, there was no repre-
sentation of the 2016 graduation cohort. Three par-
ticipants graduated from the ADN program in May 
2020.  

The average length of the interviews was 25 
minutes. The semi-structured interview protocol 
consisted of open-ended questions to encourage the 
participant to elaborate on the following topics: 
overall experience, culture, and factors influencing 
or impeding student success. The participants were 
also asked to define the following terms: outstanding 
student success, the faculty-student relationship, and 
instructional inconsistency. The final question 
prompted the participant to provide any additional 
information they wished to share with the research-
er. 

Following the recorded interviews, the responses 
were transcribed verbatim into a Word document 
and sent to member-checking participants. Partici-
pants were asked to review the transcript and report 
any inaccuracies as necessary. Two participants also 
sent typed electronic responses to the interview 
questions. The researcher validated the transcription 
information and conducted a thematic analysis of 
the qualitative data.  
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Data Analysis 
A two-phase study also requires two phases of 

data analysis. The researcher entered the quantitative 
data into the Statistical Package for the Social Sci-
ence (SPSS) version 26 and then imported the quali-
tative data into NVivo, version 12. The researcher 
manually transcribed verbatim, validated through 
member checking, and uploaded the transcription 
into NVivo, version 12.  
Phase One 

Since this study focuses on the impact of faculty 
attrition on student success, the researcher designed 
the survey questions to introduce the term 
"instructional inconsistency." Participants were 
asked to rank the degree of inconsistency they expe-
rienced while enrolled in the nursing program at 
SWCC. The overarching research question is to 
what degree nursing faculty attrition influences the 
ideal success of nursing students. Therefore, the data 
analysis's primary focus was to identify the signifi-
cance and strength of the relationships between the 
factors included in the survey. 

The SPSS version 26 was used to run each statis-
tical test in this study. The correlation test was used 
to describe relationships, and the Pearson product-
moment correlation coefficient (Pearson r) was used 
to assess the strength of the relationship between 
multiple variables. Though correlation does not 
equal cause and effect, knowing a relationship exists 
between two quantitative, continuous variables 
prompted the researcher to run additional tests to 
investigate the finding further. 

The one-way ANOVA test was used to analyze 
the impact of the turnover rate on programmatic 
support perception. The survey responses were di-
vided into two groups, (1) alums reporting low pro-
grammatic support (0-5) and (2) the participants 
who reported high programmatic support (6-10). 
There were 10 participants in each category; the 
number 5 was used as the cut-off to determine high 
versus low support to allow for an equal number of 
participants in each group.  
Phase Two 

Phase two analysis involved a detailed explora-
tion of participants' perceptions of the relationship 
between inconsistency and faculty turnover. The 
researcher uploaded the transcribed data in NVivo, 
version 12, to uncover connections and identify in-
terview themes. The software sorted information 
and examined relationships. 

The themes were named, defined, and sorted by 

the participants' graduation date. The researcher 
compared the perspectives revealed in the interview 
against survey responses with the corresponding 
graduation year. The researcher did a convergence of 
information by integrating the findings from phase 
one data into the analysis of phase two interview 
responses to test validity and develop a more robust 
understanding of nursing faculty attrition’s impact 
on student success. These findings will be elaborated 
upon further in the following sections. 

  
Results 

Quantitative 
Phase one, the quantitative portion of the study, 

involved surveys distributed to 59 individuals who 
graduated from the Associates Degree Nursing pro-
gram at Salty Waves Community College (SWCC). 
The survey was open from 8/26/2020-9/18/2020, 
and the response rate was 34%, with 20 participants 
completing it, which was much lower than expected. 
The researcher did not include partial responses in 
the data analysis; only those marked as complete 
were reviewed. Only one participant indicated that 
faculty turnover did not exist during their time at 
SWCC; however, that participant reported a change 
in leadership within the department. 

Furthermore, 50% of participants responded 
that during their time at SWCC, three or more nurs-
ing faculty exited the institution. Seventy-five per-
cent of participants indicated that at least one exiting 
faculty also served as their assigned advisor, whereas 
25% did not experience a change in advisor during 
their educational experience. The term advisor was 
not defined in the survey, and the researcher did not 
evaluate the quality of advising in this study. 

The researcher used a correlation analysis to 
measure and describe the relationship between varia-
bles (p ≤ 0.05). The Pearson r test was used to eval-
uate the association of study variables determining a 
positive or negative correlation. Correlation analysis 
indicated a statistical significance between program-
matic support and advising quality (p =0.002). The 
Pearson correlation value is positive at 0.654, which 
shows a strong correlation. 

Advising standards need to be more consistent 
among nursing programs across the country con-
cerning academic support criteria and student expec-
tations (Harrell & Reglin, 2018). In this study, facul-
ty attrition and advising quality demonstrated a mod-
erate correlation; however, the relationship between 
the exiting faculty and advising quality was not sta- 
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tistically significant (p =0.880). There was a strong 
correlation regarding the relationship between facul-
ty exits and reported instructional inconsistency 
(Pearson r = 0.641). The p-value (p = .002) indicat-
ed that the correlation is significant.  

Each participant was asked to report the follow-
ing categories on a scale of 1 to 10, with 1 being low 
support and 10 being high support: instructional 
consistency, faculty advising, accessibility to faculty, 
and programmatic support. Participants who report-
ed the highest level of support also indicated that 
they had a dedicated tutor or coach during their time 
in the nursing program at SWCC. The reported val-
ues for instructional support ranged from 3-10 (M= 
7.25). The standard deviation was 2.65.   

The last question of the survey inquired about 
phase two participation. The participant were aware 
of the incentivized interview that would take place as 
a follow-up to phase one. Eight participants indicat-
ed an interest in participating and provided contact 
information to the researcher; however, only seven 
completed the required consent to participate in the 
interview process.  

 
Qualitative 

During the synthesis of these data, several major 
themes emerged through the coding process. The 
semi-structured interview protocol allowed partici-
pants to provide detailed responses while focusing 
on the project topic, which is the perception of the 
degree of impact variables, such as instructional in-
consistency, have on student success. Three main 
themes emerged regarding the variables perceived to 
be impacted by faculty turnover. The participants 
discussed the impact exiting faculty had on the quali-
ty of instruction, programmatic culture, and individ-
ual efforts. The three themes are explained further in 
the following sections.   
Theme #1: Importance of Quality Instruction 

The first central theme from the qualitative data 
was the importance of instruction quality, the quality 
of education each nursing faculty provides, and how 
learning is impacted when the educator exits the in-
stitution. Participants expressed that their success 
depended on a quality educator providing them with 
the tools to be successful. One 2018 graduate stated, 
"essential components of student success include a 
supportive learning environment, classroom struc-
ture, and competent instructors." The participant 
continued to describe a time when instructional in-
consistency impacted quality as she stated, "all stu-

dents noticed one instructor's absence." 
The educator's quality can impact instruction 

quality; nursing programs must employ well-
qualified educators to adequately prepare nursing 
students (Ghasemi, Moonaghi, & Heydari, 2020). A 
2020 graduate stated that quality instruction is essen-
tial for student success. The participant indicated 
that nursing programs should employ "qualified staff 
with a wide range of nursing backgrounds." The stu-
dent also stated, "one teacher may be better at teach-
ing certain subjects than another instructor due to 
their nursing background." When asked how faculty 
attrition impacts the learning experience, the student 
responded, "A loss of an instructor makes it hard, 
especially when it is an instructor that you love their 
teaching style." Students' academic achievement and 
engagement can be influenced by teaching styles that 
actively include students in the learning process 
(Ghasemi, Moonaghi, & Heydari, 2020). 

The term “passion” was used in 38% of the in-
terviews when discussing instructional quality and 
instructors’ and advisors' roles in student success. A 
2018 graduate stated that "without passion for the 
nursing education for adult learning, students would 
have no chance to succeed." Additionally, a 2020 
graduate expressed that in a program "with faculty 
that are encouraging and uplifting, students will gain 
confidence." She explains that passionate and posi-
tive faculty encourage students to be "more en-
gaged." This finding is consistent with Ghasemi, 
Moonaghi, and Heydari's (2020) assertion that stu-
dent engagement is essential to student success. 
Nursing educators identify the best teaching strate-
gies to promote and sustain the engagement of nurs-
ing students in academic and clinical settings 
(Ghasemi, Moonaghi & Heydari, 2020, p. 104). 
Theme #2: Differences in Organizational Cul-
ture/Learning Environment Experiences 

The participants expressed aligned views con-
cerning the organizational environment and culture. 
The three participants from the 2017 and 2018 co-
horts provided similar comments when asked, "How 
would you describe the culture of the nursing pro-
gram while you were enrolled at SWCC?" The repet-
itive view described an intimidating setting and a 
culture of negativity. A student from the 2017 co-
hort could not recall the programmatic culture dur-
ing her time at the school. However, she did express 
that "We were isolated." When asked to elaborate, 
the student stated, "we didn't even have time to in-
teract with students in other programs." 
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Another student described the nursing program say-
ing, "When I started the program in 2016, it was a 
boot camp experience. I did not feel comfortable 
asking for help or confiding in anyone." This stu-
dent's statement corresponds with the data in which 
60% of students completing the ADN program at 
SWCC in 2016 or 2017 reported a negative learning 
environment.  

It appears that a change occurred in 2018 that 
impacted the learning environment at SWCC; when 
the researcher included the 2018 graduates in the 
learning environment evaluation, 62.5% of respond-
ents indicated that the learning environment was 
either positive or neutral. This percentage corre-
sponds with the feedback from an interview with the 
2018 graduate; the participant stated that "the insti-
tution's culture was warm and welcoming." Further-
more, a re-entry student proclaimed that after failing 
a course in 2018, "I didn't want to return. It took me 
a while to decide, but everything was different when 
I walked in." The student continued to elaborate on 
the cultural changes, such as promoting an inclusive 
and collaborative environment. She concluded the 
interview by stating, "I am glad I came back." 

The four interviews from the 2019 and 2020 al-
ums included responses consistent with the 83.3% 
of survey participants who reported a positive learn-
ing environment; one alumnus indicated the setting 
was neither negative nor positive but rather a neutral 
learning experience. One alumnus from the class of 
2020 described the culture of the nursing program 
like this: 

The nursing program's culture is much like what 
I have personally experienced in the real nursing 
world. The nursing program is much like a team 
or a small community. Students hold each other 
accountable at all times. This is likely due to the 
nursing program's culture from day one. I re-
member being told on day one of nursing school 
that 'the people in this room with you will un-
derstand what you are going through more than 
anyone else in your lives,' and from that moment 
on, the SWCC (a pseudonym) School of Nursing 
became my family. The school provided me with 
purpose, opportunities, and resources. 
The comment concludes that SWCC promotes 

values such as respect and accountability integrated 
into the culture.  

Other graduates from the 2019 and 2020 co-
horts indicated that the culture was positive and that 
nursing faculty were actively invested in the students' 

programmatic success. Nursing educators who build 
positive relationships with students increase class 
engagement and student effort (Ingraham, Da-
vidson, & Yange, 2018). When asked to elaborate on 
the institution's nursing program's culture, an inter-
view participant from the graduating class of 2019 
stated, "the culture was diverse and inclusive, and I 
loved it."  

Interview responses from graduates who per-
ceived the learning environment negatively ex-
pressed low support from faculty and a hesitancy to 
ask for guidance. The students proclaiming a posi-
tive experience indicated that faculty and classmates' 
support was a component of their programmatic 
success. The data were consistent with the assump-
tion that faculty attrition can impact many organiza-
tional factors, including the culture and learning en-
vironment.  
Theme #3: The Importance of Student Effort 
and Faculty/Student Relationships 

Though students expressed high expectations 
for their nursing faculty instructors, the participants 
also recognized the importance of individual student 
efforts in achieving ideal nursing school success. 
Participants indicated that factors promoting and 
impeding success could be student-specific, and stu-
dents can define success in various ways. The culture 
can also influence the student's efforts; as a 2020 
graduate explained at SWCC, "Students hold each 
other accountable at all times. This is likely due to 
the nursing program’s culture from day one." 

Another 2020 graduate provided an insightful 
comment regarding student success and the stu-
dent’s efforts. The participant stated that "growing 
from where you started to where you finished" is 
critical to ideal student success. This statement's 
tone is similar to the terms a 2019 graduate used to 
describe factors influencing student success. The 
2019 graduate used the words "sacrifice," "effort," 
and “priority" to describe students' role in success.  
The relationship between student effort and success 
seemed connected to the student and their faculty 
advisor's relationship. This finding is consistent with 
those of the study by Ingraham, Davidson, and 
Yang (2018), which found that nursing educators 
who are caring, accessible, and approachable pave 
the way for student success. Students made an effort 
to connect with their advisors and described them as 
their mentors indicating that their support empow-
ered them to put more effort into their nursing edu-
cation. A 2019 graduate stated that her faculty  advi- 
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isor helped to "keep her on track," she added that 
the advisor "provided focus" when she needed it 
most. Another 2019 graduate added that the advisor 
"often sees things others did not."  
 

Conclusion 
This research aimed to determine if nursing fac-

ulty attrition impacted student success. The explana-
tory sequential study indicated a correlation between 
the graduates' perception of success and nursing fac-
ulty turnover. The main areas in which faculty attri-
tion was perceived to have an impact included in-
structional quality, institutional learning environ-
ment, and the individual efforts of the student. The 
data indicate that faculty attrition can create an or-
ganizational barrier for students. 

 
Limitations 

Including only Associate Degree Nursing gradu-
ates and lack of diversity in this study may not re-
flect the degree of impact faculty turnover has on 
the global nursing student population. This study's 
population consisted of nursing students represent-
ing a single program within a single institution; 
therefore, the findings are not necessarily generaliza-
ble. For the results to be transferable, alterations to 
the questionnaire must reflect the individual institu-
tion(s). 

As this was a retrospective study, there may have 
been limitations in the participant’s ability to recall 
facts from their time as nursing students at SWCC. 
Also, there was limited participation in the study, as 
the survey completion rate was 34%. The low com-
pletion rate limits the ability to generalize the re-
search findings. One factor impacting the response 
rate could be using the SWCC email address for dis-
tribution. Alums may no longer access that email 
address regularly. Incorporating a social media com-
ponent could have been a better way to reach quali-
fied SWCC graduates.   
 
Recommendations 

This study is a starting point to investigate fur-
ther the relationship between nursing faculty turno-
ver and optimal student outcomes. The researcher 
cannot determine an actual cause-and-effect rela-
tionship between those factors. Research that exam-
ines instructional inconsistency caused by organiza-
tional barriers on a larger scale is needed to under-
stand student outcomes better.  

 

References 
American Association of Colleges of Nursing. 

(2017). Nursing faculty shortage fact sheet. 
www.aacnnursing.org/portals/42/news/
factsheets/faculty-shortage-factsheet-2017.pdf 

Bakker, E., Kox, J., Miedema, H., Bierma-Zeinstra, 
S., Runhaar, J., Boot, C., Van der Beek, A., & 
Roelofs, P. (2018). The protocol of the spring 
cohort study is physical and mental determinants 
of dropout and retention among nursing stu-
dents. BMC Nursing, 17(27). 

Bean, J. (1981). The synthesis of a theoretical model 
of student attrition. Paper presented at the An-
nual Meeting of the American Educational Re-
search Association, Los Angeles, CA. 

Bittner, N. P., & Bechtel, C. F. (2017). Identifying 
and describing nurse faculty workload issues. 
Nursing Education Perspectives, 38(4), 171-176. 
doi:10.1097/01.nep.0000000000000178   

Bleich, M. R. (2013). The Institute of Medicine re-
port on the future of nursing: A transformation-
al blueprint. AORN Journal, 98(3), 214-217. 
doi:10.1016/j.aorn.2013.07.008  

Bloomfield, K., Diment, W., & O'Meara, K. (2014). 
Nurse success: A faculty intervention to help 
students realize their goals. Inquiry: The Journal of 
the Virginia Community Colleges, 19(1), 57–62. 
https://commons.vccs.edu/inquiry/vol19/
iss1/5 

Carlson, J. S. (2015). Factors influencing retention 
among part-time clinical nursing faculty. Nursing 
Education Perspectives, 36(1), 42–45. 
doi:10.5480/13-1231 

Dalpezzo, N. K., & Jett, K. T. (2010). Nursing facul-
ty: A vulnerable population. Journal of Nursing 
Education, 49(3), 132-136. doi:10.3928/01484834
-20090915-04 

Daw, P., Mills, M.E., & Ibarra, O. (2018). Investing 
in the future of nurse faculty: A state-level pro-
gram evaluation. Nursing Economic$, 36(2), 59–66.  

Fang, D. & Bednash, G. (2014). Attrition of full-
time faculty from schools of nursing with bacca-
laureate and graduate programs, 2010 to 2011. 
Nursing Outlook, 62(3), 164-173. https://
doi.org/10.1016/j.outlook.2013.12.002 

Froneman, K., du Plessis, E., & Koen, M. (2016). 
Effective educator–student relationships in nurs-
ing education to strengthen nursing students' 
resilience. Curationis, 30(1), 1-9. doi:10.4102/
curationis.v39i1.1595 

Ghasemi, M., Moonaghi, H. & Heydari, A. (2020).  



 

North Carolina Community College Journal of Teaching Innovation  ●  Volume 2   ●  Issue 1    14 

Strategies for sustaining and enhancing nursing 
students' engagement in academic and clinical 
settings. Korean Journal of Medical Education, 
32(2), 103–117. https://doi.org/10.3946/
kjme.2020.  
159. 

Hardin, J. & Wright, V. (2017). E-portfolio assess-
ment: A mixed-methods study of an instruction-
al leadership program's assessment system. Re-
search in the Schools, 24(1), 63–79.  

Harrell, J. C., & Reglin, G. (2018). Evaluation of a 
community college's nursing faculty advising 
program relative to students' satisfaction and 
retention. College Student Journal, 52(1), 33–48. 
http://search.ebscohost.com.proxy.library. 
maryville.edu/login.aspx?direct=true&       
db=ehh&AN=128618283&site=ehost-live 

Harris, J. (2019). Challenges of nursing faculty reten-
tion. Midwest Quarterly, 60(3), 251–255. 

Horkey, E. (2015). It's not all academic: Nursing ad-
missions and attrition in the United States. Nurs-
ing Reports, 5(1). doi:10.4081/nursrep.2015.4849 

Ingraham, K., Davidson, S., & Yange, O. (2018). 
Student-faculty relationships and its impact on 
academic outcomes. Nurse Education Today, 71. 
https://doi.org/10.1016/j.nedt.2018.08.021. 

Jeffreys, M. R. (2015). Jeffreys's nursing universal 
retention and success model: Overview and ac-
tion ideas for optimizing outcomes A-Z. Nurse 
Educator Today, 35(3), 425–431. doi:10.1016/
j.nedt.2014.11.004 

Kavilanz, P. (2018). Nursing schools are rejecting 
thousands of applicants -- in the middle of a 
nursing shortage. CNN. https://
money.cnn.com/2018/04/30/news/economy/
nursing-schoolrejections/index.html 

Kirkham, A. (2016). Enhancing nurse faculty reten-

tion through quality work environments: A pho-
tovoice project. Nursing Economics, 34(6), 289–
295. http://search.proquest.com/
docview/1850303334?accountid=11259 

McCoy, D. (2016). Mixed-methods research. In F. 
K. Stage & K. Manning (Eds.), Research in the col-
lege context: Approaches and methods (95–108). New 
York: Routledge.  

Ofori, R. & Charlton, J. (2002). A path model of 
factors influencing the academic performance of 
nursing students. Issues and Innovations in Nursing 
Education, 38(5), 507–515. 

Rosseter, R. (2017). Nursing shortage. American As-
sociation of Colleges of Nursing, https://
www.aacnnursing.org/NewsInformation/Fact-
Sheets/Nursing-Shortage. 

Salvucci, C. & Lawless, C. A. (2016). Nursing faculty 
diversity: Barriers and perceptions on recruit-
ment, hiring, and retention. Journal of Cultural Di-
versity, 23(2), 65-75. 

Scruth, E. A., Garcia, S., & Buchner, L. (2018). 
Work-life quality, healthy work environments, 
and nurse retention. Clinical Nurse Specialist, 32
(3), 111–113. https://doi:10.1097/
nur.0000000000000376 

Serembus, J. (2016). Improving NCLEX first-time 
pass rates: A comprehensive program approach. 
Journal of Nursing Regulation, 6, 38–44. https://
doi:10.1016/S21558256(16)31002-X. 

U.S. Bureau of Labor Statistics (2019). Registered 
nurses: National estimates for this occupation. 
https://www.bls.gov/oes/2016/may/
oes291141.htm#nat 

Westphal, J., Marnocha, S., & Chapin, T. (2016). A 
pilot study to explore nurse educator workforce 
issues [Research Brief]. Nursing Education Perspec-
tives. https://doi:10.5480/14-1332 

__________________________________________________________________________________ 
 

Author’s Note 
     The author has no known conflicts of interest to disclose. Correspondence concerning this article 
may be addressed to Kelly Traylor Eller EdD, BSN, RN, Halifax Community College, Southern 100 
College Dr, Weldon, NC 27890. Email: keller@halifaxcc.edu  



 

North Carolina Community College Journal of Teaching Innovation  ●  Volume 2   ●  Issue 1    15 

Abstract 
Student experience plays a critical role in academic 
retention. A key factor in promoting a positive stu-
dent experience is providing learner choice and flexi-
bility. Alongside learner choice, as found in the 
HyFlex modality, flexible grading schemes serve to 
interject learner opportunity for review, refinement, 
and revision of work with the aim of achieving goal 
mastery. One such evaluation scheme that has 
emerged over the past decade is ungrading. In un-
grading, numerical grades are not used to assess 
learning performance but rather instructor feedback, 
coupled with learner reflection, provides deep evalu-
ation and opportunities for learning refinement. This 
article examines six steps to implement an ungrading 
evaluation framework in any college course. 

Keywords: assessment, evaluation, ungrading, 
grading scheme, student reflection, revision  

 
Flexible Grading:  

Six Steps to Ungrading Your Courses 
 

Flexible course attendance has become an in-
creasingly desirable option for students seeking 
more autonomy in how they participate in lecture 
and learning activities. As more blended and HyFlex 
courses are offered, students expect more flexibility 
across the course, specifically in graded activities 
(Adams et al., 2021) Evaluative strategies, such as 
ungrading, have emerged as innovative ways to 
measure students’ mastery of learning objectives 
(Guberman, 2021; Kohn & Blum, 2020; Pacharn et 
al., 2013). 

Ungrading can be broadly defined as suspending 

the traditional way of grading for a more student-
centered, empathic, and reflective practice whereby 
feedback and student reflection replace the assign-
ment of a numerical score or letter grade (Kohn & 
Blum, 2020). The current grading system in the 
United States can be traced back to the late 19th 
century, and since its inception, very little has 
changed. However, there have always been educa-
tors modifying the traditional system and seeking 
methods of evaluation that are more considerate of 
the student (Bloom, 1968; Parcharn et al., 2013). Un-
grading can be included in this list of modifications. 

The purpose of this article is to provide six 
steps, or recommendations, to implement an un-
grading evaluation system in your courses. These 
recommendations have arisen from the practice of 
grading for mastery, educator interaction with the 
ungrading scheme, and student feedback on learning 
satisfaction. It is important to understand that the 
ungrading system presented in this article is heavily 
focused on deep feedback from the instructor and 
continual, guided reflection made by the student.  

 
Ungrading Process 

 The following six steps are recommendations for 
successfully replacing a quantitative grading system 
with a qualitative scoring system designed to create a 
more equitable and just system of student learning 
evaluation. 

 
Step 1: Throw Out the Numerical and Letter 
Grades  

 This step could likely be a challenge for many stu-
dents. Dropping numerical and letter grades for  
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learners who have only been evaluated through this 
system could elicit a tad bit of stress within the stu-
dent. Expect this reaction. Also expect that you will 
have students who will greatly appreciate the uncon-
ventional grading scheme. Embrace both percep-
tions and encourage your students to give this 
scheme an open-minded try. 

You will continue to monitor student progress to-
ward goal mastery by using numerical grading that 
runs parallel to the ungrading scheme (Table 1). This 
is your legend that will ensure equity in ungrading 
and assigning feedback, but your students will not 
see this legend. Nothing changes regarding how the 
final grade is reported to your College registrar, 
which is why this legend is vital to your course. 

 
Step 2: Commit to Feedback 

Let’s face it. Giving rich, deep feedback takes a lot 
of instructor time and many of us likely cut this part 
short, especially if we have a lot of students. Feed-
back is the cornerstone of the ungrading evaluation 
process, so shortcuts are a big no-no. There are sev-
eral key components to providing effective feedback 
with the ungrade that must not be skimped on. 
These include specificity, timeframe, revision, and 
resubmission. 
Specificity 

Students will never know where improvements are 
needed without your detailed explanation and a sol-
id, exemplary model of expected performance. 
When providing feedback, start out with specifics on 
what is correct about the student’s work. Then tran-
sition into where improvements can be made. Avoid 
using the terms “incorrect” and “wrong.” These 
convey a negative tone and threaten student motiva-
tion to improve. 
Timeframe 

It only takes a few weeks into a semester for stu-
dents to establish habits from observed patterns ex-
pressed by their instructors. Use this fact to maxim-
ize your ungrading process by providing the ungrade 
and associated feedback consistently on the same 
weekday and around the same time. Your students 
will come to expect this information and feedback 
on a routine, scheduled basis, and you will be able to 
balance your work tasks and allocate ample time for 
feedback. If you find yourself struggling to meet this 
commitment, simply communicate with your stu-
dents about the delay. They will see that you too can 
encounter challenges throughout the semester and 
need a degree of flexibility. 

Revision 
Provide students the option of revision. Keep in 

mind that it is the student’s decision. If they are 
committed to learning the content, they are more 
apt to willingly revise the work under the guidance 
of your feedback, but they should not be required to 
revise. If the ungrade of “Proficient” is satisfactory 
for the student, that is perfectly fine. Regardless, en-
sure the feedback you provide gives detailed instruc-
tion on how to revise the work for improvement. 
Also, providing extra resources that align with your 
feedback provides the student with more options 
and support for revision. 
Resubmission 

Direct students to resubmit their revisions before 
the next weekly feedback day. Revisions should take 
less time to complete; therefore, they should require 
fewer days for resubmission. Along with resubmit-
ted work, consider requiring student reflection on 
corrections made following your feedback. This re-
flection should include what worked well for achiev-
ing the resubmission as well as what challenges were 
encountered. Reflecting on the experience will likely 
help students in the successful completion of future 
assignments. 

 
Step 3: Clearly Explain Your Ungrading Scale  

Certainly, you will understand your ungrading 
scheme, but expect that students will not. To ensure 
there is no confusion about the way students will 
receive evaluative information, post your ungrading 
scale in multiple locations, including clearly outlined 
in the syllabus and within the online course content. 
Also include the scheme as part of assignment infor-
mation and as part of any assessment within your 
course. This is also known as a rubric, and it is one 
of the most effective ways to instruct and scaffold 
students to accurate and precise completion of the 
assignment. 

 
Step 4: Rubrics Are a Must  

Including a rubric with any assessment achieves 
two major purposes: (1) provides learners with a 
roadmap and detailed list of submission expectations 
for associated scoring and (2) establishes an equita-
ble system of evaluation. A rubric should be an es-
sential part of any assessment and should maintain 
the same format and content regardless of applica-
tion. As with the weekly feedback day, students will 
establish an expectation of use and understanding 
when the rubric format maintains consistency.  
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Numerical grades should not be included in the ru-
bric but rather the ungrading scheme as outlined 
within the syllabus. Criteria associated with the as-
sessment will obviously differ between assessments, 
but the ungrading classifications should re- 
main the same. Lastly, the rubric should be used to 
evaluate the submission and for documentation of 
feedback. This is the document students will receive 
for review of evaluation.  
 
Step 5: Plan for Regular Substantive Interaction  

Regular substantive interaction (RSI) is a require-
ment for all online courses in postsecondary educa-
tion; it is included in the Code of Federal Regula-
tions (CFR). Your weekly assessment feedback 
should not be considered as fulfilling RSI require-
ments. However, it is part of the comprehensive stu-
dent-instructor interaction within the course.  

Two types of feedback to consider providing to 
your students are broad and narrow feedback. Broad 
feedback comes from comprehensive information 
that all learners can use to improve and refine their 
learning. Examples of broad feedback are FAQs, 
outlines of suggested improvements, and supportive 
resources such as websites and multimedia. Narrow 
feedback is feedback that is specific to the individual 
learner. Both bring value to your RSI and serve to 
demonstrate your commitment to student learning. 
An example of narrow feedback includes granular, 
exemplar models of how to make corrections and 
updates to the specific improvements needed by the 
student. 

 
Step 6: Plan for Student Reflection  

Preparation is needed to begin an ungrading prac-
tice, and these previous five steps will more than 
adequately prepare you to use the scheme for your 
formative and summative assessment. Ensure that 
the first five steps have been completed, and done 
with fidelity, before implementing ungrading. Addi-
tionally, consider including the following strategies 
after implementation. 
Student Surveys 

Survey your students on their satisfaction with the 
ungrading model. Make sure your students who do 
not like the model know they can still use the tradi-
tional grading scale because letter grades are aligned 
to the feedback ungrade. This provides another layer 
of learner customization and evaluation personaliza-
tion. 
 

Personal Reflection 
As you utilize the rubrics to complete your un-

grading of students through rich, deep feedback, 
reflect on your personal, and professional, satisfac-
tion with the practice. You may find that this is not 
the best evaluative model for your students, and if 
that is the case, it is perfectly fine. Always assess 
your learning system and make the best choice that 
supports student success. 
Share with Colleagues 

As you implement and utilize this evaluation prac-
tice, share your experiences with colleagues. Often 
some of the best insights and recommendations 
come from informal discussion among faculty mem-
bers. Varying perspectives and opinions serve to 
stimulate ideas for improvement, and collective in-
telligence is always the best well from which to draw. 
Refinement 

Do not hesitate to make changes, as needed. Small 
adjustments during implementation will likely serve 
to improve students' interaction with the practice; 
however, significant changes, such as changing the 
ungrading terminology, should be made at the end 
of the semester and without significant impact to 
students. 

 
Conclusion 

Keep in mind there is no one right way to evaluate 
student goal mastery, and if you are satisfied with 
the traditional 100-point scale grading system, that is 
perfectly okay. However, if you do venture into the 
world of ungrading, make sure you have a detailed 
map and plan when you enter. If you get confused 
or become unsure of outcomes, you can rest assured 
your students are feeling the same. Through system-
atic and purposeful planning and execution, an ef-
fective and efficient ungrading system can promote 
refined learning in your courses and potentially 
heighten the student learning experience. 
________________________________________ 
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Table 1 
Grading Legend to Correlate with Ungrading Scheme 

Ungrade Letter Grade 7-point scale 10-point scale 

Highly proficient A 93-100 90-100 

Proficient B 86-92 80-89 

Needs improvement C 79-85 70-79 

Not proficient D 72-78 60-69 

No performance F <72 <60 
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Pedagogical Practice 

Hybrid Flexible Attendance (HyFlex) and  

Community College Student Success  

Michelle A. Payton  

Abstract 
The inclusive attendance and HyFlex course deliv-
ery at A-B Technical Community College includes 
115 students over two semesters: six English com-
position courses, 14- to 16-weeks in length, spring 
and fall 2022. Acceptable attendance includes 
three options: seated face-to-face, synchronous, 
and asynchronous. Data in this report includes 
type of attendance trends (seated, synchronous, 
asynchronous), video view trends and persistence 
trends (students’ withdrawals and grades). Qualita-
tive student feedback is also a part of this analysis. 
The inclusive attendance and HyFlex concepts are 
not a replacement for face-to-face offerings; these 
offerings mean to enhance student success for 
those who require more flexibility throughout a 
course period.  These inclusive attendance and 
HyFlex offerings fill a gap for students in a com-
munity college environment for English composi-
tion. In addition, this offering is available at mod-
erate institution costs. However, those courses 
successful with face-to-face offerings that find syn-
chronous and online offerings limiting may need 
additional research. When this format is possible, 
it is an additional way to create student support by 
offering attendance availability through multiple 
avenues. Overall, both inclusive attendance and 
HyFlex break down barriers that community col-
lege students often experience and create more 
weekly inclusiveness for higher student success 
due to a number of best practices.   

Keywords: hyflex, hybrid flexible attendance, 
hybrid teaching, inclusive attendance  
 

       Hybrid Flexible Attendance (HyFlex) and 
Community College Student Success 

  
    Adult students are at a high risk for low per-

sistence due to managing multiple responsibilities 
outside of the classroom especially when these stu-
dents feel a lack support. While attending commu-
nity college, persistence is higher when adult stu-
dents feel comfort, support, and respect during 
their community college experiences (Capp, 2012). 
In addition, many adult students don’t have the 
same guidance when compared to younger stu-
dents who may still be in high school and have 
educated parental guidance. For example, first-year 
community college students, at ages 19 to 23 who 
have access to educated parental advice, are more 
likely to attain higher persistence measures (Fike & 
Fike, 2008). Many adult students in community 
colleges are at risk of having low persistence when 
experiencing a lack of support. 

One specific strategy to increase adult student 
support in community college classrooms could be 
to re-create the definition of attendance for cours-
es commonly known as face-to-face. The follow-
ing study looks at an option in community college 
classrooms and proposes inclusive attendance and 
HyFlex as a flexible attendance option to create an 
environment that serves more students’ needs. 
This study shares trends on how this concept tests 
at the Asheville-Buncombe Technical Community 
College. This study also measures increases in stu-
dent success over two semesters in 2022. Academ-
ic course requirements and technical design are 
not a part of this study; however, reusable videos,  
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class lecture videos, ADA compliant documents, and 
clear pedagogy all play a part in student success. Spe-
cific trends outline what instructors might expect 
with inclusive attendance and HyFlex in a class-
room: a simultaneous offering of students being 
seated face-to-face at specific times and days, syn-
chronous instruction using Zoom, and asynchro-
nous instruction which occurs online through lec-
ture recordings.  

Data collection includes the type of attendance 
trends for seated, synchronous, and asynchronous 
instructional deliveries; frequency of video views; 
persistence trends (students’ withdrawals and stu-
dents’ grades); qualitative student feedback; effective 
best practices; and in-class equipment options. This 
research includes 115 students and six English com-
position courses that span two semesters: spring 
2022 and fall 2022. This course is a core-curriculum 
requirement for all community college students and 
is transferable to four-year universities. Definitive 
numbers provide a clear understanding of most stu-
dent patterns, and qualitative feedback more clearly 
defines inclusiveness. For example, during the test 
period, inclusive attendance and HyFlex demon-
strate instructor availability in part due to multiple 
attendance offerings. When students perceive in-
structors as present or available in the online class-
room, a rapport develops. These instructor-student 
connections can result in students earning better 
grades; students who report feeling a rapport with 
their instructors are 30% more likely to earn a C or 
better (Skurat Harris et al., 2019, p. 118). Overall, 
this approach is a part of creating instructor-student 
rapport, and enhancing student success and persis-
tence, by demonstrating availability through multiple 
attendance avenues. Both inclusive attendance and 
HyFlex break down barriers that limit student persis-
tence and simultaneously create a sense of inclusive-
ness throughout a class experience that, ultimately, 
leads to higher student success.   

 
Relevant Research: Flexible Environment for 

Student Success 
One way to show college student support is to 

create a flexible environment. The study by Bos, 
Groeneveld, van Burggen, and Brand-Gruwl (2016) 
measures how online and face-to-face lectures con-
tribute to university student success in the Nether-
lands over an eight-week period. Table 1 data shows, 
when given a choice, students reduce face-to-face 
classroom attendance and gravitate more toward a 

combination of face-to-face and online when mov-
ing into the second half of the semester.  Knowing 
the viewing pattern is one part of the equation, but 
persistence is the ultimate goal. In Table 2, this test 
shows no adverse effects to grades. 

In the last four weeks, supplementing 
(participating face-to-face and online) has the high-
est mean score with the second highest mean perfor-
mance being online only. This is evidence that a de-
crease in face-to-face students and increase in online 
students does not have a negative impact on exam 
scores in the second assessment. When students 
have the choice to attend face-to-face, online only, 
or supplement with both, there is no significant ex-
am score difference by the second 4-week assess-
ment. A gap in the research is students not having 
more student-centered, flexible access to the course 
during the face-to-face meeting remotely (i.e., syn-
chronous means).  

 
Methods  

Course Participants 
The inclusive attendance for the spring 2022 test 

takes place at the Asheville-Buncombe Technical 
Community College. Participants included 40 stu-
dents with the same instructor and same 16-week 
composition course (split into two sections) that ful-
fills a portion of the two-year degree requirement. 
Participants attended during the spring 2022 semes-
ter, and all 40 students registered for a face-to-face 
course. An email was sent on the first day from the 
instructor explaining inclusive attendance. For this 
research, acceptable attendance includes three op-
tions: seated, synchronous, and asynchronous.  

Additional data for inclusive attendance and 
HyFlex was taken during the fall 2022 semester. This 
data includes four English writing and composition 
courses for first-year students. Of the four courses, 
three registration codes reflected the intention of 
offering HyFlex and one English course announced 
inclusive attendance in the day one email announce-
ments. There were a total of 75 student participants 
for fall 2022. For the HyFlex courses, there were 58 
student participants. For the in person section with 
inclusive attendance there were 17 student partici-
pants. The Hyflex courses were 15-16 weeks in 
length, and the inclusive attendance, face-to-face 
course offering, was14 weeks in length.  

 
Equipment 

Equipment can vary, but inclusive attendance  
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and HyFlex offerings used a remote webcam in 
spring 2022. Additional equipment was available for 
the second test period, fall 2022. For the spring 2022 
semester test, a remote webcam was the primary 
equipment for inclusive attendance. For the fall se-
mester test, more advanced equipment was available 
in the classroom as well, but the remote webcam 
was the primary tool used throughout the semester. 
The onlineweb conferencing platform, Zoom, was 
utilized for the synchronous course offering. For the 
remote webcam, costs are moderate, and this allows 
more access for classrooms to teach inclusive at-
tendance and HyFlex. The remote webcam used in 
this study was a Logitech webcam, model C925e, 
which has an approximate retail cost of $75, and 
plugs into the front panel port of the classroom 
desktop.  

Additional microphone devices to enhance au-
dio, like a Snowball microphone, can also plug into 
the front panel port for an approximate retail cost of 
$60 to create higher quality audio recordings. For 
the advanced equipment, higher-tech audio devices, 
cameras, and screens are also available. No cost anal-
ysis is available for the higher cost equipment, but 
fewer classrooms are likely to outfit an inclusive at-
tendance and HyFlex classroom. In addition, meas-
urements are not available on whether the remote 
webcam or advanced equipment are most effective 
when teaching, recording, and impacting inclusive-
ness. Whether using a remote webcam or more ad-
vanced equipment, HyFlex and inclusive attendance 
offerings are feasible options. 

 
Data Points Collection 

There are several data points available for both 
the spring 2022 and fall 2022 tests. Data includes 
type of attendance trends (seated, synchronous, and 
asynchronous), number of video views, persistence 
trends (students’ withdrawals and students’ grades), 
and written qualitative student feedback. These data 
points are available for all six classes. 

 
Weekly Best Practices 

All recorded lectures were posted on the Learn-
ing Management System (LMS) before the end of 
the day. At least two emails per week were sent to all 
students to manage expectations. The most com-
mon emails included what was completed during a 
course lecture, what was due for the week, and what 
to expect in the upcoming week. On-time submis-
sions from students received grades within one week 

or sooner; overall, grade updates in the Learning 
Management System were available, so all students 
were aware of their weekly grade status. In addition, 
if students were below a C, they received email com-
munications on their current status and recommen-
dations on next steps. Responses to student emails 
were typically available within 24 hours or sooner. 

 
Results 

Attendance Choices by Type 
For spring 2022, all students signed up for seat-

ed classes and then chose their preferred attendance: 
seated, synchronous, and asynchronous. For fall 
2022, three class codes showed a HyFlex offering 
during student registration, while the other was seat-
ed. When comparing spring 2022 to fall 2022, a 
higher percentage of students attended seated and 
lower percentage choose asynchronous for fall 2022: 
approximately 9% more students chose seated over-
all in fall, over 2% more students chose synchro-
nous, and over 11% fewer students chose asynchro-
nous (Table 3). In all cases, spring and fall, seated 
was the most common attendance choice for the 
first 4-week period: 55.2%-62.6% (Table 3). Howev-
er, asynchronous was the most common attendance 
choice by the 14-16 week period: 79.1%-83.7% 
(Table 3). This is consistent with the findings found 
by Bos, Groeneveld, van Burggen, and Brand-Gruwl 
(2016).  
        An important note is that the three attendance 
choices are not in competition; no one attendance is 
superior to the other. What this does highlight is the 
importance of the inclusive attendance or HyFlex 
format to be equally accessible to all three types of 
attendance for all course weeks. This awareness 
maintains an inclusive environment that serves stu-
dents’ needs overall. 

 
Video Viewing 

In spring 2022, video views revealed when stu-
dents voluntarily mark done after viewing in the 
Learning Management System (LMS). In fall 2022, 
there was a new data storage protocol college-wide, 
causing video views to reveal when students opened 
and viewed a video.  

For spring 2022, video viewing dropped every 
four-week period: 21% for the period ending four 
weeks, 14% for the period ending eight weeks, then 
down 3% to 5% for the last weeks of the semester 
(Figure 1). For fall 2022, video viewing trends did 
not drop as soon or as low for eight weeks of the  
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semester. In fact, video viewing trends were two to 
nearly four times higher for certain periods in fall 
2022: there were 28% video views for the period 
ending eight weeks for fall 2022—double that of 
spring—and 19% video views ending the period 
ending 12 weeks—nearly four times higher than 
spring (Figure 1).  

Overall, fall 2022 video viewing was 7% higher 
than the previous test period: 11% for spring and 
18% for fall (Figure 1). Measurements differ,  
however. The spring 2022 video views measurement 
shows when students voluntarily mark “done” after 
viewing videos in the LMS, and fall 2022 video 
views measurement revealed when students actually 
open the video. Video viewing did not equate to a 
particular attendance choice. No tracking device was 
available to understand the connection to video 
viewing for seated, synchronous, and asynchronous 
post-class meetings. However, when clear instruc-
tions were given that students must see and hear the 
instructor for best results regardless of attendance 
choice, video viewing trends could trend as high as 
nearly 30% for certain periods of time. 
 
C or Better and Withdrawals 

Students earned a C or better between 75% and 
85% of the time during the two test periods. For fall 
2022, the second test period, 10% more students 
earned a C or better than the first test period (Table 
4). In addition, there were more than 3.5 times addi-
tional students in fall 2022: 17 total for spring 2022, 
and 60 total for fall 2022.  

The percentage of withdrawals were higher for 
the second test period. For fall 2022, withdrawals 
were 10% higher than the spring 2022 (Table 
4).  The increase in withdrawals may have a connec-
tion to weekly email reminders to students whose 
grades drop below a C.   

 
Student Qualitative Feedback 

Students provided feedback on inclusive attend-
ance and HyFlex at the beginning of the semester 
and in the last four-week period of the course offer-
ings. Two questions focused on Zoom, recording 
offerings, and email practices. A third question fo-
cused on students’ first-week perceptions of the in-
clusive attendance and HyFlex offerings. Overall, 
student responses were positive. 

In weeks 11 or 12, students filled out an anony-
mous survey on the inclusive attendance and HyFlex 
processes and policies. Two questions focused on 

perceptions of Zoom during face-to-face class meet-
ings and post video views in the Learning Manage-
ment System (Moodle) as well as email communica-
tion:  
1. Please share how attending Zoom Live during 

face-to-face class increased your success. Please 
share how watching the lecture recording after 
the face-to-face meeting increased your suc-
cess.  Did having these options matter to you? 

2. How did the weekly “[what we] did, [what is] due, 
to do” emails work for you? What other email 
notification were or were not helpful? 
Anonymous feedback across both semesters was 

similar for inclusive attendance and HyFlex. The 
student responses, broken down by English inclu-
sive attendance for spring 2022 and English HyFlex 
and inclusive attendance for fall 2022, are similar. 
The common feedback across both test periods for 
question number one is that this is helpful to be able 
to go back to lecture videos for more instruction, to 
be able to balance work and school, to be able to 
access all information, and this increases the ability 
to pass the course.  
 

…Helped me succeed where I have failed in the 
past. 
 
Watching the recorded videos helped me under-
stand what I missed… 
 
…able to join the class basically no matter what 
I had to do…. Some days I was called into work 
early… helped me not fall behind. 
 
Even though I did not attend face-to-face, I was 
able to hear and learn the same things people in 
person did. 
 
…Everything that we did in class was accessible 
to me. 
 
For question two, students most commonly 

viewed email correspondence as giving effective up-
dates and helpful reminders, and helping to priori-
tize tasks.  

 
In some of my other classes, more often than 
not, I was left wondering what it actually was 
that I had to have due by the end of the week. 
These emails helped me keep track of what I 
needed to do and what order I should do each of  
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my assignments. 
 
…help so much to keep me on track. 
 
…very helpful. It was another reminder on what 
I needed to finish. 
 
…very impressed by the organization... especially 
as someone using the Zoom recordings it helped 
me stay on top of… assignments…  
 
…All the emails were helpful, it worked as a 
checklist. 
 
If you weren't there… still knew what happened 
that day. 
 
As of the first week of fall 2022, student percep-

tions for the inclusive attendance and HyFlex offer-
ing were positive. The question to students is “Based 
on what you’ve learned about HyFlex in our first 
class session, how do you anticipate this model will 
help accommodate your specific needs (e.g., work, 
childcare, academic workload, etc.) this term?” Some 
of the most common feedback from students in the 
first week of the course was that stress decreased, it 
allowed them to work, tend to family, complete oth-
er course work and remain in this course; and it alle-
viated transportation concerns. Students perceived 
in the first week of the course that this was a con-
tributor to their success. 

 
…great opportunity to feel a sense of communi-
ty with less stress & pressure.  
 
…I have a lot of personal health issues & often 
find myself feeling extremely weak & tired. …
being able to Zoom in on my bad days will be 
quite helpful.  
 
…an excellent [way] to run a course… It will 
really help[ed] me by being able to get the most 
hours out of my job that I can while also being 
able to be fully participate and not miss any lec-
tures in your class. 
 
… I’m taking classes from two community col-
leges so having a class that I can attend from 
home will allow me to work on all my classes… 
 
…seems super accommodating and if for some 

reason I'm not able to make it to class I have 
both online and recorded options… 
 
…will help to accommodate my needs by allow-
ing me to continue working while my children 
are in school. …will not have to take time off of 
work [in] order to attend classes. …will not have 
to miss any lessons if one of my children gets 
sick or is out of school. 
 
… live about 40 min[utes] away from the 
school… makes it easier for me to also accom-
modate working into my schedule.  
 
…with work and other school commitments it 
can help make certain days more manageable… 
will make class less stressful. 
 
…heavy work schedule and am struggling to af-
ford gas… On top of this, I often am in charge 
of watching my younger siblings, as my parents 
also work…  
 
…help with stress levels in other areas of my 
college experience… not been a student in 27 
years. 
 
Students’ perceptions were positive for inclusive 

attendance and HyFlex within the first week of the 
course, and students’ perceptions remained the same 
once students participated in this offering, by the 11- 
or 12-week period.  

 
Conclusion  

 
Adult students in community colleges continue 

to be at risk of having low persistence when feeling a 
lack of support; however, a hybrid approach to at-
tendance can have a positive impact on students’ 
perspectives. Studies like Bos, Groeneveld, van 
Burggen, and Brand-Gruwl (2016), Skurat Harris et 
al. (2019), and the A-B Tech, spring and fall 2022 
qualitative test demonstrate that it is a reasonable 
consideration to offer a student attendance environ-
ment reflecting choice and inclusiveness to increase 
student success. This creates an environment that 
demonstrates that no one attendance is superior to 
the other throughout the semester to encourage per-
sistence; instruction must be equally accessible to all 
three types of attendance to serve students’ needs. 
Overall, students have the opportunity to attend a  
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course multiple ways with inclusive attendance and 
HyFlex and institutions can offer that flexibility at a 
sustainable cost. By the completion of two test peri-
ods, spring and fall 2022, students were successful 
for a variety of reasons: 11-18% of students watched 
recorded lectures overall, students chose seated 30.6-
39.5% of the time when it best served them, stu-
dents were synchronous 8.5-10.7% of the time and 
were asynchronous 49.7-60.9% of the time when 
being physically seated is less of a necessity (Table 3; 
Figure 1). What is also known is equipment cost was 
sustainable by using a portable webcam for $75 or 
less. For both test periods, students and institutions 
benefited from the flexibility of inclusive attendance 
and HyFlex course formats.    

Another success strategy is the instructor-
student rapport, due to the perception of feeling 
support, as shown in the student surveys. This con-
tributed to students having greater feelings of inclu-
siveness and support. In addition, the feedback on 
rapport provided some clarity on why student per-
sistence was 75-85% in the A-B Tech test periods 
(Table 4). This approach offered instructor availabil- 
ity through multiple avenues to see and hear an in-
structor regardless of the type of attendance 
choice.  Students most commonly shared on the first 
week of the fall 2022 semester that the structure de-
creased stress; allowed them to work a formal job, 
tend to family, complete other course work, and re-
main in the course; and alleviated transportation 
concerns. The common feedback near the end of 
the semester was Zoom and course recordings al-
lowed students to go back to lecture videos for more 
instruction, they were able to balance work and 
school, and they could access all information, all of 
which increased their ability to pass the course. 
Qualitative feedback trends for this two-semester 
test were similar to the conclusions of Skurat Harris 
et al. (2019); when students feel a rapport with their 
instructors, they are more likely to earn a C or bet-
ter. Overall, the majority of students viewed these 

inclusive practices as a contributor to their success 
to complete the course. 

While inclusive attendance and HyFlex fill a gap 
in the community college environment that serves 
non-traditional students, it may not be a fit for all 
course offerings. This test shows positive trends 
from the perspective of English courses, but more 
research can benefit those courses that are success-
ful with face-to-face offerings but find synchronous 
and online offerings limiting.  
________________________________________ 
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Table 1 
Number of Students by Lecture Type 

Lecture Type First 4-week assessment Second 4-week assessment   

 Number Students Percentage 
Students 

Number Students Percentage 
Students 

Face-to-face only 104    26.3% 68   18.6% 

Online only 47   11.9% 107   29.2% 

Supplementer  
(face-to-face and 
online) 

210   53.0% 143    39.1% 

Non-user 35   8.8% 48   13.1% 

Note. Information is based on Bos, Groeneveld, van Burggen, and Brand-Gruwl (2016) research.  

Chart from Payton (2021) white paper (p. 13).  

Table 2 
Face-to-Face and Recorded Lectures Exam Trends  
 

Lecture Type First 4-week assessment 
Exam Performance 

Second 4-week assessment 
Exam Performance  

Face-to-face only 5.22 mean score 
  

5.50 mean score 

Online only 4.80 mean score 
  

5.85 mean score  

Supplementer 
(face-to-face and online) 

6.37 mean score 
  

5.99 mean score   

Non-user 
(Neither attended face-to-face nor 
watched online) 

3.86 mean score 
  

4.24 mean score 

Note. Information is based on Bos, Groeneveld, van Burggen, and Brand-Gruwl (2016) research.  

Chart from Payton (2021) white paper (p. 13).  
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Table 3 
Attendance Choices per Four-Week Periods and Overall  

Course 4-week trends Seated Synchronous Asynchronous 

Spring 2022, 4-week 55.2% 2.2% 42.6% 

Spring 2022, 8-week 34.7% 11.4% 54.0% 

Spring 2022, 12-week 25.9% 10.3% 63.9% 

Spring 2022, 13-16-week 6.6% 9.7% 83.7% 

Total Spring 2022 30.6% 8.5% 60.9% 

Fall 2022, 4-week 62.6% 12.3% 25.1% 

Fall 2022, 8-week 37.1% 13.1% 49.8% 

Fall 2022, 12-week 32.4% 12.6% 55.0% 

Fall 2022, 14-16-week 17.6% 3.3% 79.1% 

Total Fall 2022 39.5% 10.7% 49.7% 

Table 4 
Comparison Spring and Fall 2022 Semesters: C or Better and Withdrawals  

Withdrawals and  
Course Grade 

Spring 2022 Fall 2022  % Difference Fall 2022 

Withdrawals 10% 20% +10% 

C or Better 75%  85% +10% 

Figure 1 
Video Viewing per Four-Week Period, Spring and Fall 2022  
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Student Voices and Transfer Choices: Examining the 

Transfer Process of North Carolina Transfer Students  

Abstract 
The vertical transfer function of higher education 
has resulted in inequitable outcomes, given the 
disparity between community college students who 
intend to transfer to a university to complete a 
bachelor’s degree and those who ultimately com-
plete a bachelor’s degree. Prior work has examined 
the various socio-academic factors that impact ver-
tical transfer outcomes. This qualitative study aims 
to understand how North Carolina transfer stu-
dents make decisions, gather information, and en-
gage in the transfer process. Findings suggest that 
students weigh convenience, cost, and career op-
portunities along the transfer process and navigate 
the process through independent research. Stu-
dents in this study largely self-navigated and relied 
on a few key trusted people to gather information 
and engage in the transfer process. This study am-
plifies the need to center student voices to under-
stand their experiences as they journey through the 
vertical transfer pathway.  

Keywords: vertical transfer, community college, 
transfer student capital  

 
Student Voices and Transfer Choices:  

Examining the Transfer Process of North  
Carolina Transfer Students  

 
Community colleges play an essential role in 

access to and equity within postsecondary educa-
tion due to their open access mission and proximi-
ty to the communities they serve (Birnbaum et al., 
2022; Bragg, 2001). National Student Clearing-
house (2015) data from the 2013-2014 academic 

year indicated that nearly half (46%) of all students 
who earned a bachelor’s degree at a four-year insti-
tution had previously attended community college 
in some capacity. Although the choice to attend a 
community college is complex, price and location 
(proximity to home) are key factors to students’ 
decisions to start at the community college 
(Somers et al., 2006). For minoritized and low so-
cioeconomic students, location and ease of access 
are primary drivers in the college choice process 
(Turley, 2009). Given their proximal access and 
cost, community colleges are often the access 
point to higher education for first-generation, 
Black, Latinx, and low-income students (Schudde 
& Goldrick-Rab, 2015).  

While community colleges provide benefits 
that attract many students, there is a discrepancy 
between transfer intentions and transfer success 
into four-year institutions. More than four out of 
five students who start at a community college 
have bachelor’s degree aspirations, but only about 
one in 13 students transfer and complete a bache-
lor’s degree within six years (Kahlenberg et al., 
2018). Vertical transfer—that is, students transfer-
ring from a community college to a university with 
the intention of eventually earning a bachelor’s 
degree—is a key goal of community colleges; how-
ever, the transfer function has proven to be imper-
fect, resulting in inequity in educational success 
(Schudde & Goldrick-Rab, 2015). Increasingly, 
more students are entering community college 
with transfer intentions, which makes the need to 
assist in successful transfer even more essential 
(Hagedorn et al., 2006). The large divide between  
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those who enter community college with intentions 
to transfer compared to those who successfully 
transfer points to a vertical transfer gap (Taylor & 
Jain, 2017). The gap is even wider for students of 
color. Crisp and Nuñez (2014) refer to Martinez-
Wenzl and Marquez’s term racial transfer gap to ex-
plore inequities in vertical transfer rates based on 
racial identities. There are factors that can contribute 
to the narrowing of the gap between transfer inten-
tions and transfer success. Jain et al. (2011) found 
that prospective transfer students who participated 
in outreach activities where they had the opportunity 
to learn from successful transfer students with simi-
lar racial backgrounds experienced a positive impact. 
As much as there are factors that can contribute to 
success, there are also factors that create barriers to 
success. For example, credit loss, the loss of college 
credits while transferring into a new institution, neg-
atively impacts vertical transfer student success 
(Jenkins & Fink, 2015; Taylor & Jain, 2017). 

North Carolina, the context for the present 
study, is considered an institution-driven transfer 
system (Hodara et al., 2017), in which community 
college students and their academic advisors cannot 
assume that their transfer credit will automatically 
apply in the same way to degrees at different institu-
tions, thus presenting obstacles to smooth transfer 
pathways for students. Indeed, over 40% of North 
Carolina Community College System (NCCCS) 
transfer students to University of North Carolina 
(UNC) campuses follow a primary feeder pattern—
that is, transferring from a community college to the 
most frequent transfer destination university. As 
such, the majority of NCCCS to UNC students do 
not follow a primary feeder pattern (D’Amico et al., 
2022). Furthermore, a higher percentage of students 
transferring from community colleges located in 
economically distressed regions of the state have 
earned an associate in applied science (AAS) degree. 
While AAS degrees are typically associated with 
workforce preparation, they are often not aligned 
with a transfer pathway. As such, transfer students 
on an AAS pathway are not taking full advantage of 
North Carolina’s Comprehensive Articulation 
Agreement (CAA), which is focused on those pursu-
ing traditional transfer degrees such as the associate 
in arts (AA) and associate in science (AS) (D’Amico 
et al., 2021).  

These findings, as well as the limited studies ex-
ploring the behaviors and experiences of North Car-
olina transfer students, demonstrate the need to ex-

pand the work from this initial exploration, through 
which we aim to understand how North Carolina 
transfer students make decisions, gather infor-
mation, and engage in the transfer process. The fol-
lowing research questions guide this study: 
1. How do North Carolina community college pre-

and post-transfer students navigate the transfer 
process? 

2. How do students’ community college and four-
year college experiences inform their transfer 
journeys? 
 

Theoretical Framework 
To guide this study, we examined transfer stu-

dent capital frameworks. Prior research has exam-
ined the various factors that impact vertical transfer 
outcomes, including intentional institutional practic-
es such as outreach, academic skill development, and 
academic advising (Jain et al., 2011). Transfer stu-
dent capital frameworks emphasize the exposure to 
and engagement in academic skills and behaviors 
which help students in the transition to a four-year 
university (Laanan et al., 2010). The vertical transfer 
gap highlights the importance of supporting stu-
dents in gaining specific skills needed to successfully 
navigate the transfer process (Jabbar et al., 2021). 
Laanan et al. (2010) found that community colleges 
provided academic skills that proved to be helpful to 
the students’ academic transfer adjustment.  

Transfer student capital includes four areas that 
assist students in acquiring transfer capital. These 
include experiences with academic advisors, student 
viewpoints on the transfer process, interactions with 
faculty, and the academic study skills learned while 
at community college (Laanan et al., 2010). Commu-
nity colleges can often provide a conducive environ-
ment for gaining transfer capital. For example, the 
smaller class sizes in community colleges contribute 
to more peer and faculty interaction and provide 
space for the development of transfer student capital 
that is carried into students’ four-year university ad-
justment. Pre-transfer students being exposed to 
faculty and advisors from the transfer institution can 
serve as the starting point for students to build their 
transfer student capital (Wang et al., 2020).  

Transfer student capital frameworks also include 
“other engagements with baccalaureate institutions” 
and “transfer-oriented activities at community col-
leges” as other possible ways to develop transfer 
capital (Wang et al., 2020, p. 107). Prior research has 
linked the preexisting social and cultural capital with  
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which students enter community college and trans-
fer capital acquired while at community college. For 
instance, Jabbar et al. (2021) found that when pre-
transfer students attended an institution with strong 
academic and transfer knowledge support, they 
gained transfer capital, regardless of the social capital 
the student had when entering college. On the re-
verse, when there is weak institutional support, it 
creates wider inequalities among students (Jabbar et 
al., 2021). We use transfer student capital frame-
works to contextualize student transfer engagement 
and experiences in this study to extend prior work in 
this area (Jabbar et al., 2021; Laanan, 2007; Laanan 
et al., 2010; Moser, 2013; Rosenburg, 2016). 
 

Methods 
Given the need to better understand the transfer 

experiences and hear the voices of transfer students 
in North Carolina, we conducted an initial study 
with interviews of eight students (four pre-transfer 
and four post-transfer) recruited from two commu-
nity colleges and one public university. This precur-
sor to a larger transfer student study in North Caro-
lina sheds insight into the nuances of individual sto-
ries about educational journeys through the rich de-
scriptions provided in interview data. Beginning with 
a smaller sample also allowed us to fine-tune the 
participant recruitment and interview process. We 
chose a qualitative approach in line with our purpose 
to understand the experiences of North Carolina 
students in depth (Merriam, 2001). We were guided 
by a constructivist epistemology (Charmaz, 2014), 
thus placed importance on understanding the per-
spectives of students in their own words and then  
co-constructing meaning of these experiences 
through our analyses. Specifically, we framed this 
investigation as a case study of transfer in North 
Carolina (Merriam, 2001), in line with our choice to 
recruit information-rich participants embedded with-
in the case—namely, pre- and post-transfer students 
in the state who would be able to tell us about their 
experiences with transfer.  

We used a purposeful sampling strategy 
(Merriam, 2001) to identify pre- and post-transfer 
students at several North Carolina higher education 
institutions who would be able to discuss their col-
lege and transfer experiences with us in semi-
structured interviews. First, we identified two com-
munity colleges and one university located in varying 
geographic contexts (urban and rural) and to which 
we were able to gain access to recruit students. In 

the larger study, we will expand these research sites 
to include institutions throughout the state. College 
gatekeepers such as assessment directors and trans-
fer advisors helped us recruit participants by sharing 
our recruitment message. Interested pre- and post-
transfer students completed a short demographic 
survey and consent form to enroll in the study. Our 
team conducted semi-structured interviews with stu-
dents via Zoom. The goal of the interviews was to 
learn more about how students experienced the 
transfer process (including transfer decisions, infor-
mation, resources, and advising) and how students’ 
social identities informed their transfer journeys. In-
terviews lasted 60-90 minutes, were transcribed ver-
batim, and then were read individually by all research 
team members. Participants who completed the in-
terview received a $50 Amazon gift card as an incen-
tive.  

Participants (Table 1) included four pre-transfer 
and four post-transfer students—two working part-
time, two full-time, and four not employed; six first-
generation college students; two African American, 
one Latinx, one Asian American, and four White; 
five female and three male. Additional significant 
identities shared by some students included disability 
(ADHD), family composition (single parent house-
hold), first language (Spanish, Vietnamese), and sex-
ual orientation (bisexual, homosexual).  

We began data analysis by reading through tran-
scripts individually and creating memos with initial 
impressions of students’ transfer journeys. Then we 
met as a research team to discuss these impressions 
and to construct a matrix as a visual method of ana-
lyzing data (Miles et al., 2014). Each participant was 
represented as a row and each column represented 
areas of interest for the study, such as students’ 
transfer decision-making process, information gath-
ering, and engagement with resources. We built con-
sensus by analyzing the data and identifying themes 
as a team to capture the key ideas shared across the 
eight participants. 

Several strategies to bolster trustworthiness of 
the study were employed. We member checked by 
sharing transcripts with participants and asking them 
to verify or add any missing information. We also 
worked as a research team of four and built consen-
sus around data analysis and the findings presented 
in the paper. We reflected on our individual posi-
tionalities and discussed as a team how our back-
grounds and relationships to college transfer influ-
enced our perspectives. Collectively, our team in-  
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cluded first generation and continuing generation 
college graduates, former transfer students, and cur-
rent and former university and community college 
staff and faculty. In addition, we reflected on how 
our constellations of social identities (e.g., race, eth-
nicity, gender) influenced our perspectives. 

 
Findings  

 
Finding #1: Convenience, cost, and increased 
career aspirations informed students’ decisions 
to enter community college and subsequently 
transfer. 

Whether students entered community college 
after high school or after several years in the work-
force, they detailed how they juggled multiple re-
sponsibilities (primarily family and employment) and 
needed an affordable higher education experience to 
fit their lifestyle, including convenient locations 
close to home and hands-on experience in their cho-
sen fields of study. 

Students valued particular attributes of commu-
nity colleges, namely low costs, small classes, and 
one-on-one instructor contact, which factored into 
their decisions to start their education there. While 
some students embraced online learning due to its 
convenience (and necessity during the global health 
pandemic), others felt they needed more hands-on, 
in-person experiences, depending on their field of 
study. For instance, Vera, a community college cer-
tificate student, underscored the importance of com-
munity college faculty interaction:  

I just really liked the feel that the college had and 
the atmosphere of the teachers. Because we did 
get to interact, not just with the teacher himself, 
but sometimes other professors and stuff would 
come in and it just felt right. 
 
 Low costs and smaller class sizes were noted as 

factors in informing decisions to enter higher educa-
tion at a community college, including for Katrina, 
an AAS community college student:  

It's a lot more economical to go to community 
college first and then transfer in as a junior or 
sophomore even. You save tons of money that 
way. Smaller class sizes and being able to build a 
connection with every person I've had as an in-
structor has been pretty interesting. 
 
Students set goals to transfer early on in their 

time as community college students and, in selecting 

a receiving institution, prioritized cost, program fo-
cus/availability, location, and time to degree. Less 
often did students consider institutional reputation 
or the availability of online courses. For several stu-
dents, transfer was the goal from the beginning of 
their time in community college, although they were 
unsure whether to earn the associate degree prior to 
transfer. Mila, a community college student seeking 
an AA, did not enter community college with the 
intention to earn an AA degree before transferring. 
Mila’s advisor pointed out how close she was to 
graduating and that influenced her decision to com-
plete the associate degree.  

I wasn't really trying to get an associate's. I was 
just trying to get the pre-reqs done that I needed 
in order to be able to get into nursing school. 
That was really the goal when I started, just do-
ing what I had to do. I actually didn't decide to 
finish my associate's until I saw how close I was 
to it when I started back this past summer at [the 
community college] after taking the five-year 
break. 
 
 Conversely, Brenden intended to obtain an as-

sociate degree prior to transferring, but ended up 
transferring to a four-year university short one 
course. He explained:  

So, I did intend to get my associate’s in science 
and then a couple of different semesters I 
dropped a class because I kept trying to take 
more than I wanted. And then I was one class 
short and then I thought I'd just transfer and 
then take a class there. And then my advisors 
told me I'm not allowed to take a class there 
while I'm taking classes at [the university]. So, I 
just never finished that associate’s. I was one 
class short. 
 
Vera, a community college student seeking a cer-

tificate, spoke about her transfer aspirations prior to 
starting at community college: “So from the begin-
ning I knew that I was going to transfer to a univer-
sity. I knew what the goals would be, for how long it 
would take me and what I needed to do to get 
there.” 

Several students were either undecided or not 
aiming to transfer when they began their studies, but 
ultimately chose to enroll at community college due 
to cost savings or a co-admission program. Katrina, 
an AAS student, explained her intentions:  

I originally just wanted to get an associate’s in  



 

North Carolina Community College Journal of Teaching Innovation  ●  Volume 2   ●  Issue 1    31 

IT, and not transfer. I didn't have the plan to 
transfer. But after taking classes there, I've talked 
to some professors, and they've basically told 
me, ‘Yeah. You probably need to transfer to a 
four-year. I think it would be in your best  
interest.’ Because I do pretty well. I've main-
tained a 4.0 since I've there, so I think my advi-
sors have been very encouraging to transfer. 
 
Students also enrolled in co-admission programs. 

Elisa and Kane were not admitted to their intended 
four-year university out of high school, so they 
chose to attend community college first; Kane par-
ticipated in a coordinated transfer program with a 
four-year university. When Kane was a community 
college student, he was admitted into a student 
transfer program that guaranteed admission from 
the community college into a public four-year uni-
versity. The transfer program requirements included 
the plan to complete an AA or AS degree, maintain-
ing a cumulative GPA of at least 3.2, being eligible 
to receive federal aid, and completing no more than 
half of an associate degree at the time of applying. 
Kane felt that the shift to online learning had a di-
rect impact on not fulfilling the transfer program 
requirements and eventually transferring to a differ-
ent university in the UNC System:  

My college plans changed tremendously because 
of the shift to online learning because my last 
semester ... So, I was in the [co-admission pro-
gram] directly after getting my associate’s. And 
the requirements are maintain the 3.2 GPA, do 
all the extra stuff, the community service, all that 
good stuff. So, I did everything except for get-
ting the grades because ... I was taking four clas-
ses, and then I took organic chemistry over the 
summer at community college. And I had to get 
all As in all of those classes in order to maintain 
that 3.2. So, I got all As, except for my American 
government class, and that's because he didn't 
email us ... So, I feel like that's a direct correla-
tion to the online learning because in that class, 
that was a paper class. 
 
The transfer program requirements of Kane and 

Elisa’s co-admission program aligned with the aca-
demic skill development for transfer adjustment pro-
posed by transfer capital theory (Laanan et al., 2010). 
 
 
 

Finding #2: Students primarily relied on them-
selves to navigate community college websites 
and receiving university websites to find infor-
mation about admissions, transfer, and credit 
mobility. 

Most commonly, students used websites for in-
formation gathering. They were skeptical of the ac-
curacy of some information they received, and they 
sought out “legit” information on institutional web-
sites. In the words of Sabrina, “You have too many 
things on the internet now and you don't know 
which one is legit, so it's just nice to go to an official 
website so you have pretty accurate information.” 
Brenden, a university student who transferred prior 
to earning a credential, used institutional websites to 
determine courses designated for transfer:   

I'm a bit stubborn and I never used my advisers 
enough [in community college] and I try to just 
find information myself. So mainly the transfer 
guides and then as I was going through, I was 
looking at those and just looking at what I need-
ed for gen eds. … So, every class I took at com-
munity college, I made sure, I don't remember 
how they signified it, but when you sign up for 
classes, they had a little T or something saying 
they could be transferable. 
 
 Thomas, an AS student, echoed an approach to 

information gathering grounded in self-reliance: “I 
don't like to ask a lot of people that do stuff for me, 
so I just Google it. We'll go on [the community col-
lege] website or [the university’s] website or anything 
like that.”  

In reflecting on credit mobility, students did not 
focus on the role of advisors but instead described 
personal information seeking and the use of web-
sites and portals. Pre-transfer students hoped for the 
best and were confident most credits would transfer, 
while post-transfer students described their ap-
proaches to ensuring credit mobility. Students ex-
pressed awareness of credits that would transfer and 
a rationale for courses they took that would not 
transfer, such as career enhancement, or that count-
ed toward a previous major before switching majors. 
Elisa, a university student who earned the AA prior 
to transfer, noted her purposes for earning extra 
credit beyond what was required:  

For the most part, most of the [credits from af- 
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after that and I was trying to get my legal assis-
tant diploma. I think it was a certificate actually 
for legal assistant and I didn't finish that. It was 
just some computer classes I had to take that 
didn't really transfer.  

Sabrina, who earned an associate in engineering 
(AE) and a certificate prior to transfer, also noted a 
major change as the cause for her excess credit: “I 
have some classes that didn't transfer just because 
my major [at the university] is electrical engineering 
and some of the classes I took at [community col-
lege were] for computer science, some of the pro-
gramming classes didn't transfer.” Looking back on 
his pre-transfer experience, Brenden described the 
need to search for transferable courses when making 
enrollment decisions while in community college:  

I think I was careful to make sure they could all 
transfer, but there's that thing with the biology 
classes because I didn't have the associate’s, they 
transferred as the liberal arts version rather than 
the science version. … Just check what transfers 
before you sign up for classes, I think it's help-
ful.  
 
Katrina, an AAS student, described using the 

web portal for her intended receiving institution to 
understand which courses would transfer:  

Well, currently before I graduate this semester, 
43 of my credits will transfer. That's already on 
my web portal for [baccalaureate institution], and 
I anticipate one more of my classes will transfer 
but I think I have 70 total. So that's a pretty 
good amount that will transfer... I don't think I 
would have taken different classes because all 
those credits were for my associate's for IT and I 
took a lot of software development classes, some 
that won't necessarily transfer, but I feel that was 
a really good choice especially if I'm going to be 
a computer science major because I don't think 
there are a lot of coding classes at [baccalaureate 
institution], not in general like that. So, I think 
that was a good choice. 
 
Katrina’s use of the community college’s web 

portal to analyze credit transferability resonates with 
other students’ use of online resources to navigate 
the transfer process. Online sources, particularly 
search engines (i.e., Google, YouTube), served as 
primary sources for students in this study. 

 
 

Finding #3: Students relied on a few key trusted 
people in the transfer process. 

These trusted people included close family mem-
bers—regardless of their higher education experi-
ences—and advisors at the community college and/
or receiving institutions. In some instances, those 
sources were not necessarily the best positioned to 
offer accurate information. Many students consulted 
with family members on their educational journeys, 
regardless of where or when their family members 
attended college. Sabrina based her university choice 
on a family member’s past attendance: “My cousin 
went to [this university] 20 years ago, but she said 
really good things about it and that's why I chose 
this university.” Meanwhile, Katrina, an AAS stu-
dent, had a more current connection to turn to on 
the transfer journey:  

Well, me and my fiancé are both doing the same 
track, so we've been comparing notes as far as 
transferring and what's required and what we 
need to do. I work with a woman in my depart-
ment [on campus] but she used to work in finan-
cial aid and she's also been a really big help to 
both of us because we've had numerous conver-
sations with her. 
 
Students attempted to identify and build rela-

tionships with advisors (professional and/or faculty 
advisors) and other institutional agents. Various in-
stitutional agents—including but not limited to advi-
sors—could play a pivotal role in students’ transfer 
information and engagement. Some students devel-
oped positive relationships with advisors. For in-
stance, Vera discussed the role of transfer advisors:  

[The transfer advisor at the community college] 
has been very helpful with providing any infor-
mation or giving any resources that I need for 
the information to find what I have to do to get 
the transfer and everything done. Next semester, 
we'll talk about, "Okay, well you have to have 
this to get your transfer.” … I liked that [the col-
lege] was pretty upfront about the transfer. The 
program has been pretty laid out for you. It's 
been kind of easier to follow and hasn't had as 
many “You could go in this direction or this.” 
It's kind of very narrow in the way “This is the 
path. This is where you have to go, what you 
have to take to get there.” 
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Elisa, who earned the AA prior to transfer, rec-
ommended that information be more easily available 
to students:  

I guess from my experience, advice to advisors 
and administration is just to maybe give more 
information out to literally everyone because I 
guess we're not all aware of the options we have. 
Even at a community college, I know there's 
stuff to do and things to get involved in. And 
most of us don't have a clue where to find that 
information. 
 
Still, some advisors were seen as unhelpful or 

lacking knowledge about students’ specific program 
or major. Kane, who earned the AS prior to transfer, 
explained his experience with a faculty advisor:  

So, my initial advisor [in community college] 
wasn't much help. I remember signing up for 
spring classes after my first semester, and he was 
a biology teacher so I'm thinking, “Hey, what 
class do you want me to take? Can you help me 
settle things down?” And he really didn't help 
me do the things that I should've done because I 
should've taken my second physics class that se-
mester. I really did mess up on that. But outside 
of those two instructors I had, I mean I went to 
[transfer program] advisors for a couple of gen-
eral questions or hypotheticals, but I never really 
confided into them the full situation and what to 
do afterwards. 
 
 Meanwhile, Sabrina described receiving incor-

rect information from a transfer advisor prior to her 
transfer:  

[The community college had] regular advisors, 
that is for a student who just wanted to go there 
for two years and take the degree and they don't 
want to transfer. Then they have transfer advi-
sor; they handle everything after your general 
education. I went to talk with one of them and 
she advised me to take the wrong lab class. So, 
after that I had to talk with my professor and 
somehow he became my engineering advisor and 
transfer advisor. 
 
Students’ community college experiences fur-

thered their development of transfer capital (Laanan 
et al., 2011), particularly coursework and close inter-
actions with faculty members. 

 
 

Discussion and Implications 
Findings from this initial study substantiate that 

there is not a “one size fits all” approach for engag-
ing transfer students, given the range of needs, expe-
riences, and goals across diverse student populations 
(Crisp & Nuñez, 2014; Schudde & Goldrick-Rabb, 
2015). Students in this study relied primarily on 
themselves and informal networks to gather infor-
mation and make decisions about the transfer pro-
cess. Students’ experiences detailed in this study cor-
responded with elements of transfer student capital 
(Laanan et al., 2011). Students chose to begin their 
educational journeys at community colleges, reflec-
tive of their backgrounds and needs, as students pri-
oritized low cost, convenient locations, and flexible 
schedules that would integrate with their existing 
responsibilities, such as work and parenting. This 
finding aligns with prior research which suggests 
that location, ease of access, and cost are key drivers 
of enrollment for students who start their postsec-
ondary journeys at community colleges (Birnbaum et 
al., 2022; Somers, 2006).   

Students also used resources including family 
members, community college faculty, advisors, and 
websites to develop specific transfer capital relevant 
to decisions, such as whether to complete the associ-
ate degree prior to transfer, which institution and 
program to enter, and whether to participate in 
transfer-specific programs. Largely, however, stu-
dents relied on themselves to navigate information 
posted online by both community colleges and uni-
versities and on portals to determine credit mobility. 
Portals were particularly used by students who felt 
advisors might not be helpful or might convey inac-
curate information. While such strategies are some-
times successful, this self-reliance on the part of stu-
dents could also increase their credit loss, thus in-
crease students’ time spent and resources used pur-
suing higher education (Jenkins & Fink, 2015; Taylor 
& Jain, 2017). This is particularly troublesome in a 
state system where most students do not follow the 
primary feeder pattern from community college to 
the nearest state university (D’Amico et al., 2022), 
thus multiplying the number of agreements and de-
gree plans that students must navigate, particularly 
for AAS students who are not covered under the 
Comprehensive Articulation Agreement (D’Amico 
et al., 2021). 

These findings provide valuable information for  
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institutions seeking to further the development of 
students’ transfer capital and skills. As is the case in 
North Carolina and similar state policy contexts, the 
transfer process is complicated in an institution-
driven articulation system (Hodara et al., 2017) that 
requires students to know their intended university 
and major by the end of the first 30 credit hours. By 
frontloading and increasing advising touchpoints 
with students to discuss academic and career goals 
early in the process, institutions can improve feasi-
bility of transfer (Wyner et al., 2016). Next, institu-
tions, both at sending and receiving institutions, can 
foster a culture of care in advising by deepening rela-
tionships between students and transfer advisors, 
faculty, and other institutional agents. Doing so sup-
ports suggestions emerging from previous research 
on transfer student success (Jain et al., 2011). 

Students’ intent, aspirations, paths, destination 
universities, and other choices unfold over time. As 
such, regular communication about transfer deci-
sions is necessary to ensure a seamless experience. 
Regularly assessing the usefulness and credibility of 
online transfer resources and maintaining the cur-
rency and relevance of information is also important 
(Schudde et al., 2020). Finally, by recognizing and 
drawing on students’ diverse forms of capital, partic-
ularly those which students of color leverage to navi-
gate social institutions, sending and receiving institu-
tions can be more adequately prepared to serve stu-
dents of diverse backgrounds (Ladson-Billings, 2000; 
Yosso, 2005). 

In terms of methods, we noticed that students 
viewed the interview process as a chance to reflect 
on their transfer journeys. Several students shared 
with us that they prepared to answer questions from 
the interview protocol ahead of time, researched 
transfer pathways, and reflected on their identities to 
share these perspectives during the interviews. In 
this way, the interview itself may be a promising type 
of intervention to promote transfer preparation as 
well as identity reflection. This could potentially be 
used in the future by both scholars and practitioners 
(such as advisors) who seek to have one-on-one 
conversations with students about the big picture of 
their educational aspirations and plans, rather than 
the often transactional and limited-time nature of 
advising each semester for coursework and degree 
milestones. 

Lastly, we hope this study can inspire future re-
search in North Carolina that is relevant to transfer 
as an equity issue. We also call for future research 

that can delve into the transfer experiences of partic-
ular populations of transfer students (e.g., Black and 
Latinx students, immigrant students, LGBTQ+ stu-
dents, disabled students) and recognize the unique 
forms of social and cultural capital they possess that 
can be leveraged as assets in the transfer process.  
________________________________________ 
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Table 1 
Participant Characteristics  

 

__________________________________________________________________________ 
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Name Transfer status First-
generation 
 

Employment 
status 

Race Gender Relational/ 
social identi-
ties 

Brenden Post-transfer No Not employed 
 

White Man, Cis-
gender 

ADHD; bisex-
ual 

Elisa Post-transfer Yes 
 

Not employed Latinx Woman Native lan-
guage 
(Spanish)  

Kane Post-transfer Yes Not employed African Amer-
ican 

Man, Cis-
gender 

Homosexual; 
single parent 
household 

Katrina Pre-transfer Yes Part-time African Amer-
ican 

Woman, Cis-
gender 

 

Mila Pre-transfer No Full-time White Woman  

Sabrina 
 

Post-transfer Yes Full-time Asian Ameri-
can 

Woman National 
origin 
(Vietnam); 
Native lan-
guage 
(Vietnamese) 

Thomas Pre-transfer 
 

Yes 
 

Part-time White Man  

Vera Pre-transfer Yes Not employed White Woman  
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Abstract 
The vertical transfer gap between transfer aspira-
tions and reality is intensified for lower income, 
neotraditional aged, and racially and ethnically mi-
noritized  students. Expanding vertical transfer 
and eventual baccalaureate degree completion is an 
important priority for the state of North Carolina. 
In this exploratory study, we applied a critical 
quantitative lens to examine student identities and 
engagement as determinants of intent to transfer 
among a diverse group of community college stu-
dents in North Carolina, using data from the Com-
munity College Survey of Student Engagement. 
Our findings have implications for transfer policy 
that ensures equitable access to a baccalaureate 
degree and systemic institutional practice that facil-
itates connections with communities traditionally 
underrepresented in terms of postsecondary at-
tainment. 

Keywords: community college students, student 
identities, student engagement, transfer aspira-
tions, North Carolina  

 
The Role of Identities and Engagement in 

the Intent to Transfer Among North Carolina 
Community College Students 

 
Successful vertical transfer of students from 

community colleges to universities can broaden 
participation in higher education and contribute to 
significant workforce demands. Research and na-
tional data have documented the vertical transfer 
gap between transfer aspirations and reality 

(Taylor & Jain, 2017), intensified among lower in-
come, neotraditional aged, and Black, Indigenous, 
and People of Color (BIPOC) students (Crisp & 
Nuñez, 2014; Wood et al., 2011). Although a 
strong majority of community college students (75
-80%) seek to transfer to baccalaureate degree-
granting colleges, only about a third actually do 
(Jenkins & Fink, 2016; Shapiro et al., 2017). Fur-
ther, Asian and White students (about 48%) were 
much more likely to transfer to a baccalaureate 
degree-granting institution than Black (28.4 %) 
and Hispanic (37.2%) students (Shapiro et al., 
2017). According to the National Student Clear-
inghouse Research Center, North Carolina’s com-
munity college transfer-out rate of 23.5% was low-
er than the national average of 31.5% (Shapiro et 
al., 2017). This slightly lower rate is partially due to 
the strong focus on career education in the state’s 
community colleges, but expanding vertical trans-
fer and eventual baccalaureate degree completion 
is an important priority as the state seeks to have 
two million North Carolinians aged 25-44 with a 
credential or degree by 2030 (myFutureNC, 2022). 

In this exploratory study, we applied a critical 
quantitative lens (Gillborn et al., 2018) to examine 
student identities and engagement as determinants 
of intent to transfer among a diverse group of 
community college students in North Carolina, 
using data from the Community College Survey of 
Student Engagement (CCSSE). We examined lo-
gistic regression models separately for three differ-
ent racial/ethnic groups—Black/African Ameri-
can, Hispanic/Latinx, and White—to understand 
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how determinants of predisposition to transfer may 
differ by race/ethnicity. Our findings have implica-
tions for transfer policy that ensures equitable access 
to a baccalaureate degree and systemic institutional 
practice that facilitates connections with communi-
ties traditionally underrepresented in terms of post-
secondary attainment. 

 
Conceptual and Empirical Background 

We drew on scholarship related to engagement, 
persistence, and predisposition to transfer among 
community college students to frame our study. The 
CCSSE and the companion National Survey of Stu-
dent Engagement (NSSE) were built upon the syn-
thesis of previous evidence-based research on effec-
tive practices in higher education: student effort and 
quality of experiences (Pace, 1980), student involve-
ment (Astin, 1984), academic and social integration 
(Tinto, 1993), and principles of good practice in un-
dergraduate education (Chickering & Gamson, 
1987). The CCSSE benchmarks are used to compare 
similar institutions and reflect both institutional 
practices and student behaviors: “active and collabo-
rative learning, academic challenge, student effort, 
student-faculty interaction, and support for learn-
ers” (CCCSE, 2017, p. 1). While researchers have 
used these benchmarks as indicators of individual 
student engagement, past directors of NSSE and 
CCSSE asserted that they should be viewed as indi-
ces of effective practices for institutional improve-
ment, not latent constructs of engagement 
(McCormick & McClenney, 2012). Recent construct 
validity work on the 2017 version of the CCSSE 
(Wang & Bohlig, 2022) found eight student-level 
engagement factors underlying the benchmark and 
other engagement items on the survey. We used 
these engagement factors as variables in our current 
study to reflect more psychometrically sound indica-
tors of student engagement. 

Tinto’s (1993) longitudinal model of institutional 
departure has been a prevalent way of understanding 
student persistence in higher education. While the 
model’s primary focus is on the intellectual and so-
cial integration of students once they attend college, 
their goals and commitments, academic and social 
experiences once in college, and their many pre-
entry attributes are also included. Drawing on other 
research critiquing the adequacy of Tinto’s model 
for understanding the experiences of marginalized 
and neotraditional students, Deil-Amen (2011) ar-
gued for the importance of understanding communi-

ty college students’ perspectives on their own experi-
ence of integration.  In a multi-method study of two
-year community college students in career-related 
programs, Deil-Amen uncovered the notion of 
“socio-academic integrative moments,” fused social 
and academic interactions that play a prominent role 
in two-year students’ sense of connection and moti-
vation to persist. The most common mechanisms 
identified by the students were in-class interactions, 
study groups (formal or spontaneous), social capital-
generating interactions and relationships with insti-
tutional agents (faculty and staff), and consistent 
communication with similar students (e.g., cohort, 
learning community), with academically-relevant 
clubs and activities being less pertinent. Mechanisms 
of socioacademic integration identified in Deil-
Amen’s work are comparable to some of the engage-
ment indicators used in this study.   

Deil-Amen’s (2011) findings emphasized the 
importance of interaction and support from institu-
tional agents to provide validation (Rendón, 1994; 
Rendón et al., 2000) and informational benefits. Fre-
quent interactions with community college faculty 
and other institutional agents are linked to learning, 
persistence, and satisfaction, particularly among BI-
POC students (Lundberg, 2014; Strayhorn & John-
son, 2014; Tovar, 2015). Related more specifically to 
transfer, faculty and staff can provide logistical in-
formation for transfer (Rucks-Ahidiana & Bork, 
2020), promoting transfer self-efficacy (Maliszewski, 
Lukszo & Hayes, 2020). Classroom involvement at 
community college (Schwehm, 2017) and interaction 
and mentoring from faculty (Moser, 2013) can pro-
mote greater adjustment and coping posttransfer.   

Nora and Rendón (1990) used Tinto’s frame-
work to develop a model of community college stu-
dent transfer behavior and attitudes. They found 
that social and academic integration were positively 
related to predisposition to transfer, while ethnic 
background was not related. Citing the low rate of 
vertical transfer among Black men, Wood and Palm-
er (2013; 2016) used Nora and Rendón’s model to 
develop a study of the determinants of predisposi-
tion to transfer among Black male community col-
lege students with secondary data from an earlier 
version of the CCSSE.  They found institutional 
identities (age, first-generation, enrollment intensity, 
developmental education), as well as institutional 
experiences and engagement (credit hours earned, 
hours studying, involvement in extracurricular activi-
ties, active and collaborative learning, use of student  
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services) were related to having transfer as a primary 
goal of attending community college. These findings 
diverged from previous research by evidencing so-
cial integration as a positive predictor of success for 
Black men.  

  Our research builds on the work of Wood and 
Palmer (2013; 2016) by utilizing data from the cur-
rent 2017 version of the CCSSE to examine identi-
ties and engagement experiences as potential deter-
minants of intent to transfer. Gee (2000) proposed 
that an individual’s identity is formed from both self
-conceptions and the perceptions imposed by oth-
ers, including natural (state), institutional (position), 
discursive (trait), and affinity (shared experiences) 
identities. Our current study considered natural, dis-
cursive, and institutional identities ascribed by com-
munity college agents to understand their students 
(Levin et al., 2017). We examined the predictive 
models separately for Black/African American, His-
panic/Latinx, and White students to characterize 
how determinants of predisposition to transfer may 
differ by race/ethnicity due to intersecting marginal-
ized identities and systemic inequities.  

 
Methods 

In this study, we applied a critical quantitative 
approach (López et al., 2018; Stage & Wells, 2014) 
by centering the racial and ethnic identity of com-
munity college students to examine the relationship 
of other intersecting identities and engagement ex-
periences to their transfer predisposition. Critical 
quantitative inquiry combines methodological as-
sumptions of post positivism (hypothesis testing) 
with criticalism to demonstrate inequities in educa-
tion (Stage & Wells, 2014). Guiding tenets of a 
QuantCrit approach acknowledge that while num-
bers and categories are not neutral nor natural, sta-
tistical analyses can play a role in efforts toward so-
cial justice when interpreted from a critical frame-
work (Gillborn et al., 2018).  Our selection of cases, 
variables, and choice to examine the data separately 
for each racial/ethnic group reflect this QuantCrit 
approach.   
Data Source 

The primary data source for this research was 
the Community College Survey of Student Engage-
ment (CCSSE). We obtained a data set of the 2017-
2019 participating North Carolina CCSSE institu-
tions to identify items and scales for use in the study. 
CCSSE is a national survey aimed at identifying ef-
fective educational practices and student behaviors 

that are correlated with student learning and reten-
tion. After updates, the latest CCSSE is the 2017 
version with 47 questions and 124 items. Besides 
demographic information, the main body of the sur-
vey is composed of Likert-type items asking students 
about their college experiences such as the way they 
spend their time; their gains from classes; their rela-
tionships and interactions with faculty, counselors, 
and peers; how the college supports their learning, 
and so on. CCSSE is administered nationally during 
the spring semester through random sampling in 
credit bearing (curriculum) classes in each participat-
ing community college.       
Selection of Cases 

The original data set included over 12,000 cases 
from 25 North Carolina community colleges. We 
first selected responses from participants who iden-
tified as credential seeking and enrolled for at least 
three terms when taking the survey, so that they 
would have had time to engage at their college. Giv-
en our interest in examining the models by race/
ethnicity, we included racial and ethnic categories 
with over 200 cases. Constrained by the available 
number of participants in racial and ethnic groups, 
only Black/African American (n =705), Hispanic/
Latinx (n = 496), and White (n=3,691) student 
groups were included in the initial sample (n= 
4,892). Of these, 56.89% (n=2,783) indicated that a 
goal of attending the community college included 
transfer to a four-year university. The comparison of 
identity information between the total sample and 
the students with transfer intentions is provided in 
Table 1. The percentages of gender, race/ethnicity, 
enrollment status, and developmental education en-
rollment were similar across the two groups. How-
ever, students with vertical transfer aspirations had a 
greater proportion of students aged 18-24, and lower 
proportions of married students and those with de-
pendent children, when compared to students who 
did not express transfer intentions.  

 
Description of Variables 
Independent Variables 

Student Identities. We examined eight varia-
bles that represent natural, discursive, and institu-
tional identities for community college students. 
Gender was included as a natural identity, restricted 
to the categories of man and woman due to insuffi-
cient sample size for those with other gender identi-
ties.  

Discursive identities included married (yes/no),  
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and having children as dependents (yes/no). Institu-
tional identities were enrollment intensity (full-time 
versus part-time), age (traditional versus neotradi-
tional), first-generation college (yes/no), develop-
mental education (yes/no), and English as native 
language (yes/no).    

Engagement Experiences. The model includ-
ed the eight engagement factors identified in previ-
ous validity research on the 2017 CCSSE (Wang & 
Bohlig, 2022): personal development (PDV), interac-
tion with faculty and peers (IFP), higher order think-
ing (HOT), institutional support perceptions (ISP), 
use of advising services (UAS), writing and critical 
thinking (WCT), student effort (SEF), and extracur-
ricular activities (ECA). The scales of the 42 engage-
ment items were variant (0-3, 1-4, 1-5, 1-7), so they 
were rescaled to a common range of 0 to 1. Factor 
scores are sums of the associated rescaled items (see 
Appendix Table A1 for a list of items associated 
with each factor). Three of the engagement variables 
show some alignment with the mechanisms of socio
-academic integration in Deil-Amen’s (2011) work: 
interaction with faculty and peers, institutional sup-
port perceptions, and extracurricular activities.  
Dependent Variable 

Intent to transfer was measured by a single item 
on which students indicated whether transfer to a 
four-year college or university was a goal of attend-
ing the community college (yes/no).  

 
Data Analysis 

In order to understand the extent to which iden-
tities and engagement predict predisposition to 
transfer within the three racial/ethnic groups, we 
conducted binary logistic regression models using 
IBM SPSS 27. We examined the data for missing 
values (all less than 6.5%), and used Little’s (1988) 
MCAR test to determine that data were missing 
completely at random (χ2(258)= 290.87, p=.08). We 
proceeded with listwise deletion considering the in-
complete data would be representative of the entire 
dataset. The final analytic samples for the logistic 
regression analyses are shown in Table 2 (n=4,566). 
All statistical tests were evaluated using the criterion 
of α=0.05. Logistic regression coefficients present 
the change in the log odds of intent to transfer for a 
one unit increase in the predictor variable. The odds 
ratios and confidence intervals were examined to 
provide appropriate interpretation of all statistically 
significant coefficients.  

 

Results 
For all three racial/ethnic groups, the logistic 

regression model correctly classified over 60% of 
cases when comparing predicted to observed values 
of transfer intent (yes/no). This ranged from 64.2% 
among White students to 69.9% among Black/
African American students. Nagelkerke R2 values, 
another indicator of model fit, ranged between .05 
(White) to .19 (Hispanic/Latinx), suggesting the 
model was a better fit for Black/African American 
participant responses. The significant determinants 
related to odds of intent to transfer differed by ra-
cial/ethnic group, as summarized for ease of inter-
pretation in Table 2. The full logistic regression ta-
bles for each racial/ethnic group, including odds 
ratios, statistical significance, and confidence inter-
vals, are shown in the appendix (Tables A2-A4).  

 
Identities 

Among the natural and discursive identity varia-
bles, two significant effects were seen. Hispanic/
Latinx students with dependent children had 54% 
lower odds of intent to transfer than those without 
dependent children, and White married students had 
40% lower odds of transfer intentions than their 
non-married counterparts. Gender was not related 
to transfer intentions for any of the racial/ethnic 
groups. 

Institutional identities were significantly related 
to transfer intention odds for Black/African Ameri-
can and White students, but not for Hispanic/Latinx 
students. The odds of transfer intention for White 
part-time students were 24% higher than for full-
time students.  Neotraditional age students ex-
pressed lower odds of intent to transfer than tradi-
tional aged students for Black/African American 
(62%) and White (34%) students. Similarly, students 
in developmental education had lower odds of trans-
fer intent than those not in developmental education 
(Black/African American=40%; White=19%). Fi-
nally, White first-generation college students had 
25% lower odds of intent to transfer than their con-
tinuing generation counterparts. English as a native 
language was not related to transfer intentions for 
any racial/ethnic group.  

 
Engagement  

Six of the eight engagement indicators had a re-
lationship with intent to transfer in at least one of 
the racial/ethnic groups, while personal develop- 
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ment (PDV) and higher order thinking (HOT) were 
not significant for any group. Because all engage-
ment indicators are continuous in nature, the odds 
ratio can be interpreted as the percentage change in 
intentions to transfer with a single unit change in the 
engagement factor score. Surprisingly, as interaction 
with faculty and peers (IFP) and perceptions of insti-
tutional support (ISP) increased, intent to transfer 
was slightly less likely among White students. For all 
groups, increases in use of advising services (UAS) 
and writing and critical thinking (WCT) were associ-
ated with positive transfer intentions. For White stu-
dents only, greater extracurricular participation 
(ECA) and effort (SEF) were associated with predis-
position to transfer.   
 
Patterns of Identities and Engagement by Ra-
cial/Ethnic Group 

Some patterns can be noted in looking at the 
results within each racial/ethnic group. Two margin-
alized institutional identities (neotraditional age, de-
velopmental education) were associated with lower 
odds of transfer intent for Black/African American 
students, while increased engagement in use of ad-
vising (UAS) and writing and critical thinking (WCT) 
was associated with greater likelihood of transfer 
intent. The model had the fewest significant predic-
tors of intent to transfer for Hispanic/Latinx stu-
dents. Among the various intersecting identities ex-
amined, the only significant predictor of transfer 
intentions was having dependent children. Like their 
Black/African American counterparts, only UAS 
and WCT were related to significant increased likeli-
hood of transfer intentions.  

The model of identities and engagement showed 
the greatest number of statistically significant predic-
tors among White community college students. Four 
marginalized discursive and institutional identities 
(married, neotraditional age, developmental educa-
tion, first-generation) were associated with lower 
odds of transfer, while use of advising services 
(UAS), writing and critical thinking (WCT), extracur-
ricular activities (ECA), and student effort (SEF) 
were associated with higher transfer intention odds. 
Three unexpected results were observed for White 
students’ intent to transfer: part-time enrollment was 
associated with higher odds, while greater interaction 
(IFP) and support (ISP) were related to lower odds.    

  
Discussion and Implications 

The models of predisposition to transfer by ra-

cial/ethnic group suggest that identities and engage-
ment are not uniformly indicative of likelihood to 
transfer among community college students. While 
discursive and institutional identities are neither nat-
ural nor given, they represent the ways that institu-
tional agents classify and categorize students, and 
may have real associations on the experiences of stu-
dents whose identities are marginalized or minori-
tized in higher education institutions. For White and 
Black/African American students, being of neotradi-
tional age (over 24) was associated with lower odds 
of intent to transfer. Further, results showed low-
ered odds of transfer intentions for married White 
students and Hispanic/Latinx students with depend-
ent children. Through a critical lens, these findings 
could suggest a need to better understand structural 
barriers both within and external to the institution 
that can be addressed to permit vertical transfer as-
pirations of adult community college students who 
may benefit from additional skills and credentials at 
the baccalaureate level. A limitation of our study was 
related to insufficient sample size for inclusion of 
certain minoritized racial/ethnic groups (American 
Indian or Alaska Native, Asian) that may have 
unique and nuanced experiences in the NC context. 
Qualitative research to understand the more com-
plex reasons behind students’ intention to transfer in 
relation to their racial and other identities is warrant-
ed and necessary.  

In terms of student engagement, use of advising 
services was universally associated with increased 
likelihood of intent to transfer among CCSSE partic-
ipants in the sample. These findings support previ-
ous research on the importance of advising for stu-
dent persistence and transfer (Fay et al., 2022),      
although the CCSSE variable used in this study does 
not capture the quality and accuracy of advice pro-
vided by institutional agents, which is a limitation. 
We find specific relevance to North Carolina, as the 
state has many assets including a required transfer 
seminar (ACA 122) that embeds transfer guidance.  
However, previous qualitative research based in 
North Carolina has shown that community colleges 
implement varied advising models and that ACA 
122 may not always be entirely focused on transfer 
(Holliday-Millard et al., 2022), and that many stu-
dents are using self-navigation and thus bypassing 
advisors (Miller et al., 2022). Current statewide artic-
ulation agreements are most helpful when students 
and advisors know students’ majors and intended 
universities early in their time in the community col- 
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lege (D’Amico, 2022), Therefore, while transfer in-
tent is associated with advising, it is critically im-
portant to consider the efficacy of current systems 
to make transfer more seamless for prospective ver-
tical transfer students and the advisors who guide 
them. Additional qualitative or mixed methods re-
search on student and advisor perceptions of the 
role of advising in their transfer trajectories would 
illuminate these connections.  

The negative association of faculty and peer in-
teraction and perceptions of institutional support 
with transfer intentions for White students in our 
sample requires further consideration. The 10 items 
included in the IFP variable represent a broad range 
of interactions, from clarifying class grades or con-
tent with the instructor to discussing ideas and hav-
ing serious conversations with peers outside of class, 
and may not adequately capture socioacademic inte-
gration that fosters validation and belonging for 
community college students. Qualitative exploration 
of faculty and peer interactions could help better 
parse out how students view their utility for transfer 
aspirations and success. A further consideration is 
that interaction and support perceptions may have 
some connection to institutional emphasis and/or 
size. Students at larger, transfer-focused institutions 
may experience different opportunities to interact 
than those at smaller mixed or career-focused insti-
tutions. In one recent study, attending a mixed or 
career-focused institution (versus a high transfer in-
stitution) significantly predicted higher perceived 
support among White transfer-seeking students in 
North Carolina (Dika et al., 2022). In other states, 
community colleges with higher than expected trans-
fer rates have demonstrated shared responsibility for 
transfer (Mery & Schiorring, 2011), along with a stu-
dent-centered culture and culturally sensitive leader-
ship (Miller, 2013). Our findings should not discour-
age institutional attempts to increase student-faculty 
and peer-to-peer interactions, particularly those that 
lead students to informational benefits and valida-
tion to navigate the community college environment 
and access vertical transfer pathways.  
________________________________________ 
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Table 1 

Participant Identities for Full Sample and by Transfer Intention Goal 

 
1 Other gender was not explored in the logistic regression analyses due to insufficient numbers when disaggregating into racial/

ethnic groups. 

 Identities 

  

Full sample  

(n=4,892) 

Transfer intention 

(n=2,783) 

No transfer intention 

(n=2,039) 

n % n % n % 

Gender1             

       Men 2,125 43.40% 1,196 43.00% 888 43.60% 

       Women 2,767 56.60% 1,587 57.00% 1,151 56.40% 

Age             

       18-24 years 3,265 66.70% 2,070 74.40% 1,162 57.00% 

       25+ years 1,623 33.20% 711 25.50% 875 42.90% 

Race/ethnicity             

       Black or African American 705 14.40% 429 15.40% 254 12.50% 

       Hispanic or Latinx  496 10.10% 313 11.20% 179 8.80% 

       White 3,691 75.40% 2,041 73.30% 1,606 78.80% 

Enrollment             

       Full-time 3,530 72.20% 2,037 73.20% 1,440 70.60% 

       Part-time 1,362 27.80% 746 26.80% 599 29.40% 

Developmental education 1,313 26.80% 724 26.00% 568 27.90% 

First generation student 1,492 30.50% 771 27.70% 689 33.80% 

Having dependent children 1,044 21.30% 463 16.60% 557 27.30% 

Married 900 18.40% 366 13.20% 519 25.50% 

English not native language 478 9.80% 300 10.80% 170 8.30% 

__________________________________________________________________________ 
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Table 2 

Logistic Regression Model of Transfer Intention Predictors for Student Groups by Race/Ethnicity 

 

*p<.05, ** p<.01, ***p<.001 

Category Predictor 

Significant odds of transfer intention 

Black/ 
African American  

(n=481) 
Hispanic/Latinx 

(n=394) 
White 

(n=3,691) 
Natural and 
discursive 
identities 

Women 
  

- - - 

Married  - - 40% lower odds*** 

Dependent children  - 54% lower odds* - 

Institutional 
identities 

Part-time enrollment - - 24% higher odds* 

Neotraditional age (25 +) 62% lower odds*** - 34% lower odds*** 

Developmental education 40% lower odds* - 19% lower odds* 

First-generation college - - 25% lower odds** 

English not native language - - - 

Engagement 
factors 

Interaction faculty & peers (IFP) - - 12% lower odds*** 

Personal development (PDV) - - - 

Higher order thinking (HOT) - - - 

Institutional support (ISP)     11% lower odds* 

Use of advising services (UAS) 44% higher odds* 32% higher odds* 35% higher odds*** 

Writing & critical thinking (WCT) 55% higher odds* 42% higher odds* 79% higher odds*** 

Extracurricular activities (ECA) - - 39% higher odds** 

Student effort (SEF) - - 18% higher odds* 

Overall model - percent correctly classified 69.9% 68.8% 64.2% 

Table A1 

CCSSE Items Associated with Engagement Factors                                                                       

Engagement Factors                                        Item Descriptions 

 

Personal 

development (PDV) 

How much has your experience at this college contributed to your knowledge, skills, and personal development 

Speaking clearly and effectively 

Thinking critically and analytically 

Writing clearly and effectively 

Working effectively with others 

Learning effectively on your own 

Developing clearer career goals 

Solving numerical problems 

Gaining information about career opportunities 
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Table A1, continued 

CCSSE Items Associated with Engagement Factors                                                                       

Engagement Factors                                        Item Descriptions 

 Interaction with 

faculty and peers 

(IFP) 

How often have you…? 

Discussed ideas from your readings or classes with instructors outside of class 

Worked with classmates outside of class to prepare class assignments 

Discussed grades or assignments with an instructor 

Worked with instructors on activities other than coursework 

Worked with other students on projects during class 

Talked about career plans with an instructor or advisor 

Had serious conversations with students who differ from you 

Asked questions in class or contributed to class discussions 

Discussed ideas from your readings or classes with others outside of class (students, family 

members, co-workers, etc.) 

Tutored or taught other students (paid or voluntary) 

Higher order 

thinking (HOT) 

How much has your college emphasized the following? 

Forming a new idea or understanding from various pieces of information 

Applying theories or concepts to practical problems or in new situations 

Analyzing the basic elements of an idea, experience, or theory 

Making judgements about the value or soundness of information, arguments, or methods 

Using information you have read or heard to perform a new skill 

Institutional 

support (ISP) 

How much does this college emphasize the following? 

Providing the support you need to thrive socially 

Helping you cope with your non-academic responsibilities (work, family, etc.) 

Encouraging contact among students from different economic, social, and racial or ethnic 

backgrounds 

Providing the support you need to help you succeed at this college 

Providing the financial support you need to afford your education 

Use of advising 

services (UAS) 

How often have you used the following services? 

Academic advising/planning 

Career counseling 

Transfer advising/planning 

Financial aid advising 

Writing and critical 

thinking (WCT) 

How often have you? 

Worked on a paper or project that required integrating ideas or information from various 

sources? 

Prepared two or more drafts of a paper or assignment before turning it in? 

Made a class presentation? 

Done: (number...length) of written papers or reports? 
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Table A1, continued 

CCSSE Items Associated with Engagement Factors                                                                       

Engagement Factors                                        Item Descriptions 

 
 
 
 
 
 
 
 
 
 
 
 
 
 

Table A2 

Logistic Regression Model of Transfer Intention Predictors Among Black/African American Community College Students 

(n=705) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

*p<.05, **p<.01, ***p<.001 

Extracurricular 

activities (ECA) 

About how many hours do you spend in a typical seven-day week participating in college-

sponsored activities (organizations, campus publications, student government, intramural sports, 

etc.)? 

How often have you used student organizations service? 

Student effort 

(SEF) 

How often have you used peer or other tutoring service? 

About how many hours do you spend in a typical 7-day week preparing for class (studying, read-

ing, writing, rehearsing, doing homework, etc.)? 

During the current academic year at this college, I have participated in supplemental instruction/

supplemental learning (extra class sessions with the instructor or an experienced student)? 

The extent to which your examinations during the current academic year have challenged you to 

do your best work at this college. 

Category Predictor β SE β Exp(β) (odds ratio) 

        value 95% C.I. 

Natural and discursive 
identities Women 0.08 0.22 1.08 [0.695, 1.673] 

Married -0.20 0.30 0.82 [0.458, 1.460] 

Dependent children -0.36 0.25 0.70 [0.429, 1.139] 

Institutional identities Part-time enrollment -0.26 0.23 0.77 [0.488, 1.214] 

  Neotraditional age (25+) -0.97*** 0.25 0.38 [0.231, 0.618] 

  Developmental education -0.51* 0.22 0.60 [0.387, 0.926] 

  First-generation college -0.23 0.23 0.79 [0.508, 1.238] 

  English not native language 0.89 0.47 2.43 [0.957, 6.146] 

Engagement factors 

  

Personal development -0.03 0.10 0.97 [0.800, 1.168] 

Interaction with faculty & peers -0.12 0.10 0.89 [0.726, 1.086] 

  Higher order thinking -0.12 0.15 0.88 [0.653, 1.197] 

  Institutional support 0.00 0.13 1.00 [0.769, 1.296] 

  Use of advising services 0.36* 0.14 1.44 [1.088, 1.891] 

  Writing & critical thinking 0.44* 0.17 1.55 [1.104, 2.187] 

  Extracurricular activities -0.11 0.26 0.89 [0.538, 1.487] 

  Student effort 0.34 0.19 1.41 [0.973, 2.035] 

  Constant 0.59 0.66 1.80   

Overall model evaluation 
Model chi square χ2(16) = 72.77, p < .001 

Percent correctly classified       69.90%   

  Cox and Snell R2 0.14       

  Nagelkerke R2 0.19       
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Table A3 

Logistic Regression Model of Transfer Intention Predictors Among Hispanic/Latinx Community College Students  

(n=496) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

*p<.05, **p<.01, ***p<.001 

 

Category Predictor β SE β Exp(β) (odds ratio) 

        value 95% C.I. 
Natural and discursive 

identities Women 
0.31 0.23 1.36 [0.859, 2.143] 

Married 
-0.36 0.40 0.70 [0.317, 1.534] 

Dependent children 
-0.77* 0.35 0.46 [0.233, 0.925] 

Institutional identities Part-time enrollment 
0.14 0.25 1.15 [0.699, 1.889] 

  Neotraditional age (25+) 
-0.37 0.35 0.69 [0.349, 1.358] 

  Developmental education 
-0.32 0.26 0.73 [0.435, 1.224] 

  First-generation college 
-0.28 0.27 0.76 [0.451, 1.272] 

  English not native language 
0.24 0.24 1.27 [0.799, 2.02] 

Engagement factors 

  

Personal development 
-0.06 0.11 0.94 [0.761, 1.167] 

Interaction with faculty & peers 
-0.16 0.11 0.85 [0.681, 1.064] 

  Higher order thinking 0.04 0.16 1.04 [0.757, 1.424] 

  Institutional support -0.10 0.15 0.91 [0.678, 1.208] 

  Use of advising services 0.28* 0.14 1.32 [1.005, 1.736] 

  Writing & critical thinking 0.35* 0.18 1.42 [1.007, 2.006] 

  Extracurricular activities -0.12 0.31 0.85 [0.464, 1.558] 

  Student effort 
0.45 0.24 1.57  [0.980, 2.51] 

  Constant 
0.29 0.71 1.34   

Overall model evalua-
tion Model chi square χ2(16) = 41.070, p < .001 

Percent correctly classified       68.80% 
  Cox and Snell R2 0.10       
  

Nagelkerke R2 0.14       
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Table A4 

Logistic Regression Model of Transfer Intention Predictors Among White Community College Students (n=3,691) 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

*p<.05, **p<.01, ***p<.001 

 

Category Predictor β SE β Exp(β) (odds ratio) 

        value 95% C.I. 
Natural and discursive 

identities Women 0.03 0.08 1.03 [0.874, 1.204] 

Married -0.51*** 0.12 0.603 [0.474, 0.767] 

Dependent children -0.01 0.13 0.99 [0.772, 1.268] 

Institutional identities Part-time enrollment 0.21* 0.09 1.24 [1.033, 1.476] 

  Neotraditional age (25+) -0.42*** 0.10 0.66 [0.535, 0.804] 

  Developmental education -0.21* 0.09 0.81 [0.676, 0.976] 

  First-generation college -0.29** 010 0.75 [0.621, 0.904] 

  English not native language 0.344 0.27 1.41 [0.833, 2.388] 

Engagement factors 

  

Personal development -0.07 0.04 0.94 [0.868, 1.008] 

Interaction with faculty & peers -0.13** 0.04 0.88 [0.814, 0.945] 

  Higher order thinking 0.03 0.06 1.03 [0.921, 1.151] 

  Institutional support -0.12* 0.06 0.89 [0.793, 0.988] 

  Use of advising services 0.30*** 0.05 1.35 [1.215, 1.494] 

  Writing & critical thinking 0.58*** 0.07 1.79 [1.577, 2.038] 

  Extracurricular activities 0.33** 0.11 1.39 [1.118, 1.721] 

  Student effort 0.17* 0.07 1.18 [1.026, 1.355] 

  Constant -0.15 0.24 0.86   
Overall model evalua-

tion Model chi square χ2(16) = 276.83, p < .001 

Percent correctly classified       64.20% 
  Cox and Snell R2 0.09       
  

Nagelkerke R2 0.12       

__________________________________________________________________________________ 
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Abstract 
This article will identify the role of minority serving 
institutions in higher education. Historically, the 
need for minority serving institutions arose from a 
lack of educational access due to racial and ethnic 
disparities. Thus minority serving institutions were 
established to bridge educational access for these 
marginalized groups. Consequently, institutions of 
higher education established for African Americans 
in the 1900s were among the first minority serving 
institutions. The difference between the designations 
of minority institutions (MI) and minority serving 
institutions (MSI) will be identified per the US De-
partment of Education. Additionally, seven minority 
serving institution designations that are recognized 
by the US Department of Education will also be 
identified.  

Keywords: minority serving institutions, STEM, 
HBCU, TCU, MSEIP 

 
Minority Serving Institutions Are Vital to the 

Higher Education Landscape 
 

Historically, the need for minority serving insti-
tutions in America arose from a lack of educational 
access due to racial and ethnic disparities. Because 
minorities were denied access to educational institu-
tions on all levels, schools were established to pro-
vide educational access for these marginalized 
groups. Schools established for African Americans 
were the first minority serving institutions to provide 
educational access after the Civil War. The Higher 
Education Act (HEA) of 1965 designated these in-
stitutions as Historically Black Colleges and Univer-

sities which afforded them more resources by ex-
panding institutional access to federal funding and 
programs. Since 1965, the HEA has been amended 
and modified to include access for several more 
marginalized groups. According to the US Depart-
ment of the Interior’s website,  

“Through Presidential Executive Orders and 
special legislation enacted over the past 20 years, 
minority serving institutions have accessed De-
partment funds and leveraged other Depart-
mental resources on behalf of their students and 
communities. These opportunities for MSIs are a 
direct result of the efforts of our office and our 
programs” (Minority Serving Institutions Pro-
gram Section, para. 3).   

Thus, the federal government has helped minority 
serving institutions serve many students and com-
munities that may have been excluded from or se-
verely limited in their pursuit of higher education. 
This article will provide the distinction between mi-
nority institutions and minority serving institutions. 
It will then discuss the role of minority institutions 
in the higher education landscape. 

The term minority institution, according to the US 
Department of Education’s website, means “an in-
stitution of higher education whose enrollment of a 
single minority or a combination of minorities ex-
ceeds 50 percent of the total enrollment” (Minority 
Science and Engineering Improvement Program 
Section, para. 3). This definition applies to the Mi-
nority Science and Engineering Improvement Pro-
gram (MSEIP). According to MSEIP’s web page, it 
“assists predominantly minority institutions in ef-
fecting long-range improvement in science and  
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engineering education programs and increasing the 
flow of underrepresented ethnic minorities, particu-
larly minority women, into science and engineering 
careers” (Program description section). Moreover, 
the minority institution designation may also apply 
to other federal, public, private, or nonprofit minori-
ty programs that use the US Department of Educa-
tion’s definition as a part of their own criteria to de-
termine eligibility. Thus, programs other than 
MSEIP may be recognized as minority serving if 
their statutes or regulations reference the same MI 
definition that MSEIP uses.  

Higher education institutions that lack the 50%
enrollment of a single minority or a combination of 
minorities to be designated as minority institutions 
are recognized by the US Department of Education 
as minority serving institutions. These seven institu-
tions are categorized as Asian American Native 
American Pacific Islander Serving Institution 
(AANAPISI), Alaska Native Native Hawaiian Serv-
ing Institution (ANNH), Hispanic Serving Institu-
tion (HSI), Native American Serving Nontribal In-
stitution (NASNTI), Predominantly Black Institu-
tion (PBI), Tribal College and University (TCU), and 
the list includes some Historically Black Colleges 
and Universities (HBCUs). The percentage of mi-
nority enrollment for an institution to be designated 
as an AANAPISI, ANNH, HSI, NASNTI, or PBI 
ranges from 40% to 10%. However, percentages are 
not used to determine whether an institution is des-
ignated as a TCU or HBCU. To be designated as a 
TCU, an institution must be a member of the Tribal 
Controlled Colleges and Universities Assistance Act 
of 1978. To be designated as a HBCU, an institution 
must have been established prior to 1964. Institu-
tions may also obtain more than one of these desig-
nations if multiple minority groups are present that 
meet the percentage requirements for each group. 
Therefore, designations for minority serving institu-
tions are a result of three factors: enrollment per-
centages (AANAPISI, ANNH, HSI, NASNTI, and 
PBI), legislative initiatives (TCU), and institutional 
origins (HBCU). 

I believe that the need for minority serving insti-
tutions is more prevalent today because of trends 
like challenges to affirmative action across the na-
tion. In the fall of 2022, the Supreme Court of the 
United States began hearing two cases that could 
have major implications for affirmative action across 
the country. Affirmative action seeks to allow quali-
fied individuals access to opportunities that were 

historically denied to them or made virtually impos-
sible to access. In the educational arena, affirmative 
action has opened many institutional doors that 
were essentially closed to qualified minority appli-
cants through blatant racism and/or discrimination. 
If more court cases advance that weaken or eventu-
ally eliminate affirmative action, marginalized groups 
will need supportive institutions that are backed 
(recognized and supported) by the federal govern-
ment. Thus, the significance of minority serving in-
stitutions will increase, because they are instrumental 
in affording educational access to marginalized 
groups. The very existence of minority serving insti-
tutions enables underrepresented and underserved 
Americans the opportunity to obtain valuable cre-
dentials for professional success, personal growth, 
and social mobility.   
________________________________________ 
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Utilizing Robotics for Student Exploration of  

Introductory Chemistry Principles  

Joshua J. S. Marsh 

Abstract 
In chemistry, it can be difficult for students to 

understand the chemical principles of abstract na-
noparticles because they are not visible to the na-
ked eye. While simulation programs exist, these 
two-dimensional simulations only partially allow 
students to participate in inquiry-based investiga-
tions in our three-dimensional laboratories. Sphero 
Mini is a software and hardware suite that enables 
students to observe and investigate nanoscale in-
teractions between abstract atoms and compounds 
on the macroscale. Students can observe these in-
teractions and collect data on robotic interactions 
based on programming the robots to replicate mo-
lecular-level interactions. These technologies also 
present students with a new way of presenting 
their understanding of abstract chemical principles 
by programming robots to interact with one an-
other based on chemistry principles and laws. This 
experiment introduced, for the first time, the ap-
plication of Sphero Mini Robot Balls for students 
to observe molecular-level interactions. The results 
of this experiment demonstrated students increas-
ing their basic-level programming, their under-
standing chemistry principles’ diverse applications, 
and their potential for a deeper conceptual under-
standing of introductory chemistry.  

 
Utilizing Robotics for Student Exploration of 

Introductory Chemistry Principles  
 

Students attending two-year colleges may ex-
perience difficulties when it comes to learning 
principles relating to introductory chemistry 

(Bruck & Bruck, 2018). These difficulties can be 
connected to a litany of issues from the under-
standing of abstract concepts (Makhleh, 1992), 
anxiety, and study habits (Bruck & Bruck, 2018) to 
students’ backgrounds and life experiences (De 
Jong & Taber, 2013). Given these concerns, chem-
istry instructors and researchers have sought ways 
to improve students’ understanding of chemistry 
through project-based learning and the application 
of instructional technologies.  

 
Problem-Based Learning 

To assist students in applying scientific skills, 
they can be presented with real-world problem 
scenarios requiring them to use concepts in their 
course to design a solution (Belt et al., 2002). 
These learning projects have resulted in students’ 
increased attendance, positive views of their chem-
istry courses (McDonnell et al., 2007), and in-
depth understanding (Jansson, 2015). New oppor-
tunities utilizing technology integration into chem-
istry courses in conjunction with problem-based 
learning (PBL) have increased students’ agency 
and ownership of their learning and inquiry-based 
practices (Ramstedt et al., 2016). The following 
section will present how new technology ap-
proaches can be used with PBL to enhance stu-
dents’ learning of chemistry concepts.  

 
Technology Integration in Chemistry 

Utilizing technology for chemistry instruction 
can provide students with new experiences in un-
derstanding chemistry principles (Chen, 2006; 
Salame & Makki, 2021; Spring, 2014). Two- 
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dimensional and three-dimensional simulations pro-
vide new approaches for visualizing chemical inter-
actions previously unavailable for improving stu-
dents’ understanding (Balo et al., 2017). While these 
tools have many benefits for helping students visual-
ize chemical principles, the emergence of robotics 
offers an even more diverse opportunity for stu-
dents in chemistry classrooms (Verner & Revzin, 
2017). 
 
Summary 

Students taking chemistry in a two-year commu-
nity college may face many difficulties completing 
their courses. Researchers have sought ways to in-
crease student motivation and conceptual under-
standing through PBL and technology integration. 
Recent technologies have presented new ways to 
provide students with experiences in chemistry in-
vestigations, such as two-dimensional and three-
dimensional simulations. Further exploration into 
newer technologies may allow students to advance 
their understanding of chemistry concepts. The fol-
lowing section will be used to establish the literature 
around technology integration in the chemistry field 
and how new technologies present new opportuni-
ties for PBL.  

 
Literature Review 

Technology integration in education can provide 
tremendous opportunities to improve student learn-
ing through collaboration (Humble-Thaden, 2011), 
problem-solving (Chen & Howard, 2010), and stu-
dent engagement (Chou et al., 2012). The field of 
chemistry has also seen tremendous advances in 
how technology can be used to extend pedagogical 
practice with applications for content delivery 
(Silverberg et al., 2014), enhanced interactions 
(Morsch & Lewis, 2015), and personalized feedback 
(Ranga, 2018). One of the most critical applications 
of technology in chemistry is allowing students to 
visualize molecular interactions (Spring, 2014). In 
the following sections, I will illustrate how two-
dimensional modeling programs have improved stu-
dents’ understanding of chemical principles and how 
emerging three-dimensional technologies can pro-
vide new research into the field of chemistry instruc-
tional applications. 

 
Two-Dimensional Chemistry Technology 

For this article, two-dimensional technologies 
refer to technologies where content is viewed on a 

screen (i.e., two-dimensional planes such as a com-
puter, laptop, or tablet). These two-dimensional 
technologies have successfully advanced students’ 
understanding of chemistry principles (Salame & 
Makki, 2021; Spring, 2014). For example, students in 
an introductory organic chemistry course who 
viewed computer models of molecular structures 
presented by their instructor showed significantly 
higher scores when compared to their classmates 
who had not seen the models based on pre- and 
post-tests (Springer, 2014). Improvements in learn-
ing and chemistry perceptions were determined for 
introductory chemistry students who completed 
online chemistry simulations (Salame & Makki, 
2021). Students increased their conceptual under-
standing and were provided learning opportunities 
that they would only have received if they had been 
presented with the chemistry simulations (Salame & 
Makki, 2021). Newer technologies have provided 
even more opportunities for enhancing student 
learning, such as implementing virtual reality (VR) 
and augmented reality (AR).  

 
Three-Dimensional Chemistry Technology 

AR provides opportunities for students to inter-
act with chemistry principles, such as molecular ma-
nipulation, in a three-dimensional space (Chen, 
2006). Students can manipulate objects and see 
chemical interactions and molecular structures 
(Chen, 2006). VR also presents students with a virtu-
al environment so that they can interact with virtual 
representations of molecules (Balo et al., 2017), 
equipment (Georgiou, 2007), and locations (Fung, 
2019). The main difference between AR and VR is 
AR involves invoking the use of students’ surround-
ings, while VR is typically administered in an all-
virtual environment. VR also requires using VR 
headsets for students to be fully visually immersed in 
a virtual space. In addition to VR and AR, robotics 
have provided new and promising opportunities in 
chemistry education.  

 
Robotics in Chemistry 

Robotics, in this context, refers to robot-based 
projects, robots in education, or technology-
enhanced learning environments (Curto & Moreno, 
2016; Verner & Revzin, 2017). Previous applications 
of robotics involved students coding electronic de-
vices, such as sensors, automatic titrations, and dis-
pensers, to conduct specific tasks (Verner & Revzin, 
2017). At the time of this publication, robotics in  
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chemistry education are relatively limited to engi-
neering-based applications. However, with the in-
vention of the Sphero Mini Robot Balls to allow stu-
dents to design novel applications of robotics to rep-
resent molecular-level interactions.  
 
Summary 

There have been many applications of technolo-
gy in the field of chemistry. Previous applications 
have revolved around two-dimensional and three-
dimensional simulations. New robotic technologies 
have provided novel applications in the field of 
chemistry and provided opportunities for students 
to be introduced to basic programming and robotics 
design. Sphero technology advances robotics appli-
cations even further to allow students to observe 
molecular-level interactions at the macroscopic level 
for the first time. The following section describes 
the methods used for this experiment and how stu-
dents were assigned work relating to Sphero ro-
bots.   

 
Methods 

The following study was conducted based on a 
mini grant provided by Caldwell Community College 
and Technical Institute (CCC&TI) in 2019. A labor-
atory set of 30 Sphero Mini Robot Balls were pur-
chased utilizing the mini grant from CCC&TI. The 
Sphero Mini Robot Balls included a case and charg-
ing cable, which were used to charge each mini ball 
before each laboratory meeting. Students were able 
to access coding software using the Sphero Edu mo-
bile application. The mobile application was down-
loaded onto students’ devices before the independ-
ent laboratory research project. Students in General 
Chemistry I (CHM 151) were provided with simula-
tions that had been preprogrammed into their Sphe-
ro Mini Robot Balls. General Chemistry II (CHM 
152) students, whose work will be shown in the fol-
lowing sections, were required to develop their ap-
plications of the Sphero Mini Robot Balls based on 
principles they had learned in CHM 151 and utilizing 
the Sphero Edu program building platform. Stu-
dents were familiar with the drag-and-drop coding 
requirements for their projects based on the previ-
ous labs they had conducted with the Sphero Mini 
Robot Balls in CHM 151. The following was the 
prompt provided to students in CHM 152 for the 
research and simulation building projects:  

A local pharmaceutical company needs your help 
in teaching CHM 151 principles to their incom-

ing chemists who need a refresher. They would 
like to use new and advanced robotics to help 
teach their new employees in an engaging, hands
-on way. Your responsibility is to use the Sphero 
Mini Robot Balls and the Sphero Edu program-
ming software to create a hands-on demonstra-
tion of a course learning objective from CHM 
151. You will also upload and present your final 
simulation to a member of the pharmaceutical 
industry to be evaluated on your chemistry 
presentation. Your presentation should include a 
slideshow of the chemical principle you have 
chosen, the code used in your Sphero Edu pro-
gram, a demonstration of the simulation, and 
how you will evaluate students’ knowledge after 
using it. Please submit a rough draft of your re-
search proposal two weeks before conducting 
and creating your simulation. Publish your simu-
lation on the edu.sphero.com website using the 
“Chemistry” tag.  
 
Students were given four weeks to research and 

create their robotic simulation. They then presented 
to a member of the local pharmaceutical industry 
and were evaluated on their presentation. They also 
demonstrated their simulation using the Sphero Mini 
Robot Ball and Sphero Edu mobile applications. 
Students’ simulations were published publicly on the 
Sphero Edu website (Figure 1) for other students 
and Sphero users to employ to investigate chemistry 
principles. These simulations can be found by ac-
cessing edu.sphero.com, clicking “Programs,” and 
searching for the keyword “Chemistry.” All pro-
grams shown in 2019 were provided by students 
from this research investigation.  

 
Results 

The results section for this investigation is 
unique, as I will showcase student presentations and 
simulations created using the Sphero Mini Robot 
Balls and the Sphero Edu program. I will discuss the 
principles the students showed, the codes they used, 
and highlights from their presentations. All students 
in the CHM 152 section completed the project, and 
all had very different applications.  

 
Sphero Edu Website  

Before this research project, only one chemistry-
related program existed on the Sphero Edu website. 
The program had users match up atomic numbers 
with the correct elements from the periodic table by  
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rotating the ball to the correct assigned atomic num-
ber. As a result of this research project, 11 new pro-
grams are now available on the Sphero Edu website 
for chemistry programs. All these new programs 
were submitted by students in the CHM 152 course. 
The following are the results of students’ submis-
sions and research. 
 
Sphero Edu Programs Designed by Students 
Intermolecular Forces and Dipole-Dipole Inter-
actions 

Students used the Sphero Mini Robot Balls to 
show the intermolecular forces between atoms in an 
ionic compound, specifically those interactions relat-
ing to dipole-dipole attractions. The students 
marked the Sphero Mini Robot Balls with a positive 
sign to show the ionic compounds’ partial positive 
and partial negative, and their interaction with an-
other ionic compound. They even used the LED 
lights on the Sphero Mini Robot Balls to show the 
electron density of each molecule (Figure 2). The 
students’ code (Figure 3) consisted of the two Sphe-
ro Mini Robot Balls moving toward each other and 
one of the balls having the proper color to signify 
the electron density.  
Reaction Kinetics 

Students used the Sphero Mini Robot Balls to 
represent the principles of kinetics. In this project, 
students illustrated how changes in variables, such as 
concentration and temperature, could increase the 
reaction rate for a chemical reaction. The Sphero 
Mini Robot Balls emitted blue light and moved 
slower for colder temperatures and emitted red light 
and moved faster for hotter temperatures (Figure 4). 
The students’ code for this project (Figure 5) al-
lowed users to see how these different variables im-
pacted the movement of the Sphero Mini Robot 
Balls.  
Gas Laws, States of Matter, and Osmosis 

Other projects presented by students related to 
showing how pressure affected gas particles (i.e., gas 
laws). Students showed the difference between mol-
ecules in different phases of matter (i.e., solid, liquid, 
and gas) (Figure 6). Sphero Mini Robot Balls were 
also used to show how particles move during the 
osmosis process (i.e., particles moving across a semi-
permeable membrane) (Figure 7).  

 
Diversity in Student Projects 

As shown by the work displayed in the previous 
section, students explored very different projects for 

illustrating chemical principles from states of matter, 
kinetics, gas laws, osmosis, and intermolecular forc-
es. Students only needed to be prompted on how to 
approach the projects within the instructions, as 
shown in the methods section.  

 
Summary 

A variety of applications were designed by stu-
dents for their Sphero projects. Concepts ranged in 
depth and application from osmosis, kinetics, gas 
laws, and intermolecular forces. Students’ codes also 
varied in depth for each project; some projects only 
required minimal coding, while others were much 
more detailed regarding utilizing the different capa-
bilities of the technology. Students could apply the 
robots in ways that had never been applied before 
and upload their work to the Sphero Edu website 
for application into projects by other Sphero users. 
The following section will present the implications 
of students’ work and future research utilizing Sphe-
ro technology.  

 
Discussion and Conclusions 

This experiment was the first application of 
Sphero Mini Robot Balls in community college in-
troductory chemistry courses. This study exhibited 
several findings that relate to applying these tools in 
further research and pedagogical practice. First, stu-
dents can learn basic coding principles through the 
Sphero Edu application software program. Through 
Sphero Edu hardware, students see simulated chemi-
cal interactions and principles for the first time in a 
three-dimensional platform. By applying this tech-
nology to core student learning outcomes for two-
year chemistry programs, there is an opportunity for 
students to gain a deeper understanding of the con-
cepts from these courses for future applications. 

 
Basic Coding Practices 

While not as complex as some forms of coding, 
such as html5, JAVA, or C++, students do get to 
utilize actions that require them to take on beginner-
level drag-and-drop coding. Teaching students 
through drag-and-drop coding techniques has been 
shown to develop positive attitudes toward pro-
gramming and improve student development 
(Kalelioğlu, 2015). Students who utilize coding for 
robotics have also been shown to learn program-
ming faster (Liu et al., 2013). Teaching students to 
program can also impact how students view the 
world and interpret their surroundings (Soloway,  
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1993). Even if students do nothing with program-
ming after this lesson, they have at least been ex-
posed to the processes which govern robotics and 
computer programming. This experiment not only 
introduced coding to students for the first time, but 
it also allowed all students to see programmed mo-
lecular interactions in three dimensions for the first 
time in a real-world environment. 

 
Student Observations of Chemical Interactions 

This experiment was the first time Sphero Mini 
Robot Balls were used in a lab setting to visualize 
chemical processes. Students could showcase the 
movement of molecules due to increased tempera-
ture and pressure to illustrate gas law principles. Stu-
dents were also able to simulate kinetic principles 
and how the rates of chemical reactions are impact-
ed by changing variables, like surface area and con-
centration. The principles of osmosis were also ob-
served by showing how particles can move through 
semipermeable membranes. These applications only 
scratch the surface of the possibility of these tools 
for demonstrating chemical processes. If actual la-
boratory data could be quantifiably transferred to 
programmable operations in the Sphero Mini Robot 
Balls, students would be able to see quantifiable re-
sults. These applications go beyond the current of-
fering of introductory chemistry labs but should be 
considered as we think about innovating and grow-
ing students’ understanding of chemistry. This ex-
periment allows for new levels of conceptual under-
standing that previously had not been considered.  
 
Deep Conceptual Understanding 

By requiring students to program the Sphero 
Mini Robot Balls to replicate molecular-level interac-
tions, students didn’t just talk or present about mo-
lecular-level properties, they had to demonstrate 
them in a novel way. This required students to look 
deeper at the principle they were simulating. As an 
added layer to this project, I had students present to 
an industry known for applying chemical principles 
in the private sector. Giving students the added cri-
teria of defending their work to a practitioner in the 
field only promoted an even closer evaluation of 
their protocols and procedures for their simulations. 
While students’ presentations varied in depth for 
each concept, this will be the first time students pro-
grammed their understanding into a robot, and let us 
hope it will not be the last.  

 

Conclusions 
Sphero Mini Robot Balls were utilized for the 

first time for students to simulate molecular-level 
interactions to illustrate chemical principles. Stu-
dents observed these robots simulating chemical in-
teractions through their programming and project 
designs. This experiment presents a new concept in 
the application of technology in the introductory 
chemistry classroom. This experiment allowed stu-
dents to explore basic coding, diverse applications of 
chemistry, and an in-depth understanding of chemi-
cal principles. Further research could apply Sphero 
Edu technology to various education spaces within 
science, technology, engineering, mathematics, and 
many other fields. This investigation presents a 
unique approach to applying robotics in community 
college pedagogical practice.  
________________________________________ 
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Figure 1 
Sphero Edu Website for Chemistry Programs  

Figure 2 
Image of Dipole-Dipole Interaction between Two Sphero Mini Robot Balls  
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Figure 3 
Students’ Code for Showcasing Dipole-Dipole Interactions  
 

Figure 4 
Sphero Mini Robot Ball Project Showing Blue Color for Colder Temperatures  
 

Figure 5 
Sphero Mini Robot Ball Project Code for Reaction Kinetics  
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Figure 6 
Padlet Presentation Illustrating States of Matter and the Effect of Pressure on Gas Particles  

Figure 7 
Image of Particles Moving Across a Semipermeable Membrane  
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Pedagogical Practice 

 

Self-Care As an Empowering Pedagogical Practice 

Elena M. Fleggas 

Abstract 
As the pandemic forced many individuals' job du-
ties to change dramatically and abruptly in the 
spring of 2020, stress spiked throughout the na-
tion. With so many human, social, economic, and 
political issues flooding television screens and 
headlines at the height of the nation’s very first 
lockdown, many Americans needed self-care argu-
ably more than ever, especially educators who tend 
to have a giving nature and take self-care for grant-
ed. Ultimately, my role as an educator while the 
world was in crisis taught me that jobs like teach-
ing or nursing, which require individuals to give so 
much of their time as well as physical and emo-
tional energy to others, make it difficult to (a) take 
the time to develop a self-care routine or (b) ad-
here to one once it is developed. Students experi-
enced similar stress levels as their instructors dur-
ing the pandemic and needed similar self-care 
practices. Moving forward, teachers and students 
must plan and practice effective self-care strategies 
and techniques to achieve the most beneficial and 
dynamic results in live, hybrid, and online learning 
environments.  

Keywords: self-care, empathy, On Course, track-
ing forms, nursing, Mental Health First Aid, pan-
demic, pedagogy, teacher stress, academic stress, 
teachers, self-manage, professor stress  

 
 
 
 
 

Self-Care As an Empowering  
Pedagogical Practice  

 
I am a first-generation student, so I feel a lot of pressure to 
succeed in my academic pursuits and naturally do not believe 
in myself a lot of the time. I know that I always have the 
fear of failing, so I do not always seek help when I need it. I 
have never had much confidence in my writing ability be-
cause I consistently get high C’s and low B’s, and now I 
realize if I take better care of myself, I will be in a better 
position to perform well in this course and in college in gen-
eral. After practicing my self-care regiment [sic] a few days 
in a row worked on in our tracking sheets, I come to class a 
lot more ready to participate and take notes. I even started 
the rough draft of my essay a week early last night.  

--ENG 112 student, Fall 2022 
 

Introduction of the Problem 
In the spring of 2020, the world stopped. 

Many educators were forced to reevaluate their 
pedagogical techniques and adapt their lesson 
plans to best teach, reach, and help students thrive 
at a distance and behind a computer screen. While 
online teaching is a powerful platform for educa-
tors due to its convenience and flexibility, it also 
comes with its own set of challenges, including 
cyberbullying from students, an extreme sense of 
isolation, technical issues, and health problems due 
to too much screen time and not enough mobility. 
Instructors may become overwhelmed by these 
hardships and mental challenges without adequate 
coping mechanisms and strategies; therefore, edu-
cators and professionals across the nation must set 
forth self-care plans and practices daily to maintain  
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their mental and physical well-being. 
 

Literature Review 
Instructors in academia across the nation are no 

strangers to abrupt challenges ever since COVID-19 
swept its way across the nation, shutting down col-
leges and schools and shifting classrooms to a for-
eign and daunting realm for many educators: the 
online classroom. As Lal & Mouyra (2022) note, 
“The COVID-19 pandemic has transformed the ed-
ucation sector [as] online learning/teaching is an in-
tegral part of the new normal…30% of US students 
are taking at least one online course” (p. 115). Due 
to the benefits of both synchronous and asynchro-
nous classrooms, some students prefer to learn 
online. In synchronous teaching, teachers deliver live 
lectures to students, whereas in asynchronous teach-
ing, lecturers upload their content to online plat-
forms and students interact with it at their conven-
ience (Lal & Mouyra, 2022, p. 115). The platform 
affords equal convenience for faculty. It allows mo-
bility and flexibility, and instructors can often opt to 
teach online when and if it suits them.  

Despite the benefits and flexibility of synchro-
nous and asynchronous learning, studies have shown 
that online learning has caused educators and learn-
ers a lot of trouble and anxiety, leading them to need 
self-care more than ever before. Post pandemic, the 
key challenges of teaching are now classified into 
three categories: “technological challenges, social 
challenges, and pedagogical challenges” (Lal & 
Mouyra, 2022, p. 115). Notably, a pedagogical chal-
lenge in online teaching is retaining students’ atten-
tion. It is easy for students to lose interest without 
dynamic, diverse, and engaging materials. Nonethe-
less, when COVID-19 hit, professors immediately 
had to find innovative ways to address, or at least 
remedy, this major retention problem (Lal & Mouy-
ra, 2022, p. 115). Online innovative teaching meth-
ods are extremely difficult and time consuming to 
develop, and they lead to a series of technological 
challenges (narrated presentations, prerecorded and 
captioned instructional videos, game-based online 
teaching, and discussion forums, to name only a few 
examples), which potentially make deploying these 
materials that much more stressful and daunting to 
faculty. In the spring of 2020, educators were strug-
gling with loneliness and isolation not only because 
of disconnections from their colleagues and stu-
dents, but also the abrupt disruption of the semester 
from live to online instruction, all of which caused 

major challenges in developing new, effective mate-
rials. Further, increased screen time can impose 
“‘computer related physical stress’ such as back 
problems, dry eyes or strains, and carpal tunnel syn-
drome” (Idris et al., 2021, p. 2).  

Already, live lecturers must figure out how to 
manage their professional careers, administrative 
work, personal lives, and social lives (Miguel et al., 
2021, p. 2). In the context of teaching alone, they 
must possess a wide range of research and adaptabil-
ity skills and constantly keep themselves up-to-date 
on effective pedagogical techniques. As Miguel et al. 
(2021) note, these “stressors” can result in 
“burnout” when they are persistent and not coupled 
with effective compensation mechanisms. Students 
who demand a lot of time and emotional effort are 
cited by Miguel et al. as the key catalyzers for profes-
sor burnout. Professor burnout was inevitable dur-
ing the pandemic. To come to some sort of conclu-
sion about how to teach online effectively in the 
spring of 2020, professors had to conduct a tremen-
dous amount of research on online pedagogy on top 
of the research they already conduct for their various 
other responsibilities. Teaching workloads more 
than doubled, leaving little time for other activities 
outside of work —a mental health recipe for disas-
ter. 

Miguel et al. conducted an extensive cross-
sectional, quantitative, qualitative, and analytical 
online study on the issues surrounding lecturers in 
the medical field and the challenges they faced 
throughout online teaching in the pandemic. Their 
research ultimately concluded that:  

the process of planning, preparing, and develop-
ing a fully online higher education course is esti-
mated to take between six to nine months and 
require around three iterations to become effec-
tive. The minimal resources and urgency associ-
ated with quick approaches to online learning [in 
response to the pandemic] decrease[d] its quality. 
(Miguel et al., 2021, p. 2)  
Additionally, ever since the pandemic, the severi-

ty of burnout can be even higher for teachers than 
for health care professionals and those in other 
stressful fields because not only is “teaching…
considered to be a high-risk job” (Miguel et al., 
2021, p. 2,), but due to the need to prepare new, ef-
fective, innovative materials (educators were certain-
ly not afforded the luxury of no job changes during 
the pandemic), many educators were left feeling 
burned out with angry and sad emotions. Negative  
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feelings like this can, of course, potentially, and dan-
gerously spiral into “somatic symptoms such as 
sleep disorders, headaches, gastrointestinal prob-
lems, alcohol, and drug abuse” (Miguel et al., 2021, 
p. 2). Having witnessed many faculty members re-
sign either during or post pandemic and hearing sto-
ries of faculty with new addiction problems and 
healthcare needs—both physical and mental—these 
realities are not surprising at all. 

 
My Personal Experiences 

Having never taught online until the COVID-19 
pandemic hit, my first day as an online instructor 
was filled with a sense of shock, loneliness, lack of 
direction, and confusion as to how I would develop 
an in-person composition course to be equally as 
effective as an online course, midsemester and im-
mediately. It is no surprise, then, that my mental 
health was worse than ever. I developed a height-
ened sense of anxiety and depression in an online 
setting as I did my best to prioritize being a leader 
and resource to my students, and I learned the hard 
way that the work from home environment as a pro-
fessor stripped me of my work-life boundaries. 
While I likely developed the unhealthy habit of over-
working because of my resolute work ethic and my 
desire to best teach, reach, and help students suc-
ceed, I had also never developed a curriculum online 
before. Consequently, I found myself working until 
10:00 p.m. most nights, including weekends. I also 
grew to neglect my psychological and physical needs, 
successfully failing to exercise, rest effectively, or eat 
healthily, let alone enough. At the same time, I was 
not interacting as much with my friends and family 
as I normally would have been had my schedule and 
job duties not been drastically altered by the pan-
demic.  

Until late every night, I worked on Microsoft 
Teams with students, putting my energy and focus 
into being the best instructor I could be for them 
before I was the best me I could be for myself. Due 
to my desire to care for my students, I had my prior-
ities in the wrong order. I prioritized making sure 
they would not fall behind in an online class (a for-
mat also new to many of them) before meeting my 
own physical and mental health needs. Although I 
had heard about self-care techniques as consistent 
practices, I had no idea that, even though the act 
may sound selfish, self-care has nothing to do with 
selfishness. In fact, my eventual self-care regime 
ended up being not driven by selfish desires or out-

comes at all. The practice of self-care itself exists to 
help educators operate in a way that prevents them 
from suffering from what I did: employee burnout. 
Employee burnout is defined by The World Health Or-
ganization (2019) as a syndrome conceptualized as 
resulting from chronic workplace stress that has not 
been successfully managed. It is characterized by 
three dimensions: feelings of energy depletion or 
exhaustion, increased mental distance from one’s 
job, or feelings of negativism or cynicism related to 
one's job.  

Employee burnout, in turn, can “lead to signifi-
cant consequences, which may include but are not 
limited to…depression, anxiety, resentment and a 
whole host of other negative implictions” (Glowiak, 
2020). Many of these emotions and struggles I felt as 
I worked overtime and pushed my body, mind, and 
spirit beyond their natural limits.  

Since being vaccinated, however, I have com-
pleted trainings such as On Course and the Mental 
Health First Aid training which made clear to me the 
following truth: to be the best educator possible to 
my students, I must first practice self-care, especially 
after receiving so much student criticism, which I 
found was also heighted during the initial era of the 
pandemic in the spring of 2020. To help fellow edu-
cators figure out how to best take care of them-
selves, I will provide examples of self-care practices 
that have proven useful in my own life. Next, I will 
outline how best to encourage students to practice 
individualized forms of self-care to ensure the class-
room environment is as collegial as possible post 
pandemic. My hope is that with these strategies, edu-
cators and students alike can prioritize their mental 
health in academia, an ever-changing field with 
equally ever-changing challenges. 

 
Background 

  Often heightened in an online setting, student 
criticism is a tough, painful facet of being a lecturer. 
Regardless, many educators like me choose to en-
gage with student criticism and negative feedback of 
all forms. After all, poor feedback gives educators a 
chance to strengthen their course design from an 
accessibility and organizational standpoint if taken 
and given seriously, and with a respectful tone. Be-
cause I had never been given any feedback on a for-
mal online course, I relied on student assessments 
more than ever when the pandemic hit in the spring 
of 2020. I collected student feedback by way of met-
acognitive reflections—ones that ask students que- 
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stions that prompt them to autonomously conclude 
how to develop “effective study strategies, how to 
monitor their progress, and how to self-evaluate” 
(Gamby & Bauer, 2022, p. 2). In my Writing and 
Inquiry (ENG 111) as well as Writing and Research 
Across the Disciplines (ENG 112) courses, for ex-
ample, I asked students a series of questions (one 
series adaptation provided below) after teaching 
them for three consecutive class periods on the ma-
jor assignments which weighed the most on their 
final grades. I adapted my questions from Paige 
Tutt’s (2021) article, “5 Metacognitive Questions for 
Students Learning New Material.” Those I provided 
to my Writing and Inquiry students regarding their 
first major essay, a personal argument paper, includ-
ed the following: 
• What stands out to me the most about the es-

say’s prompt, prewriting, and the instructor’s 
feedback so far? 

• What follow-up questions do I have? Do any of 
my instructor’s comments make me wonder any-
thing about the assignment still? 

• Why is taking this stance in this essay important 
to me, and most importantly, why have I taken 
the stance I have?  
In addition to designing and distributing meta-

cognitive reflections through these writing respons-
es, I also collected responses from online surveys 
and polls after I attempted to adapt my live lesson 
plans into effective asynchronous online ones.  

  In hopes of strengthening my course assign-
ments, instructional videos, and rubrics based on 
student reflections, in mid-April of 2020 I scrolled 
through students’ answers. I was stunned at what I 
found. Students were the harshest I have ever seen, 
leaving feedback not on the course content but in-
stead on the anger they felt about their semesters 
being abruptly moved online. Ultimately, as students 
sent me constant emails regarding their dissatisfac-
tion with the online learning environment, what I 
was witnessing and experiencing was cyberbullying, 
a form of bullying where “…aggressive language is 
one of the primary means used to communicate with 
others, provoking embarrassment, hurt, and/or psy-
chological harm” (Pereira et al., 2022, p. 111). 
Cyberbullying is naturally increased in an online en-
vironment, a reality I could have predicted but had 
not experienced. Online exchanges and relationships 
are quite different from face-to-face ones due to the 
context and setting of an online classroom, “espec-
ially since pseudonymity and anonymity enable 

[students] to be more disinhibited” (Pereira et al., 
2022, p. 113). The confidence felt behind a blocked 
video camera call or computer screen did not stop 
with students, either. Parents even called me on stu-
dents' Teams accounts to pressure me to increase 
student grade point averages.  

  Regardless of these poor evaluations and parental 
pressure, I did and do respect my students, even 
when they expose me to feedback that is not condu-
cive to the learning environment or my teaching 
style. There was also a flipside to their negative feed-
back. I was inspired to further revamp some of my 
pedagogical approaches to ensure students were bet-
ter equipped to communicate and engage with oth-
ers respectfully, even when they disagreed with oth-
ers’ ideas or when they were feeling depressed or 
anxious. I also encouraged my students to engage in 
self-care in order to operate in a way that was 
healthy and allowed them to meet their full academic 
potential.  

As noted by Mental Health America (2022) in 
“Teachers: Protecting Your Mental Health,” in order 
to perform in a healthy, alert, serviceable way, “[pro-
fessors and students should] get at least seven hours 
of sleep, eat a nutritious diet, spend time outside, 
and exercise regularly…[not forgetting] to work in 
some other self-care activities like journaling or 
meditation.” The article recognizes that self-care 
“can be hard to do” between the myriad responsibil-
ities of teaching, like creating lesson plans, meeting 
with students, and actually teaching. There is also no 
shortage of activities and obligations beyond the 
classroom for professors. To become an associate 
professor this past November, for instance, I led 
multiple student clubs, directed the college’s Honors 
in Action project, founded and chartered an English 
honor society at my campus, published articles and 
book reviews, and organized and led community 
service events, to begin the list. For me and others 
who are also trying to achieve faculty rank in the 
community college system, self-care over the next 
few years will be crucial, especially considering the 
reality that for educators all over the nation, the 
work is getting harder and the stress is growing 
more difficult to shake off. In fact, since 2020, there 
have been a plethora of articles published by schol-
ars and educators about teacher stress, or “unplea– 
sant emotions that result from aspects of [an educa-
tor’s] work, particularly when their work demands 
exceed their available resources or ability to 
cope” (Sanetti et al., 2022, p. 4). Surveys have even  
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found that:  
teachers are tied with nurses in having the high-
est rates of daily stress among occupations, with 
nearly 59% of respondents reporting significant 
stress at least several days per week. Teachers’ 
chronic stress results in negative outcomes for 
both teachers and their students. Chronically 
stressed teachers are less likely to use evidence-
based classroom management and instructional 
strategies, more likely to experience physical and 
psychological health problems, and more likely 
to leave the field of education prior to retire-
ment. [Additionally,] students of chronically 
stressed teachers are more likely to demonstrate 
disruptive behaviors...associated with the stress 
response. (Sanetti et al., 2022, pp. 1-2) 
Because educators, much like nurses, may come 

to see caring for their students not only as a central 
part of their jobs but also their identity, it can be dif-
ficult to develop routines and regimens that priori-
tize one’s own well-being first. Ultimately, it can be 
difficult to develop an effective self-care routine, let 
alone one at all. Not only did I struggle to have a 
formal self-care regime during the pandemic, but I 
also did not understand how important self-care was 
to one’s entire being, and, since I was new to online 
teaching, I neglected my mental health severely to 
put performing my best as an online teacher first. I 
struggled to find time to engage in activities that feel 
like self-care to me, such as art, spending time with 
my nephews, cooking, exercising, and writing. If ac-
tivities like these do not sound soothing, it is im-
portant to note that self-care looks different for eve-
ryone, and it can even look like simply “re-engag
[ing] with enriching or restorative creative activities, 
hobbies, or interests [one] may have set aside due to 
study or work” (Kelly et al., 2022, p. 302). Having a 
set daily plan for self-care made it much easier to 
adhere to it consistently, and I approached it as a fun 
project where I mapped out each part of my self-
care regime one at a time. Next, I made a vow to 
stick with this routine each day regardless of how 
demanding online, seated, and/or hybrid teaching 
became.  

I challenge educators and professionals of all 
kinds to stop right now and write down at least three 
activities that will bring them a sense of ease and 
comfort as well as help them to manage stress levels, 
especially as an educator, or as a student, or both 
(being both is incredibly difficult). Remember,  

[e]ngaging in a self-care routine has 

been clinically proven to reduce or eliminate 
anxiety and depression, reduce stress, increase 
happiness, and more. It can help [educators] 
adapt to changes, build strong relationships, and 
recover from setbacks. In a national survey, 
Americans cited benefits of self-care as: en-
hanced self-confidence (64%), increased produc-
tivity (67%), happiness (71%). (National Council 
for Mental Wellbeing, 2022)  
Also, educators should stop and ask themselves: 

What does self-care look like to me, and am I engag-
ing with it enough each day? How can I better make 
the time to implement self-care into my daily sched-
ule and routine, even if it means I must do it with 
other people? Try to view these self-care practices 
not as outcomes, but as strategies to hone and work 
on each day to become a better educator.  

 
The Importance of Empathy and Encouraging 

Students to Practice Self-Care 
  Self-care is equally as important for students as 

it is for educators to practice consistently. From talk-
ing to students throughout the lockdown, I learned 
that I was not the only one with heighted anxiety 
and depression. My students revealed this to me by 
way of personal stories. However, to validate this 
reality further, shortly after the pandemic hit in the 
spring of 2020, a study revealed struggles of online 
students, especially ones who did not choose to pur-
sue an online education but had one forced upon 
them abruptly instead. These struggles included: 

(a) feeling a lack of institutional support, (b) 
lacking motivation, (c) feeling the stress of living 
and working at home, (d) physical discomfort of 
working with unsuitable facilities at home and, 
for students , (e) the perception that professors 
were not willing or able to use online platforms 
(Filho et al., 2020, p. 12).  

Similarly, an early fall survey conducted by The As-
sociation for University and College Counseling re-
ported “an increase in students experiencing anxiety, 
loneliness, and other difficulties, suggesting that alt-
hough fewer students are seeking help, those who 
do are in greater distress” (Parry, 2021). Symptoms 
like loneliness have long been linked as a cause for 
bullying, and ultimately “lonely, depressed kids are 
more likely to bully” (Blair, 2019). As I listened to 
students' struggles with anxiety, forms of bullying 
(even in their classes), loneliness, and other frustra-
tions with the online learning environment, I sought 
to be empathetic toward them, having witnessed and  
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experienced empathy's benefits time and time again. 
I am best able to express empathy when I have per-
formed my self-care routine. As this allows me to be 
in a healthy mindset and perform at my best as an 
educator, I can continue to shine the light of com-
passion by finding a healthy balance between taking 
care of myself and taking care of my students. 

  When students are in distress, I have found 
that empathy is an incredibly powerful tool as an 
educator, and I believe it is important for teachers to 
be patient with and empathize with students when 
they are at their worst, while also taking time to take 
care of themselves. In my experiences, too, students 
are more likely to communicate to me if they are 
stressed out, feeling anxious or depressed, or even in 
crisis if I effectively exhibit forms of empathy. There 
are two forms of empathy that have proven effective 
in allowing students to communicate their struggles 
to me, which allows me, in turn, to provide them 
with the resources and assistance they need to suc-
ceed and improve in my class. Affective empathy is 
“defined as the ability to experience the feeling of 
another person,” and cognitive empathy is “the ability 
to understand the emotions and perspective of oth-
ers” (Johander et al., 2022, p. 1570). I find, however, 
that unless I am intellectually and cognitively well—
which “can come from reading, studying, traveling, 
and the exposure to media” (Miller & Foster, 2010, 
p. 15)—I am unable to give students my best empa-
thetic approach, offer helpful feedback, lecture in an 
alert fashion, or even manage emails effectively. 
Therefore, I now carve out time each day to ensure I 
practice activities that engage me intellectually and 
cognitively but that are not work related, such as 
reading; exercising; cooking; crafting; sending posi-
tive, decorated letters to friends; and exposing my-
self to positive media. It is equally as important to 
instill in students a series of strategies which permit 
them to take care of themselves but also be empa-
thetic to others, especially when it becomes clear 
students are dissatisfied with their educational expe-
rience and/or begin lashing out at instructors and 
others. 

 
Implementing Self-Care into a Daily Routine 

  To encourage students to develop a self-care 
routine, in my ENG 111 and ENG 112 courses, I 
teach a brief lesson on the definition of self-care and 
individualize its purpose to the writing process. 
Next, I pass out tracking forms and explain their 
purpose prior to having students fill them out, a 

technique I learned about in On Course training in 
the fall of 2022. Tracking forms permit students to 
track their progress throughout the writing process 
by way of charting out a long-term goal, a series of 
short-term goals to be accomplished throughout the 
semester, and a series of both outer and inner action 
steps to achieve these goals (On Course, 2022). See 
Appendix A, which shows the tracking form origi-
nally given to me in the On Course workshop. This 
approach can, of course, be adapted to one’s own 
self-care plan as well as to any other discipline. For 
instance, in my composition courses, the document 
provided requires students to reflect on their goals 
as they chart out and plan their writing process for 
major assignments. See Appendix B, for example, to 
see how and in what way instructors may individual-
ize this process and assignment to a discipline spe-
cific course.  

As shown in the quote at the start of this article, 
the tracking forms have proven to be extremely ef-
fective. To ensure that students engage with their 
tracking forms in a way that is most conducive to 
their success, I allot about five minutes at the start 
of my composition courses each week to let students 
fill out their forms silently. Since students are often 
afraid of upsetting their professors, I tell them I 
won't look at their tracking sheets unless they ask 
me to do so. Instead, students share their tracking 
form responses with their peers after a few weeks, 
ultimately charting out strategies for success for one 
another throughout their college careers. 

 
Discussion and Conclusion 

Educators and students alike benefit from prac-
ticing self-care. Despite the fact that teachers and 
students were abruptly moved to the online environ-
ment as a result of the pandemic, studies and per-
sonal experiences have demonstrated that students 
can overcome setbacks not only in their personal 
lives but also in their academic lives if they practice 
self-care on a daily basis. Making time for self-care 
in an educator’s life is challenging, but the produc-
tivity of the classroom depends on students and edu-
cators taking self-care more seriously than ever be-
fore.  
________________________________________ 
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Appendix A 
 
Tracking Form A – General Tracking Form 

 
Role: 
Dream: 
Long-Term Goal: 
Short-Term Goals (to be completed this semester): 
1. 
2. 
3. 
4. 

 Outer Action Steps     Dates 

 
 
 
 
 
 
 
 

Inner Action Steps     Dates  
 

 

 

               

               

               

               

               

               

               

               

               

               

__________________________________________________________________________ 
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Appendix B 
 
Tracking Form B – Individualized to Composition Course 
 
Name: 
 
Long-Term Goal for Paper 2 (other than earn a good grade): 
 
Short-Term Goals (to be accomplished prior to paper 2’s due date to help you accomplish your long-
term Goal): 
 
Note: As you fill out this chart, be as honest as possible, since I will not be looking at it unless you would like 
me to. You will instead just share this with a peer in a few class periods to track and reflect upon one an-
other’s progress. Lastly, you and a peer will use this as a tool to help you reevaluate your current technique in 
the course to best enhance your own success. Consider using symbols as you fill this chart out, such as check 
marks; notes like “yes,” or “not yet, but I plan to _____”; etc. You will be using the first five minutes of each 
class period to fill out this tracking form for the next few class periods, so be sure that you keep this form 
with you and do not lose it. 
 
OUTER Action Steps       Dates  

 
INNER Action Steps       Dates  

 

Collaboration with peers in class      

Active listening and notetaking in 

class 

     

Staying on task when permitted to 

use electronics in class for drafting 

workshops 

     

Asking questions when I do not 

understand something in English 

class  

     

Say my affirmations learned during 

the circle activity  

     

Talk more positively about English 

class and college  

     

Dispute my inner critic       

Visualize asking questions in Eng-

lish class  

     

Use proactive language. For exam-

ple, rather than saying, “If only I 

had a better writing approach …” 

or “If I had a better grasp of the 

assignment …,” the proactive 

speaker says, “I may not have had a 

good writing approach in the past, 

but I'm looking to develop a more 

productive approach in the future.” 

     

Relax a few minutes before begin-

ning an assignment  
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Book Review 

You Belong in College: A Review of Inclusive  

Teaching: Strategies for Promoting Equity in the 

College Classroom by Kelly A. Hogan and Viji Sathy  

Elizabeth A. Watson 

Abstract 
A review of Inclusive Teaching: Strategies for Promoting 
Equity in the College Classroom by Kelly A. Hogan 
and Viji Sathy (2022) concludes that this title is a 
recommended resource. Inclusive Teaching: Strategies 
for Promoting Equity in the College Classroom provides 
strategies for helping all students succeed and feel 
welcome. This review discusses Hogan and Sathy’s 
key ideas, particularly how college courses can be 
structured to be more inclusive.  

Keywords: inclusivity, inclusivity in higher edu-
cation, educational equalization, educational equi-
ty, inclusive syllabus, course structure  

 
You Belong in College: A Review of Inclusive 
Teaching: Strategies for Promoting Equity in 
the College Classroom by Kelly A. Hogan and 
Viji Sathy 
 

The traditional model of a college class, in 
which the professor lectures while students take 
notes and a student’s entire grade is determined by 
three high-stakes assignments or tests, is dead. 
This class structure is outdated because it is not 
inclusive, especially for students from sometimes 
marginalized groups, such as English as a second 
language (ESL) students and students with learn-
ing differences. Structuring classes for inclusivity is 
one of the topics discussed in Inclusive Teaching: 
Strategies for Promoting Equity in the College Classroom 
by Kelly A. Hogan and Viji Sathy (2022). Inclusive 
Teaching is a recommended resource and is worth-
while because of its content, the methodology of 
the authors, the discussion of high structure versus 

low structure classes, and some practical examples 
of suggested actions instructors can take to make 
their classes more inclusive. However, there are 
some flaws and downsides to this book. 

The authors of Inclusive Teaching have organized 
the content of the book in a way that makes a lot 
of sense. The book flows in a natural progression 
of planning, doing, and reflecting. It starts with 
writing syllabi and planning courses, moves on to 
teaching the course, and ends with assessing and 
evaluating how well the inclusive strategies work. 
The main arguments that Hogan and Sathy make 
are that college instructors can and should take 
actions to make their classes more inclusive, and 
that high structure classes are better and more in-
clusive than low structure classes. The chapters 
and a brief summary of contents are as follows: 
 
1.  “Inclusive Teaching as a Mindset”: Describes 

what prompted the authors to make changes 
in the classes they teach  

2. “The Value of Structure”: Explains the differ-
ence between high structure and low structure 
courses and why high structure courses are 
more inclusive 

3. “Designing Your Course and Syllabus with an 
Inclusive Mindset”: Offers suggestions for de-
signing and planning a new course or redesign-
ing an established course 

4. “Launching Your Course”: Discusses sugges-
tions for the start of the semester and first few 
days of class 
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5. “Classroom Environment and Interactions”: 
Provides ideas to improve inclusivity in seated, 
physical classes  

6. “Inclusive Practices Outside the Classroom”: 
Presents ideas for making office hours, e-mails, 
online meetings, and online learning manage-
ment systems more inclusive 

7. “Reflecting and Documenting Your Inclusive 
Practices”: Gives strategies for assessing how 
well the inclusive practices you tried worked or 
did not work 
 
The research methodologies that Hogan and 

Sathy use in Inclusive Teaching: Strategies for Promoting 
Equity in the College Classroom are informal, anecdotal, 
and based on personal experience and trial and er-
ror. They did not do a controlled, double-blind 
study. However, both authors are experienced pro-
fessors at the University of North Carolina at Chapel 
Hill, and they share tips, advice, and inclusion strate-
gies that they actually tried in their classrooms.  

Hogan and Sathy are pedagogical experts, and 
their book discusses pedagogical strategies. They 
include real stories and examples from the classes 
they teach, which makes the book more interesting 
and relatable. The feedback from students they re-
ceived in response to their inclusion efforts provides 
evidence that their strategies work. The comments 
from their students are meaningful and provide a 
glimpse of the student perspective. For example, in a 
section on grouping students in class, Hogan and 
Sathy compare students’ experiences in informal ver-
sus assigned groups. As they found from student 
comments, commonly used informal groups can be 
isolating. One student wrote, “The professor says, 
‘Talk to a neighbor,’ but the neighbor has other 
friends, and I am left isolated” (Hogan & Sathy, 
2022, p. 108). However, when the class adopted the 
high structure strategy of assigned groups, a more 
cohesive structure resulted. Commenting on work-
ing in assigned groups, one student remarked that 
the groups “felt more like an even ‘playing ground,’ 
without groups of friends who talked only to them-
selves” (Hogan & Sathy, 2022, p. 128).  

One of the main arguments that Hogan and 
Sathy make are that high structure classes are prefer-
able to low structure classes. Here are the defini-
tions: 

Low structure courses have traditional lectures 
with only a few high-stakes assessments, such as two 

midterm exams and a final exam. Highly structured 
courses assign daily and weekly active-learning exer-
cises with the goal of providing constant practice 
with analytical skills required to do well on exams 
(Hogan & Sathy, 2022, p. 6).  

In other words, Hogan and Sathy suggest that all 
students, especially students from marginalized 
groups, will do better if classes are designed with 
frequent opportunities to practice skills and receive 
feedback. Some examples of such practice opportu-
nities are reading quizzes and graded review assign-
ments. In a high structure course, students work be-
fore class, during class, and after class. Practice is 
required, not optional. High structure classes have a 
lot of small assignments. High structure classes also 
require a lot more active participation from students 
than passively listening to a lecture. For evidence to 
support their argument that high structure classes 
are better, Hogan and Sathy point to the comments 
from students on their end of the semester evalua-
tions of the course, data collected from student sur-
veys, and the study by Scott Freemean, et al. (2014), 
“Active Learning Increases Student Performance in 
Science, Engineering, and Mathematics.” The data 
from the student surveys showed that students from 
often marginalized groups especially benefited from 
high structure classes. For example, they note that 
performance gaps for first-generation college stu-
dents and Black students were decreased by increas-
ing class structure. For further reading, Reach Every-
one, Teach Everyone: Universal Design for Learning in 
Higher Education by Thomas Tobin and Kristen Beh-
ling (2018) is another resource on designing high 
structure courses that Hogan and Sathy recommend, 
and it contains additional evidence to support the 
argument in favor of high structure classes. 

Inclusive Teaching is a worthwhile book because it 
offers practical and easy to implement suggestions 
for making classrooms, faculty offices, and online 
learning management systems (LMS) more inclusive. 
For example, they point out that some students may 
be shy about using their professor’s office hours, so 
Hogan and Sathy suggest offering some office hours 
in neutral and less intimidating spaces like the stu-
dent union building or a coffee shop. Sathy and Ho-
gan (2022) write, “We can demystify the traditional 
office hours, make them more flexible, and invite 
more students in to help bring equity to office hour 
participation” (p. 162). One way to demystify office  
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hours is to provide prompts so students know what 
the office hours can be used for: talking about the 
student’s future plans, going over homework ques-
tions, editing and revising essays, etc. Another prac-
tical tip for making classes more inclusive is for in-
structors to consider using open source textbooks 
that are free or low cost. This includes students who 
may be low income or struggling financially. The 
authors also suggest that professors could include 
the phone numbers for crisis and suicide prevention 
hotlines on their syllabi or learning management sys-
tem communications. One suggestion for making 
learning management systems more inclusive is to be 
very structured about requiring posts to online dis-
cussion forums in the LMS. Being very structured 
means “requiring students to have a number of 
posts or replies, being clear with students about 
when posts are due, and providing guidelines about 
the nature of the posts” (Hogan & Sathy, 2022, p. 
44). 

Inclusive Teaching does have some flaws. One 
downside is that Hogan and Sathy’s ideas may be a 
bit overly ambitious. Not everyone has the option or 
opportunity to redesign their course or design a new 
course to incorporate the high structure suggestions. 
Another critique is that adding all the things to the 
syllabus that Hogan and Sathy suggest, like the crisis 
telephone number, would make the syllabus too 
large and cluttered and deter students from actually 
reading it. Learning management system messages 
can also become similarly bloated by too many 
items. Another flaw is Hogan and Sathy do not fo-
cus enough on their argument that high structure 
classes are beneficial, especially for students from 
often marginalized groups. The part of the book 
about structuring classes could be greatly expanded.  

Inclusive Teaching: Strategies for Promoting Equity in 
the College Classroom by Kelly A. Hogan and Viji Sathy 
is recommended and worth reading because of its 
suggestions on how to increase diversity and im-
prove the success of students and professors, espe-
cially by designing high structure courses. The au-
thors provide ideas on how to move students along 
the continuum from passive listening to active, con-
structive, and interactive learning in ways that give 
students a sense of belonging. One of Hogan and 
Sathy’s students summed up the benefits of highly 
structured, inclusive classes: 

The course was organized to reduce the barriers 
to success: that is, course assignments were laid 

out clearly with many reminders, and also many 
ways to self-check that assignments were com-
pleted…The course was structured to discourage 
procrastination, with homework and quizzes 
serving both to ensure that students were keep-
ing up with the material and also to reinforce 
learning that material. (Hogan & Sathy, 2022, p. 
35) 

Students of all backgrounds will succeed, like the 
student quoted above, when they are offered inclu-
sive, high structured classes. No more classes with 
only three tests or papers. They leave people behind.  
________________________________________ 
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