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Understanding How Students Manage the Transition from an Early
College High School to a Four-Year Institution of Higher Education

Roberta Mae Rincon, Ph.D.
The University of Texas at Austin, 2016

Supervisor: Pedro Reyes
In an effort to improve the college completion rates of low-income and minority
students, the early college high school model was introduced in 2002. Early college high
schools offer students the opportunity to earn an associate’s degree upon high school
graduation by providing access to college-bearing courses. This model has resulted in
high school graduates entering four-year institutions of higher education as juniors and
seniors rather than traditional freshmen.
This research presents findings from a case study of students attending a four-year
university in Texas. Data were collected through semi-structured interviews with
university students that had transitioned from an early college high school. This study
focuses on understanding the internal and institutional factors that help students manage
the transition from an early college high school into a university environment. Findings
show that external support systems play a significant role before, during, and after the
transition. These findings indicate a need for clear communication between early college
high schools, community colleges, universities, and students. Based upon the findings, I
present implications for policy and practice and suggestions for future research.
vii

TABLE OF CONTENTS
Table of Contents ......................................................................................................... viii
List of Tables................................................................................................................... x
List of Figures ................................................................................................................ xi
CHAPTER ONE: INTRODUCTION ............................................................................................. 1
Addressing the Education Gap ........................................................................................ 2
The Early College High School Model ........................................................................... 4
Statement of the Problem ................................................................................................ 6
Purpose of the Study ....................................................................................................... 8
Theoretical Framework ................................................................................................... 9
Overview of the Methodology ...................................................................................... 10
Significance of the Study .............................................................................................. 10
CHAPTER TWO: REVIEW OF THE LITERATURE ................................................................ 13
College Access and Attainment .................................................................................... 13
National Trends ......................................................................................................... 13
Texas Trends.............................................................................................................. 14
Access Inequalities Among Low Income and Minority Students ............................. 15
Policies to Increase Participation ............................................................................... 20
Strategies to Increase College Participation .................................................................. 25
Streamlining the High School to College Path .......................................................... 26
Expanding Opportunities to Earn College Credit in High School............................. 26
Summary of Research Related to Early College High Schools .................................... 40
Understanding the High School to College Transition ................................................. 42
Research on Coping with Transition ............................................................................. 44
Theoretical Framework ................................................................................................. 46
Schlossberg’s Transition Theory ............................................................................... 46
Potential Contributions .............................................................................................. 50
CHAPTER THREE: RESEARCH METHODOLOGY ............................................................... 52
Research Design ............................................................................................................ 53
Qualitative Case Study Methodology ........................................................................ 54
Target Population and Sample ................................................................................... 55
Data Collection .......................................................................................................... 56
Data Analysis............................................................................................................. 58
Reliability and Consistency ....................................................................................... 60
Advantages and Limitations .......................................................................................... 61
Ethical Considerations and Role of the Researcher ...................................................... 62
CHAPTER FOUR: FINDINGS .................................................................................................... 64
DMU Early College High School Student Population .................................................. 65
Study Participants.......................................................................................................... 65
Individual Factors that Influence the Transition Experience ........................................ 68
viii

Personal and Demographic Characteristics ............................................................... 69
Psychological Resources ........................................................................................... 77
Problem-Focused Coping Strategies ......................................................................... 90
Emotion-Focused Coping Strategies ......................................................................... 98
External Factors that Influence the Transition Experience ......................................... 101
Family ...................................................................................................................... 102
Friends and Peers ..................................................................................................... 106
Educational Institutions ........................................................................................... 110
Additional Observations.............................................................................................. 141
Situational Factors that Influence the Transition Experience .................................. 141
Differences Observed by Early College High School Attended ............................. 151
Semester Credit Hours at Transfer .......................................................................... 154
Summary ..................................................................................................................... 155
CHAPTER FIVE: DISCUSSION ............................................................................................... 157
Restatement of the Purpose ......................................................................................... 157
Summary of Literature Review ................................................................................... 158
Summary of Methodology .......................................................................................... 160
Summary of Findings .................................................................................................. 160
Individual Factors .................................................................................................... 160
External Factors ....................................................................................................... 165
Applications of the Theoretical Framework................................................................ 169
Implications for Policy ................................................................................................ 172
Recommendations for Future Research ...................................................................... 176
Summary ..................................................................................................................... 178
APPENDICES ............................................................................................................................ 180
Appendix A: Interview Guide ..................................................................................... 180
Appendix B: Informed Consent Form......................................................................... 184
REFERENCES ........................................................................................................................... 185

ix

LIST OF TABLES
Table 4.1: DMU ECHS Students Enrolled versus Study Participants…………………66

x

LIST OF FIGURES
Figure 2.1: The Individual Transition Model………………………………………….48
Figure 4.1: Descriptor Data for Study Participants………………………….………...67
Figure 4.2: Descriptor Data for Study Participants, cont.……………………………..68

xi

CHAPTER ONE: INTRODUCTION
The purpose of this study was to understand how students manage the transition
from an early college high school to a four-year institution of higher education. Provided
in this chapter is an overview of some of the models currently in place to streamline the
high school-to-college transition and address the educational cap of low-income and
minority students, with particular focus on the models in use in Texas. After explaining
the impetus of early college high schools, the chapter presents the purpose of the study,
including the specific research questions, an overview of the research methodology, and a
brief description of the theoretical framework.
There is growing concern across the country about the low educational attainment
of certain segments of the population. Researchers have noted the changing
demographics of the country, stressing the need to improve college access and
completion rates of low-income and minority students to ensure the continued strength of
the U.S. economy (MacLaggan, 2014; Zumeta, Breneman, Callan, & Finney, 2012;
Haveman & Wilson, 2007). However, many students are entering college that are not
adequately prepared to take college-level coursework, particularly those graduating from
high schools in low-income communities. Academically underprepared students, firstgeneration students, and low-income students are particularly at risk of not graduating
from college or, if they do graduate, taking much longer to do so.
Lawmakers have stressed the need to explore different strategies that will smooth
the transition from high school to college, with particular interest in methods that allow
1

high school students to obtain college credit while simultaneously meeting high school
graduation requirements. Dual credit models such as Advanced Placement and the
International Baccalaureate program have allowed numerous students to earn college
credit prior to high school graduation at little or no cost, but such models have typically
been limited to regions that can afford to offer such programs to students.
To address the needs of low-income and minority students while attempting to
close the gaps in college access and completion, the early college high school model was
launched in 2002. Initially funded by private foundations, including the Bill & Melinda
Gates Foundation, this model has grown exponentially throughout the country (AIR,
2014). The early college high school model has shown tremendous promise in increasing
high school graduation rates, college attendance, and first-to-second year college
persistence rates among the low-income and minority populations they serve (JFF, 2014).
Given the newness of the model, the research on the continued educational attainment of
students beyond graduation from an early college high school is limited.
ADDRESSING THE EDUCATION GAP
Research shows that significant disparities exist in higher education attainment
across race and income levels (Haveman & Wilson, 2007; Zumeta, Breneman, Callan, &
Finney, 2012; Lumina Foundation, 2014). Educational attainment levels in Texas mirror
these gaps, with less than 10 percent of U.S.-born Hispanics between the ages of 18-64
having earned a bachelor’s degree versus 22 percent of non-Hispanic whites (Potter,
2013a). Overall, only 26.4 percent of Texans over age 25 have earned a bachelor’s degree
2

or higher, placing Texas 29th among the states in bachelor’s degree attainment (Potter,
2013a). This statistic alone is concerning, but given the demographic shifts that Texas is
experiencing through a growing Hispanic population and a shrinking non-Hispanic white
population, the educational gap is alarming.
Much has been done in Texas and across the nation to improve access to college
for traditionally underserved populations, with the goal of closing these gaps. For
example, the legislature now requires all school districts in Texas to provide qualifying
high school students with the opportunity to earn at least 12 semester credit hours of
college credit (TEA & SRA, 2011). As a result, postsecondary enrollments have
increased, but college attendance gaps still exist across race and income levels. In
addition, the academic preparation of entering college students is preventing many
students from completing their college degrees. In Texas, over half of entering
community college students require developmental education (Marder, 2011).
Overcoming this lack of preparation can be difficult, given the fact that many of the
methods used to address developmental needs result in no college credit and longer timeto-degree.
Over the years, various models have been explored to help streamline the high
school to college path. Particular attention and investment has been made in those models
that offer students the opportunity to obtain college credit while earning their high school
diploma. Such models are seen as a promising way to encourage students that may not
have had college aspirations to consider continuing their education after high school.
Dual credit options such as Advanced Placement courses have been shown to help
3

academically prepare students for college-level coursework. Some models, such as the
International Baccalaureate, offer students the possibility of obtaining college credit
while in high school. Many of these models were not originally aimed at the traditionally
underserved student, but they have helped improve the college-going rates of these
students (Community College Research Center, 2012; JFF, 2012; Adelman, 2006). The
one model that was developed specifically to improve access and attainment of
underrepresented students in higher education was the early college high school model.
THE EARLY COLLEGE HIGH SCHOOL MODEL
Early college high schools differ from traditional high schools because they focus
on providing students that have been historically underrepresented in higher education
the opportunity to earn up to two years of college credits towards a bachelor’s degree
during high school at little or no cost (AIR, 2014). Early college high schools require a
partnership between a high school and a college to provide students with coursework that
will allow them to earn up to two years of college credit towards a baccalaureate degree.
The schools may be located on a high school campus, a college campus, or offer courses
online.
Early college high schools are seeing tremendous growth because they offer
access to college credit coursework in a more streamlined model than most dual credit
options. Lawmakers, educators, and parents see this model as a viable way to address
soaring college costs and high school dropout rates. A relatively new model, early college
high schools focus on helping underrepresented students navigate the transition into
4

postsecondary education by offering a way for high school students to obtain college
credit tuition-free. Studies also show that the return on investment to states that
implement the early college high school model is approximately two times that of the
return on investment from traditional high schools (Palaich, Augenblick, Foster,
Anderson, & Rose, 2006).
All early college high schools must partner with a higher education institution to
develop high school courses that meet the expectations of college-level coursework. Such
courses offer students the opportunity to experience the academic rigor of a college
course in a structured environment. However, only about half of the schools are located
on a college campus. Many students that graduate from an early college high school have
not sat in a classroom with college students. Many are either taking dual credit courses
with other early college high school students or taking classes online. And though the
qualifications of teachers that teach dual credit courses in early college high schools are
expected to meet those of college adjunct professors, regulation and oversight are spotty
(Mangan, 2014).
Data available on the success of early college high school students reveal that
students are graduating from high school at higher rates than their local public school
counterparts, and the majority are graduating high school with two or more years of
college credit (JFF, 2012). These graduates have high aspirations of completing a college
degree, and are typically better prepared for the academic expectations of college.
However, academic preparation and college aspirations are only part of what makes a
student successful in college. Non-academic factors, such as self-confidence, social
5

involvement, and social supports are also factors that affect a student’s likelihood of
staying in college (Conley & French, 2014; ACT, 2004; Sedlacek & Adams-Gaston,
1992). Recent studies have found that graduates of early college high schools have higher
first-to-second year persistence than traditional college students, but there is little
research available on the college completion rates of early college high school students
(JFF, 2014).
STATEMENT OF THE PROBLEM
Since 2002, over 240 early college high schools have opened in the United States
(AIR, 2014). In Texas, there has been tremendous interest in spreading this model across
areas of the state as a way of providing opportunities for low-income and minority
students to access college coursework and become better prepared academically to
continue their education after high school. The first early college high schools in Texas
opened during the 2006-07 school year, targeting at-risk students. As of the 2015-16
school year, over 150 early college high schools were operating in Texas (TEA, 2016).
The model is one of the fastest-growing education reforms in the state, with 16 additional
early college high schools planned to be operational in the 2016-17 school year (TEA,
2016).
According to the president of South Texas College (STC), as of fall 2014, STC
has partnered with 28 early college high schools in six school districts in the Rio Grande
Valley (Reed, 2014). The interest in expanding this model across the Valley is to create a
college-going culture (Reed, 2014). In another area of the state, El Paso Community
6

College (EPCC) has partnered with eight early college high schools. This model’s
popularity is not just seen along the Texas border; The University of Texas of the
Permian Basin has partnered with a number of rural school districts in West Texas to
offer courses in a primarily online early college high school – a “hub and spoke” model
that allows students residing in isolated regions of the state to access dual credit courses
(Watts, 2014).
Early college high schools are showing much promise. Data show that graduates
from these high schools are more successful when it comes to high school completion
and college attendance, compared to their peers (JFF, 2014). However, there is concern
that students are being directed on the assumption that “cheaper, earlier, faster is better”
(Mangan, 2014). Anecdotal evidence is emerging that shows that some students are
arriving on a college campus after high school graduation with enough credits to enroll in
upper level college courses, but lacking the confidence and discipline that are typically
built up during the college freshman and sophomore years.
Little research has been done to understand the non-cognitive factors that affect
an early college high school graduate’s transition into a four-year university environment.
Given the fact that many of these graduates are younger than their college peers, entering
university classrooms as juniors and seniors rather than traditional freshmen, as well as
the recent interest in increasing the number of students that attend early college high
schools, it is important to understand the factors that can help lead early college high
school graduates through a successful transition into a university environment.

7

PURPOSE OF THE STUDY
The early college high school model continues to grow in popularity, but little
research has been done to determine how students with large amounts of college credit
are handling the transition to a four-year university when entering at younger ages. Fouryear universities are seeing more and more students entering after high school with
greater numbers of college credit. This phenomenon is not a passing fad; rather, it is
becoming the new normal.
The purpose of this study was to understand how students manage the transition
from an early college high school to a four-year institution of higher education. Using a
qualitative approach and applying Schlossberg’s Transition Theory’s 4S System, this
study sought to identify internal student characteristics that may help inform high schools
and institutions of higher education of traits that should be promoted while addressing
behaviors that may make the transition to a four-year university more challenging. This
study also sought to identify external factors that can support students before, during, and
after the transition. This research may help inform educational policies to support
students coming into college with high amounts of college credit and limited exposure to
the social and emotional expectations of upper level courses at a four-year university.
This study addresses the following research questions:
1) What individual (internal) factors seem to help or hinder early college high school
students’ transition from an early college high school to a four-year university?
2) What external (institutional) factors help or hinder their transition?
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THEORETICAL FRAMEWORK
Schlossberg’s Transition Theory is a model used to understand how adults handle
transitions. According to Schlossberg, a transition is any event or nonevent that results in
changed relationships, routines, assumptions, and roles (Anderson, Goodman, &
Schlossberg, 2012). A nonevent occurs when something was expected to happen, but did
not occur. Sometimes transitions are anticipated, and sometimes they are unpredictable or
unexpected. Individuals experiencing transition can view the transition as a crisis or as a
developmental adjustment; but in all cases, transitions require an individual to cope with
change. For this study, the transition is the move of a student with earned college credit
from an early college high school to a four-year university to complete a bachelor’s
degree.
Schlossberg’s Transition Theory explains the transition process in three phases:
“moving in”, “moving through”, and “moving out” (Anderson et al., 2012). When
approaching a transition, it is important to understand the type of transition that is
occurring, the potential impact of the transition on the individual, and how the individual
perceives the transition. After a transition, the impact of the transition on an individual’s
behavior and role may or may not be significant.
Schlossberg’s model includes four factors that influence the ability of an
individual to cope with a transition: Situation, Self, Support, and Strategies. An
individual’s “assets and liabilities” in each of these factors affect how an individual will
cope with the transition (Summers, 2002). Though Schlossberg’s Transition Theory has
been used in past studies to understand how individuals cope with transitions in an
9

educational environment, in this study the theory was applied to understand how younger
individuals transitioning from an early college high school to a four-year university cope
with the transition.
OVERVIEW OF THE METHODOLOGY
A qualitative research design was used to investigate the aspects of Schlossberg’s
model in the transition of early college high school students to a four-year university.
Moreover, a qualitative research approach was used to identify individual or internal
characteristics and external factors that help support students before, during, and after the
transition. Using a qualitative case study methodology and a grounded theory approach to
analyze data, I investigated the nuanced characteristics associated with students’
successful transition.
Utilizing semi-structured one-on-one interviews with university students, I
explored the research questions in depth. Basic background questions and open-ended
questions were asked to gain an understanding of the efficacy of student characteristics
and external supports. Qualitative analysis software was used to transcribe and analyze
the data collected. I applied the constant comparative method to identify categories,
emerging themes, and patterns.
SIGNIFICANCE OF THE STUDY
Understanding the factors that affect an early college high school student’s
transition to a four-year university is critical, given the rapid growth in the number of
early college high schools appearing across Texas and the nation. The push to encourage
10

younger and younger students to obtain college credit and enter a four-year university as
juniors and seniors puts pressure on the students as well as the universities to ensure that
students are equipped to handle not just the academic expectations, but also the social and
emotional expectations of a four-year university as an upper level college student.
Early college high schools are focused on increasing opportunities for low-income
and minority students by providing pathways and supports to grow the college-going
culture among this growing population. Considering the large racial and income gaps in
college access and completion, there is a need to provide such opportunities to those that
have historically been underrepresented in higher education to ensure that the United
States continues to have a strong, well-educated workforce (Lumina Foundation, 2014;
Zumeta, Breneman, Callan, & Finney, 2012; Haveman & Wilson, 2007). Though early
college high schools have shown that they are preparing students for the academic rigors
of college, there is little research to show that the early college high school model is
adequately preparing students socially and emotionally for the challenges faced in a
university environment.
While prior applications of Schlossberg’s Transition Theory have primarily
focused on older students, including adult learners and traditional undergraduate students
(Schlossberg, Lynch, & Chickering, 1989; Graham, 1994; Chickering & Schlossberg,
1995; Chickering & Schlossberg, 2001), this model was applied to gain a better
understanding of the internal and external factors that affect a student’s successful
transition from an early college high school to a four-year university. Through
interpretations of students’ perspectives on the transition from early college high school
11

to a four-year university, this study focuses on the characteristics shared by students
successfully coping with the transition and explores the external factors that helped
students manage the transition. The study’s findings can influence the development of
educational policies to help the growing number of students entering college with prior
college credit. Given the importance of addressing college access and success among
low-income and minority students, it is vital that in addition to addressing academic
preparation, students are given the support necessary to navigate the college environment.
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CHAPTER TWO: REVIEW OF THE LITERATURE
In recent years, there has been a push across the country to increase college
attendance and reduce the time it takes to earn a college degree. Attempts have been
made to streamline the high school-to-college path and encourage more low-income and
minority students to pursue a college education. States are working to expand access to
college-level courses for high school students, allowing them to earn college credit at
little or no cost while decreasing time-to-degree. This chapter begins with an historical
perspective on programs aimed at improving college access to underrepresented students,
including those that focus on shortening the high school-to-college pathway. It examines
the impact of early college high schools, with particular attention given to the challenges
facing low-income and minority students and the structural aspects that affect their
successful transition to a four-year university.
COLLEGE ACCESS AND ATTAINMENT
National Trends
Dr. Steve Murdock, former director of the U.S. Census Bureau, has expressed
concern that the low degree attainment of minority students will lead to a less welleducated, less competitive, and poorer population (MacLaggan, 2014). At the national
level, the Lumina Foundation recently found that the average higher education attainment
rate for Americans between the ages of 25-to-34-years-old was 40.9 percent (Lumina
Foundation, 2014). A closer look at educational attainment by race illustrates the
academic gaps among ethnic groups in this country. In 2011, the degree-attainment rate
13

of U.S. adults between the ages 25-to-64-years was 59.4 percent for Asians, followed by
non-Hispanic whites at 43.9 percent, African Americans at 27.6 percent, and Hispanics at
19.8 percent (Lumina Foundation, 2014). Other research has shown disparities based on
income, with educational attainment increasing more rapidly for those at higher income
levels than those at the middle and lower ends (Zumeta, Breneman, Callan, & Finney,
2012). Approximately 26 percent of college students from the bottom income quartile
obtain a degree by age 25 compared to 59 percent of those in the top income quartile
(Haveman & Wilson, 2007).
Texas Trends
In Texas, the statistics reflect a similar disparity. Only 26.4 percent of those 25
years of age and older have earned a bachelor’s degree or higher, and 67 percent of those
individuals are non-Hispanic whites compared to 15 percent Hispanic and eight percent
African American (Potter, 2013a). From 2006 to 2010, less than ten percent of U.S.-born
Hispanics in Texas between the ages of 18-64 had earned a bachelor’s degree compared
to approximately 22 percent of non-Hispanic whites, while almost 25 percent of U.S.born Hispanics in Texas in this same age group had less than a high school education
(Valencia, 2013). This is particularly concerning given the rapid demographic change
that the state is experiencing: from 2000 to 2010, the Hispanic population went from 32
percent to 38 percent of the total state population (Potter, 2013b).
But are the gaps in educational attainment due to college access? The issue of
college access is primarily one of college participation and college readiness. Clifford
Adelman (2007) found that the problem is not that higher education officials do not get
14

students in the door, but that there are differences in their academic momentum, primarily
due to differences in academic preparation. Over the last decades, national efforts have
focused on increasing accountability in K-12 education to reduce these academic gaps.
However, recently there has been growing interest in linking K-12 education with
postsecondary education to increase the representation and preparation of historically
underrepresented students in higher education (Yamamura, Martinez, & Saenz, 2010).
Differences in the college participation and graduation rates of first-generation,
minority, and low income students have been blamed on numerous factors, not least of
which are the structural factors – including residential zoning restrictions, highway
locations, and educational accountability measures – that have been put in place by state
and federal governments that have created unequal access to high quality educational
opportunities. Legislation has led to differences that clearly impact low income and
minority families – in the way children are treated in public school and the aspirations
they possess to attend college.
Access Inequalities Among Low Income and Minority Students
Researchers have attempted to understand the link between educational
attainment and income for decades. Some have focused on the lower levels of human and
social capital that are available to those in poverty. Brian Jacob and James Ludwig (2009)
noted that neighborhoods remain more segregated by household income in 2000 than in
1970. Some of this segregation can be traced to school district fragmentation and state
policies that have affected municipal fragmentation (Holme & Finnigan, 2013). With this
segregation comes school inequality, as those schools that serve poor and minority
15

students have fewer resources to offer neighborhood children (Jacob & Ludwig, 2009).
Less experienced teachers and administrators typically staff high poverty schools, so they
lack the capacity to make substantial improvements in student learning (Jacob & Ludwig,
2009). Orfield and Lee (2005) found that segregation by race and poverty and teacher
quality are strongly related to test scores and dropout rates. Exposure to individuals that
cannot or will not help students achieve higher academic skills or expand their social
networks results in lower levels of human and social capital for low income students in
these neighborhoods.
There is a strong relationship between segregation by poverty and segregation by
race. The correlation between the percentage of black and Latino student enrollment in
public schools and the percentage of students receiving free lunch is roughly 0.72
(Orfield, Bachmeier, James. & Eitle, 2006). Research also shows that segregation by
race, ethnicity, and income is a highly significant predictor for whether a school will be
low performing (Orfield & Lee, 2005; Heilig & Holme, 2013).
A 1997 study found that children in persistent poverty have lower levels of
academic achievement (Magnuson & Votruba-Drzal, 2009). Statistics show that poor
children are one-third as likely to finish high school, and college attendance is almost
fifty percent lower for those in the lowest quintile of income compared to those in the
highest quintile (Magnuson & Votruba-Drzal, 2009).
Texas’ challenge. Despite the disparities presented across racial and income
lines, postsecondary enrollments are increasing because of the attention given across the
country to improve college-going rates. However, college completion rates have not risen
16

at the same rate. In Texas, less than half of the entering student population graduates
from a community college or university within a five-year timeframe (THECB, 2011).
One reason for the poor progress in college graduation rates is that a large number of
entering freshman are not prepared to handle college-level work. Over half of all students
entering community colleges in Texas alone require some form of developmental
education to prepare them for their first college level course. Overwhelmingly, students
lacking college preparatory skills come from schools that are located in low-income,
high-minority areas. Marder (2011) found this when studying the percentage of Texas
students that met SAT criteria, a college-ready standard, in 2008. His analysis showed
that as the poverty concentration in a school increases, the percentage of students meeting
SAT criteria drops.
Spatial inequalities and social capital. Spatial inequalities that have been put in
place over time have resulted in separate worlds, each with different access to
opportunities that can help or hinder student success in the academic environment. For
those in more affluent communities, access to the time and financial assistance of highincome friends expands a student’s social network in a way that will benefit them in their
educational and professional pursuits. However, not everyone has access to help from
friends such as these. Low-income families do not have access to the same types or
quantity of resources in their social networks (Kim & Schneider, 2005). The volume of
social capital possessed by a person depends on the size of the network of connections
that he or she can mobilize and on the volume of capital - economic, cultural, and
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symbolic - possessed by each person to whom he or she is connected (Dika & Singh,
2002).
In certain societies, particularly those in low-income communities, the school
must act as more of a social resource. A positive social relationship between students and
a school’s institutional agents is important in expanding the scope of available resources
to secure better educational and occupational opportunities later in life (Kim &
Schneider, 2005). In many schools, however, the structure of the school system results in
a significantly limited social resource. A study in the mid-1990s found that the value of
social capital decreases with an increasing number of people doing the same work (Burt,
1997). Even academically prepared children can be harmed if they are placed in an
environment with few other prepared students or where academic achievement is not
supported (Orfield et. al, 2006). Consider the case of compensatory education, with
particular focus on those courses aimed at students that are believed to be academically
deficient. Such courses force students of similar ability into a single classroom to learn
the same thing the same way. Expand this circle outside of the school environment and
consider the community environment. Students in low-income communities have little
exposure to individuals that can introduce them to a competitive frame of reference. This
limited frame of reference is created not only from those in the classroom that suffer from
the same disadvantages as the student, but also from family and community members that
may not have the capability of assisting a student academically, much less help to prepare
them for college. Research has shown that there is a significant association between a
child’s educational attainment and their parents’ access to the time and financial
18

assistance of high-income friends (Kim & Schneider, 2005). Research has also found that
the absence of a strong positive peer influence has a major negative impact on academic
achievement (Orfield & Lee, 2005).
Educational aspirations. With the push over the last few decades to encourage
more students to enroll in college, educational ambitions of today’s high school students
are historically high. A survey of U.S. 10th graders found that 40 percent of students in
2002 expected to receive a bachelor’s degree – a 17 percent increase from 1980 (Fox,
Connolly, & Snyder, 2005). These higher ambitions have translated into higher
postsecondary enrollments. Between 1980 and 2000, degree-granting postsecondary
institutions saw almost 10 percent more 18- to 24-year-olds enrolled (Fox, Connolly, &
Snyder, 2005).
Educational aspirations are vital to the educational attainment of individuals.
Studies have shown that aspirations and expectations are significant predictors of school
enrollment (Croll, 2009; Raleigh & Kao, 2010; Vaisey, 2010). The differences in
educational attainment between social classes illustrate this relationship. Stephen Vaisey
(2010) conducted a study using data from 2002-2003 to determine the effect of
educational aspirations of poor and non-poor youth on educational attainment. He found
that the educational aspirations and expectations of poor youth are lower than those of
non-poor youth, and that they are strong predictors of school continuation (Vaisey, 2010).
He reasoned that those who grow up poor conceive of education differently than those
that do not grow up poor, and that these conceptions may motivate those low-income
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individuals to pursue life strategies that are locally adaptive but globally disadvantageous
(Vaisey, 2010).
College participation is greatly impacted by the quality of the educational
opportunities offered to students at a young age. Academic preparation, access to social
networks that support continued education, and college aspirations are directly affected
by the policies implemented at national, state, and local levels. The next section will
discuss some of the major government initiatives that have affected college access for
low-income, minority students in Texas.
Policies to Increase Participation
National policies. After World War II ended, there was decisive support to offer
educational benefits to returning veterans. The Serviceman’s Readjustment Act, better
known as the G.I. Bill, was race-neutral. The G.I. Bill was one of the first national
programs that provided the opportunity to pursue higher education for men who
historically had limited access to a college education, though college choices were
limited for African Americans in the South (Turner & Bound, 2003). The availability of
the G.I. Bill for African American men in the South resulted in little gain in educational
attainment for this group compared to African American men in the North or Western
United States (Turner & Bound, 2003). The national program’s unequal success across
the country highlights the effects that structural limitations can have on the
underprivileged.
In 1954, the Civil Rights movement saw its first major impact on education
policy. The case of Brown vs. The Board of Education resulted in the desegregation of
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the public school system, which had legally existed due to the Plessy vs. Ferguson case
of 1896. One of the most notable Supreme Court rulings affecting primary and secondary
education was in 1971 in the Swann vs. Charlotte-Mecklenburg Board of Education,
which addressed North Carolina’s state-imposed system of segregation. The Court
clarified the objective of desegregation was to “eliminate from the public schools all
vestiges of state-imposed segregation,” allowing strategies such as racial quotas and
mandatory school bussing in North Carolina’s Charlotte-Mecklenburg area school system
to be implemented (Parrini, 2008).
Schools are no longer operating under forced segregation, but discrepancies in
access to a quality education still exist due to the funding inequities that districts face
across the country. This is primarily due to the states’ power over school finance. Though
the U.S. Constitution asserts that each state much establish and maintain a system of free
public schools for all children of the state, each state legislature is given responsibility to
determine policy (McDaniels, 2007). The state retains discretionary power over the
collection and distribution of education funds, which has led to great variation in local
school districts’ educational expenditures and a number of lawsuits to address the
inequities. For example, Texas school funding has historically been based on property
taxes, causing educational disparities between wealthy and poor districts (Yamamura et
al., 2010). Though finance bills have been passed by the legislature over the years, the
state still struggles to develop a methodology for addressing school funding inequities
between wealthy and poor districts.
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In 1965, President Lyndon B. Johnson signed into law the Elementary and
Secondary Education Act (ESEA), providing federal funds to schools in need of
assistance in educating students of low socioeconomic status. Before this time, states had
been left to make their own decisions on curriculum and the general operation of schools,
effectively ensuring unequal access to a quality education. After passage, ESEA
promised federal assistance in lessening the achievement gap between students of
different backgrounds while maintaining a level of state autonomy (Standerfer, 2006).
Given the interest in educating all students, many states began to implement early forms
of accountability, largely based on minimum levels of proficiency for grade advancement
in public schools (Kress, Zechmann, & Schmitten, 2011).
Educational accountability was greatly influenced by the publication of President
Ronald Reagan’s A Nation at Risk: The Imperative For Educational Reform in 1983. This
report was commissioned by corporate and government officials who blamed education
for the economic problems of the 1980s (Hursh, 2005). A decline in student
accountability was held responsible for the mediocre educational performance that
existed at that time, as compared against other nations (National Commission on
Excellence in Education, 1983). As a response to the Nation at Risk report, testing
accountability for schools was established through Reagan’s National Commission on
Excellence in Education, states increased school budgets, and high school graduation
requirements increased (NCEE, 1983; Kress, et al., 2011).
Over the next decade, virtually every state had developed standards of
achievement and implemented tests that were aligned with the new accountability
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standards (Kress, et al., 2011). During the 1990’s, the federal government began to move
towards a “consequential accountability” model that held schools accountable for student
progress (Kress, et al., 2011). Under President Clinton, the Improving American’s
Schools Act (IASA) was passed, which introduced federally mandated use of state
assessments to measure student progress against state standards. Though IASA was
intended to identify schools in need of improvement, there was little corrective action or
consequences for low-performing schools (Kress, et al., 2011).
In 2002, President George W. Bush reauthorized ESEA, renaming it the No Child
Left Behind Act (NCLB). Although accountability measures had been in place up to this
point, NCLB emphasized standardized assessments and consequential accountability to a
much larger degree than IASA. School funding became tied to accountability, and local
control of schools became subject to the outcomes of the assessments (Whilden, 2010).
States were now required to have a system in place that could judge the progress of all
public schools in having all students meet proficiency standards on state academic
assessments by 2013-14, with severe consequences for those that failed to do so
(Standerfer, 2006).
In 2010, ESEA was again reauthorized by President Barack Obama with a focus
on college and career readiness for all students. This Blueprint for Reform was intended
to build on the reforms made in 2009 as part of the American Recovery and
Reinvestment Act (USDOE, 2010). Most importantly, the reauthorization intended to
address inequities between high- and low-poverty schools at a national level. Financial
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resources became available to encourage public agencies, community organizations, and
families to share responsibility for improving student outcomes (USDOE, 2010).
Texas policies. The overarching goal of ESEA and NCLB was to address the
achievement gaps between students of different socioeconomic backgrounds. As such,
programs were implemented at the state and local levels to address academic differences.
In Texas, state compensatory education programs were developed at the district level to
bring students at risk of dropping out up to academic grade level (TEA, 2010). Beginning
in 1975, school districts in Texas were eligible to receive state compensatory education
funds if they were eligible for Title I funds. At that time, accountability measures for use
of state and federal compensatory education funds were identical (TEA, 2010).
In 1984, in response to Reagan’s A Nation at Risk report, legislation was passed in
Texas that required school districts to use results from state assessments to design and
implement appropriate instructional services for high school students that had not
performed satisfactorily (TEA, 2010). Satisfactory performance was determined against a
standard set by the State Board of Education. In 1987, the state passed its first dropout
reduction bill, requiring school districts to provide compensatory programs for students at
risk of dropping out of school (TEA, 2010). Schools were required to provide remedial
programs for all students whose assessment scores fell below the State Board of
Education standard.
In 2000, the Texas Higher Education Coordinating Board adopted Closing the
Gaps, a higher education plan that outlines the goals of closing the gaps in college
participation and success across income and ethnic groups. Closing the Gaps was
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intended to revamp the Texas education system using a broad set of goals aimed at
increasing college attendance and success (Reyes & Alexander, 2010). To meet these
goals, the Texas P-16 Council recommended a college success and readiness plan to
ensure that all high school graduates had the skills necessary to succeed in a
postsecondary institution (Reyes & Alexander, 2010).
Recent legislation in Texas regarding compensatory education continues to focus
on reducing the disparity in performance on state assessments. In line with President
Obama’s Blueprint for Reform, the focus is to graduate students from high school that are
college- and career-ready. The sole method of determining college-readiness is
measuring student achievement on state standardized tests. Efforts have been made to
match state standards with expectations of four-year universities, so students will not
need to take remedial coursework upon admission. State legislation continues to focus on
outcomes – more students meeting college-level standards (as measured by state
assessments), more students attending college, and more students graduating from
college. Pressure is on for school districts to improve test scores, with little attention paid
to environmental, familial, and other external factors.
STRATEGIES TO INCREASE COLLEGE PARTICIPATION
The strategy of recent high school models is to ensure that more students
experience success in college coursework before they leave high school and that they
enter some form of postsecondary education immediately after high school graduation.
Ensuring that students earn college credit while in high school can provide a strong
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foundation for the first year in college. Research has shown that programs that allow
students to obtain college credit while in high school also have higher rates of degree
attainment than those who do not (Speroni, 2011; An, 2013).
Streamlining the High School to College Path
Much work has been done over the last few decades to streamline the high schoolto-college path. Most states have adopted the Common Core State Standards, standards
created to help ensure that students are receiving a high quality education and are
prepared for success in postsecondary education and the workforce (CCSSI, 2012). States
are working to expand access to college-level courses for high school students. Dual
enrollment, Advanced Placement courses, the International Baccalaureate program, and
early college high schools are examples of ways in which high school students are able to
obtain college credit while pursuing their high school diploma. The number of high
school students taking official college coursework has increased tremendously over the
past twenty years, but many of these opportunities are more likely to advantage highachieving students who want to get a head start on college rather than the
underrepresented populations of low-income, minority students (CCSSI, 2012).
Expanding Opportunities to Earn College Credit in High School
Over the last decade, there has been an awareness of the changing demographics
of the United States. Soon the majority will become the minority in many areas of the
country. With the future of this country relying on a growing minority population, there
has been a tremendous push to provide opportunities for underrepresented groups to
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attend college. Access is only one factor; students need to be prepared to undertake
college-level coursework.
Access to college-level courses in high school has traditionally been exclusively
available to those that could afford high-quality private high schools or well-funded
public schools that offered Advanced Placement coursework (ECHSI, 2012). However,
the expansion of dual credit courses has offered many minority and low-income families
the chance to earn college credit in high school at little or no cost. As of 2009, over 87
percent of high schools offered students the opportunity to earn college credit (Griffith,
2009). However, the norm in most high schools is one of encouraging students to plan for
their futures without doing enough to inform them of the skills they will need to succeed
in college and the workplace (Steinberg, Almeida, & Allen, 2003).
Given the push to earn a college degree in a shorter amount of time, as well as the
expansion of college credit-earning options to high school students, it is important to
understand how successful these programs are in helping students obtain credit for the
courses they take. As states and school districts invest more money into providing more
advanced placement exams, pursuing international baccalaureate status for their
campuses, and developing the relationships necessary to support dual credit and early
college high school models, analyzing the return on the investment of time and finances
is necessary to determine which options are best preparing students to continue their
college education after high school. The following sections look at four models:
Advanced Placement courses, dual enrollment, the International Baccalaureate program,
and early college high schools.
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Advanced placement. Advanced Placement (AP) allows students to gain college
credit in certain subjects by obtaining a minimum score on subject area exams (Griffith,
2009). There are currently over 30 different courses available to choose from, including
English and Psychology (College Board, 2012). College faculty work with AP high
school teachers to design the courses and exams, ensuring the quality of the course
content (College Board, 2013).

AP courses are intended to develop a student’s

knowledge of key concepts and practices in the subject, including critical thinking,
reading, and writing skills (College Board, 2013). Their popularity has grown so much in
the United States that many state legislatures now require AP offerings in high schools
and mandate that colleges accept them for credit (Sadler, Sonnert, Tai, & Klopfenstein,
2010).
One of the major weaknesses of the AP program is the existence of large equity
gaps between minority and low-income students and their more affluent peers, both in the
number of students that take an AP exam and the number that achieve the minimum score
required to obtain college credit. While the number of students exposed to college-level
material is increasing, the number of students earning college-level credit is not
increasing at a corresponding rate (Smerdon, Evan, Borman, & Nguema, 2012). AP has
expanded a few AP courses to urban and rural schools (Sadler et al., 2010). However,
access to AP courses is not enough. To address the inequity between low-income and
high-income students, all students must have the opportunity to participate in AP courses
that encompass rigorous teaching methodologies. Hallett and Venegas’ 2011 study of Los
Angeles low-income high school students found that the grades students were receiving
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from their high school AP teachers were significantly higher, as much as two full grade
points higher on a 5-point scale, than the grades they received on their AP exams. If
students are not offered the same quality of coursework and instruction, they are at a
distinct disadvantage when taking AP exams and participating in subsequent college
courses (Hallett & Venegas, 2011).
Of the graduating class of 2012, over 954,000 public high school graduates took
at least one AP exam (College Board, 2013). However, only 573,472 (approximately 60
percent) scored a high enough score on the exam to have a chance at obtaining college
credit (College Board, 2013). If the required minimum score is achieved, the student’s
college of choice may offer college credit for the course.
This leads to the second weakness of the AP model. Acceptance of AP for college
credit varies by college, so there is no guarantee that the student will receive credit for the
course even if the AP exam is passed. Colleges have become increasingly reluctant to
award credit to incoming students because of the disparities that exist in AP course
quality. In some cases, colleges are raising the required minimum exam score out of
concern over AP course quality (Sadler et al., 2010). Most recently, institutions that have
previously awarded college credit are changing their policies. Dartmouth College
recently announced that it would stop awarding college credit for AP courses, stating that
it does not want to encourage the idea that AP courses are comparable to a college course
(Tilsley, 2013). Penn State made a similar decision in 2005, stating that AP should be
considered “advanced placement, rather than advanced credit” (Lederman, 2005).
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In Texas, AP is extremely popular. In 2011-12, 207,321 students took at least one
AP exam (TEA, 2013a). However, less than half the students that took the AP exam
scored high enough to receive college credit (TEA. 2013a). Compared to the United
States as a whole, the percentage of Hispanic students that took an AP exam in Texas was
over twice that across the country, at 38.5 percent versus 16.1 percent (TEA, 2013a).
Because AP can lead to college credit, organizations such as the Advanced Placement
Strategies non-profit corporation have developed in the state to encourage increased
participation and performance in AP courses (AP Strategies, 2014).
Dual enrollment. One of the most popular ways that students earn credit while in
high school is through dual enrollment. Dual enrollment programs – also known as dual
credit and concurrent enrollment – allow high school students to earn credits for high
school and college at the same time. According to the U.S. Department of Education,
college credits earned in dual enrollment programs reduce the length of time it takes to
earn a college degree by almost half a year (Adelman, 2006).
As of 2011, forty-six states have statewide policies for dual enrollment programs
(Education Commission of the States, 2011). Twelve states require all high schools to
provide dual credit opportunities (Education Commission of the States, 2011). Most
states allow both two- and four-year postsecondary institutions to accept dual enrollment
students, while five states only allow two-year institutions to participate (Education
Commission of the States, 2011). Students and/or parents are primarily responsible for
paying the tuition for dual credit courses in nearly half the states (Kim & Smerdon,
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2012). This cost places dual enrollment programs out of reach of some students that lack
the resources to pay for them.
Most states allow dual enrollment courses to be taught on a high school campus.
Some states provide dual enrollment courses online. A few require dual enrollment
students to take courses on a postsecondary campus, and a few dictate who teaches the
courses – college faculty or high school teachers (Community College Research Center,
2012). Instructor preparation varies across states, with some requiring additional training
or syllabi review by college faculty prior to teaching the course (Education Commission
of the States, 2011). A recent report issued by the National Center for Education Statistics
found that 61 percent of dual credit public high school students were taught by high
school instructors (Thomas, Marken, Gray, & Lewis, 2013). The flexibility of delivery as
well as the ability to prepare instructors to teach dual enrollment courses allows for much
greater accessibility to minority and low-income students.
There are benefits to taking dual enrollment courses on a college campus.
Approximately 69 percent of public high school students enrolled in dual credit courses
on a college campus have college students taking those courses with them (Thomas et al.,
2013). Such a hybrid of students in a class can be beneficial. A study conducted in
Florida found that students who took dual credit courses on college campuses had higher
rates of college enrollment and degree attainment than students who took dual credit
courses on a high school campus (Community College Research Center, 2012).
Unlike Advanced Placement courses and International Baccalaureate programs,
dual enrollment programs allow students to take college courses rather than high school
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courses that include college-level content (Community College Research Center, 2012).
Benefits associated with taking dual credit courses include improved college attendance
and persistence rates for students that typically have been underprepared for college, the
opportunity to earn college credit at little or no cost, and a shortened time to degree
(Community College Research Center, 2012).
A Florida study on dual enrollment found that 81 percent of dual enrollment
students enrolled at a postsecondary institution after high school compared to 50 percent
of their peers (Karp, Calcagno, Hughes, Jeong, & Bailey, 2007). The study also found
that 83 percent of dual enrollment students persisted to their second year versus only 70
percent of their non-dual enrollment counterparts (Karp et al., 2007). A study of dual
enrollment students in New York found similar results. Dual enrollment students were
almost twice as likely as their non-dual enrollment peers to enroll in a four-year
university, earning almost 50 percent more college credits over a 3.5 year period (Karp et
al., 2007).
In Texas, the legislature requires all school districts to provide qualifying students
with the opportunity to earn at least 12 semester credit hours of college credit while in
high school, and dual credit courses are the most popular method offered (TEA & SRA,
2011). In the 2009-10 school year, over 65,000 students from 850 of the state’s 1,235
school districts participated in academic dual credit courses (TEA & SRA, 2011).
However, questions on the quality of institutional partnerships between the school
districts and the institutions of higher education have drawn concern at the state level, as
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the importance of strong relationships can directly affect the quality of the dual credit
courses offered (TEA & SRA, 2011).
Nationally, some question the quality and rigor of dual enrollment courses,
especially those taught by high school teachers and not offered on a college campus
(Bailey & Karp, 2003). Without consistent regulations to guide the curriculum and
instructor preparation for dual enrollment programs, the integrity and authenticity of the
courses will continue to be an issue.
International Baccalaureate. The International Baccalaureate (IB) is a nonprofit educational foundation that was founded in 1968 in Switzerland to develop
programs for students between the ages of 3 and 19 (IBO, 2013). The program was
originally designed for the children of diplomats to provide a route for high school
graduates to fulfill the requirements set by the education systems of different nations
(Smerdon et al., 2012). The programs are offered in 145 countries, and the United States
offers them in more schools than any other country (IBO, 2013). As of 2012, the United
States had 800 Diploma Programmes (DP) across the country (IBO, 2013). These DP
programs are aimed at high school students, preparing students “for effective
participation in a rapidly evolving and increasingly global society as they develop
physically, intellectually, emotionally and ethically” (IBO, 2013).
Unlike AP programs, IB is organized around a school-level curriculum that is
well aligned with college curricula and expectations (Sadler et al., 2010; Martinez and
Klopott, 2005). To offer IB courses, a high school must be authorized by the IB
organization. The process is extensive, typically taking two to three years for approval
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and agreement to undergo periodic evaluations and ongoing professional development for
staff (IBO, 2013). Students in the DP program must take written exams at the end of the
program for each IB course, and the exams are graded by external reviewers. IB
Diplomas are awarded to students who obtain a minimum number of points on the exams.
The exams are challenging: In 2009, only 69 percent of all IB Diploma candidates in the
United States successfully passed (IBO, 2010). Like AP, students graduating from an IB
program enjoy significant advantages in college admittance as well as college success
(Smerdon et al., 2012).
The distribution of IB programmes in the United States shows a large equity gap
between White/Non-Hispanic students and minority and low-income students. In 2009,
59 percent of IB Diploma candidates were White/Non-Hispanic, and only 16 percent of
IB Diploma candidates were considered low-income. This gap is a significant
disadvantage for minority and low-income students, as the majority of states have some
form of legislation that supports awarding college credit for IB completion. For example,
Texas legislation requires colleges to award a minimum of 24 hours of college credit to
those students that have earned an IB Diploma with acceptable exam scores (Texas IB
Schools, 2013). In the 2010-11 academic year, over 3,400 Texas public school students in
grades 11 and 12 took at least one IB exam, and over 85 percent scored an acceptable
score (TEA, 2013b). As of spring 2014, over 50 high schools in Texas were offering
students the option of obtaining an IB Diploma (IBO, 2013).
Early college high schools. To address the disproportionate number of lowincome high school graduates that require non-credit remedial coursework before they
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can enter college-level courses, early college high schools were created to prepare every
student to graduate with college credit and qualify for upper-level college courses
immediately after high school. Towards this goal, early college high schools provide
underrepresented students with the opportunity to earn up to two years of college credit in
a small learning environment that emphasizes strong student supports (Berger, Adelman,
and Cole, 2010). Early college high schools have redefined the high school experience,
providing more rigorous coursework and keeping students engaged and better positioned
to succeed in college (National High School Center, 2007). This accelerated path to two
credentials (high school and college) in a supportive environment with continued
guidance makes this a particularly promising model for many underrepresented students
(Steinberg et al., 2003).
The Early College High School Initiative (ECHSI) began in 2002 with support
from the Bill & Melinda Gates Foundation, and over the years the initiative has received
financial support from organizations such as the Carnegie Corporation of New York, the
Ford Foundation, and the W. K. Kellogg Foundation (Kisker, 2006). The model is
focused on reducing dropout rates among low-income young people, first generation
college students, English language learners, and students of color (ECHSI, 2012). With
funding provided through the ECHSI, early college high schools partner with institutions
of higher education to provide rigorous coursework to high school students, giving them
the opportunity to earn an Associate’s degree or up to two years of college credits
towards a baccalaureate degree (AIR, 2009). As of the 2010-11 school year, 75,000
students were attending over 240 early college high schools in 28 states under the Early
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College High School Initiative (ECHSI, 2012). In 2011, 79 percent of early college
students were students of color and 61 percent were eligible for free or reduced lunch
(JFF, 2012).
Early college high schools are designed to reflect key “effective” school features,
including personalization, teacher collaboration, high expectations for student academic
performance, strong principal leadership, and a web of academic and social supports for
students (Kim & Smerdon, 2012). Early college high schools embrace five core
principles, including (a) serving underrepresented students, (b) developing partnerships
with higher education institutions, (c) developing an academic program that provides
opportunities for students to earn college credit, (d) providing a comprehensive support
system for students, and (e) advocating for supportive policies (JFF, 2008). These
principles were developed to ensure a continued commitment and comprehensive support
system for students attending early college high schools (JFF, 2008). The belief is that
engaging underrepresented students in rigorous coursework that allows them to earn
college credits will motivate them to pursue postsecondary education after high school
(AIR, 2009).
Though there are hundreds of early college high schools that adhere to these core
principles, they are not all set up the same. Most schools only offer ninth through twelfth
grade, while others serve students as early as sixth grade. Approximately 15 percent of
early college high schools include a grade 13 to allow more time for students to prepare
for college-level work or attain an Associate’s degree upon graduation (JFF, 2011a). All
early college high schools must partner with either a two-year or four-year institution,
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and approximately 74 percent have partnered with a community college (JFF, 2011a).
About half of the schools are located on a college campus, providing students with daily
exposure to a college environment and developing the idea that each student can succeed
in college (Berger et al., 2010).
Each early college high school has the flexibility to establish its own admissions
goals and process to serve specific student populations. The overall admission rate in
2007-08 was 64%, with 14% accepting all students who applied and 38% conducting a
lottery to select students (Cole, Duffy, Keating, & Berger, 2012). Student motivation and
desire to attend the school factor in to admissions decisions (Cole et al., 2012).
Because early college high schools are relatively small, students and instructors
can build relationships that support students that may be struggling academically,
socially, or emotionally. Though high expectations are set for students, early college high
schools provide the kinds of supports that allow students to feel that they can succeed
(Cole et al., 2012). Early college high schools use academic plans to guide students
towards high school graduation and into college. These plans provide clear pathways for
students into college, help align expectations, and bolster enrollments into partner higher
education institutions (Cole et al., 2012).
According to Jobs for the Future, an organization that coordinates with various
organizations involved in the national Early College High School Initiative, early college
high school students graduate at a higher rate than their traditional counterparts. The
median four-year high school graduation rate for early college high school students in
2010-11 was 93 percent, compared to 76 percent for the school districts in which the
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schools were located (JFF, 2012). In addition, 93 percent of early college graduates
earned at least some college credit in 2010-11, with over half of graduates earning two or
more years of college credit (JFF, 2012). Approximately 78 percent of early college high
school graduates in 2010 went on to college, compared to 69 percent of traditional high
school graduates nationwide and 55 percent of low-income students (JFF, 2012).
Graduates from early college high schools also have higher first-year persistence rates
than other college students – 86 percent versus 72 percent (JFF, 2014).
Given the focus of early college high schools on minority and low-income
students, the high school graduation and college enrollment rates for early college high
school students have been higher than students of similar backgrounds at traditional high
schools. Unlike students from higher socioeconomic families who often have access to
social networks that provide information about college, low-income students need the
guidance early college high schools offer on making choices about where to apply, how
to apply, how to complete financial aid forms, and what to study once they are accepted
into college (Cole et al., 2012).
As mentioned earlier, educational aspirations affect educational attainment. A
survey conducted in 2009 found that 83 percent of early college high school students
expect to receive a two-year or four-year college degree (AIR, 2009). As the majority of
students leaving early college high schools have earned on average 23 credit hours of
college coursework, those that enter college directly from high school have a greater
chance of successfully finishing with a college degree (AIR, 2009; Adelman, 2006).
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The early college high school movement began in Texas in 2003. The 78th
Legislature passed two key bills that session. The first, HB 415, allowed both high
schools and colleges to receive state funding for teaching dual credit courses (TEA,
2012). The second, SB 976, required the Texas Education Agency to create a Middle
College Pilot Program for students at risk of dropping out of high school or for those
interested in completing high school early (Texas Association of Community Colleges,
2003). The Middle College Pilot Program required students to enroll in dual credit
courses their junior and senior year of high school and expected public schools and
higher education institutions to work together to deliver the courses (TACC, 2003).
These two key pieces of legislation helped support the creation of the first early
college high school in Texas in 2004 – Challenge Early College High School in Houston.
In 2005, the 79th Texas Legislature passed SB 1146, modifying the Middle College Pilot
Program to establish the Early College High School program. This new model was aimed
specifically towards at-risk students who typically do not attend college, allowing them to
earn college credit as early as ninth grade.
Texas now has over 150 early college high schools statewide, with 16 more
planed for the 2016-17 academic year (TEA, 2016). The first major early college high
school cohort in Texas started in 2006 and graduated in May 2010. The May 2010 early
college high school graduating class was approximately 900 students from 11 early
college high school campuses in Texas (JFF, 2011a). In 2008-09, over 1,100 early
college high school students earned an average of 16 college credit hours (JFF, 2011a).
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SUMMARY OF RESEARCH RELATED TO EARLY COLLEGE HIGH SCHOOLS
With the attention focused on college readiness and the models that provide high
school students with opportunities to earn college credit, there has been little research
done on the effects of higher levels of responsibility and expectations on younger
students. The transition from a high school environment to a college campus is a major
transition for any student. For those coming in with enough college credit to begin taking
junior and senior level coursework, the transition is even greater due to the social aspects
of the adjustment.
There are a few main resources that are important to the successful transition from
high school to college (Hoffman et al., 2008). One is a rigorous academic high school
program that provides a smooth pathway between high school and college-level
coursework. A second is financial assistance for college coursework, known to the
student early in their high school years. A third is a strong support structure that
encompasses the school, family, and the community.
Programs such as early college high schools that allow students to take collegelevel courses while in high school provide the first two resources. A rigorous academic
program is offered by providing college-level work to high school students, while
providing the opportunity to earn college credit without paying college tuition. Early
college high schools focus on the students for whom the transition to college is
problematic (ECHSI, 2012). These schools offer a level of structured support that is not
typically found in a traditional high school. For those early college high schools that are
located on a college campus, being surrounded by amenities available to college students
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can provide most early college students with the feeling that they are already part of a
college campus (Hoffman et al., 2008). However, one recent study found that early
college high school graduates were not as comfortable engaging in on-campus activities,
as age impacted their level of involvement (McCorry-Andalis, 2013). Another study
discovered that early college high school students are taking college courses beyond the
60 credits required for an associate’s degree, resulting in a loss of credits when
transitioning to a four-year institution because the credits did not count towards degree
requirements (Hoffman & Lundy-Wagner, 2016).
Early college high school students are typically better academically prepared to
take college-level coursework than their traditional high school peers (McCorry-Andalis,
2013). We also know that early college high schools provide students with more than just
the financial support to earn college credit; they provide students with social and
psychological support by surrounding students with people that believe that college is
possible and expected (Hoffman et al., 2008). However, given the fact that the early
college high school model has not been around very long, little research has been done to
understand what factors contribute to the successful transition of students into a four-year
university – both academically and socially. We now have a number of students that have
successfully graduated from early college high schools and moved on to a university
campus to complete their bachelor’s degrees. Given the growing interest in expanding
this particular high school model across Texas at the country, research that focuses on
improving our understanding of how these students manage the transition is needed.
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UNDERSTANDING THE HIGH SCHOOL TO COLLEGE TRANSITION
The move to a college campus represents entry into a new social and
organizational environment, with rules, expectations, and requirements that may be
unclear to recent high school graduates (Crosnoe, 2009). Stressors in this transition
include (1) a change in the physical location of school, (2) concerns about getting lost,
class size, harder work, (3) different teacher expectations, and (4) possible conflicts
between social and educational agendas (Jindal-Snape & Miller, 2008).
Over the last fifty years, the attitudes and beliefs of those in higher education that
serve and support students have changed regarding the causes of college attrition. In the
beginning, student attrition was seen as a failure on the student’s part. A student’s
decision to stay or leave college was seen as a reflection of their attributes, skills, and
motivation (Tinto, 2006). In the 1970’s, there was a shift, one that began considering the
institutional environment and its role in a student’s decision to leave or stay (Tinto,
2006). Research from that period ushered in a greater focus on the freshman experience.
The theoretical model of students’ departure that Vincent Tinto developed in the
1970’s looked at the factors that influence a student’s decision to leave college. His
model focused on the connections between the student and the academic and social
systems of the institution (Tinto, 2006). Central to this model was the inclusion of
patterns of interaction between the student and institutional members during the first year
in college and the stages of transition during that year (Tinto, 1975). Other researchers
also began noting the importance of student contact or student involvement on the
success of students in college (Astin, 1975; Pascarella, 1980; Endo & Harpel, 1982). The
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results of this research led to the development of programs aimed at improving first-year
retention and the transition to college, with little distinction of students’ backgrounds or
experiences (Tinto, 2006).
In the 1980’s and 1990’s, researchers began focusing on understanding the
experiences of students with different backgrounds, taking into account the cultural,
social, and institutional factors that impact student retention (Herndon, 1984; Christie &
Dinham, 1991; St. John, Cabrera, Nora, & Asker, 2000). There was interest in
understanding how classroom interactions help to support student retention (Tinto, 1997;
Tinto, Russo, & Kadel, 1994). Researchers also began studying the effects of different
institutional settings, such as two-year versus four-year and residential versus
nonresidential campuses, impact student retention (Pascarella & Terenzini, 1980;
Pascarella, Smart, & Ethington, 1986; Allen, 1992; Borglum & Kubala, 2000). A range
of sociological, psychological, and economic models aimed at understanding the factors
that affect student retention and those that help support students through the transition
from high school to college were generated as a result of this research (Bean, 1980;
Tinto, 1987; Braxton & Brier, 1989; Cabrera, Castaneda, Nora, & Hengstler, 1992; Nora,
2001).
In addition to cultural, social, and institutional factors that affect student
transition, recent research has focused on first-generation college students and students
categorized as “at-risk” of dropping out of college due to various factors, including race
and income. Research has found that parental expectations are influential with this
student population, as well as peer aspirations and college outreach programs (Horn &
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Chen, 1998; Choy, Horn, Nuñez, & Chen, 2000). Additionally, non-cognitive factors
such as resiliency, self-esteem, and college commitment help at-risk students manage the
college transition (Allen, 1999; Kahn & Nauta, 2001; Grant-Vallone, Reid, Umali, &
Pohlert, 2003). Qualitative studies focused on developing a better understanding of the
factors that influence internal support systems have been conducted on students
transitioning from high school into college (Arthur & Hiebert, 2011; Cabrera & La Nasa,
2001; Pritchard, Wilson, & Yamnitz, 2007; Van Etten, Pressley, McInterney, & Liem,
2008).
Though many studies have looked at general factors influencing minority and
low-income student transitions into college, there are a handful of studies that have
focused on understanding what interventions and supports have helped these students
succeed. Fries-Britt (1998) conducted a qualitative study to examine the academic, social,
and racial experiences of high-achieving Black students enrolled in a scholarship
program. Griffin (2006) examined the effects of internal and external sources of
motivation on the college experiences of high-achieving Black students. Other research
has been conducted on the external support systems influencing college academic and
social success for entering college freshmen (Marks & Jones, 2004; Terenzini, Rendon,
Lee Upcraft, Millar, Allison, Gregg, & Jalomo, 1994; Trombley, 2000).
RESEARCH ON COPING WITH TRANSITION
Transition theory focuses on the phases of the life cycle and in understanding how
individuals respond to changes in their lives and in their environment. As an individual
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progresses through life, there are many types of changes and varying degrees of impact
experienced (Williams, 1999). Most transitions are associated with significant life events.
They require a radical restructuring of how individuals view themselves and their world
due to changes to the individual’s role or environment (Williams, 1999).
Various research has been conducted over the years to gain a better understanding
of how an individual’s self-esteem and resiliency affect their ability to adjust to
transitions (Hirsch & Rapkin, 1987; Masten, 2001). An individual with a healthy selfesteem is likely to be able to handle a difficult transition period. Self-esteem can act as a
buffer to help individuals cope with setbacks, both in terms of perceived self-worth and
beliefs about their ability to meet new challenges (Jindal-Snape & Miller, 2008).
Within education, much research has been done on transitions among children in
the elementary, middle, and high school years (Crosnoe, 2007; Crosnoe & Trinitapoli,
2008; Crosnoe, 2009; Crosnoe & Cooper, 2009). Some research has explored the impact
of parental involvement in education, focusing on strategies used by parents to maximize
academic achievement (Baker and Stevenson, 1986). Other research has been done on the
transition of minority students to high school and the effects of family and institutional
support (Newman, Myers, Newman, Lohman, & Smith, 2000; Reyes, Gillock, & Kobus,
1994; Roderick, 2003).
The transition process from high school to college is “a highly interrelated, weblike series of family, interpersonal, academic, and organizational pulls and pushes that
shape student learning… and persistence” (Terenzini, et al., 1994). Though much
research has been done on educational transitions of children throughout the educational
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pipeline, more research is needed to understand the factors that impact a successful
transition from an early college high school to a four-year university.
THEORETICAL FRAMEWORK
Schlossberg’s Transition Theory
Schlossberg’s model was initially developed to help counselors deal with
individuals making changes in the workplace. With Alice Sargent, Schlossberg provided
some insight into the application of her model for those transitioning into management
roles (Sargent & Schlossberg, 1988). More recent qualitative works, including Castro and
Bauml’s study on why people choose to change careers and enter teaching, provide some
examples of the application of the model to workplace transitions (Castro & Bauml,
2009).
In the early 1980’s, Nancy K. Schlossberg developed a model aimed at
understanding how adults handle transitions. Her goal was to try to determine how to
help them cope with the “ordinary and extraordinary process of living” (Schlossberg,
1984, pg. vii). First publishing her model in 1981, she stated that an individual’s ability to
adapt to transitions was affected by the interaction of (1) the individual’s perception of
the transition; (2) the characteristics of the pre-transition and post-transition
environments; and (3) the characteristics of the individual experiencing the transition
(Evans, Forney, Guido, Patton, & Renn, 2009).
Over the years, Schlossberg has refined her model to better describe the transition
process. The transition model now encompasses a three-part framework to understand
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individuals in transition: approaching transitions, taking stock of coping resources, and
taking charge through strengthening resources (Anderson, Goodman, & Schlossberg,
2012). Levinson (1986) describes a transition as a turning point, or a period between two
periods of stability. Building on this definition, Schlossberg defines a transition as an
event or a nonevent resulting in change (Anderson et al., 2012). The level of impact of
the change depends on a person’s perception of the change. For an individual to truly
experience a transition, the change must be perceived as having an impact on the
individual’s daily life (Anderson et al., 2012). A change that occurs without an individual
feeling much impact would not be considered a transition.
Schlossberg explains three different types of transitions. The type of transition
experienced must be understood before evaluating an individual’s capacity to cope with
the transition. Anticipated transitions are major life events that are expected, including
graduating from high school, starting a new job, or getting married (Schlossberg, 2011).
Unanticipated transitions are those that are often disruptive and unexpected, such as
major surgery, a car accident, or a loss of job. Nonevents can also be transitions. For
example, an individual may be expecting a promotion, but the promotion fails to occur.
The transition process. Schlossberg’s model explains the transition process in
three phases: “moving in,” “moving through,” and “moving out” (Anderson et al., 2012).
Those that move into a new situation must become familiar with the new environment to
understand what is expected of them. As they try to adjust to their new environment, the
process of “moving through” the transition introduces questions about the transition. “Did
I do the right thing?” or “Can I commit to this transition” might be asked during this
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phase (Anderson et al., 2012). The “moving out” phase encompasses the separation or
ending of a transition. Figure 2.1 provides a visual representation of Schlossberg’s model.

Figure 2.1: The Individual Transition model. Adapted from “Counseling Adults in
Transition: Linking Practice with Theory” by Nancy K. Schlossberg, Elinor B. Waters,
and Jane Goodman, 1995, New York, NY: Springer Publishing Co.
The 4 S System. In addition to the three phases of the transition process,
Schlossberg’s model includes four factors that influence the ability of an individual to
cope with a transition. She describes them as the 4 S System: Situation, Self, Support,
and Strategies. The 4 S System provides a framework for an individual to appraise his or
her transition process (Evans et al., 2009). An individual’s “assets and liabilities” in each
of these factors help determine how well that individual will cope with a transition
(Summers, 2002).
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Situation. When examining a transition, Anderson et al. (2012) explain that an
individual must appraise the situation by analyzing the following factors:
•

Trigger: What set off the transition?

•

Timing: Is the transition happening at a “good” time or a “bad” time?

•

Control: What aspects of the transition can the individual control?

•

Role Change: Does the transition involve a role change?

•

Duration: Is the transition seen as permanent or temporary?

•

Previous experience with a similar transition: How has the individual met
similar transitions?

•

Concurrent stress: What other stresses is the individual facing now, if any?

•

Assessment: Does the individual view the situation positively, negatively
or as benign?

Self. Certain factors affect an individual’s inner strength for coping with
transitions. Personal and demographic characteristics include gender, age, health,
ethnicity, and socioeconomic status. Psychological resources include factors such as an
individual’s self-efficacy, optimism, and resiliency (Evans et al., 2009).
Support. There are different types of support that people receive that can help
them cope with transitions. Intimate relationships, family units, networks of friends, and
institutions and/or communities can offer different levels of support. The level of support
can be measured by identifying the stable supports, supports that are somewhat role
dependent, and supports that are most likely to change (Evans et al., 2009).
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Strategies. When coping with transitions, individuals respond in different ways.
Some try to modify the situation, while others try to control the meaning of the problem.
Still others try to manage the stress after the transition. With each response, an individual
might apply certain strategies to help them cope: seek information, take action, inhibit
action, and intrapsychic behavior (Evans et al., 2009). Intrapsychic behavior refers to the
mindset used to resolve problems that arise, such as denial, wishful thinking, and
distortion (Anderson et al., 2012).
Potential Contributions
Schlossberg’s Transition Theory is typically considered a theory of adult
development. A study in the late 1970’s applied the model to understand the impact of a
support program for men who had lost their jobs at the National Aeronautics and Space
Administration (Schlossberg & Leibowitz, 1980). The study reinforced the importance of
institutional supports as well as the notion that transitions have both positive and negative
components for the same individual (Evans et al., 2009). In 2000, Goodman and Pappas
developed a survey instrument based on Schlossberg’s 4S model to understand the
transition to retirement among college professors. They found that control and timing
were important aspects of the perceived satisfaction with retirement (Goodman & Pappas,
2000).
Applications in higher education have primarily dealt with adult learners and
traditional undergraduates. One study in the 1980’s used the transition model as a
framework for service provision, looking at understanding the variety of environmental
responses needed to accommodate the heterogeneity of adult learners and the various
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transitions experienced (Schlossberg, Lynch, & Chickering, 1989). Champagne and
Petitpas (1989) found Schlossberg’s theory useful in designing developmental
interventions for adult learners. Schlossberg’s theory has also been applied to students
transitioning in, through, and out of college (Schlossberg et al., 1989; Graham, 1994;
Chickering & Schlossberg, 1995; Chickering & Schlossberg, 2001). The theory has also
been used to help inform the development of effective student supports at the institutional
level (Evans et al., 2009).
Schlossberg’s Transition Theory focuses on understanding how individuals cope
with transition. While there have been studies conducted that apply Schlossberg’s
Transition Model to understand transitions of adults in and out of educational institutions,
the model has not been applied to younger individuals that are coping with the transition
from an early college high school to a four-year university. This study uses
interpretations of students’ perspectives on their transition to gain a better understanding
of the characteristics shared by successful students in coping with the transition. The
study also explores external factors that helped students manage the transition. The
study’s findings guide the formulation of recommendations for helping young students
entering to a four-year university with prior college credit adjust to the different demands
and expectations associated with junior- and senior-level responsibilities and
expectations.
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CHAPTER THREE: RESEARCH METHODOLOGY
The purpose of this study was to understand how students manage the transition
from an early college high school to a four-year institution of higher education. Given the
growing popularity of the early college high school model, this research will help policy
makers and education administrators better understand how students with large amounts
of college credit are handling the transition to a four-year university when entering at
younger ages. This chapter provides detail to explain the qualitative approach that was
taken to study early college high school students’ transition into a four-year university.
The chapter begins with a description of the qualitative case study methodology,
followed by a description of the sample, data collection procedures, and an overview of
how the data were analyzed.
Prior research has recognized certain resources that are key to the successful
transition of students from high school to college, including a rigorous academic high
school program, financial assistance, and a strong support structure (Hoffman et al.,
2008; Berger et al., 2010; Cole et al., 2012). Most of the research conducted to date on
understanding how students cope with the college transition has not focused on the
younger nontraditional student. Rather, the focus has been on older adults and traditional
high school graduates. Given the growing interest in developing more efficient and
effective pathways towards shortened time to degree, the expansion of early college high
schools across the country begs the question of how young students are handling the
responsibilities and expectations associated with attending a four-year university.
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Using Schlossberg’s Transition Theory’s 4S System, this study sought to identify
individual or internal characteristics that may help inform high schools and institutions of
higher education of traits that should be promoted while addressing behaviors that may
lead to a difficult transition. This study also sought to identify external factors,
particularly those that educational institutions can affect, that can lead to the development
of policies that support students before, during, and after the transition. As more students
enter college with prior college credit, this research may help inform educational policies
to support these young students towards timely graduation and expand the existing
literature base on early college high school student experiences.
RESEARCH DESIGN
A qualitative research design was used to identify students’ individual or internal
characteristics and external factors that help support their successful transitioning from an
early college high school to a four-year university. Qualitative methods can be used to
explore areas in which little is known (Stern, 1980). This methodology allows researchers
to obtain details about phenomena such as feelings, thought processes, and emotions that
can be difficult to get from quantitative research approaches (Strauss & Corbin, 1998).
Specifically, through the application of qualitative case study methodology and data
analysis techniques adapted from the grounded theory approach, this qualitative analysis
allows a closer investigation of the nuanced characteristics associated with students’
successful transition from an early college high school into a four-year university.
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Qualitative Case Study Methodology
Case study methodology is a common approach in qualitative research because it
allows a more holistic view of a situation, providing an opportunity to study human
behavior in the social context (Willis, 2007). The primary advantage of the case study
approach is that it provides more detailed information than what is typically obtained
through other methods, particularly quantitative methods (Neale, Thapa, & Boyce, 2006).
Case studies allow stories to be told about individuals, organizations, processes,
programs, neighborhoods, institutions, and events (Neale et al., 2006).
According to Merriam (1991), there are five defining attributes of case studies.
Case studies are particularistic, in that they focus on a particular context. Case studies are
naturalistic because they study real people and situations. Case studies are thick and
descriptive because they include multiple options for data collection. Case studies are
inductive; they allow concepts to emerge from the analysis of the data. Finally, case
studies are heuristic because they provide the reader with a better understanding of the
phenomena under study (Merriam, 1991).
To understand how students manage the transition from an early college high
school to a four-year institution of higher education, the following research questions
were asked:
1) What individual (internal) factors seem to help or hinder early college high school
students’ transition from an early college high school to a four-year university?
2) What external (institutional) factors help or hinder their transition?
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Schlossberg’s Transition Theory 4S System provided the theoretical framework
for understanding how students cope with the transition, while the qualitative case study
methodology offers an interpretive understanding of the transition.
Target Population and Sample
Desert Mountain University (DMU) is considered an emerging research
institution. Located in a large metropolitan city in Texas, the university offers bachelors,
masters, and doctoral degrees, as well as graduate certificates and teaching certificates.
Over 80 percent of the students that attend the university are residents of the county, and
the majority of the student body is Hispanic. In fall 2014, DMU enrolled almost 20,000
undergraduates and over 2,300 graduate students.
The metropolitan area of study currently has seven early college high schools, but
as of the time of this study only four had been in existence long enough to have students
that are attending college. Since fall 2011, DMU has received between 100 and 200 early
college high school graduates per year as new college enrollees.
This study focused on DMU students enrolled for the 2014-15 academic year that
graduated from an early college high school in the metropolitan area and enrolled at
DMU with the intent to pursue a bachelor’s degree. Students that participated in the study
were at least 18 years of age. By not narrowing the study population by the number of
semester credit hours transferred in as a first-time university student or the classification
of the student (freshman, sophomore, junior, or senior), academic and psychological
differences could be explored, allowing for comparison of experiences.
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Data Collection
One-on-one semi-structured interviews of students were the primary source of
data collection for the qualitative phase. The interviews were semi-structured to allow for
clarification and follow-up questions. Interviews provide an effective way to gather
information about a particular subject when the researcher wants to know how a
participant feels or interprets the world around them (Merriam, 2009).
Purposive sampling, specifically snowball sampling, was used to identify
interview participants. Purposive sampling is used when the researcher has a purpose in
mind (Trochim, 2006). Snowball sampling capitalizes on informal social networks to
identify specific respondents who are hard to locate by relying on someone who meets
the study’s criteria for inclusion to recommend others they know who also meet the
study’s criteria (Trochim, 2006).
One-on-one interviews provide a more in-depth analysis of individual transitional
experiences of early college high school graduates. These interviews are intended to elicit
the views and opinions of the participants (Creswell, 2014). One-on-one interviews allow
the researcher to avoid the negative influences of group dynamics that can occur during
focus group interviews. This type of data collection also helps to avoid the possibility of
having a single group be too atypical to offer generalizable insights to the population,
which is a limitation of focus group interviews (Babbie, 2010). During the interview, it is
important that the interviewer does not unintentionally affect responses through gestures,
mannerisms, or verbal feedback (Tashakkori & Teddlie, 1998).
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Semi-structured interviews typically require the researcher to prepare an interview
guide. The guide should include a list of questions and topics that need to be covered
during the interview, but allow the researcher the flexibility to follow up on trajectories in
the conversation that may stray from the guide, as appropriate (Cohen, 2006). Semistructured interviews are most appropriate when the researcher only has one chance to
interview someone (Cohen, 2006). Semi-structured interviews also allow participants the
freedom to express their experiences in their own words, particularly when questions are
open-ended (Cohen, 2006). For this study, the interview guide contained questions about
the participant’s optimism and resiliency, as it relates to the transition from high school to
college, the support received from family, friends, the early college high school and
DMU before, during, and after the transition, and the strategies the participant used to
help them cope with the transition (see Appendix A).
With assistance from DMU’s Office for Undergraduate Studies, early college
high school students were notified of the study through an email invitation to participate.
The email was sent with the consent form attached, and a staff member from the Office
for Undergraduate Studies scheduled the interviews. Thirty-seven one-on-one interviews
were conducted over three separate visits. Each interview was scheduled for one hour to
allow time for interview questions and follow up questions, as appropriate. Interviews
were held on the DMU campus in a conference room set aside for this purpose.
Interviews were digitally recorded. Each participant presented a signed consent form
prior to the start of the interview to indicate his or her understanding of the purpose of the
interview, the duration of the interview, the confidentiality of their responses, and how
57

the interview would be conducted (see Appendix B). I answered questions regarding the
purpose and process of the interviews and obtained consent to record the interview prior
to turning on the digital recorder. I safeguarded anonymity of participants by assigning
pseudonyms to each participant. Participants were offered a $25 Amazon gift card as
compensation for their time.
McNamara’s (2009) eight principles for preparing for interviews were applied: (1)
Interviews should be held in a room with little distraction. (2) The researcher explains the
purpose of the interview. (3) The researcher addresses the terms of confidentiality. (4)
The researcher explains the format of the interview. (5) The researcher indicates how
long the interviews will last. (6) Contact information is shared to allow participants to get
in touch with the researcher at a later date, if desired. (7) The researcher asks all
participants if they have any questions before the interview begins. (8) The researcher
asks for permission to record the interviews.
Data Analysis
Once the interviews were conducted, the audio files were transcribed by an
outside entity. I checked the transcriptions for accuracy prior to uploading them into
Dedoose, an online web application that allows researchers to analyze large collections of
data. After all transcriptions were completed, checked, and uploaded, I analyzed the data
through open and axial coding, looking for categories and emerging themes.
A grounded theory approach was used for qualitative data analysis. To develop a
grounded theory, the constant comparative method was applied. Glaser and Strauss
(1967) describe the four stages of the constant comparative method: (1) comparing
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incidents applicable to each category, (2) integrating categories and their properties, (3)
delimiting the theory, and (4) writing the theory. To identify categories and themes, each
transcription is analyzed and inductive coding is performed (Miles & Huberman, 1984).
Lincoln and Guba (1986) refer to this as the “saturation of categories” or the “emergence
of regularities.”
Strauss and Corbin (1990) provide some guidelines for the grounded theory
approach to coding data: open coding, axial coding, and selective coding. Open coding
involves breaking down, examining, and categorizing the data. Axial coding requires
putting the data back together in new ways, through connections between categories.
Selective coding is the selection of a core category, the systematic relation of that
category to other categories, the validation of those relationships, and refinement of
categories in need of further development (Strauss & Corbin, 1990). The constant
comparative method is a continuous process involving multiple iterations of coding and
analysis, as well as additional data collection when categories are in need of further
development (Glaser & Strauss, 1967).
Analytical relationships between categories help form a matrix of major themes
and issues to support the researcher’s theory. For this study, the patterns and themes
identified during this exercise were categorized to determine the factors that help or
hinder a student’s successful transition from an early college high school into a four-year
university and how and why these factors affect the transition. The initial coding process
yielded over 70 codes. Codes were refined, categorized, and compared against the
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theoretical framework guiding the study, and emerging themes were used to respond to
the study’s research questions.
Reliability and Consistency
Lincoln and Guba (1985) propose four criteria that form the framework for rigor
in qualitative research: credibility, dependability, confirmability, and transferability.
Credibility refers to the value and believability of the findings (Lincoln & Guba, 1985).
Four methods are used to validate the findings and determine the credibility of the
information obtained during the interviews (Merriam, 2009). First, different sources of
information are studied (triangulation), including the interview responses and institutional
data, to ensure that codes are reliably assessed. Second, negative or discrepant
information that runs counter to the themes are discussed. Third, rich and thick
descriptions are used to convey the findings. Fourth, a peer debriefing is performed,
where a person reviews the study and reports back (Creswell, 2014; Creswell & Miller,
2002).
Dependability and confirmability can be obtained by the use of an audit trail. The
audit trail is compiled from comprehensive notes related to the contextual background of
the data and the rationale for all methodological decisions (Glaser & Strauss, 1967). In
addition, queries of the interview transcripts can be run using qualitative data analysis
software to test the dependability and confirmability of the data (Houghton, Shaw, &
Murphy, 2013). Text-search queries can help identify concepts and allow the researcher
to verify that those concepts have been sufficiently explored (Houghton et al., 2013).
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Matrix-coding queries can check repeated instances of an occurrence, such as the use of a
specific term in multiple interview responses (Houghton et al., 2013).
Transferability requires the researcher to provide detailed descriptions so that the
reader can decide about the transferability of the research findings (Lincoln & Guba,
1985; Graneheim & Lundman, 2004). Detailed descriptions and examples of raw data can
provide readers with enough information to consider alternative interpretations of the
data (Houghton et al., 2013).
Reliability and consistency checks can be performed to ensure that the qualitative
approaches used are consistent and stable. Gibbs (2007) suggests several qualitative
reliability procedures, two of which were applied for this study. First, transcriptions were
checked to make sure that there were no obvious mistakes. Second, code definitions were
checked to ensure that a shift in meaning did not occur during the coding process.
ADVANTAGES AND LIMITATIONS
A qualitative analysis offers a robust method for understanding experiences and
phenomena. However, there are limitations that must be acknowledged. First, there are
limitations in the collection of data through interviews, including researcher bias on
responses received and the possibility of interviewing individuals whose articulation and
perceptiveness vary (Creswell, 2014). Second, one-on-one interviews are timeconsuming, both when conducting the interview as well as the analysis of responses
(Tashakkori & Teddlie, 1998). Third, generalizations cannot be made without accounting
for context (Merriam, 2009).
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The results from this study are dependent upon the willingness of the participants
to be open and honest with their views and experiences. This limitation is partially
addressed through each interviewee’s willingness to participate in the study. Interviews
are also considered a subjective method of data collection, as the researcher is a
participant in the data collection process.
ETHICAL CONSIDERATIONS AND ROLE OF THE RESEARCHER
In compliance with the regulations of the Institutional Review Board (IRB),
permission for conducting this study was obtained prior to data collection (Institutional
Review Board, 2014). An informed consent form was presented to each participant prior
to each interview, providing information about the purpose of the study and allowing
time for the researcher to answer any questions that the participant may have had about
the study or the interview process. The consent form included acknowledgement of the
confidentiality of their responses. Participants were assigned fictitious names when
results were reported.
In this study, I assumed a participatory role with the participants during the
interviews. I am not a student or an employee of Desert Mountain University, but I was
employed as a higher education policy analyst and am familiar with the challenges
associated with the increasing number of early college high school graduates transferring
to four-year universities and pursuing bachelor’s degrees. These experiences introduce a
possibility for subjective interpretation of the phenomenon being studied and create a
potential for bias (Locke, Spirduso & Silverman, 2014).
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To control for potential researcher bias, extensive verification procedures,
including triangulation of data sources, a discussion of discrepant information that runs
counter to themes, and rich and thick descriptions, were employed. In addition, my
academic advisor and dissertation committee conducted a careful audit on all research
procedures and data analysis in this study.
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CHAPTER FOUR: FINDINGS
The purpose of this study was to analyze how students manage the transition from
an early college high school to a four-year institution of higher education. Early college
high schools are appearing across the country at an extremely rapid rate. In Texas, almost
50 new early college high schools opened in the 2014-15 academic year alone. In Chapter
2, I provided some background to explain the push behind the growth of this high school
model, which focuses on increasing college access and attainment for underrepresented
students through a more streamlined pathway from high school to college. I used a
qualitative case study approach to collect face-to-face interview data to understand the
transition experience from the students’ perspectives. The research questions were:
1) What individual (internal) factors seem to help or hinder early college high school
students’ transition from an early college high school to a four-year university?
2) What external (institutional) factors help or hinder their transition?
Presented in this chapter are data derived from semi-structured interviews with
university students that came from area early college high schools prior to entering the
university with the intent of completing their bachelor’s degree. The chapter begins with
an overview of the university’s early college high school student population, followed by
descriptive data on the study participants. The major findings that emerged from the
interviews, organized by themes in accordance with the research questions and the
theoretical framework, are presented. The chapter concludes with a brief summary and
overview of the analysis that is presented in Chapter 5.
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DMU EARLY COLLEGE HIGH SCHOOL STUDENT POPULATION
The first early college high school in the area was Morpheus Early College High
School, which opened in 2006. The following year, Oracle Early College High School
opened, and in 2008 Neo Early College High School and Trinity Early College High
School began accepting students. Though more early college high schools have opened
since, at the time of this study only these four early college high schools had graduated
students.
Morpheus Early College High School has been sending students to DMU since
the 2009-10 school year. As was discovered during the interviews, the school’s
expectation is that students will graduate with an associate’s degree from Desert
Mountain Community College (DMCC) by the end of their junior year and enter DMU to
take college courses during their senior year of high school. This appears to be an
exception, as most students interviewed from the other early college high schools had
earned their associate’s degree as high school seniors or received it when they graduated
from high school.
STUDY PARTICIPANTS
To ensure a fair representation from across all four early college high schools, 37
semi-structured interviews were conducted. One interview was excluded from the study
when I discovered that the student had not enrolled at DMU after high school graduation,
but chose to attend another university as an undergraduate and enrolled at DMU for
graduate school. Table 4.1 shows a comparison of the total number of early college high
65

school students that have attended DMU since 2009 against the 36 students that were
included in this study. I attempted to obtain a representative sample across the high
schools, based on the number of students that have enrolled at DMU since 2009. It should
be noted that this is a count of the total number of students from each early college high
school that have enrolled at DMU since 2009, and it does include students that have
graduated from DMU since the 2009-10 school year as well as students that are still
attending an early college high school, but have enrolled at DMU after completing their
associate’s degree while still in high school.
Table 4.1: DMU ECHS Students Enrolled versus Study Participants
Early College
High School
Morpheus

Enrolled
Since 2009
363

% of total
Enrolled
50.5%

Study
Participants
19

52.8%

Neo

73

10.2%

4

11.1%

Trinity

122

17.0%

6

16.7%

Oracle

161

22.4%

7

19.4%

TOTAL

719

100.0%

36

100.0%

%

Figures 4.1 and 4.2 provide select descriptor data for the study participants. Of the
36 participants, all but one student indicated that they had earned their associate’s degree
on or before they graduated from high school. There were 26 students that had attended
DMU when they were seniors in high school, having earned their associate’s degree prior
to high school graduation. DMU is an Hispanic-serving institution with approximately
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80% of its students of Hispanic ethnicity. Though race and ethnicity were not collected in
this study, the majority of study participants were Hispanic, mirroring the DMU student
population.
Figure 4.1: Descriptor Data for Study Participant
Gender of Study Par3cipants

33%

Male
Female

67%

Classiﬁca-on at Time of Interview

Year of Gradua2on from Early College High School

3% 3%

6%
25%

14%

2011

Soph.

2012

33%

2013

Senior

2014
22%

Graduate Student

2015
61%

33%
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Junior

Figure 4.2: Descriptor Data for Study Participants, cont.
Number of Semester Credit Hours Earned
at Time of Interview

Undergraduate GPA at Time of Interview

3%

31%

6%
Unknown

17%

22%

8%

3%

2.51-2.75

60-69
8%
6%

2.76-3.0

70-79

14%

80-89
90-99

17%

120+

3.01-3.25
3.26-3.5

22%

3.51-3.75

100-119
19%

<2.0 or Unknown

25%

3.75-4.0

Note: The GPA listed for the Graduate Student was at the time of graduation with a
bachelor’s degree.
With regard to the transitional experience being discussed by the study
participants, transferring to DMU was an anticipated transition for all involved. However,
there were instances when a student indicated that it was not a desired transition; rather,
the transfer to DMU was in line with the expectations of others in their life. The
following discussion presents the findings of this study in the context of the chosen
theoretical framework, in accordance with the research questions with regard to
individual characteristics and external supports that affected the transition.
INDIVIDUAL FACTORS THAT INFLUENCE THE TRANSITION EXPERIENCE
In response to the first research question, this section focuses on the individual or
internal factors that seem to help or hinder a student’s transition from early college high
school to a four-year university. For the purposes of this study, individual factors
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encompass the “Self” and “Strategy” factors of Schlossberg’s transition theory’s 4 S
System.
Schlossberg’s transition theory is based on the belief that every individual has
both assets and liabilities, or resources and deficits. With regard to characteristics that an
individual possesses, or “Self” factors, personal and demographic characteristics such as
age, socioeconomic status, and ethnicity can affect how an individual perceives or
assesses life in general and changes in particular. A person’s outlook on life, whether
they are optimistic, resilient, spiritual, or believe that they have control over their lives,
can help or hinder a person’s ability to cope with transition.
Personal and Demographic Characteristics
Age and stage of life. The students that participated in this study were at least 18
years old at the time of the interview, though some had transitioned to DMU at a younger
age. The majority graduated with enough credits to enter junior-level courses at DMU.
Age appeared to impact the ease with which many study participants were able to
develop social relationships with non-early college high school students at the university,
which negatively impacted their transitional experience. Most students felt confident in
the classroom, but some found the fact that they were younger than most of their
classmates an intimidating factor in their personal interactions with other students.
Horacio noted:
…it wasn’t so much the coursework that scared me, but the people ‘cause you see
– I mean, of course, DMU’s known as a commuter school and known to have
kinda older population than a traditional university. And so seeing people that are
late 20s, early 30s working in junior classes and I’m like 16-17 years old, barely
learning how to drive, it was intimidating.
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In some cases, age affected a student’s ability to socially connect with their peers
outside of the classroom. Diana found that her age was a barrier to certain social
activities:
… we are younger than most people – most students here. We are excluded in
some of the activities. Like, sometimes we’re invited to dance clubs or bars. And
we can’t go because we’re underage.
Differences in age result in differences in life stages. Rosa noted that it was
difficult to develop social relationships with university classmates because they had so
little in common:
And then we’re really different from the regular population because we’re so
much younger, like all of my classmates that I’ve had are 21, I want to say – like
20, 21. And it’s just so much different. Everybody has kids, are married. They’re
doing… They’re doing something else. I’m just like “Oh, I’m just like a full-time
student, working. That’s all I do.”
Differences in life stages can make developing friendships very challenging.
David expressed his views on the difficulty of developing friendships that extend outside
of the classroom with older students:
… it’s kinda hard making friends besides the people from early college. Because,
you know, I’m kinda scared to tell them to be friends with them ’cause if, then
they’ll ask, “How old are you?” – and then you’ll say, “Well, I’m 19.” And then
they’ll start making, you know, assumptions of you. But, I like – you know, I’m
not saying that I don’t have friends here. I’ve made a lot of friends besides early
college. But I think it’s kind of harder …The friends that I made here at DMU,
they’re really supportive and – and, like, you know, it’s more of a just in class, it’s
not outside of class. Like, we’re friends in – in here in DMU in whatever we
do…I have a bunch of friends from – you know, like, friends that are, like, in their
late 30s and friends that are my age. But it’s mostly just in class.
In general, students felt that their early college high school experience exposed
them to older students in the classroom, so they were more comfortable being around
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older students at DMU. Many students noted that their experience taking courses at
DMCC in high school helped them become more mature and prepared them for the
university experience. Mario stated, “You mature faster because you start socializing
with other adults in the class and such. And it was a great experience.” Antonio noted that
exposure to older students at the community college helped make the adjustment to an
older university population much easier:
…at DMCC, it did kinda force us to get used to being around people way older
than us ’cause we’re 14-15. And in DMCC, some people are going for their
associate’s when they’re, like, 50. And we’re there taking the same course trying
to not be intimidated by these older people. So now it’s kinda used to it. And in
fact, now at DMU, they’re more in our age than they were at DMCC – where
DMCC, most of the classes over 40 – here everyone is maybe, at most, five years
older than me.
One student credited her teacher from the early college high school for helping
them understand how to communicate with and not be intimidated by older students.
Fatima stated:
I remember going into Education 1300, actually. Our teacher would tell us “Oh,
you know, guys, you might have older students in your college classes, so just be
careful.” You know, not careful in the way of “Oh, they’re gonna do something to
you,” but just “Don’t worry so much about them being older than you. Don’t
worry about them telling you something. Just speak. You guys will be just fine.”
Availability of financial support. Students that participated in the interviews
were not asked directly about their socioeconomic status. However, students would
occasionally respond to a question by explaining how their family’s ability to financially
support them (or not) influenced their decisions regarding university choice, class
schedules, work status, and place of residence – all factors that can impact the ease with
which a student experiences the high school to college transition. The availability of
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financial support seems to affect the student’s transition primarily through its influence
on situational control – i.e., how much control does the student perceive he or she has to
choose to attend DMU versus another college or university, or attend school full-time, or
live away from home?
The majority of the students interviewed live with their parents. Most students
saw this as a financial benefit. Many of the students that graduated from Morpheus Early
College High School in particular appeared to have more educated and more financially
stable parents who could help support them through college. For example, Karen said
“whenever I need anything, like, I asked my parents for a laptop. They gave me a laptop.
I asked them for a car. They gave me a car.” Other students felt that their parents helped
them as much as they could, but financial aid still played an important role. Benjamin
stated:
I don’t have to worry about making ends meet with, like, payments or anything
because my mom – she’s very kind and still let me stay at home. So I just go
home and DMU type of thing, and I don’t have to pay for anything because of
financial aid.
For Antonio, his parents helped him handle the stress of paying for college when
he was worried about losing his scholarship:
When I – when I just tell them I’m stressed-out about core classes – and they’re
the ones who told me don’t worry about losing the scholarship. We’ll be fine.
We can still pay for your tuition. And that’s what kind of calmed me down so I
didn’t stress about [it] as much.
A number of students recognized the sacrifices that their parents were making to
help them focus on completing their degree. Wanda noted:
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Sometimes it is hard to be eating here, getting gas. And then I live far away from
here, so then my mom’s like “Okay, you have class at 8, but I’m gonna take you
at 6 so you can be there early.” Because sometimes I don’t have gas, and then she
comes and brings me… Or she’ll make me a sandwich in the morning, even if she
has to make breakfast for everybody in the house; or she’ll wait for me to take a
shower first, and then she’ll take a shower.
For some students, there was an appreciation of the financial support their parents
provided. However, a handful of students saw living at home as an interruption to their
transition to becoming an adult. Karen said:
… when it comes to food, when it comes to shelter, when it comes to money –
like, all those aspects of my life, I’m pretty dependent on my parents. So I feel
like if I would’ve gone elsewhere, I would have become more independent and
become more resourceful in that. But I’m still with my parents. Let’s see what it’s
like. I don’t think I’m gonna have that much of a graceful coming-of-age to
adulthood, but hopefully it’s not that bad.
In some cases, the need to support the family can make it challenging to pursue a
college degree. Some students mentioned the need to help support their families as a
stress factor affecting their college experience. Lorraine stated:
My parents own a restaurant, so I wouldn’t… I don’t get paid, if that’s what
you’re asking. Like, it’s not like a full-on work, but on my free time I do go help
out because we only have one waitress. So during lunch hour… everybody comes
in, and we don’t have enough space for people to work, and we don’t make
enough to hire more people. So I have to fill in, especially when the waitress is
sick or my mom’s sick or anybody’s sick. I have to fill in. … Lately since I’m
getting older and they’re getting older, it’s like I worked there more often ‘cause
now they keep complaining about how old they are and how awful it is. I mean, it
is awful, but I have my own things to worry about, but I still go ‘cause I feel
awful and I feel bad. So I do work there more often, like whenever I’m not at
school.
Given the purpose of the early college high school to increase the number of
underrepresented students in higher education, the students interviewed stated that their
high schools encouraged them to apply to numerous universities. For many, the decision
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to attend DMU was primarily a financial one. Students mentioned being accepted to other
Texas universities, but not receiving enough financial aid to attend. Betty stated:
… I fell in love with Portland, Oregon one year, so I was like “I’m going to go to
Portland.” And then I was like “I just got to get out of [here], so anywhere that’s
not [here].” But lo and behold, I’m still here, so that didn’t work out. But now that
I see it, they have the major I wanted. The school isn’t a bad school. It’s actually
pretty decent and cool, so I’m glad I stayed here. And financially it’s been
helpful.
Some students appeared to have thought a great deal about their decision to attend
DMU over another university, realizing that they could reach their goals through a
different path. Julian discussed how he had desperately wanted to attend an out-of-state
university to pursue a degree in contemporary music, but he could not justify the cost:
It kind of was impossible for me to see past that because when you really love
something, regardless of the price on it, you still want to pursue it. It was a lot of
like… The cost of tuition and everything, included room and board, it would cost
me $47,000…and initially I was only getting $30,000 in scholarships. So it’s kind
of hard for me to think that maybe I would be… happy with what I was doing, but
I would be $47,000 in debt. And then initially, I wasn’t happy with it. I spent, I
would say, half my senior year [of high school] just daydreaming about going
there. And then eventually it hit me that there is another alternative route to get to
the same place, but without being in debt. So I thought about it, and I’m a wellrounded artist, so I think writing is just as important as music and art. So I thought
about it, and I thought that maybe it would just be easier to come to DMU, and I
would be financially able to come to school without having to worry about being
in debt while also obtaining my degree, my bachelor’s degree and eventually my
master’s, so that I can also take the route to get a bachelor’s in contemporary
music.
Family Expectations. Over 90 percent of the students attending DMU that come
from an area early college high school are Hispanic. Though a number of students
interviewed mentioned that their parents had some level of college, there were many that
stated that they were the first in their family to attend college. Many students interviewed
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also mentioned that they came from single parent households, but that there was extended
family support available. These factors influence the values, norms, and expectations that
early college high school students at DMU contend with when pursuing a college degree,
and they impact their transitional experience in interesting ways.
Gus stated clearly how his first-generation status affects the expectations placed
on him:
… I’m the first one to graduate from high school and from college in my family
because both of my parents didn’t have that opportunity. So the expectations for
me I think now are higher because I’ve been able to excel in many ways that they
couldn’t.
For Isabel, parental expectations were not a source of stress. Rather, Isabel felt
that she had met her family’s expectations of her, and her college success was a way that
she could show them how much their support means to her:
I think – well, definitely my parents – I did way better than they hoped. They
were like, we’re just hoping you go to college…They weren’t really expecting me
to do something great or as great as what I did. So that’s good because they’re
proud of me. My – it’s my mother and my sister. And they’re proud of me. So
nowadays, whenever I do anything, I kind of do it for them because they, you
know, they sacrifice a lot for me and have gone through a lot of things. So I
always try to do things like – because I owe it to them.
David talked about why his family is so supportive of his schooling, and why he
feels pressure to do well in school:
Well, I come from a single – my mom is a single mom ever since I was seven.
And my grandparents and my mom, they always remind me, “Stay in school;
don’t work the jobs that we work – or the jobs that we worked.” And I see my
mom every afternoon – like, she gets home. And she’s like ugh – like, she just
wants to sleep the whole afternoon. And, like – like, she’s right, you know. If I
don’t want to do that work – and I know that I don’t want to do that work, I have
to work. I have to stay good in school. I have to be successful in order to not –
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not be like them ’cause they always wanted – they want to see me do better than
they do.
David was not the only one that mentioned the pressures associated with being
raised by a single parent. Carol spoke at length about her single mother’s influence on her
college aspirations:
My mom’s expectations, sometimes they do stress me out ‘cause I feel… like I
don’t want to disappoint her because that’s somebody who’s raised me her whole
life.… She had of course me at a young age, and then she wanted to go back to
school after she had my sister. Well, she was working of course to support me and
my sister, and then my sister would get picked up from school while I was at
school. So she had to like “Hey,” she told my grandma, “I’ll pay you $70 a week.
You just got to take care of them.” But then she would get off of work, go to class
at 6, get off at maybe 10. So she was work, school, and then she’d go pick us up;
and then wake up, have to do it all over again….And I even told her … “If I can
go to this early college, then you know what? I’ll do it. I don’t want to see myself
struggle because you struggled. You struggled, and I want to just be able to say ‘I
did it thanks to you.’” ‘Cause she pushed me. She was like “I don’t want you to
end up struggling in your late 20s, early 30s and trying to go back to school. She
was like “You do it now.” So everything that I do now, I think of her. Like
“Okay, wait. What would my mom say if I did this or did that?” And it kind of
helps me, too, because I know if I do something wrong, I can hear her in my head.
So it’s like okay.
Though Carol’s mother is extremely supportive of her daughter’s college
aspirations, Carol talked about her mother’s initial desire for her to leave home for
college, but when it came time to leave, she would not let her go:
When I look at my mom when I was in middle school, she told everybody – my
whole family – “She’s gonna leave for college. She’s gonna leave.” College came
around – “Oh, no you’re gonna stay because you’re not gonna afford it out here.”
It’s just, that was something that was tough. I just say “You know what? I’m not
going to argue with you” because that subject got so touchy. I’m not going to
argue. I’ll stay here. So this is where I’m at now, but I’m hoping as soon as I
graduate. If not, even transfer out of here. Depending on how things work out, I’m
going to transfer. So we’ll see. … I see my cousin, and she’s like “I’m leaving,”
and she’s still here. So it’s like, I don’t want to be that. I tell my mom “I’m gonna
leave.”
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For some students, their college decisions were not influenced by overt pressure
from parents or a desire to please. For some, it is a fear of change. Rosa talked about why
she chose to attend DMU over another university:
I was pushed by my counselor. I was second in my class, so… She really pushed
me to go somewhere where, I don’t know, somewhere where it wasn’t home. So I
applied to other Texas schools ‘cause I didn’t want to get out-of-state tuition. So I
applied to [other universities], because they also have an occupational therapy
master’s program…I got accepted. I got the fees waived for the applications…But
I think… I’ve always wanted to go to DMU because of their master’s in
occupational therapy program… It’ll be easier. I’ll be at home. It’s kind of scary
when you, I guess, turn 18 and you have so many… Well, when I graduated high
school, it was such a change because I’m going into the world, I’m going to look
for a job and that… Well, I had to start attending full-time. And it was a big
change. I don’t know how I would have dealt with it without my family here.
In some cases, the desire to be successful in college is driven by a need to live up
to what parents or older siblings have achieved. Hannah discussed how her mother’s
success helped to drive her own aspirations:
…My mom is actually in Mexico – she’s a doctor. So, you know, she went
through her whole college and everything. And she was really smart. So I always
have that to live up to. So I think when it comes to my mom, I’m very like – I
feel like I have a lot to live up to. But, you know, she’ll assure me that she’s – as
long as I do everything I can, she’ll be okay with it. But, you know, in the back
of your mind, you’re like, “No. I want to be better.”
Psychological Resources
Schlossberg’s transition theory relies on the belief that individuals approach a
transition from different frames of reference, which are based on a person’s outlook on
life (optimistic versus pessimistic, for example), self-efficacy, and resilience, among
other psychological factors. For students moving from high school to college, they are
likely to encounter various challenges associated with the transition, requiring
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adjustments around academic, financial, and emotional expectations. The psychological
factors that an individual student possesses can help them view a challenge as
manageable or insurmountable. For students from an early college high school, the
transitional experience differs from a traditional high school graduate and may present
unique challenges that students must endure. Understanding how early college high
school graduates approach a challenge or obstacle can provide insight into their ability to
overcome transitional difficulties associated with moving from high school to the
university.
Outlook on life. Schlossberg has based part of her theory upon research that
contends that optimists are better than pessimists at weathering setbacks and tragedies.
Optimism is believed to have a positive impact on achievement and mental health.
Among the students interviewed for this study, the level of optimism that many possessed
was relatively high. The ability to overcome setbacks and still maintain a positive attitude
about the future was more often than not a characteristic that helped students persevere.
Some students, like Melissa, were straightforward about their optimism:
I could perform really well in academics, as an example. Being troubled with
something, just didn’t really… It really wasn’t something that I was familiar
with…But again, I still try to be a little persistent, just try to be optimistic and
everything. But I don’t know. Sometimes I feel like I would shy away from
getting help just because I was kind of embarrassed. I felt bad that I was having
trouble with something. I don’t know. That was a bit more in the beginning. But
then as time progressed, I mean… I just learned that it was a way of life, and that
everybody is gonna have challenges and difficulties with everything. Even, you
know, regardless of how good you might be with something.
Some students discussed their experiences with dealing with a difficult academic
semester at DMU and how their focus on what was good in their life helped them keep
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going. Elaine shared the importance of self-expectations in maintaining a positive
outlook:
I know that I’m in a place where I’m gonna have a better life later on. But I did
make some mistakes along the way that sometimes, like, when I look back, I’m
like, what did I do? ...But, you know – I mean, I also know that my expectations
now – I know where I stand. And I know what I want. So, you know, I just kind
of like, try not to focus so much on the bad part but rather on the good part. I’m
one semester from graduating. So, I think my expectations are there. And I’ve
succeeded so far.
For Betty, her optimism seemed to be less about self expectations and more about
destiny:
And personally, … I get like bummed out when… I guess it just doesn’t work
out. You can kind of see it not work out, but like with going to other schools…
There was a part of me that always wanted to go, just for the experience of the
dorm and the meals and being out alone. But then when it didn’t work out, I was
upset. But I always think that there’s better things to come, if you don’t get it.
Then there’s something else. There’s a plan or destiny. So there’s always
something else that’s probably better, and you just have to look for it.
Wanda was more pragmatic. “First of all, there’s always gonna be like a rock
between your path. I guess it’s just time. Time is gonna solve everything. And that’s it.
Time.”
Though most students interviewed tended to be more optimistic about their future,
there were some students that discussed feeling unhappy or regretful about their academic
decisions. Ignacio expressed some regret over his choice to attend an early college high
school because of its impact on his college experience:
I want to say by going to the early college, you kind of have to make a sacrifice.
And that’s, – you have to give up your high school experience to advance in your
academic. I feel like I kind of did the same thing with DMU. I gave up the college
experience to go through with the program….Most of the students that went to
[Trinity], they didn’t mind not having the high school experience of going to the
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football games and track meets and whatever. They enjoyed themselves just as
much. So I guess I might be a unique case. I don’t know if other people give up
that. But the way I see it, everyone else is fine with giving up their high school
experience. And I’m fine with it, too, because I’ve gotten really far. But, like, I
kind of don’t feel happy.
Self-efficacy. An individual’s belief that he or she is capable of exercising control
over his or her motivations and behaviors is the essence of self-efficacy. It is closely
related to an individual’s perception of control over an event’s outcome. The idea of
having some control over what happens in one’s life versus a feeling of helplessness can
assist an individual through a transitional experience.
Two-thirds of the students interviewed believed that they were in control of what
was happening in their lives. For some, like Sylvia, the feeling comes from the belief that
she has control over the decisions she makes in her life: “Well, I think that I can choose
whichever path I want. And I think I’m responsible for anything that I do.”
Amanda put her sense of control in terms of not blaming others for outcomes, but
taking responsibility for the decisions that you make in your life:
…A lot of people say their decisions are not their own, there’s some hierarchy
controlling their decisions. And I don’t mean to dwell on the whole religious
thing, but I think our own decisions… are just like inspired by our own
choices….My parents – it’s mostly them. They taught me to realize that my
decisions are all my own, and not to blame someone else or the world.
Many students put their level of control in terms of their academic path. The fact
that they chose their school, their major, and how far they will go with their education
gives them a sense of control. Luis stated:
It’s like tunnel vision directly for education. And I think as the years passed, as
I’m closer to graduating, I think that that tunnel vision kind of gets narrower and
narrower to where it says “Focus on school. Focus on school. Focus on school.”
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And I’m happy with it. That’s where I want to be. That’s the person that I want to
be. And since I’ve been here, since I’ve networked with the people that I have,
since I’ve gotten opportunities that I have – it’s, you know, led me to… Like for
my future, I want to pursue a master’s. I want to pursue my PhD. And, you know,
that’s not something that I think I would have been able to gather through if I
would have had those other choices. I see other of my friends who go out to bars
and stuff like that. And although I’m curious about it, I’m not tempted. And I
don’t think I will be just because I’m so focused on school. I really don’t think
that there’s anything that can deviate me from that. And you know, as far as in
that sense, I think that I’m in full control.
As those students that felt some control over their lives tended to explain it
through their academic pathway decisions, some students that felt a lack of control did
the same. Angela believed that her academic difficulties from past years was what was
causing her to have little control over her current educational decisions:
…At this point and because I did mess up my GPA…I don’t have the option to,
say, apply for some prestigious graduate program or just any graduate program
outside of DMU because for that you need a 3.0. And even for DMU you’re
supposed to have a 3.0 but because I’m alumni they’re willing to overlook that.
But it’s just stuff like that that you don’t realize it’s going to affect you so, so
much so many years after the fact. So right now I’m kind of just going with
whatever program lets me in, with whatever funding they decide to give me, with,
you know, whatever PI takes me.
Jasmine felt that her experience in an early college high school helped to develop
her sense of control:
… That’s one of the really great things I felt about going to the early college high
school is we were given a lot of freedom very early on, which, for me at least, it
made me realize that I needed to be responsible, that I needed to be aware of the
consequences of all of my choices. So things like even just choosing which
classes to register for the next semester or choosing if I wanted to stay at DMU or
go somewhere else when I graduated high school; and even now that I started my
graduate program, all of these things have been… I’ve had to think about them a
lot, and I’ve had to understand the consequences of each choice and each action I
take. It’s a sense of maturing, I guess. I know what I want to do. So I know what I
need to do to get there. And I think because I started so young in the early college
high school program, it was sort of drilled into us that we would… We would be
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in charge of what we do next. It was up to you whether you wanted to take more
college courses or whether you wanted to declare your major right now or not. All
of these things were left up to us. We were given a lot of freedom, but a lot of
responsibility with that. So from the time I was 14, I knew what I needed to do,
what I wanted to do. So it’s always been… I’ve always felt everything is very
much up to me. I get to pick what I do next or what I don’t do next. It’s terrifying,
but exciting at the same time.
Of those students that felt that they had little or no control over what was
happening in their lives, in some cases their reasoning for the cause of their lack of
control illustrate the differences in how control is defined by the individual. Lorraine
defined her sense of control in this way:
…For me being in control of my life would be me getting to a place where I want
to be, where I’m happy, and where I can handle things on my own without having
to rely on people, and just being successful. And I haven’t reached that, and I’m
actually, like… I make a lot of mistakes. I had a lot of obstacles. It’s really hard
and I’m still working up to it. So until I get there, I don’t feel like I’m going to be
in control of my life at all because I still have to rely off my parents and stuff like
that….So no, I do not feel like I’m in control of my life. I wish I was though.
Hannah defined control as not being scared of what the future may hold. Though
she started off by stating that she was not in control, she seemed to change her mind as
she spoke:
I guess since I’m getting a little older, I’m realizing I’m not [in control]. Just
because – you know, there’s always so many things that can happen. Like, I’ll
always talk to my friends how, you know, in ten years, you don’t know where
you’re gonna go. You don’t know if you’re gonna make it. Like, I don’t know if
I’ll make it into that school. I don’t know if I’m gonna be a good vet or if I’m
gonna completely suck at it, ya know. I don’t know if in, like, a year I’ll be, like,
somewhere else. I don’t know. But I think as long as you take those changes
positively, you kind of are in control because you’re not letting it – you know,
you’re not scared of it. You’re just, let’s do this. And I think that’s what being in
control means, not so much knowing every aspect of what’s gonna happen. It’s
just being ready for it.
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Resilience. People who are resilient are those that are able to bounce back from
adversity and, in many cases, become stronger because of that experience. Researchers
typically see resilience as a blend of individual characteristics, including flexibility,
focus, and being proactive. Grit and hardiness are traits that are similar to resilience.
Many of the students interviewed offered examples of specific situations that
highlighted their ability to overcome difficult obstacles or challenges. Many were
academic in nature, though some were much more personal. Horatio talked about his
relationship with his mother. His estrangement from his mother lasted two years:
So at that point, I had two options: either let everything crash down – especially
with – like my mom and I having a fall out – like I felt completely alone. And I
mean, I had, of course, my friends. But they can only take you so far. And the
school could only provide so much support, right? That’s a whole ’nother story,
though [laugh]. Um, so I had one or two options: either fall or get back up and
carry on. So that’s what I did.
Teresa, when asked about the challenges of taking college courses while attending
high school, discussed how being homeless was more of a challenge to overcome:
But I think it was a really good learning experience ‘cause I think… I mean, it
was very difficult. Not in the rigor, like it wasn’t hard. The classes weren’t
difficult. But it was just a difficult experience for me ‘cause like I went through a
lot of adversity in high school. For some time I was homeless in high school. It
was just a lot of things, other than that… but it was a really like learning
experience. I grew up a lot. So I appreciate that aspect, but I don’t know. It was
crazy.
Lorraine shared her academic struggles and how hard it was to bounce back after
a rough semester:
And I was getting overwhelmed ‘cause my calculus was taking over. My anatomy
was taking over. I got to pass at least a certain amount of classes, right? And I
never had to drop any classes. I never failed any classes. I mean, this can’t be
happening. So it was the first semester I ever dropped any class, and it was the
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most awful semester ever. It completely ruined my GPA. Everything went
downhill. I mean, I wish somebody told me ‘cause no one did. But I messed up
really bad. And then I tried recovering, and it was very hard.
Lorraine continued to explain what pushed her through that difficult time at
DMU:
It’s because if I give up, there’s nothing really left for me. That’s how I feel like.
So it’s like, this is all I’ve lived for so far. Like, this many years of this, and it’s
like, if I was just to give up, I’d basically drop out. What would I do then? What
would I do then with my life? I don’t know any better. That’s all I’ve been taught
to do. So it’s not something I want to even think about or consider. I mean, low
points in my life when I messed up really bad – yes, I do consider it. But I mean,
you cry it out, you go crazy, and you’re like “Okay, snap out of it. You’ve gotta
go back.” ‘Cause it’s like “What else? What’s out there for me?” Nothing, right?
It’s not easy….You just have to be able to move past that point, ‘cause if you
don’t you’re gonna drop out. ‘Cause you reach that low, it’s pretty hard for you to
bring it up. It looks impossible ‘cause when it comes to GPA, you can go down
really fast. But it’s hard to pull it back up – like really hard. Like back in high
school you thought getting your… getting like a 95, and then you push it all the
way to a 75. That was hard and pulling it up. That’s nothing compared to a GPA
because it’s like years versus a semester. So there’s a huge difference there.
Melissa also spoke about her academic struggles, specifically about how difficult
it is to come in to DMU as a high-achieving student and experience a setback:
You know, it wasn’t my class so much as it was me being critical of myself…
Just because all throughout, you know, all my academic years, it was just A, A, A.
So like getting one C in a class was just… I feel like I blew it out of proportion at
the time just because I… I really wasn’t… I don’t know. I just didn’t know how
to react to it. But I wouldn’t say I would be accepting of C’s now either, but if that
was to happen again, I am much more… I wouldn’t say accepting, but
understanding.
Melissa also shared how her mother’s advice helped her overcome difficulties and
maintain her focus:
Something that my mom would always tell us is “Be persistence, stay consistent.”
So really all that I would tell myself is “Persistent, consistent, persistent,
consistent…” And that’s really what got me… I feel what got me through DMU,
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just because, again, I didn’t feel like I was in the same environment as I was in
[Morpheus]. Again, I blew it out of proportion. I shouldn’t have. I mean, then you
were like “A-A-A”, and then here’s like a C. Then trying to climb up is obviously
a little bit of a different environment. So just persistent, consistent, persistent,
consistent. And just that’s really how I would pretty much tackle any challenge
that I would, I would come across.
Antonio discussed the likelihood of losing a scholarship, but that he is able to
maintain perspective on what really matters:
So the biggest one that was stressing me was scholarship requirements. You need
to keep a 3.5. And I wasn’t doing so well last semester. I barely kept it 3.51. This
semester, looking at the classes, I think I’m gonna get a lot a B’s. So I think I’m
gonna lose a scholarship. So after a while, I stopped caring ’cause I only have
one more year left. Uh, financial aid – I still have financial aid. And I – I
personally have some of the funds saved up. And I’m eligible for a subsidized
loan. So I stopped caring…So I just said I’m not gonna care about your
requirements anymore. I’m glad I had the money from you for one year. I can
pay the second year off on my own. I’m not gonna worry about this when I have
other stuff to worry about.
Christina experienced a huge setback in her carefully laid plans to attend a law
school preparatory program at DMU when the program administrator told her she was
ineligible for the program because she was still in high school. Her ability to develop an
alternate plan towards her ultimate goal highlights the resilience that many students
interviewed demonstrate:
…So I decided okay, I’ve got to get my own internship. I’ll just do it all in
here…So that’s what I’m gonna plan to do. I have a lady who is in charge of one
of the big law firms here in [the area]. So I’m gonna ask her if I can do an
internship with her in June, study with my friends during June and try and pick up
their notes. Then I’ll find my own internship in the fall semester. I’ll still study
abroad in spring. And I’ll just come back. And I’ll do these three months and go.
So I was able to be flexible around it. But it was just a very frustrating moment at
first when they kinda just threw me off balance.
Isabel specifically mentioned the need to be resilient to overcome difficulties:
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…I’m always scared of, like, when final grades will be posted because – well, this
far, I’ve done well. I’ve gotten a 4.0. But it’s always nerve-wracking to me. And
I think the future kind of scares me because it’s just, I don’t know, you never
know when something bad’s gonna happen. But I think as long as I keep doing
what I’m doing and that I persevere and I’m resilient, I think I’m good. But I
don’t know…’Cause I know that – at one point I’m not gonna get that A that I
want [laugh]. I mean, I’m just gonna have to just try again or do better next time
or just keep hanging on.
Sense of purpose. A person’s belief that there is a purpose in life is one that is
primarily based on what that person values. His or her value system can change over the
course of their life, and their values could be at odds with what the transition that they are
experiencing, causing more distress than it may have at another time in their lives. For
example, some people value achievement and success more than personal relationships,
while others may feel that their religious beliefs are more important their own sense of
comfort or enjoyment.
For many students interviewed, their sense of purpose came in the form of
educational goals and attainment, or a specific career goal. A number of students
indicated that they intended to continue their studies and earn a master’s or doctorate
degree. Karen was clear about her career goal:
And, like, my end goal has always been to become a lawyer… So I went to the
high school program, and they told us… “Hey, go after something that you’ll
really like. Don’t like … don’t go after something that’s too hard or like, that you
might not like because this is for your time to actually get an education for
something that you admire because no matter what you end up doing, it’s going to
help you out in the long run when you become a lawyer.” So I am glad… I always
had that set up.

86

When asked, many students explained their five-year goals by specifying their
educational aspirations. Gus stated, “In five years hopefully I will already have my
bachelors and will be working as a computer scientist working towards my master’s.”
Others expressed similar goals. Benjamin said that in five years he wants “…to be
graduated with my master’s in aerospace engineering, and I’m really debating getting a
second master’s in another field of engineering.” Amanda commented, “I see myself
getting my master’s, yes, … getting my master’s in biology with a concentration in
neuroscience.” Jasmine, a 2011 Morpheus graduate, was completing her master’s and
planned to continue her studies, stating “I’ll be graduating with my master’s next May, so
I’ll probably go straight for my PhD. And then I’d really like to either write or be an
editor or be a professor somewhere. I haven’t focused exactly on what I want as far as a
career goes, but I want to have my school finished so I want to have a PhD. And I guess
figure it out from there.”
For Luis, his educational goals conflicted with the goals his mother had for him.
He explained why his focus on his desired major was a cause of conflict, but how he was
more comfortable with the goal that he set for himself versus what others wanted him to
be:
…[My mother] wanted me to pursue an engineering degree. And I think that at
first, my first semester here – by the end of the first semester, I knew that I wasn’t
where I wanted to be. But I felt that pressure, you know, from my mom and kind
of her expecting me to be something amazing, I guess you could say. And so I
continued the next semester. But after that, you know, I finally… I don’t want to
say convinced myself, but I finally came to terms with the fact that that wasn’t for
me. So it was time to move on. I think that decision kind of helped me come to
terms with the fact that I have to be happy with my own decisions regardless of
what anyone else thinks. And luckily for me, everyone has been extremely
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supportive. My mom, you know, she was a little bit skeptical at first, but I got
involved initially with research here in the lab, I was volunteering. And then I was
hired as a TA. And this past semester, like I said, I got a job as a research
assistant. And so I think that that’s just a reflection of my decisions and nobody
else’s, because, you know, people often tell me “What are you going to do with a
psychology degree? What’s your future?” You know, I think that from what I’ve
done, from what I’ve learned, I don’t want to say that I have a plan, but at least I
have an idea of where I’m going. And I think that it’s extremely hard for other
people to understand that because they haven’t been there what I’ve been through.
They haven’t experienced those experiences.
Luis’ goals for his future included pursuing higher level degrees, above the
bachelor’s degree:
…I’ve been around my area, my field of psychology, long enough to know that if
I want to make a change, if I want to really take advantage of what the field offers
and basically what psychology offers, you have to pursue something higher than
your bachelor’s. So at the very least, I’d like to say master’s. I want to get into a
PhD program right as soon as I graduate. That’s my ideal…but definitely, I want
to continue learning. That’s my main goal, and that’s definitely where I see
myself in five years.
For Melissa, her desire to work in the medical profession was what drove her
educational journey. She explained her five-year goals, and how her experience at the
early college high school supported her mental focus:
If it’s not med school specifically, I do feel like I would be pursuing something
medical related. Even aside from that, I feel like I’ll still in five years be just
continuing. I’ll keep pushing just as much as I was at [Morpheus] before and after
that. And again, specifically I would not be able to say. But I mean plan
specifically, again, hopefully a post-doc or special master’s – just any kind of way
to get into medical school because I know that’s a bit challenging. Yeah, just
continuing. I mean, I don’t feel like it’s over, you know, having a bachelor’s
degree. Again, coming from that environment, it’s not so much expectations. But
it’s just our mentality to keep going. I think that’s the better reason.
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The confidence that students possessed in knowing what their goals were seemed
to be a strength of a number of students interviewed, even if the path they were taking
was unclear. Lorraine stated:
So, honestly I kind of just learned that if it’s meant to be, it’s meant to be. If it’s
not, I mean, I tried hard. I just hope it takes me somewhere good. But I know
what I want to be, and I know what I want. Hopefully I’ll get there.
For others, their paths seemed very clear. Julian stated:
Well, in two years, I’ll have my bachelor’s. Four years, I’ll hopefully have my
master’s. So five years, expect myself somewhere in an internship program,
maybe putting my degree to use in creative writing and trying to get as much
exposure to the world of a writer.
Individuals apply various strategies to help them cope with the stress and strains
of life, and the strategies employed can also vary depending on the type of stress
experienced. The selection of a coping strategy is related to the psychological resources
that an individual possesses, including an individual’s resilience, optimism, and selfefficacy discussed earlier.
Researchers have identified a number of coping strategies. For this study, coping
strategies are categorized according to the research of Lazarus and Folkman (1984):
problem-focused behaviors and emotion-focused behaviors. Problem-focused behaviors
are those that aim to change the situation, such as trying to get the person responsible for
the problem to change his or her mind or fighting for what you want, while emotionfocused behaviors are those that aim to help minimize emotional distress, such as looking
on the bright side or trying to ignore or distance yourself from a problem. Coping
strategies are selected based on whether a situation can be changed. If the situation can be
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changed, then an individual is likely to choose a problem-focused coping strategy. If the
situation cannot be changed, an individual is likely to choose an emotion-focused coping
strategy. Though Lazarus & Folkman (1984) note that it can be difficult to categorize
coping strategies as entirely problem-focused or emotion-focused, for the purposes of this
study these categories are used to examine students’ thoughts and actions as they fit best.
Problem-Focused Coping Strategies
When an individual experiences a transition, the strategies that they use to cope
with the transition vary depending on the level of stress experienced as well as whether
the individual feels that they have some control over the situation. When a student
transitions from an early college high school to a four-year university, the level of stress
that the student feels differs from student to student. The interviews conducted for this
study brought out some of the problem-focused strategies that the students rely upon to
help them overcome stressful situations. In some cases, the examples provided are
specific to the transition, but in many cases the strategies that the students employ to
overcome a situation are offered in examples of stressful situations outside of the
transition. However, these examples offer insight into how students from an early college
high school might approach challenges and obstacles associated with the transition.
Advocating and speaking up. Some students interviewed shared experiences
where they felt the need to speak up and advocate for themselves to solve a problem. Gus
stated that he was “…not one to withhold myself from saying what I think is right if I am
in a situation where I know that I need to say something.” Mario discussed a time when
he confronted an instructor over a low exam grade:
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So the professor was really picky about it, and he was like “No, you have to show
your work.” I was like “No, I don’t like to.” Like I got the answer right. I got
whatever I show on my procedure was right. And he was like “Yeah, you’re right.
But you skipped this step. So as far as I know, you could have just memorized the
problem and then rewrite it.” But I was like “No, I just don’t like to write my
procedures.” And he was like, “No. I’m just gonna leave you with the grade like
that.” And that was like 30 points he took away for that.” So I got mad. I’m not
gonna lie. I got mad at him. I was like “You can’t just take off points like that.”
So I just left it like that. And that same day in the evening, he sent me an email.
He was like “Hey, I could maybe give you extra points for what you did. Just send
me a picture of the exam.” So I did, and he gave me like 20 or 25 points back.” So
I was like “All right, that’s good enough.” That was a B. I really got mad because
it’s not fair to just take almost all points away because he didn’t do it the way you
wanted.
Mario shared another example of when speaking up for himself worked in his
favor:
[The principal] wanted to take away - because I was in the top 10 percent. She
wanted to take me away from that. I was like “Why are you going to take…?” I
was fifth place. My class was 47 students, so it was like 4.7 the 10 percent. But
rounds off to 50. So she was like, “No, we don’t round out on the 10 percent.” It
was my luck, I went with my ex-girlfriend to get some ice cream, and we found
the…superintendent. And I was like “Hey, you know what? This is happening.
The principal doesn’t want to give me the 10 percent. I’m being told that it
actually rounds up, but I’m not sure. I’m just asking you.” He was like “Yeah, as
far as I know it rounds up. Let me figure out what’s happening.” So like two days
after that, I went back to the high school. I spoke with [the principal], and she was
like “You must be lucky because as far as I know, you don’t deserve it.” I was
like “What? You’re the speaker of the high school from early college, and you’re
going to make me feel like I’m not worth being the 10 percent?” She was like
“Yeah, the superintendent spoke to me. You’re gonna get it. Don’t worry about
it.”
Gloria shared an instance where speaking up for herself helped change a difficult
academic problem she was facing:
…Last semester, I was getting advised. And the couns – the advisors were telling
me that I couldn’t take certain classes. And as – part of it I got – part of it was
like – okay, ’cause they were saying I needed [prerequisites] for some. I was like
okay; that makes sense. And then for some they were saying, “No, because we
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already have you in cohorts. So you can’t take it unless you’re taking it with
those people.” I was like, “That doesn’t make sense.” And so I emailed the dean.
And she overrided it for all of them. She let me take all of them. Because the
[prerequisites] that I needed I was taking at the same time. So she let me take
them.
For many students, speaking up in class or sharing their opinions about certain
sensitive topics was not something they would typically be comfortable doing. The
ability to advocate for yourself typically requires you to overcome your fear of speaking
up, particularly when others disagree. For Fatima, that ability was developed over time
through her academic experience:
For psychology, … when there were questions coming up or when [the instructor]
wanted an opinion or “What do you believe in, or what do you think this is?” I
was okay with raising up my hand and expressing it because, you know, … I’ve
matured so much over the years. I feel like it’s okay to speak out more. That it’s
okay to be able to say everything that’s on my mind. Not everything of course,
because there are certain limits. But express my word educationally, so me saying
“Oh, okay. This is what I see it as. It’s not like this.” And you know, there are
times when someone else would say “Oh, no, but I believe this.” I didn’t mind
expressing again and us talking about it – not arguing and going all crazy or
hitting each other about it.
For some students, their fear of speaking up occurs primarily around large groups
of people. Karen stated, “I feel more comfortable when it’s one-on-one and it’s more like,
what’s it called? I get to talk to the person, like face-to-face.” Gloria felt more
comfortable speaking outside of class, saying, “In class, I do get very nervous about
speaking out, like, my opinion. But outside of class, I feel very comfortable going up to
my professor and expressing my opinion….”
Lorraine shared a similar concern about talking in front of the class, stating:
But in big crowds, I mean, I still get nervous and stuff like that. But other than
that, I’m pretty good at talking to people. I’m pretty open. Nothing really bad.
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You know, sometimes you know what to say, you don’t know what to say. It’s
like you’ve just got to know what to do at the moment, right? I’m just definitely
not one of those to talk in front of everybody in class, so that’s not really who I
am. So I kind of hold back on that one.
A number of students mentioned being comfortable speaking up on their own
behalf or sharing their opinions, but with caution. David expressed the need to pick your
battles, stating:
I feel like I – I express myself good, you know. But I know when to talk and
when not to talk. ‘Cause sometimes yeah, you want to say something. But maybe
if you let it play out, you won’t have to say anything. You have got to pick your
fights, you know.
For students like Teresa, the ability to speak up and advocate for oneself was
difficult because of the way they were raised. She explained:
Actually, I’m not really comfortable saying my opinions at all, like with people
with opposing views. But I think it has more to do with like how I was raised, like
my culture and stuff like that. ‘Cause like right now, I was always told “Oh, no,
quiet.” You can’t really have an opinion, so I guess I just kind of grew up with
that mentality. So now it’s kind of like in me, and it something that I try to work
on, but it’s really hard.
Self-reliance versus asking for help. For many students interviewed, the ability
to ask for help when a problem arises is an essential coping strategy. Carol explained the
importance of being able to ask for help versus the ability to accept help when offered:
You’re struggling, go ask for help. And that’s one thing that also opened up my
eyes, is you know you do struggle with life, homework, school, everything. But
you have to ask for help. People can give it to you, but can you go do it for
yourself is a different story. And that’s one thing I learned.
A number of students interviewed indicated that their first course of action when
they encounter an academic issue is to turn to their professors, advisors or tutors for help.
Sylvia stated, “First, I email the professor to ask him what I can do. And then, also, I
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have a lot of friends from early college that have taken the courses. So I just ask them for
help.” Veronica said:
Yeah, I learned when we have a problem or we’re having trouble with something,
the first thing you do is go talk to [the professors]. I know that some people are
like ‘No, I don’t want to ask the professor. I’ll be okay.” I’m just like “No, go ask.
That’s what they’re there for.”
Jasmine expressed similar coping strategies. She explained how she overcame her
initial anxiety around asking for help when she was struggling academically:
Every time I do run into obstacles or things like that, I panic a lot and I worry…
I have a couple of friends who were much more outgoing than I was, and they
would talk to any professor at any time – even people they didn’t know. So just
being around them made me learn how to, how to interact with other people. But
after I graduated high school, there were a couple of professors that, here on
campus, were very, really very kind and very encouraging. So I sort of started
with the ones that I already knew, and I would go to them if I had questions or if I
needed help with something. And then from there, I just… I forced myself for a
while to approach teachers and to approach them if I had questions or concerns
or…. They were always very encouraging about “If you need anything, just come
to my office.” So, I did. I tried very hard for a while to just step out of my bubble
and network and talk to other people, and it’s… It’s gotten much easier.
Antonio experienced a similar need to become more comfortable with asking for
help once he started his DMU studies:
Now I go to office hours. And I’ll figure out – I’ll write down what I’m having
trouble with and have a list of questions to go ask the professor. That’s one of the
reasons why I got a – I passed one of my classes last semester. I went from, like, a
failing grade to an A. It’s something I started doing once I graduated from high
school ‘cause I never needed to prior to. All those classes were either easy or stuff
that I already knew. Now it’s getting to the area where the material’s getting
tougher. And I need help.
Some students interviewed mentioned the importance of developing relationships
with other classmates as a form of support when help is needed. Christina stated:
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I know that I make at least one friend per class that I have. And it helps you really
make a lot of connections. So that’s something really important is you know that
you need to make a friend in each class in case you need the homework or you
need, you know, help with studying and things like that or you just make a friend.
For some students, asking for help is not an easy option. In many cases, it is a last
resort. Angela said, “…I feel bad not knowing things. So I think it’s better for me to learn
them on my own and like, struggle with them by myself.” Luis discussed his desire to
attack a problem on his own before asking for help:
I like to do things on my own. If I can, I try to figure it out on my own as much as
I can. Say if I’m having trouble with school or with the topic in one of my classes.
Before anything, before speaking to anyone, I like to at least do some research,
look for a solution on my own. And oftentimes it works, but whenever that is
insufficient, then I will begin to look for resources. So I’ll get acquainted with my
professors, go to their office hours. But like I said, pretty much with anything – if
I’m curious about anything, if I have some sort of administrative issue or
anything, I try to solve it on my own. Unless I can’t do it on my own, that’s when
I begin to look for external help.
Wanda explained her self-relying problem-solving strategy when she failed a
class and had to retake it:
Yeah, I didn’t pass the class, and then I was really stressed. I was like “Oh my
god, why didn’t I pass it?” and all this. So then I tried to take the class again the
next semester, but before I took the class, I got the book. I got the syllabus that
they had online for the class. And then once I got to the class, I already knew how
to do everything because the last semester, I didn’t do that much of a good effort.
So then even before the class started, I already had the book. I had already taken
notes, read all the chapters, and then took some little quizzes online to practice for
the book and all that. And I was already like going to class, and I was like “I
already learned that before I came to class.”
A few students shared their experiences with having been reluctant to ask for
help, especially as an early college high school student, but realized the importance of
being able to ask when it’s needed. Melissa said:
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…I was just shy because – what would everybody think? Everybody thinks I’m
too young. Not even that, but just the fear of “What would people think?” So
there was a point where I just thought “Okay, enough is enough. I don’t care if I
get any kind of criticism. I’m just gonna go get help.” And I did. And honestly, it
just felt great. I feel like all that weight that was accumulating from that first
semester of DMU ‘til then just… I don’t know. It just felt really nice. It just felt
like a weight was lifted off my shoulders. And once that happened, I felt like my
performance just really… it really improved. I wouldn’t say like it just
skyrocketed, but I could definitely see the difference. And my peers could
definitely notice a difference in it as well. I did feel much more at ease. And even
looking back now, I think “I should’ve just…” I don’t know. I just should’ve not
cared, I guess. I should’ve just went for it.
Time Management. Several students interviewed mentioned developing better
time management skills to address the stress associated with taking DMU courses. For
many of them, these skills were necessary when they were still in the early college high
school, balancing high school attendance at their high school, college courses at DMU,
family obligations, and work.
As early college high school seniors taking courses at DMU, the students
interviewed explained the need to ensure that their courses were scheduled in a way that
accommodated transportation from one campus to the other. For many, this entailed
grouping DMU courses on specific days of the week and high school courses on others.
Christina explained:
… the way I looked at my schedule, ’cause I mean, my schedule, every year, I’ve
never let my counselor do it. I’ve just done it myself ’cause it’s a lot easier. So
the way I did it is that Monday, Wednesdays, I come to DMU. And Tuesdays and
Thursdays I’m at the high school. So I don’t have to, you know, go here and then
go there ’cause that would be pretty stressful ‘cause Morpheus is on the other side
of [the city].
Rosa discussed the need to develop time management skills in high school to
meet her academic and extracurricular responsibilities:
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While at an Early College, you would have a lot of course load. You would have
to do work for all your classes, and then even though they knew that we had, I
think it was eight classes, we still had a lot of work always. We were always busy.
So I think that’s good because I really learned time management, and
academically that has helped me a lot. Since I was on student council, the math
club… I was in a lot of clubs, so I would like jump around and be like “During
lunch, have to do this.” And I think that helped me because once I came [to
DMU], I was like “Oh, have to make time to do my homework here. Oh, I still
have meetings at the high school on this day, or I have to do all these things.”
Carlos discussed how the early college high school helped him develop his time
management skills:
You kind of have to set aside – [early college high school] teach[es] you to set
aside, like, certain time for certain things. Sometimes you can’t just go out every
single Saturday or Friday. So you have to – you have to just push yourself to,
okay, no, I can’t do this. I have to learn from my mistakes…you kind of learn to
push yourself a little bit harder.
For those students with jobs, the need to plan around a work schedule helped
them develop their time management skills. David explained how having a job helped
him to develop better time management skills, stating, “It’s not something you learn on –
like, from one day to another. You kind of have to practice it. And I think…[my job]
helps me to practice – how to divide things and how to allocate different hours to
different things.”
Luis explained how his job at DMU has helped him become better at managing
his responsibilities:
It’s been extremely helpful – extremely-extremely helpful – because now I don’t
have time to mess around. I don’t have time to be like “I’m gonna take an hour
break, watch some TV or take a nap or something.” Now it’s either I do what I
have to do, or I miss out on reading for my classes, doing homework, or one of
the responsibilities for my job. And my boss, he’s extremely flexible. He still
understands that we’re students and everything. But you know, I try to be as
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professional as possible. I want to complete everything in a timely manner. And
so I just don’t have time for anything else. I have to get my stuff done.
Carol worked two jobs as a senior in high school and served as class president.
She explained her strategy for maintaining control, which included reflection and asking
for help, when needed:
Two jobs. And I was doing the high school and college and being president. So
you know, it seemed like it was a lot. But when you break it down, you’re like
“Okay, I have time for this. I have time for that.” It didn’t seem so bad, especially
‘cause they were all like, at least as long as you do your work, you’re okay.
‘Cause I know at the early college, the one I went to, the two morning periods
were strictly for your homework. And if you needed help, you could go get help.
If it was at the college, all right, go get help at the college. But of course you had
to do it. You can’t just “Hey, I want to go there” and not do it. You know? So it
all worked out.
Some students, like Diana, were still struggling with developing their time
management skills:
…I prioritize academics and doing well in med school, and helping out in the
community is what I care about most because as a physician, you’re a role model
to – I mean so many people. And – and so many lives are dependent on you in
not only in the health aspects, but psychologically, socially, perhaps
economically. But going back to the schedule… I wasn’t too sure how to balance
that out. And I was very overwhelmed. I didn’t sleep. I hardly ever slept.
Emotion-Focused Coping Strategies
In most cases, an individual will utilize both problem-focused and emotionfocused strategies to cope with a situation. For those that use emotion-focused behaviors
when addressing a particular issue or setback, those behaviors can range from focusing
on the bright side or on things within their control to avoiding all thoughts and
knowledge about the situation or its outcome. As with problem-focused strategies, the
emotion-focused strategies used to overcome various difficulties offer insight into how
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students from an early college high school might approach challenges and obstacles
associated with the transition to the four-year university.
Luis discussed the need to develop an understanding of what really mattered once
he arrived at DMU, stating, “…I had to learn to put myself where I needed to be to get
where I wanted to go. And so, I kind of kept that mentality since I got here to DMU, and
it’s worked tremendously.”
For Carol it was taking time to reflect on an issue that helped her maintain her
focus and get through a difficult situation:
That’s something I learned, too, is when things get tough, you’ve got to sit back,
and all right, reflect. Like, what’s going on? Why aren’t you being the person that
you can be or doing better than what you were doing yesterday? That’s something
that you actually got to look at yourself, and then “Okay, that’s obviously pushing
me down so you either got to get rid of it or you just got to … okay, it’s going to
be over soon, but you can’t stop because life’s going and you got to keep going
too.” That’s something I learned is you can’t be negative about it. You got to be
positive. School-wise, too, you got to keep going. ‘Cause either way, you’re
struggling in that class. It’s gonna come back because you’ve got to take it. So
you can’t drop out. Just finish it now. Finish it now. Struggle and finish it. But if
you struggle, ask for help.
Fatima explained how she used reflection as well as time management techniques
to help her overcome her stress:
You know, being so young, you kind of get stressed out a little bit more because
you don’t know yet. You don’t know, “Oh, God, what am I going to do? Where
do I go?” But when I try to overcome the obstacle, I take a sit-down. “I’ve done
this before. It’s gonna be okay.” I just try to break everything down to little bits,
and “Okay, I’m gonna go do this for this day” and you know.
For Melissa, one of her biggest hurdles was overcoming other people’s
reservations about her young age. Ignoring the comments made helped her to maintain
her focus. She stated:
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…Sometimes I would get some commentary – “Oh, it’s because you’re young.” I
guess that’s the only, I guess, negative feedback I would get whenever I would be
seen undergoing an obstacle. Everybody would think, “Oh, it’s because you’re
little.” You know? Everybody would give you… You know, you would
occasionally hear the age, but I guess that was the most I would hear. Other than
that, just disregarding those awful comments occasionally. I just didn’t really kind
of deviate myself from the goal. That’s just pretty much how I tried to overcome
anything that came at me.
For Karen, being flexible about issues and how to address them helped her
overcome a number of difficult situations:
… I guess, like, I try to talk through [the issue] to see what solutions I can find.
And then, whichever solution is better suited to it and sounds more, like… more
reasonable and more, like, doable, then I choose that. Like, if the solution is to
ignore the problem because it will inevitably solve itself, then I do that. Or if it’s
to work harder and make sure that the problem is addressed so that later on it’s
not a bother, like, let’s say I forgot to turn in an assignment, I’m of course going
to work on mine and see what else I can do to make sure that I’m not doing bad in
that class.
Norma tried not to focus on the negative and to maintain focus and persistence to
overcome obstacles:
As I mentioned earlier, I want to be a physician. So to me, that is my goal.
Obviously I am much more understanding that, you know, unfortunate instances
are gonna come about, and I experienced them. And even then… I would try to
kind of not see that negative aspect and just take a look more into the big picture.
Why am I doing this, you know? So in any way that I would… Any way that I
would react to it when I guess something wouldn’t happen as I would expect it,
just keep going.
Ignacio explained that focusing on what is within his control was what has helped
him overcome difficult situations:
Um, but I’m kind of learning now that whenever something that’s out of my
control happens, I just got to accept it. And I gotta – I have to kind of work with
it. So I guess another example where I did do that was, my teacher assigned us,
like, these five case studies at 8:00 p.m. And they were due the next morning.
And I felt, like, this is gonna be a lot…but, like, there was nothing I could do
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about it. I couldn’t not do it. So I just stayed up until 3:00, I think, finishing
those case studies. And I got through with it.
Hannah explained that her strategy was to develop a plan of action and run with it
because thinking too much about the problem could prevent you from addressing it. And
in those cases where the problem could not get fixed the first or second time, Hannah felt
that the ability to move on was important:
….If something doesn’t work out the way you want it, you know, if it is
something that can cause a problem, just fix it. And then if it didn’t go right the
first time, I’ll try again. And then if it doesn’t in the end, maybe it wasn’t
supposed to go that way in the beginning – so just – you know, if it’s “moving
onable” as they say, just move on from it and find something else to do. Don’t
dwell on it.
The students interviewed for this study provided examples of how their personal
and demographic characteristics as well as their coping strategies helped and, in some
cases, hindered their transition from early college high school to a four-year university.
Presented in the next section are findings associated with the external factors that affect
the transition.
EXTERNAL FACTORS THAT INFLUENCE THE TRANSITION EXPERIENCE
In response to the second research question, this section focuses on the external
factors that seem to help or hinder a student’s transition from early college high school to
a four-year university. For the purposes of this study, external factors encompass the
“Supports” factors of Schlossberg’s transition theory’s 4 S System.
Support systems can be useful in stressful situations. Social supports are typically
classified by the source of the support. Social supports that can assist a student with the
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transition from an early college high school to a four-year university include family,
friends and peers, early college high school, and university supports.
Family
Many of the students interviewed mentioned relying on family, including parents,
grandparents, and siblings, for support when encountering a difficult situation. Family
supports range from the availability of financial support to emotional support given
during times of stress, to just being a constant and reliable presence.
For most of the students that discussed family support systems, parental support
was the most common. Luis talked about how his mother was his biggest supporter:
When you mention family, the person it comes to mind automatically is my mom.
It’s always been me and her….If I get home stressed from school, she’ll tell me,
“You know what, relax. Watch some TV for a little bit”, or she’ll make me
something to eat – just kind of those little comforting things. It helps. It really
does after I’ve had a long, stressful day. And you know, and I think that the thing
that my mom also does extremely well is when I begin to have doubt about what
I’m doing – like if I tell her “Mom, I’m afraid of what’s going to happen if I don’t
find a job” – she’s always there, and she’ll tell me. She’s like “You know what?
You’re a great person. You’re a great guy. No matter what happens, your
motivation, your dedication – they’re gonna bring something to you.” She does
her best to just keep me on the right path. And up to this point, she’s done a great
job – a great, great job because she’s my rock if I ever had any tension, any sort of
anything like that, my mom’s always the person to talk to. She’s the one that sets
me straight.
Julian mentioned how important his family’s emotional support has been:
Yeah, pretty much my whole family is just – they try to help me out. It doesn’t
have to be academically, just when I’m feeling kind of stressed and I think “Oh,
man, things are gonna change.” Or I feel like sometimes something is overpressuring me, and I won’t make it through to see the daylight tomorrow, they
initially help me by just giving me that emotional support, like “You can do it. If
you made it this far, then you can just make it a little bit further.”
Carlos shared how his parents showed their support through their praise:
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Oh, they’ve been very, very, very supportive. My parents are really proud that I
do that. Every time they go to, like, a family member that they haven’t talked to in
a while, they always, like, start with “Oh, yes, so my son and my daughter are
both in college already. My son already graduated. He’s going to medical school
or whatever.” So it’s – it’s something they’re really proud of.
Hannah found her parents’ high expectations motivational, and appreciated
having them available when she needed help:
My parents never gave me the option of not going to college. It was just, like,
when you go to college, when you’re in college. It was never, if you go to
college. It was always when. So they’ve always, you know, stuck that idea into
me that, you’re gonna go to college. We don’t know how, but you’re gonna do it.
And along the way, my dad – before I was able to drive, you know, during, like,
summer classes, he would be the one driving back and forth, here and there. At
every meeting that I’m afraid to go to by myself [laugh], my mom’s there with
me. If I have to – you know, if I’m struggling with something, my mom will help
me figure it out.
For Betty, her parents’ support was appreciated, but sometimes felt overbearing:
I mean, they’re all pushing. They all want the degree, so they are very supportive
in getting that degree. Sometimes they’re a little too supportive, and they kind of
like rush me to that degree. I’m like “Hold on. Back away. Let me breathe for a
second. We just started.” But no, there supportive basically 100 percent. I think
because they keep saying “When you get your degree, so many more doors open
up for you.” And I think they want all those doors to open up. So they’re very
supportive of me getting the degree. They just rush.
Gloria shared how her and her father supported each other through their shared
pursuit of a college education:
…There were so many tough times I would be in my room crying like, “I want to
stop! Why am I doing this?” [My parents] would come in. “It’s okay. You’re
gonna get through it.” I think my – my dad really helped a lot ’cause – I mean
besides us being close, he has two bachelors from here: one in biology and one in
nursing. And so actually while I was going through early college, he was here at
the nursing program. He’s like, “It’s okay.” I think we kind of supported each
other [laughing]. We actually graduated – I graduated with my associate’s on a
Friday. And he graduated with his bachelor’s on Saturday.
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Wanda shared that she was expecting her first child. She had considered dropping
out, but because she was so close to graduating she was determined to continue. She
indicated that her family would help when the baby came because they want her to finish.
Elaine discussed how difficult it was to tell her parents when she was having
trouble in school, but how their support during that time helped her cope:
I told my parents, “I’m sorry I screwed up. I know this is not the way it was
supposed to go. But, you know, I did.” And after I faced that, I kind of got over
my fear of “Oh, I’m gonna fail again,” you know. But I had to face it with my
parents first. I thought they were gonna be mad. And they were actually very
supportive. They were like, “You know what? You’re young. You were not
meant to, you know, just succeed, succeed, succeed. Like, at some point, you had
to fall.” And when they said that, I was like, “Oh, maybe you’re right.” Maybe I
needed to fall so that I realize, hey, you know what, I’m not perfect. I’m not
perfect. And I’m – I have flaws.
For Brenda, her parents’ attention to her daily routines made her feel like she was
a very important part of their lives, knowing that she had their constant support:
Oh, my parents have been more than supportive. Like, my mother – especially
my mother, she’ll always be like, “You can’t leave to school without a good
breakfast.” And then when I come home, “How was your day? Do you have to
do studying?” Or, like, when she knows I have a test, she’s like, “Do you need
your calculator? Remember to take your calculator.” So little reminders like that
– that makes me feel like I know she’s paying attention to what’s happening in
my life. And so, yeah, they’ve been very supportive – my dad, too. Like, my dad
goes to work early. So, like, I’m still in school. So sometimes we don’t even see
each other ’cause of our work – or school/work schedules. But, like, even the
transition from, like, him taking me to school – he’ll be like, “Oh, how was your
day? How are your classes going?” So it’s like any moment we have, it’s always
about me.
For Benjamin, it was the opposite. He felt his mother’s support through the trust
that she had in his ability to manage his responsibilities on his own:
Well, like I said with my mom, she just sort of “You go for it. You do it.” But that
doesn’t mean she didn’t get excited and everything whenever I would come home
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and I’d have college grades of being 4.0s and stuff like that. She’d still get excited
and everything and congratulate me and take me out, that type of thing. And she
was also very understanding ‘cause sometimes you have to stay up late doing
work to meet deadlines and things like that, and she’d understand. ‘Cause usually
before that, she would have me go to bed by like 10. So eventually she said “No,
it’s okay. As long as you’re doing work, I trust you to do your stuff.”
Norma was not the first one in her family to attend college. She relied on her
older brother to help her with certain college-related tasks, like applying for financial aid.
Jasmine also mentioned her siblings as a form of support, stating, “If it became a thing
where it was just the stress of it and not so much the class itself, I talked a lot with my
family. I’ve always been very close with my sisters, so they would support me and sort of
help me out.”
Carol talked about how important her grandparents’ support has been to her
academic success:
Ever since we were kids, we would take [our grandparents] our report card, and
however many A’s you got, you got $1. To this day, we still say we got A’s and,
here, we want our dollar. It’s always been like that. Because of that, I always feel
I can’t … if I get a C or a D, which I’ve never gotten a D. But if I get a C – I’ve
gotten a C once. I freak out. That’s something that I wouldn’t want to show my
mom or my grandparents…It feels good for them to say “How’s school? Do you
need help?” My grandpa is the biggest one though ‘cause he looks at us, and he’s
like “I’m proud of you.” And that’s something that feels good. And it’s out of
nowhere, so my success to them – it means a lot. So with them telling me stuff
like that, it makes me want to do more.
For some students, there was a clear lack of emotional support from family.
Fabien said that his parents’ support seemed to diminish once he began taking courses at
the university:
I wouldn’t say supportive. I would say demanding. They’ve just been very, very
demanding. Like, they sort of expected me to do certain things. Like every six
weeks, I would get yelled at for getting a 70 or something like that…But early
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college, I felt like they did support me, you know. When I was in speech and
debate, they very much were like “Okay, cool.” Like, they supported that. I mean,
I didn’t even have a suit, and they bought one for me, for example. So they
supported my extracurricular activities, and I appreciated that. At DMU, it’s sort
of just been like “Okay, graduate, and then go to law school. Or do something.” I
wouldn’t say that they been that supportive.
Lorraine shared a similar lack of emotional support from her family:
My family – they don’t really help me with anything. They never really did. They
just provide me food and a place to live and basically “Hurry up and finish your
school, man. You know, you’re taking up our time. We gotta… you know, get on
with our lives.”
Angela said that her parents’ lack of support was primarily due to her own desire
to keep them in the dark about her college courses:
Well my family doesn’t really understand what’s going on university-wise. So
they’re kind of out of the loop, mostly because I don’t want to disappoint them
again, after the, after not making top ten [percent in high school], like I decided,
you know, I’m just going to keep this mess to myself. I’ll just tell them, “Yeah,
everything is good.”
Horacio’s father provided him with financial support, but he seemed uninterested
in much else. Horacio stated that there were personal issues that were never discussed
between them, and he felt it best to keep it that way:
My father supports me financially. I mean, better he doesn’t know still about me.
The moment that happens…He’s never once asked me to send him my transcripts,
anything like that, to see my grades. He never asks me how I did at the end of the
semester. I don’t know if it’s trust or lack of interest.
Friends and Peers
For many students interviewed, friends and school peers were people in their lives
that they felt they could rely upon for support. In some cases, the support was nonacademic in nature. For others, having someone during the transition from the early
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college high school to the four-year university who was undergoing the same transition
was helpful. For many students, it was having people in their classes who they could turn
to for academic support, whether it was simply to obtain class notes or to push each other
through the program.
For Wanda, her classmates were a form of support during difficult financial times:
And then from my friends, everybody’s like “If you don’t have the book, we can
share it. We can do this.” Because there are sometimes when I don’t have the
book and I don’t have money to buy it, or they don’t have the book and then they
don’t have money to buy it. We all share the book.
Teresa spoke of the support her friends provided when she was unable to receive
support from her family:
I think my friends have been very supportive. Like the time that I was homeless in
high school, my friend…she took me into her home, and I was living with her.
And like my friends have been like very supportive, even more so than my family.
My friend’s mom, … Like this semester I got out of Early College, for Christmas
she bought me a laptop, and like no one has ever bought me something that big,
not even my family. So they’ve been very supportive.
Hannah discussed how her friends help support one another through shared
struggles:
…All my friends are in the same boat that I am. So we’ve always encouraged
each other. We all have, like, that whole goal-oriented personality where we all
want to be someone. So it’s not like – especially with my friends – my group of
friends, it’s always like, “Oh, have you read this?...Have you taken this class?
Oh, let me tell you about this. If you’re gonna take this class, do this.” You know,
we’re always, like, communicating and helping each other. And especially in
organic chemistry. Like, I’m so glad I had my friends, just ‘cause – you know,
sometimes you don’t know if you’re right or wrong. And having someone there
to kind of just back up what you think, you know, it just makes you more
confident about what you’re answering and what you’re learning – that
something’s sticking in there. And like I said, we always – you know, if one of us
is having a hard time, like, we’re all there to pick you up. It’s never like – they
never try to, like, knock you down. As competitive as we are, because we all want
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to get somewhere – if one of us falls behind, it’s like, pick it back up and let’s
keep going. So there’s never been knocking each other down.
Gloria stated that it was really helpful to have others sharing her experience after
losing touch with her middle school friends who chose not to attend the early college
high school:
… I kind of lost touch with my middle school friends. And so it was just friends
with people in the same boat as I was. So I guess we kind of just supported each
other, kept each other going. And I think it helped me a lot ’cause honestly, my
friends weren’t very motivated, except for one. One did graduate with me. But
the other four were like, hmm – I’m like, “No, come on.” So I guess pushing them
helped me, like, keep going, too.
Melissa mentioned that shared goals and mindset among her early college high
school peers helped support her through her college studies:
…There were a lot of people with the same mindset that I had, which was, you
know, to pursue higher education and career and so forth. You know, everybody
just really motivated one another. It didn’t feel odd, I guess you would say, or like
it was out of the ordinary. Everybody just had very big aspirations for themselves,
and I thought that was really nice…
Gus expressed the importance of having people with shared goals around you, but
that it was up to the student to build that support network:
…I can say that DMU is a pretty friendly place for the most part, but I think it’s
more up to you if you want to go ahead and make friends. Because the support is
there. You just have to go out and look for it. Because there’s people that just
keep it to themselves and I mean, sometimes, I’ll be honest, there’s classes where
you need help of others, not only your instructors or your TA. You need help
from the students themselves. Because they know what you’re going through. So
it’s good to have friends. Because if you don’t have that support system it’s just
gonna be up to you and you’re not gonna have those communication skills that
you need.
David said that the friendly competition helps him stay motivated to put forth his
best effort:
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And as far as my friends, like I said, it’s a friendly competition, you know. I
guess that’s – that’s their way of supporting me. And that’s my way of supporting
them – is that we’re always competing and doing better.
Brenda shared how helpful it has been to have friends that transitioned to DMU
with her from the early college high school:
Well, some of my friends…we’re in the same major. So we’ll study together.
And we’ll help each other out…I have this friend Monica, who, if one of us can’t
go to class, you know, we’ll give each other notes. And then we’ll help each
other with, like, anything he said in class that we might’ve missed. So we are
helping each other out. We’re supporting each other. ’Cause easily she could’ve
been like, “Oh, no, he didn’t say anything,” but she actually goes into detail on
what was covered and sends me the notes. So it’s like we’ll do that for each
other.
Luis talked about the diversity of his peer network. Their support was shown in
the form of advice, opinions, and acceptance of his choices. He shared an example of
when he decided to switch majors from engineering to psychology:
As far as friends, my friends are – I guess – a little more stereotypical because
they still have that mindset that “Psychology isn’t gonna get you anywhere. You
made a mistake by switching from engineering to psychology.” And you know, I
understand them. There’s those certain few who understand what I’m doing and
why I’m doing it. But there’s still those others that kind of, like, I guess question
me or have their opinions about me. That doesn’t bother me. But I guess… I’m
trying to say that it’s more diverse. There’s those that think I did completely the
wrong thing, and there’s those that tell me “You know what? Do what you want
to do, and you’re gonna be happy.”
Lorraine discussed the difficulties of not having much peer support. Instead, her
peers were more of a distraction:
And then my friends… They have their own things to do. I mean, we don’t have
the same interests. We get busy. They have their own friends. Like, we start
sectioning off into, like, our own little careers and stuff like that. Then you meet
people who have the same interests, and then sooner or later you start meeting
people with the same interest, and then hopefully you start working towards that.
But other than that, I wouldn’t say [my friends provide much support] because
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they’re like “Oh, let’s go out.” You don’t have time to go out. I don’t got time to
go out.
Horatio said that he was uncomfortable turning to his peers for academic support:
I don’t like sharing what I write with friends of mine ’cause I don’t want to be
judged by them, essentially. So I let strangers do that…Academic stuff I’d rather
have instructors and stuff take a look at it than my friends.
However, Horatio was comfortable providing and receiving support from his
peers in the form of guidance towards university support services:
We all have diverse backgrounds of course of – well, not backgrounds – diversity
of what we’re studying and what we can help each other with. But we still provide
that support system if we can. I mean, if we know of resources that are available
just from the university, then we’ll send each other there. And if we refuse to go,
then we tend to drag each other there. Be like, “Hey, let’s go hang out.” So when
we walk through the university – I remember I took a friend of mine who was
struggling with writing for a paper over to the writing center. I was like, “Hey,
let’s just go hang out, get coffee at the – the thing in the library.” So we walk in.
We get our drink and stuff. And then I was like, hey, I want to show you
something. So we go into the writing center and sign in.
Educational Institutions
As students begin taking college-level courses as freshmen and sophomores in
high school, the support that the early college high school provides is a vital component
in ensuring that students are prepared academically and psychologically for the increased
responsibilities and expectations of the four-year university. For many students
interviewed, the support provided by administrators, counselors, and teachers played an
important role in their transitional experience and feelings of preparedness.
Early college high school. Most students interviewed spoke highly of the support
that the teachers and staff at the early college high school offered, both academically and
emotionally. Sylvia stated, “I think all the teachers and the counselors, just everybody at
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Morpheus was very supportive. They were always there to help us. And they would stay
after school if we needed extra help and just stuff like that.”
Karen spoke of the appreciation she felt for some of the early college high school
teachers, acknowledging that they went above and beyond what was expected:
I think the teachers are the best part of Early College, at least Morpheus, because
they try to work hand-in-hand with you, and also because they take the time…
There are a lot of organizations, at least at Morpheus. There’s so many
organizations, it’s so funny because, like, there’s too many. You can’t just be in
all of them. There are so many to choose from. And the teachers are really nice
because they take the time out of their day to do those organizations, and also
grade exams, like, assign course loads.
Fatima compared the early college high school teachers as family because of the
way they supported the students outside of the classroom:
It’s kind of like, when I had problems – even personal problems – I was really
able to go up to them and talk to them about it. And, you know, those teachers –
they build a lot of blocks for you… Even though sometimes it can be hard
because, I mean, they can’t be the nicest teachers in the world and give you the
A’s that you want. But, you know, when you would get like a C in their class,
they’d talk to you about it. They wouldn’t just let you off, you know, “I don’t care
about that kid.” But we’ve grown so close to them over the years. “Okay, what’s
going on? I know something’s wrong. Would you like to talk about it? Is there
any way…? Maybe you’re doing something wrong.” You were always able to go
up to them and “Oh, I don’t understand the subject,” and you would get more
help.
Rosa also used the term “family” to describe the kinds of relationships she
developed with her teachers at her early college high school:
I think I would always say that we were like a family because the teachers would
always try to help you. If you need a reference letter, they were like “Oh, yeah.
Just give me a resume. I already know you, but I still need something to look at.”
And then they were like… They would always try to find activities to do. Like
“Oh, we should go to this place. You guys can learn about certain things.”… I
know they would stay so many hours extra at school to help us. Like a lot of them
would have tutoring every day, like for chemistry with Mr. B. He would always
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have tutoring every like week, every day of the week almost. Some of them…
Miss C, like before TAKS test and the like all the state exams, she would have a
Saturday… like a Saturday school kind of thing, where she would like help
everyone, and then they would like take breaks and like play bingo.
Fatima mentioned the support that she received from her early college high school
teachers continued after her transition to DMU:
So there are times when last year – you know, I kind of felt uneasy with one of
my courses. And I just took a breather. I even talked to some teachers for advice,
and, you know, they helped me…And they kind of helped me take a breather and
to calm down. Sometimes it’s okay to stress. And it just shows that you’re hardworking and that you’re gonna be okay at the end of this. And they helped a
lot…I took it day by day, and it actually helped a lot that I had also the teachers
there to be, like “You know, this is going to be normal sometime, so…”
Amanda spoke of the support that she felt from the teachers and staff at the early
college high school, stating, “They were always there. I don’t know how. I don’t know if
that’s all their life or something, but they were always there surprisingly. And they
understand. They know what we’re going through.”
Jasmine also felt that those at her early college high school would always be there
when she needed them, even after she graduated from high school:
Since I was able to take a couple of classes while I was still in high school, there
was always the… the sense of safety net, having the confidence, I guess, of
knowing that I could always go to someone else, someone that I may be more
comfortable with – like high school teachers or even, like, the principal and the
counselor there at the high school who would support me, who would guide me,
who would give me advice if I needed it. So that was definitely a big help. And
then after I graduated from [Morpheus], I kept in touch with a lot of my high
school teachers. So I’ve always been able to count on them for support…
David stated that he felt the support of his early college high school teachers
through the high expectations that they set for their students:
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And then the teachers – they were really supportive. They have expectations out
of every one of their students, you know. And they – like some teachers from
other – from normal high schools, they feel disappointed when they see a student
fail. But I feel like the teachers at my school, they felt even more disappointed
because they saw – they saw potential in every one of us, even though maybe, you
know, not every one of us was going to be the same.
Mario also mentioned high expectations as a means of support, and he credits one
specific teacher with pushing him to improve his English speaking and writing:
My English professor he was like “You can do better. You’ve just got to focus on
the pages I have already given you and such.” So he really brought me up in
English because when I started, I came from downtown. Everyone is Mexican
pretty much, so you speak Spanish more than you speak English. So I really, I
didn’t speak English back in my freshman year…I [understood] it. I kind of talked
to it. I just had like a very, very heavy accent when I became a freshman, and I
have like a lot missing. My grammar was terrible…So now that I look back,
having this professor – he was my sophomore and junior English professor. He
did really improve my English, my grammar more than anything. He did really
help me out, so his expectations kind of brought me up on my English because
before I was terrible.
Veronica mentioned the teachers’ flexibility in providing ways to support students
through their academic struggles:
Like they would challenge us, and they were just very supportive. If we had
trouble, they would tell us “Okay, this is tutoring. If that doesn’t work for you,
then we have this or this.” Like they had different ways. I know in high school, I
had this class. I had a college class that ended at 5 o’clock, and I needed tutoring
for a class. And so I told my teacher, and she’s like “Okay, well, I’ll tutor you in
the mornings instead.” ‘Cause she would usually have them in the afternoons. So
they worked with us.
Leadership can also play an important role in the development of strong support
system at the early college high school. Benjamin stated, “Our first three years, we had an
amazing principal, Dr. A. And he pretty much started the program, so he knew everyone
by name – like all the students, everyone. It was pretty great.” Hannah also mentioned the
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strong presence of the principal at her school, and how supportive she felt knowing that
her principal knew who she was and what she was up to:
Our first principal…we owe it all to him kind of, because that first – the first two
years of our high school when he was there, you know, any question you had, you
go to Dr. A. And he knew everybody by name – because I mean, there’s only a
hundred of us, I guess. And it’d be a shame if he didn’t. But, you know, he
always knew you by name. If you had a question, you could always ask him.
You know, if you won something, he’d know. And he’d be like, congratulations
on this, blah, blah, blah. You know, he’d always know what was going on in your
life without you ever telling him.
Mario discussed the importance of having an early college high school principal
that treats students as college students, not high school students:
The principals, we had three or four principals. There was one, Ms. S. She was
really good. I liked her. She controlled the school. She was thinking that since we
were in early college, we should be treated as college students because that’s what
we are. So they shouldn’t be restricting us. We shouldn’t be raising our hands to
go to the restroom and things like that. I really liked her.
Wanda also mentioned appreciating when administrators treated students at the
early college high school as adults, but commented on the inconsistency of that treatment:
But for my administrators, we didn’t have a lot of support because I guess they
didn’t know how it worked out or anything. Because they were coming from, like,
middle school. We were treated as adults whenever they wanted to. Like, let’s say
that we were allowed to go eat somewhere else, at McDonald’s. So then we would
come back, and they’d be like “Where were you? You have to go finish a test or
something.” And then we’d be like “No, I finished it yesterday.” “Okay, where
were you? We were looking all over campus for you and all this.” We were like
“Well, we went to go eat lunch.”
For Benjamin, it helped to have a principal that understood how difficult early
college high school was, but could also provide words of encouragement to help students
become accustomed to taking college classes:
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As soon as you start in your freshman year, they throw you into a biology course
that you usually take in your freshman year at college. So that was tough to do.
But as our principal used to say, it’s like running a marathon. The first time you
do it, it’s really tough. But after you start practicing and practicing, it just
becomes second nature. And eventually that turned into what all of our student…
like, all the student body there at Morpheus became like… just taking college
classes came naturally.
Angela felt that the expectations of the students attending DMU as high school
students were not clear to the students, which caused her great stress when she
encountered academic difficulties that put her scholarship in jeopardy – unbeknownst to
her:
My first semester at DMU was very bad…I ended up getting bad grades that
semester in all the premedical stuff. And that was very bad because I had no idea
that there was like a thing as a GPA that you had to maintain for the scholarship.
So, you know, that happened and then I just got called to the principal’s office in
high school and she just started yelling at me. And I was like, “What’s going
on?” And she’s like, “You lost your scholarship, blah, blah, blah.” I was on a
scholarship? I was so confused and I was like, what happened? I passed the
classes. I just ended up getting C’s. But that, you know, since it was my first
semester it dropped my GPA and everybody was angry at me. And I was just like,
no one really tells you these things. Everybody’s just like, well, “Pass the class.”
And, you know, I did my best to do that and still I got yelled at; and I lost a
scholarship I had no idea I had.
For many students, the early college high school counselors played an important
role in easing the transition from high school to DMU. Benjamin mentioned an
appreciation for the early college high school counselors’ relationships with Desert
Mountain Community College and DMU: “Our counselors were also really well, too.
They were constantly working with DMU in order to make sure the transition was better
– and DMCC, too.”
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Luis spoke of the assistance that he received from the counselor at his early
college high school, particularly around choosing a four-year university and pursuing
scholarship opportunities:
My counselor, she was very helpful. Initially I wasn’t gonna come to DMU. I was
going to attend [an out of state university]. And she helped me through the
process. She helped me get in contact….If she would see me walking around, she
would be like “Hey, you should come to my office. I think I have a few ideas of a
couple scholarships that might be good for you.” She would check in on me and
she would ask me, like “Have you thought of what colleges you want to go to?
Have you thought of what you want to do?” Sort of things like that to kind of…
not necessarily to push you, but just to make sure you were aware of your
situation and to make sure that you were on the right track, I guess you could
say… She would remind me “If you have any questions, if you need help, stop by
my office.”
Brenda appreciated the attention that each student received from the high school
counselor, stating, “She was very involved with all the students. Like, even though our
senior graduating class we had maybe 80-90. But she was involved with every single one
of them. And so she was really supportive.”
Christina appreciated her early college high school counselor’s support when she
wanted to challenge herself with a heavier course load:
Yes, our high school counselor is very supportive of everything we do…I mean,
I’ve gone in there. I’m like, “Okay, I want to do this.” Like the 21-credit hour
thing, I mean, usually they don’t let that happen. You know, they say, “No, you
can’t do it. The rigor is too much.” He said, “Hey, it’s good.” You know, he
knew that I could do it. And I really appreciated that ’cause he let me try even
harder and push my boundaries even more. And he let that happen. I have felt
tremendous support from him.
Hannah talked about the assistance she received from her counselor in setting up
her class schedule, and how his knowledge of each student’s schedule and potential
pitfalls helped ensure a smoother college experience:
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And then there’s Mr. M, who was our counselor…he was the best. If you
couldn’t figure out how this – how to fit this class in your schedule, he would
figure it out for you. And you would go to him and tell him, “I need to take this
class. But I don’t know, like, when to take it or how to take it.” And he’d fix it for
you. He’d rearrange your whole schedule. And if you ever had information on a
scholarship, on this, on that, he’d be, like – even if he didn’t know, he’d be like,
“I’ll call you in a little while. Let me just get the information for you” and things
like that. And again, if he knew that you had an issue with your schedule – even
if you didn’t even know about it – he’d be walking through the hallway and be in
the hallway and be like, “Hey, I saw that you have an issue with your schedule.
Would you want to come in in a few minutes when I’m back there?” And you’d
be like, “Oh, I didn’t even know I had an issue.” He’s like, “Yeah, let’s just fix it
real fast” and things like that. You know, he’d always be on top of us, definitely.
Ignacio appreciated the encouragement he received from his high school
counselor, particularly her insistence that every student apply for scholarships:
She was really supportive. She was really happy about the students’
accomplishments. And she really did everything she could to help us succeed and
to help us – get us where we were going. She made every student apply for five
scholarships. And that really helped a lot because a lot of students actually got a
lot of scholarships, including myself.
The push to apply for financial aid and scholarships was mentioned by numerous
students interviewed as valuable support that they received from their early college high
school. Jasmine stated:
…They would take a couple minutes out of like an English or health class or
something, and they would walk us through filling out the FAFSA forms or
telling us about different scholarships that were available to us, especially since
we were early college high school students. There were a couple [of scholarships]
that were especially for us. So we had that. A couple of times, I was fairly close
with a counselor at the high school. So whenever I would go and talk to him, he
would give me advice or tell me where to look for these things or how to apply or
give me deadlines to certain scholarships he felt I would apply for or that I would
be a good candidate for.
Julian also mentioned the continuous focus on scholarships and financial aid to
help students pay for their DMU courses after high school graduation:
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They gave us the resources to be able to apply for college and make sure that we
were able to apply for FAFSA and initially get the grants and scholarships we
needed… Every week we…apply for two scholarships, we just continue until…
until we would get scholarships or until we would just get enough money for us to
be financially stable [at DMU].
Fabien mentioned that the pressure to apply for financial aid and scholarships was
felt from both the school and the parents, due to the school’s constant messaging of its
importance:
We had like a FAFSA night, like everyone. It was probably maybe two FAFSA
nights or whatever… We got a lot of help for it. And since junior year, our
counselor would tell us, “You guys better start applying to scholarships.” He
would do this in front of our parents, so our parents would heckle us, like “What
are you doing? Why are you sitting down doing nothing? You could be applying
for scholarships right now.”
For some students, like Teresa, the push was felt, but the level of assistance in
filling out the forms was low. She stated, “…We had like a Go Center, so they were like
pushing that a lot. They didn’t really tell us like how to do it. They would just kind of tell
us like ‘Oh, do it. Do it.’”
Other students did appear to receive assistance in filling out the financial aid
forms. David stated that this help was useful, given the lack of knowledge he and his
mother had in this area:
Well, in my – my high school, there was a…little after-school meeting, I guess
like a financial aid crash course with – you could bring your parents or parent.
And you could fill [the FAFSA] out. They had help. And we did that. And they
kind of oriented us. And, well, this year, I knew how to do it because they had
already showed me. Yeah, and they showed my mom, too, kind of, ’cause she’s
kind of slow on the computer.
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For students that took advantage of the opportunities offered to apply for financial
aid and scholarships, it typically resulted in significant financial support when they were
at DMU. Benjamin stated:
Well, for one, they gave me my associate’s pretty much for free – all the
textbooks, everything. While I was at Morpheus, they took care of all of that. I
didn’t have to worry about paying anything. I just had to worry about my grades,
which was really good. And because I was able to graduate with my associate’s
and high school thing, I’ve seen a lot of scholarships and financial aid money now
to the point where I don’t pay anything for DMU. I get all of my money through
scholarships and financial aid.
For students that were taking courses at Morpheus Early College High School and
at DMU simultaneously, many appreciated the bus transportation that the early college
high school offered between the two campuses. Morpheus appeared to be the only early
college high school in the area that strongly encouraged its students to take courses at
DMU their senior year, so Morpheus was the only school that offered bus transportation.
Gus, a student at Morpheus, stated:
The school was supportive with DMU. DMU wasn’t that much of a problem
because there would be a bus in the morning and there would be a bus in the
afternoon. So I would take it in the morning and go take my DMU classes, and
then come back. And so the school also provided the transportation, but when it
was for, like, summer classes and there wasn’t the transportation there, my
parents would have to do that for me.
As Gus mentioned, the bus was helpful, but it was only available at certain times
of the year. Use of the bus also required organized scheduling of classes and study times
to make it work. Norma stated:
Well, they provide a bus – a district bus. So my class started at around 9:30. And
the bus got here at 9:00. So I – I would make it right on time. It was every day…
but then afterwards, my class ended at 10:20, and the bus – the earliest bus didn’t
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get here ‘til 12:30. So I had to wait. But I would use that time to, like, study and
get ahead.
David also mentioned the importance of scheduling classes around the bus
schedule:
Well, they had a bus – a school bus – that went from the high school to DMU. So
when we got our classes, you had to get your classes either around the time that
the bus was coming or when somebody could pick you up. But I always had my
classes around the bus schedule…It was very helpful. ’Cause I don’t think I’d be
able to take DMU classes if it wasn’t for that bus. Yeah, ’cause my mom certainly
couldn’t [drive me]. She was at work.
Students interviewed had an overall appreciation for the early college high school
experience, stating that it may have been rough at times, but they believed that it had
prepared them for the transition to DMU. Karen said:
Like, it’s hard. We don’t really expected to be that hard, and you kind of want an
inside look at it. But we don’t really get that at first at Morpheus. Morpheus, like,
they mainly concentrate on, like, getting us into… from middle school to college
mentality. And that transition itself is hard, but once you get it, like, it’s
something that I’m thankful for. I’m glad, like… I’ve acted like a college student
for the past five years of my life. And as of right now, I’m glad I took the classes I
took.
Antonio also said that he felt his early college high school gave him a middle
school-to-college experience:
…Every course that you can take dual credit will be dual credit. So then you’re
not just taking high school classes. You’re taking college-level courses. So
there’s not the transition from middle school, high school to college. It’s middle
school, college. So it’s – the transition there makes it – is difficult. But then
when you go from high school to college now, it’s like this is easy. It’s so easy
it’s almost a joke.
Luis shared a similar view of his early college high school experience, which he
contrasted against a traditional high school student’s experience coming in to DMU:
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I would like to say that it helped me get acquainted with the process. I know that a
lot of friends and classmates who didn’t go to the early college, this was a brandnew experience. It was kind of nerve-racking. I would see people – they would
come to me and asked me “Hey, what do I do in the situation? Hey, they emailed
me about this from a financial aid office? Like, what do I do?” things like that. So
they would kind of approach me. And as far as me personally, I was aware of how
to handle these situations a little bit better. Sure, there were new things and
everything. But I wasn’t as, I guess, scared to go into that, as far as academically.
I was used to the college setting, so I was a little bit better…
Hannah also felt that the early college high school prepared students for the fouryear university much better than a traditional high school program does:
Just academically, I can tell that kids who went to early colleges are more – well,
we get a lot of homework or we get overly stressed, we know how to handle it
better than someone who didn’t. Like, let’s say a freshman who’s just coming in
from, like, a regular high school, you know, with the classes they’re taking,
they’re going crazy – and we’re taking, like, the really big classes already. And
we’re just like, “Been there, done that.” We’ve been through worse. You know,
having to – we actually see that being here is easier in high school because
obviously, here we just have the college work. Over there we had, like, college
work, high school work, and then anything else we were doing outside of high
school. So it was like, by the time we graduated, anything that was just here was
easy to us.
Some students mentioned instances when the services provided by the early
college high school hindered their transition. For Lorraine, it was her counselor’s heavy
student load that caused a negative impact on her experience:
I mean, it’s a small school, so they only had one counselor… There’s four grade
levels, around 400 or 500 students to take care of for one counselor. That’s a lot.
And to be on time and everything, I do understand that’s hard. But when it comes
to yourself, you’re like “I don’t care how hard it is. I need this to be done.”…
Everything, they did it at the last minute. And when they do it at the last minute, it
makes you even more behind than you already are, and that was a major problem
for me.
Teresa shared a similar concern about her counselor’s student load, though her
counselor’s lack of support affected more than just her academics:
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‘Cause with so little students, we had like 300. So they could only afford one
counselor. I think she was really bad, too, at supporting students when they were
going through a hard time. Like for me when I was homeless or things like that, I
don’t think she really knew what to do or what to say and stuff like that…
In many cases, the advice that counselors gave students regarding which college
courses to take while in high school caused difficulties when it was time to begin
attending DMU full-time. Mario stated that his counselor was not very good at putting
together his college course schedule: “I took many credits that I didn’t even need, so
that’s why have like a lot of credits and I’m still a junior.”
The college courses that Diana took while in high school caused her to have
unbalanced course loads as a premed student at DMU. She explained:
Everything had been…planned out in high school that – of course – [I thought] it
would’ve been planned out [at DMU]. Because I wouldn’t, I wouldn’t have
thought that [my high school counselor] had chosen all the easy courses and then
just left all the difficult ones to the end.
Angela felt that her high school counselor pushed her to take certain college
courses so she could graduate faster, but some of those courses ended up not applying to
her major when she switched from premed to physics. She explained how she felt it
would have been beneficial to have more discussions about her future goals before
making her course selections:
So basically that was almost like a wasted year for me because none of that
actually went to the physics stuff; which was fine. You know, I was already like
two years ahead. So it wasn’t super bad but I think if I would’ve…I think if
somebody would’ve talked to me a little more during high school about, you
know, what you do after college because everybody is so focused with you taking
college classes and doing well, that nobody really tells you what comes after.
Like, I had no idea that there was a graduate school or what that was. Nobody
ever told me. Everybody was like, “You’re taking these classes and you better do
good.”
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Mario also felt that his high school counselor did not provide him with enough
guidance and attention to help him choose the courses that would benefit him most in his
chosen major:
Going in [to my early college high school], I didn’t really know what I needed for
my bachelor’s. But I knew I needed math, so I took as many maths as I could. I
finished with Calc III when I was in my associate’s. So when I came to my
bachelor’s, it was like “Oh, you’re already done with math. You want to take
differentials?” Sure, why not? And I took it, but I was already done with math and
I had a lot of English classes that I didn’t need. Spanish, I didn’t need Spanish
either. Many classes that I didn’t need that would’ve been good if my counselor
would’ve told me “Hey, you don’t really need that. Just take something you need,
like physics or something.”…I signed up because I thought I needed them, and he
never bothered to tell me “Hey, you don’t need that. Take this instead.” He was
very distracted…So that’s like something that would have been good to have a
good counselor who was more attentive to us.
Mario believed that he was not adequately informed of the associate’s degree
options available to him. Given his desire to pursue an engineering degree at DMU, he
would have made a different choice of associate’s degree plans if he had known:
When I came to DMU after I got my associate’s, it was a liberal arts associate’s.
At that moment, I didn’t know you could decide to get a science and mathematics
associate’s, but I was never told that. So we graduated and got the associate’s, and
I was like “What? We can do that?” So I graduated with Associate of Arts.
Isabel experienced a similar issue, having taken numerous college courses in high
school that did not apply to her chosen major. She explained why she has over 120
semester credit hours, but still has another two years before she will graduate:
…The 75 credit hours that I earned in high school for the associate’s, they didn’t
– all of those credits don’t apply to my degree plan. So there’s a bunch of classes
that I pretty much took, but for – as far as my bachelor’s goes, they don’t really
apply. So a lot of it’s that. And then for ROTC, I have to take about 20 credit
hours for their program. So that also adds a little bit there. For – I will graduate
with, like, 180 credits. But my degree plan is only 120 or 125.
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Teresa had not changed her major, but her high school counselor recommended
that she take certain classes that did not satisfy the requirements of her chosen major:
Well, my major was always biology in the early college. I never changed it there.
And the thing was that my counselor, she gave me a lot of classes that kind of
didn’t go with it. Like for example, she gave me a microbiology class is that was
for nurses. ‘Cause there’s like a microbiology for like biology majors, and then
there’s one that nurses take. So then, she gave me the nurse’s one. So then that
one was like out of it. And then she gave me a genetics class that was not… It was
like not biology, for non-biology majors. So that one didn’t count either.
University. This study is focused on the transition of early college high school
students from the area that have transitioned to DMU. As such, the university plays a
special role when it comes to the support provided before, during, and after the transition.
Unlike the early college high school, who ultimately should prepare students to transition
to any four-year university they choose, DMU is in the position of recruiting students to
attend after they graduate from high school and providing supports for those students that
choose to enter the university after graduation (and, in some cases, to high school seniors
that attend DMU and high school simultaneously).
According to the students interviewed, DMU reaches out to the early college high
school students to assist with tutoring, scholarship research, and general information.
Fatima stated:
I know that there is one student. I believe he’s a student. He comes over, and he
talks to us about scholarships and financial aid… You can sit down with him and
talk to him. I know that I personally talked to him about an essay, and he went
through it, and he was… He gave back a lot, like “Okay, maybe you should add
more of this, and maybe you should add less of this.” And they were very, very
helpful.
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Carol appreciated the information that DMU students shared about their
experiences, particularly those students that had graduated from her early college high
school:
As a matter of fact, we had people who went to our school that were actually
working with DMU. So they would come and give us presentations about “Okay,
this is her major. She’s doing this and this.”… One girl was a journalist. She was
going to go to New York and start writing. It was kind of cool because you see
she came from our school, and she’s going out there. So it’s like, somewhere
we’re gonna get opportunities to go out there and share our stories. So it’s kind of
cool having DMU bring people that went to our school to talk about what they’re
doing now. I know during their centennial celebration, they went to us as well,
and they gave us like background of, you know, what DMU’s like and where it all
came from, you know, and people that went there a long time ago were there
presenting, too. And it was cool. They come and present, like “This is what we
provide.” You see people that come here, people that used to come here. So it’s
… it just kind of like, it gives you motivation that “Hey, one day maybe you can
be up there. If not, somewhere else presenting something, where ‘I came from
here, and this is what I’m doing now.’”
Rosa remembered visits from a DMU representatives that helped her develop a
better understanding of what DMU offered, as well as what financial assistance DMU
could provide:
…I remember how enthusiastic she was about talking about DMU and early
college high schools, and how she’s visited all of them, and that she would always
see students come in, and she would always talk about different students from
Morpheus who have already gone to DMU. When I was… I think I was still like a
junior. That was before I entered DMU. And I remember her talking about DMU
a lot. My senior year we got a scholarship… scholarship/financial aid person that
came from DMU, here from DMU, to our early college and help us if we had any
questions about anything. She would help us. She would have like a little office,
and she would help us in case we had questions about any scholarships that DMU
offered. That was really helpful.
Wanda appreciated the visits from DMU students and the information provided
about the academic services and extracurricular activities offered to DMU students:
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We did have a lot of help since we had DMU students coming over to our early
colleges. They would help us with our financial aid…Yeah, they would always
have events outside of our school, like “We have this. We have tutoring. We have
fun stuff to do if you want to join the volleyball team. If you don’t want to join
the volleyball team professionally, we have [intramurals]. We have all this stuff.”
They would always, always, always be connected to our school in some way or
another, or students from [DMU] would go over there to tutor us or whatever the
case was.
Carlos found that the administrative requirements to enroll graduates from his
high school into DMU felt very rushed:
Everything was kind of pushed at the very end. The kids that were graduating –
like, that month, they pretty much learned that month that they’re – oh, okay,
we’re gonna go to DMU already. So [DMU] pushed, okay, you have to fill these
registration forms for DMU, you have to fill these scholarships. So it was pretty
all last minute…it was a hassle almost.
When early college high school students began attending DMU in 2012, the
university did not provide a customized orientation for them. Instead, students were
placed in orientation sessions aimed at either the traditional high school graduate, who
typically has little or no college credit at entry, or transfer students, who are typically
older. Elaine first started at DMU in 2012 and struggled:
And the academic way, I mean, I was ready for it except for the fact that we were
kind of, I guess, the guinea pigs of our generation. So when we got here, we were
supposed to be full-time here and full-time [at Morpheus]. And it was just too
hard. We just couldn’t do it. And we noticed that that’s – after the first semester
for the biology majors or the science majors themselves – like, a lot of us lost our
scholarship because we couldn’t handle the – the pressure.
Soon after the first early college high school students began coming to DMU, the
university realized that a separate orientation was needed to accommodate this special
group of students.
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Most students meet with a DMU advisor for the first time during orientation.
Fatima explained her advising experience:
When I spoke to my advisor, they seemed like they already knew, like, “Oh, okay.
This is an early college student,” and they did advise me pretty well on what I had
to do… After orientation, they have you sit down with your advisor… so you
could know the classes that you need to take and such. So I had to bring my
transcript, and I had to show them everything. And they were fine with it, you
know. They weren’t confused. They were like “Oh, okay. You must be from an
early college. Here’s this and this.” So it was a lot easier than I thought it was
going to be.
Carol also appreciated the specialized attention given to early college high school
students during orientation:
Yes, actually we had an early college orientation, which was actually really
useful…‘cause we all experienced “Okay, we’re all going through the same thing,
so what is it that we need to take.” And they separated us by majors and “What do
you need to take?” Because we’re so small, it wasn’t so hard to talk to everybody
and say, “Okay, you need to take this class, this class.” That’s what also made it,
you know, easier for me, because I felt like I got one-to-one. So I was like, okay.
So we went to the computer lab, registered, and it just seemed like I was ready.
But then months later, I’m like “Oh, here we go.” It was a long time in between.
But orientation with the early college is actually really helpful.
Jasmine also found the orientation helpful. As an early college high school
student, her college course registration had been done for her. But at DMU’s orientation,
she learned how to do it herself:
I remember that was the day that they showed us how to register online for the
college classes here, which was very helpful. I think before that… The way we
would register for college classes is, we would fill out a form and hand it into our
principal or counselor, and they would do it for us online. And then for the
orientation, when we came here, that’s when we were told that we would be in
charge of it. So that was when I learned how to manage the Gold Mine and things
like that for my classes here. So that was the most helpful part.

127

Gloria mentioned that the separate orientation for early college high school
students was helpful because of the special financial aid issues that students still in high
school and taking DMU courses must work with:
…We had different financial aid rules. We had different – I guess a lot of
different rules for us that applied – like, our books got paid for. So we had to get
our syllabus and then take it to the high school – and then they’d sign off on it.
And then we’d come get the books and then take them back the receipt. And so
they kind of walked us through everything we had to – everything we had to do.
Ignacio appreciated the advice provided during orientation on choice of major and
ease of job placement after graduation:
…They separated us into our majors or, like, our colleges. And they really did
help us a lot with, like, picking out our classes. And I don’t want to say they
influenced our decisions, but they helped us make more educated decisions on
what our major was gonna be. Like, I remember I wanted to do clinical
laboratory science. But three years before that, I wanted to do pharmacology. But
when I was listening to one of the – I guess the director or the lady that was
talking, she said if you don’t get into the pharmacy school, then you’re pretty
much jobless with that degree. So clinical laboratory science is a lot better ’cause
I can get a job pretty easily with that degree. And with the licensure that you get
afterwards if you pass the test – because those people are in a high demand. And
I think I could get a job pretty much almost anywhere.
Unfortunately, not all students interviewed had a positive experience with
advising during orientation. Antonio expressed his frustration with a disorganized
orientation session:
One thing that was supposed to happen – and this was, like, the most – the biggest
thing that kinda irked us all. We were all supposed to be advised and registered
for our first semester at DMU. Our advisors didn’t show up. So everything kind
of fell apart. And then for the next two months, we were running around trying to
figure out why we weren’t advised…And then we had to all fight for slots that
were already filled.

128

Some students interviewed shared their experiences with advising at DMU after
their transition. Lorraine found her advisor tough, but believes that he was tough because
he saw her potential:
He was the actual advisor for pharmacy… He’s a really good advisor. It’s just
he’s one of those advisors where he likes to push you to the limit, and that’s how
he tests his students – whether they’re worthy or not. He’s one of those. But I do
appreciate it. It’s one of those advisors, where during the moment you’re like “I
can’t believe you are doing this.” It’s like your whole world is crashing, and he’s
really mean to you and you’re scared of him. But when you look back, you
realize, you’re like “I really liked him.” No, ‘cause it’s like… It’s like the harder
they are, the more they care, right? They’re not gonna waste their time and their
effort and be mean to you ‘cause they don’t even know you. It’s like there’s a
reason for everything.
Karen expressed her appreciation of her advisor’s time and attention, given the
number of students assigned to him:
Well, my advisor here – he’s like… He actually took the time to know me. He
tells me “Hey, you know, take these classes, and you’ll be okay.” And I’m like
“Thank you.” Like, I appreciate it because it takes time. I don’t even know how
many students he has to take care of.
Amanda’s advisor also had a heavy student load, making her visits feel very
rushed:
I remember my advisor. Not that I want to blame her or anything, but she did have
a lot of students, but it’s very quick-paced. So like, if you don’t know for the first
few seconds, then you have to know it the next few seconds to understand the
next component. And while it’s really hard to grasp at first, you kind of get into
the groove of it.
Fabien saw advising as just something to check off his to-do list so he could
register for classes:
Well, I didn’t really get advised, basically. I just sort of figure things out on my
own. But that’s sort of how the system goes. I mean, they have advisors from your
department, and they have general advisors. And I never really… I mean, I always
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hear people talk about “Oh, I’m getting advised” or whatever. But me, when I
said I was getting advised, the only reason I would go is because they forced you
to. And the reason for that is so they can open up registration for certain classes.
David found his advisors to be extremely supportive once he was working with
college-level advisors:
But once we got into our colleges…the advisors were really helpful. And they
actually registered me for the next semester, whereas other people I heard that
they didn’t even get registered. And they told me what classes to take, which
teachers were available and stuff like that. So in that part it was helpful….The
advisors are really helpful. Every time I go to register or ask them stuff that I’m
concerned over or anything, they tell me what to do. They tell me, like, you
know, you need these classes, or go to financial aid. They’re not afraid of
answering or they don’t blow you off or anything. They’re very supportive, the
advisors.
Carlos found the advisors in his program to be responsive and helpful, contrasting
them against the advising he received as a high school student:
…It’s easier for me to schedule a time to talk to my counselors…they tell me
what I need. And then I sometimes need it to be explained because it’s like this
whole misunderstanding with electives and how you can take electives. So it’s
great that – before, I would just have to be like, well, I’m gonna assume this is an
elective. I’ll just take it. That’s what I would do [in high school] but here, I can
just go up to them, talk to them most any week, any day of the week. And they’ll
tell me. It’s like, “Okay, so this is – these are the classes you need to take. This
might be the order you want to take it.”…And I’d tell them my ideas. And they’d
agree or disagree and tell me why it works or not.
While the supportive relationships developed in high school with the teachers
seemed to occur fairly naturally over the four years the students attended, developing
relationships with DMU instructors seemed to take more effort. Veronica stated:
I’ve only found probably like one professor that’s really supportive and making
sure that I’m doing okay. But everyone else, it’s kind of like… They teach, they
lecture, and then you leave, basically. It’s really hard… Like when I first started,
it was kind of hard for me ‘cause I was so used to the support in the early college.
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And when I came here, it was just a little… Like some professors would, but not
as much.
Fabien felt that the difficulty of developing a relationship with his instructors was
due in part to the size of the university as well as his own inhibitions:
… DMU’s a huge school. And like I said, I’m an introvert. I don’t seek people
out. Usually it’s the other way around. And because of that, I mean, there’s a
couple professors that I really appreciate, but not to the point where I can say I’ve
formed a bond with them, for example. But I was only here for two years. So, at
the same time, it’s difficult to, I guess, cultivate such long-lasting relationships in
just two years.
Some students interviewed mentioned specific instructors that they felt provided a
level of support during their academic studies. Fatima spoke of her instructors’ efforts to
create feedback loops:
Right now the class that I’m actually taking, the teacher does reach out a lot. You
know, I do find her very supportive. Not too much like it was in early college, but
she tries her best to, you know, “Oh, do you guys not understand this? Let me
explain a little bit more.” But she does reach out. And there are some professors
that I’ve had that they reach out and try to get some feedback and for them to give
feedback to you on how you’re doing or what you think… what they think that
you need to get a little bit more of.
Melissa appreciated it when DMU instructors did not make an issue of her young
age, but supported her as a college student:
We’ve been taking classes with adults since we were about 14 years old… It
didn’t feel any different to be doing that at DMU as well…It just felt nice, in my
opinion, especially how supportive a lot of the professors were as well, and how
disregarding they were of our age. That they looked aside, beyond that end, just
looked at who we were as individuals mentally…Again, from my professors,
regardless whether I was struggling or not in a course, they were all just very “Oh,
my gosh. That was awesome.” Everybody was really supportive of us.
Benjamin spoke of the instructors’ willingness to provide academic support to
students that were struggling:
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As far as teachers go, they’re willing to meet outside of their classes for students.
Like I have one professor that’s… He’s a really tough class but… he’s willing to
give you opportunities to increase your grade. So as long as you go to his office
hours, work with him, show him that you’re trying and things, he’ll be willing to
boost up your grade by a couple points – which can make the difference between
passing and failing for a lot of students. So that’s really good.
Jasmine also felt that her instructors were very responsive to students when they
had questions, and the relationships she developed with professors within her major
helped her decide to continue her graduate education at DMU:
…If I needed help narrowing down the topic [for a term paper] or something, I
would show up at their office a lot. So that’s one that I’ve used a lot, and one of
the reasons I have had so much support and become so close to my professors
here. And that was really the reason I chose to stay here for my master’s program,
because I had gotten so close to the literature department, to the literature
professors that I just knew I’d be comfortable here, coming back and doing a
couple more years of literature with the people that I already knew, the people
that already knew me. So it was an easy decision because we were familiar with
each other.
Luis talked about his work doing undergraduate research, and how much he
appreciated the support of his supervising professor:
The plans for the professor right now – this is his pilot study. He’s considering it,
but more than likely not. However, he did open an opportunity for me and my
other two coworkers to find some of the data because we are collecting a huge
amount of data, and come up with basically a project. He told us “If you guys do
that, if you guys agree to come up with their own hypothesis – basically your own
experiment…” He’s like, “We’ll submit it for submission. We’ll put it up for
publishing.” He is extremely resourceful. He knows a lot of people, so I think we
decided that we are going to do it. So you know, that’s one of the upsides…He’s
the type of person that doesn’t take no for an answer. He’ll find a way. You know,
so I’m learning a couple of habits, a couple of methods from him that I think are
extremely helpful and that are going to be in the future.
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Angela spoke of the advising support she received from one of her professors,
which she found more beneficial than the recommendations she receives from her
academic advisor:
Well it’s usually very good if you have some kind of an advisor that’s not your
academic advisor. Somebody else who you know, you can talk to. So for me, I
have one that is in my major, one of the professors that I get along with very well.
So I just go to her and since she’s not involved so much in my, like, actually
about what class I’m going to take and whatnot she can tell me things openly.
Like she’ll tell me, “No. This is a bad idea. Sure, it will make you graduate like,
a semester before or like, after or whatnot. But it’s a bad idea or it’s a good
idea.”…It’s better you have somebody that’s not pushing for you to graduate to
tell you what’s going on.
Antonio explained his view of the support role that the DMU instructors typically
serve:
I find them inspiring.. and I mean encouraging. They want you to do your best as
a student. But personally… I don’t see them as there for moral support. If I have
questions, I can go to them to answer questions but not for emotional or moral
support.
Some students interviewed took advantage of the services offered at DMU outside
of the classroom, including tutoring and counseling. Ideally, the faculty and staff are
aware of the services offered and can point students to those services, when needed.
Patricia shared her experience of interacting with a professor who provided that kind of
support when she needed it:
Faculty, like – not all of them are aware. But I – I like it when they are aware of,
like – I told my professor I didn’t do an assignment because I hadn’t been taking
my medication, and my grandmother died. And he said, “Oh, are you registered
with [the Center for Accommodations and Support Services]? And I was like,
“Oh, my God, you even know about it.”…And he’s like, “Yeah, well, I
understand. That means I can give you more time.”
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Horacio also discussed taking advantage of the services offered at DMU’s
counseling center:
And I ended up kinda shutting down. And a friend of mine got me over to the
counseling center here. And so I was talking with them. And it helped. Like, I
got different techniques and things to cope with what was going on.
Melissa also sought out help from DMU’s counseling center when she was
struggling to cope with not meeting the high academic expectations she had set for
herself:
… I feel ever since I took that hit academically and everything with the transition,
I just became really critical with myself…I had really high expectations for
myself. So, honestly when I couldn’t perform to them, I just felt really bad. But
again, I was able to get the help and support to kind of get myself back on track,
not trying to be as critical on myself… So in that sense, the help that I received or
the help that I sought was just counseling. I attended counseling just because I felt
like it was too much.
Melissa also took advantage of the tutoring services that DMU offered when she
began struggling academically:
Yeah, I would occasionally take part in tutoring. I don’t know why… Not with
tutors, nothing against them, or anything. But I would always go with my
professors for tutoring or just whenever I would find myself struggling with the
subject. Later on with time, even if I wasn’t struggling, I would still go to
tutoring.
Carol also mentioned how important it was for struggling students to take
advantage of DMU’s teaching assistants and tutors:
I mean, if you’re not shy about it or you don’t feel ashamed that you need help, by
all means, go ask for help. They’ve got TAs, too. So they’re assistants. They’ll
help you too. But sometimes I’ll go to them. If I feel that I’m not learning from
the professor, then I’ll go to a tutor because then that’s something that maybe I’m
not getting the way his teaching style is, so I’ve got to go learn from somebody
else.
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For some students, tutoring did not seem to help. Patricia shared her experience
with DMU’s tutoring services:
I went to tutoring for psychology…She was just looking through the book with
me and, like, reading along with me. And I was just like, oh, well. I was hoping
we could, like, to a quiz kind of thing. But I guess – I don’t know. They’re just
students like us who are, I don’t know – using this for their resume.
Teresa felt that the tutoring services offered were not in subjects that she really
struggled with:
Like that’s another thing that’s really wrong with DMU. They don’t have tutoring
for chemistry or like physics or any of those hard subjects. So like my first
semester when I came here, I really needed tutoring for chemistry. I searched, and
no, they don’t have any. They have this little program, but it’s kind of like a club.
And then the club members just kind of tutor at whatever time they want. It’s just
really weird.
Wanda expressed an opposite view of the availability of tutors at DMU for
difficult subjects:
…There are a lot of programs here, like the math tutoring, chemistry. Like every
department has its own tutoring department. Even though not a lot of students
show up for chemistry or math, there’s always one person there or two persons
there no matter what, even if there’s no students or there’s a lot of students…
There’s always one student there that’s going to help you, even if there’s nobody
else requiring the service.
Rosa found the writing center’s services very useful in helping her to improve her
writing:
Well, one obstacle I have is my writing, I would say. I’ve taken a lot of writing
courses to try to make my writing better. I… I have really long sentences. My
sentences are run-on sentences. I just keep going and keep going and keep going.
I use a lot of… I guess I’m a little redundant, so I’ve gone to the writing center.
Well, I’ve emailed them my papers to help me write better so that once I write I
don’t have the quality of a high school student, I have the quality of a university
student.
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One of the benefits of attending a university the size of DMU is the
extracurricular activities, clubs, and organizations available. Participation in these
campus activities can help to engage students in the campus culture and encourage
relationship-building among students with similar interests. Though many students
interviewed spoke of their high level of involvement in clubs and organizations as early
college high school students, there was an overall lack of engagement in student
organizations once they transitioned to DMU.
Horacio, who lives and works on campus, shared his thoughts as to why more
early college high school graduates are less involved after transitioning to DMU:
Those that commute to school typically come to school, park, go to class, get back
in their car and go home. You don’t spend a lot a time hanging out on campus.
You don’t spend a lot a time making friends and connections here on campus. If
you live on campus, you have more of a probability of doing that kind of thing
because you’re pretty much always here.
David stated that his commute made it difficult to become very involved in DMU
organizations, stating that “sometimes I think that if I lived on campus, I could be more
involved, not academically, but in the stuff they do, the activities they do.”
Jasmine explained why she was not as involved at DMU, stating, “Because I had
done so much, I decided I wanted to take it slow for a while. So after high school, I didn’t
participate in anything as far as extracurriculars or any clubs or organizations.” Veronica
shared a similar sentiment, “I think I was a little bit more active in high school, but it’s
because I’m a little bit more busier now here, so I could barely handle like one
organization.” Angela felt that she needed to “let that go because I have to focus so much
on, like, graduating, stuff like that.”
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Eduardo expressed regret when he spoke of his purposeful avoidance of joining
any organizations when he transitioned to DMU, due to his heavy course load:
Because I would think that by taking on seven classes or so per semester would
really take away my time by joining in any class, so I didn’t join them from the
start and I kind of regret that now.
Rosa spoke of a lack of awareness of what clubs and activities were available for
her to get involved in:
I don’t think I’m as active as I was in high school because I was very active in
high school. It’s different to get in a club. Like, I don’t really hear about clubs.
The only one I’ve heard of is the student association, but that’s like you have to
get voted into – the student government, I mean… And then a lot of the clubs
are…designated for specific majors, so there’s only, like, one psychology one.
Luis felt that he could not devote the time needed to participate in any university
organization, given his workload:
I haven’t really been able to do much, just because most of my time is devoted to
work and classes and homework…I’ve actually been meaning to join a couple,
and I’ve done a little bit research. Just that my thing is if I’m not gonna be able to
contribute to the club, then I don’t see it fair. So if I’m gonna go and go to one
meeting every three months, then I just don’t see the point.
There were a few exceptions to the general lack of engagement that many
students interviewed expressed. Some students took advantage of existing clubs on
campus. Benjamin stated:
I’m in lots of different clubs. I’m in the Math Club here at DMU, the MAES – I
forget… It’s the Mexican American Engineering Society. And, uh, this one’s a
little bit out there, but I’m also in French Club, but that was more of a social
group because I like the people there and it’s nice to have something…
somewhere to relax. And I also go to the improv shows they have here at DMU
every Thursday. They’re free. They’re out in the commons, so those are nice.
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For other students, they shared their plans to develop new organizations that were
in line with their interests. Hannah stated, “I am actually starting a wildlife club here at
DMU because we don’t have one, we need one…So we’ll see as I get more involved with
people here, hopefully I get more of that Morpheus feeling.”
Diana was studying to become a physician. She created a nonprofit organization
that ties together her interests in children’s wellbeing and art:
…We have two missions. One – and the primary one is to ultimately pursue
children to follow their dreams. And we do, providing workshops within any
genre, not just academics but with music, entertainment, athletics… I say why not
start now – and creating role models for them so that children can see, like,
there’s someone that actually cares about what we’re gonna do. Because
ultimately, a career is how you’re gonna make your living. And it’s not just how
you’re gonna make your living but as a way of life and how you’re gonna be
happy. And the second mission is – well, I painted my whole life. I know how to
paint everything. I sculpt. I can frame my own paintings as well. And initially, I
would just do that for fun. And I had my own little collection of my own
paintings. I thought how can I use my talents in art to help the community? So I
began selling them. And with that money, I’m saving up to provide those
workshops so I can buy, like, paintbrushes, watercolors – I’m starting with that so
I can make the workshops throughout the community. And I’m also recruiting
artists so they can donate the artwork to my nonprofit organization so we can
create an audience for themselves as I know it’s really difficult to be an art major
and make a living out of that. So they create an audience for themselves. And
they’re also helping the community at the same time.
Many students interviewed stated that they work while taking classes at DMU.
For a handful of students, the opportunity to work on campus was a form of support that
they appreciated. Isabel stated:
I love it. Like, I practically live here. I spend more time here than I do at home. I
think it’s great. I mean, I’ve learned a lot about DMU through that – through
working through here and just the different things I get to see – like different
meetings – you know, just so many things going on all the time.
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Horacio appreciated the way his on-campus job helped him to manage his time
while providing a level of flexibility that is rare for students working off-campus:
I mean, everything’s, like, scheduled out now. The cool thing about the job, you
get to pick your hours. So whatever’s convenient for you. If you need two weeks
off then you just don’t schedule yourself for two weeks.
Gus served as a tutor with Desert Mountain Community College, with plans to
become a tutor at DMU in the future. He saw his job as a way of supporting the students
that were following in his path:
I think that [my job] has helped me be able to see what’s it gonna be when I’m
done with school and how I’m gonna have to work, myself. And it also allows me
to go ahead and give back to the students that are having struggles with their
classes. So it’s a nice feeling to be able to know I can go ahead and help others
succeed in the path that I’ve already taken.
Though there were many positive comments about the supports and services
offered at DMU, there were some student complaints about the bureaucracy of the
university and the obstacles and confusion it caused. Rosa shared her complaints around
customer service and the runaround she experienced when trying to submit her
community college transcripts so she could register for DMU courses:
Well, I think the customer service at DMU doesn’t really function that well ‘cause
I’ve had a lot of problems…Well, from my academic transcript from DMCC,
[DMU was] all like “Oh, we haven’t received it. And if not, you’re gonna lose
your scholarship.” I was like “No, I can’t lose the scholarship.” So I went to
DMCC. I re-sent it. They’re like “We can’t send it.” And they need it by this day.
And I was like “Okay, I’ll take it by myself. Just have it sealed.” And so I took
it… I came to bring it, and they were like “Oh, we already had it.”
Veronica complained of the runaround she received when she was trying to clear
up an issue with prerequisites so that she could register for classes:
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Well, it’s ‘cause I guess they had complications with certain classes that I needed,
like a prerequisite to get into another class. So I didn’t know the campus, so they
would tell me “Oh, go to this building,” but I didn’t know where that was at. So
they would send somebody to go with me to go get the prerequisite. But they
would just leave me there, and then they left… Like I went to one building, and
then that person told me go to another building, and that person told me to go to
another building. So the hard part was trying to figure out where to go. Just so I
can get registered for my classes.
Fabien shared a very similar experience that affected his ability to register for
DMU classes:
[DMU’s] bureaucracy, it’s really bad. Every time I step in this building actually, I
go one place, and then I get sent to another, and then I get sent to another, and
then I get sent to another, and I’m finally out. It’s like a maze. But that’s just me
venting. But the point is that when I was in high school… I was pretty much done,
and [DMU] kept sending me letters in the mail every week, saying “Hey, you
know, we need this from you to have your application finalized.” And it was
really silly stuff actually. The only thing I was really missing was my high school
transcript, but they couldn’t give it to me because I was not done with high school
yet.
From family and friends close to the students to the instructors and administrators
that they interact with on the high school and college campuses, the impact of external
supports available to students can significantly impact the ease with which students make
the transition from early college high school to a four-year university.
The previous sections provided findings in response to the research questions of
this study. However, there were additional observations that offered insight into the
overall research question. The following section presents these additional observations
that help inform how early college high school students are managing the transition from
an early college high school to a four-year university.
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ADDITIONAL OBSERVATIONS
In qualitative research, there is an allowance for observations to be presented that
were not initially included as part of the study’s research questions, if there is sufficient
evidence to justify their inclusion. In this study, the interviews provided insight into three
main areas that were not included in the original research questions. First, in line with the
4 S System that is presented in Schlossberg’s transition theory, the situational factors that
affect a student’s transition from an early college high school to a four-year university
were found to have some impact on a number of those interviewed. Second, the early
college high school that the students attended was found to have some influence on the
individual and external factors. Third, the amount of semester credit hours earned prior to
high school graduation appeared to impact certain students with significant amounts of
earned credit. The following section presents these observations.
Situational Factors that Influence the Transition Experience
There are differences in how students view the transition from the early college
high school to DMU with regard to the timing of the change and its role in relation to
other stresses that may be occurring simultaneously. Though it is an anticipated event,
students may feel that the timing of the transition is off, as most students attending a
traditional high school are older when they begin taking college courses at DMU. There
may be a sense of a lack of control over the decision to go to DMU, which can make the
transition more difficult. The transition from high school student to full-time college
student also requires a student to adjust to a new role while managing other
responsibilities and expectations.
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Timing. Given the age of the early college high school students that begin taking
college classes at DMU, the timing of the transition to the university is not in line with
the majority of the high school graduates entering DMU. In general, this did not appear to
be much of an issue, as many students explained that they were accustomed to taking
college-level classes at a young age, and that the age gap became less of an issue at
DMU. Elaine explained:
I remember when we first started at [Desert Mountain Community College], they
would kind of look at us like why is a 14-year-old in this class – like, you know,
this college? And so at first it was a little bit rough. I mean, later on, we kind of
like, I guess that gap was gone. Because they wouldn’t even notice that we were,
you know, way younger than them.
Jasmine believed that the early college high school experience helped make the
transition into DMU much smoother. She stated that, “It was a nice transition getting that
experience of moving from being in a college class with maybe six or seven of my peers
to slowly moving toward just me by myself in a classroom full of older students.”
For other students, it was the fact that they were not the only students making the
transition that helped them cope with the timing of their transition. Rose stated:
I don’t think I would have done it without one of my friends… We both graduated
our junior year with our associate’s, and we came together here. I think that
without her, I… I think it goes mutual. Without her, I don’t think I would’ve been
able… It wouldn’t have been easy. And I think that without me, it wouldn’t have
been easy because we were two … I think we were 17… 17-year-olds walking
into DMU, having no idea what’s happening. We didn’t have courses together.
She’s a business major, and I’m a psychology major. And it was really scary the
first day we got here for the fall semester. We couldn’t believe it. We’re like
“We’re here. Nobody else is here with us. Just you and me.” And it was kind of
scary.
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Control. The decision to attend an early college high school and continue on to
DMU was usually one that the student had some control over. However, that was not
always the case. Whether the decision to attend an early college high school was a
deliberate one on the part of the student or whether it was a decision that was pushed
upon them, the ease with which the transition to the university occurs is influenced by the
decision to attend an early college high school. Early college high schools are set up to
provide students with the opportunity to earn college credit, and the transition to taking
courses at a university either during the high school senior year or immediately after
graduation is an expectation of the early college high schools in the area. The idea of
control as a situational factor differs from an individual’s control over his or her response
to the situation in that the decision to attend an early college high school and/or transition
to DMU may not be the student’s, but the student may believe that they have a certain
level of control over how they handle or react to the transition.
For some students interviewed, the decision to attend the early college high
school was their own, but driven by non-academic factors. For Horacio, it was the chance
to receive a free laptop:
[In my] eighth grade year, our principal came over to our middle school…and told
us that this high school’s opening up and telling us about the experience. And I
didn’t even want to go to the meeting. But a friend made me go. And I heard
“free laptop”. And I’m not gonna lie. That’s what clicked and made me apply for
the early college. I was thinking, “Yeah, I’m gonna get a free laptop, cool.”
After the first year, that laptop was in a box in my closet. Like, we never used it
[laugh]. And then I saw this opportunity of being able to go off, do my own thing,
not follow in somebody else’s footsteps and kind of lay out my own foundation
and build my own name up. And that’s essentially what I did.
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Julian applied to attend the early college high school because of a girl, but he
chose to stay because he did not want to let his mother down:
Well, it’s a funny story, ‘cause when you’re younger… when you start dating a
person, you start deciding based off what you feel at the moment. So I was dating
a girl, and she initially was enrolling into the early college program. I didn’t want
her… Well, she didn’t want to be the only one going into the program, so I told
myself that I would go in with her so she doesn’t feel lonely going into the
program. So I went in… I signed up for the program. I applied, and then a month
before we went on summer vacation, she kind of broke up with me. So I was
stuck… I was stuck in the program because I was already – they’d already sent a
letter to my mom saying that I had an interview on this date and she was happy
already, so I was like “I can’t let her down.” Initially it wasn’t a planned chain of
events, but I’m really glad it happened.
Some students mentioned the need to prove that they could do something great
and be someone special. Lorraine stated:
It’s like the way people look at you is important, but it’s also the way you look at
yourself and it does influence you when you’re younger. So it’s like I’ve always
grown up to be like that. So it’s like I’ve already had that planted in my head, so
it’s just kind of hard not to look down on myself and, like, be so hard on myself.
It’s like… and I don’t want to be that person… I want to be someone that I’m
happy with, and that people are happy with me. That’s why it’s important that
they’re happy because it’s like one day they will be happy. And then I’ll be happy
‘cause I’ll probably be, like, knowledgeable and be who I want to be. That’s why
am very hard on myself and that’s why wanted to go to early college.
For Luis, education had always been important. He stated how much he enjoyed
school and enjoyed learning. He saw attending an early college high school as an
opportunity to continue pursuing a high quality education:
Yeah, I just thought that all the other high schools were mediocre, you know. I
didn’t feel like they were suitable for me. And so even at that, my second choice –
the medical one – I didn’t feel like I was right for that one either. I didn’t feel like
I was going to fit there. And you know, the day that we had the presentation, I
went home and I told my mom about it. She’s like “Oh, that’s really interesting.”
It was actually funny because I live like half a block away from there, so it was
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perfect. So my mom’s like “Oh, that’s really cool. Have you thought about it?”
And I was like “Yeah, I want to do it. I want to do it,” and I did.
Melissa categorized herself as an overachiever. Attending an early college high
school was completely her decision:
Yeah, again just because I was always just so involved in academics. Even, again,
elementary school, I would do everything. I was kind of an overachiever. No, but
I mean I just really liked… I just really liked those challenges. So yes, going to
[Morpheus] was my decision. I even told my parents. I got excited because I
remember in eighth grade, our principal came in and kind of gave us a
presentation of what [Morpheus] was about, and I just immediately connected
with that school. So I really wanted to attend. And having attended, just again, it
felt really well. And having people that are motivated about their futures just as
much as I am, it just made it feel like it was a very familiar thing to do.
For students like Melissa, their parents did not pressure them into attending the
early college high school. Rosa was very clear that her decision was her own:
But my parents weren’t really an active role in like “Oh, you’re going to go here.”
Like a lot of people are like “Oh, I was pushed by my parents to go here.” I was
like “Mom, I want to go to the school. I’m going to cry if I don’t get accepted.”
Eduardo said that he was drawn to the early college high school because “just the
idea to be able to finish two years of college while in high school was something I was
very enthused about.” Veronica understood that attending an early college high school
could have significant financial benefits. She stated that she chose to attend Oracle
“…because I understood that money was rough, so I knew that it would help my mom a
lot.” Patricia, who had dreams of becoming a singer, stated that her mother tried to
convince her to attend a traditional high school instead of an early college high school:
…[My mother] was actually urging me to quit Morpheus. Yeah, she was like,
“You could quit. It’s fine.” I guess she wanted me to have a normal high school
experience. But I really wanted to get ahead and save money on college. And
she’s always, like, helped me with – she’s taken me to out of town for auditions
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for singing ’cause that’s what I – that’s, like, my dream. But I’m a practical
person. I know that might not happen. So I went to early college.
Some students that chose to attend an early college high school of their own
accord noted that there was a difference between students that chose to attend and those
that whose parents made them attend. David noted:
People that were forced to go, they eventually – over time it grew on them being
at the early college. But they didn’t have fun all the time. Like me, since
freshman year all the way to my senior year, I loved it, you know. For them, they
barely started liking it, like, in their junior year, senior year. And it was tougher
on them. The academic transition, too, was tough.
A number of students interviewed served as examples of the types of students that
David was describing. Carol explained that it took some time for her to warm up to
Oracle:
So going to a school like that … and at early college, honestly, I didn’t want to be
there. But because my mom’s like “Do it,” she’s like “I didn’t have a chance to do
it. You go do it.” So I was like “I’m going to give it a year.” Gave it a year. And I
honestly didn’t like it. And I think it’s because I was so social, and being there felt
like “I really don’t know anybody.” It was like a fresh start. I wasn’t used to it. So
I told my mom I didn’t want to be there. She was like “Well then you go tell them
you don’t want to be there. I said “No.” I was like “I’m not gonna do that.” So I
ended up staying, and honestly I don’t regret it.
Fabien shared a similar experience of adjusting to the decision to attend an early
college high school:
… It was because of extracurriculars that I didn’t want to go, but at the same time
we had this, the field trip. And the only way you could go to that field trip is if
you went to this meeting, where the counselor brought in some people. And he
himself started talking about early college, because it was brand-new actually…I
was torn, but basically going to that meeting or whatever and things like that and
thinking about college, my parents said “I’m sorry. You have no choice. You’re
gonna go to early college.” Like “Why are you gonna go waste your time at the
regular high school?” And I guess I agreed. And even though it wasn’t really my
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decision – I mean, I didn’t finalize it – I was sort of thrown into it. I still don’t
regret it.
For Ignacio, it was an adjustment to leave his friends from middle school:
My parents kind of expected me to go. And they were telling me that, how it’s a
great school. And you’re gonna, you know, get two years of college. And I guess
I was kind of brainwashed. So I was like yeah, I’ll do it. But after a while, I kind
of realized, like, I shouldn’t even be here. Well, my main concern was my
friends. Because none of my friends that were in my middle school went with me
to my high school. So I felt, uh, uh, pretty much – I felt really alone the first year
of high school. So obviously, I kind of wanted to go back just to see my friends
again. And my parents kept telling me, “You can’t drop out.” And they told me
they weren’t gonna let me drop out. And it was kind of awful the first year.
Towards the end of the first year, I made new friends. And then my parents
finally gave me the option to either stay or leave. And I chose to stay because of
the opportunities and ’cause I made new friends. And I kind of realized the
friends that I had in middle school were – they weren’t as good as friends. So I
didn’t want to, like, give up the educational opportunities that [Trinity] had just so
I could go back with friends that weren’t that great.
For those students that stated that the decision to attend an early college high
school was not their own, the reasons given were either because their friends were not
going or because they would miss out on extracurricular activities. Sylvia stated that, “it
was hard because I switched districts. So I didn’t know anybody at the high school. And
then also, I was supposed to play tennis in high school. So that was kind of hard to give
up sports.” For Gus, it was both sports and a lack of friends that caused his hesitation:
It was an agreement between me and my parents. At first I didn’t want to go
because I was supposed to play varsity in soccer as an incoming freshman at one
of the high schools, but my parents pushed me and told me, “If you can do it this
way, why not?” So I looked into it and I was actually the only guy from my
middle school to go to the early college. So at first, it was an experience because
I didn’t really know anybody. But that’s when I actually was able to break my
shell and become the not-shy person that I am today.
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Though some students were hesitant about going to an early college, few
expressed any regrets about attending. Wanda stated that she was grateful for attending,
even though very few of her middle school friends went to the early college high school
because “everybody’s like ‘No, no, no, no. That’s for nerdies. Nobody’s gonna go there.’
But whenever I graduated, I was like crying. I was like ‘Thank you, mom.’”
When asked about their decision to attend DMU after graduating from an early
college high school, some students stated that they chose DMU because it was practically
guaranteed that they would be accepted. So though it may not have been first choice, for
Karen, it was the easy choice:
I guess I would have tried harder if I didn’t, like… If it wasn’t that I already knew
that I had DMU as a safety net. I guess if there wasn’t DMU, then I would have
tried much harder to get accepted elsewhere. But, I mean, I like DMU. DMU’s a
nice university. It’s really, really, like… I learn a lot. I don’t feel like the
education here is anything less or inadequate. I don’t think it’s inadequate at all.
But I wish I could have gone somewhere else.
Many students stated that it made financial sense to attend DMU because they
would lose credit hours if they were to go elsewhere. Sylvia stated that she “…had so
many credits that they wouldn’t have all transferred. So it would’ve been a waste of
money and time.” Amanda said, “I wanted to go to…a private school in Texas. But DMU
offered me a better financial aid plan.” Fabien shared a similar reasoning for choosing
DMU:
I graduated with a whole bunch of extra money, so I went to DMU. I basically, I
came out, I guess, profiting from DMU because I have like $3000 right now. And
so finances weren’t really a problem, but at the time I didn’t really know, like,
how much I was going to get. And so because my financial status was uncertain, I
was like “Eh.” I mean, I wasn’t going to get accepted to another, I guess, higher
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class or elite university, so I said it doesn’t make any sense, you know? Like,
what’s the point? Might as well be here. DMU is a good enough school, and it is.
Role change. Early college high school students take college credit courses prior
to high school graduation, but it is not until they graduate from high school that they take
on the role of a full-time college student. This new role can sometimes bring with it some
degree of stress. Fabien explained his experience as a first-time DMU student:
I was 18. It was scary. It was intimidating… The first class I ever… walked into
at DMU, it turns out it’s probably the most difficult class I ever took. It was a
17th Century English Literature or something. So obviously… I was like “Oh,
well, I got A’s in every single one of my English classes. How difficult can it be,
right?”…It was difficult ‘cause, like, we show up, and we’re introducing
ourselves. It’s a small class, and it’s like “What’s your name?” and everything.
This is a junior-level course, a lot of seniors in there. And I’m like “Oh, yeah. I’m
18. This is my first day of university,” and people were like, “Oh, cool.” And they
must’ve thought I was really smart, but in reality I was kind of scared…I still had
a bit of a high school mindset, which probably hampered me a bit.
Jasmine felt pressure to prove that she belonged at in the college classes:
Taking classes at college or here DMU, I’ve always felt I had to prove myself to
the college professors and to my classmates because, especially at the college
campuses at DMCC, they could tell I was younger. I looked much younger than a
couple of the other students in there. So I always felt that I had to prove to them
that I belonged, that I could do it. So I would always push myself a little bit more.
Mario noted that the way instructors treat students at DMU is very different from
the expectations that the community college instructors have of their students, requiring
DMU students to be more responsible for their own education:
It’s just like you’ll say it’s kind of like on your own kind of thing because… I had
this class with a professor in history… She would stop the class if somebody
wasn’t paying attention…And over here [at DMU] it’s like they don’t really care.
They came here to teach. If you want a teacher, you’re going to pay attention. If
not, that’s your business.
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Horacio felt the stress of being a full-time student paled in comparison to the
stress of being in the early college high school:
It was a lot. Honestly, now I’m taking 12 credits per semester. And the reason
behind that – not so much – I mean I know I can do 15 or 18. But it’s nice not to
have that kind of stress on top of it – and I mean, I’m working, too, and
volunteering. And in high school, we were all pretty deeply involved…So having
a lot a classes – I think the most I ever took was college courses in one semester at
the early college.
For Diana, the college courses she took in her early college high school left her
with a heavy workload when she moved to DMU:
I was pretty successful in high school. But one thing that I would like to add is
that I – it wasn’t well balanced. They gave us all the easier courses in high
school. But now that I’m at DMU, I have all the course – the harder classes – the
upper divisions. And for this year and last year, I was taking biochem along with
organic chemistry, anatomy and physiology, which each of those courses have to
be balanced with another course, which has, like, history, English. A course
that’s not as – the material isn’t as difficult or as intense… it wasn’t very well
thought out.
Karen talked about having a feeling of inadequacy about becoming a full-time
DMU student:
Sometimes, I guess when I graduated Morpheus, I was really nervous about
coming to a real university. So I, like, honestly felt inadequate. I was like, “Oh,
what am I doing here? Like, people my age are just starting out college, and I’m
only here in upper division. I feel like I’m not doing enough in my classes.”
Elaine explained how her attitude after high school graduation caused problems in
her first semester at DMU:
… I mean, for the most part, it was after graduating high school, I felt, like – oh,
you know, school, school, school – I’ve been doing school for far too long. I
want to have fun. And I screwed up one semester here. And my GPA just went
down really bad. And because, you know, there wasn’t a lot of classes to
overweight that. And it just became really hard. And I think that’s the only thing
that I would say when I look back, I’m like why did I screw up like that?
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A number of students interviewed mentioned heightened expectations as a stress
factor when transitioning to DMU. Betty stated:
… being in the early college and afterwards transitioning, I think there’s always
like a higher… a higher bar. So I think people see you differently than the way
you see yourself, so you have to achieve. You think to yourself that you’ve got to
achieve, and you’ve got to stay high, and so you set the bar higher for yourself
than people do for you.
Yolanda agreed, stating, “I guess it’s a little stressful because you’re expected to
do all this ‘cause you’re from an early college.” For Patricia, the stress came from being
considered an overachiever before entering DMU. She said, “I grew up feeling, like, I
was a smart kid and that I’m gonna be smart my whole life. And now it’s, like, college.
And it’s like ‘Oh, I’m not that smart [laugh].’”
Some students, like Wanda, were comfortable with those higher expectations:
… I expect myself to be more than others because since I already know what’s
going on here in college and then from somebody that’s fresh from high school,
they want to be like “Oh, yeah, we graduated the same year. Why you taking this
class? Why are you taking chemistry 13-I-don’t-know-what?” Because I’m ready,
and I expect myself to do better than them. Whenever we have class together and
they sit in the back, no, I sit in the front and try and take notes.
Differences Observed by Early College High School Attended
Though not part of the original study’s research questions, there were some
observed differences in individual and external factors among students graduating from
different early college high schools that can provide some insight into understanding the
transition from an early college high school to a university. As mentioned earlier in this
chapter, the breakdown of those interviewed reflects the percentage of students that have
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matriculated into DMU since 2009 from each of the four high schools in the study, with
the majority coming from Morpheus Early College High School, the first in the area.
Individual Factors. Regarding self-efficacy, the students that graduated from
Trinity appeared to have lower levels of self-efficacy than graduates from the other
schools, with half of those interviewed indicating that they felt little or no control over
the events occurring in their lives. Oracle students reported feeling the most in control,
with only one student indicating feeling less in control.
Of the 19 students that graduated from Morpheus, only one indicated any
pessimistic views on life. Though less students were interviewed from Neo and Oracle,
only one student from each school indicated any pessimistic views. Students from Trinity
reported the highest levels of pessimism, with one-third illustrating a negative outlook on
life.
Trinity students were also more likely to prefer self-reliance when addressing
challenges, with 33 percent indicating a lower comfort level in asking for help. Students
from Oracle also had a higher preference for self-reliance, with 29 percent preferring to
tackle problems on their own. Students from Morpheus were more likely to prefer to
reach out for assistance, with only 21 percent indicating a preference for self-reliance.
External Supports. With most students reporting the availability of family
support during their transition, it was interesting to note that all students from Neo
indicated having family support, while 14 percent of Oracle students and 17 percent of
Trinity students reported no family support. Students from Oracle and Trinity also
reported more reliance on non-parental supports, such as siblings and grandparents.
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Similarly, Trinity students appeared to have less of a peer support system in place
as compared to those from other early college high schools. Only 33 percent of Trinity
students mentioned friends and peers during their interview, while 72 percent of students
from other campuses reported reliance on peers.
When asked about support received from teachers, administrators, and counselors
at the early college high school, Morpheus graduates reported the highest levels of
support, with 84 percent indicating support for their transition to DMU. Three out of four
Neo graduates indicated support from their high school, while 71 percent of students
from Oracle felt this support. Trinity reported the lowest levels of support, at 66 percent.
Every student interviewed from Morpheus reported some kind of support received
from DMU instructors and advisors before, during, and after the transition. From Oracle,
64 percent of students indicated such support, while only half of the students interviewed
from Neo and Trinity reported receiving support from DMU instructors and advisors.
Most of the students interviewed that took advantage of DMU’s counseling
services were from Morpheus. Though there were no students from Neo that indicated
that they utilized DMU’s counseling services, half of them reported using their tutoring
services. Morpheus graduates reported the lowest levels of tutoring usage, with only 11
percent indicating that they sought this help. One-third of Trinity graduates reported
receiving tutoring, while only 14 percent of Oracle graduates did so. Of those students
that indicated that they took advantage of DMU’s writing center, two of the three
students were Trinity graduates.
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Semester Credit Hours at Transfer
Out of the 36 students interviewed, only one had less than 60 semester credit
hours prior to high school graduation. The majority (75 percent) graduated with between
60 and 79 semester credit hours, with eight students graduating with over 80 semester
credit hours and two students with over 90 semester credit hours. Though not part of the
original study’s research questions, there appeared to be some unintended consequences
for students with large amounts of college credit at high school graduation.
For students who graduated with over 90 semester credit hours, there seemed to
be a generally negative outlook resulting from a feeling of not being in control of their
lives. Though few in number in this study, the students with over 90 semester credit
hours at graduation felt an inability to make changes to their college plans after high
school graduation. The amount of college credit earned prior to transitioning to the fouryear university limited their ability to change majors and enroll in certain programs.
Though some students with over 60 semester credit hours at graduation decided to
change majors after transferring to the four-year university, accepting the financial
consequences and impact on their time-to-degree, those with over 90 semester credit
hours felt that the sacrifice of change was too great. While the transition to the university
was desired, the understanding of the limitations they were placing upon themselves by
earning large amounts of college credit while in high school was unclear until the
transition was made. However, due to the limited number of students in this study with
over 90 semester credit hours at graduation, this observation suggests that more research

154

is needed to determine if such unintended consequences are common among these
students.
SUMMARY
The students in this study were all either in the process of transitioning to DMU
or had completed the transition. What was apparent were the characteristics that would
lend themselves to a successful transition were the same characteristics that helped these
students successfully meet the demands of an early college high school – resilience,
optimism, a sense of control, and the ability to ask for help, to name a few.
The majority of study participants provided evidence of a positive outlook on life,
coupled with a sense of control. Students that were able to look at obstacles and not dwell
on aspects that were out of their control, but instead formulate a plan of action, appeared
to adjust to the transition to DMU more smoothly. The level of expectation, both selfexpectations as well as those of parents and early college high school teachers and
administrators, appeared to be a strong contributor in students’ ability to identify their
academic goals and having a sense of purpose.
Study participants appreciated the early college high school experience, especially
the opportunity to earn college credit at no cost and qualify for special DMU scholarship
opportunities. Many took advantage of this by earning large amounts of college credit in
high school, beyond the credits required to earn an associate’s degree. This opportunity
benefited many through exposure to university peers and upper level coursework

155

expectations, but presented obstacles for those with large amounts of credit through
limited program options.
The level of support received from parents, friends, the early college high school,
and the university were important factors in helping students successfully adjust to the
increased expectations at DMU. Study participants that were able to name someone that
they could turn to when they encountered a setback, whether a parent or teacher, seemed
to have the most optimistic view of their transitional experience. Students that attended
an early college high school that provided them with good academic advising prior to
their transition complained less of unknowingly having taken courses that did not apply
towards their major or encountering other related issues in their programs at DMU.
In Chapter 5, I discuss the results from the study as it relates to the literature and
the theoretical framework described in Chapter 2. I also explain how these findings can
be used to inform future policymaking and research.
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CHAPTER FIVE: DISCUSSION
This study was conducted to gain a better understanding of how students cope
with the transition from early college high school to a four-year university. Much
exploration and experimentation has occurred around the development of pathways that
smooth the transition from high school to college, with particular interest in methods that
allow high school students to obtain college credit while simultaneously meeting high
school graduation requirements. To address the needs of low-income and minority
students while attempting to close the gaps in college access and completion among
underrepresented populations, the early college high school model was launched in 2002.
Because of the relative newness of the early college high school model, little research is
available on the impact that transitioning into a four-year university has on younger
students that skip the traditional freshman year experience.
RESTATEMENT OF THE PURPOSE
The purpose of this study was to understand how students manage the transition
from an early college high school to a four-year institution of higher education. This
study sought to identify individual or internal student characteristics and external factors
that may help inform high schools and institutions of higher education on ways to support
students during such a transition, particularly students coming into college with high
amounts of college credit and limited exposure to the social and emotional expectations
of upper level courses at a four-year university.
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SUMMARY OF LITERATURE REVIEW
The transition from high school to college introduces students to a new social and
organizational environment, with new rules and expectations to which they must adapt
(Crosnoe, 2009). Prior to the 1970’s, failure to attend or stay in college was blamed on a
student’s own skills and motivation, with no thought to the impact of the institutional
environment on a student’s decision to leave (Tinto, 2006). Tinto’s theoretical model of
students’ departure in the 1970’s introduced external factors that influence the decision to
leave, including the interaction between the student and institutional members during the
first year in college and the transitional stages during that first year. Research conducted
during the 1970’s and 1980’s focused heavily on the importance of student involvement
in the successful transition from high school to college, resulting in the growth of firstyear retention programs across the country (Tinto, 2006). However, little distinction was
made during this time to the differences in students’ cultural, social, and institutional
backgrounds on student retention.
In the 1980’s and 1990’s, researchers began focusing on understanding the
experiences of students with different backgrounds (Herndon, 1984; Christie & Dinham,
1991; St. John, Cabrera, Nora, & Asker, 2000). A range of sociological, psychological,
and economic models aimed at understanding the factors that affect student retention and
those that help support students through the transition from high school to college were
generated as a result of this research (Bean, 1980; Tinto, 1987; Braxton & Brier, 1989;
Cabrera, Castaneda, Nora, & Hengstler, 1992; Nora, 2001).
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In recent years, research on the high school to college transition has been focused
on first-generation college students and students categorized as “at-risk” of dropping out
of college. Factors such as parental expectations, peer aspirations, and college outreach
programs have been found to have an impact on the transition (Horn & Chen, 1998;
Choy, Horn, Nuñez, & Chen, 2000). Resiliency, self-esteem, and college commitment
have also been found to influence the success of students’ transition and completion of
college (Allen, 1999; Kahn & Nauta, 2001; Grant-Vallone, Reid, Umali, & Pohlert,
2003).
Researchers like Hirsch and Rapkin (1987) and Masten (2001) have focused on
understanding how individuals respond to changes in their lives and environment, and
how non-cognitive factors such as self-esteem and resiliency help or hinder adjustments
to these transitions. Research in the area of transitions among children has looked at the
effects of family and institutional support (Newman, Myers, Newman, Lohman, & Smith,
2000; Reyes, Gillock, & Kobus, 1994; Roderick, 2003). There has also been research
conducted on transitions throughout the educational pipeline (Crosnoe, 2007; Crosnoe &
Trinitapoli, 2008; Crosnoe, 2009; Crosnoe & Cooper, 2009). However, little research has
been done involving the transition from early college high school to a four-year
university.
Schlossberg’s Transition Model has primarily been used to understand adult
development. Applications typically include research on transitions of adults in various
settings and situations, including adult learners, workplace environments, and retirement.
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This study applies the model to gain an understanding of how young adults cope with the
transition from an early college high school to a four-year university.
SUMMARY OF METHODOLOGY
A qualitative research design was used to identify individual characteristics and
external factors that help support students transitioning from an early college high school
to a four-year university. Qualitative case study methodology and data analysis
techniques adapted from the grounded theory approach were applied to investigate the
characteristics associated with students’ successful transition. One-on-one semistructured interviews with DMU students that had graduated from area early college high
schools were the primary source of data collection. The interview transcriptions were
coded and analyzed. I applied the constant comparative method to identify categories,
emerging themes, and patterns. The results were presented in the preceding chapter.
SUMMARY OF FINDINGS
The preceding chapter presented some demographic and academic data for the
students that participated in this study. Participants had attended one of four early college
high schools in the area, and had graduated from high school between the years 2011 and
2015. Out of 36 students included in this study, only one had less than 60 semester credit
hours at the time of graduation from early college high school.
Individual Factors
The first research question asked what individual or internal factors help or hinder
a student’s transition from early college high school to a four-year university. These
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individual factors can be either personal/demographic characteristics or psychological
resources that positively or negatively impact a student’s ability to adapt to change.
One of the primary concerns associated with early college high schools is
centered on the young age of students entering a four-year university. This study found
that age was an issue, but while some students indicated that they initially felt intimidated
being around older students in their classes, many students indicated that age was more of
a barrier to the development of social relationships with other students. This finding
supports earlier research of early college high school students’ discomfort in engaging in
campus activities due to age differences (McCorry-Andalis, 2013). Most early college
high school graduates in this study stated that they were too young to enter certain
establishments frequented by older college students, making the development of
friendships outside of the classroom challenging. I found that early college high school
graduates were drawn to those they knew from high school, those that shared similar
transitional experiences and challenges. Unfortunately, within a large university like
DMU it can be difficult to find such students with similar majors and academic interests.
Most students that participated in this study were financially dependent upon their
families while in college. Though this does ease financial stress, it can also have an
impact on students’ feelings of independence and self-reliance. Family expectations were
a dominant topic during this study, with many students expressing gratitude for family
sacrifices made coupled with a desire not to disappoint. Given the mission of early
college high schools to improve college-going rates for underrepresented groups, a
number of students in this study were the first in their family to attend college. Knowing
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that their parents struggled to ensure that their children would have a better life added to
the stress that students felt to do well at DMU. However, I found that this pressure
seemed to be more of a driver towards their academic goals than an obstacle.
Study participants generally possessed psychological factors that helped them
overcome challenges and adjust to the transition. Some of these characteristics appeared
to have been learned in the early college high school, but attributing specific factors to
the early college high school experience is beyond the scope of this study. I observed an
overwhelming sense of optimism across the study participants. The ability to overcome
setbacks while maintaining a positive attitude about the future helped students to weather
the challenges associated with the transition, which aligns with the research around
Schlossberg’s transition theory on the importance of optimism in successfully coping
with transitions (Evans et al., 2009). The students interviewed had high self-expectations
that propelled them toward their academic goals, a factor that prior research has shown
can help at-risk students manage the college transition (Allen, 1999; Vaisey, 2010). Twothirds of students interviewed felt that they had some control over their lives, with most
expressing that their feelings of control came from understanding that outcomes are the
results of decisions that they make, whether it’s a decision on a major, a job, or a
relationship. Rodin (1990) explains that “the illusion of control is…the inverse of…
learned helplessness,” and for the students in this study, it was clear that those that felt
this sense of control were less inclined to believe that they were powerless when faced
with an obstacle.
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I also observed high levels of resilience among the study participants. Through
specific examples of overcoming personal and academic struggles, ranging from
receiving a failing grade on a test to homelessness, study participants demonstrated that
resilience was a key factor in their successful completion of early college high school and
subsequent transition to DMU. This finding supports prior research on the role of
resilience in adjusting to transitions (Hirsch & Rapkin, 2981; Masten, 2001). The ability
to sit back and reflect on a challenge and determine a course of action, maintaining an
optimistic outlook while knowing that the outcome is uncertain, was an observed trait
among many of the study participants.
Students applied various coping strategies to help them manage the transition
from early college high school to DMU. In many cases, these strategies were developed
in high school, and students found them valuable in overcoming academic and
administrative issues during and after the transition. For study participants, their level of
comfort in asking for help varied. For some, they much preferred to tackle a problem on
their own, though many would ask for help if they could not solve it themselves. Still
others found that approaching instructors or peers right away was the best strategy in
addressing an issue. In general, the ability to ask for help was something that was
encouraged at the early college high school, where students developed an understanding
of the roles of teachers and administrators in their learning. This knowledge carried over
to the university during and after the transition. This particular strategy illustrates the
effort put forth by students to utilize external supports, which research has shown can
have positive impact on educational outcomes (Terenzini et al., 1994; Tinto, 1997).
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In line with learning to ask for help, students in the study were also more likely to
focus on addressing problems rather than trying to avoid them. Students were more
inclined to develop a plan of action to overcome an issue than to ignore it and hope it
resolved itself. For those that did mention avoidance, it was in the form of focusing on
the aspects of an issue that were within their control rather than aspects that they could
not influence. For many, optimism influenced their plans of action because they chose to
focus on the big picture and not dwell on the negative aspects of the issue.
Time management was a crucial skill that students used to address the stresses
associated with the transition. This skill was developed while in high school – a necessity
to enable students to balance high school courses, community college courses, university
courses, extracurricular activities, work, and family obligations. For some students
interviewed, this skill came easily. For many others, it was developed over time – but
developed in high school and mastered by the time the transition to DMU was made. In
essence, to be successful in an early college high school a student has to learn to manage
their time well.
The findings of this study support much of the research aimed at understanding
the psychological factors that help students cope with transition, as well as the use of
effective strategies to overcome challenges they may experience before, during, and after
the transition. The literature on student retention and educational transitions has shown
that individual characteristics can have a great impact on educational outcomes, but they
are by no means the only factors (Tinto, 1997; Terenzini et al., 1994; Cabrera & La Nasa,
2001).
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External Factors
The second research question asked what external factors help or hinder a
student’s transition from early college high school to a four-year university. External
supports considered in this study included family, friends and peers, the early college
high school, and the university.
It was evident from the discussions with study participants that external supports
were essential to the successful transition to DMU. For many students, their families
were the primary support system that they relied upon to help them on their journey
towards their academic goals – financially, emotionally, and in some cases, academically.
Though family expectations could be burdensome, students that could provide examples
of a time when they had struggled academically and their parents support was
unwavering were more inclined to be optimistic and confident about their future. This is
consistent with research on the influence of parental expectations on at-risk and firstgeneration students (Baker & Stevenson, 1986; Horn & Chen, 1998; Choy, Horn, Nuñez,
& Chen, 2000).
I observed that students who described having little family support were more
likely to provide examples of emotional or psychological struggles, but they typically
were able to find support from other sources to assist them through those struggles. In
many cases, this support was from a teacher or counselor from the early college high
school or university. The availability of non-academic support found from institutional
agents outside of the family is important in a student’s journey towards better educational
and occupational opportunities (Kim & Schneider, 2005).
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Students in this study often described the teachers, administrators, and staff from
their early college high schools as “family”. Consistency in leadership was an important
factor, though not every student in this study had this within their early college high
school. Early college high school graduates usually had the same teachers for multiple
years while in high school, developing strong bonds. The support received was academic,
emotional, administrative, and financial – it was clear that the relationships developed
while in high school were personal and sustaining. The teachers expected their students to
succeed, and that belief that every student has the potential to succeed was a driving
factor for many of the students in this study. The level of support that students received in
high school typically continued during and after their transition to DMU. Hoffman et al.
(2008) discussed the importance of this type of strong support structure in helping
students to successfully transition from high school to college, and many of the students
in this study shared how essential they felt the early college high school had been in their
transition.
In the early college high school, students were told what courses to take, when,
and where, and this sometimes led to confusion and frustration as students began their
transition to DMU due to conflicting information on major requirements and program
qualifications. Cole et al. (2012) explained the importance of providing adequate
guidance to early college high school students who typically do not have access to the
social networks necessary to navigate college choice, field of study preparations,
financial aid processes, etc. It is a vital role that an early college high school must play in
preparing students in an academic sense for their transition to a four-year university. The
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main complaint that students in this study had was around the early college high school
counselor’s workload, which impacted the attention the counselor could give to
individual students. In some cases, the students ended up with college credits that did not
apply to their major, resulting in significant amounts of unnecessary semester credit
hours. At least one student mentioned concern about excess semester credit hours and the
state’s requirement for higher tuition rates for exceeding a legislated maximum amount
towards a bachelor’s degree.
The Texas Education Agency & Shapley Research Associates study in 2011 noted
that quality partnerships between school districts and institutions of higher education can
directly affect the quality of the dual enrollment courses offered. Ideally, this would mean
a strong partnership between each early college high school, its associated community
college, and the university that is receiving the graduating students. The university in this
study has worked to develop relationships with area early college high schools to
encourage students to transfer and complete their bachelor’s degrees. Study participants
mentioned the separate orientation sessions, scholarship programs, and staff support that
DMU offers early college high school students. Many students expressed appreciation for
the DMU staff and students that reached out to them prior to their transition, through
informational visits and tutoring sessions on their high school campus, stating that this
support was helpful in preparing for their transition to DMU. Students also mentioned
that the separate orientation for early college high school students was helpful because of
various rules and requirements that are unique to this student population.
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There were clear differences in the support provided by DMU instructors versus
those at the early college high school. Study participants felt that their DMU instructors
were supportive, but in more of an academic sense. If they had a question related to the
course, most felt that they could approach their instructor. For help in the form of
counseling or tutoring, study participants were usually able to find those services on
campus. Students that expressed frustration or confusion with the support provided at
DMU were typically having issues with advising or program rules that prevented them
from participating in certain programs – usually associated with their status as a recent
high school graduate with over 60 semester hours of college credit. This indicates a lack
of communication between the university and the early college high school counselors
and students of the impact of taking large amounts of college credit on their plans to
enroll in specific program offerings.
As discussed in the analysis of responses to the first question regarding individual
factors, many students were drawn to other students who were going through a similar
transition from early college high school to the university. Some students indicated that
the relationships with other early college high school graduates were helpful for financial
reasons, like sharing books, but they also found it helpful to be around other people who
shared their goals and were experiencing the same transitional challenges. Research
supports this finding, that a strong and positive peer influence has a significant impact on
academic achievement (Orfield & Lee, 2005; Hoffman et al., 2008).
The study findings on the impact of external factors on the successful transition to
DMU support the research around the role that external support systems play in this
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transition. The early college high school is a central support system for many of these
students, particularly for those students who do not have access to a family member that
can support them in the multiple dimensions required – academically, financially, and
emotionally. The strong bonds developed between students and teachers, in particular,
provides a support system that students can rely on before, during, and after the transition
to the university. However, the transition can be negatively impacted when
communication between the early college high school and the university fails to provide
clear direction on academic program requirements and limitations associated with taking
certain courses prior to entering the university. These communication channels must
provide clear pathways for students and help align expectations to ensure a smooth
transitional experience for all students (Cole et al., 2012).
APPLICATIONS OF THE THEORETICAL FRAMEWORK
Schlossberg’s Transition Model (Anderson et al., 2012) is used to gain an
understanding of how early college high school students cope with the transition to a
four-year university. The three phases of the model, “moving in”, “moving through”, and
“moving out”, explain the process of transitioning into a new situation. Through this lens,
the experiences of the students in this study were examined to identify individual and
external factors shared by successful students in coping with the transition, as well as
factors that hindered the transition.
In the first phase, “moving in”, students understand and are expecting the
transition to the university. According to Schlossberg’s theory, moving in to a new
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situation requires individuals to become familiar with the new environment and
understand expectations (Anderson et al., 2012). The results from this study indicate that
the more external support students receive prior to the transition, particularly from the
early college high school and the university, the less likely they are to encounter issues
after the transition. Early college high schools in this study provided varying levels of
support in areas such as financial aid application assistance, scholarship research, and
required courses that incorporated study skill instruction. However, one of the most
critical areas of support involved expectations: Students interviewed stated that early
college high school administrators and teachers expect their students to be successful.
The university also provided support, but the level of interaction prior to the
transition varied. Some students indicated that university students and staff visited
frequently, whether to provide information or tutor or to just share what the experience of
transitioning to the university was like. Other students stated that the customized
orientation session for early college high school students was valuable. The level of
interaction seemed to vary depending upon the early college high school attended. This
variance seemed to have an impact on the students’ “moving in” phase of transition, with
students that reported receiving less information and support prior to the transition
appearing less certain of their preparedness for the transition. These pre-transition
supports can have an impact on a student’s ability to adapt to the transition (Evans et al.,
2009).
In the second phase, “moving through”, students generally appeared very
optimistic about their transition and continued success towards their academic goals. Of
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note were the coping strategies they employed to help them overcome obstacles they
encountered during the transition. The students in this study expressed strong resiliency
traits through various examples of overcoming challenges in their lives. This resilience
was apparent during the transition for those students that experienced setbacks – whether
financial, academic, or personal – through their ability to locate the support they needed
to help them overcome the setback. In many cases, they applied strategies that they
learned as students in early college high school, including asking for help from
instructors, seeking tutoring or counseling assistance, and time management skills. Many
students also expressed comfort in seeking advice from parents and/or teachers from their
early college high schools, which indicates that students need to have someone in their
lives that they can turn to for support – and that it does not always have to be a family
member. This finding aligns with Schlossberg’s theory that different types of supports
can help people cope with transitions, including family, friends, and institutions (Evans et
al., 2009).
The “moving out” phase indicates the end of a transition. Anderson et al. (2012)
indicates that the level of impact of a transition depends on a person’s perception of the
transition, and students in this study seemed to perceive the end of their transition to
DMU differently. I found that the timing of this “moving out” phase varied across
participants, depending upon the amounts of college credit they had earned prior to their
transition and the timing of their entrance into the university. With those that had entered
DMU as seniors in high school, their adjustment to the transition seemed quicker than
those that had not taken courses at DMU during high school – likely because of their
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exposure to DMU as early college high school students. These students seemed more
focused on what was coming next, after attainment of their bachelor’s degrees, than other
students interviewed. This may indicate an advantage for students who are dual-enrolled
in an early college high school and the four-year university that they end up enrolling in
full time after high school graduation. These students have official support systems from
both the public school system and the university system to help them through their
transition. For those students that were not dual-enrolled, their transition generally
seemed to take longer.
IMPLICATIONS FOR POLICY
The early college high school model is growing rapidly across the country, as
more states seek ways to encourage low income and minority students to pursue a college
education. The model is relatively new, and most of the research around early college
high schools to date has focused on the academic success of students – primarily collegegoing rates and college retention and graduation rates. This study adds to the research by
identifying individual (internal) and external factors that help early college high school
graduates successfully transition from high school to a four-year university, through the
students’ voices. This section offers five recommendations for policies impacting early
college high school students, based on study outcomes.
The first recommendation is to address barriers and miscommunication around
academic programs. This study found that students were more successful in transitioning
to DMU when they had good academic advising before and during the transition, as well
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as prior knowledge of the university layout, policies, financial aid options, and program
requirements. Many students noted the difficulties they experienced associated with poor
advising while in early college high school, with some situations resulting in excess
college credits that did not apply towards the student’s degree. Students that earned
excess college credit, beyond the associate’s degree, were more likely to be pessimistic
about the transition and their university experience. Some students in this study
mentioned interest in programs that they were ineligible to participate in due to the high
amount of college credit they had earned prior to entry into the university. One option to
address this issue is to increase the number of advisors supporting early college high
schools. This issue could also be addressed through better communication between the
university, community college, and early college high school counselors regarding
various program requirements.
The second recommendation is to ensure clear communication exists between the
university and the early college high school students prior to the transition to help
students become familiar with specific opportunities and special issues that they might
encounter during and after the transition. For students in this study, the customized
orientation sessions for early college high school students appeared to be worthwhile in
helping students adjust to having more responsibility over their course schedule and
providing specific information about programs and services for which they qualified .
Visits from former early college high school graduates attending DMU were also
beneficial prior to the transition, giving students role models that they could emulate –
particularly those students who were first in their families to attend college. Programs
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such as the Greater Texas Foundation’s GTF Scholars, which provides scholarships to
early college high school graduates and works with participating universities in Texas to
create a comprehensive program to retain these students, can help improve the
communication between the university and the student to help support them before,
during, and after the transition into the four-year institution (GTF Scholars, n.d.).
The third recommendation is to prevent policies that would negatively influence
the support system that exists within early college high schools. Given the important role
that this support system had in the successful transition of many study participants,
policies that would prevent supportive relationships between teachers and students from
forming could negatively impact the transition for future students. Findings from this
study indicate that the early college high school plays an important role in supporting
students, not just prior to their transition, but throughout the transition. Though most
students mentioned having family members that they could turn to for support, the
findings of this study reveal that students also turned to teachers and administrators at
their early college high school during and after the transition for support. The intimate
nature of the early college high schools that the students in this study attended allowed
relationships between students and staff to grow, forming a support structure that many
students relied upon after high school graduation. Students noted that they had had
teachers for multiple classes throughout their years at the early college high school,
giving students and staff four years to develop into what many study participants referred
to as a “family.” Additionally, reducing turnover among those within leadership roles in
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the early college high schools would offer another level of consistency that would be
beneficial to the students.
The fourth recommendation is to consider expanding the Morpheus model and
allow early college high school students to attend DMU as seniors. This dual enrollment
model allows students to familiarize themselves with the university, treating the senior
year as a transition year and easing students into becoming full-time university students.
Though college students while in high school, attending the local community college, the
experience of being a university student is vastly different from that of a community
college student. Allowing time for students to adjust to a larger campus, more students,
and more academic and extracurricular opportunities appeared to be beneficial for many
Morpheus graduates in this study.
Lastly, the findings of this study indicate that the age of early college high school
graduates does not appear to be a drawback for most students, at least academically.
However, universities should consider ways to encourage early college high school
graduates to become more involved in campus activities to encourage the development of
social relationships with their university peers. Most students in this study shared that
they were extremely active in extracurricular activities while attending early college high
school, contrasting that against their lack of engagement at DMU. Universities should
consider ways to encourage campus involvement among this student population, which in
turn could lead to the development of a social network to help ease the transitional
experience by making students feel more connected with their new educational institution
more quickly.
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The findings from this study suggest that students who graduate from an early
college high school possess certain individual characteristics that help them through the
high school to college transition. Such students have already experienced higher
expectations than their traditional high school peers, and they have overcome challenges
associated with taking college-level coursework at a relatively young age. Students that
lack resilience, self-efficacy, and a desire to succeed are less likely to successfully reach
the point of graduating from an early college high school, much less transitioning into a
four-year university upon graduation. What is unclear and beyond the scope of this study
is whether an early college high school can play a role in strengthening these traits in
students to help them complete the early college high school program.
RECOMMENDATIONS FOR FUTURE RESEARCH
Purposive sampling was used in this study to identify early college high school
graduates attending DMU. I attempted to include views from students across the four
early college high schools that transition into DMU at the time of the interviews, with
each high school represented by a percentage of the sample that reflected the population
of interest.
As mentioned in the previous section, this study found that students who graduate
from an early college high school and transition to a four-year university possess certain
individual traits that have helped them be successful in high school and are helping them
through their transition, including resilience and self-efficacy. A study on whether these
qualities can be built up in students while in early college high school would be useful, as
176

it is unclear if students in this study possessed those characteristics before high school or
if the early college high school played a role in helping to form or strengthen those
characteristics.
I was unaware prior to the interviews of Morpheus Early College High School’s
policy to encourage students to earn their associate’s degrees in their junior year and take
DMU courses as seniors in high school. This knowledge could have resulted in additional
interview questions. It also could have allowed a more focused selection of study
participants based on semester credit hours earned prior to high school graduation, as the
participants’ hours in this study ranged from under 60 SCH to over 90 SCH. Additional
research around students that transition into a four-year university with amounts of
college credit in excess of 60 semester credit hours is warranted to ensure that limitations
around scholarships, choice of major, and program choice is reduced or at least better
understood by students while still in high school. Given the growth of the early college
high school model’s adoption and the push to speed up students’ progress towards
college completion, research around the impact of this phenomenon is necessary to make
certain that this effort is not doing a disservice to the students.
The participants in this study provided self-reported GPAs. Given the high GPAs
reported, analysis on the variability of internal and external factors around this variable
was not possible. Future study is warranted to determine whether variances exist, using
GPAs collected from university records or another reliable source.
All the study participants were from the city in which DMU is located. One
recommendation for future research is to include students that chose to attend a school
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away from home. The transitional experience of students that are attending a four-year
university away from home would add a different perspective to the study, and likely
provide ideas on additional institutional support systems to help students through the
transition.
Another recommendation for future research is to focus only on early college high
school students that attend a four-year university immediately after graduation rather than
inclusion of students that attended as seniors in high school. Also, more research on the
differences in transition experiences across other demographic variables, including
gender, race/ethnicity, socioeconomic status, and first-generation college students, could
provide insight on varying student transition experiences and ways to support students
from different backgrounds.
SUMMARY
The early college high school movement is relatively new and rapidly expanding
due to the success seen in increased graduation and college-going rates among
underrepresented students in higher education. The concerns around the model include
whether graduates from early college high schools are socially and emotionally ready for
the demands of upper division coursework on a university campus. The findings of this
study reveal that graduates possess individual characteristics that are useful in managing
the transition to a four-year university. However, the external supports that students have
access to appear to have an impact on the ease of the transition, particularly in areas of
prior university and program knowledge and emotional support when challenges arise. As
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the early college high school movement continues to grow, it is important that policy
makers, early college high school administrators, and university administrators consider
ways to encourage communication between all educational institutions involved to
increase the prior knowledge of students, as well as how information is shared with early
college high school advisors to ensure smooth transfer to university programs. Policy
makers and early college high school administrators should also be aware of the role that
teachers and staff play as support systems for students prior to and during the transition,
and ensure that these supports exist for all early college high school students.
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APPENDICES
APPENDIX A: INTERVIEW GUIDE
1. Introductions
2. Purpose of the study: The early college high school model has shown tremendous
promise in increasing high school graduation rates and college attendance. However,
the early college high school model is a relatively new way of providing opportunities
for high school students to obtain college credit, and the research on the continued
educational attainment of students beyond graduation from an early college high
school is limited.
The purpose of this study is to understand how students manage the transition
from an early college high school to a four-year institution of higher education.
Specifically, this study seeks to identify internal student characteristics that may help
inform high schools and institutions of higher education of traits that should be
promoted while addressing behaviors that may make the transition to a four-year
university more challenging. This study also seeks to identify institutional factors that
can support students before, during, and after the transition.
To address these goals, this interview will focus on two main questions:
a. What internal factors seem to help or hinder a student’s transition?
b. What institutional factors help or hinder a student’s transition?
3. Confidentiality statement (signed consent – Appendix B)
4. Structure of the interview and duration
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Interview Questions:
Please answer the following questions as candidly as possible. Feel free to expand on any
topic or question of interest to you. I will follow up with additional questions if I feel that
clarification is needed. If you are uncomfortable responding to a question at any time,
please let me know and we can move on to the next question.

Background Questions:
1. What high school did you graduate from and when?
2. What is your current classification at DMU (freshman, sophomore, etc.)
3. What is your current GPA?
4. How many college credit hours did you complete prior to high school
graduation?
5. How long after high school graduation did you begin taking classes at DMU?
6. What is your major? Have you officially changed your major while at DMU?
Questions about high school preparation (Situational factors):
1. In what ways did your early college high school prepare you for DMU
(academically, socially, financially)?
2. Do you believe that you took an adequate amount of college credit
coursework in high school? Could you have handled more? Should you have
taken less?
Questions on self-efficacy, optimism, and resiliency (Self and Strategy factors):
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1. When you run into an obstacle or struggle with one of your courses or an issue
at DMU, how do you try to overcome or address the issue?
2. Tell me about living up to expectations. How do you feel about your parents
or family’s expectations, your instructors’ expectations, your friends’
expectations, and your own expectations? Do they cause you any concern or
stress?
3. How comfortable are you expressing your opinions, particularly when others
disagree with you?
4. Where do you see yourself in five years?
5. Tell me about a time when something didn’t work out the way you had hoped
it would. How did you handle it?
6. Do you feel in control of your life?
Questions about Support factors:
1. How supportive have the following individuals been to your success at DMU?
i. family

iv. faculty members/instructors

ii. friends

v. classmates

iii. academic advisor

vi. ECHS staff

2. Do you have a mentor?
3. Do you work while you are taking classes at DMU? How many hours per
week? Do you work on or off campus?
4. Do you live on campus?
5. How active are you in clubs and organizations at DMU?
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6. Do you participate in any academic support programs at DMU, such as
tutoring or learning communities?

Is there any additional information about your experience transitioning from your early
college high school to DMU that you would like to share with me?
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APPENDIX B: INFORMED CONSENT FORM

Thank you for taking the time to meet with me today. My name is Roberta
Rincon, and I am a doctoral student at The University of Texas at Austin. I would like to
speak with you today about your experience transitioning from an early college high
school to Desert Mountain University. Your participation in this study may help to
inform researchers and policy makers in the development of educational policies to
support students entering four-year universities with college credit earned while attending
an early college high school.
The interview should take less than an hour. Although I will be taking notes, the
interview will be taped to ensure that none of your comments are missed.
All responses will be kept confidential. This means that your interview responses
will only be shared with research team members. Any information included in the final
report will not identify you as the respondent. Please remember that you do not have to
discuss anything that makes you uncomfortable, and you may end the interview at any
time.
To compensate you for your time, you will be provided a $25 Amazon Gift Card
at the end of the interview.
Before we begin, please let me know if you have any questions about the purpose
of the study or the interview process. If you are willing to participate in this interview,
please sign below to indicate that you are at least 18 years of age and consent to
participate in this study.
____________________________________________

_______________________

Signature

Date

184

REFERENCES
ACT. (2004). The role of academic and non-academic factors in improving college
readiness: ACT policy report. Iowa City, IA: Lotkowski, V. A., Robbins, S. B., &
Noeth, R. J.
Adelman, C. (2006). The toolbox revisited: Paths to degree completion from high school
through college. Washington, D.C.: U.S. Department of Education. Retrieved from
http://citeseerx.ist.psu.edu/viewdoc/summary?doi=10.1.1.108.495
Adelman, C. (2007). Do we really have a college access problem? Change: The
Magazine of Higher Learning, 39(4), 48–51.
Allen, D. (1999). Desire to finish college: An empirical link between motivation and
persistence. Research in Higher Education, 40(4), 461-485.
Allen, W. R. (1992). The color of success: African-American college student outcomes at
predominantly white and historical black colleges and university. Harvard
Educational Review, 62, 26-44).
American Community Survey. (2010). U.S. Census Bureau. American Community
Survey, 2006-2010 Summary Tables. Retrieved November 24, 2012 from
http://factfinder.census.gov.
American Institutes for Research. (2014). Early college, continued success: Early college
high school initiative impact study. Retrieved from
http://www.air.org/sites/default/files/AIR_ECHSI_Impact_Study_Report_NSC_Update_01-14-14.pdf
185

American Institutes for Research and SRI International. (2009). Six years and counting:
The ECHSI matures. Fifth annual early college high school initiative evaluation
synthesis report. Retrieved from
http://www.air.org/files/ESHSI_Eval_Report_2009_081309.pdf
An, B. P. (2013). The impact of dual enrollment on college degree attainment: Do lowSES students benefit? Educational Evaluation and Policy Analysis, 35(1), 57–75.
doi:10.3102/0162373712461933
Anderson, M. L., Goodman, J., & Schlossberg, N. K. (2012). Counseling adults in
transition: Linking Schlossberg’s theory with practice in a diverse world. New
York, NY: Springer Publishing Company, LLC.
AP Strategies. (2014). About us. Retrieved from
http://www.apstrategies.org/AboutUs.aspx.
Arthur, N., & Hiebert, B. (2011). Coping with transition to post-secondary education.
Canadian Journal of Counselling and Psychotherapy/Revue canadienne de
counseling et de psychothérapie, 30(2).
Astin, A. (1975). Preventing students from dropping out. San Francisco: Jossey-Bass.
Babbie, E. (2010). The practice of social research. Belmont, CA: Wadsworth, Cengage
Learning
Bailey, T., & Karp, M. M. (2003). Promoting college access and success: A review of
credit-based transition programs. Community College Research Center.
Baker, D. P., & Stevenson, D. L. (1986). Mothers’ strategies for children’s school
achievement: Managing the transition to high school. Sociology of Education,
186

59(3), 156–166.
Bandura, A. (1977). Self-efficacy: Toward a unifying theory of behavioral change.
Psychological Review, 84(2), 191-215.
Bandura, A. (2006). Guide for constructing self-efficacy scales. In F. Pajares & T. C.
Urdan (Eds.), Self-efficacy beliefs of adolescents (307-337). Charlotte, N.C.:
Information Age Publishing.
Bean, J. P. (1980). Dropouts and turnover: The synthesis and test of a causal model of
student attrition. Research in Higher Education, 12, 155-187.
Berger, A., Adelman, N., & Cole, S. (2010). The early college high school initiative: An
overview of five evaluation years. Peabody Journal of Education, 85(3), 333–347.
doi:10.1080/0161956X.2010.491697
Borglum, K. & Kubala, T. (2000). Academic and social integration of community
college students: A case study. Community College Journal of Research and
Practice, 24, 567-576.
Braxton, J. & Brier, E. (1989). Melding organizational and interactional theories of
student attrition: A path analytic study. Review of Higher Education, 13, 47-61.
Burt, R. S. (1997). The contingent value of social capital structural holes. Administrative
Science Quarterly, 42, 339-365.
Cabrera, A. F., & La Nasa, S. M. (2001). On the path to college: Three critical tasks
facing America’s disadvantaged. Research in Higher Education, 42(2), 119–149.
Cabrera, A. Castaneda, M., Nora, A., & Hengstler, D. (1992). The convergence between
two theories of college persistence. Journal of Higher Education, 63, 143-164.
187

Champagne, D. E., & Petitpas, A. (1989). Planning developmental interventions for adult
students. Naspa Journal, 26, 265-271.
Chickering, A. W. & Schlossberg, N. K. (2001). Getting the most out of college (2nd
ed.).Upper Saddle River, NJ: Prentice Hall.
Chickering, A. W. & Schlossberg, N. K. (1995). How to get the most out of college.
Needham Heights, MA: Allyn & Bacon.
Christie, N. G. & Dinham, S. M. (1991). Institutional and external influences on social
integration in the freshman year. Journal of Higher Education, 62, 412-436.
Choy, S. P., Horn, L. J., Nuñez, A. M., & Chen, X. (2000). Transition to college: What
helps at-risk students and students whose parents did not attend college. New
Directions For Institutional Research, 2000(107), 45-63.
Cohen D, Crabtree B. (2006). Qualitative research guidelines project. Retrieved from
http://www.qualres.org/HomeSemi-3629.html
Cole, S., Duffy, H., Keating, K., & Berger, A. (2012). Student experiences in early
college schools. In B. Smerdon & K. M. Borman (Eds.), Pressing forward:
Increasing and expanding rigor and relevance in America’s high school (151-168).
Information Age Publishing Inc.
Common Core State Standards Initiative. (2012). Common Core State Standards
Initiative. Retrieved October 29, 2012, from http://www.corestandards.org/
Community College Research Center. (2012). What we know about dual enrollment.
Community College Research Center.

188

Conley, D. T. & French, E. M. (2014). Student ownership of learning as a key component
of college readiness. American Behavioral Scientist, 58(8), 1018-1034.
Connor, K. M. & Davidson, J. R. T. (2003). Development of a new resilience scale: The
Connor-Davidson resilience scale (CD-RISC). Depression and Anxiety, 18, 76-82.
Creswell, J. W. (2014). Research design: Qualitative, quantitative, and mixed methods
approaches. Thousand Oaks, CA: Sage Publications.
Creswell, J. W., Plano Clark, V. L., Gutmann, M. L., & Hanson, W. E. (2003). Advanced
mixed methods research designs. In A. Tashakkori & C. Teddlie (Eds.), Handbook
of mixed methods in social & behavioral research (pp. 209-240). Thousand Oaks,
CA: Sage.
Creswell, J. W., & Miller, D. (2002). Determining validity in qualitative inquiry. Theory
into Practice, 39(3), 124-130.
Croll, P. (2009). Educational participation post-16: A longitudinal analysis of intentions
and outcomes. British Journal Of Educational Studies, 57(4), 400-416.
doi:10.1111/j.1467-8527.2009.00445.x
Crosnoe, R. (2009). Family–school connections and the transitions of low-income youths
and english language learners from middle school to high school. Developmental
psychology, 45(4), 1061.
Crosnoe, R., & Cooper, C. E. (2009). Economically disadvantaged children’s transitions
into elementary school: Linking family processes, school contexts, and
educational policy. American Educational Research Journal, 47(2), 258–291.
Crosnoe, R., & Trinitapoli, J. (2008). Shared family activities and the transition from
189

childhood into adolescence. Journal of Research on Adolescence, 18(1), 23–48.
Crosnoe, R. (2007). Early child care and the school readiness of children from Mexican
immigrant families. International Migration Review, 41(1), 152–181.
Dika, S. L.; Singh, K. (2002). Applications of social capital in educational literature: a
critical synthesis. Review of Educational Research, 72(1), 31-60.
Dillman, D. A. (2007). Mail and internet surveys: The tailored design approach (2nd
ed.). Hoboken, NJ: Wiley & Sons.
DiRamio, D. & Payne, R. (2007). Assessing the relationship between campus programs,
students self-efficacy, stress, and substance abuse. College Student Journal, 41(3),
676-693.
Early College High School Initiative. (2012). Early college high school initiative:
Overview & FAQ. Retrieved from http://www.earlycolleges.org/overview.html
Education Commission of the States. (2011). Dual enrollment policies in TX.pdf.
Education Commission of the States: StateNotes. Retrieved from
http://www.ecs.org/html/educationissues/highschool/highschooldb1_intro.asp?topic
=de
Endo, J., & Harpel, R. (1992). The effect of student-faculty interaction on students’
educational outcomes. Research in Higher Education, 16, 115-135.
Evans, N. J., Forney, D. S., Guido, F. M., Patton, L. D., & Renn, K. A. (2009). Student
development in college (Second Edition.). Jossey-Bass.
Fink, A. G. (2012). How to conduct surveys: A step-by-step guide, Edition 5. Thousand
Oaks, CA: Sage Publications.
190

Fowler, F. J. (2009). Survey research methods. Thousand Oaks, CA: Sage Publications.
Fox, M. A., Connolly, B. A., & Synder, T. D. (2005). Youth indicators 2005: Trends in
the well-being of American youth (No. NCES 2005-050). Washington, D.C.: U.S.
Department of Education, National Center for Education Statistics.
Fries-Britt, S. (1998). Moving beyond black achiever isolation: Experiences of gifted
black collegians. The Journal of Higher Education, 69(5), 556–576.
Gibbs, G. R. (2007). Analyzing qualitative data. In U. Flick (Ed.), The Sage qualitative
research kit. Thousand Oaks, CA: Sage.
Glaser, B. G., & Strauss, A. L. (1967). The discovery of grounded theory: Strategies for
qualitative research. Hawthorne, NY: Aldine De Gruyter.
Goodwin, C. J. (2009). Research in psychology: Methods and design, Edition 6.
Hoboken, NJ: John Wiley & Sons.
Goodman, J., & Pappas, J. G. (2000). Applying the Schlossberg 4S transition model to
retired university faculty: Does it fit? Adultspan Journal, 2, 15-28.
Graham, P. K. (1994). From an adult viewpoint: The transition from non-student to
student status. Proquest Dissertation and Thesis, 54/10. (UMI 9407149).
Graneheim, U. H. & Lundman, B. (2004). Qualitative content analysis in nursing
research: concepts, procedures and measures to achieve trustworthiness. Nurse
Education Today, 24(2), 105-112.
Grant-Vallone, E., Reid, K., Umali, C., & Pohlert, E. (2003). An analysis of the effects of
self-esteem, social support, and participation in student support services on students’

191

adjustment and commitment to college. Journal of College Student Retention:
Research, Theory and Practice, 5(3), 255-274.
GTF Scholars: A Scholarship Program for Graduates of Texas Early College High
Schools. (n.d.). Retrieved June 18, 2016, from
http://www.greatertexasfoundation.org/gtf-scholars/
Griffin, K. (2006). Striving for success: A qualitative exploration of competing theories
of high-achieving black college students’ academic motivation. Journal of
College Student Development, 47(4), 384–400.
Griffith, M. (2009). The Progress of Education Reform: Funding Dual Credit Programs.
Education Commission of the States.
Haveman, R., & Wilson, K. (2007). Access, matriculation, and graduation. In S. DickertConlin & R. Rubenstein (Eds.), Economic inequality and higher education: Access,
persistence, and success (pp. 17–43). New York, NY: Russell Sage Foundation.
Heilig, J. V., & Holme, J. J. (2013). Nearly 50 years post-Jim Crow: Persisting and
expansive school segregation for African American, Latina/o, and ELL students in
Texas. Education and Urban Society, 45(5), 609–632.
Herndon, S. (1984). The impact of financial aid on student persistence. Journal of
Student Financial Aid, 14, 3-9.
Hirsch, B. J., & Rapkin, B. D. (1987). The transition to junior high school: A longitudinal
study of self-esteem, psychological symptomatology, school life, and social
support. Child Development, 58(5), 1235–1243.

192

Hoffman, N. & Lundy-Wagner, V. (2016). Addressing the 61st hour challenge:
Collaborating in El Paso to create seamless pathways from high school to college.
Retrieved from http://www.jff.org/publications/addressing-61st-hour-challengecollaborating-el-paso-create-seamless-pathways-high
Hoffman, N., Vargas, J., & Santos, J. (2008). Blending high school and college:
Rethinking the transition. New Directions for Higher Education, 2008(144), 15–25.
doi:10.1002/he.322
Holme, J. J., & Finnigan, K. S. (2014). School diversity, school district fragmentation and
metropolitan policy. Teachers College Record, 115(11), 1–29.
Horn, L. J. & Chen, X. (1998). Toward resiliency: At-risk students who make it to
college. U.S Government Printing Office: Washington, D.C. Retrieved from
http://files.eric.ed.gov/fulltext/ED419463.pdf.
Houghton, C., Casey, D., Shaw, D., Murphy, K. (2013) Rigour in qualitative case-study
research. Nurse Researcher. 20(4), 12-17.
Hursh, D. (2005). The growth of high-stakes testing in the USA: Accountability, markets,
and the decline in educational equality. British Educational Research Journal
31(5), 605-622.
Institutional Review Board. (2014). The University of Texas at Austin Institutional
Review Board policies and procedures manual. Retrieved September 17, 2014,
from http://www.utexas.edu/research/rsc/humansubjects/policies/index.html.

193

International Baccalaureate Organization. (2010). United States: A dynamic presence:
Growth and characteristics of IB World Schools. Retrieved from
http://www.ibo.org/iba/countryprofiles/documents/UnitedStatesCountryProfile.pdf.
International Baccalaureate Organization. (2013). About the IB. Retrieved from ibo.org.
Jacob, B. A. and Ludwig, J. (2009). Improving educational outcomes for poor children.
Changing poverty, changing policies.
Jindal-Snape, D., & Miller, D. J. (2008). A challenge of living? Understanding the
psycho-social processes of the child during primary-secondary transition through
resilience and self-esteem theories. Educational Psychology Review, 20(3), 217–
236.
Jobs for the Future. (2008). Early college high school initiative: Core principles.
Retrieved from http://www.air.org/files/ECHSI_Eval_Report_2009_081309.pdf
Jobs for the Future. (2011a). A portrait in numbers. Retrieved from
http://www.jff.org/sites/default/files/a_portrait_in_numbers_newsletter_013111.pdf
Jobs for the Future. (2011b). Making the grade: Texas early college high schools prepare
students for college. Retrieved from
http://www.jff.org/sites/default/files/publications/MakingTheGrade-032311.pdf
Jobs for the Future. (2012). Early college high schools get results with students who have
been underrepresented in higher education (fact sheet). Jobs for the Future.
Retrieved from http://www.jff.org/sites/default/files/ECHSgetsResults-032912.pdf
Jobs for the Future (2014). Early college expansion: Propelling students to postsecondary
success, at a school near you. Retrieved from
194

http://www.jff.org/sites/default/files/publications/materials/Early-CollegeExpansion_031714.pdf
Karp, M. M., Calcagno, J. C., Hughes, K. L., Jeong, D. W., & Bailey, T. (2007). The
postsecondary achievement of participants in dual enrollment: An analysis of
student outcomes in two states. Community College Research Center.
Kahn, J. H. & Nauta, M. M. (2001). Social-cognitive predictors of first-year college
persistence: The importance of proximal assessment. Research in Higher Education,
42(6), 633-652.
Kim, D. H. and Schneider, B. (2005). Social capital in action: Alignment of parental
support in adolescents’ transition to postsecondary education. Social Forces, 84(2),
1181-1206.
Kim, K. & Smerdon, B. (2012). Dual enrollment: A bridge between high school and
college. In B. Smerdon & K. M. Borman (Eds.), Pressing forward: Increasing and
expanding rigor and relevance in America’s high school (135-149). Information
Age Publishing Inc.
King, D., Reed, S., Rosser, W., Saenz, V., Serrata, W., & Watts, W. D. (2014,
September). Why early college high school works. Panel presented at the 2014 Texas
Tribune Festival, Austin, TX. [Audio podcast]. Retrieved from
https://soundcloud.com/texas-tribune-festival/ttf14-publiced-why-early?in=texastribune-festival/sets/ttf2014.

195

Kress, S., Zechmann, S., & Schmitten, J. M. (2011). When performance matters; The
past, present, and future of consequential accountability in public education.
Harvard Journal on Legislation, 48(1), 185–234.
Lazarus, R. S., & Folkman, S. (1984). Stress, appraisal, and coping. New York, NY:
Springer.
Levinson, D. J. (1986). A conception of adult development. American Psychologist,
41(1), 3–13. doi:10.1037/0003-066X.41.1.3
Lincoln Y. S. & Guba, E. G. (1985). Naturalistic inquiry. Newbury Park CA: Sage
Publications.
Lincoln, Y., & Guba, E. (1986). But is it rigorous? Trustworthiness and authenticity in
naturalistic evaluation. In D.D. Williams (Ed.), Naturalistic evaluation (pp. 7384), New Directions for Program Evaluation. San Francisco, CA: Jossey-Bass.
Locke, L. F., Spirduso, W. W., & Silverman, S. J. (2014). Proposals that work, Edition 6.
Thousand Oaks, CA: Sage Publications, Inc.
Loeb, S. J., Steffensmeier, D., & Kassab, C. (2011). Predictors of self-efficacy and selfrated health for older male inmates. Journal of Advanced Nursing, 67(4), 811820.
Lumina Foundation. (2014). A stronger nation through higher education, 2014. Retrieved
December 8, 2014, from
http://www.luminafoundation.org/stronger_nation/report/main-narrative.html.
MacLaggan, C. (2014). Income gap could take toll on Texas, book says. The Texas
Tribune. Retrieved January 17, 2014, from
196

http://www.texastribune.org/2014/01/09/higher-poverty-rates-could-be-texas-futurebook-sa/.
Magnuson, K. and Votruba-Drzal, E. (2009). Enduring influences of childhood poverty.
Changing poverty, changing policies.
Mangan, K. (2014, February 17). Is faster always better? Chronicle of Higher Education.
Retrieved from http://chronicle.com.ezproxy.lib.utexas.edu/article/Is-Faster-AlwaysBetter-/144781/
Marder, M. (2011). Visualizations of educational data. Retrieved May 3, 2011, from
http://uteachweb.cns.utexas.edu/sites/default/files/TexasCharters.pdf.
Marks, H. M., & Jones, S. R. (2004). Community service in the transition: Shifts and
continuities in participation from high school to college. Journal of Higher
Education, 307–339.
Masten, A. S. (2001). Ordinary magic: Resilience processes in development. American
psychologist, 56(3), 227.
McCorry-Andalis, C. (2013). Academic and social adjustment of students transitioning
from an early college high school program to an institution of higher education.
(Order No. 3565921, The University of Texas at El Paso). ProQuest Dissertations
and Theses, 141. Retrieved from
http://ezproxy.lib.utexas.edu/login?url=http://search.proquest.com/
docview/1415872438?accountid=7118. (1415872438).
McNamara, C. (2009). General guidelines for conducting interviews. Retrieved June 21,
2014, from http://managementhelp.org/evaluatn/intrview.htm.
197

Merriam, S. B. (2009). Qualitative research: A guide to design and implementation. San
Francisco, CA: Jossey-Bass Publishers.
Merriam, S. (1991). Case study research in education: A qualitative approach. San
Francisco, CA: Jossey-Bass.
Miles, M. B., & Huberman, A. M. (1984). Qualitative data analysis: A sourcebook of
new methods. Beverly Hills, Calif.: Sage.
Murdoch, S. H., White, S., Hoque, M. N., Pecotte, B., You, X., & Balkan, J. (2002). A
summary of the Texas challenge in the twenty-first century: Implications of
population change for the future of Texas. The Center for Demographic and
Socioeconomic Research and Education.
National Commission on Excellence in Education. (1983). A nation at risk: The
imperative for educational reform. (Stock No. 065-000-00177-2). Washington, DC:
U.S. Government Printing Office.
National High School Center. (2007). NHSC_EarlyCollegeHighSchool_032107.pdf.
Retrieved from http://www.betterhighschools.org
Neale, P., Thapa, S., & Boyce, C. (2006). Preparing a case study: A guide for designing
and conducting a case study for evaluation input. Pathfinder International Tool
Series, Monitoring and Evaluation - 1.
Newman, B. M., Myers, M. C., Newman, P. R., Lohman, B. J., & Smith, V. L. (2000).
The transition to high school for academically promising, urban, low-income
African American youth. Adolescence, 35(137), 45–66.

198

Nora, A. (2001). The depiction of significant others in Tinto’s “Rites of Passage”: A
reconceptualization of the influence of family and community in the persistence
process. Journal of College Student Retention: Research, Theory and Practice,
3(1), 41-56.
Onwuegbuzie, A. J., & Johnson, R. B. (2006). The validity issue in mixed methods
research. Research in the Schools, 13(1), 48–60.
Orfield, G., Bachmeier, M. D., James, D. R., & Eitle, T. (2006). Deepening segregation
in American public schools: A special report from the Harvard Project on school
desegregation. Equity & Excellence in Education, 30(2), 5–24.
Orfield, G., & Lee, C. (2005). Why segregation matters: Poverty and educational
inequality. Cambridge, MA: The Civil Rights Project, Harvard University.
Palaich, R., Augenblick, J., Foster, S., Anderson, A. B., & Rose, D. (2006). Return on
investment in early college high schools. Augenblick, Palaich, and Associates, Inc.
Parrini, M. (2008). Across the color line: Diversity, public education, and the Supreme
Court. Social Education, 71(1), 40–47.
Pascarella, E. T. (1980). Student-faculty informal contact and college outcomes. Review
of Educational Research, 50, 545-595.
Pascarella, E. T. & Terenzini, P. T. (1980). Student-faculty and student-peer relationships
as mediators of the structural effects of undergraduate residence arrangement.
Journal of Educational Research, 73(6), 344-353.
Pascarella, E. T., Smart, J., & Ethington, C. (1986). Long-term persistence of two-year
college students. Research in Higher Education, 24, 47-71.
199

Potter, L. (2013a). Texas demographic characteristics and trends in education.
Presentation to Region 13 Education Service Center on December 11. 2013.
Retrieved from txsdc.utsa.edu/Presentations.aspx.
Potter, L. (2013b). Texas demographics and the impact on the industry and
infrastructure. Presentation to the Texas Agricultural Life Leadership on July 23,
2013. Retrieved from txsdc.utsa.edu/Presentations.aspx.
Pritchard, M. E., Wilson, G. S., & Yamnitz, B. (2007). What predicts adjustment among
college students? A longitudinal panel study. Journal of American College
Health, 56(1), 15–22.
Raleigh, E., & Kao, G. (2010). Do immigrant minority parents have more consistent
college aspirations for their children?. Social Science Quarterly (Wiley-Blackwell),
91(4), 1083-1102.
Reyes, O., Gillock, K., & Kobus, K. (1994). A longitudinal study of school adjustment in
urban, minority adolescents: Effects of a high school transition program.
American Journal of Community Psychology, 22(3), 341–369.
Reyes, P., & Alexander, C. (2010). Student success and postsecondary transition of
Houston area youth. The University of Texas at Austin.
Roderick, M. (2003). What’s happening to the boys?: Early high school experiences and
school outcomes among African American male adolescents in Chicago. Urban
Education, 38(5), 538–607.
Rodin, J. (1990). Control by any other name: Definitions, concepts and processes. In J.
Rodin, C. Schooler, & K. W. Schaie (Eds.), Self directedness: Cause and effects
200

throughout the life course. Hillsdale, NJ: Erlbaum.
St. John, E., Cabrera, A., & Asker, E. (2000). Economic influences on persistence
reconsidered: How can finance research inform the reconceptualization of
persistence models? In J. Braxton (Ed.). Reworking the student departure puzzle
(pp. 29-47). Nashville: Vanderbilt University Press.
Scheier, M. F., Carver, C. S., and Bridges, M. W. (1994). Distinguishing optimism from
neuroticism (and trait anxiety, self-mastery, and self-esteem): A re-evaluation of the
Life Orientatino test. Journal of Personality and Social Psychology, 67, 1063-1078.
Schlossberg, N. K. (1984). Counseling adults in transition: linking practice with theory.
New York: Springer Pub. Co.
Schlossberg, N. K. (2011). The challenge of change: the transition model and its
applications. Journal of Employment Counseling, 48(4), 159–162.
Schlossberg, N. K., & Leibowitz, Z. B. (1980). Organizational support systems as a
buffer to job loss. Journal of Vocational Behavior, 18, 204-217.
Schlossberg, N. K., Lynch, A. Q., & Chickering, A. W. (1989). Improving higher
education environments for adults: Responsive programs and services from entry to
departure. San Francisco: Jossey-Bass.
Sedlacek, W. E. & Adams-Gaston, J. (1992). Predicting the academic success of studentathletes using SAT and noncognitive variables. Journal of Counseling &
Development, 70, 724-727.
Smerdon, B., Evan, A., Borman, K., & Nguema, A. (2012). Pathways in America’s high
schools. In B. Smerdon & K. M. Borman (Eds.), Pressing forward: Increasing and
201

expanding rigor and relevance in America’s high school (1-27). Information Age
Publishing Inc.
Speroni, C. (2011). Determinants of students’ success: The role of Advanced Placement
and dual enrollment programs. New York, NY: National Center for Postsecondary
Research, Teachers College, Columbia University.
Standerfer, L. (2006). Before NCLB: The history of ESEA. Principal Leadership (High
School Edition), 6(8), 26-27.
Steinberg, A., Almeida, C., & Allen, L. (2003). Multiple pathways to adulthood:
Expanding the learning options for urban youth. New Directions for Youth
Development, 2003(97), 29–44.
Stern, P. N. (1980). Grounded theory methodology: Its uses and processes. Image, 12, 2023.
Strauss, A. & Corbin, J. (1990). Basics of qualitative research. Newbury Park, CA: Sage
Publications, Inc.
Strauss, A. & Corbin, J. (1998). Basics of qualitative research: Techniques and
procedures for developing grounded theory. Thousand Oaks, CA: Sage Publications,
Inc.
Summers, S. L. (2002). A summary and critique of Nancy K. Schlossberg’s Transition
Theory. Retrieved from
http://www.learningace.com/doc/1658949/0f08002e1575fff2b3879e26f40f9187/sum
mers

202

Sue, V. M. & Ritter, L. A. (2012). Conducting online surveys. Thousand Oaks, CA: Sage
Publications.
Tashakkori, A. & Teddlie, C. (1998). Mixed methodology: Combining qualitative and
quantitative approaches. Applied Social Research Methods Series, 46. Thousand
Oaks, CA: Sage Publications.
Terenzini, P. T., Rendon, L. I., Lee Upcraft, M., Millar, S. B., Allison, K. W., Gregg, P.
L., & Jalomo, R. (1994). The transition to college: Diverse students, diverse
stories. Research in Higher Education, 35(1), 57–73.
Texas Association of Community Colleges. (2003). 78th Legislature session highlights.
Retrieved from http://www.tacc.org/pdf/78highlights.pdf
Texas Education Agency. (2016, April 19). TEA announces early college high school
designations. TEA News Releases Online. Retrieved from
http://tea.texas.gov/About_TEA/News_and_Multimedia/Press_Releases/2016/TEA_
announces_early_college_high_school_designations/
Texas Education Agency. (2013a). Advanced Placement examination results in Texas
and the United States, 2011-12. Retrieved from
http://www.tea.state.tx.us/acctres/AP_tx_and_us_2010-11.pdf.
Texas Education Agency. (2013b). Advanced Placement and International Baccalaureate
examination results in Texas public schools, 2010-11. Retrieved from
http://www.tea.state.tx.us/acctres/AP_IB_texas_2010-11.pdf.

203

Texas Education Agency. (2012). Secondary school completion and dropouts in Texas
public schools, 2010-11. Austin, TX: Texas Education Agency. Retrieved from
http://www.tea.state.tx.us/acctres/dropcomp_index.html
Texas Education Agency. (2010). Texas Education Agency Financial accountability
system resource guide. Austin, TX.
Texas Education Agency & Shapley Research Associates (2011). Study of the
intersection of dual credit course policies and end-of-course requirements
authorized by House Bill 3, 81st Texas Legislature, 2009. Austin, TX: Author.
Texas Higher Education Coordinating Board. (2011). Data retrieved from the
Accountability System Database on April 29, 2011.
Tilsley, A. (2013, January 18). Dartmouth to end use of Advanced Placement scores for
credit. Inside Higher Ed. Retrieved from
http://www.insidehighered.com/news/2013/01/18/
dartmouth-end-use-advanced-placement-scores-credit
Tinto, V. (1975). Dropouts from higher education: A theoretical synthesis of recent
research. Review of Educational Research, 45, 89-125.
Tinto, V. (1987). Leaving college: Rethinking the causes and cures of student attrition.
Chicago, IL: University of Chicago Press.
Tinto, V. (1997). Colleges as communities: Exploring the educational character of
student persistence. Journal of Higher Education, 68, 599-623.
Tinto, V. (2006). Research and practice of student retention: What next? Journal of
College Student Retention, Theory and Practice, 8(1), 1-19.
204

Tinto, V., Russo, P., & Kadel, S. (1994). Constructing educational communities:
Increasing student retention in challenging circumstances. Community College
Journal, 64, 26-30.
Trochim, W. M. K. (2006). Qualitative methods. The Knowledge Base. Retrieved from
http://www.socialresearchmethods.net.
Trombley, C. M. (2000). Evaluating students on probation and determining intervention
strategies: A comparison of probation and good standing students. Journal of
College Student Retention: Research, Theory and Practice, 2(3), 239–251.
Turner, S., & Bound, J. (2003). Closing the gap or widening the divide: The effects of the
G.I. bill and World War II on the educational outcomes of black Americans. The
Journal of Economic History, 63(1), 145–177.
U.S. Department of Education. (2010) A blueprint for reform: The reauthorization of the
elementary and secondary education act. U.S. Department of Education. Retrieved
March 5, 2011 from http://www2.ed.gov/policy/elsec/leg/blueprint/blueprint.pdf.
Vaisey, S. (2010). What people want: Rethinking poverty, culture, and educational
attainment. Reconsidering culture and poverty (Special Edition of The Annuals of
the American Academy of Political and Social Science), 629.
Valencia, L. (2013). Applied demography: Some Texas examples. Presentation to Texas
State University on April 8, 2013. Retrieved from txsdc.utsa.edu/Presentations.aspx.
Van Etten, S., Pressley, M., McInerney, D. M., & Liem, A. D. (2008). College seniors’
theory of their academic motivation. Journal of Educational Psychology, 100(4),
812–828.
205

Whilden, B. E. (2010). The elementary and secondary education act: A primer on
reauthorization in 2010.
Williams, D. (1999). Human responses to change. Futures, 31(6), 609–616.
Willis, J. W. (2007). Foundations of qualitative research; Interpretive and critical
approaches. Thousand Oaks, CA: Sage Publications.
Yamamura, E. K., Martinez, M. A., & Saenz, V. B. (2010). Moving beyond high school
expectations: Examining stakeholders’ responsibility for increasing Latina/o
students’ college readiness. The High School Journal, 93(3), 126–148.
Yui, T. W., Cheung, S. O., & Siu, L. Y. (2012). Application of Bandura’s self-efficacy
theory to examining the choice of tactics in construction dispute negotiation. Journal
of Construction Engineering and Management, 138(3), 331-340.
Zumeta, W., Breneman, D. W., Callan, P. M., & Finney, J. E. (2012). Financing
American higher education in the era of globalization. Cambridge, MA: Harvard
Education Press.

206

