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COLLEGE STUDENTS FROM THE MARGINS:
JOURNEYS OF PERSISTENCE AND EARLY LEAYING
Kieran J. Hennessey. M.Ed 2015
University of Prince Edward Island

Abstract
The fundamental question guiding this research is how do marginalized college
students describe their social and educational experiences before, during, and after a oneyear developmental college program? The other questions of importance are how do
marginalized college students persist (or not) with their educational goals? What do these
marginalized students recommend to college educators and administrators to better
support their social and educational goals?
Critical ethnography is used within this study to better understand the school and
non-school related factors that contributed to success or withdrawal from a college
developmental program. Data was gathered by conducting narrative interviews with
participants, by providing my personal standpoint and observations as a teacher in the
program, and through critical engagement with policies and program documentation.
The 11 participants interviewed were formally enrolled in the College Bridging Program
(CBP) within a college operating in an urban area in Atlantic Canada. Through critical
theory, this study relates the issues around class, socio-demographic background,
economic factors, academic preparedness/experiences, institutional and classroom
characteristics, and degree of social engagement to the experiences of students as they
transitioned through the education system. Therefore, this study examines these issues
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from the perspective of a student in an effort to determine why marginalized college
students leave or stay in post-secondary education, and what contributes to the success of
marginalized students.
Additional research on marginalized youth in tertiary education is necessary
considering our current system was designed for a more traditional type of learner. There
is pressure on tertiary institutions to provide supports and programs for marginalized
students. There is a paucity ofresearch related to the voices and experiences of postsecondary marginalized students from a wider variety of social, cultural, and educational
backgrounds. New knowledge from this research will add to our understanding of
marginalized students' perceptions of their educational and social pathways. By focusing
on the voices of students, educational institutions can place more emphasis on
empowering, engaging, and including all students, which will strengthen the ability of
marginalized learners to achieve success, growth, and transformation.
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Introduction
Overview/Problem Statement
At the beginning of each academic year, thousands of students from a variety of
backgrounds enter the Canadian post-secondary environment with the hopes of opening
new pathways in their lives. For many students, this is a time of mixed emotions.
Students may feel a sense of excitement and eagerness about pursuing their goals, but
they can also feel fear, apprehension, and doubt about their academic futures (Gokavi,
2011). Many students arrive at college and find themselves unprepared for academic,
social, and cultural expectations. These students can easily get overwhelmed by the
transition to post-secondary education and quickly fall behind (Gokavi, 2011).
Within this study, I explored the journeys that led students to college, their
experiences during college, and the factors related to persistence or withdrawal from
college. More specifically, I examined the backgrounds and experiences of students from
the margins. As research indicates, the voices and stories of marginalized learners tend to
be complex, multi-dimensional, and non-linear (Tilleczek, 2008). This means there are
several academic, social, and emotional factors and experiences these students have
faced. These experiences often discourage learners from pursuing post-secondary
education because their feelings of disempowerment, disengagement, and marginalization
are typically enhanced within these schools (McMahon, 2004). By focusing on the voices
of students, educational institutions can place more emphasis on empowering, engaging,
and including all students, which will strengthen the ability of marginalized learners to
achieve success, growth, and transformation.
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Tertiary institutions in North America face huge challenges as increasing
numbers of students are leaving before they graduate (Tinto, 2007). In Canada, the Youth
in Transition Survey indicated an overall post-secondary education dropout rate of 15%
(Shaienks, Gluszynski, Human Resource Development Canada & Statistics Canada,
2007). It is well documented that the educational system must find solutions to solve the
critical issue of early school leavers (Tilleczek, 2008). This is true for both the public
school and post-secondary system. While the importance of education is clear, students
still leave college programs at significant rates. College statistics indicate that a
disproportionate number of marginalized students are leaving, and a wide variety of
variables contributes to their early departure (Tinto, 2007). The term marginalized youth
refers to youth who -based on demographic factors such as race, ethnicity, or social
class -

experience a schooling system in which they are subordinated, stigmatized, and

"placed in a position of marginal importance, influence, or power" (Gonzalez, 2001, p.
548). Harbour and Ebie (2011) describe marginalized students as being "subordinated,
discounted, or ignored because of their status or identity as a result of individual
behaviors, institutional policies, and practices, and social beliefs and conditions that they
cannot control" (p. 7). For the purpose of this study, the term marginalized students refers
to low academic preparedness; learning disabilities; first-generation post-secondary
status; low socio-economic status; and challenging school and non-school related factors
related to social, emotional, and academic experiences. This definition was
conceptualized after collecting data from participants involved in this study. After
speaking with each participant to uncover their thoughts about marginalization, this
definition was created to encompass the marginality these participants faced. It is
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important to note that the participants within this study have been made marginalized by
significant factors and lived experiences within their lives.
Dominant discourse often attributes high attrition rates to deficiencies in
marginalized students, especially their academic readiness for higher education (Mencke,
2010). An extensive body of research identifies the educational conditions that promote
learning and retention, particularly during the students' first year of college (Tinto, 1999).
However, there is a gap in research related to the voices and journeys of marginalized
college students and their experiences before, in, and after college. In fact, these voices
are often ignored or silenced (McMahon, 2004). This study attempts to contribute to the
body of knowledge related to marginalized college students and thus begin to close this
gap. The main focus of this research relates to persistence and discontinuation within a
developmental one-year program inside a community college in Atlantic Canada. There
is an emphasis on the perceptions and life experiences, both school and non-school
related, that contributed to success or withdrawal. This study posits that there is need for
more knowledge about this situation, including further examination of the voices of
students who are at risk of early school leaving or who have left prior to completing their
post-secondary goals. As Tilleczek (2008) describes,
Early school leaving is a long-term, multi-dimensional process influenced by a
wide variety of school and out-of-school experiences with broad social and
cultural implications, rather than a single decision made at a specific moment in
time. To reduce rates of early school leaving, the focus must be on the intersection
between family, community, and school variables, rather than simply on
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individual student traits. In addition, the relationship between variables of risk and
how these interactions relate to early withdrawal must be considered. (p. 59)
Although successful retention of marginalized college students is not proportionate to
their enrollment in higher education, higher education can be a place where marginalized
students can persist to degree attainment (Tinto, 2007). "The key to successful student
retention lies with the institution, in its faculty and staff, not in any one formula or recipe.
It resides in the ability of faculty and staff to apply what is known about student retention

to the specific situation in which the institution finds itself' (Tinto, 1993, p. 4). As Tinto
describes, student retention depends on each institution's unique situation and student
demographic. To better understand the complexities of retention and persistence for
marginalized learners, the analysis within this study moved beyond simply examining the
pathways and experiences of individuals who left college and included an examination of
the lived experiences of marginalized students who were able to persist. Due to the
intricacies of each student's lived experience and the complexity of retaining students, it
is important to understand the factors that contributed to persistence or withdrawal and
the student's journey through the education system.
There are multiple theories and hypotheses related to student persistence,
withdrawal, success, retention, and attrition. What remains unexplained are students'
perspectives on how they negotiate leaving or staying at a post-secondary institution.
Some causes for withdrawal include loneliness, lack of social support, difficult living
arrangements, and reasons related to academic and financial factors (Irwin, 2010). For
some students, forces within the institution might be pushing them out or external forces
may be pulling them away (Irwin, 2010). For other students, there might be a simple or
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clear reason for departure or persistence or complex issues related to their decisions.
When students describe their own journeys to attend or depart from post-secondary
education, we gain new understandings of the school and non-school related influences
that led to these decisions.
This research project began with the problem of the disproportional number of
marginalized students leaving higher education, as well as the need to include voices of
marginalized students in existing research. Through critical theory, this study related this
problem to larger issues of class, socio-demographic background, economic factors,
academic preparedness, institutional and classroom characteristics, degree of social
engagement, and previous academic experiences. The issues are complex; this
complexity may result from the fact the relationship between these factors and student
dropout and academic performance can differ from one student sub-population to another
(Jorgensen, Ferraro, Fichten, & Havel, 2009). Therefore, this study examined these issues
from the student perspective to determine why marginalized college students leave or
stay, and what contributed to their success.

Topic and Purpose
Tertiary institutions, especially community colleges, must emphasize student
retention to avoid the consequences of high levels of attrition. These consequences can
have a negative impact on students who choose to leave, the institutions they leave, and
the communities where the students reside. Data clearly indicates the diminished longterm earning options of students with no post-secondary education (Barbatis, 2010). The
institution's curriculum development, faculty planning, and mission are all impacted by
attrition within its programs. Finally, the economic vitality of communities requires
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skilled workers to continue to grow and develop (Barbatis, 2010). Although the problems
and costs are clear, many colleges need to do more. "Colleges often pursue recruitment
and enrollment management strategies to offset the impact of student attrition more
vigorously than trying to understand and resolve the dynamics driving student attrition in
the first place" (Barr & Schuetz, 2008, p. 10).
Post-secondary education allows individuals to increase lifetime earnings and
obtain stable employment that typically provides greater satisfaction and shorter and less
frequent spells of unemployment (Shaienks, Gluszynski, Bayard, & Statistics Canada,
2008). At the societal level, post-secondary education leads to higher productivity,
increased civic engagement, and lower chances of dependability on social assistance
(Shaienks, Gluszynski, Bayard, & Statistics Canada, 2008). These reasons only begin to
describe the importance of this issue; however, it is also important to note that despite the
societal, institutional, and individual costs associated with attrition, leaving postsecondary education may be the right thing to do in some cases. Moreover, many students
who do leave eventually return to post-secondary education (Grayson & Grayson, 2003).
According to research published by Shaienks, Gluszynsky, Bayard, and Statistics
Canada (2008), the participation rate in university programs of students with parents who
had a post-secondary diploma was almost three times as high as the rate of students with
parents who had less than high school education. Parents' attitudes about the importance
of pursuing education after high school appear to influence student participation in both
university and college. Participation rates in university were almost four times as high
when parents considered higher education important; in college, these participation rates
were almost twice as high (Shaienks, Gluszynski, Bayard, & Statistics Canada, 2008).
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Dropout rates were much higher for students who lived with a single parent or came from
an alternative family structure than for students who came from two-parent homes. Data
also suggests that the positive experiences, results, and behaviors while in secondary
education can affect outcomes at the post-secondary level (Shaienk:s, Gluszynski, Bayard,
& Statistics Canada, 2008). Participation rates in post-secondary education were highly

related to behaviour and performance in high school. Time spent studying while in high
school, grade-point- average, and the presence of a dropout spell in high school were
reflected in participation rates in post-secondary education. More than one-third of those
who self-reported grades between 60% to 69% in high school dropped out of college
(Shaienk:s, Gluszynski, Bayard, & Statistics Canada, 2008). These statistics demonstrate
the necessity of further research. Plenty of research links the demographics of students to
their failure or success in post-secondary programs: Shaienks, Gluszynski, Bayard, &
Statistics Canada, (2008), The Educational Policy Institute (2008), and Tinto (1993);
however, few researchers have examined the journey of marginalized students through
college and attempted to understand the process of persistence and departure from the
viewpoint of students.
Research Questions

The following research questions guide this thesis:
1) How do marginalized college students describe their social and educational
experiences?
2) How do marginalized college students persist (or not) with their educational goals?
3) What do these marginalized students recommend to college educators and
administrators to better support their social and educational goals?
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Review of Literature
As tertiary institutions begin to widen their programs and support various types
of learners, educators must consider the academic, social, and emotional challenges of
diverse student populations. For instance, some students may be confused or lack the
necessary decision-making skills to choose a program or to know which program would
suit their needs. Students may arrive feeling their academic abilities are deficient. Also,
some students may not receive the necessary support from employers or families, which
may lead students to abandon their studies, especially when times get stressful or difficult
(Russell, 2009). According to the Program of International Student Assessment, roughly
25% of students in the Organization for Economic Co-operation and Development
countries feel unhappy with their school experience (Tilleczek, 2008). Many youth see
schools as uncomfortable and unnatural places. "For many students, schooling signifies
institutional hypocrisy and aimlessness, rather than consistency and clarity of purpose;
arbitrariness and inequality, rather than fairness; ridicule and humiliation, rather than
personal support and respect; and worst of all, failure, rather than success" (Tilleczek,
2008).
In light of these challenges, it is understandable why college statistics indicate
that a disproportionate number of marginalized students leave. A wide variety of
variables contributes to early departure (Tinto, 2007). What causes low retention levels in
some under-represented student populations involves complicated and interrelated
academic and non-academic factors (Tinto, 2007).
In general, the decision to remain in college is the product of a number of
different influences, including a student's personal characteristics, academic goals
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and performance, and integration into the academic and social life. However,
many students are at a high risk of leaving college without a degree due to lack of
preparation, social pressures, and attendance at schools with lower graduation
rates (Spradlin, Burroughs, Rutkowski, Lang, &Indiana University, 2010, p. 2).
Published data on attrition in Canadian universities and colleges is not as in-depth
or well-rounded as research coming out of the United States (Grayson & Grayson, 2003).
That being stated, Grayson and Grayson (2003) found several similarities between data
gathered from Canadian post-secondary institutions compared to data gathered from postsecondary institutions from the United States. First-year average attrition rates in both
countries are about 20% to 25%. Attrition rates are highest between first and second year;
therefore, if students continue to their second year, the probability of program completion
is much greater. In both countries, long-term average completion rates are about 60% of
an entering cohort. In both countries, attrition and completion rates vary with entering
grades of students, and they vary from institution to institution. Finally, while rates
fluctuate from year to year, overall attrition appears relatively consistent in both Canada
and the United States (2003). The United States provides more widespread and diverse
data, which can be comparable to the situation in Canada. For these reasons, this study
uses and discusses American data as part of the literature review.
The disproportionate number of marginalized students leaving post-secondary
programs creates particular issues for community colleges, where the percentage of
students who leave within the first year is higher than that at any other type of institution
(Barbatis, 2008). In Canada, the post-secondary dropout rate in 2005 was 15%, which is
quite significant. The data used for calculating this rate was only representative of

-
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individuals who were between the ages of 18 and 20. Therefore, the dropout rate is
actually underestimated (Shaienks, Gluszynski, Bayard, & Statistics Canada, 2008).
Many students entering post-secondary institutions lack the skills to succeed at
the college level (Laskey & Hetzel, 2011). The following statistics illustrate this fact:
one-third of entering college students in the United States need remediation, more than
41 % are underprepared in at least one of the basic skills (reading, writing, or
mathematics), and approximately two million U.S. college students take developmental
courses to enhance success in core courses (Laskey & Hetzel, 2011 ). "They may also lack
soft skills needed to be successful (i.e., attending class, maintaining concentration, using
effective study strategies, and using social skills necessary to ask questions") (Laskey &
Hetzel, 2011, p. 32).
In Canada, the Youth in Transition Survey was completed to examine the patterns
of, and influences on, major transitions in young people's lives. One area covered within
this research highlights the transition into college and university. "Among the 963,000
individuals who were 18 to 20 years of age in December 1999 and participated in postsecondary education by December 2005, roughly 143,600 dropped out. This represented
an overall post-secondary education dropout rate of approximately 15%" (Shaienks,
Gluszynski, Human Resource Development Canada & Statistics Canada, 2007, p.15).
Findings suggest that the first year is generally positive for most youth; however, in the
first year, those who would later drop out were already struggling with deadlines,
academic performance and studying. Many students who chose to leave felt they did not
find the right program.
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Community colleges continue to provide an academic environment largely
designed for prepared students, with the view that all other students are the problem. This
strategy will provide little improvement in outcomes for most underprepared students
(Barr & Schuetz, 2008). Efforts are needed to critically examine old teaching approaches,
especially their effectiveness. College educators must ask new questions, design new
methods, and create new teaching styles to address the needs of a new population of
students (Tinto, 2007).
This section reviews the main areas of research related to this study. The literature
was chosen based on relevance to the research questions and the problem statement.
Close attention is paid to relate the information to marginalized students. Also, given that
approximately half of all student attrition occurs between first and second year, the
literature focuses on persistence and withdrawal based on institutional and personal
factors within the first year of post-secondary education.
Complexities of Retention

The issue of retention is widespread and multi-dimensional. "Throughout the
literature it is often explicitly stated, and at other times tacitly acknowledged, that
multiple variables contribute to the reasons students leave or stay in college" (Mencke,
2010, p. 11). Establishing a direct causal relationship regarding student retention is quite
difficult considering the variables involved: diverse student populations, student entry
time and place, full-time or part-time enrollment, first year versus following year(s),
voluntary departure or academic dismissal, students returning to school after retention
statistics are calculated, and students leaving and transferring to another institution versus
departure with no return (Mencke, 2010). There is also confusion regarding what
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persistence means. Persistence can be seen as the completion of a college degree or
fulfilling a personal goal to complete some college courses. It could mean continuous
enrollment in a college program or achieving success in one course at a time (Tinto &
Pusser, 2006). Studies on retention often fail to distinguish between voluntary withdrawal
from non-voluntary withdrawal. Different studies employ different definitions, measures,
and timelines related to student persistence and retention, which makes it difficult to
determine what works and for whom (Tinto & Pusser, 2006). Though access to higher
education has increased and the gaps in access between groups have decreased, one fact
still remains: the success of marginalized students is not proportionate to their enrollment
in higher education (Tinto, 2007). Therefore, although marginalized students have gained
greater access to post-secondary education, the opportunity to achieve success has not
grown comparably.
There have been significant steps made regarding the theory of student departure
and substantial progress in understanding the process of student persistence; there is still,
however, disagreement and confusion surrounding why students leave and how to retain
them until they complete their degrees (Tinto & Pusser, 2006). Tinto's theory allows
institutions to better understand retention within higher educational settings; however,
due to the variety of characteristics of institutions, it does not serve as an institutional
guide. Each post-secondary institution differs and faces unique student populations.
Retention methods that work for one college may not work for another. The complexity
of this subject and difficulties in addressing best practices for retaining students may be
why data from the United States suggests that, despite all of the research generated on
retention and persistence, college completion rates have not changed in the past 20 years
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(Tinto & Pusser, 2006). Although college retention rates as a whole look stagnant, some
individual colleges have succeeded in improving retention at their schools. Some
institutions have managed to graduate significantly more students than other institutions
that are otherwise quite similar (Carey, 2005). Despite the substantial and growing
amount of information related to these issues and the fact that several post-secondary
institutions have developed student success initiatives and strategic enrollment
management, there is still a lack of institutional guidelines for developing policies,
programs, and best practices to enhance persistence (Tinto & Pusser, 2008).
Student retention is one of the most widely studied areas in higher education, with
an extensive body of research that spans more than four decades (Tinto, 2007). This vast
amount of research has enhanced our understanding of the experience of students of
different backgrounds; however, the ever increasing amount of information makes it
more important to examine and reexamine the broader array of forces that influence
retention (Tinto, 2007). All areas need to be considered; the difficulties related to degree
completion are not isolated to a single area. These difficulties have been found to
manifest in social (e.g., fewer supportive relationships), academic (e.g., decreased
academic performance), health (e.g., illness, changes in sleep, appetite), financial (e.g.,
socio-economic status, tuition, cost ofliving), and emotional (e.g., anxiety, depression)
domains (Gokavi, 2011).
The literature illustrates that withdrawal from school is a long-term, multidimensional process influenced by a variety of school and out-of-school experiences with
broad social and cultural implications. To better understand why students leave postsecondary education, it is important to understand the intersection between family,
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community, and school variables, rather than simply understanding individual student
traits (Tilleczek, 2008). In other words, a variety of factors contributes to persistence on
the micro level (i.e., individual traits), macro level (i.e., societal and cultural influences)
and the meso level (i.e., the interrelationship between the two levels). Tilleczek (2008)
describes school and non-school related risk and protective factors associated with school
completion and withdrawal. She defines protective factors as individual or environmental
characteristics that offset or limit the impact of risk factors and promote resilience. Risk
factors can be described as individual or environmental characteristics associated with
early school leaving or withdrawal (Tilleczek, 2008). While Tilleczek's research relates
to marginalized students and persistence and withdrawal at the high school level, this
thesis relates to post-secondary education. The factors and situations that lead students to
persist and withdrawal at the high school level are comparable with the factors and
situations at the post-secondary level (Tinto, 1993). Below, various studies regarding
factors related to persistence and withdrawal are discussed, with a focus on marginalized
college students.
Under-Representation in Post-secondary Education
Post-secondary education represents a vital element of social, economic, and
cultural development. Access to post-secondary environments has become a main focus
for researchers, post-secondary institutions, and governments (The Educational Policy
Institute, 2008). With a push to provide more opportunities to once disadvantaged groups
of people, it is important to ask why these groups are still under-represented. The
following section, based on research completed by the Educational Policy Institute
(2008), outlines some of the major identifiable groups that experience under-
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representation in Canadian post-secondary institutions. It is important to note, barriers to
completion of post-secondary education are largely the same as the barriers to access
(Educational Policy Institute, 2008)
Gender. The gender balance has been changing within post-secondary education.

Research indicates an increase in the proportion of women (in comparison to men) likely
to go on to post-secondary education. This change is partially related to young men's
academic and social experiences in high school; male students fail more often than
females and also have lower high school grades. Research also indicates males enjoy
school less and find it less interesting, and have more difficulty socializing with teachers.
Men also enter fields of employment that require fewer skills. Females not only enter
post-secondary education at higher rates than males, they are also more likely to complete
a bachelor's degree. Research shows, however, that women are less likely to complete a
trade or a college credential, while men are more likely to complete a trade and are more
likely to enroll in college (The Educational Policy Institute, 2008).
Disability. In Canada, students with disabilities are usually over-represented in

colleges, with the opposite being true for universities. Although it is difficult to define
disability, many Canadian institutions, as noted by Junor and Usher (2004) in research
conducted by the Educational Policy Institute (2008), define disabled as "any person
who, because of a persistent/permanent physical, sensory, speech/communication,
health/medical, psychological/psychiatric, developmental, learning or other disability,
experiences difficulties in accessing employment education, or community participation"
(p. 59). It has been well researched that disabled students face physical, social, and
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emotional barriers in their post-secondary education. Hutcheon and Wolbring (2012)
explain these barriers:
These barriers lead to lack of financial support, difficulty seeking
accommodations, and outright discrimination such as lack of access to and within
built structures. Some barriers represent more subtle obstructions to full
participation such as lack of faculty and peer awareness, lack of participation in
academic and lay discourse, and strain on time resources. These barriers are
problematic given that post-secondary experiences (both educative and social)
shape students' beliefs, self-concept, and identity and impact health and future
opportunities. (p.39)
Approximately 5.4% of university students and 8.1 % of college students have disabilities
(Junor & Usher, 2004). Research indicates that only 2.5% (i.e., less than half of all those
reporting disabilities in various surveys) of all post-secondary students are registered with
their institution to receive disability services (Junor & Usher, 2004). It is also true that
students with disabilities face additional costs while attending post-secondary education.
These costs come in the form of assistive aids, medication, support services, and the
actual costs of the assessment which documents the disability (Cheng-Hoy, 2012). The
added costs incurred by post-secondary students with disabilities, in addition to the
greater uncertainties they may encounter in labour markets upon graduation, contribute to
low rates of participation in post-secondary education (Cheng-Hoy, 2012).
Parental Education and "First-Generation" Students. A first-generation

student is defined as a student whose parents have not participated in post-secondary
education, and because of this, tends to experience greater challenges. These challenges
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can be financial and non-financial. First-generation students are also more likely to have
dependent children and come from lower-income families. Canadian research indicates
parental education plays a vital role in a student's access to post-secondary education.
The reasons vary, but most often they are related to financial and non-financial factors.
Children from more educated homes typically have higher socio-economic status. Socioeconomic status is a key determinate in whether or not a student will move on to postsecondary education (The Educational Policy Institute, 2008).

Race, Ethnicity, and Immigrant Status. Higher levels of support, motivation,
and value are placed on post-secondary education depending on what groups of
individuals are being discussed. Research in Canada indicates participation patterns for
most ethnicities are in line with their population numbers. Nevertheless, some visible
minorities in Canada face greater challenges and are under-represented at the postsecondary level. Research indicates that a student's ethnicity is linked to post-secondary
experience and outcomes. Some groups of ethnic minority students are more likely to
depart from post-secondary institutions prior to completing their programs. One possible
factor that may explain this difference is that minority students face additional pressures
that exceed the typical academic, social, and emotional demands placed on students;
minority students may also have to cope with racism or discriminatory treatment
(Gokavi, 2011). This discriminatory treatment is true for Aboriginal people in Canada
and is reflected in the Latino population in the United States (The Educational Policy
Institute, 2008).

Aboriginal Status. Canada's largest minority group, the Aboriginal Peoples,
experience great difficulties and barriers when it comes to post-secondary education.
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Timmons, Doyle-Bedwell, Lewey, Marshall, Power, Sable, Wien et al., (2009) have done
some of the latest research regarding the difficulties Aboriginal student populations face.
Although participation rates in post-secondary education of Aboriginal people have
increased over time, many Aboriginal students can find themselves ill-prepared for
traditional post-secondary environments, resulting in graduation rates well below those of
non-Aboriginals. Lack of educational attainment contributes to poverty rates that more
than double those for non-Aboriginal peoples. For many, obtaining a post-secondary
education means leaving their communities, receiving little support, facing racism and
discrimination from peers and faculty, experiencing financial difficulties, and dealing
with the effects of assimilation that lead to devaluation of Aboriginal identity and
heritage. Also, Aboriginal students can bring different skill sets and knowledge that are
not valued in many arenas in the post-secondary world. The difficulties have proven to be
too great for many Aboriginal students, resulting in early school leaving (The
Educational Policy Institute, 2008).
Family or Parental Income/Socio-Economic Status. The socio-economic status
of students and their families is a key determinant of schooling outcomes (Frempong,
Ma, & Mensah, 2012). Socio-economic status is a measurement designed to indicate the
relative level of economic and social privilege of a household. It can also provide
information related to household access to certain economic and social resources. A
socio-economic status score for a household is usually derived from the level of family
income, occupational category of one or both parents, and education level of one or both
parents (Shaienks, Gluszynski, Human Resource Development Canada & Statistics
Canada, 2007). Studies suggest that students from low-income families or families in
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which parents did not study at college or university are the least likely to pursue
education beyond high school (Berger & Motte, 2007). The best documented correlate of
students leaving school is socio-economic status and parental social class (Tilleczek,
2008). Canadian youth with parents in the highest income category are approximately 25
percentage points more likely to attend a post-secondary institution than are youth from
the lowest income category; in the United States, this difference is more than 50
percentage points (Belley, Frenette, Lochner, & the National Bureau of Economics,
2011). Family income also correlates with many other characteristics -

such as reading

scores, grades, parental expectations, and high school quality - that are likely to affect
academic preparedness and the desire for higher education (Belley, Frenette, Lochner, &
National Bureau of Economics, 2011). "Individuals who grow up in households in
wealthy neighborhoods, with wealthy schools, where parental educational attainment is
reflected in the presences of books in the home or where financial circumstances allow
for sustained educational development outside the classroom, are more likely to study at
the post-secondary level..." (Berger & Motte, 2007, p.44). Lower-income students are
much less likely to attend college or graduate (Tinto & Pusser, 2006). One-third of high
school graduates who choose not to attend post-secondary studies cite finances as a
barrier. In fact, finances were the most frequently cited barrier (Berger & Motte, 2007).
The cost of post-secondary tuition has risen substantially over the past number of
years, typically increasing well above the inflation rate. In 2003-2004, the average tuition
at Canadian four-year universities totaled $4,025, with tuition at two-year colleges
equaling roughly half that amount. Students who live away from home can expect to pay
an additional $6,000 to $7,000. With considerable costs associated with post-secondary
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enrollment, financial aid is necessary. Government financial aid in Canada is need-based,
with the federal government providing 60% of student assessed needs; the provincial
government provides the rest. The amount of funding provided provincially generally
changes from one province to another. Typically, determined "need" equals the total
estimated costs (including tuition, fees, living expenses, books and equipment, and travel
expenses) less an expected family contribution. Expected family contribution depends on
a student's own savings and income, as well as that of her/his parents or spouse.
Expected parental contributions vary with income level, with low-income parents exempt
from contributing to their child's post-secondary education (Belley, Frenette, Lochner, &
National Bureau of Economics, 2011).
Despite this available funding, high school students still report financial barriers.
Surveys indicate one-third of students do not know how much their tuition will cost, less
than one in six high school seniors who plan on using government financing know a
substantial amount about how the program works, and only 38 % of parents discuss
financing of post-secondary education with their children (Berger & Motte, 2007). These
trends are exacerbated in the case of low-income families and first-generation students.
Also, with both tuition and non-tuition expenses on the rise, and in many cases a gap
existing with the amount of student aid required and the amount received, students realize
the need for supplemental income. Therefore, a job quickly becomes necessary (Barr &
Schuetz, 2008). Part-time employment takes time away from engagement and studying.
School responsibilities can become less of a priority, which can negatively affect grades,
as well as a student's ability to remain in college (Barr & Schuetz, 2008). Financial
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factors have a greater impact on marginalized students, considering many come from low
socio-economic backgrounds.
Rural People. The distance between a student's community and the educational
institution he/she wishes to attend is an important variable in determining access to postsecondary education. This is particularly an issue for potential students who are not
within a commuting distance from the educational institution they wish to attend.
Research illustrates that distance creates greater financial costs. Fewer parents from rural
areas expect their children to attend post-secondary schools. The Educational Policy
Institute (2008) highlights a study by Andres and Looker (2001) that indicates "labour
market differences, community exposure, relocation fears, and community disconnect
link with structural barriers such as family background to impact post-secondary access"
(p. 9).

Understanding Barriers to Persistence and Retention
Having examined the research related to groups of people within Canada who
appear to be under-represented in post-secondary education, it is now important to
determine why these groups are under-represented and how to retain them. Literature
indicates that persisting within the post-secondary environment largely relates to
academic, social, financial, institutional, and individual factors involving motivation,
commitment, and suitability (Tinto, 1993). In most cases, marginalized students face
several barriers while attending post-secondary education. The next section examines
Vincent Tinto's model ofretention and discusses factors related to persistence and
withdrawal.
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Tinto's Model of Retention. One of the main models of student retention is
Tinto's (1987; 1993) model of "student integration" (Grayson & Grayson, 2003). Tinto
represents an expert in this area, and the concepts that surround his model describe the
growing diversity in higher education and the retention strategies used by tertiary
institutions (Mencke, 2010). Tinto's first book, entitled Leaving College: Rethinking the
Causes and Cures ofStudent Attrition, was published in 1987. His original theory on
post-secondary education student attrition was criticized, and his theories were tested.
Then in the second edition, published in 1993, Tinto improved his original theory by
incorporating many philosophical critiques and injecting much empirical evidence into
his conceptual framework (Ma & Frempong, 2008).
Research into retention illustrates Tinto' s model still forms the basis for retention
programs at most post-secondary institutions (Mencke, 2010). Tinto's "internationalist
theory" acknowledges the importance for students to integrate into the academic and
social systems of the institution. Tinto believes different factors affect retention. He
argues that students enter post-secondary institutions with pre-entry characteristics such as advantages or disadvantages associated with having an affluent or low-income
family background, varying degrees of high school preparation, and individual skills and
abilities (Grayson & Grayson, 2003). These factors relate to the initial career and
educational goals and commitments that students bring to their studies. Once students are
enrolled, they have institutional experiences (including grade performance and
intellectual development) that relate to their academic integration, and interactions with
faculty and peers that relate to their social integration (Grayson & Grayson, 2003).
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Tinto argues social integration and academic integration are critical to persistence.
Social integration usually occurs when one develops strong and effective social
connections with other members of the community. Academic integration commonly
occurs when individuals share common information, perspectives, and values with other
members of the school community. As previously indicated, the success of these two
factors depends on a number of variables including family background characteristics,
educational experiences before post-secondary education, and previous academic
achievement (Ma & Frempong, 2008). The more students are connected to the academic
and social life of the college, the more likely they see themselves as congruent with the
institution (Tinto, 1993). The more removed students are from the centre of college life,
the more likely they are to feel separated from the institution (Tinto, 1993). Ma and
Frempong (2008) describe Tinto's 1993 theory as
Essentially a multivariate model of student retention in post-secondary institutions
to explain student departure from post-secondary education prior to graduation.
He posits that individual pre-post-secondary education attributes (family
background, individual skill and ability, and secondary schooling quality) form
individual goals and commitments for post-secondary education. Once the
individual enters post-secondary education, those individual goals and
commitments interact constantly with institutional attributes (i.e., characteristics
of the formal and informal academic and social environments). The extent to
which the individual is able to academically and socially integrate into the formal
and informal academic and social environments of the institution determines
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whether the individual persists through post-secondary education or drops out of
post-secondary education. (p. 4)
The most important aspect of this theory relates to the fact that what goes on inside a
higher education setting affects persistence, which suggests that post-secondary
institutions can take steps to increase retention (Grayson & Grayson, 2003).
Tinto's multi-dimensional theory posits that student interactions within a postsecondary environment provide much of the rationale to explain retention. Overall,
Tinto's model suggests an affinity between the student's initial goals and commitments
and the types of activities he/she chooses on campus. A lack of congruity will more likely
result in transfer or dropout. The physiological need for students to "fit in" becomes even
more important for underrepresented students (Barr & Schuetz, 2008). Marginalized
students may not have family members to help guide and mentor them; they may have
additional family or work-related responsibilities that take them away from classes and
studying. These factors can affect involvement in social activities, engagement with
academic activities, and participation in a university's academic and social life -

all of

which impact the likelihood of remaining in school (Barr & Schuetz, 2008).
Tinto mentions two individual attributes that tend to lead to withdrawal from
college: "intention" and "commitment" (Tinto, 1993). Typically, the higher the level of
one's educational or occupational goals or intentions, the greater the likelihood of college
completion (Tinto, 1993). Individual commitment motivation, drive, or effort one is willing to give -

in other words, the amount of
also relates to departure from

institutions of higher education (Tinto, 1993). Individual attributes matter. Stories abound
of students who, despite unimaginable challenges and barriers, achieve success. There are
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also stories of students who do not succeed, despite being in an environment that
favoured success. Personal attributes -

such as personality, drive, and motivation -

remain largely beyond immediate institutional control. Policy-makers often have little
control over events in the aspects of students' lives that are external to the institution.
Although these external events are important and informative, such knowledge is less
useful to intuitional officials because they have no immediate control over students' prior
experiences or private lives (Tinto & Pusser, 2008).
Tinto's theory has some limitations. His theory was tested for validity, and it was
found not all components were valid for all samples (Palmisano, 2012). A major concern
about his earlier work was that he derived his insights primarily from analysis of white,
middle-class students who lived in residence on campus (Grayson & Grayson, 2003). His
earlier research did not take into consideration non-white, less affluent students who did
not live on campus, or those who might take only a few classes each year. Tinto (1993)
himself mentioned the need for more research that included a more diverse group of
students, and he embraced the work of many scholars to validate and expand the results
of his model, especially in its application to marginalized students (Mencke, 2010). The
literature reveals that Tinto's student integration model explains limited amounts of
variance in attrition, and it finds that the factors in the model explaining attrition vary
from one institution to the next. Despite the claims of some critics, the important
explanatory variables in the model help shed light on attrition in both commuter and
residential institutions and both two- and four- year institutions (Grayson & Grayson,
2003).
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Persistence and Retention at the Institutional Level. As tertiary institutions
begin to widen their programs and target different types of learners, educators must
consider the difficulties of teaching academically and socially diverse students. With a
view toward enhancing retention, community colleges have implemented several
services, including developmental programs and courses; mentoring, tutoring and
counselling; orientation sessions; disabilities services; personal assessments; and student
development focusing on strengths and career assessments (Tinto, 2007). As retention
research suggests, special programming remains particularly important when targeting
marginalized students (Jarrell, 2004). Considering community colleges enroll a large
number of marginalized students, these institutions must develop retention strategies.
"At the institutional level, administrators, teachers, and counselors must engage in
behaviors that facilitate persistence and program completion. Academic support services
must be offered that include developing and building skills as well as a provision for vital
social support" (Jarrell, 2004, p. 514). The institution must provide academic assistance,
which can be developed using several methods including support services, more studentcounsellor interaction, faculty monitoring, and early warning systems (Jarrell, 2004). At
the institutional level, Tinto (1993) describes four individual experiences that affect
departure: adjustment, difficulty, incongruence, and isolation. Successful retention hinges
upon ensuring that entering students, from the outset, integrate into both the social and
academic life of the college. In addition, students must acquire the skills and knowledge
needed to succeed as learners (Jarrell, 2004). Persistence in college means more than
adjusting to new people, places, and experiences. It also means students must meet a
number of minimum academic standards, which unfortunately not all students can
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achieve (Tinto, 1993). Incongruence relates to the mismatch between the needs, interests,
and preferences of the student and the institution (Tinto, 1993). Finally, isolation occurs
when a student lacks sufficient contact with other members of the social and academic
communities of the college -

a significant indicator of the potential for early withdrawal

(Tinto, 1993).
Patton, Morelon, Whitehead, and Hossler (2006) have grouped the vast number of
studies related to efforts by post-secondary institutions to improve persistence and
graduation rates into the following types of intervention strategies: transition or
orientation programs, mentoring/counseling, learning communities, and faculty-student
interaction programs.
Transition programs or orientation programs: These programs are commonly
used within post-secondary institutions. They aim to assist students in the transition from
high school to post-secondary education. These programs are typically delivered as
summer programs, introductory courses, or individualized programs. They aid students in
their academic and personal adjustment and help students and their families understand
the services available.
Mentoring/counseling programs: These programs aim to provide students with
resources, encourage them to get actively involved in their own learning, and assist them
with personal problems and academic issues.
Learning communities: Leaming communities cluster small groups of students
who participate in an environment designed to foster cohesiveness, shared purpose, and
an integrated, continuous path of in-class and out-of-class experiences. These experiences
are intended to build a sense of community and belonging.
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Faculty-student interaction: Many scholars have emphasized the impact of
student-faculty interaction. The interaction espouses both in-class and out-of-class
interaction as a method of facilitating and developing meaningful relationships between
students and teachers (Patton et al., 2006).
Although the above mentioned intervention strategies receive a considerable
amount of support within the literature, they have limits. Patton et al. (2006) note little to
no supporting evidence for claims often made about strategies to enhance persistence.
Also, student persistence related to program interventions varies across studies. A review
of the research indicates that only transition programs receive consistent support in terms
of ability to improve student persistence. Patton suggests that "our findings demonstrate
that academe is without a core set of documents upon which administrators can rely when
seeking retention models to employ at their own institutions" (Patton et al., 2006, p. 30) .
This highlights the continued effort necessary to find strategies to increase retention and
student success.
Despite the uncertainty and complexities surrounding retention, Tinto and Pusser
(2006), highlight a number of necessary conditions to promote the success of students at
post-secondary institutions. It is important to note that Tinto and Pusser's model of
institutional action "argues that student learning is central to student success and by
extension that without learning, students are not successful regardless of whether or not
they persist. The more that students learn and value their learning, the more likely they
are to stay and graduate" (2006, p. 8). Tinto and Pusser propose five conditions that
promote student success: institutional commitment, institutional expectations, support,
feedback, and involvement or engagement.
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Commitment: This is one of the most important elements of student success.
Institutions committed to increasing student success, especially among marginalized
students, will more likely achieve that goal. Commitment moves beyond words and
policies to a willingness to invest resources and provide the incentives and rewards
needed to enhance student success. Institutional commitment often reflects the
willingness of leadership to invest in areas that directly and indirectly support student
success. It also greatly impacts upon the willingness of staff to invest time and energy to
enhance the success of their students.

Institutional Expectations: Students do not rise to low expectations, yet many
educational institutions expect too little of students, especially during their first year.
"Students quickly pick up expectations and are influenced by the degree to which those
expectations validate their presence on campus" (p. 6). Expectations also mean
communicating with and advising students. Receiving advice is particularly important to
students who do not know what they want to do. Students who do not receive needed
advice will more likely become unmotivated and decide to leave.

Support: To increase the likelihood of their success, students require academic,
social, and financial support. Research has shown that academic support services are
critical for the success of students who may be unprepared for college level work (Tinto,
1999). Rheinheimer and Mann (2000) note that "academic support services can help
underprepared or at-risk students not only catch up to but, in some cases, surpass their
better prepared counterparts" (p. 10). Social support programs help build social
connections among new students, and this support is critical to marginalized students.
Social programs like student clubs and centres can help marginalized students create their
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own supportive community on campus. Students must also have access to advising
programs. Many students who enroll in post-secondary institutions feel unsure of what
programs they want to pursue. Students need access to advice when it is needed.
Feedback: Students from all levels of education require regular feedback. Diagnostic

assessments provide early signs of ability and challenges, and therefore alert staff to
students who may require greater assistance and supports. These assessments also help
educators understand students' learning abilities and challenges. These assessments have
the most direct impact on student success, considering they allow instructors to determine
appropriate placement in coursework. Formative feedback, used frequently, enables
students and faculty to adjust learning and teaching to promote greater success.
Involvement or Engagement: Involvement generally refers to engagement.

Involvement represents one of the most important factors influencing student success and
relates to the academic and social integration discussed above. The more students feel
academically and socially involved in the post-secondary institution, the greater their
chances of completing their program. The most important place to build involvement is in
the classroom. This, for some students, is the only place they interact with faculty and
peers, and greater involvement in classroom learning leads to a greater quality of effort,
enhanced learning, and greater success. "Simply put, the more that students are engaged
with other people on campus especially student peers and faculty, the more likely (other
things being equal) it is that they will persist. Equally important, even among those who
persist, students who are engaged show greater learning gains" (Tinto and Pusser, 2006,
p.15).
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Transition and Change
Before discussing transformation and change, it is important to provide a
precursor to these phenomena. Lev Vygotsky was a Soviet psychologist whose
professional career extended only a decade from 1924 until his death from tuberculosis in
1934 (Cole, 1993 ). Vygotsky developed social constructivist theories and believed that
individuals develop into themselves through others (Dimitriadis & Kamberelis, 2006).
Vygotsky's work underlines a constant theme of the important relationship between
learning and a child's social and cultural worlds. According to Vygotsky, biology
accounts for only the rudimentary components of human development, while social
environment accounts almost entirely for the development of higher-level cognitive
processes (Dimitriadis & Kamberelis, 2006). He believed that when children develop
concepts, they bring their experiences and language together to create new meanings and
contexts. "Vygotsky liked to repeat the aphorism that to understand behavior means to
understand the history of behavior" (Cole, 1993, p.10). He viewed concept development
as an iterative and dynamic process, and believed that learning and development were
characterized as revolutions or transformation resulting from particular forms of social
and semiotic mediation (Dimitriadis & Kamberelis, 2006). Vygotsky wrote development
was " ... A complex dialectical process characterized by periodicity, unevenness in
development of different functions, metamorphosis or qualitative transformations of one
form into another, intertwining of external and internal factors and adaptive processes"
(Vygotsky, 1978, p.73). Vygotsky's work informed the work of sociologists. Research
indicates that the construction of the individual's sense of self and identity relates to a
number of variables. Most importantly, who we are, our perception of ourselves, and how
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we act is largely socially constructed, and can change depending on our location, our
social groups, and the context in which we find ourselves (McMahon, 2004).
Transition and change are often used interchangeably; however, there is
significant distinction between the two words. As Bridges (2001) describes, "transition is
the process of letting go of the way things used to be and then taking hold of the way they
subsequently become" (p. 2). It is the period of time when one process ends and another
begins. Things are no longer the same; however, the new way of doing things has not yet
become common, deep-rooted, or ingrained (Bridges, 2001). Change, on the other hand,
can happen at any time and relates to a situational shift. "Transition is the way we all
come to terms with change. Without transition, a change is mechanical, superficial,
empty. If transition does not occur or if it is begun but aborted, people end up (mentally
and emotionally) back where they started, and the change doesn't work" (Bridges, 2001,
p. 3).
Bridges (2001) believes some people resist transition because they cannot let go
of the piece of themselves they must give up when a situation changes; people also resist
because transition takes longer and can sometimes leave them feeling exposed.
Transitions can be triggered in two ways. Firstly, transition can be activated by an
external change and can therefore represent the path taken to get through that change.
Secondly, it can be produced by a natural, inner change which represents aspects of
ourselves. Those who have developed coping mechanisms and are able to think
positively, problem solve, and manage stress can navigate transition (McMahon, 2004).
When a transition has occurred and "we take hold of and identify with some new outlook
and some new reality, as well as new attitudes and new self-image, we have a new sense
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of ourselves, a new outlook, and a new sense of purpose and possibility" (Bridges, 2001,
p. 6). "Transformation can be seen as a complicated process with cognitive, behavioral,
emotional, and social dimensions" (McMahon, 2004, p. 53). To achieve academic
success, students who are at risk of academic failure need to develop new methods of
interacting within their school environments (McMahon, 2004).
Summary

There has been a call for more inquiry into methods of increasing marginalized
student retention rates at the college level. There has also been a demand for more
research on college experience programs, in particular, research based on student
perspectives. Finally, there is a need to expand the research on what contributes to
marginalized students experiencing success in their college programs. This was what led
to the research purpose and research questions, and this study's intent of beginning to
better understand the connection among marginalized students, persistence, early
withdrawal, and student engagement.
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Theoretical Framework
In this study, critical social theory is used to frame and analyze the experiences of
marginalized students. Critical research strategies push researchers to question status quo
arrangements and allow researchers to step outside their traditional mindset and
acknowledge different standpoints. "Our world is marked by extreme inequities and
injustices, and that our knowledge of ourselves and that world is caught up in those very
practices and structures of inequity and domination" (Carroll, 2004, p.2). Knowledge of
our world is an historical construction that has been produced by the actions of people in
the past and can therefore be remade by people in the future (Carroll, 2004). Although the
theories of Vincent Tinto have been used to develop a foundation of research around
areas of retention and persistence at the post-secondary level, the theoretical framework I
used here will focus specifically on the educational philosophies of John Dewey and
Paulo Freire. Both Dewey and Freire are critical educational theorists who employ
critical theory within their philosophies of education by critiquing the dominant discourse
and promoting methods that encourage inclusion, validity, and transformation among
marginalized groups. Although the theories of both Dewey and Freire were developed in
distinctly different times, cultures, and circumstances, the major themes presented in their
work continue to have deep-rooted effects on education and continue to permeate the
dialogue on educational issues. "Both writers are indelible contributors to the
contemporary understanding of nontraditional education, leaving unmistakable marks on
the field through their collective philosophical works" (Shyman, 2011, p. 1035). Dewey,
in his work, proposed a fundamentally democratic means of education centred on
learning and growth. Paulo Freire similarly outlined the importance of democracy, but
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from the perspective of cultural oppression and its effect on education and liberation
(Shyman, 2011). By examining the work of critical educators, such as Dewey and Freire,
we can develop an understanding of the deep-rooted issues surrounding marginalized
students.
Seeking the voices of marginalized students provides further insight and
exploration of larger issues around race, class, gender, socio-demographic background,
economics, academic preparedness, institutional and classroom characteristics, social
engagement, and previous academic experiences. By using critical theory as a tool, we
can examine the organizational and relational structure of educational institutions, and
address injustices uncovered in the field being studied (Vaandering, 2010). Educators and
institutions can address some of these issues by implementing critical pedagogy in
classrooms and schools.
By exploring the work of critical educators, critical pedagogy can help connect
students to their learning and ultimately increase engagement and retention. Critical
pedagogy is an instructional technique with the goal of providing a space for personal
transformation (Freire, 1970). "The work of critical educators is heavily influenced by
John Dewey and more specifically the term 'critical pedagogy' is a direct offspring of
Paulo Freire's (1970) Pedagogy of the Oppressed" (Mencke, 2012, p. 28). Critical
pedagogy aims to challenge the dominant discourse and gain an understanding of the
hidden effects of power and privilege on a society that claims to give equal opportunity to
all (Mencke, 2012). Using this approach allows students to deconstruct their own
individual identity and allows the instructor to understand his/her own assumptions,
attitudes, perceptions, and beliefs associated with marginalized students.
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To utilize critical pedagogy in the classroom, educators must implement several
methods into their instructional repertoire. Specifically, critical educators must decrease
the amount of power they have in the classroom, encourage their students to self-reflect,
initiate classroom dialogue, and embrace their students' voices. The emphasis is on
creating an environment in which learners become increasingly skilled at learning from
each other and understanding the meaning of their lived experiences (Mezirow, 1997).
The educator functions as a facilitator and provocateur, rather than as an authority on
subject matter. The goal is to help the individual become a more autonomous thinker by
learning to negotiate his or her own values, meanings, and purposes rather than to
uncritically act on those of others (Mezirow, 1997).
In the twentieth century, Dewey was a leading voice pushing for change in the
education system. Dewey believed we must break from the traditional approach of
education that encourages a student attitude of docility, receptivity, and obedience
(Dimitriadis & Kamberelis, 2006). He advocated for a new philosophy of education in
which experience is essential to prepare learners for living in a rapidly changing world.
Being a constructivist, he believed students must interact with their environment, since
learning is produced through active manipulation of that environment (Dimitriadis &
Kamberelis, 2006). Dewey felt education should allow learners to grow and express their
individuality. He also felt that learners needed the acquisition of skills as a means of
attaining ends. Dewey recognized the teacher was responsible for determining the
direction in which an experience was heading. He thought everything depended on the
quality of the experience (Dewey, 1938). Dewey saw an educative experience as one that
broadened one's horizons of experience and knowledge, while a miseducative experience
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stopped development (Dimitriadis & Kamberelis, 2006). Dewey condemned the passive
transfer of knowledge to learners and was a strong advocate for democratic education. A
democratic learning community advocates for inclusion of all perspectives in the
classroom. Harbour and Ebie explain this process:
Dewey characterized a democracy as a way of life. When a democracy was
failing, its people were isolated and antisocial. There were divisions between rich
and poor, families secluded their domestic concerns as if they had no connection
with larger life, and schools were separated from the interest of home and
communities. When a democracy was thriving, however, there was freer
interaction between social groups; there were more varied points of shared
common interest. There was a breaking down of class, race, and national identity.
It allowed for individual growth where there was freer interaction and

communication among groups of varying opinions. (2011, pp. 8-9)
Dewey's ideas and concepts had a great impact on educators and the education system.
These concepts can be applied to the classroom and are very important when considering
teaching and retaining marginalized learners.
Dewey's aspirations in education were also connected to the ideas of Paulo Freire.
Freire argued education should recognize we are all subjects of our own lives and
narratives, not objects in the stories of others (Dimitriadis & Kamberelis, 2006). He
believed educators needed to encourage students to raise their critical consciousness and
reflect on the world and their place within that world. The goal for the educator was to
engage with people in their lived realities, producing and transforming them. "In
constantly transforming their engagements in and with the world, people are
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simultaneously shaping the conditions of their lives and constantly re-creating
themselves" (Dimitriadis & Kamberelis, 2006, p. 121). In Pedagogy of the Oppressed
(1970), Freire provides the bridging for personal transformation. He explains that a
partnership between student and teacher must be formed so the classroom will include
and relate to all students, as their lived experiences become integrated into the subject
matter (Mencke, 2010).
Both Dewey and Freire share several concepts essential to implementing critical
pedagogy in the classroom. Both theorists opposed the traditional classroom, in which
students are passive recipients of knowledge. This approach contradicts the core values of
Dewey's (1938) democratic learning community and Freire's (1970) question-posing
education, both of which promote an inclusive approach to education. Both believed in
the necessity of decreasing teacher power. Freire believed the traditional classroom,
which he termed the banking model, imposed powerful and pervasive constraints on
students (Dimitriadis & Kamberelis, 2006). Dewey felt that education should be based
upon experience and educative experiences should be viewed as a social process. In this
case, the teacher loses the position of external boss or dictator and becomes leader of
group activities (Dewey, 1938). Both theorists mention and explain the importance of
dialogue and student voice. "Freire believed that dialogue, fellowship, and solidarity are
essential to human liberation and transformation" (Dimitriadis & Kamberelis, 2006).
Central to both theorists' ideas of education was the nature and importance ofreflection.
To cultivate reflective habits in students, Dewey presented the concept of "social
control." This allowed the teacher to provide opportunities for experiential learning to
happen (Dimitriadis & Kamberelis, 2006). This concept resembles Freire's
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conscientization, which aimed to raise people's critical consciousness and allow them to
critically reflect on the world, their position in the world, and ways to change the
material, economic, and spiritual conditions of life (Dimitriadis & Kamberelis, 2006).
Underlying all of these concepts and principles is the main goal for the educator or
facilitator, which is to engage with people in their lived realities, producing and
transforming them (Dimitriadis & Kamberelis, 2006). Through critical theory, the
problems facing marginalized college students can be related to larger issues of
pedagogy, identity, and power and control in the college classroom.
The current system of tertiary education was designed for a more traditional type
of learner. There is pressure on tertiary institutions to provide supports and programs for
marginalized students, and there is a need for new data from the perspective of these
students. Knowledge from this exploratory research will add to our understanding of
marginalized students' experiences and educational journeys and identify effective
strategies to support these learners in reaching their social and educational goals. While
this study focuses primarily on research and practice with marginalized students in one
program in one community college, the knowledge gained can apply to a wider range of
learners, as well as other courses within the tertiary system, and could lead to larger
projects in multiple locations.
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Methodology
Introduction
This study examined the lived experiences of college students who experienced
marginalization based on the following criteria: first-generation college status, socioeconomic background/status, academic experiences and preparedness, degree of social
and academic engagement, family background and structure, ability/disability, and first
year post-secondary experiences in the College Bridging Program (CBP), a one year
developmental program within a college in Atlantic Canada. To protect anonymity, the
name of the province and the college where this program and research took place has not
been identified. Furthermore, the College Bridging Program is a pseudonym for the
actual program.
The research problem, research questions, and the theoretical framework drove
the study's methodology. The research began with a review of the factors associated with
early school leaving from tertiary institutions. Both published and non-published material
was reviewed. Computerized searches were conducted using the Education Resources
Information Center, the Statistics Canada website, as well as specific websites focused on
education and/or early school leavers. Only reputable, current, and specific sources were
used.
Qualitative methodology is an interpretive approach that provides a systematic
analysis of socially meaningful action through the direct detailed observation of people in
natural settings to arrive at understandings and interpretations of how people create and
maintain their social worlds (Russell, 2009). Qualitative methods facilitate the study of
in-depth issues and details and provide an openness that is not constrained by
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predetermined categories of analysis, which sometimes occurs within quantitative
methods (Patton, 2002). Five general approaches to qualitative research are narrative
research, phenomenology, grounded theory, ethnography, and case studies (Russell,
2009). This study used a critical ethnography methodology. Our society continues to
become more multinational and diverse. This transformation has "created a system of
power, prestige, privilege, and authority that serves to marginalize individuals of different
classes, races, and gender in our society" (Creswell, 2012). Critical ethnography studies
social issues of power, empowerment, inequality, inequity, dominance, repression,
hegemony, and victimization. The critical ethnographer conducts his/her study and
advocates for change to help transform society to move away from oppression and
marginalization (Creswell, 2012). Critical ethnography is connected with a critical theory
framework and is thus the correct approach for this thesis.

Design/Methodology and Theoretical Framework
Critical ethnography was used within this study to better understand the school
and non-school related factors that contributed to success or withdrawal from a college
developmental program. Data was gathered by conducting narrative interviews with
participants, by providing my personal standpoint and observations as a teacher in the
program, and through critical engagement with policies and program documentation. The
11 participants interviewed were formally enrolled in the CBP within a college operating
in an urban area in Atlantic Canada. All of the participants came from marginalized
backgrounds. As previously mentioned, "marginalized backgrounds" within this study
refers to low academic preparedness; learning disabilities; first-generation post-secondary
status; low socio-economic status; and challenging school and non-school related factors
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related to social, emotional, and academic experiences. Some of the students experienced
success, while others withdrew from the program. The methods used to study their
experiences remain consistent with qualitative design: interviews, document analysis, and
observations. By focusing on the voices of students, institutions of higher education can
implement methods to resolve issues that may have contributed to early withdrawal.
Ultimately, this can increase retention by making the college environment more inclusive
for marginalized students.
Access to post-secondary education has expanded and improved in recent
decades. It is tempting to assume progress has erased disparities in college enrollment
and completion; however, large gaps still exist in terms of access to higher education and
the success of students. This is particularly true for marginalized learners (Engle, Tinto &
Pell Institute for the Study of Opportunity in Higher Education, 2008). Research provides
several variables when considering youth who started post-secondary education and left
without completing a program. Many of these young people share more similarities to
learners who did not go on to post-secondary studies than to learners who persisted:
students who leave early are more likely to be male, to be married, to come from families
with lower levels of education, to be less engaged in high school, and to have lower highschool marks (De Broucker, 2005). Tinto's theory of student departure is the most widely
cited for explaining the student departure process, and his model is still used within
retention programs on several campuses in North America. Tinto's theory guides the
exploratory research analysis of this study. Before generating solutions, it is critical to
really understand the problem. Understanding the problem requires that we uncover and
describe the lived experiences of students who are in college or who have left college.
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Focusing on the perspectives of the individuals being studied can open up areas for
exploration that may have otherwise been overlooked (Tilleczek, 2008). Using this
approach creates more relevant research and an environment where the findings will be
integrated and maximized (Tilleczek, 2008).
"The role of a social theory in a research context indicates that a theory is not a
lens through which we see the world but rather a tool to help us devise questions and
strategies for exploring it" (Vaandering, 2010, p. 149). This study will use critical theory
to frame and analyze the issue of the disproportional number of marginalized students
leaving higher education. Critical theory deconstructs social issues to move past
superficial analysis and toward deeper understandings of the hidden power dynamics that
influence these issues (Mencke, 2010). By using critical theory as a tool, the
organizational and relational structure of educational institutions can be scrutinized. This
analysis reveals existing power dynamics and pushes for change in managerial structures
of schooling. Finally, critical inquiry does more than create additional knowledge; it
represents a commitment to address injustices uncovered in the field being studied
(Vaandering, 2010).
Site and Population Selection

Eleven participants for this study were drawn from college students previously
enrolled in the CBP. The sample of students interviewed was "purposive" and not
random. Individuals were selected because they were "information rich" and illuminative,
that is, they were able to draw on useful information that was of interest in this study
(Patton, 2002). The sampling strategy was one of maximum variation -

a purposeful

sampling strategy in which the researcher samples cases that share a central characteristic
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but display different dimensions of that characteristic (Creswell, 2012). In this study, the
following dimensions of participants were considered: first-generation college status,
socio-economic background/status, academic experiences and preparedness, degree of
social and academic engagement, family background and structure, and ability/disability.
Another variable that was considered related to persistence and withdrawal from the CBP
and other post-secondary programs after the CBP. "When selecting a small sample of
great diversity, the data collection and analysis will yield two kinds of findings: (1) highquality, detailed descriptions of each case, which are useful for documenting uniqueness,
and (2) important shared patterns that cut across cases and derive their significance from
having emerged out of heterogeneity" (Patton, 2002, p.235).
Researcher's Role
I was the lead study investigator and contacted all participants and interviewed
each of them personally. I also observed students currently enrolled in the program in the
2012-2013 academic year. The observations were used to generate questions and topics
for discussion during the interviews. During the interviews, participants who divulged
sensitive information were referred to counselling services. Participants were also given a
contact person from the Canadian Mental Health Association for any sensitive issues
brought forth.
Data Collection Methods
The following sections provide an explanation of data collection techniques used
within this thesis. This research is informed by my standpoint and observations as a
teacher in the CBP, narrative interviews with participants, and critical engagement with
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college and CBP documentation. As Figure 1 below indicates, these three core areas are
separate yet connected.
Researcher's Standpoint

College Bridging

Participant Interviews

Figure 1: Interconnected Pillars
Researcher's Standpoint. As a primary instructor of the program since its

inception, I needed to understand the students who enrolled. To understand the intention
and purpose of this research, it is important to understand my experiences within the CBP
and my experiences throughout the research process. My experiences provided the
rationale for this study and informed the research questions, the chosen participants, the
structure of the interviews, and the manner in which the data was analyzed.
Participant observation occurred in the classroom and during each interview. As
an instructor of several courses within the CBP, I observed students during classes in
order to generate patterns among students regarding their level of motivation,
engagement, and participation with various teaching strategies, assessment approaches,
and classroom management techniques. It was difficult to observe the students, record
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observations, and determine the meaning. Therefore, observations of positive and
negative body language were made in a tally chart during class. This approach was also
used by Mencke (2010). I used this chart to record each time participants indicated a sign
of being tired (i.e., yawn, eyes glazed over) or signs of being excited (i.e., quick answers
to questions, exclaiming a statement). Classes were not recorded, but the researcher
provided a detailed summary of each class after it finished. This summary included the
lesson plan and an overview (based on observations) of what worked and what did not.
Any significant findings or themes that emerged served as a point of reference for followup during interviews.
Participant Interviews. This study involved listening and recording individual
interviews to develop data. Semi-structured life history interviews with each participant
were completed to gain insights into the experiences and perspectives of the participants
and to identify key themes. The flexibility of the semi-structured approach allows for
probing questions to clarify the meaning of words or phrases (Mencke, 2010). Life
history interviews provided opportunities to gather data to reveal information about the
circumstances, concerns, and problems (both school and non-school related) each student
faced throughout his/her educational experience, including within the college program. In
a qualitative study, the interviewer asks "open-ended questions so that the participants
can best voice their experiences unconstrained by any perspectives of the researcher or
past research findings" (Creswell, 2012, p. 218). The interviewer asks the interviewee
open-ended questions and devotes careful attention to the responses, with a readiness to
analyze and accurately interpret those responses to derive understanding of the
experiences (Russell, 2009). Each interviewee was asked the same questions, in the same
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way, in the same order, including standard probes. This ensured consistency and
standardization across interviews (Patton, 2002).
Prior to conducting one-on-one interviews for the actual study, two preliminary
activities established the process. First, I gained access to the directory of information
available within the college. This information included each individual's address, phone
number, and e-mail address, and completion or withdrawal from the program. Second,
participants were e-mailed or called in order to explain the study. Follow up contact,
when necessary, was made with participants who agreed to an interview. Participants
were called by telephone to set up mutually convenient interview appointments.
Interviews were held on campus, in a secure room with limited distractions. A neutral and
comfortable room was selected to reduce student anxiety and set up a more neutral
relationship (Mencke, 2010). Interviews were conducted once with each participant. The
interviews began in April 2013 and were completed by July 2013.
The 11 interviews took between 60 to 75 minutes each to complete. Notes were
taken to record all aspects of the interview: setting, body language, facial expressions,
and hand gestures. If any answers were short or abstract in nature, additional probing was
done to more fully understand the response. This strategy ensured unnecessary
assumptions were not made, and it allowed me to clarify unclear, vague, or ambiguous
statements. Additional notes were completed after each interview to summarize key
answers and themes. The interview questions were designed to elicit participant
experiences and challenges in the public school system and during the CBP. Participants
were prompted to describe school and non-school related experiences or factors that
contributed to their persistence or withdrawal from the college. Participants were asked to
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tell their individual stories with emphasis on their personal experiences. For reliability,
the interview process was adapted from the process used in Why Do Students Drop out of
High School? (Tilleczek, 2008). This adaptation could lead to interesting comparisons in
data for later publication. Interview data were digitally recorded and analyze - key themes
were identified. After each interview, participants received a $20 honorarium for their
contribution to the research.
For this research, each participant filled out a participant demographic sheet.
Completed at the beginning of the interview, the form provided information on the
participant, such as age, race/ethnicity, physical or mental disability, and family structure.
The form insured information was collected from all participants and allowed for further
information in the event that patterns emerged. This document was also adapted from the
process used in Why Do Students Drop out of High School? (Tilleczek, 2008).
Documents. As Creswell (2012) indicates, public and private records about a site

or participants in a study constitute a valuable source of information in qualitative
research. These documents provide valuable information in helping researchers
understand central phenomena in qualitative studies (Creswell, 2012).
The student reference manual that is distributed and reviewed with each student at
the beginning of each academic school year was examined. This document has program
policies specific to the CBP and information, procedures, and policies for the postsecondary institution as a whole. After students reviewed the document, they were
required to sign it. This document provided a framework for acceptable and unacceptable
behavior and conduct as a student within the CBP and as member of the larger campus
community. Curriculum documents for each course within the CBP were broken down
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and analyzed, as were several standard files issued to students. Some of these files
included a Notice of Concern, Student Misconduct Form, and Student Exit Form.
Data Management Strategies
Data collected through interviews may be of a personal nature, and prior sensitive
experiences may arise. Participant confidentiality was of utmost importance in this
research. I collected all of the interview data and recorded it using equipment borrowed
from the University of Prince Edward Island's qualitative research lab. The data will be
retained from January 2013 until January 2020 (seven years) in a secure, locked location.
At that time, the recordings will be destroyed.
Issues and concerns surrounding anonymity and confidentiality were outlined in
the consent letter and discussed in the initial contact with each participant and again
before the interview. Students' names were coded to ensure autonomy throughout the
study and in any publications that might arise. Quotations that included names of the
participant's family or locations where the participants had lived were also coded to
protect the confidentiality of participants. Finally, the name of the college and the
program in which each participant enrolled was coded, as was the location of the college.
I conducted the interviews in an Atlantic college campus, away from other programs, in a
quiet area. Participants were informed any cases of abuse or neglect that came to light
during the research would be reported to counselling services within the college, and
proper authorities would be contacted.
Data Analysis Strategies
This study involved listening and recording individual interviews to develop data.
Semi-structured life history interviews with each participant were completed to gain

so
insights into the experiences and perspectives of the participants and to identify key
themes. Opportunities and constraints that occurred in families, schools, workplaces,
local communities and larger (global) society were identified and examined (Tilleczek,
2008). This creates categories at three inseparable and interacting levels: cultural,
systemic, and individual. "Each youth is seen as a social being that is nested within a
family that is in tum nested within a community and society that is contextually and
globally situated" (Tilleczek, 2008, p. 12).
The stories and lived experiences of participants are represented in the results
section as visual transitional narratives. These are used to provide a unique method of
seeing the risk or protective influences in the lives of each participant. This method has
been used in several studies to give a clearer picture of the lives of the participants
involved (Tilleczek, 2012; Tilleczek et al., 2011; Tilleczek, Laflamme et al., 2011;
Tilleczek & Campbell, 2011 ). In this study, three distinct spheres were created for each
participant, representing the complexities of their lives before entering the CBP, during
the CBP, and after leaving the CBP. Each sphere reflects the social, emotional, and
academic realities of each participant's life as he/she transitioned through the public
school and post-secondary systems. In the visual narratives, arrows are used to connect
the spheres to represent the impact, both positive and negative, that one time period has
on future periods. The flow from one time period to the next also reveals the resiliency
participants displayed despite facing both school and non-school related challenges.
Viewing narratives in this manner may reveal moments of potential intervention and/or
prevention that could make a real difference in the lives of participants (Tilleczek,
Laflamme et al., 2011).
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Naturally, the research process also revealed themes; therefore, after the data had
been gathered, it was thematically transcribed and coded using NVivo 9 software for
qualitative analysis. When reviewing the thematic transcriptions of the participants'
interviews, content analysis was used. Content analysis refers to any qualitative data
reduction and sense-making effort that takes a volume of qualitative material (in this case
interviews) and attempts to identify core consistencies and meanings in the search for
patterns and themes (Patton, 2002). Raw field notes and thematic transcriptions constitute
the undigested complexity of the reality these participants experienced. Therefore,
content analysis was used to develop manageable classification and coding schemes to
remove the chaos and confusion and identify patterns, themes, and categories (Patton,
2002).Within the categories are themes and sub-themes. The results include many
participant quotations to maintain focus on the participants words and to fully understand
their experiences during public school, transitioning and during the CBP, and following
the CBP. For each theme and sub-theme, this study attempts to show multiple
perspectives from a variety of participants. This method triangulates the data and
provides a variety of support amongst participants for each theme.
Trustworthiness

This study is rooted in a constructionist epistemology, which views knowledge as
socially constructed by the dominant discourse (Mencke, 2010). It is important, therefore,
that data collection and analysis prove valid and reliable. As indicated by Patton, "it is
crucial for validity -

and, consequently for reliability - to try to picture the empirical

social world as it actually exists to those under investigation, rather than as the researcher
imagines it to be" (2002, p. 53). Creswell (2012) indicates that "validity is the

52
development of sound evidence to demonstrate that the test interpretation matches its
proposed use" (p. 159). This definition focuses on the evidence and use of the test or
instrument. Creswell (2012) states, "reliability means that scores from an instrument are
stable and consistent" (p. 15). This signifies that scores should be replicable when
administered multiple times (Creswell, 2012). As Patton (2002) describes, in qualitative
inquiry, the researcher is the instrument, which means the credibility of qualitative
methods centres on the ability, competence, and rigor of the person doing the fieldwork.
The literature states that when conducting a qualitative inquiry, the researcher must focus
on four components of validity and reliability: credibility, transferability, confirmability,
and dependability (Mencke, 2010).
To enhance the credibility of this study, triangulation of data was used, as well as
member checking. Triangulation is the process of verifying evidence from different
participants, types of data, or methods of data collection (Creswell, 2012). Member
checking was done in two ways. During the interviews, member checking was conducted
by summarizing participants' responses and asking if the descriptions were accurate, fair,
and representative. After the interviews, participants received detailed information about
the data gathered. By reviewing the information collected, participants had the
opportunity to view their thematically transcribed interview and decide if what they had
stated was accurate, fair, and representative. No participants requested that any changes
be made. It is important to note that I taught each of these participants. I developed close
connections with many of the participants involved in this study, and I therefore had an
authentic and genuine concern for their wellbeing. I wanted to show nothing but dignity
and respect for each participant throughout this process. Most importantly, I wanted to

53

make visible their journeys and share their experiences with others in order to make a
difference.
This research will provide more understanding about marginalized students' ideas
and experiences in post-secondary education. By understanding more about the school
and non-school related factors that lead to success and withdrawal, post-secondary
institutions will be able to establish new approaches to orientation, instruction, and
retention. Contexts change from one time to another and one place to another. The
researcher cannot specify the external validity of an inquiry; however, it is the
researcher's responsibility to provide thorough description to enable someone to decide if
the information can be possibly transferred to another situation (Lincoln, 1985). This
provides the database that makes transferability judgments possible on the part of
potential appliers (Lincoln, 1985). To satisfy the dependability of the inquiry, an external
audit was mandatory for the completion of this thesis, and it was conducted by an
independent and experienced committee (Lincoln, 1985). Furthermore, the confirmability
will be fulfilled through proper maintenance of data records throughout the duration of
the research.
Limitations
Creswell (2012) defines limitations as "potential weaknesses or problems with the
study identified by the researcher" (p. 199). Limitations are important to identify,
considering they often relate to errors in measurement and other factors related to data
collection and analysis (Creswell, 2012). This study offers a greater understanding of
many aspects related to marginalized college students. The findings are generalizable to
other similar populations, considering school and non-school related factors that
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contribute to persistence or withdrawal are shared by many individuals at colleges around
the world. With that being stated, it is important to consider that replication of this study
in other colleges may be difficult. The scope of the study was limited to 11 marginalized
college youth who had participated in a one-year developmental program. All participants
came from an urban college campus in Atlantic Canada and shared their lived
experiences and perceptions of the issues related to the study. Also, I was a core
instructor within the CBP and had taught the participants during their time in the
program. I had developed relationships with each participant prior to conducting the
interviews and was therefore able to create a level of openness and comfort that inspired
honesty and encouraged participants to share their experience and perceptions. The
relationship that existed between the participants and me as the researcher may not be
easily replicated by an external researcher. The information derived may or may not
apply to other marginalized college students at other locations. The amount of time and
resources available to collect data and the power dynamics related to conducting life
history interviews with past students pose limitations to the study. There were also
difficulties regarding access and availability of participants who met the criteria for this
study.
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Results
Before presenting the social processes and pathways of the participants within this
study, it is important to identify the major pillars that will form the results section. Three
areas are discussed separately. I begin by explaining my standpoint. Within this section, I
discuss my background with these participants and within the CBP, the reasons I decided
to complete research in this area, and the main outcomes. I then provide detailed
information regarding the CBP, including curriculum, courses, policies, and program
structure. Finally, I provide a visual narrative of each participant and a thematic analysis
of my findings from the interviews. These three areas help to form an understanding of
the salient elements within this research and within the results. As Figure 1 on page 42
indicates, each component is integral in understanding and examining the findings and
themes within this research, as well as in creating a context related to the CBP, the
participants, and myself as the researcher.
Researcher's Standpoint
This study aimed to discover how marginalized students describe the social,
emotional, and educational experiences that led them to college; the experiences they had
in college; as well as what differentiated those who persisted with their studies from those
who did not. As a primary instructor of the program since its inception, I need to
understand the students who enroll. To understand the intention and purpose of this
research, it is important to understand my experiences within the CBP and my
experiences throughout the research process.
Many of the students in the CBP come from marginalized backgrounds. For the
purposes of this study, marginalized backgrounds refers to low academic preparedness;
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learning disabilities; first-generation post-secondary status; low socio-economic status;
and challenging school and non-school related factors resulting from social, emotional,
and academic experiences. Before teaching in the CBP, my experience in the classroom
was limited and my experience teaching marginalized youth was almost nonexistent.
Before meeting the CBP cohort during my first year of teaching, I had a vision of the
students I was about to teach. I assumed students would think and act as I had thought
and acted when I was a post-secondary student. I would come to class, and I would come
prepared. I would submit my work on time. I would participate and try to follow class
policies. This behaviour seemed generally normal amongst the students in my classes
before and during my post-secondary education. Why should these students act or behave
differently? To behave in the aforementioned way yields greater success and allows
students to move forward. The CBP was created to support students to build on essential
skills, explore career options, or offer an alternative if they did not meet the minimum
qualifications for their first program of choice. Working hard, coming to class, and
completing the course work would benefit these students in several ways and allow them
to meet their goals. It seemed that, given the choice, students would make decisions
regarding their education that would move them toward their goals. My personal
background and experiences were much different from the students in the CBP. In
essence, I was not a marginalized learner, nor do I recall working with marginalized peers
during my time as a public school student. This made it difficult to connect with and
understand the students I was teaching in the CBP.
Although my expectations for some students were accurate, most of the CBP
cohort did not fit the nice portrait I had constructed in my head. The risk factors students
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faced were extensive and varied. Within the classroom, several challenges soon became
obvious. Some of the challenges included learning disabilities, struggles to meet
academic outcomes, attendance issues, lack of ability to work with others, classroom
disruption, and lack of engagement. As I began to speak with the students and connect
with them on a personal level, it became apparent many students were not only struggling
to meet the program requirements, but some had several problems outside the CBP.
These problems affected students on several levels. From my observations and
conversations with students, it was clear many were struggling emotionally, socially,
financially, mentally, or physically. As the years progressed, the class composition within
the CBP generally remained similar, with most students coming from the margins of the
public school system with a great deal of overlap in terms of the challenges they faced.
The difference between my expectations of students within the CBP and the
reality is not difficult to understand. Being a white, privileged, middle-class male gave
me a different perspective of a college classroom. When my expectations and reality did
not align, I referred to the literature. I read books and articles on classroom management,
assessment techniques, instructional strategies, and engagement. I sought advice from
educators who had more experience in the areas I felt I was lacking. This process allowed
me to move forward as an instructor and make progress with the students of the CBP;
however, the greatest issue had not been answered or resolved. What I could not
understand was why some students were willing to turn their goals into action and others
were not.

.

The students, as previously mentioned, were different from each other and
myself; however, there were some str9ng similarities. Students generally wanted a better
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future for themselves. Many had goals and expectations and wanted things that most
people seek: a good job, a family, a house, a stable life, and most importantly, personal
progress. Each year, there were students willing to work and make changes and transform
themselves to increase their chances of success. Other students, although seemingly just
as eager to change their lives, could not transfer their thoughts into action. These students
had dreams and goals and positive expectations, but they disengaged, detached, and
withdrew from classes and the CBP. It did not make sense to me. I wanted to understand
more about the students I had taught and comprehend how and why they made these lifechanging decisions that positively or negatively impacted their futures. Through my
research and conversations, I had gained perspectives from researchers and teachers, but I
wanted an understanding of persistence and early leaving from a student's standpoint. I
wanted to hear and understand the lived experiences of some of my former students to
gain insight into their pathways and how and why they made their decisions along the
way.
In total, I conducted 11 in-depth interviews in an unoccupied classroom at a
college in Atlantic Canada. As indicated in the methodology section, the sampling
rationale followed one of maximum variation. Several potential participants were phoned,
e-mailed, or sent messages via Facebook. Several ignored the request to further discuss
the study and others, where contact was made, agreed to meet, however, did not arrive at
the agreed time or location. The 11 participants who agreed, and were successfully
interviewed, varied in characteristics and life experiences. In this way, the range of voices
was more reflective of a CBP sample. A few consistencies were present in all
participants. With the exception of one individual, each participant had demonstrated
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strong attendance during the CBP. Students who were generally more committed to
coming to class were also more committed to coming to the interview. Also, all of the 11
participants demonstrated a supportive and agreeable nature. I attempted to find
participants whose attendance during the CBP had been weaker, or those who had chosen
to leave the program; however, after attempting to contact several individuals multiple
times and receiving no response, the list of possible participants was exhausted and others
needed to be contacted.

It was disappointing I could not interview more students who had left the
program. This would have provided a broader understanding of the issues of
disengagement of young adults within the CBP. However, after listening to the students
who agreed to share their stories, it became apparent they had much to offer. The actions,
decisions and behaviour students demonstrate towards school often relates to prior
experiences in or outside the classroom. Understanding more about school and nonschool related factors in a student's life is essential to a more in-depth understanding of
persistence, withdrawal, and success. It also shows that these terms are often defined by
each individual. As this research demonstrates, each individual has his/her own pathway.
This path can move forward, sideways, or backward depending on situations and factors
that are present during different times of life. Persistence in education is not a linear
progression for all students, and success is defined differently depending on each
individual's intended goal.
This study focused on the voices and stories of students within the CBP. Many
struggled at the individual, family, and school levels. Despite these difficulties, these
students graduated high school, enrolled in the CBP, and were attempting to construct a
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future for themselves. At the time of this study, some participants have already completed
their post-secondary education, some are in the process of completing a post-secondary
program, and others are still trying to determine what they want to do. Many showed
resiliency at many stages of their lives, and their stories offer knowledge that allows us to
become more well-informed and to build more effective interventions and strategies to
move more students to their full potential.
The College Bridging Program
The CBP was developed and offered within the college, a small urban college in
Atlantic Canada. The CBP is an eight-month program. The program offers ten courses,
five courses each academic semester. All of the courses are college level. Eight of the
courses are core courses, while students have the option of choosing two electives (one
each semester). The eight core courses are subjects related to the following areas: literacy
and research, career exploration, English grammar, English writing, computer skills,
mathematical literacy, interpersonal communications, and personal and professional
development. Students choose two electives from a suite of other programs around the
college. Students who want to enroll in a college program the year following the CBP
have the option of taking an elective within that program to determine if it is of interest.
The program began in 2009. Students from the first three years were asked to
participate in this research to determine their experiences before, during, and after the
program. Although the main curriculum and vision of the program has remained intact
through the first three school years, there have been some changes. The program has
moved from afternoon and evening classes to morning and afternoon classes. Each year,
the range of electives, class sizes, classroom locations, and instructors and mentors
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changed. It is important to take these changes into account when interpreting how
students experienced the program.
The CBP was designed to expose students to college-level curriculum and support
them in narrowing down or gaining access to other more career specific college or
university programs. The program generally targeted three groups of students; each group
is not mutually exclusive. Some students were not academically qualified to attend other
programs (meaning they may not meet the minimum qualifications), or they had applied
and were not accepted. These students were generally referred to the program by the
admissions department. Some students enter the CBP because they wanted to develop
their skills and abilities. Within this category, students typically emolled to build skills in
the following areas: study skills, academic skills, time management skills, and social and
emotional skills. Many were trying to build a greater self-esteem or self-concept. This
category also related to students who had joined the CBP with the intention to experiment
with college life and the independence that came with it. The third and final category
related to students who came to the CBP because they wanted more guidance and time to
determine what to do as a career. The program focused on individual growth and
development within a post-secondary environment.
Emollment in the CBP varied, but it typically fell between 30 to 40 students. Most
"core courses within the CBP were scheduled at two different times throughout the day to
allow for a smaller student-teacher ratio. Although many aspects of the program
remained constant, the CBP adapted and changed from one year to the next to adjust to
student wants and needs and the college environment. Students who wished to graduate
from the program and obtain a certificate of completion needed to pass all 10 courses.
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The outcomes and competencies within the eight core courses were designed to
provide students with the skills necessary to be more successful in a college environment.
During the period of this study, the curriculum for the core courses generally remained
consistent, with the exception of the addition or removal of a few course outcomes and
competencies. The applied math course teaches math concepts, such as addition,
subtraction, division, multiplication, fractions, percentages, equations, and measurement.
The students who were strong in math and graduated high school with academic math
courses found this class quite basic. Other students who struggled with numeracy since
elementary school found the concepts difficult and the pace too fast. The math course
provided a wide overview of concepts; however, students tended to fall into two
categories: students who knew the information and were, therefore, less engaged, and
students who had several gaps in their numeracy skills and, therefore, struggled to keep
up or fill those gaps.
In regards to literacy, students completed a diagnostic reading assessment. The
test assessed reading ability and comprehension. Similar to the challenges with
numeracy, several students did well on these assessments, while others received low
scores. Some of the students' scores in literacy and numeracy were so low that a one-year
developmental program would not provide enough time or resources to bring them up to
the expected level. With gaps and deficits so substantial from their journey through
school, the circle of marginalization sometimes continued.
While the eight core courses within the CBP were designed and focused on
developing college level academic skills, students chose their two remaining courses
from a variety of electives offered in several other programs within the college or from
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courses offered at the local university. Electives needed to fit within the student's
schedule, which could sometimes lead to students unable to attend a class due to
scheduling conflicts. There had been cases when a student's elective overlaped with a
core course and he/she still enrolled; however, this was not the norm, and because the
CBP delivered most of its courses twice, students in this situation could generally take
the missed class at another time. The number and range of electives changed each year,
though there was a certain consistency. The available elective courses required no
prerequisites and were typically entry-level classes for other college programs.
,•
The college was largely a program-based learning institution, meaning that
cohorts were formed and students moved with their cohort through the program.
Programs generally had flexibility regarding course delivery and timing, meaning some
courses were designed to last the full semester, while others could be more intensive classes could meet for longer periods of time for a much shorter duration. Upon enrolling
in the CBP, students were unaware what elective courses would fit their schedules, and
therefore might not be able to take the electives they wished to take. Also, there was
typically a cap on the number of CBP students who could attend certain electives, which
posed another barrier to choosing electives that were popular. As expected, various
college programs had been open and collaborative in this process, while other programs
were difficult to work with. Given that many participants indicated they enrolled in the
CBP to determine what they wanted to do, the elective options provided choices for
students that helped them make future decisions.
In exchange for one of the elective courses, students could choose to take an adult
education course. In this case, students took or upgraded courses from high school. This
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was advantageous, considering students could take the CBP and still upgrade courses or
complete required courses for programs they intended to pursue the following year. In
some instances, students within the CBP decided they were interested in a program only
to find out they did not have the minimum qualifications. Consider a student interested in
applying for a program requiring Grade 12 academic math. This was a substantial setback
if the student had only taken general math courses. To meet the qualifications, the student
would need to enroll in adult education and take academic math for Grade 10, 11, and 12.
When students chose to leave the academic stream or were told to leave the academic
stream at the secondary level, doors closed at the post-secondary level. With the only
option being to upgrade several courses, many students felt overwhelmed -

especially

when it was a subject area where they lacked confidence. Many decided to move in
another direction or detached from the process of thinking about their future altogether.
During this study, the assessment weighing for the courses was based on the
instructor's discretion, and changes were made from one year to the next in several
courses. Instructional resources grew as instructors had the opportunity to create new
resources and decide what worked with students. The program policies, although finetuned over the years, generally remained the same. The CBP had strict policies regarding
attendance, late submissions, plagiarism, late arrival, and professional classroom
behaviour. General progr policies can be found in Appendix D.
Unlike other programs within the college that were more career specific and designed
to attract students who wanted to train and work in a particular field, the CBP offered a
wider umbrella and attracted students for a variety of reasons. Considering the reasons for
students to enroll in the CBP could be very different, it was difficult to define one
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successful experience. Generally, one might assume a successful experience would entail
completing all of the courses within the CBP and transitioning to another more career
specific program and achieving success there. Over the years, students within the CBP
have come to define success depending on their intended goals. If the goal was to pass all
of the CBP courses and transition to another program, then that would be a success. For
students who entered the CBP to gain more skills, completing some or all of the CBP
courses might be the major goal and transitioning to another program was not an
immediate consideration. Some students passed some or all of the CBP courses and
realized they prefered to enter the workforce rather than transition to another program.
Other students realized they needed to upgrade certain subjects and decided to enroll in
adult education courses with some CBP courses. Persistence and success were very
different depending on each individual and his/her goals. Although all 10 CBP courses
worked together to create a program that provided students with a set of skills and
experiences to support them in the future, many students had ultimately redefined the
program by tailoring it to their own needs and wants. The pathways for students were,
therefore, different and wide ranging.
During the period of this study, the staff dynamic changed from year to year.
During the first and second year of the program, instructors were hired with part-time
hours, and all of the instructors had additional jobs outside of the CBP. Classes were
scheduled in the late afternoon, partly to accommodate instructors' work schedules.
During the first three years, four mentors and the program supervisor were available to
support students during the day. Instructors would often need to schedule times to
provide extra support for students, considering there were not many office hours. During
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the third year, two full-time instructors were hired and were available to meet and assist
students outside of scheduled classes. During the third year, the mentors' schedules
remained the same. The instructors delivered the curriculum, planned the lessons,
assessed the students, and managed the classes. Mentors provided additional supports to
students, both in and outside of the class. Although the mentors largely supported
students academically, they also supported students with social or emotional challenges,
or problems at home. Students were often assigned to a mentor, and that mentor would
follow the students' progress by reviewing their grades and communicating with CBP
and elective instructors. Meetings with mentors were optional, and some students used
this resource more than others. Meetings were sometimes scheduled with mentors but
were often informal. With a variety of support and teaching staff, students often were
able to connect with one or more staff members. The core courses within the CBP
typically had class sizes of 15 to 20 students. The smaller class sizes allowed for greater
interaction and support.
During the first two years of the program, students took CBP core classes from
2:30 p.m. to 6:00 p.m. Classes were scheduled at this time since CBP instructors had
other jobs; this schedule also left mornings available for students to take electives. During
the third year, both CBP core courses and elective courses were scheduled during the
regular school day, typically from 9:00 a.m. to 4:00 p.m. Group work and discussions
were two heavily used instructional strategies within the CBP. From the first day of the
program, students interacted heavily with others. The first week of classes was generally
open for orientation. Students introduced themselves, engaged in icebreakers, and learned
about the program and the college. One day was organized as an orientation celebration,
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where students were given orientation packages with items such as a college t-shirt,
pencils, and a book bag. There was also food available and a variety of activities for
students to take part in.

Participant Interviews
This information provides a better understanding of educational, social, and
emotional experiences marginalized students face and techniques to support retention.
Former students from the CBP were interviewed, and participants discussed their
educational journey before coming to the CBP, their experience during the CBP, and
their experience after the program. Socio-demographic data was also collected by using a
demographic worksheet for all participants. Both the interview and demographic
worksheet provided data on ways in which young adults transition from the public school
system through the post-secondary system. The interviews provided information related
to social, emotional, academic, and procedural aspects of transition to a one year postsecondary program. It was therefore necessary to see where students came from to
understand the decisions they made when attending a post-secondary institution.

Participant Description
As indicated in the methodology section, the sampling rationale followed one of
maximum variation. Several potential participants were phoned, e-mailed, or sent
messages via Facebook. Several ignored the request to further discuss the study and
others agreed to meet but did not arrive at the agreed upon time or location. The 11
participants who agreed to be interviewed varied in characteristics and life experiences.
In this way, the range of voices was more varied and more reflective of a CBP sample.
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Nearly 73% of the sample were male (n=8) and 27% female (n=3). Most
participants were raised or spent a significant amount of their childhood growing up in
rural communities. Some individuals stayed in the same family residence their whole
lives; however, many participants experienced several family relocations. All of the
interviews and demographic worksheets were conducted in English. All participants
attended English schools in Canada. One participant graduated from high school in a non
English speaking country, but moved to Canada and enrolled in an English high school to
improve his English language skills. All participants fell between the ages of 19 to 24 at
the time of the interview. The participants were chosen from the first three years the CBP
ran: 2009-2010, 2010-2011, 2011-2012. The interviews took place during the spring of
2013.

Visual Transitional Narratives
To understand the results of the study, profile narratives were created of each
participant, based on the information provided during the interview and on the
demographic worksheet. The following profile narratives used the voices of the
participants to describe how they experienced life during public school, during the CBP,
and after the CBP. The experiences identify changes participants experienced and some
of the struggles they faced. The profiles provided an indication of the complexity of their
lives. They also speak to the strength of character and resilient nature the participants
demonstrated throughout their journeys. This resiliency enabled them to persevere in
spite of challenges and barriers.
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George's Visual
Transitional Narrative

Post College Bridging Program: Took a
vear off to upgrade courses needed for the
' program he was interested in taking;
applied and was accepted in the program:
no job while attending program and 1iv.ed .at
home: successful with most courses w1th111
the program; struggled with depression and
schizophrenia; attempted suicide; stmted
taking prescription medication to help with
the voices in his head; retook the courses
he did not complete to finish the program.

Pu ic School: Moved five times; parents
experienced bad divorce; mother remarried;
no contact with biological father; spent most
of his childhood living in a small rural town;
SES was below middle class; the second
youngest of four children; mother is ~ery.
protective; school was a struggle; bullied 111
elementary; experienced difficulty being
accepted by peers; struggled socially and
academically; attempted suicide in Grade 9;
diagnosed with schizophrenia in Grade 1l;
diagnosed with depression in Grade 11;
enrolled in general stream; repeated four
high school courses; did not skip class;
became involved in student union.

College Bridging Program: Transitioned directly
from high school to CBP; unsure ofwha~ he wante~ to
do; convinced to enroll in CBP by a friend and his
mother; no job while attending CBP; lived at home;
experiericed some problems with depre.ssion;
schizophrenia did not create problems durmg CBP;
enjoyed most courses; not inte~ested in mat~ and
English courses; unsuccessful with first elective but
opted to take another; socialized well with students and
staff; had the goal to be successful and socialized with
other students with similar goals; felt he was treated
fairly; described expectations of staff as being fair;
completed all 10 courses successfully; met program
graduation requirements; felt satisfied and empowered
at the end of the program.
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Jack's Visual
Transitional Narrative

Public School: Born in the Middle East; moved
with his family to three different countries across
three different continents; oldest of five children;
parents have a strong marriage; completed high
Post College Bridging Program:
school in former country of residence; moved to
Transitioned directlv into another
Canada; all family members knew little English
program; successfully. completed first
upon arrival; lives in urban area; enrolled in high
year of a two-year program; seems
school to learn English; parents have postconfident he will graduate; continues to
secondary education; parents are unable to use
work and live at home.
their education in Canada; SES is below middle
class; transition to Canada was difficult; struggled
with bullying at high school based on his colour
and religion; parents did not support him in school;
developed some friendships; played some sports
_.~-----1o,..---.:.c~_asually; did not drink or use drugs.

College Bridging Program: Transitioned from high school English
courses to CBP; could not decide what program to take; felt the CBP
would help him decide what he wanted to do and help his English
skills; lived at home throughout the CBP; worked 20-30 hours a week
to pay bills; did not have time for sports or recreation; drank alcohol
occasionally; felt program expectations were fair; enjoyed the
courses; struggled to follow some of the content due to his English
ability; attendance was strong; was able to make friends in and outside
of the program; developed good rapport with CBP staff; sometimes
felt different than other students based on his race and language; felt
the CBP and the college was a safe place to learn; believed he showed
a lot of growth over the year; did not graduate from the program; was
successful with nine courses.
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Mike's Visual
Transitional Narrative

Public School: Born in Canada; one younger
sister; parents separated when he was young;
moved approximately 16 times and changed
schools several times; parents have college
Post College Bridging Program:
education; father has not worked for several years
Took a year off after the program to
and has been on government assistance; describes
work and determine what he wanted to
SES as middle class; lived with his mother for his
do; struggled to find a job due to his
early childhood; describes mother's parenting
lack of experience; attempting to apply
style as passive; few routines or rituals; mother
threatened to send him to foster care, and then he
for another college program.
moved in with his grandparents; was
unsuccessful with four courses in high school and
transferred to the general stream where he was
_ _ _ _-6_ _ _ _ _ __:-successful; rarely skipped classes.

College Bridging Program: Transitioned from high school to
the CBP; was not sure what he wanted to do; interested in
continuing his education and did not want to take a year off;
grandparents paid for CBP expenses; did not have a job while in
the program; lived with his grandparents throughout the program;
enjoyed the courses; felt one course was redundant; attendance
was strong; really enjoyed the electives; socialized with friends
from high school; CBP peers were more like acquaintances;
involved with music; developed a positive relationship with CBP
staff and students; felt comfortable and safe within the CBP; took
the program seriously; successfully completed the CBP.
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Post College Bridging Program: tried to find a job
for the remainder of the school vear: worked for a few
months; found another job that \~as ~ore suitable so he
switched positions; the following academic year he
enrolled in another college program; persisted to the
end but did not complete the program; struggled with
the assessments; felt that he did not receive enough
support; cu1Tently trying to decide ifhe will return to
the program, work, or enter another program.

Public School: Born in Canada; has two older
brothers; lived in the same place his whole life;
lives in a rural area; Jeffs father has his high
school diploma and his mother has a university
degree; describes SES as middle class; close with
all family members; parents are man-ied;
describes parenting strategy as passive; not many
routines or rituals growing up; disliked the book
work involved with school; struggled
academically during high school; had some close
peers throughout public school; peers sometimes
influenced him negatively; enrolled in both
academic and general courses; unsuccessful with
two courses but did not repeat.

College Bridging Program: Transitioned from high school to
the CBP; his mother pushed him to enroll in the CBP; he was
unsure about what he wanted to do; during the CBP he lived with
his parents and did not have a job; tuition and other expenses
were paid by his grandparents; chose to leave the program after
approximately two months; did not enjoy the electives nor the
core courses; felt it helped him decide what he did not want to do;
during his time in the CBP he interacted well with staff and peers;
felt he was treated fairly; felt like the program was more of a
chore; has never enjoyed the academic side of learning.
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Jerry's Visual
Transitional Narrative

Post College Bridging Program: He
transitioned to another program within
the college; successfully completed the
program one year later; he is currently
working.

Public School: Born in Canada; parents split up when he
was a child; mother married his current step-father when he
was two; five siblings; all siblings are step-siblings, with
the exception of his oldest brother; his mother has some
university education and his step-father completed high
school; SES is middle class; biological father passed away
when he was eight, he did not know if his death was
suicide or murder; detached after his father died; developed
a close relationship with his mother; he felt that his stepfather favoured his biological children; his oldest brother
was a drug addict; the family moved from a large urban
area to a rural community for a more positive environment;
experienced being bullied in his early years at school and
being the bully in later years; struggled fitting in at school;
enrolled in both academic and general courses; he
occasionally skipped classes; he was w1successful with two
~
courses, repeated them and was then successful.

_______ ______
.._

College Bridging Program: Transitioned from high school to the CBP; his
high school guidance counsellor informed him of the CBP; did not want to
take a year off; did not know what he wanted to do; felt the CBP would be an
easy program; wanted to be the first sibling to attend post-secondary; his
parents provided him with tuition funds; worked while in the CBP; he
originally moved out of his parents' house to an apartment near the college,
but was forced to move back home after financial and roommate issues;
agreed with program policies; felt more electives should be available;
electives were not beneficial; he enjoyed core CBP courses; rarely missed
classes; was able to interact positively with CBP peers and staff; felt there
was a shift in the way he acted and behaved with education; submitted his
work on time; passed all courses and maintained a high average.
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Les' Visual Transitional
Narrative

Post College Bridging Program: While in the
CBP, he applied for another college program but
was not accepted; decided to take the year off and
work; thought he would save money to pay off his
debt from the CBP and pay for his next program; he
has been out of the CBP for three years; he planned
to go back to school each year, but it did not
happ~n; each year he was still unsure about what
program to attend; has been working as a cook and
has found a passion for cooking; recently given the
oppo1tunity to join an apprentice program to work
toward becoming a red seal chef.

Public School: Born in Canada; one younger sister
and one older brother; lived in a large city with high
crime rate until he was 13; moved to a rural area in
another province; parents are married; mother has
some college education and father received his high
school diploma; indicated his SES was middle cl~ss,
strong relationship with his family; parents had ~1gh
expectations, but he does not feel they were stnct;
identified as a student with special needs in Grade 3;
diagnosed as having a sequencing problem, which
makes it difficult for him to read; received supports
for his learning disability, which helped a great deal;
entered the general stream in high school; did not
skip classes; was unsuccessful with one course in
high school; did not drink or do drugs; had a ~trong
peer group from high school; struggled with
establishing goals.

College Bridging Program: Transitio~ed from high
school to the CBP; parents encouraged him to enroll; he
was unsure about what he wanted to do, but did not want
to take a year off school; lived at home; did not have a
job; paid his tuition with a student loan; felt program
policies were fair; enjoyed the classes; attendance was
strong; believed the CBP was a safe place to learn;
socialized with peers from outside of the CBP; able to
interact well with CBP staff and students; did not drink or
do drugs; felt that he was treated fairly; completed the
program.
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Aria's Visual
Transitional Narrative

Public School: Born in Canada; moved often and
changed schools often; most moves were related to her
Post College Bridging Program: Enrolled in
parents splitting up; her parents separated and reunited
another college program the following year; she
several times; Aria's mother received a college diploma
dropped the prob>rnm soon after it had begun; felt
and her father is a carpenter; SES is middle class; never
overwhelmed and was dealing with many personal
had a strong relationship with her mother; caught her
and familv issues: wanted to move out of her
mother having an affair with her father's best friend; has
mother's hou~e, but C~)U)d not afford to move out and
a strong relationship with her father; her father is a
go to school; felt the course work was too difficult
recovering alcoholic and struggled with alcoholism
a'fid did not feel like she belonged; moved out of her
during her childhood; keeping friends was difficult
mother's house and worked full-time: she is now
because she moved around so much; began school in
living with her mother again and has enrolled in the
French immersion and midway through the second grade
program again.
was placed back in the Grade I English program; she
was successful with all high school courses but two;
completed high school in the academic stream; identified
in Grade 11 as having a learning disability; difficulty
rocessing words and numbers; always struggled with
math and English.
College Bridging Program: Unsure about what she
wanted to do; thought CBP would help her make a decision
on a career; developed strong goals when she entered the
program; graduation meant a great deal; worked
approximately 15 hours per week while attending the CBP;
lived with her mother; she did not get along with her
mother, but her mother's house had better living
arrangements; was greatly supported by CBP mentors;
diagnosed with anxiety and depression during the program;
socialized well with students from the CBP; some peers
within the CBP began to bully her; she felt like an outcast at
times; developed strong relationships with CBP staff and
counselling services at the college; grades were much
higher in the CBP than high school; completed the CBP
program.
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Molly's Visual
Transitional Narrative

Public School: Grew up in a rural area; she has two older
sisters and an older brother; her parents are married; her mother
has her GED and her father graduated with a college diploma;
Post College Bridging Program:
identifies SES as lower income; describes childhood as being
Accepted into another college program
difficult; was sexually assaulted by her brother-in-law; took
and was planning on trnnsitioning to the
drugs
and had conflicts at school after the abuse occurred; her
program until she discovered she was
relationship with her parents was not positive; had difficulties
pregnant; decided to withdraw from the
maintaining a normal school routine; was kicked out of one
program to stay home with her baby for
school for smoking, drinking, and vandalism; was
a year; planning on enrolling in the
homeschooled
for a period of time and withdrew completely
program in the future; she is eager to
for
some
time;
able to obtain her high school diploma by
continue her education.
getting a mixture of credits from a variety of different
educational institutions; unsuccessful with four courses, but
repeated them all and was able to pass; mentions she skipped
often when she struggled with personal issues; she was in
academic and general courses; struggled academically
throughout her education; her mother would support her at
--~------------...Jlh~o~me with homework at times.

College Bridging Program:
Mother informed her of the CBP; set high goals for herselfregarding
completing and doing well in the program; interested in building on some
essential skills; due to finances she was forced to move a lot while attending
the CBP; received most of her funds from student loans; did not have a job; felt
the courses were interesting; found out she was pregnant midway through the
school year; her attendance was strong throughout the whole year; decided to
take her brother-in-law to court; she felt by doing this her family turned against
her; she didn't speak to several family members throughout the year; within the
CBP she interacted well with staff and students; diagnosed with a learning
disability that makes it difficult for her to process words; successfully passed
all I 0 courses and graduated from the CBP.
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Sara's Visual
Transitional Narrative

Post College Bridging Program:
Transitioned to another program after taking
the CBP; she has completed that program and
is cutTently working.

Public School: Born and raised in a small rural community; she
is the youngest of four children; has three older brothers; her
mother received her GED and completed a college program when
she was young; her father was educated in the trades and
commutes to western Canada for work; parents are married;
identified family's SES as middle class; significant difference in
age between her brothers and herself; not very close with her
siblings, especially the oldest two; she does not speak to them; she
indicated that "they kinda got into bad stuff'; developed a close
relationship with her mother; her father was gone for large periods
of time throughout the year for work and, therefore, her bond with
her father is not very strong; tried hard to please her parents; did
well in school, but began to dislike high school; was not motivated
and did not enjoy the cmTiculum or teaching strategies; skipped
more classes as she moved toward her Grade 12 year; stayed in the
academic stream; felt disengaged from school.

College Bridging Program: Originally accepted into another college
program; decided to withdraw and take the year off; she did not have the
finances and she was not sure ifthat program was something she really
wanted; worked for the year and then decided to come to the CBP; thought
the program may help her decide what to do for a career; had strong goals for
herself; the first child in her family to go to post-secondary; very motivated;
received a student loan to pay for her tuition; worked approximately 25 hours
a week; attendance was strong throughout the whole program; enjoyed all the
courses; interacted well with the CBP instructors; socialized with other CBP
students who had the same goals and expectations; felt like she changed
during the CBP and became a better student: successfully completed the CBP.
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Wayne's Visual
Transitional Narrative

Post College Bridging Program: After
the CBP, he did not enroll in another
program; thinking about going to
university. but he has made no attempt to
research the program he is interested in; his
financial situation greatly impacts his
decision to continue with more education:
he is currently teaching himself some of the
skills he is interested in improving; living at
home.

Public School: Grew up in a rural area; lived in the same
house for his whole childhood; parents are married and he has
two older sisters; his mother has a high school diploma and
his father has a college diploma; feels his SES is below
middle class; he has a strong relationship with all family
members; mentions he was very introverted as a child; he
said he was bullied during elementary school; struggled with
subjects like math and writing; did not skip classes and was in
the general stream; unsuccessful with one course in high
school and chose not to repeat it; diagnosed with Asperger's
when he was in Grade 12; did not have many close friends
during public school and was not involved in many
extracurricular activities.

College Bridging Program: Wanted to continue his education,
but he was unsure about what he wanted to do; he chose the CBP
primarily to grow and develop; he moved in with his sister to be
closer to the college; did not have a job; enjoyed most of the
courses within the CBP; disliked going to electives and felt out of
place; interacted well with the CBP staff; communicated with
some CBP students but did not take part in anything outside of
classes; did not successfully complete all 10 courses and, therefore,
did not graduate from the CBP.
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Tony's Visual
Transitional Narrative

Post College Bridging Program: The year after
the CBP, he transitioned to another college
program; acknowledges the program was a
struggle from the beginning; felt it was fast-paced
and intense; he did not have the background; feels
he was accepted to the program without the
minimum qualifications: acknowledges not doing
enough research into the program; instructors,
student support, and grandparents suggested that
he drop the program; was also having difficulties
financially, which was another reason he left the
program: intends to return to school to obtain a
college diploma; planning on enrolling in another
pro~rram in the future; currently working.

Public School: Grew up in rural area; has three younger halfbrothers; parents were never married and split up shortly after he
was born; parents were teenagers when he was born; his
grandparents became his legal guardians; parents completed high
school, as did his grandfather; he believes his grandmother
completed Grade l O; believes his family's SES is middle class;
rarely saw mother or father during his childhood; mother entered
new relationships and had his half-brothers when he was young;
close with his three half-brothers; described his home life as
positive; his family had regular routines and rituals; disliked school
from Grade 1 to Grade 8; felt he was treated differently; he was
brought out of the classroom and his work was modified; he was
diagnosed with ADHD and put on medication in Grade 8; was then
more attentive and co-operative, and able to do the grade level
curriculwn; diagnosed with anxiety and depression; he feels this was
related to his relationship with his mother and father; was in the
academic stream; did not skip classes and was only unsuccessful
with one course, which he repeated and passed.

College Bridging Program: Was a first-generation college student; decided
to enroll in the CBP because he did not know what he wanted to do; did not
set any goals for himself; able to improve some essential skills; felt he learned
a lot and found the courses interesting; he struggled with his depression and
anxiety during some periods of the program and felt that this impacted his
grades; developed some friendships with some CBP peers; he also interacted
well with instructors; moved from his grandparents' house to his uncle's
house, which was closer to the college; he went home most weekends; he did
not have a job during the school year; did not receive all his credits from the
program and, therefore, did not graduate.
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Themes
The results from this study produced three major categories of discussion: risk
situations, protective factors, and themes of change, transition, and transformation.
Although each participant's experiences were unique, some patterns emerged. The
themes are not static or separate, nor should they be understood as independent entities
without connection to one another. "Young people in transition have lives that are
multilayered and complex" (Tilleczek, 2008, p. 171). Likewise, the themes raised in the
interviews were often overlapping and interconnected. Considering these experiences are
complex and intertwining, some quotations speak simultaneously about more than one
theme, as this is the way participants described their experiences (Tilleczek, 2008).
Participants varied in the level of detail they provided for each question throughout the
interview process. Some participants were very open, while others remained reserved on
several topics. The level of detail provided by participants in this study is largely based
on their level of disclosure. This analysis aims to represent all participants' experiences,
attitudes, beliefs, feelings, and behaviours accurately. To be sure the analysis of
participants accurately reflected their statements, each interviewee received a copy of the
thematic transcription, the interview analysis, and the interviewer's field notes.
Participants were asked to read the information and make changes where their
experiences, attitudes, beliefs, feelings, or behaviours were misrepresented, misconstrued,
or misunderstood.
The participants' stories are viewed as true pictures ofreality and thus able to
generate plausible accounts of their worlds. The stories are more than just descriptions of
the contexts in which participants exist; the stories represent complex interpretations of
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their situations, which were mediated by particular social, economic, cultural, emotional,
and political structures (James & Taylor, 2008). As James and Taylor (2008) indicate,
"The stories of these students reflect change, growth, contradiction, tension, and conflict
that continually factored into their evolving experiences, aspirations, and goals" (p. 573).
Throughout the results, it was important that each participant's story was reported. It was
also important to interpret all of the participants' stories to reveal connections between
the emotional, psychological, sociological, cultural, and political dimensions of these
participants' experiences to reveal larger meanings (Patton, 2002). By reading through
each participant's journey, both protective factors and risk situations became apparent.
Protective factors can be described as individual or environmental characteristics that
offset or limit the impact of risk factors and promote resilience. Risk situations can be
described as individual or environmental characteristics associated with early school
leaving or withdrawal (Tilleczek, 2008). The data provides a detailed description of the
lived realities of participants and the ways in which risk and protective factors contribute
to an understanding of the complexity of persistence and withdrawal within a postsecondary environment.
Throughout the data, three main themes emerged as participants identified aspects
of their lives. These themes are 1) risk situations; 2) protective factors; and 3) transition
and change, transformation, and reflection. The stories identify that all participants faced
risk and protective factors. The data provides a description of the experiences of these
young people, and the ways in which risk and protective factors intertwined within their
lives (Tilleczek, 2008). During times of difficulty, many participants were able to
demonstrate resiliency and overcome challenges. The data depicts youth who are
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struggling with a variety of risk factors yet remain determined to transform and change
their lives and transition to the next stage.
Risk Situations

Self. All participants acknowledged there were several personal factors that
contributed to greater challenges within their lives. These challenges included attitudes,
mental health, emotions, choices, and stigmas. Using powerful language, George
described his battle with schizophrenia. "I was afraid to tell Mom. I was afraid to be put
in the loony bin or anything like that." After his diagnosis with schizophrenia in Grade
11, George began taking prescription drugs to alleviate his illness. When things were not
going well with his illness, George found day-to-day life difficult:
It would have been just voices in the back of my head, just little tiny voices. They

wouldn't come in waves; it would just always be there, and it would just be
mumbling or murmuring, gibberish from now and then, but occasionally there
would have been the word or two that slipped out that would be hurtful or painful
or bring me down.
George attempted suicide after he first started to hear the voices in his head, when he was
unaware he had schizophrenia.
George, Tony, and Aria all spoke about dealing with anxiety and/or depression.
These conditions seemed to be brought on by a high level of stress related to difficult
situations at school and at home. The severity of each participant's condition ranged from
moderate to severe. George was diagnosed with depression in high school, but he felt it
had been a problem for many years before his diagnosis. "The depression was always
there; I had always felt it, just I can trace that probably back to being bullied in
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elementary school. I was bullied quite a bit .... " George spoke about his depression as
being more serious when he was young. He said he was not struggling with it as much
during the CBP.
Tony was diagnosed with depression and anxiety when he was in the eighth
grade. He also felt he had struggled with these problems for a long time and that these
issues took their toll on his academics in public school and the CBP. "It affected my
grades, just because lack of confidence and self-doubt. Like, I thought I wasn't as good or
I couldn't do it kinda thing. I don't know why; it's just been there, as far as I can
remember, for my entire life." He attributed his illness to the relationship he had with his
parents. "Like, I guess I always -

as a young, like younger kid, because I didn't have

much contact with them- I thought maybe they didn't love me or something like that."
Tony's grandparents are his legal guardians, and they raised him. Tony said he felt like
he has experienced depression and anxiety throughout his entire life due to his family
situation:
Well I guess I felt, I might of felt different from the other kids, because I wasn't
raised by my biological parents, where as they were, and I would always be afraid
to answer questions and speak up because I always thought I was wrong or
something like that.
Tony said his situation sometimes created a lack of confidence. He said when the
symptoms of depression came on strong, he usually disengaged from school. "I just feel
self-doubt, lack of confidence kinda like, I isolate myself from others and I won't really
talk about anything." Tony indicated this affected his academic performance within the
CBP.
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Aria also struggled with anxiety and depression and issues with her family.
"Home wasn't the greatest; it had a lot of effect on me. I was diagnosed with anxiety and
depression around the middle of the year in the program." Aria's home life was difficult
since the time her parents separated. She was unable to get closure from her parents'
separation as they continued the process of reuniting for a short period of time and then
separating again.
Molly was the only participant who spoke about drugs and alcohol as a serious
challenge. Molly suggested her drug abuse was largely a coping method for the abuse she
experienced as a young girl. Molly was sexually assaulted by her brother-in-law. The
assaults started when she was 10. Molly indicated the abuse pushed her to take drugs:
I started smoking and drinking when I was 11, and then it, it just went to smoking
weed and hash, and it eventually got to like ecstasy and Ritalin, all that kinda,
pills and stuff like that. I did that. I quit when I was 15-and-a-half. I quit doing
pills and everything like that, and I did quit smoking weed and that stuff, but then
it was like every so often I'd do it.
The drugs helped Molly forget about the abuse she had suffered:
I was just all messed up from it, and I didn't want to go to school. I just wanted to
do drugs; like I wanted to forget everything. I just did the drugs and forgot about
the school. When I was 18, I took it to court, and it's done now.
When Molly was 18, she was enrolled in the CBP. Therefore, she fought this
court battle against her brother-in-law while going to college. She mentioned that she
wanted to take it to court when she was 15, but her family talked her out of it. She
explained that deciding to go to the police about the abuse she had suffered from her
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brother-in-law had a big impact on her family relationships. Her boyfriend was a big
factor in her decision to go to the authorities:
I didn't tell, until I met my boyfriend, because he could tell there was something
wrong with me, and no one stood behind me going to the cops. There's like no
support, like it was just, and he supported me with that, but my parents didn't, my
sister didn't, my whole family didn't, and then when I did, they all kinda turned
against me. I still don't talk to either of my sisters, my grandmother, my aunt, or
cousms.
The case went to trial, and Molly's brother-in-law was given a two-year sentence.
This further eroded her family relationships and caused her to be preoccupied in school:
Some days I was really distracted, but most of the time I tried, like, to put it aside
and just leaving it where it was, I guess, leaving it at home. But I was pretty
distracted; like, I thought about it pretty much all the time.
During the CBP, Molly also discovered she was pregnant with her boyfriend's child. "I
came to class, but it was hard 'cause I'd leave and get sick and come back, and I was
emotional. It was hard, but I did it, just pushed through it."
Family. Participants clearly had different family experiences that contributed to

the risk factors in their lives. Of the 11 participants, five came from families in which
their parents had separated or divorced. Most parental separations occurred when the
participants were quite young, before or during elementary school. George's parents
divorced when he was young. When asked if he saw his father after his parents were
divorced, George said, "No, hardly ever. Actually, it's been nearly 10 years since I last
saw him." Mike's mother left his father when Mike was young, and he and his younger
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sister moved away from their father and lived with their mother. Mike put it simply: "My
mom just got sick of living with him." Jerry's mother married his current step-father
when Jerry was two. When Jerry was growing up, he felt his step-father would "stick up
for his children" and his mother would "stick up for me." Aria said she never had a strong
relationship with her mother. "Mine and my mother's relationship wasn't ever good.
When I was in Grade 10, I caught her having an affair with my dad's best friend. That put
a lot of pressure on me and stress." Aria also said her father was an alcoholic. "My dad
was drinking all the time, and that's when I caught my mom with my dad's friend, and
then I'm the one that had to tell my dad, and after that, they split up and the house went
up for sale and it sold."
For two participants, their grandparents raised or significantly helped to raise them.
Including these two individuals, other participants mentioned living without one or both
of their parents or experiencing significant gaps when a parent was gone. Tony
mentioned that his mother and father were teenagers when they had him, and they used to
fight a great deal. Tony did not recall the fighting, but he was told the relationship
between his parents was not healthy. "I think they split up soon after I was born. That's
just what my grandparents told me anyways .... " Tony indicated the most significant
people who raised him were his grandparents. His grandparents are, in fact, his legal
guardians, and he rarely receives contact from his parents. Mike explained how he came
to live with his grandparents:
I was living in Halifax with my mom and my sister, and she was working at a
nursing home, and basically the stress of work was really getting to her. So, like,
she would work way late until the hours of the night and it just like, it was really
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hard on her and she was like, you know, like trying her best, like you know, like
making meals for us and still being a great parent, so like, and she has anxiety
problems too, so um, that really was like a lot of stress on her, and uh, basically
one day, um, yeah, she was just like having an like anxiety attack kinda thing. So
like, she was, like, really sensitive that day and it was like, I didn't really do
anything wrong necessarily. It was just like we were just there; it was like my
sister, her and me there, and like I don't know, there was some things that I didn't
know of, like her and her mom talking, so like my grandparent, my grandmother.
So I don't know; there was a conversation that they had. I don't really know like
what happened, but basically, um, she was like gonna, something, something
about a talk about like, she was gonna put me in a foster, like a foster home,
which I didn't believe anyway, like she wouldn't of done that like um, but yeah
then, so my grandmother called and she said me, they were on their way to pick
me up, and basically I just went and lived with them and I've been with them
since then. Which it really does feel like a long time (laughing).
Jerry's father passed away when he was eight years old. Jerry was unsure ifthe
cause of death was suicide or murder. He described the experience as being "the hardest
moment in my life." Jerry mentioned that after his father's death, "there was a couple of
years when I kinda detached." Jerry had been close with his father before he passed
away. Sara and her mother were often without her father while she was growing up, due
to her father's job and its location. "My dad works out west a lot, so it's mostly me and
my mom ... Whenever I was young he wasn't home a whole lot .... "
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When interviewing the participants for this study, it was clear many of them had
experienced one or many significant moves during their childhood and adolescence. The
reasons for moving were varied; however, most often they related to parental separation
or parents moving to a safer area. George moved several times when he was growing up,
largely because his parents divorced. "When I was nine years old, uh, my mother and
father had an ugly divorce, and he basically took the house and he took pretty much
everything, so we had little to nothing when we first got kicked out of the house, and we
lived with a family friend."
Each time Jack moved, he and his family needed to learn the ways of their new
country of residence. "It was hard. Every time we moved from one place to another place,
we had to learn a new language, new culture, new everything. Everything was new for
us." Jack's parents decided to move to Canada because other family members had been
accepted as immigrants. Mike moved many times when he was growing up. During the
interview, he thought about it and said he had moved 16 times. Mike transferred schools
several times. Aria moved several times while growing up, often changing schools. Her
parents "got back together" and split up several times, which resulted in more moving
around.
One of the major reasons Jerry moved from a large urban area to a small rural
community was due to the problems Jerry's older brother was having. When Jerry was
young, his oldest brother was struggling with serious issues. His brother developed a drug
habit in high school. "He had the drug problem, and I thought that he was going to die"
Jerry said. "I thought for sure we were going to lose him, so I kinda just blocked him out
of my life." Les described one incident before his family moved when the police found a
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number of dead bodies in a "crack house" located less than a block from where Les and
his family lived. When asked if this was normal for his area, Les responded, "It happened
in the city a lot of the time." When Les was 13, he, like Jerry, moved away from this
large urban area to a small rural area with his family. Les's parents wanted to move to be
closer to family and to be in a safer place to raise their kids.
Most participants described their households as having few rules or regulations. Many
described their parents as having a permissive parenting style. Aria said, "I was basically
allowed to do what I want. I never got grounded. I never really got in trouble .... " When
speaking about his parents, Jeff said, "They were pretty outgoing. They let me do what I
want pretty much." Molly felt her parents did not give her enough attention when she was
younger, and that her sister received more attention for her bad behaviour. "She was
really bad, just fighting. Then her and my, my cousin lived with us for a bit, so they were
always out smashing stuff and yelling at each other, so they were pretty busy with her."
Molly mentioned she spent a lot of time by herself. "I was just alone in my room pretty
much with Barbies and stuff." Mike indicated that after his mother left his father, his
mother still needed to work. Therefore, Mike was often left alone with his sister. "It
would be like, it would be me and my sister just home alone, so a lot of times she said,
'You know, when I'm gone to work, don't go outside."' Due to Mike's mother's work
schedule, there were few routines or rituals within their household. Mike said he did not
recall any strict rules or consequences for misbehaving after he moved in with his
grandparents. Tony said his family would regularly eat together, but he also mentioned
his grandparents worked shift work, and it was difficult to work around their schedules,
so there were few family routines.
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In regards to school, all of the participants indicated their parents wanted them to do
well, and in many cases provided encouragement; however, there was a clear disconnect
between school life and family life. Other than Molly, who indicated her mother worked
with her regularly on school work, no one recalled or mentioned any support (other than
verbal) they had received from their parents. Most participants indicated a lack of
parental involvement in their school life. In some cases, participants mentioned their
parents would have helped if the participants had asked, but they did not actively seek
their parents' assistance; therefore, it was not provided.
When asked if his grandparents helped him with his school work, Mike said, "I'm
sure they would, but I never really asked for help .... I'd just kinda do the work on my
own and not really talk about it, so it's not like they ever got a chance to." George
acknowledged his mother did not help him partly because he rarely approached her for
help. Jack said doing homework was always an individual task in his household.
"Everyone is going to go to their rooms and sit there and work on their own stuff." When
speaking about his parents, Jeff said their expectations were high when he first began
going to school, but they "eased off' toward the end of high school. "They kinda
accepted it. They knew I wasn't really big on books and wasn't going to be in
academics." When describing his grandparents' expectations, Tony said, "I don't know if
they had high expectations. I guess they'd just say, 'Do your best' kind ofthing .... "
Tony recalled doing most of his school work unassisted. Wayne's account was similar; he
believed education was important in his family, but he often did his school-related work
on his own.
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Two of the participants had parents with university education. Both of Jack's parents
had graduated from university in other countries and, at the time of the interview, were
working in retail department stores. They were unable to use their degrees due to their
lack of English ability. Jeffs mother also had a university education, while his father had
his high school diploma. Mike, Les, Sara, and Aria had two parents with college level
diplomas. Wayne, Molly, and George had one parent who had a college diploma and
another parent who had completed high school. Molly's mother had gone back to school
to get her GED. George's biological father had not completed high school; however, his
step-father had completed high school. Finally, Tony and Jerry's parents had completed
high school. Jerry indicated his mother did take some university courses, but did not
fulfill the requirements for a degree. Tony indicated his biological parents both
completed high school; however, his grandmother left school after Grade 10.
Out of all the participants interviewed, none identified their family as having a high
socio-economic status. Aria, Les, Jerry, Mike, Jeff, Sara and Tony described their
family's socio-economic status during their time in the public school system as middle
class. Most of these participants explained their parents usually worked when they were
growing up, with only small periods of unemployment. Many recalled a particular time
during their childhood when their family experienced financial difficulties. Aria
mentioned when they were living in the house her father had built, the mortgage was
higher than they had paid in the past, and at that time, her father was drinking regularly
and often missed work. She said her family was behind on the bills at that point and
struggled financially. In terms of her family's financial situation, Sara mentioned that
"Money often got tight .... I've been working since I could." She explained she needed to
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work to buy the things she wanted. "If I wanted a cell phone, I had to pay for it. If I
wanted a car, I had to pay the insurance and the gas. Like, it was my responsibility to pay
those things because Mom and Dad didn't have that much money to just blow on things
that I wanted."
The other participants -Wayne, George, Molly, and Jack- felt their family's
socio-economic situation was below middle class. Molly indicated her family's socioeconomic status was lower income. She said her mom and father changed jobs often
when she was growing up, and money was often a concern. Jack said, "We are not even
middle class because we are, they are both working to pay for the rent and pay for
everything. There's a lot of expenses and my sisters, two of my sisters are working. They
basically are doing it for their expenses ... for their own things." Jack also mentioned he
worked from a young age and immediately found a job when his parents moved to
Canada. For some participants, working and earning money was not a choice, especially
if they wanted money to purchase some of the things they needed or to have money for
entertainment. This was especially true when participants entered college.
Many of the participants within this study experienced financial hardships while
attending the CBP. Most relied on student loans to help pay for their tuition and other
expenses. Some students also needed employment to help pay for the cost. Sara, Jack,
Aria, and Jerry worked approximately 15 to 30 hours each week they were in the CBP.
Although all three participants mentioned they did not schedule work during class time, it
did make things difficult. Sara said, "It probably did interfere with the bigger projects. I
would have to time management a lot better and some nights you'd just go home and
you'd just want to sleep, and then you're rushing the next day to get it done." Jack felt his
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job affected his grades, but he needed to work because his parents did not have the
money to support him. Jack was, therefore, a full-time student while attending the CBP
and working 20 to 30 hours a week. Jack would work after school and on the weekends.
He felt his job interfered with school. "Every week, I had to do assignments and had to
work on my projects, and, uh, study for some of the courses. I didn't have as much time
as other students. So basically, I would-I didn't have any free time - I would spend
any free time I had on school work." Jack explained, "After school I would go to work
'til 9:00 p.m. After 9:00 p.m., I would go home and study 'til midnight or 1:00 a.m.; then
I would come back the next day and this would happen repeatedly, every day." Aria said
her parents did not give her a lot of money, so she needed to work. She said it was
difficult for her to do her school work when she had to work late, but typically it was not
a problem. "It was not too bad. I usually worked early mornings, so I had all afternoon
and evenings off to get school work done, and I usually didn't work through the week."
To afford going to CBP, Jerry had saved money while working in high school, and Jerry
also had a job while he was in the CBP. He found his job had the biggest impact when
large projects were coming due. "I have a tendency to procrastinate, and I'd have to work
the night before, so I'd go to work, I'd try to get up early and go to the library and do my
project as quick as I could, but it really didn't affect it too much other than the big
projects."
School. Many participants spoke about facing more academic challenges as they
progressed through the public school system, with the greatest academic struggles
occurring in high school. All participants, other than Sara, mentioned they were
unsuccessful in one or several courses during high school. George described his entrance
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into high school as being difficult: "Then high school hit and Grade 9 was probably the
worst academic year I had." Sara indicated her academic performance declined as she
progressed through the system. "I did good all though elementary school, all the way
through to Grade 11, and then, my teachers kind of gave me a bad taste in Grade 11, and I
kinda slacked off from there." She explained, "I just had teachers- they didn't seem to
give me that little bit of a motivation, and it just kinda started slumping back." Sara
concluded, "The way they taught wasn't the way I learned." Sara indicated she passed all
grades and classes in her public school education. All of the students, other than Aria,
indicated they did not have to repeat a grade. Wayne said he struggled with subjects like
writing and math. His math skills improved as he progressed through school, but he
always had difficulty writing. "I've always had trouble with it, and it always brought me
a certain amount of, ah, problems with my grades .... "
Many participants acknowledged struggling with motivation or engagement while
attending school. Several participants experienced a lower level of involvement in high
school and were less engaged with lower expectations for academic success. Poor
academic achievement became more acceptable, particularly in certain subjects. Some
participants experienced issues with the school they were attending, such as irrelevant
curriculum, disregard for learning styles, lack of support, or passive instructional
strategies. When asked what he thought about school when he was growing up, Jeff said,
"I didn't mind it. I always hated the book work, I can tell you that. Like anything I got
out of the class I enjoyed." He explained, "I just can't sit there all day behind a desk ....
I'd rather be working outside -

anything labour really." When asked about his high

school experience, Jerry said, "At first it was hard." He said he did poorly in high school.
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"I didn't really pay attention; I'd sleep in class and stuff .... I've always been a class
clown. Humour is the way I get by." Aria said, "School was tough .... I cared for my
grades, but as long as I passed, it was alright; I wasn't a high achiever." Molly went to
one school from kindergarten to Grade 7. From Grade 8 onward, Molly's schooling
experience was anything but ordinary. She moved schools several times, was
homeschooled for a period, and then withdrew completely for a while. She was able to
obtain her high school diploma by getting a mixture of credits from a variety of different
educational institutions, including an alternative education program, a community college
that offered adult education courses, and a rural high school.
Some participants described a time when they were suspended or expelled from
school. George mentioned one incident in which he was suspended for fighting and
swearing. This took place while he was in elementary school, and it was around the time
his parents had separated. Another student began saying hurtful things about George's
family, and he became angry and fought back. Tony recalled being suspended in Grade 8.
When explaining the situation, Tony insisted he was doing his work; however, his teacher
thought he was not and sent him home for the day. In high school, Jack was suspended
once for fighting. Jack explained this happened when another student started making
racist comments toward him. Molly was kicked out of school for her behaviour. When
asked why, she said, "for smoking and fighting and when we got detention we started a
fire."
In many cases, participants who experienced a residential move were forced to leave
one school and attend another. In some cases, their new school was in the same
community or town; however, in other cases their new school was in a different country,
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state, or province. Some students recalled moving during the school year and were,
therefore, uprooted and moved at a time when they generally had a sense of routine and
familiarity with their environment, their teachers, and the other students in their class.
The culture, dynamics, and characteristics of the different schools and communities were
quite similar for some; however, in other cases, they were extremely different, making
the change more difficult.
Four of the 11 participants indicated they were not identified as having special
needs; six indicated they were identified as having special needs; and one, although not
identified as having special needs, believed he did have a learning disability. George,
Mike, Jeff, and Sara were not identified as students with special needs. Les, Aria, Molly,
Tony, Wayne, and Jack were either identified during public school or the CBP as having
special needs. Finally, Jerry believed he had attention deficit hyperactivity disorder
(ADHD); however, he had never been formally assessed or diagnosed. It is interesting to
note that while in some cases the student was identified early on in the public school
system, most often students with special needs were not identified until late in public
school or not at all. In other words, some of these students progressed through most or all
of their public school education without receiving supports that may have had an impact
on the way they learned, how they socialized, and how they felt while attending school.
Tony did not enjoy school from Grades 1 to 8. "I guess I was treated, un, no, I
won't say unfairly but differently than the other students. It was because I have ADHD. I
was diagnosed with it in Grade 8, I think." When asked how he was treated differently,
Tony said, "I was always brought out of the classroom and I was given like, what do ya
call, like modified math or language arts, or anything assignments." Tony said he was, in
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fact, doing assignments that were below grade level. At the end of Grade 8, Tony was
diagnosed with ADHD and put on medication. He said this diagnosis and medication
changed things drastically: "I was more attentive in class, I was more willing to cooperate and speak louder, and I was a lot more confident." At this point, Tony was also
able to do the curriculum without modifications. Tony said if he had been diagnosed
earlier, he could have definitely met the grade level curriculum outcomes. During his
journey from Grade 1 to Grade 8, Tony felt unequal to other students. "I felt pretty bad,
and I felt kinda inferior to the other students; actually I did feel inferior to the other
students. Like, I didn't feel as smart or I didn't feel like they actually wanted me there. I
think they were just trying to get rid of me, like they were just getting me to push me on
through kind of thing."
Wayne was identified as a student with special education needs when he was
diagnosed with Asperger's in Grade 12. "This kinda did help explain some of my kind of,
ah, not only just sorta my attitudes towards things, but also, ah, also some of my, also
some of my problems in, ah, and some of the areas where I can improve." While
attending school in Ontario, Les was identified as a student with a sequencing problem.
Les described his learning disability as making it difficult for him to read. He processes
the position of the letters differently from where they actually are. He was identified with
this learning disability when he was in the third grade. He mentioned that he received
supports -

such as individual assistance, resource, and testing accommodations -

while

he was going through school. He mentioned the supports greatly aided him during his
time in the public school system.
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Aria was identified as having a learning disability that makes it difficult for her to
process words and numbers. Therefore, math and English have always been a struggle for
her. Aria was first identified with these learning disabilities after she was assessed in
Grade 11. She received resource support to assist her with these learning disabilities after
she had been identified. Aria mentioned the supports had a positive impact on her ability
to learn and do assessments. Molly was identified as having a learning disability that
makes it difficult for her to read. Molly was identified with this exceptionality a month
before finishing the CBP. She received no supports while going through the public
system, other than support from her mother.
Jack had moved here from another country and spoke little English when he
started high school in Canada. He was identified as an English as an additional language
learner. Jack said school was difficult due to his problems with English. Upon arriving in
Canada, he and his family knew little of the language. "We only knew, 'Hi, how are
you?' That's it." Although Jack was very successful in high school in his previous
country, he struggled with English courses in Canada due to the language barrier.
When asked if they were in the academic or general stream during high school,
participants provided mixed answers. Les, Wayne, and George identified as being in the
general stream. Mike, Aria, Tony, and Sara identified as being in the academic stream.
Jeff, Jerry, and Molly said they took some academic courses and some general courses.
Jack completed his high school diploma in another country and mentioned there was no
academic streaming; all students had to pass the required courses, and all courses were
delivered at only one level. Jack graduated from high school before coming to Canada
and only enrolled in high school here to improve his English.
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Peers. Many challenges, both socially and emotionally, were mentioned when
participants spoke about peer interactions. A more common challenge amongst
participants involved bullying. George described school as "a struggle" and said he had
been bullied in elementary. Jerry did not have many positive things to say about his
experience in elementary. "When I was a kid, we were picked on, me and my brother and
stuff, which later made me become a bully in elementary school. We actually got a girl to
leave our school because she was being picked on too much." He concluded, "I
obviously knew how to bully because I was bullied." Wayne mentioned that during his
time in the school system, he was very introverted. He also mentioned he had been
bullied. He said the school he attended had a bad reputation for kids being mean. He
attributed the bullying to the fact he was shy, did not speak much, and was introverted.
When asked if he could explain some examples of bullying Wayne said, "I can't really
remember anything, at least right now 'cause I've kind of, over the years, I've kind of
forgotten, or maybe even regress, regressed some of these things." All participants who
were affected by bullying provided little detailed information regarding these
experiences. When they did discuss it, their body language indicated they were
uncomfortable. When I probed, it was clear they did not wish to elaborate. This is clearly
a subject that has stayed with them and remains difficult to discuss.
Participants who had moved from one place to another described making friends as
sometimes difficult. George moved to a new community that was close-knit, so students
at his new school did not know him. George said it took time to be accepted by the rest of
the school. Jerry mentioned how challenging it was to enter a small rural school. He
mentioned it was difficult to make friends, and it took time to get to the point where he
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felt like he belonged. When asked if she had many friends growing up, Aria responded by
saying, "I moved around a lot. It made it tough to meet new people and have regular
friends. I always had to make new friends." George said it was difficult for him to
manage being with a larger number of students. He had gone to a small rural elementary
school that was close-knit, and the high school was much bigger with much larger class
sizes. "It was hard; it was kinda overwhelming." Jack eventually made friends after
moving to Canada, but in the beginning, it was difficult. "At first, I wasn't getting along
with people because of my language, and then since I learn English, it was really easy
to."
The only participant who acknowledged experiencing difficulties with peers within
the CBP was Aria. While at the college, Aria socialized with just a few other students
from the CBP. She mentioned the students she socialized with at the CBP were positive
influences in her life when she first started the program, but later they became negative.
"They started to put me down. They said I couldn't do school work." She added, "With
myself I found I got, not necessarily bullied, but put down a little bit, being made fun of
that I couldn't do the job I wanted to. I wanted to .be a paramedic." Aria explained, "With
the put downs at school I kinda geared myself away from them and just stayed to myself,
and at home, it was just a general tough time." After Aria decided to detach from her
group of friends, she felt alone. "I felt more like an outcast and I was by myself." Aria
said that through this difficult time, she was able to speak to CBP staff. "I talked to the
mentors a lot and they were there, and I knew I could always talk to them if something
was happening, or ifl was having a bad day." Aria also used the counselling service at
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the college, but preferred discussing her problems with someone she knew and who was
familiar with her situation and issues.
When asked about their involvement with extracurricular activities both within the
public school system and the college, most participants had limited things to say. Few
participants took advantage of the clubs, committees, teams, organizations and other
social events that promoted student involvement and created stronger connections with
other student groups and the institution (Tinto, 1993). Students also had minimal
experiences with similar community-based programs. Any involvement that was
expressed was limited or minimal, and students were less involved in college than they
were in high school. In high school, George, Jack, Jerry, Sara, Mike and Wayne
experienced some involvement in one school or community extracurricular group, while
the other participants had no involvement. None of the students described being involved
with any extracurricular activities during their time in the CBP, other than Mike -

who

indicated he played music and joined a small informal music group that was not affiliated
with the college.
Protective Factors
Family. Some participants acknowledged they had a strong family support network

and indicated their home was a place of guidance and encouragement. Participants
generally described their relationship with siblings as positive, explaining fights did
happen, but generally, nothing unusual. George was close with his siblings while he was
growing up, and he described the relationship among all of his siblings as still positive.
George said that when he was younger, most family members "did their own thing," but
twice a week they tried to sit down to eat as a family. George described his mother as
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protective. "She would hardly let me do anything by myself, unless I was with someone
she knew or someone she trusted, or if she knew someone's parents or anything like that.
So having friends over or going to friends' places was quite difficult growing up."
George acknowledged his mother always wanted the best for him, and she had a
significant impact on his decision to enter the CBP.
Jack mentioned he had a strong home life. He noted his parents were married and
had been married for 26 years. "We talk about everything. It's really good. If you think
about an old fashioned, uh, family in the past, people were like, whenever you get home
and everyone would wait until everyone would get together to have supper." Jack
described his parents as being very open-minded. He and his siblings were raised
Muslim, and he mentioned that Muslims are supposed to marry someone from their own
religion; however, he was engaged to a girl who was not Muslim, and his parents
approved. He noted drinking and drugs were not tolerated in his house.
Mike indicated that the most significant person to raise him was his mother. He
felt his close family members were his mother, his sister, and his grandparents. Mike and
his sister spent a lot of time together while he was growing up, and they had a positive
relationship.
Jeff said he is close with all of his family members, including his two older brothers. His
parents are married and have been for many years. Jeff indicated their relationship was
"good."
Jerry mentioned he fought a lot with some of his siblings while growing up,
especially his younger step-brother, who is very close to Jerry's age. He also mentioned
the fighting was normal, and the relationship was generally positive with his siblings. The
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death of Jerry's father led to Jerry developing a close relationship with his mother; he
said they were best friends, and she was the most significant person who raised him.
Although he acknowledged there were some difficulties, he said both parents were great.
"They would do anything for us if we needed it." Jerry also described family rituals and
routines in his household. "We ate all the time together. We had family game nights
sometimes, and we'd always go on vacation once a year. We'd go camping."
Les indicated the most significant people who raised him were his mother and
father. He said he has a strong relationship with all of his family. "When I was growing
up, I always shared everything with my brother and sister, and most of my friends, they
don't even want to talk to their siblings (laughing) or anything like that. My parents are
still together, unlike most people." Les said his parents encouraged him to do well in
school but did not help him with his school work or assignments. "They want me to learn
stuff for myself instead of, you don't want to hold your parents' hand your entire life so,
you might as well learn it yourself, and if you can do it just by learning it like that, you
will remember it for a long time." Les also said his parents' expectations were high.
"They always wanted us to go to college and pass every class that we did." When
describing his parents' approach, Les said the following: "What they've been trying to do
is not really be friends with us but really teach us things that we need to know in life, so
when I was 10 years old, I could do laundry and cook for myself and use a vacuum, clean
the house, do whatever. Just learning all the time."
Aria said if she had an issue, she would seek assistance from her father. "He is the
one I would always talk to and go to with my problems. He was just always there for me
and listened." Tony described his home life as positive. "It seemed like a pretty
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functional family, like there were no arguments, at least in front of anyone." Tony added
there were rules when he was growing up; he was expected to clean up after himself.
Tony also said family was important, and they would visit family members regularly.
Wayne is close to all of his family members, including his parents, his two older
sisters, and his two half-brothers. Wayne said he had some difficulties getting along with
his siblings, but they were always able to work out their differences. He said there were
some family rituals while he was growing up. The family would often eat together and
would visit other family members. Wayne said education was important in his family, but
he often did any school-related work on his own.
Sara described having a stronger relationship with her mother than her father.
"We talk every day and we've always been like that. We're close .... She's more of a
friend than she is my mother." Sara's bond with her father is not as strong, but she still
felt she could talk to him. Sara said she was not punished growing up. When Sara did
something her parents disapproved of, her mother would usually question why Sara made
certain choices and would sometimes express her disappointment. "Just those words, 'I'm
disappointed in you' was enough to say, 'I'm not doing that again."'. Sara mentioned that
if she received a poor grade, her mother would often ask why she received such a low
mark. "Me explaining it to her kind of made me realize like, why did I do that? Why did I
put myself though that when I know I can do better? That's just the way she raised me.
She raised me to think about it, instead of being punished or being sent to my room, or no
TV." Sara believed that within her house, education was important, especially to her
mother. Sara mentioned her parents encouraged her to do well in school; however, they
did not help her with assignments. There were also few routines within the household.
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Sara has three older brothers, but is really only close to one of them and does not have
much contact with the two oldest. "They kinda got into bad stuff whenever they were
young and growing older, so I don't really talk to either of those two."
School. For many marginalized students, the daily struggles they experience in

and outside of school create an environment where successful experiences can be limited.
In many cases, these struggles form barriers to learn what is necessary to thrive
academically. Participants in this study identified a number of barriers and challenges.
They also identified abilities that reflected persistence, resiliency, and the strength to
push forward in the face of adversity.
In high school, nine of the 11 participants were unsuccessful in one or more
courses. What is interesting is that out of the nine participants who were unsuccessful, six
of them decided to repeat one or all of the courses. All of the courses that were repeated
were completed successfully. Also, although some of the participants acknowledged they
skipped class, none mentioned that missing too many days of school was a significant
challenge; nor did any participant mention skipping classes frequently. Even the students
who faced a variety of school and non-school related challenges indicated their
attendance was usually strong during high school. This indicates that, although these
participants faced a variety of challenges academically, personally, emotionally, and
socially, they were still motivated to attend school.
Only one of the 11 participants, Molly, spoke about drug or alcohol abuse during her
time at public school. This move to drugs and alcohol largely resulted from her suffering
through a traumatic childhood experience. These dependencies existed while she was in
junior high and part of high school; however, Molly no longer drinks or uses drugs. The
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other participants had little to say about drinking or drugs during both public school or
during their time at the college. Drugs and alcohol were either non-existent in their lives
or seen as unimportant.
Possibly the greatest success was the fact all participants were able to graduate from
high school. Research indicates there are many key factors associated with early school
leaving, many of which the participants in this study experienced. With several
participants confronting one or several of these factors, it is extremely positive that all of
them successfully completed their high school diploma and wanted to move forward with
their education by entering a post-secondary program.
Most participants expressed positive sentiments about the program policies and
structure. Some participants felt the policies were fair and the resources and support were
available for students who sought them out. The participants expressed that most of the
courses were enjoyable, and many were able to see the usefulness and benefits of the
courses or the program as a whole. The students did not find the program or courses too
easy or too difficult. Many described some courses as rigorous; however, they also
mentioned support was available. The program was, in some cases, compared to similar
experiences and expectations in high school and, in other cases, viewed as being
completely different from experiences in high school. Individual responsibility was
mentioned as being important to student success.
When asked ifthe curriculum demands were too difficult within the CBP, George
said, "That first year I can't really say, umm, there were quite a few of us that didn't
complete the program, and I guess it wasn't fair for some, but to me, I felt it was just
right. I was able to achieve all my goals and able to complete the program ultimately." He
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added it was probably his most consistent year of education. Jack felt he benefited from
the program. "Every course I did in the College Bridging Program was really good, and I
really think that it improved me." He added, "I felt that I was really interested in these
courses. I felt that I should, I should, I should know, I should focus really on these
courses, and these courses are very important, and they will help me in the future,
somehow." Jack further explained, "During the College Bridging Program I wasn't really
like struggling with any like identity issues, I wasn't like in a rut or anything or trying to
figure anything out. I was just here for the purpose of learning and continuing my growth
really, trying to find out where I was and maybe what I wanta to do afterwards." Jeff,
who withdrew from the program, stated that the CBP still helped him. "It helped me
figure out what I didn't want to do in some parts." Les felt the program policies were fair,
and the classes were helpful. He mentioned he improved on some of his skills and
abilities. Les also felt that the instructors' expectations were fair. "I think giving people a
certain bar where they should be moving to and like you need to pass all the classes to
pass this course, it makes sense" (laughing). Les felt that course material was at a proper
level. "I didn't find it overly, overly hard or really easy .... I guess it would be different
for other people." Les felt that the learning done in the CBP was unique and positive.
"It's a lot of good experience that you learn here that you're not gonna really learn in
other places, so when you come to the College Bridging Program, you don't seem to be
like stuffed up into a classroom all of the time; you actually get to know a lot of people
and figure some things out I guess." Les concluded, "It's setting out to improve people
just that little bit more, even places where they were going to be good in."
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Aria was interested in all of the courses she took while at the CBP. When asked why
she found the courses interesting, Aria responded, "because my teachers made them
really engaging." Aria said she did not like doing the presentations but was happy to have
the experience. "I don't like standing in front of people, but I'm glad I did it 'cause I got
over my fear of standing in front of a crowd." Aria was able to meet the curriculum
expectations and exceeded her own. "I did a lot better than I thought I would. The
mentors helped me out a lot with my school work and made sure I got it done and in on
time, and I'd put extra effort into all my work." Molly explained her experience at the
college was much different than high school. "I really liked the college, so much better
than high school." She continued," I like the independence, like I like how like in school
the teacher's like I wanta see what you're doing, always looking over your shoulder, and
here it's like, I'll give you the work, do it. If you want help, I'm here." Aria added, "I
liked the size of the class, because it made it easier, so if you needed help, the teacher
was able to come over and help." Molly felt the courses were interesting and had content
she had never studied before. "The courses, I enjoyed, a lot." She said, "I'd probably
take them all again" (laughing).
Tony felt his sense of the program changed as the year progressed. "I think it's
supposed to give you kinda like a taste of what college is about ... It's almost like a
stepping stone to get where you wanta be, ifthat makes sense." Tony felt the program
was successful for him. "I think that because of, like, this program I found, ah, like my
true interests .... " Tony mentioned how much he learned. "I learned a lot of life skills ...
like proper communication, how different people learn. It kinda opened my eyes for,
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where I'm coming from is kinda a close-minded place. I think this is a lot more openminded kinda thing, if that makes sense."
Mike felt that the CBP staff members and students both had a role to play in creating
a successful experience. "It was all up to the student really. If they wanted to fail or not,
um, 'cause the resources were always there; you know, you could always go and get extra
help whenever you wanted, so if you don't do your work and you ended up getting like,
you ended up like not getting a good grade on that, like it's really your own fault.
Attendance too, you know, you have to show up and be there for when the teacher
explains it 'cause it can't always be explained again." Tony felt he was treated fairly
when he was in the CBP. "I felt like, like I wasn't being taken out of the class or talked
to, like I wasn't, um, given lower grade work, or I wasn't like, I was treated, I don't know
how to explain it. .. Like I wasn't singled out; I didn't feel singled out."
Wayne felt that the program was beneficial. He indicated that after the program, he
was more able to work with others, and he was able to develop a more positive attitude
and assertive communication style. Wayne anticipated the program would help him
change. "I was hoping that, ah, I wouid become a better speaker, because I have always
had a certain amount of trouble with it and to a certain degree, writing. I guess it has
indeed improved, but I still need to fix it.. .. " Wayne felt both of these skills had
improved over his time in the CBP.
When speaking about staff and students, Mike said the following: "Everyone was
really friendly. You never seen like anyone like with aggressive behaviour or anything
like that." Mike said there was no bullying, and everyone seemed to get along well.
"Looking back on it, like the environment was really good for learning. I always felt
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pretty comfortable with the mentors and instructors, so it was a good learning
environment, so whatever was being taught, it was like, it was easier to absorb. The staff
always, always seemed so friendly so it gave you that sense of security, so I think like,
like if I were to do high school all over again, in like this setting, like my grades would
have turned out better." Mike said the CBP helped him socially. He mentioned he was
shy growing up, and he struggled communicating with people; however, he found the
CBP helped him interact with people in a group environment. "In groups, like before that,
I'd be more, uh, I think the word is anxious." Mike said that during the CBP, the
instructors encouraged him to do well and provided extra help when he needed it. Mike
felt he was treated fairly by all college staff.
George, Tony, Wayne, Jack, and Jeff felt that the instructors encouraged them to do
well in college. These participants felt they were treated fairly by all college staff. Both
George and Jack felt they had good relationships with the instructors. Jerry mentioned his
instructors encouraged him to do well and provided extra help if he needed it. Jerry said
he had a good relationship with the staff in the CBP. "All the teachers and all the mentors
were always there to help." He could not think of any problems with any of the staff.
When asked if the CBP staff connected well with the students, Jerry said the staff was
able to connect with most of them. "Some of the students were, you know, I think they
just came to say that they were in college .... I think for the people who wanted to learn,
they connected with them." Les said he was treated fairly by all college staff, and he
interacted well with them. "I think all the staff were very good, and it was nice to be, you
know, actually people around teachers, you know, instead of you know you're the
student, 'Sit down and be quiet."' Les felt there was a positive group environment within
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the CBP. "Everyone was more together on everything than any other school situation I've
been in."
Molly felt she was fairly treated by all staff, and she described the staff as supportive.
When asked how the staff was supportive towards students, Molly responded by saying,
"By helping them and giving them like the instruction on what to do and they were all
very, like if you needed the help, they were there, and if you didn't come then, you know,
it was your own fault, so they were open and willing to help." During her year in the
program, Sara felt she was treated fairly by all staff members. Sara had this to say about
the staff at the CBP: "We thought of you guys as our family. I think we hung out with
you guys more than we hung out with people outside of school." She said the staff was
nice and welcoming and open to conversations related to personal problems or assisting
with difficulties with course work.
Attendance within the CBP was generally quite strong for the participants. Les said,
"I'm not really sure ifl missed any time here, any time at all. I usually showed up every
day and tried not to leave for too many reasons." Sara said, "As far as attendance and
that, that was the best year for me, in pretty well all my school. I think I mighta had three
sick days. I did not want to skip 'cause I'd lose so much information, and I'd be so far
behind. It just wasn't worth it."
Many of the participants interviewed in this study expressed positive experiences
regarding their electives. Many saw benefits in their electives -

such as getting an inside

view into a potential program, learning about a subject that interested them, and having
the ability to transfer elective credits the following year. Others saw a benefit in the
electives even if it was a course they did not enjoy. Electives provided students with more
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information to make an informed decision regarding a program. Although the elective, in
some cases, was not what the students had anticipated, it offered crucial feedback in
allowing them to narrow their options for the following year.
Of the 11 students, seven successfully received all 10 credits and graduated from the
CBP. The other four students varied in the amount of courses they did not pass and their
explanations for why they were unsuccessful. In this study, most participants had the goal
of completing the program; however, receiving all 10 credits and graduating from the
program was not necessarily the only definition of success. Throughout the duration of
the CBP, many students failed elective courses and did not get the CBP diploma, but
learned about a program they were not interested in taking, which helped them with
career choices. Other students withdrew from various core courses to focus on other
courses that provide the skills and knowledge they were interested in developing. The
pathway for each student differed, and the definition of success varied depending on a
student's goals for the program and themselves.
Although all 10 courses work together to create a program that provides students with
a set of skills and experiences to help support them in the future, many students redefined
the program by tailoring it to their own needs and wants. Also, many students who met
the graduation requirements of the CBP, and those who fell short, moved on and
transitioned to other post-secondary programs. Dropping courses within the program is
not usually encouraged, especially when it is due to lack of motivation, engagement, and
effort; however, within certain circumstances, and for certain students, it is justified.
Peers. Sara described her social experience in the CBP as enjoyable. "I found the
whole College Bridging Program kinda grouped together; they were a very tight-knit
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group." Sara mentioned that although she knew some of the students in the program quite
well from high school, she spent most of her time with new friends she met in the
program. "The group that I hung around with in the program, they seemed to all have the
same mindset as I did: get good grades, get as much as you can out of this program, and
continue on, and anybody with a different mindset, it was just like, this is how I want to
be, this is where I want to be, this is what I want to learn, you can go waste your money
somewhere else." George had a similar sentiment: "We all liked to do well from what we
were doing. We all wanted to just succeed, and we all had an aspect in life that we
wanted to achieve, and we just kinda fed from each other and kept up the good marks, for
the most part" (laughing). George said there were no negative influences from other
students in the class.
During his time at the college, Jack worked and socialized well with most
students in the class. Sometimes he felt uncomfortable because he felt different. "I would
feel that, maybe because I'm from a different country, I'm not from here, maybe they
don't really feel comfortable around me maybe, so those kind of things would make me
give them space or give myself space sometimes." During Jack's time within the
program, there were other students who were from other countries, and Jack enjoyed not
being the only one who was not Caucasian. He liked knowing others had also been born
in countries outside of Canada. This made him feel more comfortable and secure.
Overall, Jack described the program as a safe place to go and learn.
Mike said most of his friends that he spent time with were people from high
school, as opposed to students within the CBP. Mike said he did not spend time with CBP
students outside of class. He described his friends as being "really down-to-earth people"
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and "musical people." He mentioned his friends would often play music and video games
together. Mike said he sometimes struggled during group activities within the CBP. He
sometimes found it difficult to get his ideas across, and he sometimes lacked motivation.
Jerry said he enjoyed the classes and the students in the program, but some students could
be distracting, "There was people who obviously distracted the rest of the class, um, with
joking around and trying to make jokes that were not funny .... " Jerry did say he felt safe
at the college and within the program. Jerry described his relationship with the people he
met in the CBP as mixed: there were positive and negative influences.
When describing his group of friends, Les said, "I guess I collected the weirdest
people I can collect (laughs). Like, my friends are either geniuses or like schizophrenic or
stuff like that (laughs). Collect the weirdoes to myself." Les said most of the peers he
socialized with were friends from high school, outside of the CBP. He said his friends
had a positive impact on his experience with the program. One of his friends from high
school attended the program the same year. His friends were interested in what he was
doing and happy he had gone to college. He said his friends did not do drugs and drank
only occasionally. Les was not involved with extracurricular activities while attending the
CBP. He particularly enjoyed group work and practical work associated with the
program. Molly socialized mainly with her boyfriend during the CBP. She said she was
able to get along with other students in the program. She did not really have any groups
of friends, however, other than her boyfriend. He encouraged her to do well in school.
"He's pretty much the only one that encourages me to do anything," she explained. Molly
did not do any drugs or drink during the CBP. Molly said her peers in the CBP pushed
each other throughout the program to get through difficult assessments.
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Tony said he would speak to his friends from high school over the phone and on the
weekends. When he went home, they would often get together and hang out. Tony said
his friends were positive influences. He mentioned one of his friends attended university,
but then dropped out and his other close friend stayed at home and worked. They are both
currently working, but Tony explained they plan to go back to school. His friends had
different personalities than he did, and he mentioned how it was nice to be exposed to
people who acted and thought differently than himself. Tony was not involved in any
school-related activities or out of school activities during the CBP. He preferred to
concentrate on his school work. Tony felt he was able to get along with most students in
the class. He mentioned he had a close relationship with one other student, but he felt
comfortable speaking to most class members. Tony mentioned, however, he felt
uncomfortable at the beginning of the year. "I guess that's just the way I always was, like
I was always, I was never a big fan of meeting new people, or being put into a room with
a whole bunch of people I didn't know." Tony did not feel like he was bullied within the
CBP.
Wayne did not socialize with many students inside or outside the CBP. "Ah, after
high school I kinda, I not sure why, it must be because since I was finally done of high
school, I had this sorta thing where I didn't really want to talk to anyone I knew like in
high school or elementary that much anymore, except for maybe a few people. The
relationships I had were still like fairly well, it's just they kinda wil, wiltered a little,
withered a little .... " Wayne recalled spending time with others in the CBP only to work
on school projects. Wayne did not go to any parties. "I never went to, ah, I never went to
any of the parties that happened at, ah, the residence. I, ah, I don't know; it's just
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something about going there. I don, don't know if it would really be all that like safe or
fun, safe or something." Wayne did say he made some friends during the program.
Wayne could not recall any incidents where his peers were a negative influence. Wayne
said his peers from the CBP were generally positive influences.
While at the college, Aria mostly socialized with just a few other students from the
CBP. She noted the students she socialized with at the CBP were positive influences
when she first started the program, but later they became negative. When she was feeling
depressed, Aria detached from others and became introverted. "I'd just feel
uncomfortable, and I'm not into it anymore. I just thought I'd stay home." Aria said
through this difficult time, she was able to speak to CBP staff. "I talked to the mentors a
lot, and they were there, and I knew I could always talk to them if something was
happening, or ifl was having a bad day." Aria also used the counselling services at the
college, but preferred discussing her problems with someone she knew and who was
familiar with her situation.
Jeff was only in the CBP for approximately two months; therefore, he did not have as
much time as the other participants to develop strong relationships. Jeff said he was able
to get along with everyone in the program, but he generally socialized with friends from
high school. Jeff said his friends did not really have an impact, either positively or
negatively. Jeff said most of his friends moved from high school to post-secondary
school.
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Transition and Change, Transformation, and Reflection
Transition to the College Bridging Program. The previous section detailed the
risk and protective factors faced by participants in many areas and throughout several
periods of their lives. These experiences contribute to individual decisions to proceed
with education after graduation from high school. Participants also indicated that specific
individuals or situations helped them make the decision to further their education and
attend the CBP. The intent in this section is to examine why students came to the college
and why they chose the CBP specifically. This is important to gain a more holistic view
of the process students engaged in when deciding to further their education and of the
individuals who played an important role in helping students choose a program suitable
to their interests.
All 11 participants chose to enter the CBP either directly after completing high school
or one year later. George was unsure what he was going to do after high school. Two
weeks before the CBP began, George heard about the program through a friend, and he
was convinced to try it out. George acknowledged his mother always wanted the best for
him, and she had a significant impact on his decision to enter the program. "She would
love to see me succeed, but she knows if it's too hard, she will accept whatever I
become."
When asked who played a role in guiding him to the program, Wayne said, "Ah,
interestingly the woman ... who ah diagnosed my Asperger' s did. Ah, she said that by the
time I, after my assessment, that I was very ah, that I would be very capable of coming to
college or even university .... " This woman spoke about the program and told Wayne
about other students who had succeeded. Wayne also said his step-brother influenced him
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indirectly. Wayne's step-brother had been a role model for Wayne through his life. His
step-brother worked at a place and in a field Wayne admired, and Wayne knew he would
need to get educated to have the things his step-brother enjoyed.
Many participants decided to take the CBP because they wanted to continue their
education but did not know what program to take. Les knew he wanted to do something
but was unsure what to choose. "I didn't know what I wanted to do when I was getting
out of high school. Most people I guess knew kind of what they wanted to do." Aria was
unsure what she wanted to do and, when she heard about the program, she felt it would
help her make a decision about what to do with her life. Mike recalled the influence of a
CBP staff member who visited his high school.
I wasn't sure what I wanted to do, so she presented this program to me, the
College Bridging Program, and I really like, I like, I looked at the list and I was
thinking, I want to go to college, you know. I want to go to college as opposed to
university, 'cause it's less money. They were saying like, you can probably, you
can have a better chance at getting a job .... I looked at the list of programs at the
college and I really couldn't decide, so I went with this College Bridging
Program.
Tony enrolled in the CBP for a few reasons. "I didn't really know what I wanted to do or
what direction I wanted to go in kinda thing at the school, and the psychiatrist I go to, he
also suggested if I'm out of school for a year, there's a good chance I may not go back
the next year, so I guess that kinda pushed me to it." Jerry said he was eager to go to get
into college. "I think the big thing was I just wanted to go to college; I didn't want to take
a year off." Molly's mother informed her of the CBP, and she knew of another student
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that had gone through the program and enjoyed it. Molly also mentioned her boyfriend
helped her with the decision. "My mom guided me and my boyfriend really guided me
and supported me." Jeff's mother pushed him to enroll in the CBP. "I wasn't sure what I
wanted to do, but she wanted me to take something." Jeff added, "If she didn't bring it
up, I would have got a job somewheres." Jeff felt social pressure to enroll in a program,
but he himself did not feel he was ready for more education at the time.
The following paragraphs contain the participants' reflection on their internal and
external motivations for coming to the CBP and, in some cases, what they hoped to
achieve. Tony acknowledged he knew little about the program when he enrolled, and he
did not establish goals for his year in the CBP. "I wasn't really sure what to expect, I
guess, and that's probably one of the reasons why I didn't do so well. I didn't really set a
goal or standard for myself, if that makes sense." George anticipated the CBP would be a
program suited for students like him, students who were unsure about what they wanted
to do.
I kinda went into the program thinking, 'OK, let's try this, let's see how I do.' lfl
failed, I failed; ifl passed, I passed. I was thinking it was a program geared for
people like me, who had no idea what to do post-secondary, so how could I fail it
if it's geared for me? So as long as I kept my nose down and into the books and
kept going like that, there's no way I could fail. That's the way I was thinking at
least.
Mike felt he wanted to come to college because he had heard that college graduates had a
better chance of getting jobs than university graduates did. He also said he wanted to
continue his education; he did not want to delay going to school and risk not going to
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post-secondary at all. Mike also felt the CBP would provide him with some guidance in
terms of what program he should attend afterwards. "I didn't want to be part of the group
of people that leaves high school and take the year off and maybe finds like a nine to five
job in like, then that year turns to another year and another year and they kinda lose
interest in schooling, and I didn't want to become that middle like not-really-sure-whatto-do group."
Jerry had the ambition to go directly into a post-secondary program after high school
because he wanted to be the first sibling in his family to get a college diploma. "My older
brothers didn't go to college or anything after high school, and neither did my younger
brother, who just graduated, so I thought, you know, ifl go, I'll kinda be like the one
who's the smart one in the family, do something with my life." In terms of his
expectation for the program, Jerry had this to say: "I didn't really know what I was
supposed to do when I got here. Like, I knew it was gonna be in the College Bridging
Program, you're gonna learn some extra stuff like, kinda like, you learn everything that
everyone else does at college, but not so specific on things I guess." When asked why he
enrolled in the CBP, Les said he came to determine what he wanted to do and gain some
basic college experience:
Well, trying to figure out what you wanta do, that's probably the major one. Um, I
wanted to go to college, I just wanted to go for some reason, just to say I did it,
like actually going on and doing something after you go to school. I know a lot of
people sit around for a year or so and then decide if they want to go to school, but
I figure ifl didn't go right away, I was never going to do it at all.. .. I was trying
to figure out what I was trying to do after school, and I thought this was probably
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the best way for me to figure out what I wanted to do, instead of, you know, going
and sitting around for a long time and trying to think out what you want to do,
'cause sometimes you don't even know what you're going to do, right?
Aria's response regarding her decision to come to the CBP was as follows: "In high
school, I didn't get great marks, and I didn't know what I wanted to really do right outta
high school, so I just thought this would be a way to spend my year, get my grades up,
and getting a certificate from the program." When she enrolled, Aria knew she wanted to
graduate, so made this her goal. "To me, that's a good accomplishment, and this is a good
course to have because you learn lots different things .... " When asked what she
anticipated coming into the program, Aria responded, "I knew nothing about it, but I
didn't know ifl' d really like it, but then as time went on, I started to like it, and I knew
that it would help me out in the long run."
After experiencing many difficulties in high school, Molly still wanted to continue
her education, and she decided she wanted to go to the CBP. Molly had goals she wanted
to achieve, and she knew she needed education to achieve them. "I wanted to be
something and do something." Molly said when she walked into class on the first day,
she felt positive about the upcoming year. She knew she wanted the year to be a success.
"I would achieve it all and graduate and be a little more positive and be able to do the
things I haven't done .. "
In Sara's case, she believed that within her house, education was important,
especially for her mother. Sara's mother left school in Grade 10 because she was
pregnant with Sara's oldest brother. Her mother then went back for her GED. "Then with
her, graduating and stuff, she seen the importance of what it is to get good grades, to get
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into a college, to get a good job, to get good pay, so she kinda put that into my head."
After seeing what her mother went through, Sara created educational goals of her own. "I
need to keep going. I need to get a good job whenever I get older." Sara believed the way
to get a good job was by getting a good education. None of Sara's brothers had gone to
post-secondary school, and she really wanted to be the first sibling to get a postsecondary diploma. This was also a motivating factor that pushed her to go back to
school. "Whenever I took the year off, that was fine, but then my motivation was ya gotta
get to school. I still gotta set that goal for myself; I gotta be the one that people say, 'Oh,
you did really well."' Wayne, Jack, and Jeff said one of the main reasons for taking the
CBP was so they could continue to grow and develop. All three mentioned they thought
the program would help them decide what they wanted to do and how to prepare for it.
Jeff also indicated that, in his case, the driving person was his mother. She wanted him to
be in a program, regardless if it was what he wanted.
A critical step in the journey to college is that students develop goals and set
expectations for themselves and their education. When entering the CBP, few participants
seemed to know specifically what they would actually do during the program. The
enrollment process left most students with only a superficial level of information about
the program. Most expected the program would help them determine a career track and
prepare them to be successful when they went on to pursue more post-secondary
education. The motivation to enroll in the program varied across the participants. Some
acknowledged they enrolled in the CBP to attend college and experience college life.
Some were fearful of taking time off school in case they decided not to return. Taking the
CBP seemed like a natural fit in these cases. Students could attend college, maintain their
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student status, yet did not have to commit to a specific program. Many attended the CBP
with the goal of moving forward in their lives -

many mentioned they were interested in

being successful, improving their skills, and bettering themselves. Two participants noted
they wanted to be the first sibling in the family to attend and graduate from a college
program. Some participants indicated they had no established goals when they entered
the program. For those students who did have goals, most of those goals and needs linked
well with the objectives of the CBP.
Change, Transformation, and Reflection. Jerry mentioned there was a shift in
the way he acted and behaved towards learning and education when he entered the CBP.
"I think in the College Bridging Program I did really well compared to what I did in high
school. I passed everything in on time, maybe one assignment was not in on time, but I'm
pretty sure everything else was, and I was always there, and at least 15 minutes early for
class." Jerry said the reason he worked harder in the CBP compared with high school was
because he was surrounded by new people and because he was paying to be there. He
also mentioned it was a chance to "start over." Mike took the CBP much more seriously
than he had taken public school:
I figured that, well, it's like, it's post-secondary education, so it's like, you know,
um, you know, you're kinda more of an adult now, so it's like your kinda like
you're trying to like figure out where you are in the world. So it's like, it's kinda
serious business, just the persistence based on that fact that like, you know, this is
a bridging program, so you're trying to find out what you wanta do. So, you
know, I thought I really gained from this program, so I kept going and I barely
missed any days, um, and I had the support, like my grandfather put money into it
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for me, so like, you know, he did this for me so, like, of course I'm gonna go and
complete it to the best of my ability. I don't wanta let anybody down and that
kinda thing too, and I don't wanta let myself down, and completing it would give
me a sense of accomplishment, and maybe I could move on to something else
afterward and keep going.
In a similar vein, George said the CBP allowed him to transform how he thought
about and experienced school:
It was the first time I felt successful in my, in education at that point. Um, I was

kinda riding a low that was kind of going five years there with high school and
everything like that. I felt that I didn't accomplish anything. I didn't do anything I
wanted to do. I made no headway and then eventually the College Bridging
Program came along, so I felt very satisfied when it came to the end of it, and I
felt empowered. I felt like I could do something.
Aria said the grades she earned in the CBP were much higher than the grades she
received in high school. When asked what she attributed the difference to, Aria said,
In high school, as long as I had a 50, I was fine with that, but with college, I knew
I need to put more effort in. I studied a lot more, and took it seriously .... Just,
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since I was actually paying for the course, I thought I may as well put more time
and effort into my school work and studying and actually took it seriously.
This sentiment was echoed by Sara and Molly. Sara mentioned she "opened up"
while attending the CBP: she asked more questions, raised her hand to give more
answers, and was more engaged in the learning process than she had been in high school.
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Like once I started getting here, and I enjoyed it, it was so much different than
like any other schooling I'd done before, because I did not enjoy high school. I
hated high school with all of my being, and to actually be able to come here and
enjoy what I'm learning and take pride in what I'm doing, it felt really good.
Molly also compared her experience in the CBP with her experience in high school:
I like learning, and I like, I didn't like school, like I didn't like high school, I like,
I like, you know the, I don't know what you call it like, you know. What word am
I looking for? Like the challenge I guess, like some of the work like, I like the
challenge and learning.
When reflecting on the CBP, Jack said he experienced a lot of growth from the
beginning of the program to the end. "It improved my English a lot, and my writing
ability, also reading and researching, everything. Everything changed; it was a really
good program." Although Tony did not get all of the credits in the CBP, he said he
learned a lot. Tony also mentioned he developed effective studying skills and broadened
the way he thought about school and his role as a learner.
Wayne spoke about a transformation in how he viewed his instructors and his way of
studying and problem solving:
I kinda had a them-versus-me sort of attitude, like about how I was being taught,
but over time, I kinda just learned it's not, it's not really that I, that uh they need
to teach me what I need to learn; it's me, it's what I, I need to learn what they're
teaching me, so to speak.
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Wayne felt it was the student's responsibility to take part in the learning process. He also
believed students needed to do several things to hold up their end of the bargain as
learners:
Well, besides being on, being on time, by being in class, it was not only to do the
work and to actually kind of, um, kind of problem so, problem solve whatever we
needed to learn, what we needed to learn, and not exactly in a, in a academic way,
rather than just being kinda spoon fed ....
Wayne initially felt the expectations of the instructors were not fair, but he adjusted his
schedule and study habits to accommodate the demands of the program. When Wayne
adapted and changed his way of thinking and learning, he changed his opinion and felt
the expectations were fair.
Participant Reflection on the College Bridging Program. After moving
through the CBP and experiencing the post-secondary environment, participants gained
plenty of insight into what is expected of students. Each participant was asked to provide
some advice for students beginning the CBP, in terms of what was required to succeed.
Jerry said there were several variables that allowed him to progress in the program:
Do your work; don't just slack off and think it's a slack course. If you want to do
well in a different program later, you're gonna want to do good in this one now.
Always think a couple of steps in advance. You know, don't just sit back and
enjoy the easy ride; you gotta work hard on yourself, and I think, oh, the other
thing would be just focus on school. Don't get drifted away and party all the time
and stuff like that.
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Jerry also linked education to employment. "I wanted to get a good education. If you
don't have a good education, you're not going to get a good job," he said. Molly offered
several pieces of advice on how to successfully complete the CBP:
Be positive, and push yourselves, and do it yourself- unless you really need
help, and then get the help because the instructors are there to help, and try your
hardest. I know a lot of the students are like, 'Why do we need this? It's stupid.'
And tell them don't think anything is stupid because you will need it, and you will
use it in life, like, and it does help, like a lot of the stuff is really good. And what
else? Just try really hard. Do it. Complete it. Don't give up.
Aria attributed her success in the program to a number of factors. "I think with all my
help and knowing that it was my own money, and it wasn't a free program-there was
no point in wasting it. I might as well try to do my best, and I tried, and I think I did do
really well." Aria described the following as factors that contributed to her progress: "I
actually paid attention in class and done all my work and handed everything in, as much
as I could, and if I needed help, I got it. I just tried my best."
Students like Aria and Molly mentioned the importance of seeking assistance when
needed. Sara felt her success resulted from her motivation to do well and have a more
secure future. "I need to get a good-paying job. I want to get a good pension, and I want
to retire," she explained. Sara's success within the CBP and transition to another program
was largely based on self-motivation and goal-setting. "I wanted to set a goal for myself
that I am smart. I know I'm smart; I want to prove that I'm smart, and that helped me in a
way to get my good marks and to study and to go on to another program." In general,
participants seemed more aware of the impact of their choices. They became more future-
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oriented than they had been in high school. They also began to develop more selfsufficiency and began to see the value in putting effort into their school work. Many also
improved their self-esteem and self-image.
Jack felt that attendance and work ethic were important factors in achieving success,
and he attributed some of his success to the CBP staff. "I feel that the instructors were
really strict with the assignments and projects and pushing, pushing us to finish all the
curriculum tasks due for these courses." George said to progress, students need to show
some interest and not get themselves down. "There is gonna be tough days, but you know
the good days do come, um, if you just work hard, success will follow." In Jeffs words,
"Show up, like you might not think it's as important as it is, but you should show up."
Les offered several suggestions for future students: "Be persistent at your work, and even
if you fail something little, try again, to, well, pass the next thing; uh, don't give up on
everything you do." Les added, "You have to really give 100 percent of yourself all of the
time into what you're doing here or you're just gonna fail.. .. It doesn't matter if you got
perfect, but as long as you did your best." In a similar light, Tony said a student must,
"keep a strong focus and stuff. ... Do your homework, be in class, study a lot. I guess try
to absorb as much information as possible. Don't think of it as a school, think of it as a
part of your life kinda thing. Like how all the stuff could be applicable to real life
situations." In his response, Wayne stressed the importance of attitude:
Really you shouldn't have, don't really have such a negative attitude coming,
coming in. Don't feel like you need to be pushed into, pushed into it to ...
succeed and really take the responsibility that you need, that you need to, ah,
figure out, figure out what you want to do for after.... But to really, to really
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succeed though you really need to take a look at yourself and see what ah, ah, see
what you need, what, how, what you, really what you want and how to get there.
Wayne said students need to do a number of things to succeed in the program. "Find out
what your strengths and weaknesses are first, what you can do to, ah, help impro, help
impro, help improve them, and, ah, learn to work well and wor, and learn to work well
with others if you don't have the ability to." Wayne also said attendance was important,
and he noted students should be prepared to make some sacrifices.

Transition Post College Bridging Program. Some of the participants in this
study successfully transitioned to other programs, while others encountered barriers and
challenges and were unable to make the shift. When asked what advice they had for
students to successfully transition after the CBP, many participants eagerly provided
feedback based on their experiences. Tony offered this advice to those hoping to move
into another program: "Look into it, and visit the program manager a lot, and do a lot of
research on it. Look at the job forecasts." Tony also advised people should look into the
minimum qualifications and the amount of work that would be required. Tony felt
students should do this "just to make sure it's for them and they can handle it, so they
don't waste a lot of money taking it." Though Tony did not succeed in the program that
he attended, he acknowledged he learned a lot. He conceded he did not do enough
research; he felt if he had spent more time exploring the program he entered after the
CBP, he would have been more informed and would have realized it was not a proper fit
for him.
Jack mentioned some students quit the CBP or other programs because they do not
take them seriously. He explained some students are not yet ready for college. Jack

130

thought these students should go and work for a few years and then come back. When
Jack took part in the CBP, he spent time choosing electives in programs he thought he
would like to take the following year. He noted other students do not necessarily take this
approach: "They don't really research for any program that they're interested in. They
don't spend time, they don't ask, they don't find out about things, they don't want to
know. I think that's what we learn in the College Bridging Program: you have to research
a lot before you move on." Jack thought the transition to another program required more
effort from the students themselves. "Ifl want to go to university, I'm not just gonna go,
I'm interested in engineering and just go take it. I will go research a lot about it. What
courses are required? What are the courses gonna be? And what are my tasks going to
be? What am I gonna do in those courses?"
When discussing a successful transition to another program, Mike emphasized the
importance of determining career goals and aspirations. "I'd say find out what you're
really interested in, um, like imagine yourself in a career position and just really think
what would you want to be doing, um, and do you see yourself happy doing this, and do
you think you're really, like, benefiting from it?" Sara felt there were a few variables that
contributed to her success moving into another program after completing the CBP. Many
of Sara's courses from the CBP transferred over to other programs. This made it easier
for her to transition. She also thought her high grades and the fact she completed the CBP
allowed her to be accepted into the program she chose. Sara added that her elective
choices during the CBP reinforced what program to choose because she found the
electives interesting; they also gave her the experience to make a decision about what
program to take next.
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Participants were asked to reflect on their experiences in the CBP and make
recommendations on how to improve the program. Jerry indicated more electives should
be available. "I found the electives did not help at all," he said. Jerry was not able to take
electives in the programs that interested him; therefore, he had to choose from a list of
courses that did not fascinate him.
I wasn't sure what this program was whenever I came into it. I thought it was, you
got to focus on what you really wanted to focus on, but I wasn't offered that as an
elective, which was really shitty in my situation, because then I had to go and try
and find something that kind of suited where I wanted to go ....
Jerry chose two electives; however, his experience in the electives was not positive. The
electives did not help Jerry choose a program the following year. The electives did,
however, reinforce what programs he did not want to take. "There was no teaching in the
elective that I was in. There was nothing. They gave you a book and they gave you a
worksheet, and they say answer it."
Sara mentioned she wished the CBP offered more practical exercises that could be
used in everyday life. Mike also felt more hands-on exercises within the core courses
would have been beneficial. Sara also said offering more electives might add to the
program. "Maybe if there was like another elective that you could take in a different
program, so that you could broaden what things you try." Jack felt that many students did
not get the full benefit from the program. He felt the CBP should focus more on working
with students in regards to what they will do after the program. He said the program
would not get a student a job but should help a student decide what to do next. Jack felt
that students needed more opportunity to research and more electives to choose from. He
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also felt that students who demonstrated strong knowledge in a core course should have
the option to bypass that course to choose another elective.
Jeff said CBP staff could have done a few things to make the experience more
enjoyable. "Anything to get us off, out of our seats and out of the books,'' he explained.
Aria said the staff could have done more to help students in the CBP build relationships
with one another. "More, like, icebreaker games to help the students get to know one
another and feel comfortable with their classmates." All in all, however, Aria was happy
with her experience and did not provide any other feedback on how college educators
could have supported her.
Wayne felt that students needed more information regarding finances. He felt the
college should make it easier for students to find what bursaries and grants are available,
especially for students with disabilities. He also thought the college should provide more
education to students about how they could pay back any money they owed after
finishing their education: "how to economically plan like, how much you are going to
pay back in time." Wayne also mentioned that the staff could work harder to create an
environment where students could work as a unit, "something that encourages more, like
that encourages more work with students together."
After finishing the CBP, George took a year off to upgrade a science course, so he
was able to meet the requirements of the program that interested him. He then applied
and was accepted to the program, and he was successful in most courses. George said that
during this program, he again attempted to take his own life. He explained the
schizophrenia had returned, and he again needed to get some prescription medication to
help. George described one episode when the voices in his head returned:
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I was actually walking down the street, and they murmured the word "broken" to
me, and it just kinda dawned on me. I just kept thinking and thinking about the
word "broken," and thinking, 'Oh, God, maybe something is wrong with me,
maybe there is something really wrong,' and I nearly cried on the street thinking
about it, and that is the turning point right there. I went to my doctor; I got on
drugs ....
At the time of the interview, George said he was doing much better. He planned on
returning to the program and completing it in the upcoming academic year.
Tony transitioned to a science program after the CBP. He realized in the CBP that he
really enjoyed science and math, but from the beginning of the program, he struggled
with the curriculum and delivery. When I asked Tony about the program he decided to
take after the CBP, he had this to say: "It's an extremely fast-paced program, and instead
of five, I think I had seven or eight courses, and they're all different things." In the new
program, Tony felt unable to cope with the work required. "I just didn't have, like, the
background. I don't think my grades were high enough, like to get accepted, but I was
still accepted anyways." Tony was confused as to why he was accepted into a program in
which he did not meet the minimum qualifications. Tony noted if someone had spoken to
him about the program and provided more information about its demands, he might not
have enrolled. That said, Tony took responsibility for not researching the program more
thoroughly. He said his instructors, student services, and his grandparents suggested he
should drop out.
In the end, Tony left the program willingly and agreed that with his limited exposure
to the prerequisites, it was time to move on. Another reason Tony dropped out was
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because he was having difficulties financing his education and living expenses. Leaving
the program meant he could move back with his grandparents and work to pay off his
debt. Despite these challenges, Tony said he's interested in becoming more educated, and
he wants to prove to himself that he can do it. He said he planned on entering another
college program at another institution in the upcoming academic year. When asked why
this experience would be different, Tony said, "I actually looked into it this time, and for
this, they actually focus on one, in some like, one course at a time. I think that will be
pretty different." Tony had not registered yet, but he noted he was familiar with the
registration process and planned to register soon.
When he left the CBP, Jeff decided to work for the remainder of the year. "Plans were
to get a job, basically save up that money and try to figure out what course I wanted to
take the next year." Jeff said that since leaving the CBP, he had held a couple of different
jobs. He worked at his first job for a few months. "I stayed there for three, maybe four,
months around there, figured out I didn't like it at all, just stocking shelves." He was able
to find another job working outside and stayed with that employer until the following
academic year, when he enrolled in another college program that he believed was more
suited to his interests and hands-on approach to learning. Jeff persisted until the end of
the academic year but did not complete the program. Still, he felt it was a good
experience, and he enjoyed doing the hands-on work. He struggled with the assessments,
however. "When it came to the test, they didn't really give you much information on
what was on it, just kinda skimming through the books and had to memorize it." At the
time of the interview, Jeff was trying to decide what he would do the following year, and
he had narrowed it down to three options: go back and take the courses he needed to
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graduate from the trades program, enter a different program, or try to find a job. Jeff was
leaning toward working. "Right now, I'm looking for work, and ifl can't find anything I
really like, go out west." Jeff said he felt that having a post-secondary diploma was
important, but he wanted to make some money.
When Les was in the CBP, he applied to another program. "I wasn't accepted into the
program, so then I figured I might as well work for a little bit and save up money, and the
next time I go to school I'll be able to just pay for it, instead of having to take out a
student loan and stuff." At the time of interview, Les had been out of the CBP for three
years. He said he thought about applying to another program each year, but he was
working and trying to save money to pay for school and his student debt from the CBP.
Les said when he completed the CBP, there was only one program that he was really
interested in taking, so when he was not accepted, he did not try to get into another
program. "My plans were to try to get back into school, like the first year and then I
decided to get a job, because might as well have one and, you know, pay off some of the
student loan while I'm trying to save up for the next time I'm going to school." Les has
been working as a cook in a few different kitchens over the past few years. Les said that's
where he's found his passion. "I didn't really figure out what I wanted to do 'til after,
like, when I got out of the College Bridging Program and I just went and decided to work
for a bit and save up some money, and I was gonna go back to school, but I got into
cooking and I got a chance to actually like really take charge in a kitchen and stuff like
that." At the time of interview, Les was working in a restaurant, and he had been given
the opportunity to join an apprentice program.
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I know it's government funded, and they fund you to go back to school and go for
a trade, so someone can sign up for it and, like, you need someone in the trade to
sign off for you to go there, so I have a red seal chef who signed off for me to be
their apprentice. So you learn though them, more hands on, physically doing
everything instead of going and sitting down and looking through a bunch of
books all the time and trying to do it.
Les felt he would learn better this way, and he was enjoying his work. That said, Les had
not closed the door to future education. "Even if I don't use the like, if I get my red seal,
even if I don't use it for the rest of my life, I still know I had it and I had the experience
in doing it, even if I go back to school later on to do something else."
After completing the CBP, Aria enrolled in another program at the college, but
dropped out soon after it began. "I started the program, and I was a day late because I was
on vacation with my family, and when I came into the program, I was a little
overwhelmed because I missed the first day, but also there was a lot of, there was another
family conflict going on at home." Aria's parents had reunited after she finished the CBP
and again split up shortly before she started her new program. She found out her parents
would be splitting up during her first week of classes. At that point, Aria had to make a
decision about her future. "So I had to think about staying with my mother and maybe
possibly failing the course or deferring for this year and getting out on my own and
getting myself together and better and then coming back again in the fall." She also
mentioned her decision was "slightly impacted" by the course work being too difficult
and the feeling she did not belong. Aria wanted to return to that program so she could get
a good job, move away from her parents, and move forward with her life. At the time of
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the interview, she was accepted and registered for the upcoming fall program. During her
year away from school, Aria moved out of her mother's house. Aria said she was unsure
if she would be able to afford to live on her own and go to school. She said if family
issues came up again, she would "push through it this time." After taking the year off,
Aria seemed more motivated and focused. "I know that I want to do it and that I wanta
graduate from the program and get a good job as soon as I can, so I can buy, move
forward with my life."
Mike successfully completed the CBP and then looked for work. He noted it was
difficult to get a job because he had no work experience. Mike wanted to take a year off
because he was still struggling with what he wanted to do. He felt he had been in school
since he was very young, and he wanted to take a break and try working. He worked a
few jobs but nothing regular or permanent. When Mike saw the college was starting to
accept students into programs for the upcoming academic year, he decided to put together
an application for a program that interested him. "I really need to get to work on this and
figure- really think about what I want to do." Mike felt unsure ifthe program would
give him a job he would do for the rest of his life, but he was willing to commit to it for
now.
Molly successfully completed the CBP. She was accepted into another program and
planned on transitioning into this program until she discovered she was pregnant and was
due in September. She decided to withdraw from the program to be home with her baby.
Molly spent the year raising her baby; however, she had plans to go back to school. She
wanted to continue her post-secondary career and had applied to two programs for the
upcoming academic year. Molly indicated the only reason she put her education on hold
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was for her baby. Molly noted if she was not accepted into the programs to which she had
applied, she would try to get into another program in the future.
After Wayne finished the CBP, he did not enroll in another program, nor did he
attempt to enroll in another program. Wayne said he intended to return to a postsecondary program, however. He felt he needed more education to "better himself" and
to gain the experience and education to get the career he wanted. At the time of interview,
Wayne's plans were still developing, but he was thinking of going to university. When
asked what affected his decision to leave college after the CBP, Wayne cited finances and
his family situation. As far as entering another program, Wayne noted he felt the course
work would be too difficult and he worried he might not belong. Wayne also took some
time off from post-secondary education because he felt he could teach himself some
skills on his own. When he left school, he planned to improve some skills he felt needed
further development and to learn about some things he was interested in. "I was going to
take some time off and become sort of self-taught in certain aspects such as, ah, such as
writing and in language. I already started, ah, as ah, I already started taking down Ger ah
German by myself, and I have learned from, ah, from books on how to speak it. ... "
Wayne also wanted to take a year off and work. "I found that I couldn't really, uh, really
make it in terms of tuition, like I just want to be safe with what I have and stuff. ... "
Finally, Wayne said he did not continue to another program because he did not feel like
he was ready. "I felt that I needed some more growing up to do, just ah, just as sorta as an
adult, as an adult, really." Wayne planned to research more about the program he is
interested in taking, but he did not provide a specific timeframe for when he was going to
begin this program.
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Jack was successful during his time in the CBP and successfully transitioned to
another post-secondary program. At the time of interview, Jack had completed the first
year of a two-year program and seemed confident he would graduate with his cohort.
Jerry and Sara had both successfully transitioned to another college program and
completed it. Both are currently working. It is important to note that none of the
participants felt their time in the CBP was wasted or unproductive.
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Discussion
The research questions posed in this thesis were as follows:
1) How do marginalized college students describe their social and educational
experiences?
2) How do marginalized college students persist (or not) with their educational
goals?
3) What do these marginalized students recommend to college educators and
administrators to better support their social and educational goals?
The discussion addresses each question in turn. The first discussion relates to the ways in
which marginalized students describe their social and educational experiences. What can
we learn from their journeys and stories? Next, I address persistence as it relates to
marginalized students to gain greater understanding of the factors that support students to
continue their education. Finally, I address the recommendations these students have for
future students, college educators, and administrators. Each discussion includes a
summary of the main findings and their relation to the existing literature. I address
similarities and differences, comparing and contrasting the existing literature to the
findings of this study. I end with suggestions and recommendations for educators,
administrators, parents, future students and researchers.
Social and Educational Experiences
The last few decades have seen access to post-secondary education open up for
several marginalized groups (Tinto, 1993). Due to this shift, there have been greater
awareness and curiosity regarding the reasons marginalized students choose to continue
their education, the experiences of marginalized students within a post-secondary
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environment, and the ability of these students to adjust and adapt to higher education
(Tinto, 1993). An understanding of the answers to the research questions presented above
requires an understanding of the educational, emotional, and social pathways
marginalized students face. These journeys begin long before students enter the doors of
their first post-secondary institution, so it is important to recognize and understand their
origins and experiences.
Participants in this study described their educational and social experiences
before, during, and after the CBP. To understand how students describe their social and
educational experiences, it is important to understand the intersection between personal,
family, community, and school variables - rather than simply considering individual
student traits (Tilleczek, 2008). Participant narratives in this study indicate that
constraints, barriers, and risk situations occurring in one aspect of participants' lives
typically impacted other areas. As indicated in the literature, the forces that influence
student success and retention tend to manifest in social, academic, health, financial, and
emotional domains (Gokavi, 2011).
This study illustrated risk situations were created or fueled by relationships
prevalent in the lives of the respondents; risk situations did not result solely from
characteristics of individuals. "Relationships that may place students at risk exist within
families, friendship groups, schools, and communities, as well as within interactions
across these groups" (McMahon, 2004, p. 162). Although it is important to acknowledge
traits of each individual, it is just as important to understand the social conditions and
interactions within which the individual functions. Journeys show us the intricate
connection between personal and social -

between human relationships and structures
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that students encounter at school (Tilleczek et al., 2011 ). In this study, relationships
participants experienced throughout their journeys either created risk situations or
protective forces. For some participants, the relationships represented generally positive
and supportive forces; for others, relationships could be negative and detrimental. This
helps to show the complexity of this subject and the difficulty in creating a standardized
retention strategy for students.
By examining the experiences these participants faced in the public school
system, an understanding of the deep rooted issues surrounding marginalized students can
begin to take form. Critical pedagogy emphasizes that school should be a place that
promotes an environment that encourages inclusion, validity, and transformation.
Unfortunately, these participants recall what Dewey would term "miseducative
experiences" (p. 10) and a system of education that reflects Freire's "limit situations"
(Dimitradis & Kamberelis, 2006, p.120). The participants recalled being passive players
throughout their public school journeys, and many still hold strong unresolved feelings or
issues due to their experiences. When asked to discuss their experiences in the public
school system, many participants spoke negatively about their time there. Some changed
their body language and tone during the discussion. Jerry's voice became much quieter as
he spoke about his public school experience, and his eyes became downcast. Sara seemed
to become upset when discussing high school. George's voice became shaky, and his
speech moved from one that was conversational to one that was uncomfortable and full of
filler words. It seemed some participants faced an internal conflict relating to their
experience. For many, the conflict had not been resolved or spoken aloud.
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Many participants within this study identified they had learning disabilities or
emotional challenges throughout public school. Some learning disabilities were
diagnosed early in their post-secondary education, while others were identified quite late.
Participants noted the benefits of understanding their conditions and the resources and
support that was received upon diagnoses. Participants also indicated frustration and
difficulties in school before they were diagnosed with their learning disabilities. As the
literature indicates, early intervention for students with special needs is critical
(Underwood, 2012). Providing early intervention can lead to early supports that can
potentially prevent additional developmental difficulties and ameliorate existing
developmental conditions (Underwood, 2012). Proper academic or counselling programs
for students with learning and/or cognitive disabilities correlates to enhanced academic
self-concept. An enhanced academic self-concept has a significant impact on a student's
academic functioning (Tilleczek, 2008). Many of the participants also discussed
streaming in high school. Streaming required students to take courses at a lower academic
level, in which curriculum outcomes were not at the same depth and breadth of similar
courses within the academic stream. Academic streaming can be linked to a student's
perception of low expectations for academic success and force the student to doubt
his/her abilities. This can have an impact on learning and educational outcomes
(Tilleczek, 2008).
The participants' transition through the educational system was similar to that
found in the literature. As Tilleczek (2012) describes, the transition through public school
is a critical and complex set of social and academic negotiations for young people where
many young people experience dips and academic achievement and/or increased social
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anxiety. Within the school environment, risk situations can result from processes and
relationships characterized by the presence of deficit thinking, which devalues students as
learners; tensions between what counts as valid and invalid knowledge; and dissonant and
disruptive interactions (McMahon, 2004). These situations -

combined with the absence

of stable and consistent support systems, positive relations between teachers and students,
relevant and meaningful curriculum, and positive feelings of self-worth - create a
greater degree of risk (McMahon, 2004). Participants within this study spoke about a
dissonance between themselves and the public school system. Students generally
developed lower expectations and a lower level of self-efficacy. Students felt the
curriculum was irrelevant and the teaching approaches were uninspired. None of the
students commented on a significant teacher or school official who positively influenced
him/her within the public school system. Many of the participants with educational needs
faced a lack of responsiveness. Despite feeling inadequate, these students continued to
push forward to graduate from high school.
For some participants, high school graduation came quickly, and they had to
make decisions that would impact the rest of their lives. Many participants seemed
overwhelmed by the decision to choose a college program. There seemed to be a theme
that the choice of a college program would define their careers and therefore their lives.
The participants did not seem to understand that "career development is a lifelong
process of managing, learning, work and transitions in order to move toward a personally
determined and evolving preferred future"(Bezanson, 2003, p. 3). None of the
participants seemed to take this decision lightly, and many felt that by taking the CBP,
they could postpone the decision for another year. Participants also felt they needed more
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support and guidance before choosing their pathway, and their expectation was that the
CBP would offer those supports. Although many students felt unsure about what program
to take, most felt certain they wanted to do something at the post-secondary level,
meaning they were more interested in continuing their education than joining the
workforce. The literature seems to indicate that the expansion of post-secondary options
and multiple entrance alternatives available to students have made career planning and
post-secondary choices much more difficult and complex (Truong, 2011).
Transitioning from high school to a post-secondary environment can be
challenging and stressful. The greatest proportion of attrition occurs between the first and
second year of post-secondary studies (Tinto, 1993). Students enter post-secondary
institutions with pre-entry characteristics, such as advantages or disadvantages associated
with having an affluent or low-income family background, varying degrees of high
school preparation, and individual skills and abilities (Grayson & Grayson, 2003). These
factors also relate to the initial career and educational goals and commitments students
bring with them to their studies. Once students are enrolled, they begin to have
institutional experiences (such as grade performance and intellectual development) that
relate to their academic integration, and faculty and peer interactions that relate to their
social integration (Grayson & Grayson, 2003).
The ways students socialized within the CBP varied from one participant to the other.
Students generally felt the environment within the CBP was positive and non-threatening.
One of the participants described having a positive experience with peers within the CBP
and then spoke about how it became a negative experience. This reinforces that
socialization is a process that constantly changes and evolves during an individual's time
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within an organization (Palmisano, 2012). Some participants developed close
relationships with other peers in the CBP and socialized with them in and outside of
class; however, most participants rarely interacted with other CBP students outside of the
classroom. Furthermore, none of the students indicated being involved in extracurricular
activities. As Tinto (1993) indicates, students who develop connections both socially and
academically tend to have an increased chance of success and persistence at their postsecondary institution. Some participants indicated they aligned themselves with other
CBP students who had similar goals and objectives. Sara, Jerry, and George entered the
program with strong goals and developed classroom relationships with others who had
similar goals. Both Sara and Jerry mentioned they did not have much time for students
who were there to waste time. Also, all of the participants seemed to have a strong
relationship with CBP staff.
Persistence

The data within this study suggests a similar finding to the literature review. Both
underline the complexity of persistence, with a meaning that changes depending on who
is defining the term. Persistence can be seen as the completion of a college degree or
fulfilling a personal goal to complete some college courses. It can mean continuous
enrolment in a college program or achieving success in one course at a time (Tinto &
Pusser, 2006). All of the participants within this study persisted or planned on persisting
with their post-secondary education. Some progressed directly from the CBP to another
program of choice. Others, due to a variety of variables, decided to leave school for a
period of time; however, these students also intended to move forward with their
education and their lives. The road through the post-secondary educational process, for
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those who decided to step away for a period of time, is not the traditional one. Some
participants wanted to work to pay off their debts and accumulate savings to pay for their
next program. Some were still unsure about what they wanted to do or felt unprepared to
make a decision. Others had personal issues that took precedence over their education,
and they chose to resolve those issues before enrolling in another program.
Most participants had a predisposition to attend college based on a variety of
influences. These influences included socio-economic status, parental involvement, peers,
interaction with higher education institutions, significant others, involvement in high
school, and the relative value placed on attending college (Bergerson, 2009). Students
saw the CBP as a fresh start and were excited about the potential this new program could
bring. Some participants reported feeling some anxiety about coming to the CBP;
however, all students were able to cope and adapt to the new environment and generally
experienced positive academic and social transitions.
While enrolled in the CBP, students began to speak about viewing education
differently. A common theme within the interviews was how students experienced
growth throughout the program. In some cases, students constructed a new consciousness
around education and learning. For all participants, the CBP was a fresh beginning with
new students, new teachers, and new curriculum. After reflecting on their experiences in
the CBP, many of the participants seemed to reinvent the way they saw education and a
student's role in the learning process. The data from social and academic experiences in
high school indicates students had little control over their situations, but they felt more in
control while they were in the CBP.
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Students mentioned changes like working harder, coming to class more often,
participating more frequently, completing their work on time, and seeking assistance
when needed. Students were motivated to change for a variety of reasons. With postsecondary education comes tuition, so students pushed themselves harder because they
did not want to waste their money. Coming to college represents another step toward
adulthood, so students began to see education as a tool they needed to get the things they
want. When arriving in the CBP, students were introduced to a new social network. In
some cases, the peers in that network had different goals and expectations of learning and
school. In many cases, participants chose to spend time with peers who had a more
positive impact than the peers participants had known in high school. Students also spoke
about experiencing some small successes, which built confidence and momentum. Their
small successes were positive reinforcement to achieve more success. Also, at this point
in their lives, some students were more cognitively prepared to make changes they may
not have been able to make while in high school. Finally, the CBP was structured to be
student centred, inclusive, and prepare students for their future. Student reflection,
growth, and the acquisition of skills were central goals of the program. In many ways, the
ideas and concepts of critical pedagogy were infused into the curriculum and instructional
strategies of the CBP. As participants progressed through the program many seemed to
raise their critical consciousness of the educational system.
The journeys students experienced in the CBP and after the program reinforce the
fact that students do not move through college in a linear fashion. All students develop
differently and require different amounts of time before they can make big decisions.
There are assumptions that education is similar to a race, with everyone starting from the
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same position; however, nothing could be further from the truth. As previously noted,
Mike was still struggling with what he wanted to do and was not prepared to make a
decision about what program he wanted to take after completing the CBP. Mike wanted
some real world experience and decided to work for a year. After working for a period of
time, he was still unsure about what to do. Other participants like Sara and Jerry
transitioned to another program immediately and were socially, emotionally, and
cognitively ready to make decisions about their futures. As Mencke (2010) indicates,
there are multiple variables that contribute to the reasons students leave or stay in college.
Events in the lives of Aria and Molly forced them to decide to withdraw from the college
program they had intended to take after the CBP. Aria and Molly left college for a period
of time, and considering what they showed in their interviews, this seemed to be the best
decision for these two participants based on what they were experiencing at that time.
Both adamantly indicated they planned to return to their education when the timing was
better. As the literature indicates, this highlights the importance of continued efforts to
find more strategies to increase retention and student success across a broader spectrum.
As indicated in the literature review, many students are at a high risk of leaving college
for a number of reasons, including lack of preparation and social pressures (Spradlin,
Burroughs, Rutkowski, Lang, & Indiana University, 2010). Based on the narratives,
many students -

although unprepared academically, emotionally, or socially -were

able to succeed in the CBP due to a transformation of their behaviour, attitudes, and
goals. Many also connected with staff members and used available supports to enter
another program after the CBP.
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A multitude of factors and situations pull and push students in and out of postsecondary educational institutions. Despite the inability to control students' past
experiences, post-secondary institutions can focus on creating more successful
experiences for students while they are enrolled. This will encourage students, if or when
they withdraw, to return. The participants within this study indicated CBP staff was
approachable, student-oriented, positive, and caring. They described the college and the
program as safe places with a focus on learning and growth. Post-secondary institutions
may not be able to control the social, emotional, or academic experiences students face
before coming to their schools; however, institutions can, as the literature suggests, create
an environment that fosters student success, high expectations, and a strong and stable
student support system (Tinto & Pusser, 2006). It is important that students have a
positive experience while attending post-secondary, so that they choose to come backdespite any factors or situations that may push or pull them away for a period of time. As
previously mentioned, all of the students interviewed in this study moved on after the
CBP to successfully complete another post-secondary program, started the process of
completing a program, or planned to complete a program.
All of the participants, with the exception of Jeff, transitioned through the CBP
from high school. The first examples of transition illustrate some of the challenges
participants faced when entering the new program. Other research has already well
documented the obstacles students generally face when transitioning into college
programs; the obstacles experienced by former CBP students are generally similar. The
hurdles include challenges with mental health, inadequate academic preparation, financial
constraints, and personal issues. In this study, some participants faced more than one of
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these hurdles, but many of them decided to continue to persist and obtain a postsecondary diploma. The transitions are non-linear and complex and illustrate the
resiliency these students possess.
Student Recommendations for Educators and Administrators
Upon transitioning to the CBP, many once-marginalized youth were able to find
themselves and make the changes necessary to succeed as students. Others, although
experiencing more success in the CBP than in public school, were not able to make the
changes during the program. Nonetheless, these students felt their experiences were
beneficial, and they aimed to move forward with their lives. Their stories do not reflect a
smooth or linear process, but more an iterative process of moving forward and retreating.
The knowledge gained from this study, specifically the voices of the marginalized
students who were interviewed, enhances our understanding of the role of instructors and
administrators regarding marginalized students. The study also provides
recommendations from the students on how instructors and administrators can help
students achieve greater success. These recommendations are particularly important
considering that participants represent individuals who are often removed from dialogues
about how to improve teaching and learning.
Throughout the data, students emphasized the significance of their relationships
with teachers. Within high school, these relationships were generally described as
superficial or non-existent. Students felt disengaged and, at times, felt they were on the
outside looking in. Upon transitioning to the CBP, students felt the environment was
positive, supportive, safe, and respectful. Participants felt connected to the program and
were generally engaged with the courses. Respondents indicated positive feedback
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related to school environments when the curriculum was meaningful and relevant, when
they were in a supportive environment, and when their needs as learners were being met.
While moving through the CBP, students indicated a greater degree of self-esteem,
growth, and development. Participants felt challenged during the program but spoke
positively of the need for high expectations and fair policies. They also indicated there
was more freedom within the college environment, and they were introduced to new and
relevant learning opportunities.
The research in this study clearly indicated students felt the CBP staff was
encouraging and available for help. The relationship and interactions were described as
positive and supportive. Staff within the CBP generally served as role models for
students. Participants generally described the relationship and interactions that took place
in the CBP as different from those that took place in their public school education. The
benefits of positively interacting with instructors and mentors are numerous. Positive
interactions can increase the desire for students to persist towards degree attainment, aid
in continuing the learning process, benefit the socialization process, and allow students to
adapt to the culture of the institution more quickly and have a greater potential of
connecting life experience to the information presented in coursework (Palmisano, 2012).
Tinto (1993) recognizes that the social relationship created by positive student-faculty
interactions is one of the most important factors that affect student persistence. In this
study, students voiced a clear sense of connection with the CBP staff and placed a high
value on this connection. The connection became strong for the following reasons:
students were together in the same courses, they saw and interacted with each other and
their instructors every day, they were physically located in the same area throughout the
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program, they had opportunities to get to know each other on both an academic and social
level, there were opportunities for students to interact and get to know the staff of the
program, staff made themselves available to the students, class sizes were kept small,
students interacted mostly with the cohort of students within their year, and students also
had opportunities to interact with students and instructors from other programs across the
institution in a structured and safe environment. Participants indicated that many of the
experiences listed above differed from those of their high school years.
Participants within the study indicated the peers they socialized with were influential
and important. The social grouping that each participant experienced within the program
had an impact on their learning, the level and degree to which they completed course
work, and the pathways they took towards other post-secondary programs. Peers also
influenced the ability of participants to reinvent their understanding of education and
learning and their place in an educational institution. Educators must recognize the need
to create multiple opportunities for students to work together in groups and challenge
each other in their academic growth. This is especially true when students first enter a
new learning environment. Educators need to track the abilities of students to work
within groups, and they must make explicit the knowledge and skills that will allow
students to work successfully with their peers. In post-secondary bridging programs, it is
crucial that instructors encourage students to move beyond the boundaries of their
program and become involved in other social and academic pursuits within the broader
academic institution. Instructors need to help students understand the program is not an
end in itself, but a means to help students transition and experience more success in other
more academic and career-specific programs.
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Participants felt the CBP needed to change to make the experience better for learners.
More time was deemed necessary to research post-secondary options. Students need a
great deal of support to determine their career goals and aspirations. As young adults,
many students are often not prepared or do not have the range of experiences to
determine what career pathway is best. Participants requested more exercises and
assistance related to making career decisions to insure their decisions were wellinformed. With that being stated, participants also indicated some students were not ready
to be in college, and needed to gain more life experiences within the workforce before
entering a post-secondary environment. Respondents also suggested that instructors
create lessons that are engaging, practical, and meaningful. They advocated more handson activities and exercises that would benefit them in real life situations. Participants
wanted a broader range of electives to choose from and thought students should have the
ability to bypass core courses to take others that were more relevant to their unique
situations.
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Implications and Recommendations
This study addresses the social and educational journeys of marginalized college
students. The study examines factors related to discontinuation and persistence among
marginalized students in a one-year college preparatory program, while exploring their
personal, social, and emotional journeys. Many participants in this study experienced
academic changes from their time in high school, to their time in the CBP, to their time in
other college programs.
The primary importance of this study resides in making visible the journeys and
the voices of these participants. There is a lack of research that focuses on retention and
post-secondary experiences from the point of view of marginalized students. The
narratives of these participants enrich and enhance our understanding of the school and
non-school related factors that contribute to persistence and withdrawal at the college
level. The findings are intended to provide a voice to marginalized youth and to
recognize the variety of experiences, circumstances, and backgrounds that shape and
impact the lives of learners.
The following recommendations were generated based on the participant data,
the literature, and my own observations as a teacher and researcher. There are several
stakeholders within the educational process, most notably teachers, administrators,
parents, students, and researchers. These recommendations cover each group of
stakeholders in tum. This research is not intended to provide broad conclusions related to
all marginalized college learners. As Tinto (1993) indicates, "Only knowledge of the
experiences of individuals within specific institutional settings will tell us of the unique
character of individual departure from institutions of higher education. Broad surveys of
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rates of institutional and system departure provide only a limited understanding of that
process" (p. 28). That said, the voices depicted in this research are voices that are
typically ignored or silenced. It is, therefore, important to listen to these voices to begin
the process of learning more about the influences and factors that lead marginalized
college students to persist or withdraw. It is important to listen to and understand student
experiences and recognize and develop recommendations for all stakeholders.
Recommendations to College Instructors/Teachers
Educators must develop successful strategies for engaging and supporting
marginalized students. It is important that measures are taken to target and address the
multiple risk factors students face and to remember these factors are typically
interconnected. The transformation process is non-linear and requires students to develop
and make changes. This process can only begin when educators understand the lived
experiences their students have faced and provide the support and guidance necessary for
students to succeed. Change, transformation, and growth can be extremely difficult
considering school has typically been a place where marginalized students have felt
scared, uncomfortable, and powerless. In some cases, students regress before moving
forward. Educators must understand that each student's experiences, thoughts,
personality, family life, and expectations are different from those of other learners and
themselves. Students require a varying degree of support, assistance, and guidance. To
determine the level of support a student needs and to understand each student's
background, instructors must communicate with students often and make sure students
feel comfortable with the communication process. When marginalized students approach
instructors, it is important the instructors have strategies to support students.
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As indicated in the data, students need to feel respected by instructors and learn in an
environment where they feel safe and supported. Instructors need to empower students
and create a classroom in which power is shared. Instructors need to critically reflect on
their assessment practices, curriculum design, instructional strategies, classroom
management policies, and communication efforts. Are these practices, strategies, and
policies effective? Are they allowing students to succeed or creating holes for students to
slip through? Is the learning taking place in the classroom meaningful, inclusive,
reflective and empowering? If areas of teaching and instruction are deemed inadequate,
instructors must make changes and adopt creative strategies so they can move forward
without needlessly leaving students behind. Instructors must avoid giving up on students,
even if the situation seems impossible. With the understanding that students come from a
wide variety of backgrounds and face a multitude of struggles, educators must be
equitable and examine their policies to ensure they are not putting up unintended
obstacles to success. The data identifies the importance of creating a supportive
environment that values the contributions of students within the classroom. The data also
supports that instructors need to have structure within their classes and high expectations
for behaviour and course work. Barr and Parrett (2001) indicate the significance of
teachers' perceptions. "Students seem to live up to or down to the expectations of their
teachers. If teachers believe that all students can learn, develop realistic expectations, and
plan appropriate learning experiences, all youth can and will learn. Unfortunately, the
opposite is also true. It remains all but impossible for students to overcome negative
perceptions held by others" (p. 71).
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Many of these recommendations are based on educators implementing critical
pedagogy into their classrooms. Educators must decrease the amount of power they have
in the classroom, encourage students to self-reflect, initiate classroom dialogue, and
embrace students' voice. The instructor must change the culture of the classroom from
one in which the teacher has complete control and is an authority on the subject matter, to
one in which the teacher acts as a facilitator (Mezirow, 1997). Students should be guided
and supported to become more autonomous thinkers and have opportunities to grow and
express their individuality. Students should be encouraged to pursue their interests, while
at the same time acquiring skills necessary to prepare them for a rapidly changing world
(Dimitradis & Kamberelis, 2006). Teachers must have students think critically about their
unconscious engagement with the world. They must engage with students in their lived
realities and push them to reshape the conditions of their lives they feel cannot be
changed.
Recommendations to College Administrators
The data reveals the importance of strong leadership in creating a safe and nonthreatening environment for students to learn, grow, and positively transform.
Participants agreed that having a strong support system with staff members, who
genuinely cared about and set high expectations for students, impacted their schooling
experience in a positive way. Decisions regarding programs, staffing, and resources and
initiatives around learning are greatly impacted by administrators. To make decisions that
are best for all stakeholders, administrators and policy officials need to consider all
parties involved. The following recommendations support the data brought forth with this
research, the literature, and my personal experiences as an educator.

159

As McMahon (2004) indicates, administrators need to understand the power they
hold, and do their best to recognize the complexities in the lives of the students entering
the institutions they manage.
Faster' s ( 1986) metaphor of coming to terms with a piece of literature is
analogous to understanding that schools are multi-faceted entities that tell a story,
complete with characters, plot, and setting. The role of the administrator is not to
pretend to be sole author of the story. Instead, it is to act as literacy critic to this
multi-authored entity. The literacy metaphor enhances our understanding of
schools as living organisms. As characters, in the form of students, teachers,
support staff, and administrators, enter and exit, and as political, economic,
cultural, and racial locatedness changes within the school communities, the plot
by necessity either evolves or fails to tell the story. Foster's metaphor can be
extended with the recognition that there is not one plot for all students. Instead,
several interwoven texts and subtexts in the form of explicit and implicit
curriculum coexist and intermingle (p. 222).
Administrators must recognize the importance of all students who make up their student
body. This means understanding their voices, experiences, struggles, and goals.
Administrators need to work with all stakeholders of the school, including students,
parents, instructors, and support workers. Curriculum, policies, procedures, guidelines,
and other documentation that guides the internal and external makeup and framework of
an educational institution must acknowledge the diverse life circumstances of the student
body.
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College administrators are generally the leaders within the college community.
These leaders must maintain a vision, use strategic planning, and develop creative
approaches to move forward (Addison & McGee, 2010). Administrators are the
representatives of the stakeholders within their schools and therefore must push forward
with initiatives that have the best intentions of stakeholders in mind. The CBP is an
example of an initiative pushed forward by administrators. Without backing and support
from leaders within the educational institutions, the implementation and sustainability of
these programs become more difficult.
Therefore, administrators need to fight to keep and extend budgets and resources
for the benefit of stakeholders. Without a strong voice from administrators, front-line
staff positions and resource budgets get cut or scaled back, students lose the resources
necessary for success, and the educational institution as a whole remains stagnant or
recesses. To provide a learning environment that is responsive to students and allows
students to meet their potential, administrators need to develop systemic approaches,
which focus on the interconnectedness of the student, family, community and school
(McMahon, 2004). Administrators need to hire qualified and experienced staff and
support them by modelling effective practices and providing the resources and
educational development required to promote academic excellence. Administrators must
address the real issues facing staff and students and move beyond patchwork, superficial
responses that do not adequately meet the needs of stakeholders. They also must take
steps so post-secondary education is available to all students. The major recurring themes
identified in the literature surrounding higher education relate to quality, access, and
funding. All three are interrelated; therefore, if one concept is altered, the other two will
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be impacted. These parameters must be in harmony for a post-secondary system to be
successful (Cheng-Hoy, 2012). To a large extent, developing this harmony is the
responsibility of administrators.
As post-secondary institutions continue to evolve to meet the different needs of
their students, it is important that administrators move forward by properly leading the
other stakeholders. The vision, goals, and expectations of administration should be
clearly communicated, a system of accountability should be established to recognize
strong instructors, and learning communities should be developed to highlight best
practices. An environment needs to be created in which there are high expectations for
students, a relevant and challenging curriculum, and a support network to aid students
academically, socially, and emotionally. Only by taking these steps will there be an
environment that supports and ensures equitable outcomes (McMahon, 2004). It is
important that college administrators initiate, understand, and support developmental
programs and courses similar to the CBP. Programs like these also need strong, full-time
instructors, who are available to students outside of class and have the time to develop
lessons and resources that are meaningful and engaging.
Recommendations to Parents

Each narrative within this study underscores the importance of positive family
relationships. Experiences within the home environment have a direct impact on young
people and their education (Tilleczek, 2008). Some participants within this study cited
strong family influences as reasons for pushing themselves to enter college and succeed.
Lack of support from close family members or turmoil within participants' families was
considered to be distracting and generally negative for the respondents.
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A common theme among participants was that their parents verbally encouraged
them to succeed at school but otherwise did not show much interest in their education.
Homework was generally viewed as a task for participants to complete independently.
None of the respondents, except Molly, indicated his/her parents or guardians aided,
reviewed, involved themselves, or made participants accountable for school work.
Parents and guardians need to take an active interest in the education of their children.
This action needs to begin when their children start school and continue as their children
progress. Parents need to understand the significance of positive and negative family
dynamics and how these dynamics affect education and overall well-being (Tilleczek,
2008).
In this study, many participants acknowledged struggling with learning
disabilities and emotional and social issues. Often, these issues were left undiagnosed,
and students were left to fend for themselves, with formal assessments coming late in
their lives. With each diagnosis, participants were given access to a new tool box. This
tool box came in the form of resource support, medication, coping strategies, counselling,
and in general, a greater understanding of how to move forward in a positive way. The
fact the education system overlooked many of these participants and failed to adequately
meet their needs highlights the importance for parents to regularly communicate with
their children's educators. Many times, early interventions take place because parents
push for them after becoming aware of inconsistencies within their child's education.
Parents and staff in the school system need to work together to ensure no child is
overlooked or falls between the cracks.
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Educators and parents need to form an integrated partnership, as opposed to two
mutually exclusive, incommunicative parties. The focus needs to be placed on the child,
and the conversations need to emphasize methods and strategies to allow the child to
reach full potential. Parental voice and parental presence are equal and central tenets of
parent engagement (McKenna & Millen, 2013). Parental voice, as defined by McKenna
& Millen (2013), is the right and opportunity for parents to express their thinking and

understandings about their children's and families' everyday lives and educational
experiences in and out of school. This communication may include parents' desires,
dreams, goals, and hopes for their children. It also may include frustration, concern, or
anger over isolation, exclusion, or disrespect within the educational process. Presence
refers to the actions and involvement of parents in their children's education. This
includes traditional activities -

such as helping with homework, attending school-

sponsored events, or responding to notes or queries from the school -

and also links to

caregiving and the supports that allow a child to experience educational success
(McKenna & Millen, 2013). Parents should be the primary teachers in a child's life.
Parents should try to establish a daily routine; monitor out-of-school activities; model the
value of learning, self-discipline, and hard work; express high but realistic expectations
for achievement; encourage children's development/progress in school; and encourage
reading, writing, and discussion among family members (Michigan Department of
Education, 2001 ).
Recommendations to Future College Students
Participants in this study offered a number of recommendations to youth
considering enrolling in a college program. The single most common recommendation
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was related to effort. Participants spoke about the importance of doing school work well
and submitting it on time, regularly attending classes, paying attention in class, and
staying motivated. Phrases like "push yourselves" and "don't give up" were used. Many
respondents indicated students should use resources that are available. They should ask
for help when needed. They should also work with instructors and other members of the
college to get support and guidance. They also indicated that communicating with
instructors builds a more sound relationship, which allows students to understand the
instructor's teaching style and expectations and allows the instructor to understand the
learning style and academic and social backgrounds of the students.
Participants felt that new students should take their education seriously. They
recommended thinking in advance and understanding the impact of choices. Participants
spoke about the cost of college courses and noted hard work and good grades would pay
off and open more doors in the future. Participants acknowledged there would be difficult
times; however, they said students need to learn how to cope by seeking assistance,
staying positive, and pushing themselves to get beyond the barriers they encounter.
Regarding choosing a college program, many participants indicated students needed to
research different programs to insure they find one suitable for their interests, academic
level, and skill set. Students also mentioned it was important to know and understand
themselves -

their values, interests, attributes, talents, and skills. These need to be

considered before choosing a post-secondary program.

Recommendations for Researchers
The most significant factor that restricted this study's results was the limited
sample size. This study encompasses only the voices of the 11 participants who provided
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narratives and detailed information related to their academic and social pathways through
the education system. These students faced several risk factors throughout their lives yet
graduated from high school and moved on to a college preparatory program. The students
who decided to become involved in this study were generally more committed to coming
to class than other students of the CBP. Also, as previously indicated, all of the 11
participants demonstrated a supportive and agreeable nature during the interview and
research process. An attempt was made to find CBP participants with weaker attendance
or participants who had left the program before completing it. After attempting to contact
several individuals multiple times and having limited success, the list of possible
participants was exhausted, and others needed to be contacted.
More research related to marginalized college students is needed. Larger studies
that target a broader sample of participants over a longer period of time would increase
our understanding of the impact of risk and protective factors within the lives of students
-

especially how those factors relate to growth, change, transformation, and persistence

as well as disengagement, withdrawal, and static development. Larger and broader
studies would allow researchers to better comprehend marginalized student experiences
and deepen our insights into risk and protective influences and the ability of students to
overcome challenges.
If the time and resources were available, I would track the marginalized student
experience from high school into a post-secondary institution and beyond. The sample
size would be much greater and would move across a wider range of participants in
several regions, with varying demographics related to ethnicity, religion, socio-economic
status, and gender. Participants would be contacted to set up an informal face-to-face
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meeting to discuss the nature of the research being done, rather than being invited by
phone or through email. This would allow for a more in-depth explanation of the study in
an informal environment and would hopefully put the participants at ease. Interview
questions would be shared at this time so students would have more time to process and
think critically about the questions. This approach may result in more participants
agreeing to partake in the research project. I would also choose to do a longitudinal
study over several years, with multiple interviews, which would add to and enhance our
understanding of the social and educational experiences of marginalized individuals.
Such a study would also provide greater knowledge of how marginalized youth are able
to change and transform over time. This knowledge would help us more fully understand
the voices of marginalized students and what is needed for growth, change, and
transformation to take place. More in-depth studies could inform educators,
administrators, students, and parents how to mitigate negative experiences and move
forward together in a positive way.
Final Thoughts
The knowledge created from this thesis was largely generated by the voices of the
marginalized student who allowed me to interview them. These interviews permitted me
to better understand pieces of each participant's life and look for patterns and themes
within the data. It was my goal, as I moved through the research process, to keep the
voices of the participants at the forefront, and it is their voices that I hope resonates with
readers. As I listened to and read their stories over and over again, the feelings of shame,
guilt, and sorrow echoed through their words and voices, as did their strength,
determination, and confidence. Although, much more research needs to be done, and
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many more stories need to be told, within this thesis, the journeys of 11 marginalized
students have become more visible. I would like to end this thesis with some of the
voices of the students who made it possible.
George: It was the first time I felt successful in my, in education at that point.

Um, I was kinda riding a low that was kind of going five years there with high
school and everything like that. I felt that I didn't accomplish anything. I didn't do
anything I wanted to do. I made no headway and then eventually the College
Bridging Program came along, so I felt very satisfied when it came to the end of
it, and I felt empowered. I felt like I could do something.
Mike: I figured that, well, it's like, it's post-secondary education, so it's like, you

know, um, you know, you're kinda more of an adult now, so it's like your kinda
like you're trying to like figure out where you are in the world. So it's like, it's
kinda serious business, just the persistence based on that fact that like, you know,
this is a bridging program, so you're trying to find out what you wanta do. So,
you know, I thought I really gained from this program, so I kept going and I
barely missed any days, um, and I had the support, like my grandfather put money
into it for me, so like, you know, he did this for me so, like, of course I'm gonna
go and complete it to the best of my ability. I don't wanta let anybody down and
that kinda thing too, and I don't wanta let myself down, and completing it would
give me a sense of accomplishment, and maybe I could move on to something
else afterward and keep going.
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Sara: I wanted to set a goal for myself that I am smart. I know I'm smart; I want

to prove that I'm smart, and that helped me in a way to get my good marks and to
study and to go on to another program.
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Appendix
Appendix A: Demographic Worksheet for Participants

College Students from the Margins: Journeys of Persistence and Early Leaving
Principal Investigator: Kieran Hennessey, UPEI, M.Ed student
Demographic Worksheet for Participants
I - SCHOOL AND COMMUNITY EXPERIENCE PRIOR TO REACHING

1. What is the name of the city, town, or reserve where you grew up?
2. How long did you live there? _ _ _ _ _ _ __
3. How many times have you moved in your life? _ _ _ _ _ _ __
4. How would ou rate the areas in which ou lived in terms of the followin
Ve Good
Good
Not So Good Poor
Safet
Access to public
trans ortation
Parks
Recreational
facilities
Sense of
communi
5. Which high school did you attend before coming to
6. Where was this high school located? _ _ _ _ _ _ _ _ _ _ __
7. How much time passed in-between your high school graduation and beginning at
?-------8. While in high school were you in the academic or general stream?
9. Do you know if you had/have been identified as a student with special education
needs (e.g. learning disability, gifted, blind/low vision, physical disability,
developmental disability, speech/language impairment, behavior or mild
intellectual disability, or autism)?
es
no
I don't know
a. If you have, what is the nature of your exceptionality? _ _ _ _ _ _ __
b. In what grade were you first identified (if unknown, give
approximate)_ _ __
c. If yes, what type of supports did you receive?
----~

10. Did you fail any course in high school? __ Yes _ _No
a. If yes, how many courses have you failed in total?_ _ __
b. If yes, did you repeat this/these class( es) __ Yes _ _No
c. If yes, did you then pass this/theses class( es) __ Yes _ _No
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11. Did you repeat any grade( s) in elementary or junior high school? _ _ Yes
No
12. In high school, did you ever skip class? _ _ Yes _ _No
a. If yes, on average, how often per month? _ _ _ __
13. Were you ever suspended or expelled from school? _ _ Yes _ _No
a. If yes, what was the reason?
------------~

II - EXPERIENCE AT
14. Did/Do your parent(s)/guardian(s) encourage you to do well in college? _ _ Yes
No
15. Did/do your parent(s) guardian(s) help you with your school work/assignments?
No
Yes
16. Did/Do your instructors encourage you to do well while in college? _ _ Yes
No
17. Did/Do your instructors give you extra help if you needed it? _ _ Yes _ _No
18. Would you say you were/are treated fairly at college by the instructors, guidance
counselors, mentors, administration or other staff?
Yes
No
19 D'1d you ever flee1 uncom florta bl e or out o f pace
1 at co ll ege because of your ...
Ethnicity or culture
don't know
ves
no
Race or skin colour
don't know
no
ves
Language or accent
no
don't know
ves
Religion
yes
no
don't know
Physical traits
yes
no
don't know
Physical abilities
no
don't know
ves
Learning abilities
no
don't know
ves
yes
Family composition
no
don't know
yes
Sexual orientation
don't know
no
Family income level
don't know
no
ves
Other please specify

20. How often did/do you feel uncomfortable or out of place at
because of your ethnicity, culture, race, skin, colour, language, accent, religion,
physical traits, physical or learning abilities, family composition, sexual
orientation, famil income level, or an other reason?
All the time?
Most of the time?
Some of the time?
Rarel ?
Don't know?
Never?

Im ortant
Colle e Administration
Instructors
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Mentors
Guidance counselors
Parents
Fellow students/peers
22. How would ou rate
Ve
School size
Classroom size
ratio
School climate
Diversity of
student bod
of staff

in terms of the followin :
Good
Not so Good

Poor

Extra-curricular
activities
Supports for
students "at risk"
23. Did/Do you have a job while you were/are in college? _ _ Yes _ _No
a. If yes, on average, how many hours per week did/do you work and go to
school?- - - b. What kind of work do you do?_ _ _ _ _ _ _ _ _ _ _ __
c. Do you feel t~mpact on your grades?
24. While a t t e n d i n g - - - ' where did you live? _ _ _ _ _ _ _ __
25. For early leavers:
a. Do you intend to return to school to obtain a college diploma? __ Yes _ _No
Don't Know
b. Why or why not?_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
c. What are your plans for the future? _ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
26. For early leavers, which of the following impacted your decision to leave college
and to what extent.
Greatly
Impacted
Slightly
No Impact
impacted
impacted
Course work was too
difficult
Course work was too
easy
Course work had no
significance
Financial situation
Family situation
Feeling of belonging
Other
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III - ABOUT YOU
27. What is your date of birth (date/month/year)?
28. How old are you now? _ _ _ _ _ _ _ _ _ __
29. With which gender to you identify?
Male
_ _ _ _ _ _ _ _Female
Other (specify:-----~
30. To which cultural group or groups do you feel you belong?
31. Were you born in Canada?
Yes
No
If no, in which country were you born?- - - - - - - - - - - When did you first come to Canada? _ _ _ _ _ _ _ __
32. Do you consider yourself to be a member of a group(s) that is/are unfairly treated
Yes
No
I don't know
in Canada
a. If yes, of which group or groups_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
33. Do you consider yourself to be a member of a visible minority group in Canada?
Yes
No
I don't know
a. If yes, of which group or groups_ _ _ _ _ _ _ _ _ _ _ _ _ _ _ __
34. What is your religion, if any?_ _ _ _ _ _ _ _ _ _ _ _ _ __
35. How would you describe your sexual identification (ie. orientation)?

IV - YOUR FAMILY AND HOUSEHOLD
36. Do you have any children? __yes _ _no
a. If yes, please indicate how many: _ _ _ _ _ __
b. If yes, how old are they?
---------37. Who were the most significant people who raised you?
38. Who are your close family members?
39. In which country was/were your mother(s)/female guardian/parental substitute
born?
do not know
40. In which country was/were your father(s)/male guardian/parental substitute born?
do not know
41. What is the highest level of education obtained by your
a. Mother- - - - - - - - - - - - - - b. Father- - - - - - - - - - - - - - - -
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Appendix B: Interview Guide Questions

College Students from the Margins: Journeys of Persistence and Early Leaving
Principal Investigator: Kieran Hennessey, UPEI, M.Ed student

Interview Guide Questions
For all participants.
1. Tell me what was going on in your life at the time you were attending public
school?
2. Tell me what was going on in~ime you were attending The
College Bridging Program a t - ?
PROMPTS
At Home
a. What is the nature of the following relationships (attachment, closeness,
communication, emotional space)
• Your relationship with parent(s)/guardian(s)
• Your relationship with siblings
• Marital/common-law relationship of parents/guardians
b. What are your parents like?
• Parent/guardian style (permissive, strict, helpful with school work,
expectations, parental attachment/supervision)
• Parent(s) guardian(s) (level of education, current job, job title, main
activities, regular work schedule)
c. What is your home like?
• Socioeconomic status and income level
• Household routines/rituals (what does everyone do? Meals, vacations,
homework, etc.)
• Other family events (illness, death, abuse, financial or legal difficulties,
substance abuse, geographical moves)
d. What is your living arrangements?
• Roommates (how many, conflicts, their situation related to work or
school)
• Financial cost of living away from home
• Routines (meals, cleaning, activities)
At Work
a. Did you work while going to public school or attending the College Bridging
Program?
If yes, explain the type of work that you did.
• General description of work
• Type of employment/actual job
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•
•
•

Average number of hours worked each week while attending school
Interference with homework, assignments, and studying while attending
school
Reason for working (money, job satisfaction, experience)

With friends/alone
a. What was your relationship like with your friends while attending public school
and College Bridging Program?
• Types of cliques or crowds and things you most often do together/alone
• Positive or protective factors/risk factors (eg. smoking, drug use, driving,
skipping class, other risk- why are they done? Alone/with friends)
• Peer pressure (explain)
• Other friends thoughts, actions, and behavior related to school (dropping
out, attending, etc.)
• Conflicts (breakup of relationship - platonic or romantic)
• Other major events(illness, death, abuse, other difficulties)
Out of school activities (alone or with friends)
a. What were some of the activitie~ during public school and around
~nd outside o f - - - ?
• Music, theatre, arts, etc.
• Sport activities (informal/leagues)
• Technology (computer use for entertainment; games; internet; TV;
movies, etc.)
• Club memberships
• Community organizations
• Favorite activities outside of school
• Amount of time spent doing these activates on average each week
At School (Critical to probe three levels - policy, school, classroom)
a. Tell me more about the public school system and College Bridging Program.
• Program policies (fairness, rules, attendance policy, late assignments)
• Program structure (class size, core courses, elective courses, schedule)
• Relationship with teachers instructors/administration/mentors/other staff
(ability to connect)
• Expectations (fair/respectful treatment of you and other students, support,
guidance and counseling)
• Interest in course material (core courses, electives, curriculum)
• Ability to follow curricular demands (keep up with lessons and
homework)
• Comfort with methods of teaching (learning styles addressed, most
enjoyable exercises, least enjoyable exercises)
• Discipline
• Academic performance
• Behavior (cutting class, missing work)
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b. Tell me about the social aspect of your time within the public school system the
College Bridging Program.
• Relationships with school peers
• Expectations of peer group
• Orientation
• Social integration (i.e. formal/informal extra-curricular activities)
• School culture in general (bullying, violence, discrimination, abuse)
• Expectations of instructors, mentors, other school staff, other students.
With You (ie. Personal)
a. Tell me about some of the things that you were experiencing while going through
the public school system and the College Bridging Program.
• Overall personal health (physical or emotional - i.e. self-esteem,
depression, etc.)
• Identity issues (e.g. culture, ethnicity, religion, language, sexual
orientation, ability, gender, world view)
• Conflict (i.e. societal/cultural acceptance of identity expressions, selfesteem ... )
• Other personal issues (e.g. substance abuse, pregnancy, child rearing,
marriage, getting in trouble)
• Major events (illness, death, abuse, other difficulties)
For students who withdrew from the post-secondary environment.

3. What were some of the reasons you decided to enroll in the College Bridging
Program at Holland College? Who or what played a role in guiding you to this
program?
4. What was/were the main reason(s) that you left school? Tell me about whether
you feel that you made a decision to leave or were forced to leave.
5. What could Holland College have done differently to help you graduate? Was
anything done at school to try to convince you to stay in school.
6. What were your plans when you left school?
7. How did you expect to make them happen? What are your plans now? How do
you expect to make them happen?
8. What advice would you give to other students to help them through the College
Bridging Program?
9. What advice would you give to schools as to how to provide an education that is
relevant/useful to each student?

For students who persistent to other post-secondary programs

3. What were some of the reasons you decided to enroll in the College Bridging
Program at Holland College? Who or what played a role in guiding you to this
program?
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4. What was/were the main reason(s) that you were successful in transitioning to
another post-secondary program?
5. What could your school have done differently to help you be more successful?
6. What advice would you give to other students to help them through the College
Bridging Program/transition to other post-secondary programs?
7. What advice would you give to schools as to how to provide an education that is
relevant/useful to each student?
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Appendix C: Letter of Consent
College Students from the Margins: Journeys of Persistence and Early Leaving
Principal Investigator: Kieran Hennessey, UPEI, M.Ed student

Letter of Consent
I would like to invite you to participate in an exciting research project with It is called, "College Students from the Margins: Journeys of
Persistence and Early Leaving" The purpose of this study is to explore the
perceptions and lived experiences of marginalized students throughout their
educational journey. Marginalized students refers to youth who, based on factors such
as race and social forces faced several challenges and struggles and were placed in a
position in which they had very little power or control. I want to understand how
previous experiences contributed to persistence or early withdrawal from the CBP. I
would like you to participate in this research.
If you choose to be part of this research project, no harm will come to you. You may opt
out at any part of the research process at any time, free from penalty of any kind. In the
case of a withdrawal before completing the process, any information you provided will be
destroyed.
In total twenty former students will be interviewed. Your participation would involve one
sixty to seventy-five minute, face-to-face interview on
campus. This
interview would take place in a private room, where you will be asked questions about
your past experience in school and outside of school. Your interview will be recorded on
a digital recorder where it later may be analyzed with computer software. You will also
be asked to complete an information sheet based on you, your family/household, your
school and community experience prior to coming to
e, and your
experience at
. Your name and all information and data from the study
will be kept locked in a cabinet to protect your confidentiality, and only I will have
access. All information from the study will be destroyed seven years after the study has
been completed. Your name will be changed to a pseudonym. Also, you can contact me
at any time if you want access to your transcribed interview or data sheet. You will also
be contacted when the final research project has been completed so you can see the
results.
I believe you will gain a lot from this experience. This process will give you the
opportunity to reflect on your educational journey and receive the benefit of having your
story be heard. You will have the opportunity to verbally reflect your experiences, both
positive and negative, and leave with the understanding that your story will help
contribute to new understandings and possible changes for the best.
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If you decide to participate, please read and sign the attached Informed Consent
Statement indicating your acceptance to participate and acknowledgement of agreement
with the conditions as outlined.

Please contact me if you have any questions about the study. I can be reached through
email at kjhennessey
.com.

Consent:
By signing this form, I agree that:
1. The study has been explained to me. All my questions were answered.
2. The possible harms and discomforts of this study have been explained to me.
3. I will be audio recorded during the study. These recording will be used by the
researcher to explore and understand more about the process of persistence and
withdrawal from the College Bridging Program.
4. I understand that I have the right to refuse to take part in this study. I also have the
right to withdraw from this part of the study at any time. E.g. before or even after
the recordings are made.
5. I can ask questions about the study at any time now and in the future.
6. I have been told that all research information will be kept confidential, except
where required by law (e.g. suspected abuse)
7. I understand that no information that would identify me will be released or printed.
8. I understand that I can keep a copy of the signed and dated Consent Form.

Thank-you. I look forward to your participation!
Sincerely,
Kieran Hennessey, M.Ed student, UPEI
College Bridging Program Instructor,
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Consent of participants

Please check all that you consent to, put an "x" next to those you don't and then
sign:

D I agree, or give my consent to participant in an interview conducted by the
researcher
D

I give my permission for my interview tapes to be used for this research project

D

I agree, or give consent, to allow the use of anonymous quotations from my
interview in the research report (understanding that I will not be identified in any
way)

D

I agree, or give my consent for Kieran Hennessey to use the data gathered in his
Master's thesis and for publication

D

I agree, or give consent that the audio tapes may be given to a transcriber, who
will be expected to sign a confidentiality document, to transcribe the data from the
tapes.

D

I agree, or give consent to allow the information collected for this study to be used
for future studies.

D

I agree to be re-contacted to participate in future studies.

I would like to receive a copy of my interview: Yes__
Please indicate how you would like to receive the summary:

Please provide a mailing or email address:

Name of student

Signature and Date

No- - -
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If you have any difficulties with, or wish to voice concern about, any aspect of your
participation in this study or the ethical conduct of this study, you may contact the UPEI
Research Ethics Board at (902) 620-5104, or by e-mail at reb@upei.ca

Printed name of student

Signature & Date

Printed name of person who obtained consent

Signature
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Appendix D: College Bridging Program: Student Reference Manual

College Bridging Program
All core courses have a minimum passing grade of 60%. The Computer Applications
course is delivered in three separate modules. A 60% is required in each of the three
modules for successful completion of the Computer Applications course. The passing
grade for all electives is dictated by the program to which it is associated. Students in
elective courses must follow the policies of that program in a similar fashion to the fulltime students enrolled within that specific program.

Program Policies
Attendance
Class is mandatory in the College Bridging Program. Students are expected to attend all
scheduled classes and take a proactive, professional approach when they cannot attend,
will be arriving late, or leaving early. This can be done by providing advance notice (a
minimum of at least 1 hour) for any of the above mentioned situations. Students arriving
late to a class and the door is shut will not be permitted to enter. A student may wait and
the instructor will allow entry at an appropriate break. If the class has an assessment
going on, the student will not be permitted to enter late and should contact the instructor
as soon as possible.
It is the student's responsibility to catch up on course work that is missed due to an

absence from class. This can be done by connecting with fellow classmates and/or
instructors. We encourage all learners to identify a partner within each class. This is a
great way to pick up handouts and catch up on missed notes. Missed handouts will be
placed in the student mailbox outside the instructors' offices. It is the student's
responsibility to check his/her mailbox. In the event that a student must miss class, the
student should also check SAM for any course postings from the instructor.
If a student misses a test, final exam or assessment, for any reason, it is to the instructors'
discretion as to offering the student a supplemental assessment. Regardless of actual
score, a student can achieve no more than the minimum passing grade (60%) on any
supplemental assessment. There will be no chance of re-writes for in-class assessments.
If absences affect academic progress, a QF014 Progress Concern Notice will be issued.

Dress Code and Grooming
The College is a post-secondary Institution that prides itself on maintaining a professional
image. Students are asked to dress appropriately every day and maintain appropriate
grooming habits. Remember, a clean, neat appearance indicates personal pride and a
professional attitude. If there are any problems with the above mentioned areas, a student
will be asked to make the necessary changes.
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The College is a scent free environment. Do not use grooming products with scents.
Food and Drink in the Classroom
Food of any kind is not permitted during classes. Beverages are permitted.
Plagiarism
Plagiarism is defined as:
Presenting, as their own work, materials or work prepared by persons other than
themselves in reports, term papers, projects, etc.
It is an offence for a student to use or closely imitate the language and thoughts of
another author when they are representing it as their own original work. Whether quoting
original work or adapting it, always cite the source. Cutting and pasting from sources
found on the Internet is as much of an offence as failing to reference printed work.

When plagiarism is apparent, the instructor marking the assignment shall notify the
student of the detection of plagiarism and indicate the penalty, which can vary due to the
situation. The fact of plagiarism will be documented and placed in the student's file.
Repeat occurrences of plagiarism may result in discontinuation from the course, program
and/or the college.
College staff is here to help you in this regard. Do not hesitate to communicate with staff
regarding this serious aspect of academic integrity.
Cheating
Anyone caught cheating will automatically receive a grade of 0% for that
assignment/assessment with no option of a make-up. Such a situation can certainly result
in a learner not passing a course. Further disciplinary action may result such as being
exited from the course, program and/or college.
E-Mail
The College uses Microsoft Outlook as its official e-mail platform. Recognizing many
individuals hold multiple e-mail accounts, students are required to check their College
Outlook account daily. It is strongly recommended that students check their Outlook
several times a day as this is the primary communication tool used by faculty to contact
students. Vital course or college information may be missed if a student does not check
his/her email.
Exam Protocol
All books, papers, notes, etc are to be left outside of the classroom when tests are
scheduled. Students should only bring pens, pencils, whiteout, erasers, and any specific
required implement as instructed by faculty. Students are prohibited from copying from
another student or otherwise obtaining answers from any other means. Students are
responsible for ensuring that their answers are not visible to other students.
If a student misses a test, final exam or assessment, for any reason, it is to the instructors'
discretion as to offering the student a supplemental assessment. Regardless of actual
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score, a student can achieve no more than the minimum passing grade (60%) on any
supplemental assessment.
Submission of Student Work/ Late Assignments
Student work must be submitted to instructors on the date it is due. If a student chooses to
submit work electronically, the responsibility rests with the student to ensure successful
transmission.

An assignment extension may be requested in writing and must be submitted at least 24
hours prior to the assigned submission date. Documentation may be required to support
the request.
Late assignments will be accepted at the discretion of the instructor. 20% of the overall
grade will be deducted for each school day the assignment is late for up to three days.
Notwithstanding any exceptional circumstances, any assignment submitted more than
three days after the due day will not be accepted and given grade of zero.
Student Concern Notices
Any issue regarding a student's performance (academic progress, Leamer Code of
Conduct infractions, and breaches in program policies) will result in the issuance of a
QF014 Student Progress Concern Notice and/or a QF012 Student Misconduct Notice
which will be kept on file. Students are encouraged to familiarize themselves with all
policies and procedures in regard to student conduct.
Cell Phones
Unless approved by an instructor, cellular devices are not permitted to be used in the
classroom for calls, texting, time check, agenda, calculator, etc. Cell phones must turned
off or on silent mode and left out of sight. Students using cell phones during class time
will be asked to tum them off or possibly leave the area as this can be very disturbing to
the learning of others.
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The College Bridging Program

-Student Manual-

Declaration:
I have read, understand, and agree to abide by the policies and procedures outlined in the
Student Manual. It is my responsibility to adhere to the policies and procedures outlined.
Non-compliance with policies and procedures can cause progress problems in the
program.

Name

Date

