





out of the classroom, and applying it to everyday life, is helpful.” Also commenting about stress
management and taking control of his anxiety, Jake said, “I just decided | would rather just eat
well, keep a positive mind, and stay clean.” He added, “It wasn’t until the second semester that I
was like, “Wow, I could have been doing this the whole time, and that would have been less
stress.””” Jim said he recently advocated for his medications with his mother. He said, “I talked to
my mom this semester, and I was like, ‘I need it...” | do need to start taking it again, because it
really helps me focus and be able to sit down and work for more than 14 seconds at a time.” Rex
also made strides in self-management in the area of health, which also spilled over into
academics:
| think having a routine has helped me a lot. | found that if | worked out twice a day
instead of once a day, | had better muscles. And | found out that if | ate certain meals at
certain times, | did better. And then, | found out that if | went to sleep at this time, I did
better. And I found out that if [ didn’t drink every night, I did a lot better. And all that
tied in. Once | had this built-in schedule, | was like, ‘Oh, okay, why don’t I study for
these three hours a night, and then spent those three hours solely on school work.” And
then | can do an hour of Xbox, or something like that.
Lori echoed Rex’s growth when she said, “I figured out the study habits that I need,” and
“l figured out time regulation between stuff I want to do, and the stuff I actually need to do.”
Self-advocacy in relation to health was a growth area for Jay as well. She said, “Communication
is the key. If I had a doctor’s appointment and I had missed class, I definitely send that letter, and
show them [instructors] the proof, so that it wasn’t just me lying in bed, avoiding doing
anything.” She said the class gave her “the confidence to do so, and the right ways about doing

it.” Dealing with her eczema, Shelly said, “I have been taking care of my body like | was at
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home. | feel comfortable, and | have been on top of things compared to first semester.” Learning
to take the lead on advocating and attending to their health was key to many students’ success.

In addition to all of the indications of how the academic recovery courses helped the
students that have been woven throughout the themes and subthemes, several additional
comments about the overall helpfulness of the class are worthy of noting “I would say that it [the
class] is definitely important for people to take. It helped me a lot to put into perspective what |
was doing wrong, and how to correct it.” This statement by Jim was echoed by Lucy who said, “I
liked it a lot. | personally liked it, and | would recommend it to people on probation. | think it
gives you the time to just know your resources and learn by your resources.” Josh commented on
how the class helped him become a better student:

Seeing that there are other people in the same situation has definitely helped a lot. | have

taken a lot from what I realized was bad during the first semester, and | improved on that

this semester. | have been going to more classes that I thought 1 would possibly do. |
don’t skip very often at all...I have been pretty much on top of making sure any big
assignments were turned in on time to the best of my ability.

Rick said that, in his first semester “There was all this stress at first, but then, | got into
the swing of things once I was in this recovery class, which helped a lot...It was mainly learning
how to keep yourself in line and keeping yourself on track.” He added that the class “Showed me
that there was a lot more to college than I thought, really.” Shelly commented, “I thought it was
just going to be a class just to make sure we’re here, and that was going to be it... But it did help
me a lot. [ didn’t expect that much from it, but it did help.” She highlighted some of the benefits:

We do the GPA calculator to make sure we’re on track, and [instructor] would have

people come in talking to us about mental health. Then we had someone from the finance
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place so he could give us a lesson about saving money. We do simple assignments, like

making sure we got on track with doing group work. We would present PowerPoints. |

turned in a paper about self-assessment on Thursday.

Karen stated, “It [the class] actually helped me a lot. I learned a lot of stuff in there to
help me with time management, or just schedule out study time. | definitely thought for sure it
was helpful, and that my mindset has really changed.” Similarly, Jake said, “The class was really
good. It was actually better than I thought.” He said the class helped him, “Keep track of our
studying, and stay on top of our business, and it actually made me better at organizing my day
out than I did the first semester.” Finally, Jake commented, “It helped me manage my day better,
and with making out schedules.”

The imposed structure of the academic recovery course seemed integral to helping the
students improve and acquire self-regulation and life management skills. The course helped
remediate skills for success and provide a bridge over the transition from high school, when their
parent(s) controlled aspects of their lives, to college, when they were tasked with managing those
areas on their own. The course helped students increase knowledge and awareness, increase and
improve skills, and provided opportunities for students to practice application of the knowledge
and skills needed to succeed.

Subtheme 2.6: Improved self-concept and hope for the future. The interview data
revealed that students felt much better about and thought more highly of themselves as college
students and in general, as a result of their second-semester academic success and overall
improved academic standing. This theme was revealed in the data as students shared their
thoughts and feelings in regard to how they thought and felt about themselves at the point of the

interviews, compared to when they experienced their academic failure in their semester.
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As students talked about how they felt at the end of their second semester, their
statements had threads of hope for the future. Rick talked about how he felt about himself in
general, reflected on his academic accomplishments, and indicated hope for his future as a
college student:

| feel very accomplished, and just good about myself in general...I feel a lot less stressed

for sure, because I know I did well this semester, and I know I’m doing well, because I

have been studying for all my exams, so I’'m preparing myself. I think I’'m fine for next

semester, for sure. ’'m not very stressed out about it. I'm ready for the next step.

Josh also had a positive perspective and was envisioning his future as a college student.
“I’m feeling pretty confident in all my grades now... | have really good feelings for next
semester, and | can see myself actually continuing that for the rest of college.” Karen was also
hopeful for her future and indicated she was willing to help others with what she learned from
her probationary experience:

I’m feeling pretty good. I have noticed how much better I'm feeling about going forward

in college. | know that now that | have these skills and everything, moving forward in

college is going to be a lot better than it was, so | feel pretty optimistic about it. | am a bit

more open to talking to other people about it, so that way, they don’t make the same

mistakes. Whereas before, | was embarrassed to tell people about it, but now, I’'m just

like, ‘It is what it is, and I’ll help you not make the same mistakes.

Anna’s comments spoke directly to increased shame resiliency. “I don’t have a shame
feeling; I’'m more so like, “It happened...I’m going to just believe in myself, and I’'m going to do
it, because I know I can do it.” Lucy also indicated she was feeling positive about herself and her

future. She said, “I feel a little more positive...I think I’'m doing pretty well in my classes right
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now. I’m excited for finals...I think I’m doing a lot better.” In terms of academic success, Jake
indicated he felt happier and had learned from his mistakes. “I would have to say that the second
semester was my first academic success of the year...It’s all just learning and finding what
motivates you to work hard, be happy, and feel good.” Jake also had a positive perspective,
looking back on his probationary experience. “Well, at this point, I realize that whatever I want
to do, I will put my best foot forward, and just work hard. You’re going to fail at something, but
that’s only going to help you in the future.”

The students’ comments reflected increased confidence and a hope for their futures as
college students. Their positive thoughts, feelings, and identities came through as a more positive
self-concept overall.

Theme 3: Motivated to Succeed Academically

Finding their purpose for wanting to change their academic status in order to avoid
academic dismissal and move on toward graduation was a theme that emerged from the
interview data. Each student had individualized motivators. Some were motivated by external
factors, while others were internally motivated.

Subtheme 3.1: External motivation. Jay, Rose, Josh, Anna, Jake, and Rick all cited
their families as their motivation for wanting to succeed academically, either not wanting to
disappoint them, not wanting to waste their money, or not wanting to be a cause of stress. Jay
explained her motivation when describing why she did not tell her parents about her probation:

| didn’t really want to tell my family because I don’t want them to think that I can’t do it,

when really, I’'m the only one in my family that has tried to be out there, instead of a

bartender or waitress. But I didn’t really tell my family, just because I don’t want them to

think that I can’t do it, especially during the freshman year in college.
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Not wanting to disappoint or stress their parents was motivation for Josh, Rose, Anna,
and Jake. Rose did not want to be the only person in her family not succeeding academically,
citing accomplishments of her other family members. Additionally, Josh talked about not
wanting to waste his parents’ money:

| am not the one paying for my college; my parents are paying. They have always been

the ones to make sure that 1 am set for anything like this. So, just knowing that they paid

for all this, and I blew all that off, it just felt like a disappointment...But that being said, |
worked my ass off for this semester so far.

Anna was similarly motivated by a desire to avoid disappointing her parents. She talked
about having a changed mindset from first semester and described how being on probation was
inharmonious with her overall identity:

Being on academic probation is not like me at all, so I don’t want to disappoint my
family by doing even worse than this. | had one failure, and | learned from it, and | just
want to change it and not have the same failure again. That was my whole mindset, that |
don’t want this to happen again, so I’'m going to continue to do whatever I can to make
sure that doesn’t happen.

Jake added to the theme, saying “I just want to do better, because I don’t want my parents
to be so stressed out over me, because | feel like I do this for them, or to myself, but then, I
realize that everyone has to go through it eventually. So, I’'m going to just have to face it and
work as hard as I can.” Rick echoed Jake’s statement and said that he does it [school] for his
parents more than for himself. For these students, not wanting to let down their parents was a

main motivation to do better.
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In addition to family as motivation, the looming threat of academic dismissal was a
motivator for Rose, Josh, Karen, Rick, and Shelly. When Rose found out about being on
probation, she stated, “I think when it hit me, that was like ‘If you don’t get your grades up,
you’re going to get kicked out.” I think that was my biggest fear.” Josh did not want his
education to get “flushed down the drain.” He stated, “On one hand, I am struggling with
motivation, but this semester, ’'m doing many times better. Part of that is probably because I
know that if I don’t do good this semester, then I am really in the drain for the rest of college.”
Karen talked about how she would procrastinate in the first semester and was distracted by
friends. She had an epiphany and stated, “I was just like, ‘Okay, I’'m trying to get my work
done.” And then, obviously, with the probation, | realized | really needed to get my work done,
and I have been.” When talking about what motivated him from his first to second semester,
Rick said, “Just knowing that I need to get my work done, because if not, then I probably won’t
be here next semester, which would suck, because | really like coming here. I really want to keep
myself on track and get myself in line.” Shelly also did not want to leave the institution. “[Our
instructor] told us how we have to get a 2.0 [GPA] or we’re going to be dismissed, so that really
freaked me out, because I didn’t want to leave. I think that’s what started getting me going. It
just forced me to get to work, because I want to come back next year.”

Subtheme 3.2: Internal motivation. Jay, Rex, Jake, and Rick also made statements that
aligned with a sense of internal motivation. Jay was able to see the purpose of college for her
overall quality of life, and said, “I want to improve not just my college life, but the rest of my
life.” Rex was motivated by wanting to do better than his brother who dropped out of college,
and also to do well for himself. “I want to do better than him [his brother] for sure. I am not

getting compared to him, because he doesn’t do a lot with his life. And so, I will stick with it just
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so I can come out on top and do all these things.” In addition to not wanting to stress his parents
as previously indicated, Jake also added, “Whether I’'m going to get a job, or a carecer when I’m
older...This is one of the most serious parts of my life.” When talking about pressure he gets
from his mother to stay in college, Rick commented, “I just want to figure out what’s best for
me.”

The interview participants cited both external and internal motivators for wanting to
succeed academically, and some indicated a combination of motivators. Finding their “why,” or
their purpose for earning their degree is important to help them persist when facing challenges
that have the potential to derail their goals and dreams.

Theme 4: Participants’ Recommendations

If you want to know what students need, ask them. The student voice is important when
designing programming to meet their needs. As such, the interview participants were asked to
offer suggestions to improve the college experience for students coming after them, based on
their perspectives as individuals who experienced academic difficulty in their transition from
high school to college, and who participated in an academic recovery course for probationary
freshmen.

Subtheme 4.1: Improve transition from high school to college. All students have
multiple experiences with professors in college. As previously discussed, students appreciated
and valued having connected, caring instructors. Jay, Jake, Rick, and Shelly focused again on
this topic when offering suggestions for improving students’ experiences. Jay shared there would
be value in instructors being more flexible with students. “People have lives. They [instructors]
definitely need to be more flexible with schedules, because a lot of people work. I work, but |

can get there [to class] because I live on campus, and it’s more accessible to me, and I don’t have
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a regular job schedule. Yeah, it [college] needs to be more flexible.” Jake offered advice to
professors along the same line:

| would say that some professors just need to realize that every kid is not the same. Every

kid definitely doesn’t learn the same...You try to rush through information, and students

are trying to actually learn from this, but when they ask them to go back, you have a

certain temper. Some teachers get agitated when students are like, “Yeah, could you go

back to that second page? I’m sorry, you went by too fast.” Students are new! They’re
trying to learn. They really want to learn. And there is a small percentage of kids who
don’t have maturity to do well, and that’s the point...It’s like a mutual relationship...I
don’t want them to think I’m like a slacker or anything, because I am not a slacker. | will
work my tail off, and whatever it takes, | will do it.

Similarly, Rick focused on a mutual relationship between students and professors, stating
“Maybe have a better relationship with the professor, so they understand where you’re coming
from, and that you’re struggling, but maybe you need a little extra help. I guess they could be
open and willing to listen to what students are going through. Just have an open mind and an
open ear.” Shelly also suggested that professors facilitate relationship-building between the
students. She talked about a class project where students did a PowerPoint aimed to help the
others in the class get to know them. “I’ll start talking towards the end [of the course] because
we each did a part about ourselves...So we will have known about each other now. But I think
we should have that in the beginning so we would all talk more.” Having instructors as a
champion was important to student interview participants, as was discussed in a previous section,

and students shared that theme again in their recommendations.
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Ray, coming from Chicago, talked about how many students he met in his first year did

not have “street smarts” compared to him. He felt that skill was important and brain-stormed

ways to apply the concept to acclimating to and thriving in higher education. About his

recommendation, he said, “...It’s not academic, like something about life, you are not supposed

to teach people how to be street-smart, because it’s just something you pick up from other

people. But maybe that, or maybe how to maneuver around, or how to study better.” So, rather

than waiting for students to pick up how to maneuver around in college, his suggestion was to

teach it. Another suggestion from Ray was to change the way students are tested:

Honestly, if you just bubble in points on a sheet, what the hell does that teach you?
People can memorize the whole practice exam...If you get tested on what you learn, it
doesn’t have to be a bubble test, because honestly, I think those are the dumbest ways to
learn. But I think maybe an oral test or something, or just writing points on a piece of
paper on what you have learned, or what you retain.

For Rex, taking less credits right of high school was his suggestion. He provided an army

example to make his point:

Soldiers are given broomsticks to practice shooting a gun, are shown how to hold the

gun, where to put their chin, where to put their hand, position their feet, and breathe. And
then, you give them an N16, and then, you slowly build them up until they are near expert
marksmen...So, if I could choose... Something like keeping to eight college credit
classes. Get a feel for it. Go slow. Because when | jumped in there doing 13 credit hours,
I was like, ‘This is crazy!’ I was just coming out of high school...I don’t think any
freshmen should try to take the full-time college credit... Throwing them into all that is

just causing failures to happen...Build them up. Crawl, walk, and run. I think | had six or
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seven friends in college who came out of the National Guard and everything, and I think

only one of them is still in, and everybody else quit.

Rex also suggested that professors teach students about the “insane” amount of resources at the
institution, including telling students where they can go to find tutoring help. Rose echoed that
suggestion, stating “I wish they did talk more about the resources and how you can use them. |
think this was my most difficult issues... Do I ask for help? How do I ask them? Do | sit here?
Do | go up to the counter and then sit down? What do | do?”” For Rose, she indicated there was
shame associated with having to ask for help, based on her Asian background, which deterred
her from reaching out to learn about resources.

Subtheme 4.2: Improve academic recovery course. In addition to having several
suggestions for improving the transition for students from high school to college, the interview
participants also suggested improvements for the academic recovery course for students who find
themselves on academic probation. The suggestions for improvement fell into the focus areas of
teaching study skills and habits, self-reflection, time management, and leveraging the course for
more support overall through small groups or coaching.

Ray offered a suggestion to have different levels of the course based on student need that
would be determined by a screening tool of some sort. His idea was to give students an initial
fake test and based on the results of how they studied for it, put them into a one credit, two
credit, or three credit academic recovery course. He explained, “There are different sides to the
spectrum, but we are all shoved into one class. Maybe if we could have different levels based on
your GPA.. .For example, you could simulate a real test, and whoever failed, you could ask
them, ‘Why did you fail?” And with that, you would increase their credit hours.” Along similar

lines, Rick suggested increasing the course from one to two credits. Lori also spoke about study
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habits. She said, “I know from high school, I know many people who did not study whatsoever.
Some of them passed, and some of them didn’t, so it would be a good class for people to take to
improve studying habits.” Anna had similar thoughts. She said, “As far as the course, I think the
assigned study hours for points, that’s a good thing. I like the idea of forcing them to try for an
hour every week.”

Related to study skills, time management was the focus for Rex and Lori. When asked
what she would suggest for students on probation, Lori combined time management with helping
students with life skill management. She replied, “Time management, because I also think that
being on your own is a big transition for many people, and they need to learn how to balance
social with academic.” Rex took a more practical stance, stating, “I think time management
should take precedence over growth and fixed mindset for sure.”

Placing value more on introspection compared to Rex, Josh valued more self-reflection
and group discussion. He stated, I think going a lot more in depth about how we ended up on
having to take that class, and why we’re on probation in the first place, can mean a lot. | think
they should definitely talk a little bit more about how we got there in the first place and do more
activities.” Along the theme of the course as a support system, Lucy suggested, ... A little group
to go do homework with one day, or something like that. I feel like we didn’t have any of that.”
Similarly, Jay said, “Definitely having more of a support system.” Anna also talked about
grouping students for support:

Maybe some type of group that forced you to branch out of your own friend group,

because that was my biggest struggle. | did not even want to be friends with any of those

people besides those | was already friends with, that | knew from the summer going in.

So, something that forced you to mingle more, or just get out there more, would help.
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Rex branched out and talked about academic coaching. Again, he used his army
experience as an example to make his point:
| would say academic coaching for sure. That is a really cool idea. You messed up, and
this is some army mentality stuff, but you already show that you couldn’t handle it, and
now, you need some help, so here’s the help. Maybe something like, ‘If you’re on
academic probation, every Friday, you’re going to meet with somebody. That’s one of the
little rules.” 1 could get on that for sure. I just would need somebody to check in with you,
making sure you’re doing the right thing, because that’s a more responsible thing. You
had to take more responsibility then, because now you have the weekly update, which is
what I’'m working on. You came to that coach dude, and you’re like, ‘Hey, | have this
due two months from now.” He’s probably going to say, ‘Start working on it now. Get it
done in two weeks.” So then, | think it would be a really smart move.
Lastly, Anna said:
I would recommend the course because it helped me. | would also just recommend that
they talk to someone or see someone about it. I didn’t talk to anyone as far as my family
about it, but I spent a lot of time in my own head, but not in a negative way. So,
something that just keeps giving them positivity.
Based on their lived experiences as probationary freshmen who struggled in the transition
from high school to college, the student interview participants talked freely about their ideas to
improve the transition and to improve the academic recovery course experience for freshmen on

academic probation.
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Survey One: Probation Question

The last question on the first survey asked students to “Briefly describe the reason(s) you
ended up on academic probation after your first semester.” Completed by 83 students, the aim of
this question was to give all students in the pre-course sample the opportunity to explain, from
their perspective (even though they only had a few lines to enter text), the reasons why they were
on probation. The answers were coded and themed. Several students simply stated factual
reasons without any evidence of their processing underlying causes for the factual reasons. Some
of these answers included, “I failed a class;” “Because I failed math;” “I failed both math and
English which landed me on probation;” “I failed two courses and got a D in another;” “I did
awfully my first semester.” Beyond stating factual reasons for their academic probation in terms
of them not passing courses, other themes that emerged from this data coincided with the themes
that emerged from the interviews. It was difficult to decipher and determine how to code the full
meaning of some statements from just a few sentences. For instance, the answer, “Doing poorly
and made excuses,” could represent positive or pessimistic attribution perspective, or shame, or a
lack of academic identity. Without context for the statement that could have been determined
through longer, more in-depth discourse, it was hard to put that statement into one theme. That
being said, the themes that emerged from the survey question are discussed below.

Regarding the difficulty of transitioning from high school to college, one student stated,
“There was a lot of adjustment and change. When I transitioned to college it overwhelmed me.”
Another student stated, “I had a tough time adjusting to the rigors of college.” Some students
talked about the difficulty of balancing the demands of work, family, friends, and school. This
theme tied into corresponding mental health issues. For instance, one student stated, “A lot of

things fell apart in my life and my depression got so bad that | had no motivation to do
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anything.” Another student said, “I have severe anxiety/depression so when I’m stressed about
everything I have to do, I don’t do any of it.” Yet another student said, “Depression really put me
in a hole that’s hard to climb out of.”

Some students also talked about physical health challenges. One student simply answered
the question as, “Mono,” presumably referencing mononucleosis. Another student said, “I was
hospitalized three times and wasn’t able to finish my classes.” Still another responded, “Went
through a lot of health issues that caused a lot of studying issues.” Some students cited personal
hardships for the reason they were on probation, including family medical problems, deaths in
the family, personal issues, and family “incidences.” One student stated that he “had to move out
and find my own apartment because family didn’t accept me after coming out.” Another student
talked about an unfortunate situation with his roommate. He stated, “The roommate | was
matched with was a drug dealer and extremely inconsiderate so when I needed to sleep so | could
be to class on time, I couldn’t. I went to administration with this issue and they (after 2 months)
told me to either move out or call 911.”

Developing or underdeveloped academic identity was another major theme that emerged.
For some, it came out as not being committed to being a college student. One student stated,
“Was unsure if I actually wanted to attend college.” Another said, “College isn’t for me,” and
another stated, “I decided to jump into something I really didn’t want.” Other students struggled
to understand the policies, mores, and expectations found within higher education culture.
“Didn’t know the grading system,” said one student. Another stated, “I didn’t know what I was
doing at times. I had no guidance.” Still others commented on a lack of skills and habits needed
for success. Comments in relation to this subtheme of academic identity included several

comments about a lack of time management. One student said, “I was horrible on study habits
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and completing homework, often passing it off last minute, or not doing it at all.” Another
simply said, “I have terrible time management skills.” Other students commented on study skills.
One student summed it up by stating, “I didn’t know how to study, didn’t seek help.”

Another major theme that emerged from the survey question related to attribution
perspective. Many comments indicated that students felt they had control over their success and
attributed their probation to behavioral choices. Comments included, “I did not put as much time
into school as I should have;” “Lack of effort;” “Didn’t give my best effort;” “I failed my night
class because lack of effort;” and “I fucked up, could have done better if I tried hard. It’s not
going to happen again.”

Other comments possibly indicated feelings of shame; however, it was difficult to sort out
given the brevity of the comments. For instance, the comments, “...didn’t seek help,” and
“stopped attending class” could be interpreted as a shame withdrawal coping behaviors, but
without additional information, those statements cannot be attributed to shame with full
confidence.

The themes that emerged from survey one, where students voiced their perspectives on
why they were on academic probation, supported the major themes gleaned from the interviews.
These included difficulty in transitioning from high school to college in terms of insufficient life
management skills, hardships that occurred during the semester, and underdeveloped academic
identity. Also, many comments were indicative of a positive attribution perspective and an
emerging academic identity where students were beginning to work through the crisis of their
academic failure to unravel and uncover changes needed to move towards an achieved academic

identity.
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Qualitative Phase Summary

The previous section presents results from the qualitative phase of the study to answer the
qualitative research question. Student interview participants provided insight based on their
overall experiences transitioning from high school to college, and as probationary freshmen
engaged in an academic recovery course. Major themes emerged from these personal
experiences and provided insight into the challenges faced by freshmen who ultimately end up
on academic probation after their first semester in college. Insufficient life skills, underdeveloped
academic identity, underdeveloped self-awareness, and hardships that occurred during the
semester, were subthemes that emerged as barriers for student success in the first semester.
Interview data revealed that growth experienced in the second semester could be attributed to
improvement in the areas of life skill acquisition, self-awareness, and academic identity. In
addition, a positive attribution perspective was characteristic of students who participated in the
interview phase of the study. Students expressed different motivations for wanting to persist at
the institution, including family-related reasons such as not wanting to disappoint parents. The
threat of academic dismissal motivated some students, and other unique internal motivations
added to the mix of motivators. Finally, students offered suggestions to better support future
freshmen in their transition to the institution. Additionally, Phase Two participants offered ideas
to improve the academic recovery course experience for those who end up on academic
probation at the end of their first year in college.

Several key findings emerged from the quantitative and qualitative phases of this study.
Data for these key areas was presented in Chapter 4. Table 13 provides a summary table of the
overall findings. In Chapter 5, these key findings will provide the basis for discussion to interpret

the results, provide conclusions, and make suggestions for future research.
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Table 13
Summary Table of Key Findings

Research Question

Findings

#1. Regarding freshmen on academic
probation who are enrolled in an
academic recovery course, what changes
occur, from the beginning to the end of
the semester, in students’ reported (a)
attribution perspective, (b) trait shame,
and (c) academic identity?

#2. What is the relationship among
student reported (a) attribution
perspective, (b) trait shame, and (c)
academic identity, pre- and post-course;
and how does any change in any of these
constructs affect the relationship among
the constructs?

#3. Do students’ reported changes in (a)
attribution perspective, (b) trait shame,
and (c) academic identity differ by
gender, race, and/or major?

#4. To what extent do any combination of
student factors, or set of student
characteristics, including pre-course (a)
attribution perspective, (b) trait shame,
and (c) academic identity, influence
students’ post-course academic standing?

#5. How do students describe and make
meaning of their experiences in the
course in regard to its influence on their
academic recovery and on any perceived
changes in (a) attribution perspective, (b)
trait shame, and (c) academic identity,
and on the helpfulness of the course to
their academic recovery?

White students experienced a significant change in shame from
pre- to post-course.

Moratorium identity, achieved identity, shame, and attribution
perspective were statistically correlated.

As moratorium identity decreased, achieved identity increased.
As moratorium identity increased, shame increased.

As moratorium identity increased, attribution perspective
decreased.

As achieved identity increased, attribution perspective increased

A statistically significant difference was found between gender
regarding shame indicating higher shame was experienced by
females compared to males.

Statistically significant different mean scores for dismissed and
retained students in regard to attribution perspective was found
where pre-course attribution perspective scores were higher for
students retained at the end of the semester compared to students
who were academically dismissed.

Theme 1: Difficulty with Transition from High School to College.

e Subtheme 1.1: Insufficient life management skills.

e  Subtheme 1.2: Significant hardships occurred during
semester.

e  Subtheme 1.2: Underdeveloped academic identity.

e  Subtheme 1.4: Underdeveloped self-awareness and shame
resilience.

Theme 2: New and Emerging Positive Growth.

Subtheme 2.1: Positive attribution perspective.

Subtheme 2.2: Improved self-awareness and shame resilience.

Subtheme 2.3: Improved academic identity.

Subtheme 2.4: Importance of having a champion.

Subtheme 2.5: Improved life management skills.

Subtheme 2.6: Improved self-concept and hope for the future.

Theme 3: Motivated to Succeed Academically.

e  Subtheme 3.1: External motivation.

e  Subtheme 3.2: Internal motivation.

Theme 4: Participants’ Recommendations.

e  Subtheme 4.1: Improve transition from high school to college.

e  Subtheme 4.2: Improve academic recovery course.
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CHAPTER V
CONCLUSIONS
Discussion of Key Findings

Understanding the impact of an academic recovery course on the academic recovery
process for probationary freshmen is a complex endeavor that is best explored using a mixed
methods approach to gain from both quantitative and qualitative data, as well as insight provided
by determining any relationship among these data. The purposes of this mixed methods study
were to describe any change in attribution perspective, trait shame, and academic identity for
freshmen on academic probation who were engaged in an academic recovery course as
determined through the quantitative phase, and to explore how the course impacted the students’
perceptions of their academic recovery process utilizing data gathered in the qualitative phase.
The quantitative and qualitative results were integrated to form a more complete picture of the
students’ experiences in the academic recovery course.

The study utilized a mixed methods sequential explanatory approach (Creswell, 2013;
Ivankova, Creswell, & Stick, 2006) and was conducted in two phases. In Phase One, a pre- and
post-course survey was utilized to answer the four quantitative research questions:

1) Regarding freshmen on academic probation who are enrolled in an academic recovery course,
what changes occur, from the beginning to the end of the semester, in their reported (a)
attribution perspective, (b) trait shame, and (c) academic identity?

2) What is the relationship among students’ reported (a) attribution perspective, (b) trait shame,
and (c) academic identity, pre- and post-course; and how does any change in any of these

constructs affect the relationship among the constructs?
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3) Do students’ reported changes in (a) attribution perspective, (b) trait shame, and (¢) academic
identity differ by gender, race, and/or major?

4) To what extent do any combination of student factors, or set of student characteristics,
including pre-course (a) attribution perspective, (b) trait shame, and (c) academic identity,
influence students’ post-course academic standing?

Phase One resulted in 45 matched surveys. In Phase Two, student interviews with 14
participants produced qualitative data to answer the question: How do students describe and
make meaning of their experiences in the course in regard to its influence on their academic
recovery, and on any perceived changes in (a) attribution perspective, (b) trait shame, (c)
academic identity, and on the helpfulness of the course to their academic recovery?

Data from these two phases of the study produced several key findings which are
discussed in this chapter. First, an integrated overview of the findings, including quantitative
results and findings extracted from the major themes that emerged from the interview process, is
presented. It integrates literature on previous research findings presented in Chapter Two
including theories that comprise the theoretical framework used to guide this study: Weiner’s
(2008) Theory of Attribution, Brown’s (2008) SRT, and Academic Identity Theory (Marcia,
1963; Was & Isaacson, 2008). Next, professional practice implications for supporting the success
of incoming freshmen and for probationary freshmen engaged in an academic recovery course
are discussed. Finally, the chapter and dissertation conclude by addressing limitations to the
study and offering suggestions for future research.

Shame and Gender
The first and third research questions, and their respective results, connected the construct

of shame to gender. The quantitative inquiry that produced data for the first research question
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revealed a statistically significant effect of gender on shame (f = 7.35, p = 0.01), wherein the
mean shame score for females was 7.03 points higher than that for males. The probationary
female students experienced more shame associated with their probationary status compared to
the male students.

One female student, Rose, when she found out she was on academic probation said, “I
felt really shameful... because | saw all these other kids that are first-generation college students
that are doing amazing... and then here’s me struggling.” Lori, when speaking about her
instructor, said, “It’s not like I feel ashamed talking to her... | could just say whatever I felt like
to her, and it’s fine.” Her ability to use the word “shame” in this context indicates that shame is a
feeling of which she is cognizant and also that, in referencing a lack of shame when talking with
her academic recovery course instructor, she may feel shame when talking to other instructors
with whom she does not have the same level of connection.

Literature supports the higher incidence of shame associated with failure for females,
compared to males (Brown, 2009; Simpson & Maltese, 2017). According to Brown (2006, 2009),
shame is a psycho-social-cultural construct where contradictory role expectations, unwanted
identities within social and cultural contexts, and conflicting messages from religion, media,
family, and friends, can trigger shame for females. Barriers to shame resilience include a lack of
positive relationships, a poor sense belonging, a lack of community resources, negative school
environments, or loss of cultural identity (Brown, 2006). While Brown does not refer specifically
to failure in higher education when referencing these barriers, the parallel implications are clear.
For female freshmen, the transition from high school to college, with a need to establish new

relationships, figure out where they fit in, navigate a new environment while negotiating existing
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and new identities, provides ample opportunity to experience shame amidst the expectations and
messages which Brown references.

In regard to gender and failure, in an article about Science, Technology, Engineering and
Mathematics (STEM) education, Simpson and Maltese (2017) indicated that failure, when
accompanied by negative emotions, may be more detrimental for females compared to males.
They discussed the casual attributions for failure in academic settings for males; in contrast to
females, who are more likely to attribute failure to internal, stable factors, such as ability
(negative attribution perspective), males attribute failure to internal, unstable factors, such as
effort (positive attribution perspective). While this does not speak directly to shame, the
experience of negative self-conscious emotions, such as shame, is an affective reaction that often
follows failure when failure is perceived through a lens of pessimistic attribution (Gundlach,
Douglas, & Martinko, 2002; Weiner, 1985, 2008). Internalized shame, when paired with a
pessimistic attribution perspective, can influence a student’s approach to challenges and
responses to failure, resulting in negative consequences for academic success and future
performance goal orientation. Increasing shame resilience, then, should have a positive impact
for all students, and, per the quantitative results related to research question number one, this is
particularly relevant to female students on probation.

In regard to female students pursuing STEM majors, with two females pursuing STEM
majors in this study (Karen and Rose), the role stereotypes play for females, i.e., girls are not
good at science, likely intensified feelings of shame around failure for these students (Nosek et
al., 2007). The academic recovery course provided a platform from which to relay this message

to probationary females, which prompted inquiry into whether students’ reported changes in
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attribution perspective, trait shame, and academic identity differ by gender, race, and/or major
(the third research question for the study).

In regard to shame and females, while not statistically significant, the decreased mean
shame change for females (3.77), reflecting an increase in shame relience was greater than that
for males (0.09). This trend in increased shame resilience for females emerged in the interview
data for female Phase Two participants. As indicated in the previous section, Anna’s pre-course
shame score was a 50, and her post-course shame score was 46. Her interview data indicated an
increase in her shame resilience as well. Discussing her post-course feelings, Anna said, “I don’t
have a shame feeling; I’m more so like, ‘It happened...I’m going to just believe in myself, and

299

I’'m going to do it, because I know I can do it.”” Karen’s shame score also decreased from a 37
to a 31. This is reflected in her mindset concerning her probation. She stated:

| am a little more open to talking to other people about it, so that way, they don’t make

the same mistakes. Whereas before, I was embarrassed to tell people about it, now I'm

just like, ‘It is what is, and I’1l help you not make the same mistakes.’

Brown (2009) talks about being able to “speak” shame to others as an empowering action
to build shame resilience and this is what Karen felt empowered to do as a result of her growth in
this area. The research tool used to measure shame was scenario-based and was not focused on a
particular population, which may have limited the ability to produce significant findings in this
specific population of freshmen on academic probation.

Shame and Race
Regarding race, results indicated a significant change for White students from pre- to

post-course (p = 0.04). White students experienced a decrease in shame, representing an increase

in shame resilience during their academic recovery semester in which they engaged the recovery
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course. In fact, the post-shame score for White students was four points lower than the pre-
course shame score.

Black or African American students did not experience a significant change in shame
pre-course to post-course. One barrier that existed in regard to being able to discuss the
implications of this finding is a lack of literature on the topic of African Americans and shame. A
brief literature review did not uncover research on this topic, including how African Americans
experience shame, as well as how culture and unwanted identities based on stereotypes and
expectations placed on African Americans by society might trigger shame. Also, no articles were
found on the experiences of African Americans with shame within the context of education. The
question remains, then, as to why Black or African American probationary freshmen in the
present study did not experience an increase in shame resilience compared to their White
counterparts. With much of the growth in new student enrollment projected to come from
students of color in the next decade (Cohen, Brawer, & Kisker, 2014), this quantitative outcome
should cause concern for higher education professionals. Furthermore, this finding warrants
additional investigation regarding how Black and African American probationary students could
be better supported to increase shame resilience.

One clue may be considered from the work of Schreiner, Louis, and Nelson (2012) on
student “thriving,” which focused on developing malleable qualities within students and placed
responsibility on the institution for reducing barriers to student success. This work indicated that,
in terms of faculty/student interactions, Black and African American students benefit the most
from interacting with faculty when the students are validated and challenged.

Also, students from minority racial groups may not initiate help-seeking behaviors. For

instance, a study by Mortenson et al. (2006) indicated that American students were more likely
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to seek support in response to academic failure than their Chinese counterparts. This was seen by
Rose, the Asian female who interviewed in the study. She indicated that she was ashamed of
being on probation, and that was exasperated by cultural pressure to achieve. “I think that’s
where I slipped very hard, because I tried to live up to the model minority.” She also discussed
how asking for help is not something that is encouraged in her family based on her race. “...1
think this was my most difficult issue... ‘Do I ask for help? How do I ask them? Do I sit here?
Do I go up to the counter and then sit down? What do I do?” She talked about how her family
members didn’t need to use resources to be successful. “We didn’t use the resources, and we did
all this, so you should be able to [succeed without using resources].” Focusing on helping faculty
interact in ways that are positive, relevant, and helpful to Asian American, African American,
and other non-White student populations could help foster growth in the area of shame resilience
for students in these groups.

For other races in the study, their numbers in the post-course sample used to determine
change in the constructs were too small to draw any reliable conclusions. A larger sample size
with Latino/a, and American Indian or Alaska Native students would be able to produce data
with which reliable conclusions could be drawn regarding any significant shame change results
for these other racial groups.

Moratorium Identity

Over 50% of probationary freshmen enrolled in an academic recovery course in the
present study had a moratorium academic identity. Among students who were interviewed, nine
out of 14 students claimed this identity. A moratorium identity indicates an identity crisis where
the individual is in a period of active searching, exploring personal and occupational values and

beliefs. A student with this identity may struggle to make commitments, lacking belief in their
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ability to resolve their identity crisis and may feel their identity issues are unresolvable. The
student may struggle to see how academic life is relevant to him or her personally. Uncertain
about their academic identity, students with this status often lack commitment, which may lead to
fluctuating motivation to complete academic tasks (Was & Isaacson, 2008; Was et al., 2009).
Only 27.7% of the 83 probationary freshmen enrolled in an academic recovery course, and three
of the 14 students interviewed, had an achieved identity. Students with an achieved identity
status are thought to have experienced a crisis, and through their own exploration, have
committed to their own set of personal academic beliefs, values, and practices, and are more
firmly committed to academic life than students in other identity statuses (Was & Isaacson,
2008; Was et al., 2009).

The student interviews provided insight into the statistical results in this area. Many of
the students who interviewed had changed majors, were in the process of changing majors at the
time of the interview or were considering changing majors. Exploring major options was a
common theme in terms of academic identity for these students. They seemed to be experiencing
uneasy emotions around pressure to declare a major. Students who were not committed to a
major expressed emotion of shame, anxiety, anger and frustration.

For example, Rick, Shelly, Jake, and Josh all switched their major from first semester to
second semester or were leaning towards doing so. Rose was still figuring out her major. She
talked about always wanting to go into the medical field, and about how, now that she was taking
biology classes, she was in a crisis of academic identity, realizing she did not like what she was
learning. Jim was very concerned about his major to the point that he felt his first year in college
had been a waste of time. He had not yet signed up for fall classes because he did not have a

major and did not know what to sign up for.
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The fact that over 50% of the students in the study were in a status of moratorium identity
actually represents a better scenario than if there were higher percentages of students in diffused
or foreclosed statuses. Students in diffused academic identity statuses are in states of low
exploration and low commitment to academia. Students in foreclosed statuses are also in a state
of low exploration, but high commitment based on the values and beliefs of someone outside
themselves (most likely their parents). Having a moratorium identity status means, based on their
own exploration as they work to resolve their identity crisis, students are moving towards a
commitment to the institution, practices, and ideals of higher education found within an achieved
identity.

Relationship Among the Constructs

It is important to consider interactions and relationships between the three constructs
utilized in this study and to tease apart how the constructs influence each other. The second
research question asked: What is the relationship among students’ reported attribution
perspective, trait shame, and academic identity, pre- and post-course; and how does any change
in any of these constructs affect the relationship among the constructs? Results indicated that
moratorium identity, achieved identity, shame, and attribution perspective were statistically
correlated.

The relationship between moratorium identity and achieved identity indicated a moderate
correlation such that as moratorium identity decreased, achieved identity increased (r = -0.32, p
= 0.004). This is an encouraging finding. Students in a moratorium status reflect a state of
exploration where they likely have obtained, or are in the process of obtaining, knowledge and
resources to help them commit to the ideals, culture, and systems of higher education, including

declaring a major. Students in this status are motivated and should eventually reach an achieved
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status. Students who moved from moratorium to achieved, which reflects a state of state of high
commitment to academia, during their probationary semester exhibited higher self-esteem,
critical thinking skills, and self-awareness. The correlation between these two statuses for
students engaged in the academic recovery courses indicated academic identity growth among
these students.

Also, moderately correlated were moratorium identity and shame. As moratorium identity
increased, shame increased (r = 0.42, p < 0.001). This makes sense, as shame and moratorium
identity are both associated with roles. During a moratorium identity status, students are figuring
out “what they want to be when they grow up,” as well as the roles they will occupy within their
academic and occupational careers (Marcia, 1966, Was & Isaacson, 2008). Shame for both men
and women involves conflicting demands and expectations within roles that they choose, and
those assigned by society, whether wanted or not (Brown, 2006). In other words, as students
move towards achieved academic identity status, their shame will decrease.

Also concerning the construct of shame, although not significant, results indicated a weak
negative correlation between attribution perspective and shame (r = -0.21, p = 0.06). As
attribution perspective increased, shame decreased. This makes sense and is encouraging.
Students with a positive attribution perspective tend to experience guilt over shame in relation to
academic failure, while students with a more pessimistic attribution perspective tend to
experience shame in association with failure (Gundlach, Douglas, & Martinko, 2002; Weiner,
1982, 1985). This correlation between shame and attribution perspective indicates that students
who move toward a positive outlook experience are more likely to experience positive versus

negative self-conscious emotions such as shame.
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Between moratorium identity and attribution perspective, a weak correlation was
indicated where, as moratorium identity increased, attribution perspective decreased (r = - 0.27, p
=0.02). Having a stronger attribution perspective, where one feels in control of their success
outcomes, aligns with an achieved identity. In other words, the more students feel in control over
their successes and failures as they develop a more positive attribution perspective, the closer
they move toward an achieved identity. This is corroborated with the correlation between
achieved identity and attribution perspective (r = .14, p = .23). This positive correlation is
indicative of positive growth for students engaged in a recovery course in this study.
Attribution Perspective and Academic Standing

The fourth research question for the study was: To what extent do any combination of
student factors, or set of student characteristics, including pre-course (a) attribution perspective,
(b) trait shame, and (c) academic identity influence students’ post-course academic standing?
Results indicated significantly different mean scores for attribution perspective between
dismissed (M = 2.48, SD = 2.58) and retained (M = 3.73, SD = 2.53) students (t = -2.22;

p = 0.03). Pre-course attribution perspective scores were 1.25 points higher for students retained
at the end of the semester compared to students who were academically dismissed.

Individuals with a positive attribution tend to attribute failures to controllable, unstable
causes and feel they can change their academic outcomes through increased effort. Students with
a more positive attribution perspective respond to their academic failure by employing success
strategies within a growth mindset wherein they believe they can learn from their mistakes
(Clifford, Kim, & McDonald, 1988; Mortenson, 2006; Smiley, Buttitta, Chung, Dubon, &
Chang, 2016). In contrast, students with a negative attribution perspective, tend to attribute their

academic failures to uncontrollable causes and cope by complaining, avoidance, and withdrawal
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behaviors (Mortenson, 2006; Smiley et al., 2016; Lou & Noels, 2017). Relating shame to
attribution perspective, Brown (2008) suggested that withdrawing is a maladaptive coping
strategy for shame, or a shame screen. Withdrawal behaviors do not contribute to the academic
well-being of probationary students.

The correlation between attribution perspective and academic standing suggests that
attribution perspective effects retention for probation freshmen. Specifically, results suggest that
when students have a more positive attribution perspective, and when they take responsibility for
their academic success or failure, they are more likely to be retained to the institution versus
being academic dismissed at the end of their probationary semester. Students who participated in
the course throughout the semester (as indicated by their being in attendance during the last
course in which the second survey was administered) had the highest retention rates. Consistent
attendance was an indicator of students taking responsibility for their success and showing a
commitment to behaviors that coincide with a positive attribution perspective. Additionally,
students who interviewed were among those who attended the last course. Data gathered from
the students who interviewed was also consistent with a positive attribution perspective, as
previously discussed. Focusing on activities to improve attribution perspective for probationary
students, therefore, is a worthy cause.

Life Management Skills

The fifth research question for this study was: How do students describe and make
meaning of their experiences in the course in regard to its influence on their academic recovery,
and on any perceived changes in attribution perspective, trait shame, academic identity, and on

the helpfulness of the course to their academic recovery?
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Consistent with previous work, students described the academic recovery course as being
helpful to move the needle on their academic success in a plethora of ways, including time
management, study strategies, and goal setting. (Barry, 2015; Blaney, 2014; Hendrickson, 2014;
Hoops, Yu, Burridge, & Wolters, 2015; Hutson, 2006; Kamphoff, Hutson, Amundsen, &
Atwood, 2007; Lipsky & Ender, 1990; Mellor et al., 2015; McGrath & Burd, 2012; Seto-Friel,
2016; Shea, 2018; Weiss et al., 2011). In addition to the expected benefits of the course based on
the literature review presented in Chapter 2, a major theme that emerged in this study was that
students struggled in the area of life management as they transitioned away from their parents to
live on their own as college students. Students discussed how having a lack of structure in
college as compared to high school was a barrier to their successful transition. The imposed
structure of the academic recovery course seemed integral to helping the interview participants
improve and acquire self-regulation and life management skills. The structure helped bridge their
abilities from their time in high school when their parents held control over aspects of their lives
to when, in college, they were tasked with managing those areas on their own, without the level
of knowledge, skill, and practice needed to be successful.

In addition to the structure that the course provided, the importance of a champion
emerged as a key finding. They discussed the need for a support person to help keep them on
track and guide their progress, as well as helping them to manage health-related challenges away
from the structure and support of their parents. While this is not a novel finding, intersecting this
with the need for life skill development and structure adds a different perspective to the
importance of having a champion. Students need a champion to impart knowledge, encourage
behaviors, hold them accountable, and monitor systems of structure in which this growth can

happen.
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Champions can be a parent, another student, a staff member, or an instructor. Knowing
that not all students will come to college with a champion outside the institution, we must
provide this structure at some level for all students. Students talked about how their academic
recovery course instructor was an important source of support. Bain (2011) discussed what the
best college teachers do, which includes developing an appreciation of the strengths and assets
that students bring to the environment, treating students with respect, and trusting that they are
capable of learning. Aligned with this approach, instructors could help students reframe failure
as a temporary setback and an opportunity for growth.

Based on the findings that reflect the importance of students having a champion for their
success, and their perspectives on characteristics that influence a positive student/instructor
connection and experience, | offer a CLEAR model to help guide individuals hoping to serve as a
success champion for students:

C — Connect

L — Love

E — Engage and Empower

A — Accelerate

R — Release

When a student has a champion for their success, one who can Connect with them, Love
or care for them in a way where the student receives and believes that they are cared for and that
they belong, then that student’s champion can Engage and Empower their growth and learning.
The student will then take that growth and Accelerate by applying their new and improved
perspectives, identities, and understandings to other areas of their lives, eventually move forward

from a place of empowered autonomy. This Release, whereby the student no longer needs the

mentor, means the work has been successful.
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Managing health-related issues was a strong theme in this study. While mental health
challenges for college students is not new, there has been a sharp rise in mental health concerns
for students in the last decade. A 2017 survey by the American College Health Association found
that 39% of college students reported experiencing depression to the level where they were
having trouble functioning, and 6% said that they had experienced overwhelming anxiety in the
previous 12 months (American College, 2018).

One distinguishing factor about the present versus previous studies is the timing, wherein
students in the present study are part of Generation Z (Gen Z; born between 1996 and 2011),
who are also parented by people from Millennial Generation Y. Students on the early side of the
Gen Z cohort have just started entering college. According to Mintz (2019), these students are
associated with having overprotective parents and being immersed in social media.

Overprotective parents. Mintz (2019) suggests that Gen Z students have been raised by
“intense, overly protective parents” who have attempted to shield their children from risk, have
paid close attention to their emotional well-being, and have sought to prevent them from
boredom. The parents of Gen Z students lived through the recession and, as a result, they want
their children to earn a degree in four years and get a well-paying job. As such, these parents are
involved in their children’s’ lives in order to give them an upper-hand and make them
competitive in the working world (Segran, 2016). Raising their children during times of
economic and social uncertainty may explain, in part, these parents’ tendencies to protect their
children. This contextual understanding of incoming freshmen helps explain why they have not
developed life management and soft skills. Protected from opportunities to take risks and to
experience and learn from failure equates to students not learning skills and behaviors they

would have developed, such as problem-solving, critical thinking, and resilience.
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Social media and mental health. In addition to being over-protected, Gen Z students do
much of their socializing online rather than spending time with their peers face-to-face. Twenge
(2107) describes the effects of the launch of the iPhone in 2007. After its launch, a sharp decline
was seen in dating and hanging out with friends, and Gen Z students are experiencing sharp
increases in the need for mental health care. Many are growing up anxious and depressed. Over
the past decade, the number of American children and teenagers admitted to children’s hospitals
for reporting suicidal thoughts related to anxiety and depression has more than doubled. The
suicide rate for 15-to-19-year-olds increased between 2007 and 2015 by 30% for boys and more
than 50% for girls.

Overprotection by parents, combined with the introduction of the smart phone and the
influences of social media, has contributed to challenges faced by institutions of higher education
in terms of meeting the needs of Generation Z. The task for institutions is to strategize how best
to respond and meet the needs of these students.

Implications for Practice

The previous discussion provided broad information to inform the complex issues of
student success and retention, particularly for probationary freshmen in a state of academic
crisis. The following section offers some suggestions for practice based on the results of the
present study.

Before Students Arrive on Campus

Support for students can begin as early as at the time of admission to the institution. In
high school, the task of teachers is to prepare students academically. Sometimes, however, a
focus on academic preparation alone comes at the expense of life skills development. To help

students successfully transition from high school to college, institutions of higher education
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could expand their communication with parents, beginning the summer before their students
arrives on campus. Communication campaigns could aim to help students develop soft skills
such as critical thinking, problem-solving, and the ability to effectively communicate face-to-
face with others, as well as the resiliency required to successfully transition from their home
environment to college. Messaging in the form of videos, online modules, emails, and even on-
campus workshops could encourage parents to start transitioning their student before they leave
for college. For instance, parents of students who receive physical or mental health care, e.g.,
prescriptions for diagnosis such as ADHD, could be supported by institutions encouraging them
to talk to their students before they get to campus to emphasize how important it is to continue
care in college, and to help them understand that the first semester in college is not the time to go
off their medications. Institutions could educate parents and students about support resources and
the logistics of accessing such services, such as how many times per semester a student can see
an on-campus therapist versus a therapist not affiliated with the institution, as well as
disseminating information about factors such as the cost of services and types of insurance
accepted.

As most students do not receive education in high school on the importance of sleep for
overall health, informing parents on this topic and encouraging them to talk to their students
about sleep, could allow students opportunities to practice self-regulation and develop resiliency
skills. For instance, letting their student regulate their bedtime and sleep patterns while still in
high school would provide learning opportunities to have meaningful discussions about the
importance of setting up a sleep schedule. Related to establishing healthy sleep habits, parents
could talk to students honestly about other health-related topics, such as drinking and using other

substances, like marijuana or electronic cigarettes (e-cigarettes). Being realistic about total
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abstinence from using alcohol and other substances, institutions could point parents to articles to
help them talk to their students about how marijuana use reduces the ability to focus and to
remember what they learn. This could be explained within the context of conversations around
harm reduction to help students decide before they get to college what their boundaries regarding
potentially harmful behaviors will be. Institutions could also help parents open discussions to let
their students know that stress in relation to preparing for exams and making new friends, for
instance, is normal. Having these types of honest and vulnerable discussions can help make it
normal for students to check in with parents or other professionals about emotions, physical
health, and emotional wellness.

In terms of soft skills and other basic life skills, parents could help students by
encouraging intentional practice with tasks, such as making phone calls. For instance, parents
could support students in setting up a first counseling appointment before they get to campus to
help bridge their care. Parents could help students manage a budget and make decisions about
how they will spend their money, as well as basic skill such as how to buy a stamp, fold a letter,
pay a bill, ask someone for information or directions, learn how to use public transportation, etc.
In the First Semester

Understanding that students are coming to campus without the necessary skills to manage
their own lives, institutions of higher education need to provide structure in their first semester to
help remediate the lack of skills in this area. Focusing on the challenges and problems that
students have in their transition from high school to college based on their lack of skills,
discipline, knowledge, self-regulation, etc., which is framed from deficit thinking, is not the best
frame. Rather, flipping and reframing the problem to view it as an opportunity for the institution

to help bridge these gaps for students opens the door to creative thinking and positive discussions
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geared toward productive action and outcomes. Changing the culture from seeing the student as
“at-risk” to seeing the student as “at-promise” when supported, changes the rules of the game,
putting the ball in the court of the institution.

To support students in their first semester, many institutions offer first-year experience
courses. Within these courses, instructors could employ weekly check-ins to help students review
their prior week and plan their upcoming week. Students could be supported to use a planner, set
goals, and follow through on new activities, like going to meet with a professor face-to-face.
Helping students develop life-management skills (time management, face-to-face
communication, study management, balancing social life and school, etc.) by incorporating these
life management lessons into courses for first-semester success could help bridge the gap
between high school (when parents managed many of these facets of the students’ lives) and
college (when students effectively take the lead on managing these areas of their lives
themselves).

In addition to helping students develop skills needed for success, allowing students time
to decide on a major is important. Providing an identity for undecided or exploring students that
is not affiliated with shame or prefixes of “un” (as in “undecided”) or “ex” (as in “exploring”) is
important to the development of belonging and the understanding that it is okay to be vulnerable
in not having everything figured out right away. Institutions that do not have a distinct college
for students who are in a state of major exploration, which can feel like a crisis, could benefit
from structuring the student experience so that there is a positive identity associated with being
undecided or exploring. Guiding students through a dedicated system where specific support can
be offered to exploring students would help bridge the gap between moratorium and achieved

academic identity and reduce shame for those who aren’t affiliated with specific major.
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Faculty and Staff Development

The design of the curricula, how the lessons are delivered, and the attitudes and skills of
instructors in first-year seminars, academic recovery courses, and all the other topic courses
offered throughout the institution, are likely to have large effects on the student experience in the
classroom. Equipping instructors with information and skills to help them engage students
holistically, including students of color, students with mental and physical health issues, and
students who show signs of struggle, as evidenced by low grades, missing assignments or poor
attendance, is key to student academic success. Teachers in the kindergarten through twelve
grade school (K-12) system received instruction during their college career on classroom design,
pedagogical methods, and theories of student development and learning. Instructors in higher
education, while wonderful experts in their content area, typically have not benefited from
similar learning opportunities. Adapting the instruction that teachers in the K-12 system receive
to instructors in higher education can help them create learning environments that assist students
in the development of dispositions and skills needed to persevere in the face of challenge and
failure.

College and university students experience higher education through lenses framed by
their intersecting identities, the institutional environment, and other dispositional and external
factors (Carter, 2005). Engaging students within this complex system of internal and external
factors begins with instructors’ ability to connect with their students, especially those who are
different from themselves (Hernandez, 2015). Connection and positive student-faculty
interactions requires a level of understanding about the students (Schreiner, Louis, & Nelson,
2012). Providing information to instructors on topics such as student identity development and

the nuances of intersecting identities, for instance, could help create inclusive learning
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environments where all students, especially students within the growing non-White populations,
could find a sense of belonging. For instance, Cammarota (2006) discussed the influence of
racism on the experiences of Latino students in education and how the history of racism in our
country influences how instructors perceive students, and in turn, how students of color perceive
themselves. Taking this further, Cammarota suggested that this ideological aspect regarding
instructors’ perceptions of minority students’ abilitics may cause instructors to negatively
perceive or even ignore their students’ intellectual potential. For instance, in a study by Harber et
al. (2012), feedback on writing assignments given to students of color compared to White
students was shown to be representative of low expectations. Schreiner (2017), in her article
discussing the privilege of grit, explains that faculty express shock when they learn about these
topics and operate from a place of privilege with their lack of awareness that such bias could
work against students from certain populations because they, themselves, did not experience
similar bias when they were in college.

Helping students feel cared for and valued is also important for the classroom experience.
Delivering information on critical care theory to instructors and highlighting the importance of
caring when working with all students, including ethnic minorities, is important to develop
caring dispositions (Albers & Frederick, 2013; Cassidy & Bates, 2005; Rolon-Dow, 2005). This
need was expressed by multiple students interviewed in the present study, who talked about the
importance of having a caring connection with their instructors. The ultimate show of caring is
for instructors and staff to learn the individual stories of their students. Sometimes, however, it is
impossible for instructors teaching large classes to learn the individual story of each student in
their class. However, if students see evidence of caring, such as an attempt to learn students’

names, taking the time to talk to students before and after class, or reaching out to students who
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are absent, showing signs of being distressed, or turning in poor quality work, then students are
more likely to feel they are cared for and that they matter.

When connection and caring are established, setting up a classroom environment that has
a positive climate for using failure as opportunity for learning will influence students’
development of positive attribution, shame resilience, and academic identity through positive
failure-reaction exercises (Henry, Shorter, Charkoudian, Heemstra, & Corwin, 2019). Instructors
can help students practice reframing failure from something that produces shame to something
that provides an opportunity for growth by setting students up for “productive failure” (Kapur,
2010, 2016). The idea is to engage students in tasks that are slightly beyond their skill level that
they are likely to fail. Exercises in productive failure can help students develop more positive
attribution perspectives through attribution retraining (Chodkiewicz & Boyle, 2014) and to learn
that, by trying again, it is possible to succeed at something they previously failed (Kapur &
Bielaczyc, 2012). For example, allowing students extra time to process challenges and failures
can help students develop these and other abilities (Corwin et al., 2018). Studies show that
mindset-retraining interventions have a beneficial effect for student academic achievement and
retention, particularly for disadvantaged students (Aronson, Fried & Good, 2002; Paunesku et
al., 2015; Fink, Cahill, McDaniel, Hoffman, & Frey, 2018). Helping students develop a mastery
of goal orientation through development of a positive attribution perspective will support their
academic success (Was, 2009; Weiner, 1979). Another way to foster performance goal
orientation is through the use of group work. Helping instructors learn the importance of group
work is another opportunity for faculty development. When students are able to work in pairs or

groups, they are more likely to care about the outcome based on a collective effort through a
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group sense of belonging and are more performance goal-oriented regardless of positive or
pessimistic attribution perspective (Grant & Dweck, 2003).
Recommendations for Academic Recovery Course Improvement

Academic recovery courses are comprised of students with varying needs. Therefore, the
intervention cannot be viewed as a “magic bullet” or “one size fits all” solution to probationary
student success. The improvement of academic recovery courses must consider all of the points
previously discussed. In terms of curriculum design, including lessons and experiences in the
course that foster growth in the areas of building positive attribution perspectives, shame
resilience, and a focus on overcoming academic failure in order to help students move toward an
achieved identity status is key. Requiring reflection papers to help students process their academic
failure in regard to being on probation, and after the employment of productive-failure
assignments, could help students practice vulnerability and also help them become aware of any
shame feelings they may have experienced in the process. As Brown (2008) suggested, a key
component in the development of shame resilience, in which shame loses its power, is to talk
about or “speak” shame.

For STEM instructors, being cognizant of the additional challenges encountered by
female students in STEM majors and employing assignments that specifically address gender
bias can benefit the females who live within the web of conflicting roles and expectations
exasperated by the stereotype of women not being good at science and math. Such stereotype
threat and low belonging for women in STEM fields can be mitigated when instructors help
females focus on their individual ability to achieve in their field (Darnon & Aelenei, 2018).

Additionally, focused dialogues on the subject can help raise awareness for the males in STEM
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majors who can then become allies for helping their female counterparts who are likely to
experience significant challenges in the pursuit of their degrees.

Having the skill to deliver these lessons effectively and to help students in academic crisis
unpack what they learn from them requires skill in creating lessons that are relevant and that
connect with students’ lived experiences. Hernandez (2015) provided methods to help instructors
create meaningful alternate lessons that connect the content of the course material to what
matters to students in order to engage their learning in relevant ways. He also talks about the
importance of instructors’ abilities to connect with students who are different from themselves in
terms of race, nationality, religion, socioeconomic level, and other forms of diversity overall.
Students can then experience a sense of community and belonging in which they feel comfortable
sharing struggles with their similarly-situated peers and a sympathetic instructor. These situational
cues from the social context of the course could help students form positive attributions, which
corresponds to Weiner’s (2000) interpersonal and intrapersonal theories of motivation. Within a
safe environment where students are encouraged to share their stories, and to listen to other
students’ stories, an interrelationship of resilience between students in the course could result
(Brown, 2007, 2009, 2012).

Providing students opportunities for growth and self-awareness, such as requiring they
meet with a career counselor, helping them discover their personality strengths, and exposing
them to campus resources could help develop their academic identity as they focus their major
and career interests, and engage with the campus and their peers outside of the classroom, i.e., by
joining a student organization or otherwise getting involved in campus life. Developing this sense
of community is a key component to students thriving in higher education (Schreiner, Louis, &

Nelson, 2012). As they grow in these areas, obstacles that would formerly be triggers of more
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shame, now become obstacles to overcome that can be approached with more positive
perspectives, beliefs, identities, and actions. The result can be that a student, who eventually
would have left the university, either on their own decision, or as a result of being academically
dismissed, now is empowered and redirected to a path of success that leads to graduation. Brown
(2017) talks about how wholehearted living is “engaging in our lives from a place of worthiness”
(p. xix). Helping probationary students feel worthy and worth the extra effort required to help
them succeed is a moral imperative for institutions committed to the success of their students.
Summary of Practice Implications

Referring back to the theoretical framework discussed in Chapter 2 and depicted visually
in Figure 2, the findings from the present study align well with the original theoretical framework.
Helping probationary freshmen recovery their academic status can be well-served by
incorporating methods, assignments, and activities to retrain students’ attribution perspective, help
them develop shame resilience, and empower them to work through the crisis of their academic
failure and move toward an achieved academic identity. Helping students recognize their uneasy
feelings, by providing a safe space in which they can reflect upon, critically think about, and share
their feelings in relation to their failure opens the door to opportunity to help them understand the
power of attribution perspective. Teaching students about mindset, the intentional act of
reframing, and the power of checking distorted thinking against reality in terms of their abilities to
influence their success and failure gives students the opportunity to develop positive identities,
including academic identity. Supporting them in the process of developing healthy and productive
academic success behaviors and habits and helping them explore major and career choices while
normalizing that exploration is part of the college experience is another critical element to

academic recovery.
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Figure 4: Model of academic recovery course support for probationary freshmen (Robinson,

2019)
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Based on the outcomes of this study, two new elements are critical to add to the original
theoretical framework. The first is the importance of the context in which new learning can best
occur in terms of an instructor who is a well-trained champion for student success, versed in
pedagogies designed for student and instructor connection, engagement, and caring, as well as
being versed in theories related to student development and diversity and inclusion. The second is
the importance of imposed structure in the form of mandatory study hours, meetings with faculty
and staff such as the academic recovery course instructor and the student’s academic advisor.
Figure 4 depicts the revised and improved model for probationary student success.

Limitations

This study had several limitations that are important to consider. Without a control group
in the study, cause cannot be inferred with complete certainty and any claims of students change
or growth in any of the constructs could not be attributed to their participation in the academic
recovery course where the course affected the change; rather, statements could only be made that
changes occurred for students while they were engaged in the course. Having a randomized
control group comprised of probationary freshmen who navigated their probation without being
enrolled in the course would have allowed for a comparison. However, there are ethical issues
involved in such an approach, and as such, a control group was not employed in this study.

There may also have been researcher effect or unconscious bias that was influenced by
differences in race or ethnicity, gender, age, or positional power between the students and me
(Anfara & Mertz, 2006; Seidman, 2013; Strauss & Corbin, 1990). In Hernandez’s (2015) book, |
noticed many of the students interviewed used swear words when describing their experiences;
however, with my interviews, the students were courteous and polite and did not swear. This

may have been a result of researcher effect in terms of my gender, race, age, or position as a PhD
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student, which could have limited the conversations in terms of students’ honesty and
vulnerability.

The data used in this study were collected from students at one four-year research
institution in the Midwest. Because of the specific population used in this study, the results may
not be generalizable to other institutions. Still, the findings may prove useful to other institutions
who may be interested in improving existing or developing new academic recovery courses or
conducting similar research on probationary freshmen at their institutions.

Recommendations for Future Research

The population for this study was probationary freshmen in the semester before potential
academic dismissal. The aim was to understand their experiences with an academic recovery
course and to examine change within the constructs of attribution perspective, shame, and
academic identity. A recommendation for future research that stems from this original study in
terms of the timing of the study is to replicate the study with students who have been
academically dismissed and readmitted to their institution. In the current study, many students
did not tell their parents or other significant individuals about their academic probation. An
interesting component to the timing of that study would be to understand if being academically
dismissed from their institution of higher education would result in higher shame outcomes
resulting from public knowledge of students’ academic failure.

In addition to changing the timing of the study, examining change in constructs with a
larger sample, to increase the statistical power of the survey, particularly with regard to students
of color who are on probation, could yield helpful data for supporting students from non-White
populations. This could also confirm whether significant results observed among White students

would also be found for non-White students within a larger sample.
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There are many theories that could be used to address the challenges of retention and
probationary freshmen. This study provides just one approach. In addition to studying the same
constructs with a larger sample, studying constructs other than those used in this study, from a
quantitative or mixed method approach, would be interesting. Based on themes that emerged
from this study, particularly in relation to this current generation of students, examining change
in college life management skills for students engaged in a recovery course would be interesting,
particularly if the academic recovery course had an emphasis on providing structure and teaching
life management skills.

Another suggestion for future research is to survey students in their first semester to gain
an overall picture of dispositional characteristics, particularly in regard to the constructs being
studied, for all incoming freshmen. This would allow for examination of potential correlation
between dispositional characteristics and academic probation in the second semester. These data
could potentially provide predictive information that could be used to support students at risk of
going on academic probation after their first semester.

The qualitative phase of the current study involved interviewing students who completed
the academic recovery course. One obvious group to study would be students who stopped
attending the course and were academically dismissed. Why did they stop coming to class? What
were the reasons, from their perspective, for their academic dismissal? Do they plan to apply for
readmission? How could the course have helped them in different or better ways?

Another study would be to replicate the current study after a revision of the course
curricula based on the outcomes of the study. Adding attribution retraining and other
interventions aimed at helping students respond to failures where all courses had consistent

content could be helpful to see if revised curricula would produce different results. This could
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also be approached after course instructors underwent professional development to see if
instructional change could improve academic outcomes for freshmen on probation.

Another possible study would be to analyze the probationary students’ reflection papers
to look for common themes and to see how data from this analysis would interact with data from
the quantitative surveys and the qualitative interviews. This could be helpful to move from a
correlation between academic standing and attribution perspective, to make the case for
predictability of academic success based on attribution perspective.

Conclusion

The purpose of this study was to examine the experiences of probationary freshmen
engaged in academic recovery courses with the aim of providing data to help inform higher
education professionals seeking to improve the success of this population. Prior to the study an
in-depth literature review was conducted (Chapter 2), which detailed the theories upon which the
theoretical framework for the study was based: Weiner’s (2008) Theory of Attribution, Brown’s
(2008) SRT, and Academic Identity Theory (Marcia, 1963; Was & Isaacson, 2008). The
literature also included data pertaining to the demographic shift currently underway in the U.S.
and on college campuses, the impact of degree non-completion, and student success and
retention programs at other institutions of higher education. Chapter 3 presented the mixed
methods methodology. Chapter 4 presented the Phase One quantitative and Phase Two
qualitative results. A summary and discussion of the results were presented in Chapter 5, along
with implications for professional practice, and recommendations for future research. Findings of
the study can inform higher education professionals who aim to improve retention, persistence,
and graduation rates for all students, and to support probationary students in their time of

academic struggle.
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Recruitment Email to Instructors Explaining Study and Asking them to Participate
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Hi [Instructors’ names],

Some of you have heard me talk about my Ph.D. dissertation study that | will be conducting this
spring. My study will be examining any change freshmen on academic probation experience in
Attribution Perspective, Trait Shame, and Academic Identity while enrolled in academic
recovery or support courses, with an aim to provide information that will help us all work more
effectively to support success for this population of our students. My chair is Dr. Andrea Beach,
with Dr. Louann Bierlein Palmer and Dr. Randy Ott also serving on my committee.

I’m hoping you will help me by allowing me to administer a survey to students enrolled in your
course(s) in your respective colleges on the first day of the course this spring semester, 2019.

I’m reaching out to see if I could meet briefly with each of you to learn more about your plans
for your spring academic recovery or support course(s), including whether it will be mandatory
or voluntary for students, who will be teaching it for your college, etc. | would also like to
explain more about my study.

If you are willing, please reply with a few dates and times where we could chat! We could do
that face-to-face, or by phone. Whatever works best for you. Thanks in advance for your help!

Chris Robinson, Director

Undergraduate Admissions and Advising | College of Education and Human Development
(CEHD)
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Researcher Script for the First Day of the Study:

Hello, my name is Chris Robinson and | am here to tell you about a research project | am
working on as one of my requirements to complete my Ph.D. in Higher Education, and to invite
you to participate in the study. I am conducting a study to learn more about the experiences of
freshmen on academic probation who are enrolled in academic recovery courses like this one.
The goal of my study is to gain your perceptions regarding your experiences as a probationary
student in a support course in order to inform future improvements in how the university can
support students on probation.

I have a consent form I would like to pass out that explains the study in more detail and invites
you to consent to participate in the study. | would like you to take a few moments to read over
the consent form. Once you have read and signed the form, you can continue on to the survey. If
you have any questions at any point, feel free to raise your hand and | will come to you to answer
your question.

Thank you so much for taking the time to help me earn my Ph.D.!
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Student Participant Consent Form

[Name of Institution]
Department of Educational Leadership, Research, and Technology

Investigators: Dr. Andrea Beach (Principal) and Chris Robinson (Student)

Introduction: You are invited to participate in this research project for Chris Robinson’s
Educational Leadership PhD dissertation. This consent document explains the purpose of this
project, time commitments, procedures, and risks and benefits of participating. Please read this
form carefully and ask any questions you may have.

The purpose of this study is to examine the experiences of freshmen on academic probation
who are engaged in an academic recovery course with the aim of informing future strategies to
improve the experience for probationary students.

Who can participate in this study?
Freshmen on academic probation enrolled in an academic recovery course can participate.

What will you be asked to do, where will the study take place, and what is the time
commitment?

You will be asked to take two surveys — one today, and one during the last two weeks of the
semester. The surveys will be administered in this classroom and will take approximately 30
minutes. At the end of the course, you also may be asked to be interviewed. Interviews will take
place on the main campus and will take approximately 60 to 90 minutes. You will receive a copy
of the interview transcript with an invitation to review and clarify anything, which may take 10
to 30 minutes, if you decide to add to the interview transcript. Your total time commitment to the
study will be approximately three hours.

We are also seeking your permission to obtain your student academic and university records to
gather your GPA, major, race, and gender. (In compliance with the Family Education Rights and
Privacy Act [FERPA] of 1974).

What information is being measured during the study?

The surveys will measure any change in your perspective, from the beginning to the end of the
semester, in how you think and feel about yourself as a freshman on academic probation. The
interviews will be about your experiences with academic probation and the academic recovery
course.

What are the costs, compensations, risks and benefits of participating in this study?

There are no costs or risks of participating in this study. Students who complete the surveys will
be entered into a drawing with a chance to win one of three $25 MasterCard gift cards. Students
who also complete the interview will receive a $10 gas/gift card.
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Who will have access to the information collected during this study?

The information you provide will be treated as highly confidential; no one will see your answers
to questions other than the principle and student investigator. Your name will never be connected
to any of the data that is reported.

What if you want to stop participating in this study?

You can choose to stop participating in the study at any time for any reason. You will not suffer
any prejudice or penalty by your decision to stop your participation. You will experience NO
consequences either academically or personally if you choose to withdraw from this study.

The investigator can also decide to stop your participation in the study without your consent.

Should you have any questions prior to or during the study, you can contact the primary
investigator, Dr. Andrea Beach, at [researcher phone number] or [researcher email]. You may
also contact the Chair, Human Subjects Institutional Review Board at [IRB phone number] or the
Vice President for Research at [\VP of Research phone number] if questions arise during the
course of the study.

I have read this informed consent document. The risks and benefits have been explained to me. |
agree to take part in this study.

Please print your name

Participant’s signature Date

Do you agree to be interviewed at the end of the semester? If yes, initial here:

If yes, what is your preferred email?

PLEASE NOTE: Not all participants will be contacted for an interview. Thank you in advance
for your assistance!

If you do not agree to participate in this research project, please print and sign your name above,

and then flip to the last page of the survey. There you will find a crossword puzzle to work on
while other classmates complete the survey.
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Appendix C
Phase One (Quantitative) Surveys
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Survey One: Academic Probation Survey

If after beginning the survey, you decide that you do not wish to continue, you may stop at any
time and work on the crossword puzzle found in the back of the survey. You may choose to not
answer any question for any reason.

Section A: Read each situation and vividly imagine it happening to you.
1) Decide what you believe to be the one major cause of the situation if it happened to you.
2) Write this cause in the blank provided.
3) Answer the three questions about the cause by circling one number per question.
Do not circle the words.

1. YOU MEET A FRIEND WHO COMPLIMENTS YOU ON YOUR APPEARANCE.

1.1) Write down the one major cause:

1.2) Is the cause of your friend’s Totally due to Totally due
compliment due to something about the other 1 2 3 4 5 6 7 |tome

you or something about the other person or

person or circumstance? circumstances

1.3) In the future when you are with Will never Will always
your friends, will this cause again be again 1 2 3 4 5 6 7 |bepresent
present? be present

1.4) Is the cause something that just Influences just Influences
affects interacting with friends or does | this particular (1 2 3 4 5 6 7 |all

it also influence other areas of your situation situations in
life? my life

2. YOU HAVE BEEN LOOKING FOR A JOB UNSUCCESSFULLY FOR SOME TIME.

2.1) Write down the one major cause:

2.2) Is the cause of your unsuccessful Totally due to Totally due

job search due to something about you | the other 1 2 3 4 5 6 7 |tome

or something about other people or person or

circumstances? circumstances

2.3) In the future when looking for a Will never Will always

job, will this cause again be present? again 1 2 3 4 5 6 7 |bepresent
be present

2.4) Is the cause something that just Influences just Influences

influences looking for a job or does it | thisparticular |1 2 3 4 §5 ¢ 7 |all

also influence other areas of your life? | situation situations in

my life

3. YOU BECOME VERY RICH.

3.1) Write down the one major cause:

3.2) Is the cause of your becoming rich | Totally due to Totally due
due to something about you or the other 1 2 3 4 5 6 7 |tome
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something about other people or person or

circumstances? circumstances

3.3) In your financial future, will this Will never Will always

cause again be present? again 1 2 3 4 5 6 7 |bepresent
be present

3.4) Is the cause something that just Influences just Influences

affects obtaining money or does italso | thisparticular |1 2 3 4 5 6 7 |all

influence other areas of your life? situation situations in

my life

4. A FRIEND COMES TO YOU WITH A PROBLEM AND YOU DON’T TRY TO HELP

THEM.

4.1) Write down the one major cause:

4.2) Is the cause of your not helping Totally due to Totally due
your friend due to something about the other 1 2 3 4 5 6 7 |tome

you or something about other people or | person or

circumstances? circumstances

4.3) In the future when a friend comes | Will never Will always
to you with a problem, will this cause | again 1 2 3 4 5 6 7 |bepresent
again be present? be present

4.4) Is this cause something that just Influences just Influences
affects what happens when a friend thisparticular |1 2 3 4 5 6 7 |all

comes to you with a problem or does it | situation situations in
also influence other areas of your life? my life

5.YOU GIVE AN IMPORTANT TALK IN FRONT OF A GROUP AND THE AUDIENCE

REACTS NEGATIVELY.

5.1) Write down the one major cause:

5.2) Is the cause of the audience Totally due to Totally due

reacting the other 1 2 3 4 5 6 7 |tome

negatively due to something about you | person or

or something about other people or circumstances

circumstances?

5.3) In the future when giving talks, Will never Will always

will this cause again be present? again be 1 2 3 4 5 6 7 |bepresent
present

5.4) Is the cause something that just Influences just Influences

influences giving talks or does it also thisparticular |1 2 3 4 5 6 7 |all

influence the other areas of your life? | situation situations in

my life

6. YOU DO A PROJECT WHICH IS HIGHLY PRAISED.

6.1) Write down the one major cause:

6.2) Is the cause of being praised due Totally due to Totally due

to something about you or something the other 1 2 3 4 5 6 7 |tome

about other people or circumstances? person or

circumstances
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6.3) In the future when doing a project, | Will never Will always

will this cause again be present? again be 1 2 3 4 5 6 7 |bepresent
present

6.4) Is the cause something that just Influences just Influences

influences doing projects or does it thisparticular |1 2 3 4 5 6 7 |all

also influence other areas of your life? | situation situations in

my life

7.YOU MEET A FRIEND WHO ACTS HOSTILELY TOWARDS YOU.

7.1) Write down the one major cause:

7.2) Is the cause of your friend acting Totally due to Totally due

hostile due to something about you or | the other 1 2 3 4 5 6 7 |tome

something about other people or person or

circumstances? circumstances

7.3) In the future when interacting with | Will never Will always

friends, will this cause again be again be 1 2 3 4 5 6 7 |bepresent

present? present

7.4) Is the cause something that just Influences just Influences

influences interacting with friends or thisparticular |1 2 3 4 5 6 7 |all

does it also influence other areas of situation situations in

your life? my life

8. YOU CAN’T GET ALL THE WORK DONE THAT OTHERS EXPECT OF YOU.

8.1) Write down the one major cause:

8.2) Is the cause of your not getting the | Totally due to Totally due
work done due to something about you | the other 1 2 3 4 5 6 7 |tome

or something about other people or person or

circumstances? circumstances

8.3) In the future when doing the work | Will never Will always
that others expect, will this cause again | again be 1 2 3 4 5 6 7 |bepresent
be present? present

8.4) Is the cause something that just Influences just Influences
affects doing work that others expect thisparticular |1 2 3 4 5 6 7 |all

of you or does it also influence other situation situations in
areas of your life? my life

9. YOUR SPOUSE (BOYFRIEND/GIRLFRIEND) HAS BEEN TREATING YOU MORE

LOVINGLY.

9.1) Write down the one major cause:

9.2) Is the cause of your spouse
(boyfriend/girlfriend) treating you
more

lovingly due to something about you or
something about other people or
circumstances?

Totally due to
the other
person or
circumstances

1

2

3 4 5 6 7

Totally due
to me
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9.3) In future interactions with your Will never Will always
spouse (boyfriend/girlfriend), will this | again be 1 2 3 4 5 6 7 |bepresent
cause again be present? present

9.4) Is this cause something that just Influences just Influences
affects how your spouse thisparticular |1 2 3 4 5 6 7 |all
(boyfriend/girlfriend) treats you situation situations in
or does it also influence other areas of my life

your life?

10. YOU APPLY FOR A POSITION THAT YOU WANT VERY BADLY (e.g., IMPORTANT
JOB, GRADUATE SCHOOL ADMISSION, etc.) AND YOU GET IT.

10.1) Write down the one major cause:

10.2) Is the cause of your getting the Totally due to Totally due

position due to something about you or | the other 1 2 3 4 5 6 7 |tome

something about other people or person or

circumstances? circumstances

10.3) In the future when applying for a | Will never Will always

position, will this cause again be again be 1 2 3 4 5 6 7 |bepresent

present? present

10.4) Is this cause something that just | Influences just Influences

influences applying for a position or thisparticular |1 2 3 4 5 6 7 |all

does it also influence other areas of situation situations in

your life? my life

11. YOU GO OUT ON A DATE AND IT GOES BADLY.

11.1) Write down the one major cause:

11.2) Is the cause of the date going Totally due to Totally due

badly due to something about you or the other 1 2 3 4 5 6 7 |tome

something about other people or person or

circumstances? circumstances

11.3) In the future when dating, will Will never Will always

this cause again be present? again be 1 2 3 4 5 6 7 |bepresent
present

11.4) Is this cause something that just | Influences just Influences

influences dating or does it also thisparticular |1 2 3 4 5 6 7 |all

influence other areas of your life? situation situations in

my life

12. YOU GET A RAISE.

12.1) Write down the one major cause:

12.2) Is the cause of your getting a Totally due to Totally due

raise due to something about you or the other 1 2 3 4 5 6 7 |tome

something about other people or person or

circumstances? circumstances

12.3) In the future on your job, will Will never Will always

this cause again be present? again be 1 2 3 4 5 6 7 |bepresent
present
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12.4) Is this cause something that just | Influences just Influences
affects getting a raise or does it also thisparticular |1 2 3 4 5 6 7 |all
influence other areas of your life? situation situations in
my life
Section B: Indicate how likely it is that the statements below would be
true for you, with “5” meaning that you are very likely to think or feel
that way, and “1” meaning that you are not at all likely to think or feel | Not Very
that way. likely likely
13. You trip in the cafeteria and spill your friend’s drink.
a) | would be thinking that everyone is watching me and laughing. 1 2 3 4 5
b) I'would feel very sorry. I should have watched where | was 1 2 3 4 5
going.
14. For several days you put off talking to a teacher about a missed
assignment. At the last minute you talk to the teacher about it, and all
goes well.
a) | would regret that I put it off. 1 2 3 4 5
b) 1 would feel like a coward. 1 2 3 4 5
15. While playing around, you throw a ball and it hits your friend in the
face.
a) Iwould feel stupid that I can’t even throw a ball. 1 2 3 4 5
b) 1 would apologize and make sure my friend feels better. 1 2 3 4 5
16. You and a group of classmates worked very hard on a project. Your
teacher singles you out for a better grade than anyone else.
a) | would feel alone and apart from my classmates. 1 2 3 4 5
b) 1 would tell the teacher that everyone should get the same grade. 1 2 3 4 5
17. You break something at a friend’s house and then hide it.
a) Iwould think: “This is making me anxious. I need to either fix it 1 2 3 4 5
or replace it.”
b) 1 would avoid seeing that friend for a while. 1 2 3 4 5
18. At school, you wait until the last minute to plan a project, and it turns
out badly.
a) | would feel useless and incompetent 1 2 3 4 5
b) 1 would feel that I deserve a bad grade. 1 2 3 4 5
19. You wake up one morning and remember it’s your mother’s birthday.
You forgot to get her something.
a) Iwould think: After everything she’s done for me, how could T 1 2 3 4 5
forget her birthday?”
b) 1 would feel irresponsible and thoughtless. 1 2 3 4 5
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Section B: Indicate how likely it is that the statements below would be
true for you, with “5” meaning that you are very likely to think or feel

that way, and “1” meaning that you are not at all likely to think or feel | Not Very
that way. likely likely
20. You walk out of a test thinking you did extremely well. Then you find
out you did poorly.
a) | 'would feel that | should have done better. | should have studied 1 2 3 4 5
more.
b) 1 would feel stupid. 1 2 3 4 5
21. You make a mistake at school and find out a classmate is blamed for
the error.
a) | 'would keep quiet and avoid the classmates. 1 2 3 4 5
b) I would feel unhappy and eager to correct the situation. 1 2 3 4 5
22. You were talking in class, and your friend got blamed. You go to the
teacher and tell him the truth.
a) | would feel like I always get people in trouble. 1 2 3 4 5
b) I would think: “I’m the one who should get in trouble. I shouldn’t 1 2 3 4 5
have been talking in the first place.”
23. You and your friend are talking in class, and you get in trouble.
a) I would think: “I should know better. I deserve to get in trouble.” 1 2 3 4 5
b) 1 would feel like everyone in the class was looking at me and 1 2 3 4 5
were about to laugh.
24. You make plans to meet a friend. Later you realize you stood your
friend up.
a) Iwould think: “I’m inconsiderate.” 1 2 3 4 5
b) 1 would try to make it up to my friend as soon as possible. 1 2 3 4 5
25. You volunteer to help raise money for a good cause. Later you want
to quit, but you know your help is important.
a) Iwould feel selfish, and I’d think I am basically lazy. 1 2 3 4 5
b) 1 would think: “I should be more concerned about doing 1 2 3 4 5
whatever I can to help.”
26. Your report card isn’t as good as you wanted. You show it to your
parents when you get home.
a) Now that I got a bad report card, | would feel worthless. 1 2 3 4 5
b) 1 would think: “I should listen to everything the teacher says and 1 2 3 4 5
study harder.”
27. You have recently moved to a new school, and everyone has been
very helpful. A few times you had to ask some big favors, but you
returned the favors as soon as you could.
a) | would feel like a failure. 1 2 3 4 5
b) 1 would be especially nice to the people who had helped me. 1 2 3 4 5
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Permission to use the AIM:

From: WAS, CHRISTOPHER [mailto:cwas@kent.edu]
Sent: Sunday, October 21, 2018 2:57 PM

To: Chris Robinson <christine.robinson@wmich.edu>
Subject: RE: AIM Request

Hi Chris,
| am happy to share our measures. You will find manuscripts attached that describe the use of the
questionnaire and some of our previous work. Please let me know if you have any questions.

Dr. Isaacson has retired, but | have his permission as collaborator to share our work.
Chris Was, PhD

Department of Psychological Sciences
Kent State University
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