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ABSTRACT 

The educational trajectory of foster care students in the United States is often delayed. 

However, there are foster care students who have been able to successfully navigate the 

educational pipeline and complete a college degree (Batsche et al., 2012). The purpose of this 

study was to explore the transition experiences of foster care students from high school to a four-

year university and to identify contributors to their adaption into the college environment. This 

study challenges previously held beliefs by focusing on the actual rather than perceived 

contributors to their success while in college. Data from this study came from demographic 

questionnaires and 60-90-minute interviews with 11 qualified study participants.  

 The study participants provided multifaceted responses about their transition experiences 

to the university. Findings and themes which emerged from the study focused on the experiences 

of transferring from a state college, being homeless, and identifying helpful support resources 

during their transition process. Study participants discussed the need for utilizing campus 

resources, developing transition strategies, and the importance of networking and engagement.  

The study results also provided insight into practices not considered helpful by foster care 

students. The discussion and implication section provide suggested resources for foster care 

programs and university administrators who support this population. Future research 

recommendations focused on self-development and program effectiveness followed by 

concluding thoughts.      
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CHAPTER ONE 

INTRODUCTION 

A student’s transition to college is one of hope and enthusiasm. Many higher education 

scholars and practitioners mark this transition period by helping to facilitate students’ emotional, 

social, and identity development (Evans, Forney, Guido, Patton, & Renn, 2010). However, there 

are several disparities and inequalities that exist for different racial, ethnic, and socio-economic 

groups that can make the transition experiences for students in these groups less than favorable 

(Winkle-Wagner & Locks, 2014). My study explores the experiences of foster care students 

transitioning from high school to a four-year university located in the Southeast United States 

and identifies contributors to these students’ adaption to the college environment as participants 

in a foster care support program (FCSP).  

Problem Statement 

 

The foster care system does not adequately prepare students to secure access to and 

transition to higher education (Hernandez & Naccarato, 2010). More than 70% of foster care 

students between the ages of 15 and 19 report a desire to go to college; however, by the age of 

19, less than 18% of foster care students are pursuing a four-year degree, compared to 62% of 

their peers (Center for the Study of Social Policy, 2009). One study reported that, by age 25, less 

than 3% of former foster youth have completed a bachelor’s degree or higher, compared to 

almost 25% of the general population (Center for the Study of Social Policy, 2009). In certain 

instances, the lower rate of bachelor’s degree completion among foster care students is caused by 

their lack of academic preparation, as well as the low expectations set by those responsible for 

assisting and educating foster youth (Wolanin, 2005).  
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The educational trajectory of foster care students in the United States is often delayed or 

dismantled as a result of academic deficiencies, unstable home environments, lack of advocacy 

and support, and mental and emotional challenges (Batsche et al., 2012).  

Confronted with such a disproportionate number of educational delays, foster care 

students face significant challenges in catching up to their peers (Wolanin, 2005). Therefore, a 

foster youth’s ability to start and finish school is questionable; however, this is not due to a lack 

of motivation (Wolanin, 2005). Several barriers make it difficult for foster care students to 

achieve their higher education goals (Dworsky & Pérez, 2010), including a lack of academic 

preparedness or family support, mental and behavioral problems, and a lack of encouragement 

from the child welfare system to pursue a college degree (Dworsky & Pérez, 2010). Although 

more in-depth information is provided in Chapter Two, the literature reports cases of disconnects 

between students’ perceived needs and the support services provided to them in college 

(Dworsky & Pérez, 2010). These perceived disconnects help to undergird my study on the 

transition experiences and contributors to the adaption of foster care students into the college 

environment.  

Currently, campus support programs for foster care students face challenges in terms of a 

lack of staff, dedicated academic and financial resources, and long-term financial stability 

(Dworsky & Pérez, 2010). In contrast to these trends, however, the university in my study has 

demonstrated its innovation and creativity by providing its FCSP with dedicated staff, academic 

and financial resources, and sustainable funding sources that are not solely dependent on private 

donors. The FCSP works with more than 100 undergraduate foster care students, providing them 

with wrap-around support services such as mentoring and academic support, to help them 

successfully transition to college. Few schools with large enrollment numbers have identified 
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more than 100 foster care students while also offering dedicated institutional resources that are 

explicitly designed to ensure these students’ successful transition to college; hence, this serves 

my reason for selecting this institution and the FCSP as the subjects for my study. 

In learning about foster care students’ transitions, these individuals’ experiences, ranging 

from high school to college, are important to the research narrative (Johnson & Christensen, 

2014). For my study, foster care students who participate in the FCSP were identified to explain 

the relationship between a student’s pre-college experience and subsequent ability to 

successfully transition to the university. However, the relationship between a student’s pre-

college experiences and their transition to the college environment can change based on what the 

student in question may have been exposed to prior to their arrival on campus (Johnson & 

Christensen, 2014). 

Purpose of Study 

 

The purpose of my narrative study was to explore the transition experiences of foster care 

students from high school to the university and to identify contributors to their adaption into the 

college environment as participants in the FCSP. My study challenges previously-held beliefs 

and contributes new knowledge to the field by employing an anti-deficit framework to focus on 

the experiences of foster care students who participate in the FCSP and who have successfully 

navigated their pre-college experiences. I thus learn more about actual, rather than perceived, 

contributors to their success while in college. More research and content knowledge must be 

developed regarding students who, despite their complications and shortcomings, have 

transitioned, remained, and persisted through college (Harper, 2010). 

Through an increased level of understanding and a new perspective on students’ 

transition experiences, professionals and advocates can work to make improvements to college 
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education and training outcomes for foster youth students (Taussig, Culhane, Raviv, Fitzpatrick, 

& Hodas, 2010). The success of foster care students in college heavily depends on their 

connectedness to the institution by way of scholarships, priority access to housing and course 

registration, and, in some cases, mentoring (Salazar, 2012; Taussig et al., 2010). In particular, 

foster care students with a history of mistreatment may have a strong need for mentoring, and a 

significant number of higher education practitioners serve in this capacity, both formally and 

informally, in their current job roles (Taussig et al., 2010).  

However, this same group of students is more likely to adopt a survivalist, self-reliant 

mindset and reject the need to be dependent on others, which in turn causes them to be less likely 

to ask for educational assistance (Samuels & Pryce, 2008). A growing number of colleges have 

developed campus support programs based on the perceived needs of foster care students without 

obtaining appropriate feedback from the participants, which in turn calls the effectiveness of 

these programs into question (Salazar, 2012; Samuels & Pryce, 2008). Therefore, the findings of 

my study, in conjunction with appropriate training for higher education administrators, will assist 

in better serving this student population (Samuels & Pryce, 2008). 

Reshaping the landscape of higher education is important, as students who are now 

entering post-secondary institutions challenge traditional values, assumptions, and norms which 

have been deeply rooted in the history of the academy (Rendon, 1994); former foster youth 

enrolling in colleges is a part of that reshaping. The theoretical foundations for my study were 

Rendon’s (1994) validation theory and Schlossberg’s (1981) transition theory. For my study, 

applying  the two theories simultaneously establishes a framework for the successful transition of 

foster care students from high school to college. Schlossberg’s (1981) transition theory focuses 

on human adaption to specific events, including both normal life transitions and situations of 
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extreme hardship. To further understand the impact that a transition can have on an individual, 

the type, context, and impact of the transition must be considered (Evans et al., 2010).  

Critical to this study is the concept of transition. There are three types of transitions: (1) 

anticipated transitions are those that occur as predicted; (2) unanticipated transitions are events 

that occur but are not scheduled; and (3), non-events are transitions that are expected but do not 

occur (Schlossberg, 1981). Conceptually, the participants in this study have experienced all three 

types of the transitions simultaneously, independently of one another, or at different times in 

their pursuit of a college education. Therefore, it is important to recognize the individual’s 

appraisal of their transition as a measurement of their ability to cope with the process (Evans et 

al., 2010; Harper, 2010). More participant responses are explored in Chapter Five. 

Moving into, moving through, and moving out of the transition process is influenced by a 

ratio of assets and liabilities, as outlined by four factors in Schlossberg’s (1981) transition theory. 

The first of the four factors identified in the transition theory is situation. Situation examines how 

the event was triggered, the specific timing of the event relative to an individual’s social clock, 

and the duration of the event (Schlossberg, 1981). Situation also considers the individual’s 

perceived level of control and ownership over the event while it is taking place. Situation 

investigates whether there were any role changes because of the event, whether the individual 

has previous experience with this type of event, and also examines whether any other levels of 

concurrent stress existed (Schlossberg, 1981).  

Finally, situation assesses responsibility for the transition, to determine who caused the 

event and how that person affects the behavior of the individual impacted by the action 

(Schlossberg, 1981). The second of the four factors identified in the transition theory is self. Self 

investigates how personal and demographic characteristics affect the way some individuals view 
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their lives relative to their socio-economic status, gender, age, and stage of life. Self also 

examines psychological resources related to an individual’s ego development, outlook, 

commitment, and personal values (Evans et al., 2010; Schlossberg, 1981).  

The third of the four factors identified in the transition theory is support. Support is 

classified into three groups: interpersonal support, institutional support, and physical setting 

(Schlossberg, 1981). Interpersonal support refers to intimate relationships, family units, and 

networks of friends, while institutional support refers to occupational organizations, political 

groups, or community-based groups (Schlossberg, 1981). Physical setting refers to weather and 

climate, urban or rural location, living arrangements, and workplace environment. Physical 

setting can sometimes be overlooked, but can contribute to stress, a sense of well-being, and an 

individual’s general outlook on life (Schlossberg, 1981).  

The fourth factor identified in the transition theory is strategies or coping responses 

(Schlossberg, 1981). Strategies or coping responses are classified into three categories, the first 

of which underlines strategies that can modify the situation. The second category focuses on 

controlling the meaning of the problem, while the third concentrates on managing stress in the 

aftermath of the event (Schlossberg, 1981).  

Schlossberg’s transition theory is specifically focused on majority white, college-bound 

students, however, similarly foster care students must find someone to help them through this 

staged coping process (Batsche et al., 2012; Winkle-Wagner & Locks, 2014). Although some 

former foster youth know where to find help, one study indicates that some choose not to ask for 

help (Batsche et al., 2012).  
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Some students who were formerly in group homes do not know who to trust once they 

get to college. Students do not know how to begin the coping process, and have a difficult time 

finding an administrator who understands both foster care and post-secondary education 

(Batsche et al., 2012).  

Rendon’s (1994) validation theory represents a current response to this issue because of 

its focus on students who are non-traditional, first-generation, or economically disadvantaged, 

and who are students of color (Winkle-Wagner & Locks, 2014). Rendon’s validation theory 

provides support to these student groups through recognition of their diversity, while also using 

the students’ backgrounds and experiences to help reshape higher education practices (Winkle-

Wagner & Locks, 2014). Rendon uses a set of six elements to help explain and frame the 

validation theory, which was used to also describe the process of moving into, moving through, 

and moving out of the transition experience for my study (Linares Rendon & Munoz, 2011).  

The first element in the validation theory places the responsibility for initial contact with 

the student on institutional agents such as faculty, coaches, and staff members (Linares Rendon 

& Munoz, 2011). This responsibility helps foster care students in their transition, as their 

introduction to a new environment is initiated by someone connected to the college (Linares 

Rendon & Munoz, 2011). The second and third elements in the validation theory speak to the 

idea that when validation is present, students feel more capable of learning and develop a 

stronger sense of self-worth and self-development (Linares Rendon & Munoz, 2011).  

Schlossberg (1981) mentions in the second factor of the transition theory the notion of 

self, which examines how personal and demographic characteristics affect the ways in which 

some individuals view their lives. By conceptualizing the second and third elements of Rendon’s 

(1994) validation theory and the second element of Schlossberg’s (1981) transition theory as 
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simultaneous, the opportunity for validation arises, thereby increasing an individual’s self-worth 

and self-development (Linares Rendon & Munoz, 2011).  

Such an increase affects the notion of self and the way students view their own lives, in 

this case how foster care students view their own lives in relation to their transition experiences 

from high school to the college environment (Linares Rendon & Munoz, 2011; Schlossberg, 

1981). The fourth element in the validation theory emphasizes the fact that validation can occur 

both in and out of the classroom (Linares Rendon & Munoz, 2011). Similarly, the third factor in 

Schlossberg’s (1981) transition theory is support. Support can likewise happen in and out of the 

classroom, and also within family units and community-based groups (Schlossberg, 1981). 

Validating agents from Rendon’s (1994) validation theory affirm and support students on a 

consistent basis are helpful for the experiences of foster care students who are currently 

undergoing a transition.  

The fifth element in validation theory emphasizes understanding that validation is an 

ongoing developmental process which should not be viewed as having an end (Linares Rendon 

& Munoz, 2011). Schlossberg (1981) outlines in the first element the idea of situation, which 

considers the duration of the event as a means of understanding how people cope with their 

transitions. Validation as a time and duration construct should be viewed as a developmental 

process which in turn helps a foster care student cope with their experience; the student now 

understands that their transitionary process will be ongoing and not time-limited, thereby 

supporting the notion that validation theory and transition theory should be considered 

simultaneously (Linares Rendon & Munoz, 2011; Rendon, 1994; Schlossberg, 1981).  

The final element in the validation theory focuses on validation being most critical for 

students within the first few weeks or first year of college (Linares Rendon & Munoz, 2011). 
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Schlossberg (1981) discusses strategies or coping responses for a handling a transition. 

Validating a student early on in their college career is a productive strategy, one that serves to 

help foster care students interact more positively with their college over time (Linares Rendon & 

Munoz, 2011). Therefore, identification of the need for validation to occur early in a student’s 

college career as a coping strategy for foster care students in their college transition process 

supports my idea that validation theory and transition theory must be applied together (Linares 

Rendon & Munoz, 2011). Together these theories provide institutions a framework to help foster 

care students to have richer college experiences.  

Figure 1.1, below, provides a visual representation of the ways in which Rendon’s (1994) 

validation theory and Schlossberg’s (1981) transition theory together describe the foster care 

students’ appraisal of their transitions from high school to college (Evans et al., 2010; Harper, 

2010). The figure illustrates the fact that when these two theories are applied simultaneously, the 

first step is to move into the transition. In this step, the situation is identified; the way the 

individual arrived at the transition and who is responsible for the transition are reviewed, and any 

triggers which may have caused this event are noted (Schlossberg, 1981). In addition, while 

moving into the transition, administrators’ initial contact and engagement with the student must 

occur simultaneously in order to support the students’ transition success, according to the 

validation theory (Rendon, 1994).  

While moving through the transition, a student’s personal demographics (self) and 

support systems affect their coping responses (Schlossberg, 1981). However, through validation, 

the student is recognized as having the capability and skills needed to navigate the transition 

(Rendon, 1994). While moving out of the transition, strategies for dealing with any potential 

stress in the aftermath of the event must be reviewed, while utilizing the student’s expertise on 
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their own experiences to develop the necessary strategies (Rendon, 1994; Schlossberg, 1981). 

These two theories working together concurrently provided a framework for my study.  

Conceptual Framework Visual Representation 

 

 

 

 

 

 

 

 

 

 

Figure 1.1 Visual representation of the conceptual framework for the study. This figure explains 

the benefit of using both theories simultaneously to support foster care students. 

 

Research Questions 

 

Given the need to learn more about the transition experiences and the positive 

contributing factors of success for foster care students, my study answered the questions 

described below. The information listed in the background, problem statement, nature, and 

purpose of study sections helped in the development of the general research question, “What 

have been the transition experiences of foster care students at the university, who have 

participated in the foster care support program?”  
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The general question helped shape the following two sub-questions: (1) What are the 

supportive practices foster care students identify as helpful in their transition experiences to 

college? and (2) What events and practices have foster care students identified as not being 

helpful to them in their transition experiences? 

Research Design 

 

When students begin the college journey in an unfamiliar territory, they are faced with 

the task of unlearning past behaviors and attitudes, all while trying to learn new cultures, values, 

and behaviors from a completely different perspective (Rendon, 1994). My narrative study 

sought to understand how foster care students experience their transition from foster care to the 

college environment. The narrative method places a specific emphasis on the experiences of 

participants from their personal perspectives, as expressed in their lived and told stories 

(Creswell, 1998; Patton, 2002; Patton, 2015; Taylor & Bogdan, 1984). This method is important 

because stories are captured through interviews; such a method helps tell others about our lives, 

decisions, relationships, and journeys. More needed to be learned about students’ actual, rather 

than presumed, experiences with their transitions to the college environment (Harper, 2010; 

Patton, 2015). 

In my study, I employed both criterion and snowball sampling methods. Based on a 

limited, pre-determined list of requirements in a method known as criterion sampling, relevant 

contacts were selected and interviewed for this study (Patton, 2015). Quality assurance is one of 

the primary reasons to use criterion sampling. As researchers and practitioners seek to identify 

cases for further and more in-depth inquiries, criterion sampling is an appropriate method 

(Patton, 2015). The snowball sampling method starts with one or a few relevant-rich 

interviewees who are then asked to provide additional relevant contacts; in this case other foster 
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care students in the FCSP were used (Patton, 2015). The additional relevant contacts can provide 

different or confirming perspectives related to a study’s focus (Patton, 2015), and the same was 

true for the FCSP participants. 

Foster care students in the FCSP were admitted to the university and accepted to the 

program based on pre-determined factors, which in turn are aligned with the criterion sampling 

method. The FCSP participants are currently enrolled in an undergraduate, degree-seeking 

program and are in good academic standing as defined by the university. The FCSP participants 

have also satisfied the requirements for receiving a Florida Department of Children and Families 

(DCF) tuition exemption or a homeless tuition exemption (Florida Department of Children and 

Families [DCF], 1970). The homeless tuition exemptions are for students who lack a fixed, 

regular nighttime residence, or their primary residence is a public or private shelter (FLA. STA. 

§1009.25, 2012). The DCF tuition exemptions are for students who at the age of 18 were in DCF 

custody, adopted from DCF, placed in guardianship, or were in the custody of relative or non-

relative care (FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012). Since the sample 

selection and data collection methods have been described, more details on my data analysis are 

provided below (Patton, 2015).  

One of the first steps in the data analysis process for my study was to segment the data 

into meaningful analytical units (Johnson & Christensen, 2014). These analytical units were then 

coded, which is the research design process of marking the segments with symbols, descriptive 

words, or category names. Segmenting and coding go hand-in-hand, which helps researchers and 

practitioners to later conduct a thematic analysis by identifying specific themes in the research 

findings (Johnson & Christensen, 2014). Most qualitative researchers traditionally generate their 

codes by directly examining their data; such codes are referred to as inductive codes (Johnson & 
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Christensen, 2014). However, while my study included a small number of inductive codes, a 

much greater emphasis was placed on codes that use the actual words of the participants 

(Johnson & Christensen, 2014). Using the participants’ own words reinforces the importance of 

recognizing individuals’ appraisal of their transitions in their own words and perspectives, as 

they experienced them (Evans et al., 2010; Harper, 2010). 

Assumption and Delimitations 

 

Assumptions are elements within a research study which are believed to be true or 

plausible, but cannot necessarily be proven (Simon & Goes, 2013). However, it is still important 

for researchers to justify how the assumptions will likely be met and discuss how they are likely 

true throughout the dissertation process. One assumption for my study was that research 

participants would have the capacity and the ability to provide reflective, meaningful, and 

truthful responses during the interview process, which they did in Chapter Five. Students have 

found it difficult to find administrators who understand both foster care and post-secondary 

education (Batsche et al., 2012). 

 Providing reflective, meaningful, and truthful responses during the interview process 

would be in the students’ best interests, as such answers would help administrators better serve 

them in the future (Samuels & Pryce, 2008). The students’ meaningful responses can also assist 

administrators when considering methods of generating knowledge and making their colleagues 

more aware of this student population (Rendon, 1994). More about participant responses and 

awareness for administrators is discussed in Chapter Six.  

Delimitations are different elements which limit the scope of and help to define 

boundaries for a study (Simon & Goes, 2013). Delimiting elements include research objectives, 

research questions, and chosen populations as a conscious decision around exclusionary and 



14 

inclusionary criteria to be used for consideration in a study. For my research, I selectively 

focused on the FCSP at the university because they currently work with more than 100 

undergraduate foster care students. There are few schools with large enrollment numbers of this 

population and dedicated institutional resources for their transitional success. Although there 

may be several students who self-identify as foster care, the criteria used for this study was 

aligned with the participant requirements for the FCSP. I focused on participants who were 

enrolled in an undergraduate, degree-seeking program, who maintained good academic standing 

while also meeting the qualifications for the DCF tuition exemption or the homeless tuition 

exemption (DCF, 1970; FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012).  

My purpose in limiting the scope was to focus on the experiences of foster care students 

in the FCSP who have successfully navigated their pre-college experiences, and learn more about 

actual, rather than perceived, contributors to their success while in college. More research and 

content knowledge needed to be developed on students who, despite their complications and 

shortcomings, have transitioned, stayed, and persisted through college (Harper, 2010). 

Discovering the perspectives of this student group helps increase the level of awareness and 

support needed for foster care students (Arminio, Torres, & Pope, 2012; Temple, 2010), and the 

information from Chapters Five and Six serves as a catalyst to spark further inquiry into how 

other schools can work on program implementation or improvements to better serve this 

population.  

Significance of the Research 

 

In many cases, foster youth are not informed about the college opportunities which are 

available to them; nor do they know how to begin the college navigation process (Wolanin, 

2005). One study followed the lives of more than 135 adults who aged out of foster care in the 
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mid-1990s (Courtney, Piliavin, Grogan-Kaylor, & Nesmith, 2001). The authors described these 

youths’ experiences within the first two years of leaving the foster care system. The findings 

suggest that transitioning to independent status can be difficult for foster youth (Courtney et al., 

2001), and I am interested in further exploring their experiences in the college environment. A 

second research study focused on existing longitudinal data from a six-year time span in the 

1980s which sought to examine the experiences of foster care students compared to non-foster 

care students (Blome, 1997). The foster youth graduated from high school at lower rates and 

were faced with significant academic and home-life challenges (Blome, 1997). Educational 

attainment for foster care students is more challenging than for the general population, and 

barriers still exist for this student group (Salazar, 2012). However, there are foster care students 

who have successfully navigated the educational pipeline and completed a college degree 

(Salazar, 2012). The reasons for their success must be further explored (Salazar, 2012).  

Not all students can be expected to learn, get involved in, or get connected to institutional 

life in the same way (Rendon, 1994). The same held true for understanding more about the 

transition experiences of foster care students in the FCSP at the university. Those who are most 

likely to benefit from this research are the same individuals who will receive the professional 

knowledge from my study: higher education faculty members and administrators. Through this 

study, administrators will be further apprised of the needs and strengths of foster care students in 

the FCSP at the university. Administrators will also be able to contemplate ways of generating 

knowledge and making their colleagues more aware of this student population (Rendon, 1994).  

Examples of creating awareness are providing staff with a yearly demographic profile of 

the institution’s student population and holding faculty and staff development workshops that 

focus on understanding student differences (Rendon, 1994). Concepts of training faculty and 
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staff to validate students both in and out of the classroom, structuring learning experiences, 

staying connected with students, and spending time understanding the cultural history of students  

are additional benefits and professional applications to be gained from this proposed study 

(Rendon, 1994). 

As my study focuses on understanding more about the transition experiences of foster 

care students and their adaption to a new environment, colleges must also allow themselves to be 

changed by new or different cultures (Rendon, 1994). This capacity for change is important to 

the discipline of higher education as colleges are constantly evolving and working to meet the 

demands of a changing student landscape. Administrators must be more cognizant of the 

complex issues confronting students as they enter college (Rendon, 1994). Institutions must think 

more critically about creating new models of students’ learning and development that are aligned 

with the changing profile of students entering college (Rendon, 1994), such as foster care 

students, because this is a growing population on college campuses. 

Rendon (1994) highlights the importance of my study by recognizing how institutional 

life can be therapeutic in nature. A college community which promotes healthy relationships, 

displays cultural appreciation, and recognizes the potential for success in all students is 

fundamental to moving the academy forward and creating positive social change (Rendon, 

1994). 

Operational Definitions 

  

This section provides definitions of the terms used and how they are employed 

throughout the study.  

• Foster care is defined as “a temporary arrangement in which adults provide for the care of 

a child whose birthparent is unable to care for them. This can be informal or arranged 
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through the courts or a social agency” (National Adoption Center, 2017, para. 52). For 

purposes of this study, foster care students include any student who meets the 

qualifications for the homeless tuition exemption or the DCF tuition exemption as 

outlined in the university’s FCSP requirements. Therefore, a foster care student is a 

student who lacks a fixed, regular nighttime residence, lives in a public or private shelter, 

has been in DCF custody, adopted from DCF, placed in guardianship, or has been in the 

custody of a relative or non-relative for care and support (FLA. STA. §39.5085, 2012; 

FLA. STA. §1009.25, 2012). 

• Florida Department of Children and Families (DCF) is defined as “the state agency that 

manages services to families, including investigating child abuse, managing child welfare 

cases, substance abuse and mental health treatment, and providing federal benefits like 

Medicaid and food assistance” (DCF, 1970, para.13).  

• Transition is “an event or non-event resulting in a change in assumptions about oneself 

and the world and thus requires a corresponding change in one’s behavior and 

relationships” (Schlossberg, 1981, p. 5). 

• Validation is “an enabling, confirming, and supportive process initiated by in-and-out of 

class agents that fosters academic and interpersonal development” (Rendon, 1994, p. 4). 

Chapter Summary 

 

More than 20,000 students age out of the foster care system annually (U. S. Department 

of Health and Human Services, 2016). Policymakers and child welfare practitioners are 

searching for meaningful and sustainable ways to support these students in their transition from 

foster care to independence (Courtney et al., 2001). My study contributes to the sustainable 

solutions for foster care students by exploring their transition experiences from foster care to the 
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college environment. Through this study, the contributors to their adaption into the university as 

participants in the FCSP have been identified. However, one of the important components to this 

study was the recognition of the students’ appraisal of their transition as a measurement of their 

abilities to cope with the process (Evans et al., 2010; Harper, 2010). This distinction is important 

because there are support services being provided to foster care students by campus programs 

and community-based agencies that have identified what they deem to be the best services for 

this population, without actual insight from the student population themselves (Evans et al., 

2010; Harper, 2010). Chapter Two of this paper provides more in-depth information related to 

the literature of foster care students, while Chapter Three discusses the methodology employed 

in my study; Chapters Four, Five, and Six are dedicated to the participants’ profiles, results, and 

discussion, respectively.  
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CHAPTER TWO 

LITERATURE REVIEW 

In studying the transition process of foster care students, recognizing their individualized 

experiences from high school to college is important to the research on this population (Johnson 

& Christensen, 2014). For purposes of my study, foster care students who participate in the 

Foster Care Support Program (FCSP) at the university help explain the relationship between a 

student’s pre-college experience and their ability to successfully transition to a university. 

However, the relationship between a student’s pre-college experience and their transition to the 

college environment may change under different conditions or for different kinds of people, 

based on what the student may have been exposed to prior to their arrival on campus (Johnson & 

Christensen, 2014). Although there are many conditions which may affect foster care students’ 

transition to college, the literature reveals certain consistent themes.  

The literature review begins with a broad overview of the current state of foster care in 

relation to higher education.  This overview is followed by a discussion of agency and 

departmental collaboration as it relates to multiple agencies working together to bridge the 

educational gap for foster care students. Although agency collaboration helps frame the support 

structures needed for this student group, the literature review continues with a more narrowed 

focus on the need for program effectiveness. The next step in the literature review fine-tunes the 

effects of the transition experience by focusing on compounding factors related to mental health 

and race-based challenges. The last stage in the funneling approach discusses the effect of 

agency collaboration, program effectiveness, and compounding factors on the transition 

experiences of foster care students to the college environment; this discussion is then followed 

by a chapter summary. The strategy used for searching the literature consisted of computer-based 

software, accessed through Florida State University (FSU) Libraries, to identify different peer-
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reviewed and academic journals. The databases used for my search were the Education 

Information Resources Center (ERIC), Journal Storage (JSTOR), and Education Source, which 

included but were not limited to key word searches of foster care, higher education, and 

transition (Florida State University Libraries, 2017). Figure 2 provides a visual representation of 

the structure of the literature review.  

Literature Review Visual Representation 

 

 

 

 

 

 

 

 

 

 

 

Figure 2.1 Visual representation of the framework of the structure for the literature review. This 

figure explains the strategy of how relevant material was narrowed down into the specific topic 

areas. The visual was adapted from slidehunter.com (2015). 

  

Foster Care and Higher Education 

 

As of June 2016, there were more than 420,000 students living in foster care placements 

in the United States (Unrau, Dawson, Hamilton, & Bennett 2017). In most cases, foster care 

students have been removed from their home environments because of physical or emotional 

abuse (Unrau et al., 2017). Some students have been a part of the foster care system since 

infancy, and others additionally face behavioral or mental health concerns (Amechi, 2016; Unrau 
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et al., 2017). As noted by Unrau et al. (2017), this combination of challenges help shed light on 

foster care students’ inability to perform academically in comparison to their non-foster youth 

peers, who are not faced with similar experiences. 

Foster care students who have demonstrated resilience and a desire to succeed in life are 

still faced with inconsistencies in their home environments. Such students who are considering 

college face significant barriers in obtaining a degree, including homelessness, racism, and 

unequal access to education (Amechi 2016; Unrau et al. 2017). In addition, this student group 

has been highly mobile, resulting in lower academic performance due to school instability 

(Amechi, 2016; Unrau et al., 2017). Navigating the educational pipeline is complex for most 

students, and foster care youth are at a greater disadvantage due to their prior traumatic 

experiences (Amechi 2016; Unrau et al., 2017).  

Although college attendance is generally considered to be on the rise, the same is not true 

for low-income and foster care students (Kirk, Lewis, Nilsen, & Colvin, 2013). More research is 

needed on what is causing the academic gap between foster youth and non-foster youth. Amechi 

(2016) notes that those students who have aged out of the foster care system and have worked to 

position themselves to obtain a college degree will need supportive networks and collaborative 

agencies to successfully transition to the college environment; these networks and agencies are 

described further below. 

Foster Care Agency and Collaboration 

 

Foster care students’ transition to college is an important concern at the local, state, and 

global level (Strangler, 2013). There are projected costs that affect individuals, groups, and the 

society-at-large for failing to assist foster youth in becoming more educated and self-sufficient 

(Strangler, 2013). Each foster youth who ages out of the foster care system costs tax payers on 
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average more than $290,000 in taxpayer-funded costs, for items such as public assistance and 

incarcerations (Strangler, 2013). However, societal cost may be curbed by improving agency 

collaboration and streamlining the efforts used to support foster youth who are transitioning to 

college (Strangler, 2013), as described in some of the literature below.  

Administrators and Agencies Must Broaden Their Perspectives 

 

Assisting foster care students in their college transition experience requires cross-system 

collaboration between community and school-based agencies in order to align goals across all 

administrative levels (Noonan et al., 2012). One way to ensure the execution of cross-system 

collaboration is based on the success of programmatic and policy implementation with ground-

level support by school personnel (Noonan et al., 2012). However, programmatic and policy 

implementation also require support and buy-in from foster care students and their own 

perspectives of their transition experiences. The information gathered from their perspectives can 

be used to set educational goals and policy agendas, while also providing insight on how best to 

validate this student population as they cope with the transition process to the college 

environment (Evans et al., 2010; Hernandez & Naccarato, 2010; Noonan et al., 2012; Rendon, 

1994; Schlossberg, 1981).  

While stakeholder knowledge and collaborative models have indicated some promise in 

bridging the educational gap for foster care students, strategies on building parallel, cross-system 

programs and foster care training curriculum have not been established, primarily because 

improving educational outcomes is difficult without the insight and perspectives of foster care 

students (Clemens, Helm, Myers, Thomas, & Tis, 2017). Therefore, Clemens et al. (2017) 

recognized the need for student perspectives in establishing agency collaboration by inviting 

middle and high school students to review educational data points from their state while sharing 
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their personal experiences, and then allowing the students the opportunity to provide 

recommendations on how best to close the high school graduation gap. Allowing students to 

provide recommendations stands in contrast to other relevant studies which focused their agency 

collaboration efforts on the perspectives of staff members and community stakeholders while 

excluding the students’ own views (Hernandez & Naccarato 2010; Noonan et al., 2012; 

Weinberg, Zetlin, & Shea, 2009). 

Clemens et al. (2017) highlight an important issue related to agency collaboration, as 

many of the current collaborative efforts do not take into account the training and staffing needs 

required to assist with providing trauma-informed care for former foster youth.  

Many of the other results found in the relevant literature focus on identifiable barriers to the 

educational outcomes for foster youth, challenges in supporting this population, and themes 

related to their unmet needs, but do not consider the direct need for staff training (Hernandez & 

Naccarato, 2010; Noonan et al., 2012; Weinberg et al., 2009). The listed barriers to supporting 

the educational outcomes for this population are primarily based on generic statements such as 

agency attitudes, placement instability, and agency communication, with very little context in 

terms of implementation strategies to support this population (Weinberg et al., 2009).  

The Noonan et al. (2012) study attempted to discuss some of the challenges in supporting 

the education of foster care students while simultaneously working to identify strategies to help 

this group in their educational pursuits. While communication was cited as a successful strategy, 

any attempt at implementation was considered too laborious (Noonan et al., 2012). Further 

understanding of how context, regional dynamics, and agency placement affect the success of 

cross-agency collaboration needs further exploration in future research (Weinberg et al., 2009). 
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The Purpose and Focus of a Study Can Impact the Results  

 

While some of the results from the studies related to agency collaboration do not include 

the student’s perspective, this omission can be attributed in part to the purpose and focus of the 

studies. The Weinberg et al. (2009) study described a two-year, multiple case-study design 

focused on agency collaboration between different counties in California. The emphasis on the 

student came in the form of providing technical assistance to staff supporting foster youth facing 

educational outcome barriers (Weinberg et al., 2009). Similarly, the Hernandez and Naccarato 

(2010) study discussed agency collaboration, with a focus on 12 program coordinators who were 

given an opportunity to discuss from the coordinators’ perspectives the types of financial aid and 

support services available to foster care students. While there is value in learning from 

administrators’ perspectives, the students’ voices should be included as a stakeholder group 

when making decisions for this population on their respective college campuses (Evans et al., 

2010; Harper, 2010; Hernandez & Naccarato, 2010). 

Noonan et al. (2012) tried to perform focus groups with stakeholders from community 

and school-based agencies to understand more about the educational barriers facing this student 

population, but more student perspectives would have been beneficial. The researchers also made 

an effort to discuss the need for input from ground-level workers as a strategy for successful 

implementation in helping this student group, but again no emphasis was placed on the students’ 

perspectives (Evans et al., 2010; Harper, 2010; Hernandez & Naccarato, 2010). 

The Student’s Perspective is Valuable 

 

One recent study discussed the transition experience to adulthood for foster care students 

and the students’ ability to achieve success in post-secondary education, with an emphasis placed 

on the student’s view (Randolph & Thompson, 2017). Randolph and Thompson (2017) used a 
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systematic review process to uncover known information about campus support programs in two 

ways: 1) by utilizing the students’ view of their programmatic experience, and 2) by discussing 

the interventions needed to improve the students’ college success. The students’ perspectives are 

important in helping to facilitate collaborative efforts between universities and colleges, in order 

to identify appropriate strategies for the improvement and development of campus support 

programs (Evans et al., 2010; Randolph & Thompson, 2017; Rendon, 1994).  

Although some relevant studies do not specifically outline a strategy for including foster 

care students’ perspectives in the research, understanding more about the chosen methodology of 

some of the studies provides greater insight into what the collaborative agencies were ultimately 

seeking to uncover (Evans et al., 2010; Hernandez & Naccarato, 2010). The Weinberg et al. 

(2009) study employed a multiple case-study design, using relevant data abstracted from 

education work group meetings, formal and informal interviews with community-based 

participants, and caregiver focus groups, which is similar to the cross-system model used in 

Noonan et al. (2012). The Noonan et al. (2012) study also consisted of focus groups, with 

participants including foster care parents, agency case workers, and school counselors (Noonan 

et al., 2012).  

The methodological approach for Hernandez and Naccarato (2010) was an exploratory 

qualitative study using coordinators of 12 programs ranging from state tuition waiver programs 

to voucher and private scholarship programs. The researchers used convenience sampling and 

conducted hour-long telephone interviews by utilizing closed and open-ended questions 

(Hernandez & Naccarato, 2010). Although the study focused on program coordinators, the open-

ended questions allowed for more in-depth discussion about program characteristics and any 

barriers and successes which were relevant to implementation (Hernandez & Naccarato, 2010). 
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Open-ended questions also allow for a greater understanding of the characteristics, barriers, and 

successes as identified by foster care students in their transition experiences to the college 

environment.  

Transition and Validation Theory Relates to Foster Youth Literature 

 

Results from Clemens et al. (2017) placed emphasis on the emotional consequences of 

foster care students’ exposure to the foster care system and their ability to manage the demands 

of their personal lives and educational experiences. The same was true for the FCSP participants 

who shared similar characteristics in identifying as former foster youth, but displayed 

demographic differences in their socio-economic status, gender, and age. As outlined in 

Schlossberg’s (1981) transition theory, these demographic differences affect an individual’s view 

and demands on their lives, as well as their ability to cope with transition.  

In the Hernandez and Naccarato (2010) study, one of the key priorities for all support 

programs related to agency collaboration and coping through the transition process was the 

connections established with the students, as also mentioned in the validation theory (Hernandez 

& Naccarato, 2010; Rendon, 1994). Rendon (1994) recognizes the importance of making 

connections with students, thereby leading to the first element of the validation theory, that 

responsibility for initial contact with the student rests on institutional agents such as faculty, 

coaches, and staff members. Schlossberg (1981) further noted how non-traditional students 

would likely find it difficult to navigate the college environment by themselves, and how 

building relationships with students would likely help foster care students in their introduction to 

a new environment when contact was initiated by someone connected to the college (Linares 

Rendon & Munoz, 2011). 
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Some would argue the cross-agency collaboration and transition experiences of foster 

care students to the college environment are successful not because a student has been validated, 

but because the selected group of students were already predisposed to support resources in the 

college environment (Weinberg et al., 2009). Regardless of the predisposal, Weinberg et al. 

(2009) focused on the replication of services by the different agencies to remove barriers to the 

educational outcomes for foster care students. Predisposal to the college environment still has not 

had a significant effect on the rates of college entry for foster care students (Courtney & Piliavin, 

1998; Hernandez & Naccarato, 2010; Pecora et al., 2006; Weinberg et al., 2009). Most agencies 

are less concerned about predisposal, and more focused on changing their policies and 

procedures based on successes they see in other programs (Weinberg et al., 2009).  

With or Without Agency Collaboration Foster Youth Need Support 

 

Even with the current agency collaboration and program models in place, we know that 

within 12-18 months of their discharge from the foster care system, foster care students’ college 

attendance rates are less than 9% (Courtney & Piliavin, 1998; Hernandez & Naccarato, 2010; 

Pecora et al., 2006). These rates are reflective of the educational instability faced by this 

population and substantiate the need to further review program effectiveness for the current 

services in place for foster care students (Noonan et al., 2012). Some of the identifiable strategies 

to help overcome educational barriers for foster youth are establishing personal relationships, 

providing communication tactics, policy training, and interagency meetings (Noonan et al., 

2012).  

Interagency meetings are needed because inconsistent and unreliable dissemination of 

information between the agencies was cited as a problem. No single stakeholder group had the 

same level of knowledge relative to foster care policies and procedures (Noonan et al., 2012). 
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There are two key recommendations from the Randolph and Thompson (2017) study which may 

help stakeholder groups to equalize the level of knowledge relative to foster care policies and 

procedures. The first recommendation focuses on systematically studying and validating best 

practices for providing students with service support programs that meet their needs (Randolph 

& Thompson, 2017). The second recommendation concentrates on developing a knowledge base 

about collaboration and networking between formal and informal agents, which would lead to 

the development of better services that could be used to support the transition and college 

success of foster care students (Randolph & Thompson, 2017).  

The second and third elements in the validation theory speak to the idea that when 

validation is present, students feel more capable of learning and they develop a stronger sense of 

self-worth and self-development (Linares Rendon & Munoz, 2011). Schlossberg (1981) also 

mentions in the second factor of transition theory the notion of self, which explores how personal 

and demographic characteristics affect the ways in which some individuals view their lives. 

These two theories working together affect foster care students’ views of their own lives in 

relation to their transition experiences from high school to college, and these theories provide 

insight for administrators into what support services are beneficial to the students during this 

process (Linares Rendon & Munoz, 2011; Randolph & Thompson, 2017; Schlossberg, 1981).  

Support Strategies for Foster Youth 

 

Randolph and Thompson (2017) provide insight into the development of support 

strategies through the understanding of how students learned about their programs, identification 

of helpful services which were received, identification of services needed but not received, the 

use of formal and informal support systems, and the impact of other college life experiences. 

Whether collaborating agencies can complete some of these support strategies is dependent upon 
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their program’s effectiveness, which in turn may have a direct impact on how a foster care 

student views their college environment (Cantu 2014; Dworsky & Pérez, 2009; Randolph & 

Thompson, 2017). Factors which have contributed to successful interagency collaboration have 

been shared goals and responsibilities, high levels of trust, and strong communication and 

leadership (Weinberg et al., 2009).  

Many of these collaborative agencies have assumed the parental rights for children in 

foster care. Therefore, these governmental entities have a responsibility to carry out successful 

strategies to ensure the well-being of this population, including their ability to effectively 

transition to the college environment, hence the need to narrow down the literature and explore 

program effectiveness (Weinberg et al., 2009). One way to learn more about the effectiveness of 

a program is to explore the perspectives of its participants, understand how program 

effectiveness is measured, and use the subsequent information to improve post-secondary 

education success (Evans et al., 2010; Randolph & Thompson, 2017; Rendon, 1994). Figure 2 

illustrates program effectiveness as the next section of the literary funnel after agency 

collaboration, which has been described in more detail below. 

University Programs’ Effectiveness 

  

An increasing number of colleges are developing campus support programs to help 

improve the educational outcomes of foster care students (Salazar, 2012). Although many of the 

campus support programs provide scholarships, priority access to housing, and some form of 

mentoring, research examining the effectiveness of these programs has been limited (Salazar, 

2012). More outcome data in evaluating the effectiveness of the campus support programs are 

needed (Salazar, 2012). Measuring program effectiveness in the literature has been accomplished 

by performing program evaluations and feasibility and usability testing, as well as deploying 
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descriptive case studies (Kirk & Day, 2011; Lane, 2016; Salazar, Roe, Ullrich, & Haggerty, 

2016b).  

Additional Factors to be Considered when Supporting Foster Youth 

 

 There are a limited number of studies that have taken race into consideration when 

examining the educational outcomes of foster care students (Lane, 2016). This oversight may 

have become a clearer cause for concern for support programs if the collaborating agencies had 

considered the student’s perspective and the potential impact their race played on their ability to 

navigate through the foster care system and the college environment (Lane, 2016). Learning 

more about the students’ key influences during their transition process can increase program 

effectiveness and help future practitioners achieve their goals related to student development, 

access, and success (Lane, 2016). Lane (2016) explored the race-based perspective by focusing 

on descriptive and detailed information on the important influences for 10 Black students who 

aged out of foster care while transitioning to the college environment. The conceptual framework 

for Lane (2016) utilized inclusion criteria with participants identifying as Black male or Black 

female, aged out of the foster care system, and enrolled in some type of postsecondary 

environment.  

Understanding the transition needs and experiences of foster care students from a race-

based viewpoint will be beneficial to providing culturally responsive services and programming 

for this student population, which in turn helps the university FCSP to be more effective in 

meeting the students’ needs. There must be more development of a research design which 

provides clearer guidelines for the types of resources needed to support students in their 

transition out of the foster care system (Mitchell, Jones, & Renema, 2014). Highlighting 

improvement methods for marginalized and underrepresented groups through intervention and 
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experiential learning projects will help to a provide more in-depth understanding of the types of 

services needed for this population (Kirk & Day, 2011; Mitchell et al., 2014; Salazar et al., 

2016b).  

Experiential learning can take place in settings like the three-day orientation program 

offered at Michigan State University for foster care students (Kirk & Day, 2011). This three-day 

program on their campus offered these students social, personal, and informational support while 

teaching them about the campus and developing their overall resiliency (Kirk & Day, 2011). 

Much of the success and improvement for the students’ activities was predicated on their 

intentional design of measuring effectiveness through program evaluation. Kirk and Day (2011) 

used a mixed-method evaluation design, which assessed processes and perceived outcomes 

related to academics, self-efficacy, and program quality.  

The results from the program evaluation yielded more diverse staff, a safe and supportive 

environment, and stronger collaborations between private and public community-based agencies 

(Kirk & Day, 2011). Through the program evaluation process used by the FCSP, there have been 

similar results for foster care students at the university, yielding dedicated staff and sustainable 

academic and financial resources. Similar to the results in Kirk and Day (2011), an added value 

for the FCSP has been the development of tracking student participation through high school 

graduation and college enrollment, as well as post-college life.  

Different Methods of Measuring Program Effectiveness 

 

The effectiveness of the FCSP and its attempt to provide transition support to foster care 

students can also be measured through usability and feasibility testing, as outlined by Salazar, 

Haggerty, and Roe (2016a). This study focused on rigorous feasibility and usability testing with 

students and professional staff members, including higher education planning procedures and 
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pitfall modules (Salazar et al., 2016a). Salazar et al. (2016a) used two interwoven theoretical 

frameworks to inform their development of the Fostering Higher Education’s theory of change 

which eventually helped with access and retention intervention. The first theory was the social 

development model, which examined risk and protective factors to understand healthy 

development and behavior concerns in students (Salazar et al., 2016a). The second theory was 

that of self-determination, which builds on the social development model and provides a 

framework to understand the complexities of challenges foster youth face along with how they 

are motivated to overcome those problems (Salazar et al., 2016a). For the conceptual framework 

in my study, I also interwove two theories: Rendon’s (1994) validation theory, and Schlossberg’s 

(1981) transition theory. Although my theory choices are different, the Salazar et al. (2016a) 

study provides a framework on how interweaving theories together looks in practice. Using these 

two theories simultaneously helped establish a framework for the successful transition of foster 

care students from high school to the college environment.   

Usability for the programmatic services was measured by results from a written survey 

administered to students on their likes and dislikes about the program, followed by professional 

staff members completing an administrator survey (Salazar et al., 2016a). Similarly, participants 

in Kirk and Day’s (2011) mixed-method evaluation design were given pre-questionnaires from 

the National Service Learning Commission, followed by a retrospective post-questionnaire from 

Michigan State University to assess any changes in their perceptions and to better identify the 

impact of the services provided to them. An interesting finding from Kirk and Day (2011) 

revealed that while intervention programming was usable for students and feasible for staff, 

participants were less confident in the university’s ability to collaborate across agencies and meet 

the goals of the Fostering Higher Education initiative than they were in community-based 
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independent living groups (Salazar et al., 2016a). This information should not be considered as a 

deterrent for campus support programs, but rather an impetus for colleges and universities in 

their development of additional programming to better support students during their college 

transition (Salazar et al., 2016a). One of the most notable takeaways from Salazar et al. (2016a) 

is the intentional inclusion of results from professional staff and students. As my study seeks to 

learn more about students’ appraisal of their transition from high school to college, the 

intentionality from Salazar et al. (2016a) helps bolster my stance on student input helping 

practitioners to better align their services with the actual needs of foster care students.  

 It is important to note that findings from Salazar et al. (2016a) cannot be extrapolated 

and generalized to all foster care students, but they may provide useful information for the 

students who fit the research criteria from my proposed study (DCF, 1970; FLA. STA. §39.5085, 

2012; FLA. STA. §1009.25, 2012; Lane, 2016). What is important to take away from a study like 

Lane (2016), for example, are the descriptions provided by the participants. The participants in 

Lane (2016) faced an interesting juxtaposition; they encountered not only racial challenges, but 

also challenges associated with their status as a former foster youth. There is a complexity in 

supporting and understanding the multiple identities associated with foster care students. 

Therefore, agency workers should be mindful of their client transition plans and understand how 

best to provide foster care students with individualized support toward their level of interest in 

college (Lane, 2016).  

When analyzing individual needs and thinking through strategies for program 

effectiveness, it is important for practitioners to ensure that their lines of questioning and models 

of transitional planning are not intimidating and easy for their clients to understand (Lane, 2016). 

We know foster care students have already faced educational barriers, such as placement 
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instability, lack of family support, and academic deficiencies, so there is great importance and 

delicacy needed to help them through their transition planning processes (Lane, 2016; Unrau, 

Font, & Rawls, 2012).  

How a Program is Delivered and Administered is Important  

 

As noted by Salazar et al. (2016b), the method by which a student is contacted or 

recruited for campus support programs, whether by targeted agency identification or personal 

referral, can make a difference on the participant’s responsiveness. Successfully recruiting 

participants and highlighting their experiences may help to better inform future researchers and 

administrators on providing support for students who need transition services (Lane, 2016). 

These campus support services must provide consistent programming which is flexible and 

delivered in an intentional and inclusive way (Salazar et al., 2016b). Program delivery must be a 

collaborative effort among community stakeholders and agencies, with sustainable long-term 

approaches throughout the duration of a foster care student’s college experience (Kirk & Day, 

2011).  

Program delivery can be accomplished through a deployment-focused model, whereby an 

emphasis is placed on allowing the intervention to happen as it would naturally; this method 

would allow for greater ease when it comes to fitting the model into everyday practice once it is 

ready for future implementation in other settings (Salazar et al., 2016b). Developing a knowledge 

base about collaboration and networking between formal and informal agents will also help in 

program delivery, and the development of better services to support the transition experiences of 

foster care students (Randolph & Thompson, 2017). Researchers and practitioners can then serve 

as education advocates by using the developed knowledge base to make recommended changes 

in social policies (Salazar et al., 2016b). These changes can later be used to secure resources 
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needed to ensure program effectiveness and guarantee that the transition needs of this population 

are being met for programs (Salazar et al., 2016b), like the FCSP. 

Developing a Shift in Students’ Outlook is Vital 

 

The results from Kirk and Day (2011) discussed how the method of delivery for 

information and knowledge within the campus setting were important for the transition needs of 

foster care students. Students felt they could learn more about campus life and scholarships for 

college (Kirk & Day, 2011). Student participants also reported a greater satisfaction with training 

for enhanced life skills when they could reflect on and take responsibility for their actions (Kirk 

& Day, 2011). As a result of their participation in the Michigan State University program, 

participants reported enhanced self-perception, greater levels of competency, and a more 

optimistic outlook about their future (Kirk & Day, 2011).  

Schlossberg’s (1981) transition theory and Rendon’s (1994) validation theory also 

provide a framework by which a person’s ability to cope with the transition is influenced by the 

level of interpersonal and institutional support they receive, as well as an individual’s own 

outlook on their life. Many of the campus support programs in place seek to change the student’s 

outlook on life (Mitchell et al., 2014). Especially when discussing the concerns about the 

transition out of the foster care system, most of the foster care students expressed some doubt 

and fear about being on their own, not having financial resources, and not knowing what their 

future may hold (Mitchell et al., 2014).  

Being afraid of the unknown is expected, particularly when the transition plan for most of 

these students takes place 90 days prior to their emancipation (Mitchell et al., 2014). Some 

would argue 90 days is enough time for students to determine what their next steps will be; that 

may be true for individuals who have stable support systems and home environments. However, 
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such determination can be difficult for foster care students, of whom at least 60% were not aware 

of or did not know they had personal input in their plan to transition out of the foster care system 

(Mitchell et al., 2014). Many foster care students are worried about employment, housing, 

transition planning, and life after college (Mitchell et al., 2014). Some foster care students may 

need additional motivation and encouragement through their transition experiences from high 

school to college (Lane, 2016). Related to this need for extra support, in Schlossberg’s (1981) 

transition theory and Rendon’s (1994) validation theory a person’s ability to cope with the 

transition and to feel validated throughout the process is influenced by the level of interpersonal 

and institutional support they receive; such support may come in the form of motivation and 

encouragement to this student population (Lane, 2016).  

To help curb some of the foster care students’ concerns and strengthen the case for the 

need of measuring program effectiveness, findings from Lane (2016) revealed that participants 

were positively affected by multiple support systems. These support systems include churches, 

caseworkers, foster care parents, and different non-profit agencies that help with completing 

college applications, essay writing, and moving the participants into college (Lane, 2016). 

Students seek a continuity of services between providers from high school to adulthood (Salazar 

et al., 2016b). Support programs may not need a complete overhaul of their services, but rather 

an adjustment in administering their programs (Salazar et al., 2016b).  

For campus support programs, the delivery of services must take place in a well-

established relationship, developed through trust. Mentors and professional staff must be 

authentic and engaged while working with the foster care student population (Salazar et al., 

2016b). Advocacy, reliability and consistency, and assistance in making social connections were 

all characteristics described as necessary in mentors, by those working to improve program 
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effectiveness (Salazar et al., 2016b). An additional recommendation to consider from Salazar et 

al. (2016b) is recognizing that sensitivity toward various topics may develop for this population; 

as a result, delivering services in a highly skilled, intentional, and non-threatening manner is 

important.  

Even with the best intentions of measuring program effectiveness, there are additional 

practical challenges facing the foster care student population which affect their transition 

experiences to the college environment (Clemens et al., 2017). Some of the practical challenges 

facing this population can be considered compounding factors on top of an already complex label 

and identity of being a foster care student (Clemens et al., 2017). We want foster care students to 

succeed academically while simultaneously working at a job and navigating issues related to 

their basic needs, such as housing and health insurance (Mitchell et al., 2014).  

The perceived needs of foster care students can differ vastly from their actual needs. 

Researchers and practitioners need more sensitivity in recognizing the impact of compounding 

factors such as mental health concerns, misplacement of academic records, and future job 

placements on these students’ transition experience to the college environment (Mitchell et al., 

2014). Figure 2 identifies compounding factors, described in more detail below, as the next tier 

in the literary funnel following agency collaboration and college program effectiveness. 

Foster Care Students’ Compounding Factors 

 

Whereas research is limited for foster care students, there are even fewer studies that 

consider the experiences of specific foster care students who are part of a racial minority group, 

have mental health concerns, or possess another multi-layered identity that affects their day-to-

day lives (Courtney et al., 2001). Therefore, the literature in this section highlights some of the 

multiple identities of foster care students that are compounding factors to an already complex 
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situation. Although not all foster care students or FCSP participants are affected by compounding 

factors, it is still important for researchers and practitioners to understand the unique perspectives 

affecting this student group (Courtney et al., 2001). The students’ experiences, along with their 

multiple identities, will help to inform future policy initiatives and sustainable practices to 

support them in their transition to college (Courtney et al., 2001). When there are compounding 

factors such as insufficient academic records and significant delays in school enrollment, a 

smooth school transition is not always possible (Noonan et al., 2012). The same is true for 

students who are faced with mental health challenges, because improving postsecondary 

educational outcomes for them can be quite difficult (Geenen et al., 2014).  

Attempts have been made to mitigate some of the compounding factors affecting foster 

care students, such as the evaluation of the efficacy of the Better Futures model in Geenen et al. 

(2014), which was used to determine whether the model would affect postsecondary outcomes 

for students with mental health concerns. The conceptual framework for the Better Futures 

model focused on building self-determination skills and helping students to achieve their 

personal goals through individualized coaching and working with other students who have 

similar backgrounds (Geenen et al., 2014). The FCSP at the university also provides 

individualized coaching and works with students who have similar backgrounds and identify as 

foster care students. Some of the FCSP students discuss their experiences of emotional 

challenges in Chapter Five of this paper, and the information gathered from the Geenen et al. 

(2014) study was helpful in determining what support services are needed for this sub-group of 

foster care students during their transition to college. 

Geenen et al. (2014) not only demonstrated that participants had significant gains in 

hope, emotional empowerment, transition preparation, and quality of life, but also provided 
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support for Rendon’s (1994) validation theory. Validation is present for students when they feel 

more capable of learning and they develop a stronger sense of self-worth and self-development 

(Linares Rendon & Munoz, 2011). By displaying gains in hope and quality of life, there is an 

impact to the students’ notion of self and how they view their own lives (Linares Rendon & 

Munoz, 2011; Schlossberg, 1981). Encouragingly, gains in hope demonstrate that emotional 

empowerment is possible for this population in turn impact their outlook on life, ultimately 

influencing their experiences with the college transition (Geenen et al., 2014; Linares Rendon & 

Munoz, 2011; Schlossberg, 1981). 

There is a Difference in Expectations and Aspirations for Foster Youth 

 

Kirk et al. (2013) note that even with gains in hope and a positive outlook on life, gaps 

exist between educational aspirations and expectations among foster care and non-foster care 

students. By examining the gaps between aspiration and expectation to understand more about 

the key predictors for these differences, Kirk et al. (2013) sought to answer three questions. The 

first research question focused on the students and their ability to communicate how they 

reported their educational aspirations, highlighting the need for students’ appraisal of their 

experiences, and used the subsequent perspectives to learn more about what the students have 

identified as their needs in coping with a transition process (Evans et al., 2010; Hernandez & 

Naccarato, 2010; Weinberg et al., 2009).  

The second research question addressed a variety of demographic and academic variables 

and their impact on aspirations and expectations. Similarly, in Schlossberg’s (1981) transition 

theory demographic differences affect not only aspirations and expectations, but also an 

individual’s view on life and their ability to cope with transition. The third research question 

strove to identify differences in key predictors for foster care students compared to non-foster 
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youth. Identifying key predictors, inductive codes, and codes which use the actual words of the 

participants reinforces the importance of recognizing the individuals’ appraisal of their 

transitions, in their own words and perspectives, as they experience them (Evans et al., 2010; 

Harper, 2010; Johnson & Christensen, 2014).  

Kirk et al. (2013) reported that foster care students have significantly lower educational 

aspirations and expectations, which can cause an increased risk for life challenges and lower 

educational outcomes. These increased risks and lower educational outcomes also make it 

unclear whether foster care students who do graduate college will still be faced with challenges 

related to income, housing, public assistance, and happiness (Salazar, 2013). Salazar (2013) 

explored whether college completion helps to reduce the harsh life circumstances often 

associated with this population, or whether the social welfare system should be prepared to 

continue working with this student group (Salazar, 2013).  

Salazar’s (2013) findings revealed that foster care students were found to have lower 

household incomes compared to non-foster youth graduates, even though individual incomes and 

rates of employment were quite similar. The foster care students lagged non-foster youth in job 

security, happiness, health and financial satisfaction, and home ownership (Salazar, 2013). 

Although outcomes for foster care students fell behind non-foster youth in many areas, foster 

care students were able to make some acknowledgeable gains related to individual income 

(Salazar, 2013). Therefore, increasing access to higher education and supporting foster care 

students through postsecondary programs is not only warranted but necessary (Salazar, 2013).  

The Importance of Supporting Foster Youth 

 

Barnow et al. (2013) further expound upon the importance of supporting foster care 

students because they are at a higher risk of lacking appropriate job skills post-graduation. Foster 
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youth are more likely to earn less money during their lifetime and are at least five times more 

likely than peers to draw upon social support programs to survive, rather than contribute 

financially to the local, state, and federal economies (Barnow et al., 2013). Some would argue 

that even with the best intentions, there is no way for one program to be able to meet all the 

needs of foster care students to help them achieve success in their education and job placement 

outcomes. Although one program may not be able to offer all the services, a multi-system 

approach can provide the resources necessary to support this population (Barnow et al., 2013; 

Hernandez & Naccarato, 2010; Randolph & Thompson, 2017).  

Barnow et al. (2013) state that receiving job preparation services and income support 

services can increase the odds of positive outcomes in foster care students’ futures. Income 

support through programs like Temporary Assistance for Needy Families (TANF) help address 

basic needs and therefore allow youth to focus more on securing employment and pursuing other 

educational goals (Barnow et al., 2013). An important take-away from Barnow et al. (2013) is 

that when program services meet participants’ basic needs, foster care students can spend more 

of their time focused on education and employment preparation skills, thereby improving their 

chances at educational outcomes and job placements. However, some students who have been 

able to navigate the educational gauntlet and have their basic needs met are still faced with the 

compounding factor of retrieving their school records (Salazar, 2013; Weinberg & Luderer, 

2004). 

Difficulties Exist in Securing School Records 

 

For highly mobile foster care students, there are significant complexities and issues 

related to retrieving their school records (Weinberg & Luderer, 2004). Educating this student 

group and supporting them through their transition experiences can be a challenge because 
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academic records are sometimes delayed, preventing teachers and administrators from correctly 

placing students (Weinberg & Luderer, 2004). Based on reported data from Weinberg and 

Luderer (2004), obtaining education records can take between 40-82 days. The purpose of the 

Weinberg and Luderer (2004) study was to investigate the magnitude of trying to obtain school 

records for foster care students in one of the largest counties in the United States.  

The compounding factor and difficulty in retrieving records can influence a person’s 

ability to cope with their transition to a college environment (Schlossberg, 1981). The first of 

four factors identified in Schlossberg’s (1981) transition theory is situation. Situation examines 

how the event was triggered and considers the individual’s perceived level of control and 

ownership over the event (Schlossberg, 1981). For students attempting to transition to the college 

environment, delays in retrieving their academic records can provide concurrent levels of stress 

and impact their ability to meet their educational outcomes (Schlossberg, 1981). Therefore, 

postsecondary programs must be tested to ensure that they are effective in supporting foster 

youths’ postsecondary goals, including the need to retrieve academic records (Salazar, 2013). 

In Weinberg and Luderer (2004), the researchers wanted to identify the problems 

associated with securing school data and then use the information to help make 

recommendations for improving future record keeping. The recommendations were focused on 

state and local initiatives designed to address the educational concerns of record keeping with 

foster care students (Weinberg & Luderer, 2004). The results from the Weinberg and Luderer 

(2004) study indicated that it took between three weeks and eight months to find student records, 

and when some of the files were found, the information listed was inaccurate or had gaps. Some 

students who made requests from out-of-state agencies never received their files, or only partial 

records were retrieved (Weinberg & Luderer, 2004). These case files or educational records are 
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essential for the proper placement of foster care students, and only one-fourth of the students had 

retrievable records at any given time (Weinberg & Luderer, 2004). Foster care students who 

were highly mobile were associated with higher levels of misplaced files or files that were 

difficult to access (Weinberg & Luderer, 2004). 

Implications from Weinberg and Luderer (2004) are important to consider in future 

research. School personnel are responsible for ensuring the accuracy and safety of student 

records. Without accurate and up-to-date information, classroom placement and quality 

instruction are difficult to provide on the student’s behalf (Weinberg & Luderer, 2004). 

Additionally, students seeking to transition to college are faced with the task of navigating 

educational barriers without being able to retrieve educational records from three weeks to eight 

months, and in some cases, these students are unable to retrieve their records at all (Weinberg & 

Luderer, 2004). Kirk et al. (2013) suggest that building academic self-perception is an important 

intervention toward the educational outcomes for this student group, and not having academic 

records makes this goal challenging and can impede upon the self-perception of the students 

(Kirk et al., 2013). In Schlossberg’s (1981) transition theory, a person’s ability to cope with the 

transition is influenced by the level of interpersonal and institutional support they receive, and 

when the academic records of students are missing, their self-perception of support can be 

diminished.  

The Self-Perceptions of Foster Youth is Important 

 

To further understand the self-perceptions of foster care students, student surveys can be 

administered in order for researchers to learn more about the student’s future goals, current 

academic records, and the level of support they feel they have received regarding their education 

(Kirk et al., 2013). One concern about administering surveys is the risk of results being self-
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reported and not reflective or generalizable to all foster care students (Kirk et al., 2013). This 

concern, however, can be mitigated by employing the participant feedback technique (Johnson & 

Christensen, 2014). Participant feedback is a discussion of the researcher’s conclusions with the 

study participants (Johnson & Christensen, 2014). By sharing the interpretations of participants’ 

viewpoints with the participants, researchers may help clear up any areas of miscommunication 

and ensure that all participant opinions are reflected in the data or survey responses (Johnson & 

Christensen, 2014; Kirk et al., 2013). 

Barnow et al. (2013) also aspired to capture participant viewpoints through evaluating the 

education and employment outcomes of transition-age foster care students; to this end, the 

researchers sought to answer three questions. The first question focused on the characteristics 

and types of services being provided to students in these programs (Barnow et al., 2013). The 

second question addressed the education and employment outcomes of the participants. The third 

question explored demographic make-up, as well as the types of services that contributed to 

participants’ education and employment success (Barnow et al., 2013). These guiding questions 

are adaptable and can be used to understand more about services being provided to foster care 

students during their transition process to the college environment (Barnow et al., 2013). 

The appropriate services can be used to help students navigate campus resources and maximize 

their opportunities for educational success, which translates to graduation and job placement for 

this student population; such success can be hindered during the transition process to college, 

however, as described in further detail below (Geenen et al., 2014).  

Foster Care Students’ Transition Experiences 

 

The transition needs of students who are aging out of the foster care system into 

adulthood are not well understood (Lee & Berrick, 2014). Many foster youths leave their foster 
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care placements with lower academic performance, housing instability, and economic 

uncertainty (Lee & Berrick, 2014). When comparing the transition pathways of foster youth and 

non-foster youth, vast differences in their experiences are uncovered. Lee and Berrick (2014) 

found that most non-foster youth have a parental safety net which provides direct support to 

them well into their thirties. However, foster youth have firm, policy-driven timelines which are 

depersonalized and leave them with few options after transitioning from the foster care system 

(Lee & Berrick, 2014; Rutman & Hubberstey, 2016).  

Supported Foster Youth Still Have Unmet Needs 

 

Rutman and Hubberstey (2016) note that although foster youth considered informal 

support to be helpful in their transition experiences, many students mentioned how they had to 

handle their financial matters and day-to-day living needs on their own once they reached 

adulthood. In most instances, foster care students are not provided with a safety net of support to 

which they can return after transitioning to adulthood (Lee & Berrick, 2014; Rutman & 

Hubberstey, 2016). As noted by Côté (1997) through the identity capital model, there are many 

factors which shape and facilitate the transition to adulthood, and the acquisition of personal 

attributes and resources is necessary for success. Such resources can be tangible or intangible; 

the former are socially visible, while the latter are personal attributes related to an individual’s 

adult identity (Côté, 1997). Côté (1997) mentions how the accumulation of identity capital 

enables a person to negotiate the challenges and opportunities in their lives. 

Foster care students who are transitioning to the college environment need flexible, 

individualized, and creative approaches to overcoming their personal and academic obstacles 

(Geenen & Powers, 2007). According to Lee and Berrick (2014), normative opportunities for 

growth within the foster care system are not always available for foster care students, and it is 
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not uncommon for foster youth to struggle with emotional, mental, and physical trauma after 

transitioning to adulthood. However, not all youth who age out of the foster care system 

experience harmful conditions when transitioning to adulthood and the college environment (Lee 

& Berrick, 2014). Simply put, creating a drilled-down list of the requirements necessary to help 

foster care students successfully transition to adulthood may not be enough to address the 

negative outcomes of aging out of the foster care system; consequently, an intentional transition 

plan will be necessary (Lee & Berrick, 2014). 

Foster Youth Transition Planning is Essential  

 

Transition planning for foster youth must be proactive and comprehensive and reflect a 

continuity of services between agencies (Rutman & Hubberstey, 2016). Rendon’s (1994) 

validation theory and Schlossberg’s (1981) transition theories help establish a conceptual 

framework for the successful transition of foster care students from high school to college. 

Schlossberg’s (1981) transition theory highlights human adaption to specific events, including 

both normal life transitions and situations of extreme hardship. Rendon’s (1994) validation 

theory supplements Schlossberg’s (1981) transition theory through recognition of foster care 

students’ diversities, using the students’ backgrounds and experiences to help reshape higher 

education practices (Winkle-Wagner & Locks, 2014).  

As noted by Côté (1997), lack of access to tangible and intangible resources is one reason 

why foster youth struggle into adulthood. There may have been an insufficient accumulation of 

human, social, and financial capital before embarking on the journey to college, and these 

students now require support in the form of validation to make it through the transition process 

(Côté, 1997; Rendon, 1994). Recognizing early on that the duration of validation is 

developmental and ongoing will help a foster care student cope with their transition experience, 
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thereby supporting the notion of considering the validation theory and the transition theory 

simultaneously (Linares Rendon & Munoz, 2011; Rendon, 1994; Schlossberg, 1981). Using 

these theories concurrently allows foster care students to have richer college experiences.  

Chapter Summary 

 

Major points to consider from the literature review are that programmatic efforts have 

been made for over 30 years to help support foster care students; however, the efficacy of these 

programs in helping this student group is unclear (Lee & Berrick, 2014). Effectively addressing 

the academic and social needs of foster care students will require a communal effort of agency 

administrators, family members, and college administrators (Zetlin, Weinberg, & Shea, 2010). A 

collaborative effort should not focus on assigning blame but should instead embody a more 

solution-oriented focus (Zetlin et al., 2010). This solution-oriented focus requires the recognition 

of compounding factors which have affected students’ current educational outcomes, such as 

mental health concerns, misplacement of academic records, race, and future job placements 

(Barnow et al., 2013; Geenen et al., 2014; Kirk et al., 2013; Salazar, 2013; Weinberg & Luderer, 

2014).  

Developing a new line of thinking and contributing to the knowledge base on the topic of 

foster youth in a meaningful way can occur when a comprehensive review has been done on 

program effectiveness (Salazar, 2012). Providing recommendations for program effectiveness is 

important because while many services are provided to foster care students, it is questionable 

whether the students’ needs are actually being met (Salazar, 2012). The literature previously 

presented begins to demonstrate how action and awareness about this issue creates change. 

Highlighting the intersection of agency collaboration, compounding factors, and program 

effectiveness better informs higher education practitioners about services they should provide to 
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adequately support this student group (Salazar et al., 2016a; Salazar et al., 2016b). My research 

was designed to look further into agency collaboration, compounding factors, and program 

effectiveness as they relate to the transition experiences of foster care students from high school 

to college. My methods for delving further into these themes are explored in Chapter Three, 

which follows.  
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CHAPTER THREE 

 

METHODS 

 

Once a researcher has developed a convincing research case and supported the study with 

relevant literature, the next steps is to determine how the researcher plans to carry out the study 

(Johnson & Christensen, 2014). For my research, the methods section begins with my research 

question, followed by my research design and approach. I also discuss how informed consent for 

participants was obtained, and how their privacy and confidentiality were protected. My 

methodological strategy then focuses on the participants, and the recruitment strategy and 

instrumentation used. The next sections focus on data collection, data analysis, the role of the 

researcher, and the chapter summary. We begin with a discussion of the research questions 

below.  

Research Questions 

 

Researchers must be able to set aside any preconceptions to better understand and take 

meaning from the phenomenon as experienced by their participants (Taylor & Bogdan, 1984). 

Therefore, my proposed research questions helped establish a framework for eliminating 

preconceptions, by keeping me focused on the lived transition experiences of foster care students 

from high school to college, as they describe and perceive them, in their everyday lives 

(Creswell, 1998). The information in the background, problem statement, nature and purpose of 

study sections helped shape the general research question, “What have been the transition 

experiences of foster care students at the university, who have participated in the foster care 

support program?” My general question helped shape my two sub-questions: (1) What are the 

supportive practices foster care students identify as helpful in their transition experiences to 

college? (2) What events and practices have foster care students identified as not being helpful 
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to them in their transition experiences? The desired focus of my research study was identifiable 

themes related to the participants’ answers to my research questions, along with their responses 

to my demographic questionnaire and interview questions (Patton, 2015). Below we begin with 

the research design and approach used to answer my study’s research questions.  

Research Design and Approach  

 

One of the guiding questions in Clemens et al. (2017) helped fine-tune my 

methodological approach in learning more about the college transition experiences of foster care 

students. The question of primary interest from Clemens et al. (2017) focused on what former 

foster youth identify and recommend to improve their educational outcomes as they are 

transitioning out of high school. Whereas the Clemens et al. (2017) study focused on the 

transition experiences out of high school, my research focused on the transition experiences into 

the college environment. Clemens et al. (2017) employed the consensual qualitative research 

approach, which uses a data-driven process to examine phenomena from the participant’s 

perspective. In contrast, I used the narrative method which places specific emphasis on the 

experiences of participants, as expressed in their lived and told stories, from their personal 

perspectives (Creswell, 1998; Patton, 2015; Taylor & Bogdan, 1984).  

The philosophical underpinning for the narrative method derives from Dewey’s theory of 

experience and his two criteria (Patton, 2015). The first criterion focuses on the continuity of 

experiences, whereby each person’s experiences grow out of earlier experiences and help to 

shape future experiences. The second criterion explores the interactions that occur between each 

person and their individual situations, which, coupled with the first criterion, supports the notion 

that people are always in the process of composing their lives (Patton, 2015). This research 

method is appropriate because I sought to learn more about the study participants from their 
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subjective descriptions and exploration of their transition experiences to the college environment 

(Johnson & Christensen, 2014). This perspective provides support for my narrative research 

design, because there is an emphasis on the individual to provide descriptions and details of their 

lived experiences as they see them within the framework and context of their world 

(Groenewald, 2004). Many foster care students have encountered traumatic experiences such as 

mental abuse and home instability prior to their transition to adulthood and college (Amechi 

2016; Unrau et al., 2017).  

There is typically a focus on the programmatic recommendations made by staff members 

for solutions related to helping this population (Randolph & Thompson, 2017). This research 

design supported my study as I sought to learn more about foster care students’ appraisal of their 

transitions from high school to the college environment, while also becoming more educated on 

the students’ needs in coping with the transition process. The aim of narrative research is to 

accurately describe the experiences as told in the lived stories of the participants (Johnson & 

Christensen, 2014). Through the narrative method, the foundational question to be considered is 

what these stories say about the individuals and the worlds from which they come (Patton, 2015). 

Simply stated, I allowed foster care students to describe in their own words, in their own stories, 

how they feel about, describe, and interpret their transition experiences to the university, as 

participants in the FCSP (Groenewald, 2004).  

Further exploration was needed to learn more about the students’ actual, rather than 

presumed, transition experiences to the college environment, because the foster care system does 

not adequately prepare students for access to and transition through higher education (Hernandez 

& Naccarato, 2010). More than 70% of foster care students between the ages of 15 and 19 have 

reported a desire to go to college, although by the age of 19 less than 18% of foster care students 
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are pursuing a four-year degree, compared to 62% of their peers (Center for the Study of Social 

Policy, 2009). Therefore, recognizing the individual’s appraisal of their transition as a 

measurement of their ability to cope with the process is an important component of the research 

narrative (Evans et al., 2010; Johnson & Christensen, 2014). This recognition was accomplished 

in my study through the narrative method by having an objective understanding of the 

participants’ subjective experiences as viewed through their own lenses (Creswell, 1998; Harper, 

2010; Patton, 2015; Taylor & Bogdan, 1984).  

The narrative method specifically requires researchers to interact directly with the 

participants to inquire about their lived and told stories and to recognize their experiences as a 

source of important knowledge and understanding (Johnson & Christensen, 2014; Patton, 2015). 

Qualitative researchers empathize and identify with the people whom they study, and, in the 

context of my study, the qualitative approach refers to my ability to identify with foster care 

students (Taylor & Bogdan, 1984). More details are provided below about the sample 

participants, the procedures used to identify them, and they are situated in the larger context of 

the institution and the FCSP.  

Participants and Institutional Context 

 

The accessible population of students for this study were involved with the FCSP at the 

university (Patten, 1998). I selectively focused on the FCSP at the university because they 

currently work with more than 100 undergraduate foster care students. There are few schools 

with large enrollment numbers of this population and dedicated institutional resources for their 

transitional success. The university has a strong emphasis on creativity, research, and innovation. 

Campus support programs for foster care students are experiencing shortcomings, related 

to a lack of staff, dedicated academic and financial resources, and long-term financial stability 
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(Dworsky & Perez, 2010). To the contrary, this university has displayed its innovation and 

creativity by providing the FCSP with sustainable funding sources that are not solely dependent 

on private donors. The university has provided resources to the FCSP not as a by-product of its 

affiliation with other traditionally underrepresented groups, but with the explicit focus of 

supporting former foster youth. The FCSP provides wrap-around support services such as 

mentoring and academic support to help this student group make a successful transition to 

college. Student participation in the FCSP includes meeting with program staff members, 

maintaining good academic standing, and attendance at academic and career-related workshops. 

The FCSP has served as a model program to other universities seeking to support this student 

group on their respective campuses.   

Although the FCSP participants were accessible, they should not be considered a sample 

of convenience as these students met the criteria of being enrolled at the university, along with 

being eligible for the Department of Children and Families (DCF) tuition exemption or the 

homeless exemption waivers (FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012; Patten, 

1998). For my study, I decided to use purposive sampling methods. I selected the sample based 

on the purpose of the research (Groenewald, 2004), while specifically identifying those who 

have experience with the phenomenon being researched, in this case understanding more about 

the foster care students’ transition experiences to the university as participants in the FCSP. 

The purposeful sampling methods used in the study were the criterion and snowball 

sampling methods. The snowball sampling method starts with one or a few relevant-rich 

interviewees, who are then asked to provide additional relevant contacts, in this case other foster 

care students in the FCSP, who experienced the phenomenon being investigated (Patton, 2015). 

The Director of the FCSP identified the interviewees and made direct contact with the 
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participants via email and by posting flyers. The initial participants help to identify other 

students. The additional relevant contacts then provide different perspectives (Patton, 2015), 

which were related to the focus of my study. All the relevant contacts were selected and 

interviewed for my study based on a limited, pre-determined inclusion and exclusion list of 

requirements in a method known as criterion sampling (Patton, 2015). Inclusion criteria are 

characteristics a participant must have (Robinson, 2014), while exclusion criteria are those 

characteristics which would disqualify prospective participants from being able to participate in a 

study (Robinson, 2014).  

The inclusion criteria for my study consisted of accepted admissions to the university for 

foster care students. The FCSP participants were then enrolled in an undergraduate, degree-

seeking program and the students were also in good academic standing as defined by the 

university. The FCSP participants have also satisfied the requirements for receiving a Florida 

DCF tuition exemption or a homeless tuition exemption (DCF, 1970). The homeless tuition 

exemptions are for students who lack a fixed, regular nighttime residence, or their primary 

residence is a public or private shelter (FLA. STA. §1009.25, 2012). The DCF tuition 

exemptions are for students who at the age of 18 were in DCF custody, adopted from DCF, 

placed in guardianship, or were in the custody of relative or non-relative care (FLA. STA. 

§39.5085, 2012; FLA. STA. §1009.25, 2012). The eligibility for my study was based on the 

same set of criteria used for the FCSP at the university and the respondents who did not satisfy 

these criteria were excluded from participation.  

I had a sample of 11 students, which allowed me to gain quality, in-depth insight to the 

foster care students’ transition experiences to the university. The number of participants is less 

about the numerical value, but the belief that 11 participants allowed for data saturation to be 
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reached for my study (Fusch & Ness, 2015). Data saturation is reached “when there is enough 

information to replicate the study, when the ability to obtain new additional information has been 

attained, and when further coding is no longer feasible” (Fusch & Ness, 2015, p. 1409). There is 

no one-size-fits-all model for saturation, and the emphasis is not on numbers but the depth of the 

data (Fusch & Ness, 2015). If the research has reached a point of no new data, then there are no 

new themes, and saturation will be satisfied. In some instances, a researcher will need to “take 

what they can get,” but in the case of my study, 11 foster care students intimately detailing their 

university transition experiences proved sufficient (Fusch & Ness, 2015). More information is 

provided below on the recruitment strategy for the participants and the instrumentation I used in 

my study.  

Recruitment Strategy 

 

The participants for my study were recruited based on their involvement with the FCSP at 

the university. Gaining access to research participants requires researchers to present themselves 

in a non-threatening manner, as someone who will not harm the participants’ organization in any 

way (Taylor & Bogdan, 1984). I was able to gain access to the FCSP participants at the 

university by speaking with the director of their organization on the campus. I had previously 

explained my research interests and intentions to the director and was able to provide them with 

a sample email and flyer, which were then used to make to contact with the participants.  

The students responded to the email sent out by the director on my behalf and agreed to 

participate in the study. The interviews were conducted at the university in a neutral location. 

Originally the recruitment email and flyer yielded only four respondents; I was then able to 

utilize snowball sampling, which assisted in accumulating my remaining seven research 

participants. The 11 participants met the limited, pre-determined inclusion and exclusion list of 
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requirements. A sample recruitment email letter has been provided in Appendix A and a sample 

recruitment flyer in Appendix B.  

Informed Consent 

 

Although participants were identified using a recruitment strategy, I needed to obtain 

their informed consent. Informed consent is “agreeing to participate in a study after being 

informed of its purpose, procedures, risks, benefits, alternative procedures, and limits of 

confidentiality” (Johnson & Christensen, 2014, p. 664). The recruitment letter for my study 

explicitly asked the participants to reply and commit to moving forward with the study. Once the 

foster care students agreed to participate in the study, I provided the participants with the 

informed consent agreement which needed to be signed prior to their interview and completion 

of the demographic questionnaire. The informed consent agreement specifically explained that 

they are participating in research, the purpose of the research, what procedures are being used, 

any potential risks and benefits, and the procedures used to protect their confidentiality 

(Creswell, 1998; Groenewald, 2004; Taylor & Bogdan, 1984). The participants were then given 

further instructions on subsequent steps related to the research instruments, and times were 

scheduled for the interviews. A sample informed consent document has been provided in 

Appendix C.  

Research Procedures 

 

Foster care students’ participation in the study consisted of two parts. The first part was a 

demographic questionnaire administered through Qualtrics. Qualtrics is an online platform used 

for the development and distribution of surveys and has been widely used in academic research 

(Kent State University [KSU]-Libraries, 2017). As outlined by Schlossberg (1981), the second of 

four factors in the transition theory is self. Self examines the effect of personal and demographic 
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characteristics on how some individuals view their lives. Capturing information related to race, 

age, gender, current housing status, and year in school, to name a few examples, helped shed 

light on how these characteristics affect the participants’ perspectives on their transition 

experience to the college environment (Evans et al., 2010). The sample demographic 

questionnaire has been provided in Appendix D.  

Self also examines psychological resources related to an individual’s ego development, 

outlook, commitment, and personal values (Evans et al., 2010; Schlossberg, 1981). Questions 

related to psychological resources were addressed in the interview only when first mentioned by 

the participant. The purpose of the interviews was to allow me as the researcher to gain further 

insight into the perspectives of the interviewees, who in this case were foster care students 

transitioning to the university (Patton, 2002). The interview questions were grounded in the 

conceptual framework for my study and provided further support in answering my main research 

question. Each interview question is labeled in relation to its relevancy to the conceptual 

framework and the main research question. Qualitative interviewing begins with the assumption 

the perspective of the participant is meaningful, and I was interested in further exploring their 

perspectives through my list of developed interview questions, as outlined in Appendix E.  

Privacy and Confidentiality 

 

Personal questions and information were discussed with the participants; therefore, I 

needed to detail how their privacy and confidentiality would be maintained. Names and emails or 

direct identifiers were only used until the participant provided me with their suggested 

pseudonym during the informed consent process. The questionnaire was used to create a 

participant profile list to identify the differences in personal and demographic characteristics of 

the participants and to understand how those differences may have impacted their transition 
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experience to the university.  

The participant profile list did not include the participant’s name or email, but only the 

pseudonym provided to me prior to the start of the study. There are substantial risks to 

publishing a participant’s name, and revealing information related to their personal stories can 

cause embarrassment or legal implications (Taylor & Bogdan, 1984). As another measure of 

privacy and confidentiality, the data has been stored electronically in password-protected 

documents and hard drives (Creswell, 1998; Groenewald, 2004). There is also a back-up copy of 

the information, and a master copy stored away for secure keeping. Data storage includes a 

master list of the types of information gathered, such as audio recordings, personal journaling, 

and interview transcriptions.  

Data Collection 

 

My study consisted of two instruments: demographic questionnaire and interviews. My 

desire to use a demographic questionnaire helped align my study with Schlossberg’s (1981) 

transition theory of looking at self and how personal and demographic characteristics affect how 

individuals view their lives, and in turn shape how they cope with the transition process. The 

demographic questionnaire included questions related to name, major, and current class standing.  

Conducting the interviews allowed me to gain further insight into the foster care students’ 

perspectives of their university transition experiences at the same time as they were participating 

in the FCSP (Patton, 2002). The interviews were based on a set list of interview questions and 

lasted anywhere from 60-90 minutes. This timeframe was less about the numerical value and 

more about allowing me enough time to collect the data necessary for my study (Fusch & Ness, 

2015). 
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The interview process should be considered reciprocal in nature, with both the researcher 

and the participant engaged in the dialogue; this exchange is accomplished by describing the 

expectations of open dialogue prior to the start of the interview (Groenewald, 2004). The 

interview process should reflect two individuals conversing about a theme of mutual interest 

(Groenewald, 2004), which was the case in this study. Interviews used in some qualitative 

studies, because of the extensive and in-depth nature of the studies’ content, seek participants 

who are accessible and understand the time and dedication needed to complete the study 

(Creswell, 1998).  

Prior to the start of my study, I conducted a pilot interview to test my interview protocol. 

The Director of the FCSP identified a potential participant with whom I was able to conduct the 

pilot interview. There were no major concerns or issues during the pilot interview process, and 

therefore the participant was included in my study. As a part of my interview protocol, I 

discussed expectations for the research project with the participants, including the time 

commitment and the importance of the study. The interview protocol also provided the questions 

or issues which needed to be explored during the interview (Patton, 2015). This guide was used 

to ensure that each participant in my study pursued the same line of thinking. The interview 

protocol was a helpful tool and script to ensure I made the best use of my time, while 

continuously moving through important items such as interview questions and additional follow-

up instructions for participants (Patton, 2015). A sample interview checklist document has been 

provided in Appendix F.  

My study was exploratory in nature as there is little known about the transition 

experiences of foster care students to a four-year university with dedicated resources offered to 

them through the FCSP. Validity and reliability with qualitative instruments is a matter of debate 
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and judgment, especially when the focus of the study is primarily descriptive in nature; the 

information can be used to drive program improvements and contribute further knowledge to the 

foster care system and higher education landscapes (Patton, 2002; Taylor & Bogdan, 1984). 

Based on the information gathered from the demographic questionnaire and the survey 

instruments used, strategies for the data collection and the data analysis can be found below.  

Data Analysis  

 

As the researcher for this study, it was important for me to explain how I collected and 

interpreted data and provide the readers with enough information to not discredit my findings 

and understand the data within the scope of my study (Taylor & Bogdan, 1984). For my study, 

data were collected through a demographic questionnaire and individual interviews. I audio-

recorded the participants with their pre-approval and consent. There is great benefit in audio 

recording, as a researcher can capture much more content than only relying on their memory 

(Groenewald, 2004; Taylor & Bogdan, 1984). Each interview recorded was labeled by the date 

and the pseudonym provided by the study participant.  

I listened to the audio recordings and made personal journal notes, along with identifying 

key words, phrases, and statements made by the participants. It is always important to not let the 

unanalyzed data and notes pile up, as this is a common problem in qualitative studies (Maxwell, 

2000). In relation to data collection, using an interview protocol allows the researcher to take 

notes about the responses of the interviewee (Creswell, 1998). As the researcher, the interview 

protocol was helpful for me to keep my thoughts organized, bring in concluding ideas, and 

remember to thank the respondents for their participation in the study (Creswell, 1998).  

For my study, NVivo 11 was used to assist with the qualitative analysis by way of storing 

data, along with coding, retrieving, comparing and linking the research information together 
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(Patton, 2002). NVivo 11 provides an organized file storage system that allows a researcher to 

easily locate material while being able to store data in one place (Creswell, 1998; Patton, 2002). 

NVivo software is used for qualitative and mixed methods research in the analysis of text and 

audio recordings for interviews, surveys, and focus groups (KSU-Libraries, 2017). The NVivo 

software product is aligned with my research design as I used a demographic questionnaire and 

interviews with the study participants because I was able to organize my developed codes into a 

cohesive filing system.  

My study used pattern, theme, and content (PTC) analysis (Patton, 2002). Content 

analysis can sometimes refer to the researcher searching the text for reoccurring words or themes 

(Patton, 2002). PTC is most frequently associated with analyzing interview transcripts, diaries, or 

documents, to make sense of the data, while also identifying core consistencies throughout 

(Patton, 2002). The core meanings throughout the analysis are then commonly referred to as 

patterns and themes. Patterns typically refer to a descriptive finding, whereas a theme takes on 

more of a categorical form (Patton, 2002). In this case, the PTC analysis was used to review the 

demographic questionnaire and interview transcripts of the foster care students in the FCSP at 

the university. My interview questions and demographic questionnaire were organized around 

the different factors and elements listed in my conceptual framework. The patterns and themes 

which emerged from the study were then cross-referenced back to my interview questions and 

conceptual framework to explore the alignment which exists in the literature as discussed in 

Chapter Two. I created some of my own interview transcriptions, but the majority were 

completed by REV, a transcription company (REV, 2017; Taylor & Bogdan, 1984). Completing 

some of the transcriptions for my study allowed me as a researcher the opportunity to immerse 

myself in the data and become more aware of some of the general insights (Patton, 2002).  
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One of the first steps in the data analysis process for my study was managing 

convergence and determining which concepts or ideas fit together (Patton, 2002). I then worked 

to segment the data into meaningful analytical units. Meaningful analytical units are statements 

which have highlighted the researched phenomenon and have later been extracted (Johnson & 

Christensen, 2014). These meaningful analytical units are usually broken down into two criteria, 

internal homogeneity and external heterogeneity (Patton, 2002). The internal homogeneity 

criterion is focused on the extent to which data belonging in a certain category actually hold 

together (Patton, 2002), whereas external heterogeneity focuses on making sure the differences 

between categories are bold and clear (Patton, 2002). 

 In my study, I took into consideration the literal content, the number of times a statement 

was mentioned, and the way in which the information was stated. Those analytical units were 

then coded, which is the research design process of marking the segments with symbols, 

descriptive words, or category names (Johnson & Christensen, 2014). Segmenting and coding go 

hand-in-hand, which helps researchers and practitioners to later conduct a thematic analysis by 

identifying specific themes in the research findings (Johnson & Christensen, 2014). Most 

qualitative researchers traditionally generate their codes by directly examining their data; codes 

generated in this manner are referred to as inductive codes (Johnson & Christensen, 2014).  

However, this study included only a small mixture of inductive codes, with a much 

greater emphasis placed on codes which used the actual words of the participants; these codes 

are referred to as In vivo codes (Johnson & Christensen, 2014). Using the words of the 

participants reinforced the importance of recognizing the individual’s appraisal of their 

transition, in their own words and perspective, as they experience it (Evans et al., 2010; Harper, 

2010). Through this analytical approach, my study was able to demonstrate substantive 
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significance by providing a deeper understanding of the transition experiences of foster care 

students to the university (Patton, 2002).  

Validity 

 

Research validity has traditionally been associated with quantitative research; however, 

research validity has become more of a common practice with qualitative research (Johnson & 

Christensen, 2014). Validity refers to credible, trustworthy, plausible, and therefore defensible 

research (Johnson & Christensen, 2014). Interpretive validity refers to “portraying accurately the 

meanings attached by participants to what is being studied by the research” (Johnson & 

Christensen, 2014, p. 300). This method of validity works to ensure that qualitative researchers 

accurately understand the participants’ viewpoints, feelings, intentions, and thoughts. 

Additionally, interpretive validity further supports the narrative method used in this study, as it 

focuses on the experiences of participants, as expressed in their lived and told stories, from their 

personal perspectives, in this case the transition experiences for foster care students in the FCSP 

to the university (Evans et al., 2010; Johnson & Christensen, 2014; Patton, 2015).  

Validity Strategies 

 

I employed the participant feedback and member checking techniques, along with the 

personal journaling strategy. Participant feedback is a discussion of the researcher’s conclusions 

with the study participants (Johnson & Christensen, 2014), while member checking helps ensure 

the accuracy and interpretation of transcriptions. Sharing my interpretations of participants’ 

viewpoints with the participants themselves helped clear up any areas of miscommunication 

(Johnson & Christensen, 2014). I directly shared with the participants their interview 

transcriptions along with my initial findings and provided them with an opportunity to supply me 

with feedback. Participant feedback and member checking also provides validation to the 
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importance of accurately depicting the foster care students’ appraisal of their college transition 

experiences, as described in their own words (Evans et al., 2010; Harper, 2010; Johnson & 

Christensen, 2014; Rendon, 1994). Through my study, I shared the transcripts with the 

participants, along with my interpretations of the transcript, and provided them with portions of 

the beginning of my findings.  

 In addition to participant feedback, personal journaling was also a means of keeping 

myself accountable for my potential research bias. Personal journaling helps to replace observer 

comments and keep a record of conversations with participants outside of the interview setting 

(Taylor & Bogdan, 1984). This technique helped me reflect on and direct my personal thoughts 

in a constructive way, rather than interjecting my personal, lived encounters into the transition 

experiences of foster care students in the university FCSP (Taylor & Bogdan, 1984). My 

personal journaling included descriptive and reflective notes. A personal journaling sample 

document can be found in Appendix G.  

Role of the Researcher 

 

One potential threat to validity is researcher bias. Research bias can take place when the 

researcher obtains results consistent with what the researcher wanted to find (Johnson & 

Christensen, 2014). Explaining possible biases and how a researcher intends to deal with them 

are an important task in research (Maxwell, 2000). I openly recognized that a portion of my 

interest and potential research bias in this study was related to my personal, lived experiences of 

growing up in relative care. One of the best ways of establishing a relationship with participants 

is to discuss what you have in common (Taylor & Bogdan, 1984).  
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The casual connections and links that exist between people can help to initiate what could 

be a somewhat difficult conversation, and I was able to make this connection with the study 

participants (Taylor & Bogdan, 1984).  

My biological mother was 13 years old when I was born, and my father was 15 years old. 

I was given up for adoption through an agency in New York City, and I was later reunited with 

my biological family before the agency adoption could be finalized. Once reunited with my 

immediate family, they were still unable to provide for me, and decided it was best that custody 

for me be given over to my maternal great-aunt. My great-aunt raised me from a few months old 

until I reached adulthood and could transition to the college environment. I remember that my 

college transition experience created a heightened level of nervousness, anxiety, and excitement. 

Despite the educational barriers which typically impede upon the success of foster care students 

such as a lack of family support and academic preparedness, I was able to transition to the 

college environment. I recognize my privilege in being able to transition to college and worked 

to eliminate my bias in this study by capturing my subjective thoughts through the personal 

journaling process. However, my personal, lived experiences also proved helpful in establishing 

trust with the research participants, as there was some commonality in our transition experiences 

(Dworsky & Pérez, 2010). 

Chapter Summary 

 

There are some general points to consider in the methodological approach used for my 

study. The narrative method places a specific emphasis on the experiences of participants, as 

expressed in their lived and told stories, from their personal perspectives (Creswell, 1998; Patton, 

2002; Patton, 2015; Taylor & Bogdan, 1984). My chosen research method was designed to better 

understand how foster care students interpret, feel, and describe their lived transition experiences 
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to the university, as participants in the FCSP (Creswell, 1998; Patton, 2002; Patton, 2015; Taylor 

& Bogdan, 1984). The foster care student’s participation in the FCSP while currently being 

enrolled in school, along with their eligibility for the DCF tuition exemption or the homeless 

exemption waivers, helped to solidify why my participant recruitment and sample strategies were 

intentional and not identified out of convenience (FLA. STA. §39.5085, 2012; FLA. STA. 

§1009.25, 2012; Patten, 1998).  

To capture the transition experiences of foster care students from their own perspectives, 

my utilization of a demographic questionnaire and student interviews were best suited to yield 

authentic results, which were then measured by NVivo 11 software (Evans et al., 2010; Harper, 

2010; Johnson & Christensen, 2014; Patton, 2002). The methods for obtaining informed consent 

and maintaining privacy and confidentiality for the participants were described in detail as an 

important component to my methodological approach. All the strategy and effort used in my 

methodology was designed to provide support for the answers and responses to my research 

question, which have been outlined below in Chapter Five, following the participant profiles 

discussed in Chapter Four.    



67 

CHAPTER FOUR 

 

PARTICIPANT PROFILES 

 

For my study, I interviewed 11 foster care support program (FCSP) students, including 

the one participant from the pilot interview. Foster care students’ participation in the study 

consisted of two parts. The first part was a demographic questionnaire administered through 

Qualtrics. The second part was an interview with questions detailing and describing the foster 

care students’ transition experiences to the university. The demographic questionnaire document 

is provided in Appendix D and the interview questions are provided in Appendix E. During the 

informed consent process, participants provided me with their suggested pseudonyms to protect 

their privacy and confidentiality. Of the 11 students who participated in the study, 3 self-

identified as males and 8 as females. All the students for the study identified as formerly 

homeless, formerly foster youth, or both.  

The study included five juniors, four seniors, and two sophomores. Five study 

participants lived on-campus and six lived off-campus. Five study participants were transfer 

students to the university and six were first-time in college (FTIC) students. The mean grade 

point average (GPA) for the study participants was 2.87. The mean age for the study participants 

was 22. The racial/ethnic breakdown of the students were five African Americans/Blacks, two 

White-Hispanics, two Haitians, one White, and one Bi-racial. The descriptions below provide a 

brief overview of the participants’ backgrounds.  

Participant Profile Breakdown 

 

The brief participant profiles provide more context and insight into the students’ 

individual responses and perspectives. These brief profiles serve as a precursor to the more 

detailed results and findings discussed in Chapter Five.  
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Ambee 

 

Ambee is a 20-year-old junior majoring in Political Science. Her intended career choice 

is to become an attorney, and she is still deciding on her preferred areas of practice. Ambee is 

from Broward County, Florida, and she currently lives on campus. Ambee’s involvement at the 

university includes the FCSP. Ambee self-identifies as Black and considers herself to be 

formerly homeless and/or formerly a foster youth. She was kicked out of her home at 16. While 

others at her school were concerned about the SATs, she was sleeping in the back seat of her car 

and trying to determine what she was going to eat. Once the administrators at her school 

discovered that she was homeless, they helped her to connect to different resources, and, as she 

states, “I was then able to put the gear into real motion [for college preparation].” Ambee 

describes herself as emotional, extroverted, kind, passionate, and open-minded. She describes her 

transition to the university as “hell and challenging.”  

Black Cat (Cat) 

 

Cat is a 24-year-old senior majoring in Sociology. Cat’s intended career choice is to be a 

life coach and motivational speaker. She is a transfer student to the university from the state 

college system. Cat is from Miami-Dade County, Florida and currently lives off-campus. Cat is a 

mother of two children. She relies heavily on public transportation and takes at least two buses to 

reach the university. Her commute to the campus can take two hours, each way, with a round trip 

to and from the university of four hours, if the buses are running on time. Due to commuter 

traffic and delays, her round-trip commute to the campus takes closer to five or six hours. Cat’s 

involvement at the university includes the FCSP and attending workshops focused on self-

improvement, writing, arts and crafts, and career development. She self-identifies as Black and 

considers herself to be formerly homeless and/or formerly a foster youth. Cat describes herself as 
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vocal and her transition to the university as, “excruciating and being prepared for an uphill 

battle.”  

Dom 

 

Dom is a 27-year-old senior majoring in Criminal Justice. However, her preferred major 

would have been Social Work. She is a transfer student to the university from the state college 

system. Dom is a mother of two children; her first child is under the age of 10, and her second 

child is under the age of 2. Dom relies on public transportation and works from home, so 

majoring in Criminal Justice was easier because her classes are offered online. She intends to 

pursue Social Work for her intended career choice. Dom is from Volusia County, Florida and 

currently lives off-campus. Dom’s involvement at the university includes the FCSP. Dom self-

identifies as African American and considers herself to be formerly homeless and/or formerly a 

foster youth. Dom describes herself as outgoing, funny, spiritual, and nice to be around. She 

states that her transition to the university was “not easy.”  

Henry David La Blanc (Henry) 

 

Henry is a 22-year-old senior majoring in International Relations. Henry is from Palm 

Beach County, Florida and currently lives on-campus. He is a transfer student to the university 

from the state college system. Henry’s involvement at the university includes a Christian faith-

based organization, TriO-Student Support Services Program, and the FCSP. Henry self-identifies 

as Haitian and considers himself to be formerly homeless and/or formerly a foster youth. Henry 

lived with his aunts; he knew he wanted to go to college, but he was unsure about the “big 

schools.” A university professor, who was a friend of the family, helped him to navigate the 

college preparation process. Henry describes himself as progressive and someone who likes to 

laugh. He states his transition to the university was “fun.”  
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Jo-Jo 

 

Jo-Jo is a 20-year-old sophomore majoring in Biochemistry. Her intended career choice 

is to work in forensics and crime-scene investigation. Jo-Jo currently resides in Miami-Dade 

County, Florida and currently lives on-campus. Jo-Jo’s involvement at the university includes the 

National Residence Hall Honorary and the FCSP. Jo-Jo self-identifies as White and considers 

herself to be formerly homeless and/or formerly a foster youth. Jo-Jo was living on her own with 

no income and no transportation. While considering multiple admissions offers, Jo-Jo decided on 

the university because of the support provided through the FCSP. Jo-Jo describes herself as 

outgoing, determined, and outspoken. She states her transition to the university was “challenging 

but worth it.”  

Kash  

 

Kash is a 21-year-old junior majoring in Hospitality and Tourism Management and 

Human Resources. Kash is from Miami-Dade County, Florida and currently lives on-campus. 

Kash’s involvement at the university includes a Christian faith-based organization, the FCSP, a 

first-generation student program, Multicultural programs, and the Hospitality Student Leadership 

Council. Kash self-identifies as Haitian and considers himself to be formerly homeless and/or 

formerly a foster youth. Kash is the youngest of six children. He lost contact with his father at 

the age of six, and his mother was incarcerated when he was 13. Kash describes himself as 

spiritual, humble, and someone who helps others. He states his transition to the university was 

“gratifying and a blessing.”  

Key 

 

Key is a 20-year-old junior majoring in Social Work with a certificate in Public Policy. 

Key is from Broward County, Florida and currently lives on-campus. Key’s involvement at the 
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university includes the FCSP and her Panhellenic sorority. Key self-identifies as Bi-racial and 

considers herself to be formerly homeless and/or formerly a foster youth. Key’s mom dealt with 

domestic abuse and drugs, which led to her arrest. Key ended up living with a friend for a year; 

this friend’s parents were married and both had four-year degrees. Key states, “They knew how 

to go to college, they already had expectations for their children, and I got to kind of see this 

whole new world.” Key describes herself as determined, goal-oriented, loyal, and passionate. 

She discusses how her transition to the university was “chaotic and overwhelming.” 

Lana 

 

Lana is a 20-year-old sophomore majoring in Nursing. Her intended career choice is to 

become a Neonatal nurse. Lana is from Miami-Dade County, Florida and she currently lives off-

campus. Lana’s involvement at the university includes the FCSP. Lana self-identifies as 

White/Hispanic and considers herself to be formerly homeless and/or formerly a foster youth. 

Lana does not believe in making excuses. She is the first one in her family to go to college and 

considers this to be a major milestone. Lana describes herself as adaptable to situations and her 

transition to the university as “prosperous.”  

Osendam 

 

Osendam is a 27-year-old junior majoring in Physics. Osendam is from Miami-Dade 

County, Florida and currently lives off-campus. She originally attempted to go to the state 

college system when she was 16 years old. Osendam then went back a second time, several years 

later, when she was 24 years old. She is a transfer student to the university from the state college 

system. She felt the level of education at the state college system was adequate, but not as 

rigorous or demanding as the work at the university. Osendam’s involvement at the university 

includes the STEM Institute, STEM Fellowship, the FCSP, and Society of Physics Students. 
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Osendam self-identifies as White/Hispanic and considers herself to be formerly homeless and/or 

formerly a foster youth. Osendam describes herself as A-type, with a rigid moral compass. She 

states her transition to the university was “worth it.”  

Row 

 

Row is a 21-year-old senior majoring in Criminal Justice. Row is from Broward County, 

Florida and currently lives off-campus. Row’s involvement at the university includes the FCSP. 

Row self-identifies as African American and considers herself to be formerly homeless and/or 

formerly a foster youth. Row’s experience in getting to the university was not easy because she 

was originally denied admissions to all the colleges she applied to. However, she would not take 

no for an answer. She was determined to get into college and was given conditional admittance 

through a first-generation program at the university. Row states, “I proved it to myself. From 

then on, I was at college!” Row describes herself as someone who likes to motivate others, and 

who is outgoing and humble. She states her transition to the university was “not smooth, but 

worth it.”  

Rex 

 

Rex is a 24-year-old junior majoring in Digital Media. Rex is from Miami-Dade County, 

Florida and currently lives off-campus. Rex’s involvement at the university includes the FCSP. 

Rex self-identifies as Black and considers himself to be formerly homeless and/or formerly a 

foster youth. Rex was homeless during his entire transition experience to college. However, he 

has maintained a positive attitude and states, “Trust me, I know what is means to be homeless, 

but just focus on school and just take that time for yourself to go ahead, study, do what you got 

to do. In the long run you are going to be happy.” Rex describes himself as someone who is 

careful, cautious, loyal, and respectful. He states that his transition to the university was 
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“difficult and exciting, but overall motivated to get it done.” 

Table 4.1, below, provides a summary of the participant demographics as described in 

their individual profiles. The information listed in Table 1 can serve as a quick snapshot and 

reference of the participants while reviewing the detailed results in Chapter Five.  

Table 4.1 Participant demographic quick reference guide.  

 

Pseudonym Major Classification Race/Ethnicity Age Gender GPA 
Home 

County 

Current 

Housing 

Ambee Political 

Science 

Junior Black 20 Female 3.93 Broward 

County 
On-

campus 

Black Cat Sociology Senior Black 24 Female 2.59 Miami-

Dade 

County  

Off-

campus 

Dom Criminal 

Justice 

Senior African 

American 

27 Female 2.2 Volusia 

County  
Off-

campus 

Henry 

David 

La Blanc 

International 

Relations 

Senior Haitian 22 Male 2.7 Palm 

Beach 

County 

On-

campus 

Jo-Jo Biochemistry Sophomore White 20 Female 3.2 Miami-

Dade 

County  

On-

campus 

Kash Hospitality & 

Tourism 

Management 

and Human 

Resources 

Junior Haitian 21 Male 3.68 Miami-

Dade 

County 

On-

campus 

Key Social Work Junior Bi-racial 20 Female 3.42 Broward 

County  
On-

campus 

Lana Nursing Sophomore White-

Hispanic 

20 Female 2.7 Miami-

Dade 

County  

Off-

campus 

Osendam Physics Junior White-

Hispanic 

27 Female 3.0 Miami-

Dade 

County  

Off-

campus 

Rex Digital 

Media 

Junior Black 24 Male 2.0 Miami-

Dade 

County  

Off-

campus 

Row Criminal 

Justice 

Senior African 

American 

21 Female 2.2 Broward 

County  
Off-

campus 
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CHAPTER FIVE 

 

FINDINGS 

 

The purpose of this narrative study was to explore the transition experiences of foster 

care students from high school to the university, and to identify contributors to their adaption 

into the college environment as participants in the foster care support program (FCSP). A 

pattern, theme, and content (PTC) analysis were used for this study. PTC analysis can sometimes 

refer to the researcher searching the text for reoccurring words (Aronson, 1995; Boyatzis, 1998; 

Patton, 2002). The core meanings throughout the analysis are then commonly referred to as 

patterns and themes (Aronson, 1995; Boyatzis,1998; Patton, 2002). As a basis for the PTC 

analysis, the demographic questionnaire and interview transcripts of the study participants were 

used.  

The demographic questionnaire and interview questions were aligned and directly 

connected to the study’s conceptual framework and research questions. My general research 

question for the study is, What have been the transition experiences of foster care students at the 

university, who have participated in the foster care support program?   My general question 

shaped my two sub-questions: (1) What are the supportive practices foster care students identify 

as helpful in their transition experiences to college? and (2) What events and practices have 

foster care students identified as not being helpful to them in their transition experiences?  

The study participants provided candid and transparent responses to the interview 

questions. The participants were willing to share their thoughts, perspectives, and insights in 

hopes that the information would create more awareness and advocacy for their group. The 

results section for the study is structured by themes or descriptive findings, which in some cases 

have been broken down into categories based on the direct responses and quotes from the 
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participants. More specifically, I begin with a focus on themes which emerged from my general 

research questions, followed by themes which emerged from the two research sub-questions. I 

then conclude with transition strategies by study participants and close with my final thoughts for 

this chapter. All the titles for the emerging themes below are based on In vivo coding, the actual 

words of the study participants. Below we begin with study participant responses to my general 

research question, which were focused on the participants’ descriptions of their transition 

experiences to the university.  

Detailing the Transition Experience to the College Environment 

 

The study participants provided multifaceted responses when they described their 

transition experiences to the university. Themes that emerged which answer my general research 

question include the following:  transferring from a state college; being homeless; transitioning 

was hard, difficult, and scary; and transitioning to a university can be predictable or uncertain. 

Below are the responses from participants about transferring from a state or community college 

to the university.  

Transferring from a State College  

 

There were a total of five study participants who transferred from a state college. In 

asking the respondents to describe their transition experiences, these five students specifically 

mentioned transitioning from the state college system as a part of their narrative story, and their 

collective responses uncovered a theme. Although transferring from a state college does not take 

on a categorical form, the students’ detailed accounts of transferring from the state college 

system are a collective, descriptive finding. Henry, Osendam, Rex, Dom, and Cat all discussed 

transferring from the state college system as a part of their transition experience. Cat, Osendam, 

and Henry talked more extensively about their transition experiences from the state college 
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system to the university. Cat started taking classes at a state college and her first semester went 

well. However, she ended up getting pregnant with her first child toward the end of her second 

semester. She subsequently did poorly in her classes and failed out of school. Cat then prioritized 

taking care of her daughter over school, because she did not want her daughter to be faced with 

experiences and conditions similar to the ones with which Cat grew up. Cat was able to 

eventually transition from the state college system to the university, although her initial grade 

point average (GPA) at the university suffered because of the classes she had already taken at the 

state college.  

Like Cat, Osendam made an initial attempt to enter the state college system at 16 but did 

not successfully complete her enrollment at that time. She returned to the state college system 

several years later at the age of 24. Upon completion of her coursework at the state college, she 

then transferred to the university. Osendam mentioned that her, “level of education at the state 

college was adequate, but not as rigorous or demanding as the coursework at the university.” 

Osendam stated, “I saw that my lack of understanding was fundamental, starting from as far as 

Algebra. I had to learn a lot of these things for myself [in transferring to the university].” 

Osendam’s quote highlights how preparation in the state college environment did not necessarily 

translate to the university environment. 

Henry also mentioned how, “the transition to the university was hard because the state 

college was more like a high school.” He described the university as having massive lecture 

halls, and as a place where professors are not “coming after you,” but where the student must 

make the effort to come to them. Henry stated how, “students only have a lecture and a test, and 

there are not a lot of worksheets given out.” As a high school student, he knew he wanted to go 

to college, but there were not any steps laid out for him. He was dependent on teachers for 
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assistance, and saw other classmates applying to college and figured he should be doing the 

same. Henry was, “unsure about the big schools” so he started at the state college, and 

“eventually applied to the larger institutions with the help of a family friend.” The family friend 

was a professor at another university and helped Henry to get connected to the FCSP, along with 

providing support for Henry’s applications and essays to different universities. Another 

highlighted experience in the transition process for former foster youth in getting to the 

university was dealing with homelessness, which is further discussed below.  

Being Homeless 

 

There were a total of six study participants who mentioned homelessness as an aspect of 

their college transition experiences within their narrative stories. Although the identification of 

being homeless does not take on a categorical form, their detailed accounts of not having 

somewhere to live is a collective, descriptive finding which classifies as a theme. Ambee, Jo-Jo, 

Row, Key, Kash, and Rex all discussed homelessness as a part of their transition experience in 

getting to the university. For purposes of their responses, homelessness as the students describe it 

in their own narratives is the lack of a fixed, regular nighttime residence (FLA. STA. §1009.25, 

2012). Ambee said,  

 People were worried about SATs and I was like, where am I gonna sleep tonight? What  

am I gonna eat? What am I gonna do? I put the gear into real motion when I got caught 

being homeless, and then all the resources came at me. 

 Jo-Jo also experienced moments of hopelessness and not knowing if she would be able to 

go to college because of her homelessness and financial difficulties.  
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 Although this university was not her first choice, because of the FCSP and getting 

connected with the Director of the FCSP, she knew she was able to qualify for a tuition waiver 

and specific grants and loans. Jo-Jo attributes her ability to transition to this university primarily 

to the FCSP.  

 Key, on the other hand, not only faced homelessness in high school, but also had a mom 

who dealt with domestic abuse and drugs, which led to her mother being arrested. Key ended up 

living with a friend for a year; this friend’s parents were married and both had four-year degrees. 

Prior to living with her friend’s family, Key did not really know where or what she was supposed 

to do next. As she stated, “They [her friend’s parents] knew how to go to college, they already 

had expectations for their children, and I got to kind of see this whole new world.”  

 Row’s narrative is similar to the other participants in that her transition experience to 

college was not easy. Row stated, 

I was going through homelessness. It was kind of difficult because coming in from high 

school a lot of stuff transpired, which affected my grades and obviously, my test scores as 

well…. The situation that I was in I didn’t think that I was going to actually get into 

college. I spoke with my guidance counselor…so she recommended the FCSP. 

[However], before I even got into the program I was referred to a first-generation summer 

bridge program, which gives people with low test scores a chance in [getting into] 

college. 

Row describes her transition to the university as, “not smooth, but worth it.” The quotes 

from Ambee and Row highlight the difficulty in navigating life, let alone academics, while also 

struggling with homelessness.  
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Although Row and Ambee had two different experiences, they share a commonality in 

dealing with a situation which was hard, difficult, and scary, which are also described by study 

participants below. 

Transitioning was Hard, Difficult, and Scary 

 

In addition to students describing transferring from a state college and homelessness, at 

least half of the study participants mentioned the transition experience to college was hard, 

difficult, and scary. Hard, difficult, and scary have been grouped together in one categorical form 

because although the words are different, the context in which they were used by each participant 

was similar. Kash considered his transition experience to be “worthwhile and adventurous, but 

ultimately scary because his living arrangements at home were unstable.” Key discussed how no 

one in her family had graduated from high school and this was her main goal. She knew she 

needed to go to college because she believed that was what she was supposed to do. However, 

her family was unstable, and she “did not really have a plan on how to go to college.” She 

figured she would just start in a state college and not go directly to the university. She had no 

idea where she would stay, who she would be with, or how her needs would be met. Key stated 

that, “the transition to college was very hard emotionally and moved rather quickly.” She met 

with her mentor to try and help her cope with the process because of all the changes happening at 

the same time. Once Key graduated from high school, she started at the university two weeks 

later.  

Key said,  

 I thought, basically it was like, I come here [to the university] and I’m done. I’m 18, I’m 

basically put out [from her friend’s home]. They now have their own family, and I was 

with them temporarily. So emotionally it was very hard for me in the summer. I did 
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struggle a lot…All my friends would go home on the weekends. All my roommates 

would go home on the weekends. Everybody had kind of a family, and I didn’t. So, it was 

like, it was really hard. 

Rex also stated how the transition to the university was difficult because he too had been 

homeless for quite some time. Compared to the state college he transferred from, Rex found the 

transition to the university easier in terms of, “locating resources, solidifying housing, and 

getting to classes.” However, his biggest hurdle has been food and understanding how to secure a 

meal plan, so this is one obstacle he is currently working through.  

Row’s experience in getting to the university was not easy, as previously mentioned in 

her Chapter Four profile. Although she was originally denied admissions to all the colleges to 

which she applied, she was later granted conditional admittance to the university. However, she 

was still concerned about how she was going to pay for school. Row did end up receiving 

support from a first-generation program and the FCSP.  

Whereas Row was determined to not give up, for Ambee, things were so bad at home that 

she lost sight of where she wanted to go to college. Ambee stated, “I got kicked out around 16, 

yeah, 16 turning into 17, and I went to live with my mother’s twin sister for as long as I could. 

Things didn’t work out there, and I got kicked out [again]. I slept in my car for a while, for about 

maybe I would say ... wow, it was months up until my senior year.” 

Sleeping in a car out of necessity is difficult and can also be scary. Even more humbling 

is knowing that teenage students had to endure these experiences. Cat and Jo-Jo also found the 

transition to college to be scary. Cat’s quote below highlights how her decision-making choices 

on what school she would attend was impacted by fear of the unknown and being scared about 

leaving everything which was familiar to her. Cat shared,  
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Originally, I had been accepted to multiple, different universities. I was kind of scared 

and nervous about going on my own to a different city I didn’t know…I was too scared 

and nervous at the time to make the jump and I ended up deciding to stay [local], which 

is where I was born and raised all my life. And I decided, instead of going straight to [the 

university], I was gonna go through [the state college] because I was told before it was 

easier…and a [better] transition than going straight to [the university].  

 For similar reasons as Cat’s decision to not to move away for college, Jo-Jo also 

found the transition to the university scary. Jo-Jo was moving away from her home town to  

a different city, which she considered to be “a very diverse place.” She was worried about  

being on her own, not having any income, not having anywhere to live, and having no 

transportation. However, Jo-Jo discussed how the support she received from the FCSP and her 

other scholarship programs helped her to secure the things she needed. Recognizing that the 

transition experience to the college environment can be hard, difficult, and scary for some, it was 

also interesting to uncover whether the participants thought their transition to the university was 

predictable or uncertain, which is described further below.  

Transitioning to a University can be Predictable or Uncertain 

 

There are three types of transitions. First, anticipated or predictable transitions are ones  

which occur as predicted. Second, unanticipated or uncertain transitions are events which take 

place but are not scheduled. Third, non-events are transitions which are expected but do not 

occur (Schlossberg, 1981). Below more information about the ways study participants classified 

their transition experiences to college is explored.  

 Both predictable and uncertain. Cat felt that her transition to the university was, “both 

predictable and uncertain.” She recognized in high school that she needed to at least achieve a 
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bachelor’s degree, but identifying a degree program or where she would attend school was less 

certain. Dom also felt that, “the transition to the university was both predictable and uncertain.” 

She knew she wanted to go to college, but the daily logistics of taking care of her children and 

commuting to the university proved to be challenging. Although there were many resources 

provided through the FCSP, trying to navigate the best way to approach college made the 

transition a little uncertain. In addition to Cat and Dom, Osendam found the transition to the 

university to be, “both predictable and uncertain.” Osendam said,  

Well, before going back to college I would have thought it was unprecedented, because 

of the situation I found myself in. But after finally making steps to try to better my life, it 

was a no brainer that I had to continue, in order to elevate my status, not only my socio-

economic status, but also academic[status]. 

 Osendam’s quote highlights how at some points in life, an individual can feel certain 

about the decisions with which they are faced, while at other points that individual can also feel 

uncertain about their decisions. Uncertainty is discussed further with some of the study 

participants below.  

Uncertain. Jo-Jo felt her transition to the university was “uncertain.” She was not sure  

how her basic needs would be met; neither was she confident in whether she would be able to 

excel in college. Ambee found the transition to the university to be “uncertain” as well, and she 

was not sure going to college would be possible at all. She was concerned about, “receiving 

initial support for college but then having the support resources be discontinued.” She was not 

familiar with tuition exemptions or waiver legislation, and she was concerned about aging out of 

the benefits and being required to take out loans. Ambee explained,  

I was doing [going to class] day by day, semester by semester, and discovering outside 
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resources, really putting myself out there learning how to self-sustain. I got a job at the 

campus, put in the gear for school and getting work done and stuff like that… I’m gonna 

do this [go to college] as long as I can, get as many credits as I can, using the support that 

I have, and then we’re just gonna go from there. 

Although she was uncertain, Ambee’s quote shows an optimistic attitude toward her  

transition to the university while being faced with adversity. Key also felt her transition to the 

university would be “uncertain.” She was, “not concerned about financially being able to stay in 

or afford college;” she was more concerned about “receiving enough emotional support.” Key 

was well connected to a community-based agency prior to her arrival at the university, and that 

caused a heightened level of hesitation about making a connection with the FCSP. Henry was 

concerned about “housing and financial aid,” and these factors made him feel “uncertain about 

his transition to the university.” He lived with his aunts, who were unable to contribute to any of 

his expenses related to college. Henry knew he might be able to receive support in going to 

school, but there was very little certainty in how to begin the college navigation process.  

 Rex said the idea of going to college was “up in the air” at first, but he eventually decided 

on trying to attend a state college, followed by going to the university. Row felt the transition to 

the university was “uncertain” because she did not know what to expect and she realized she 

would be surrounded by different kinds of people. She was also aware of the resources other 

students had which she did not, such as laptops. Row was then unsure if she would “have the 

necessary tools to succeed in college.” In contrast to the above students who experienced 

uncertainty in their transitions, Lana and Kash emphasized their confidence in knowing that 

college would be a reality for them. 
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 Certain. Lana on the other hand, always knew she “would graduate from high school  

and would be going to college.” Initially at the university she “did not know what she was going 

to major in, but she knew whatever she started she was going to finish.” Kash was also certain 

about his transition to the university. He knew that if he kept his grades up, applied for 

scholarships, and submitted documentation on time, he we would be headed to college. During 

Kash’s senior year he started being recognized and receiving awards, including scholarships to 

the university and support services through the FCSP. Support resources were described as 

helpful practices to the transition experience for study participants, and some of their responses 

are provided below.  

Helpful Support Resources 

  

 Amechi (2016) notes for those students who have aged out of the foster care system and 

have worked to position themselves to obtain a college degree, supportive resources and 

networks will be necessary for a successful transition to the college environment. Themes which 

emerged from the study participants in their description of helpful support resources were family 

and friends, the foster care support program, and community-based partners and agencies, along 

with a distinction between receiving support in and out of the classroom. An important finding 

and theme relevant to this support section is the idea discussed by participants that is known as 

perceived support. Perceived support consists of conditional resources given to participants 

based on their participation or non-participation in attending workshops or meetings, or promises 

of support that were given but the promised benefit was never received. The first theme 

discussed below as a support resource is family and friends. 
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Family and Friends 

 

 There were seven study participants who identified family and friends as a support 

resource in their transition experience to college. Ambee stated that her support came by way of 

her biological mother paying her phone bill. Key received a combination of support from a 

community-based agency, Ms. Tara [mother figure], and her aunt. These support figures all 

helped move her into college, bought her clothes, and also bought her groceries. Key’s English 

teacher also provided support in the form of mentorship and has been a constant figure in her life 

for almost three years. 

 Henry received similar support from a family friend who was a professor at a university. 

The professor provided advocacy, access, and resources to Henry. Henry learned how to “write 

proper emails, make contact with the right departments, and navigate the financial aid process.” 

Although he is grateful for his family, he believes they do not know what it took for him to be in 

college, and they do not realize how many people have worked together for him to be at the 

university.  

Rex would also agree very that few people understood what it took for him to be at the 

university. To successfully enroll in school, Rex was dependent on a friend who would drive him 

back and forth to the university to make sure everything school-related was in order. Rex’s friend 

was only able to bring him to campus on the days he was off from work, which delayed the 

speed with which Rex was able to complete his enrollment requirements. 

 Lana said she was able to receive support from her mom, who would push her to do 

better but in a way that scared Lana about the worst-case scenarios of what would happen if she 

were not doing well in school. Lana believed that her “mother’s tactics were kind of a help.” Jo-

Jo stated she “received a lot of support initially from her family, in terms of getting her to 
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college.” She had one family member house her and then drive her down to the university. Once 

on campus, she was able to find further support for paying her tuition, finding housing, and 

getting a meal plan through the FCSP. The same support Jo-Jo received from the FCSP held true 

for Key, Ambee, Dom, Osendam, Rex, and Row. Below are more detailed responses related to 

the support students received from the FCSP during the college transition experience.  

Foster Care Support Program 

 

 Ambee shared that the only support she received during her transition to the university 

came from the FCSP.  Ambee said, “Anything related to books, scholarships, resources, and 

professional and life coaching were all a product of the FCSP.” Ambee stated, “I had no means 

of support…some magic paper was faxed over [to the university], and then I got a call from the 

FCSP Director. I started [at the university] in the summer, and I’ve been here ever since.”  

Dom likewise stated the only support she received during her transition to the university 

was from the FCSP. She recalls having a couple people help her periodically, through 

mentorship and paying her rent, while she was at the state college. However, she noted that the 

primary support she has received during her time at the university came from the FCSP. Rex also 

described that without the FCSP, his transition to the university would have been harder.  

Osendam likewise received support from the FCSP. Although she had no idea about this 

organization prior to her arrival at the university, she was pleased that there “were not too many 

steps necessary to become involved” [with the FCSP]. Therefore, she felt instantly connected to 

a good resource. Osendam’s quote below highlights how navigating the waiver process with 

support from the FCSP was a tremendous help, in terms of her being able to balance her finances 

and being able to keep food in her home. Osendam said,  

 The [FCSP] made it a lot easier to get my waiver than my state college… They 
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immediately connected me to people in my same situation. They connected me to events, 

and they provided books and food, or whatever assistance needed…[At the state college], 

we were just enrolled, and advisors didn’t know our names, or [whether or not] we had 

been transferred from [between] different advisors.  

 Kash also expressed his gratitude for the FCSP, which he learned about through his  

involvement with a community-based homeless program while in high school. Kash said out  

of all the programs to which he is currently connected, the FCSP is where he feels most blessed. 

He is thankful because the FCSP has provided him with an opportunity to transition smoothly 

into the university while offering him a numerous resources and open doors, which is a similar 

sentiment from Osendam in her previous quote. Kash shared,  

I had to get it [the college process] myself, but I had people to support and feed me the 

info[rmation] I needed. All it took was me just to go get it...But without them [FCSP/ 

community-based homeless program], I wouldn’t be here, wouldn’t be here at all. 

Although I guess I did the work, but without them I would not be here, so I’m very 

thankful for them. 

  As noted by Kash, in addition to the FCSP, the community-based homeless program 

provided support to him in his transition to the college environment. Assisting foster care 

students in their transition experiences to college requires cross-system collaboration, between 

community and school-based agencies to align goals at all administrative levels (Noonan et al., 

2012). In addition to the FCSP, Ambee, Key, Kash, and Row discussed community-based 

partners as resources below.  
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Community-Based Partners and Agencies 

 

  Ambee’s homelessness was discovered by an administrator at her high school. Once the 

administrators found out about her living arrangements, she was introduced to the school social 

worker, who in turn introduced her to different community-based resources. After receiving 

some community-based support and services, Ambee mentioned, “I was then able to put the gear 

into real motion [for college preparation].” Key’s quote below highlights how receiving a 

combination of support from a community-based agency, Ms. Tara [mother figure], and her aunt 

were helpful to her in her college transition experience. Key explained,  

I didn’t qualify for many scholarships, and this one [community-based agency 

scholarship] was like, if you have any case open with DCF [Department of Children and 

Families], you qualify. I knew that my parents had tons of them open, because we always 

had people coming, opening them, closing them…So, I went on the website, and I 

looked, and I was like [to myself], Hey, I’m staying with Ms. Tara, she can get resources 

from here. They can probably help me. And she called and harassed them every day, for 

two weeks straight, until they put me in a [community-based] program. From then, I had 

a life coach, then they had me sit down and think about, Where do I want to go? What do 

I want to do? What were my options? 

A separate community-based agency helped Ambee to complete all the necessary steps in  

preparation for college. As Ambee described, the Director of Education for the community-based 

agency “basically spoon fed” her everything she needed. The director helped her to set up 

orientation at the university and helped her with her essays and scholarships. With the director’s 

assistance, Ambee felt like she had a plan on what she wanted to do, how she wanted to do it, 

and what her actual goals were. The Director of Education for the community-based agency 
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connected Ambee to the FCSP Director at the university, who helped in her transition to the 

college environment.  

  Kash also received a combination of support from a community-based agency, his high 

school government teacher, and family. He was diligently working at getting accepted to college. 

Kash had been living on his own for a while. Leading up to his senior year, his government 

teacher discovered his homelessness while Kash was trying to obtain a voter’s registration card. 

Once he shared his story with his teacher, she was able to get him connected with a community-

based agency that helps students who are either in foster care or meet homelessness criteria 

transition through high school. This organization ended up paying for his senior events, which he 

described as a blessing and something fun. In addition to the information discussed in the  

community-based partners and agencies section, the study participants also made distinctions 

between receiving support in and out of the classroom at the university; further details 

concerning this distinction are provided below.  

In and Out of Classroom Support 

 

   The fourth element in the validation theory emphasizes the fact that validation can occur 

in and out of the classroom (Linares Rendon & Munoz, 2011). The responses below explore how 

this fourth element has been both satisfied and not satisfied during the participants’ college 

transition experiences. The participant responses below provide a broad view on the sentiments 

related to how, where, and in what context the student feels they receive support at the 

university. Highlighting the distinction between in and out of classroom support, will assist 

foster care program administrators with future training initiatives for personnel across a 

university campus. The responses connect and are grouped together based on how the 

participants perceived in and out of classroom support. 
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  Lana did not believe that she received support in and out of the classroom. Her 

perspective was that administrators and professors expect students to have it “together” or to 

know how to go about finding the resources they need. Lana said, “It’s not like they baby you 

anymore.” Dom also believed she did not receive support in and out of the classroom. However, 

Dom attributes this lack of support to her not being as connected to the university as she should 

be.  

  Contrary to Dom and Lana, Osendam believed she received support from the university 

both in and out of the classroom, explaining that “I think it’s essential to know that you must 

seek the support, and you must seek these things, because some of these people aren’t going to 

just hand you their time. You have to demonstrate that not only you want this, but that you are 

worthy of it.” Through making the effort to reach out to different people across the university, 

Osendam was able to travel, which she considers to be a great experience. Osendam believes that 

the travel experiences will help her academic career. She asserted that there have been several 

different people she has met outside of the classroom who have been helpful, and with whom she 

continues to hang out now. Osendam described, “It was only [after] seeking [out support] that I 

received it. It didn’t just appear.”  

  Henry also believed that he received support in and out of the classroom. His in-the-

classroom support was derived from his peers, while his outside-of-the-classroom support came 

from his family and his Christian faith-based organization. Henry mentioned,  

Everyone there [Christian faith-based organization] is like family. It might be weird [to 

some people] because college students our age [are] not doing what normal college 

students [participate in]…[However, what is important is] having a good knowledge of 

the Bible and wanting to [be] better.  
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  Similar to Henry, Kash received support in and out of the classroom. He has “formed 

relationships with several administrators across the university campus and continues to check in 

with them weekly and monthly,” and he considers them all to be supportive. Kash said that, if he 

needs anything, these administrators will go out of their way to help him out. He explained,  

Really, I don’t know what I would do without them [university administrators]. It all 

really started by them knowing me, by me interacting with them, and opening my mouth 

and being involved…Aside [from] the program [FCSP], even outside the classroom, as 

an individual, as a person, I can go to them for anything I need, and help or advice or 

whatever the case may be. 

  Henry’s and Kash’s quotes highlights the importance of having and maintaining 

relationships outside of the classroom and determining how best to leverage those resources for 

support. Ambee stated that her support from administrators came from inside the classroom, and 

if and when she is on campus, she also receives support outside of the classroom. Rex asserted 

that he “always receives support outside of the classroom”, especially from his classmates and 

peers. He finds the students at the university to be “very helpful and always willing to get 

together.” Jo-Jo discussed how she receives support primarily outside of the classroom, 

specifically through the FCSP. Jo-Jo says she definitely receives support for her personal and 

academic well-being. The FCSP staff ask her how she is doing personally, how things are going 

in class, and whether she is accelerating in her academics. Jo-Jo feels she is provided for at the 

university. However, there are a few study participants who feel support in and out of the 

classroom happens only periodically.  
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  Key detailed an interaction which another student had with their professor. Based on the 

professor’s response to the other student’s inquiry, Key decided to “not go to the professor’s 

office hours at all.” Key explained,  

I’m having trouble with my personal finance management class, which is okay, because 

I’m going to be honest, you could put this in your thing [study]. I’m cheating. And, life is 

hard, okay?…Someone was like, ‘Hey professor, could you give me a little bit more 

information on these three topics?’ And the teacher responded with, ‘Hey Pedro, those 

sound like things you could research on the internet.’ 

  Based on the professor’s response, Key decided that, rather than engage with the 

professor for help, she would figure things out on her own. Key’s quote highlights what it means 

for a student to shut down and no longer display a willingness to engage in uncomfortable 

situations. This semester, Key feels she has not been able to get all the support she needs, and 

attributes some of this to missing 10 days of class for a children’s summit. Row mentioned she 

used to receive support in and out of the classroom but later felt as if the actions from 

administrators were “‘I’m sorry for you support” and not genuine; this impression of 

inauthenticity leads to the following section’s exploration of perceived support, as described by 

study participants.  

Perceived Support 

 

   Row felt like some of the support she received from community-based agencies and the 

university were based on obligation, rather than genuine concern for her well-being. Although 

the university provides resources, Row believed,  

You’re on your own, it’s college. You’re always going to be on your own…You have 

those people who are just trying to know your business or trying to just spread your story 
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for their benefit. Then you have the people who actually do care, but sometimes you have 

this shield where you don’t want support from anyone because you just want to do it by 

yourself…Once you grow up with a certain type of mentality, whether it’s good or bad, 

it’s always going to stick with you. It’s going to be hard to get rid of that mentality, per 

se. You know what I’m saying? 

Row’s quote above highlights an interesting intersection of mistrust, survival, and in  

some cases guarding against people who genuinely want to help. Ambee described in detail how 

some of the support she receives is “conditional”, because it is based on her academic 

performance and being able to maintain a 4.0 GPA. Ambee thought about the impact of her not 

being able to perform academically due to a potential car accident, hospitalization, or if she 

needed to take a semester off from school. Similar to Row, Ambee’s quote below shows the need 

to survive, while harboring mistrust for those who are supposed to be helping her. Ambee 

explained, 

As long as I keep bringing a 4.0 GPA every term, I will continue getting my funds. It puts 

me in a space where it’s like, well, if I don’t get this 4.0, I don’t get this check. If I don’t 

get this check, I don’t pay my car insurance. If I don’t get this check, I don’t pay for my 

teeth. If I don’t get this check, I don’t pay my rent. It’s been pushing me. My grades have 

been the way I’ve been putting myself on the table [selling myself]. It’s like, here’s your 

GPA, [and now] this is what I need [from you all]. 

During the interview process, Cat placed a larger emphasis on support for her basic  

necessities rather than focusing on support in the academic setting. Cat described how when she 

and her siblings were in the foster care system, she had a godmother who would send money or 

gifts for them. She specifically recalls the day she entered the foster care system in December 
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2005 and says the money or gifts never reached them. Cat explained that because the money 

never materialized, she got a job. She said, “I wanted a cell phone…I wanted to be able to buy 

things. I wanted to have deodorant when I needed deodorant and I wanted to be able to 

occasionally buy clothes.” Once Cat turned 18, she received a monthly stipend, but the amount 

would change frequently, making it difficult for her to manage her finances. She remembers 

specific moments where she would go without food, or she was forced to make 10 dollars stretch 

as long as possible.  

  Cat also mentioned how her support included WIC, Medicaid, and food stamps. 

However, she explained that she has been shamed, given dirty looks, and given less than 

desirable treatment when utilizing these services.  

  Cat said there is a “stigma for patients who use Medicaid.” She gave details on the 

delivery of her first child, and how she was “rushed” to have a caesarian section and told there 

was nothing else that could be done for a vaginal delivery, because her daughter was breach and 

she was “coming too fast.” Cat explained, 

No, it was a Friday night at 10:34pm. He [the Doctor] wanted to go home…it was very 

much rushed. It [the rushed surgery] caused it [scarring] to be raised and irritated. I 

remember being annoyed ‘cause …The reality of the situation is when you’re on those 

types of programs [WIC, food stamps, Medicaid], you’re a number and a figure. That’s 

just how it is. 

The underlying sentiment from the participants who shared their experiences of perceived 

support was a sense of being devalued. Feeling devalued negatively affects their sense of self, a 

problem compounded by additional not helpful transition practices described by the study 

participants and explored in more detail below.  
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Not Helpful Practices 

 

My research sub-questions were focused on identifying what the study participants  

considered to be helpful and not helpful during their transition experiences to college. The 

information provided below serves as a precursor to the implications offered in Chapter Six. 

Study participants identified four major areas as not helpful. The emerging themes were a lack of 

flexibility in the FCSP requirements, the need for better dissemination of information, the 

obligation to negotiate life choices, and stress on campus, coupled with the ways participants 

managed their stress. Below, we begin by examining the lack of flexibility in the FCSP 

requirements.  

No Flexibility in the Foster Care Support Program Requirements 

 

 Campus support services must provide consistent programming that is flexible and 

delivered in an intentional and inclusive way (Salazar et al., 2016b). Ambee would like to see 

“more flexibility in the requirements for the FCSP.” The FCSP requires one-on-one coaching, 

attendance at mandatory workshops and seminars. She believes that not every student needs the 

same resources, and therefore do not need the same programmatic requirements. She would like 

the FCSP experience to be more “individually tailored to each student.” Ambee explained,  

You gotta understand that we are emerging young adults already lacking the things that 

we need to get where we gotta go. So we have to kick it into gear for ourselves to help 

ourselves because you guys [FCSP] offer a lot of support but not all support… Let me 

work and let me get the money. 

 Ambee believes because of all the program requirements, she is “limited in her outside 

work.” By limiting her outside work, she feels that, when she graduates from the university, she 

will not be able to develop the skills and connections necessary to survive on her own. Jo-Jo 
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mentioned that some of the mandatory FCSP workshops were not helpful because they were not 

aligned with her personal interests or major. Jo-Jo explained, “Even though they [FCSP staff] 

think they [the workshops] might be beneficial, they don’t always benefit all the students.” Row 

observed how the FCSP has “high expectations” and the staff wants the students to follow the 

staff’s own instructions. Row explained,  

They feel like when you come in as homeless or like foster care, they feel like they own 

you. You don’t own us because we own ourselves. You know what I’m saying? Even 

though the program helped us to get into school, we’re still grown people. We want to be 

treated like that. We don’t want to be babied and to follow a time line, or a schedule. 

Even though the workshops are helping us, we still have other stuff that we want to do 

with our personal selves.  

 Row said she does not like to feel as if she has been given an ultimatum that either she 

goes to the workshop or she does not get funding. She feels like she is being watched, but she 

wants less of a “spotlight” and more of an opportunity to blend in with other students on her 

campus. While blending in may be a concern for Row, some study participants suggested the 

need for better dissemination of relevant information, which has been further explored below.  

Better Dissemination of Information 

 

  Interagency and resource meetings are needed because inconsistent and unreliable 

dissemination of information between the agencies has been cited as problematic. No single 

stakeholder group had the same level of knowledge relative to foster care policies and 

procedures, and the same is true for study participants and the information they received prior to 

their transition experiences (Noonan et al., 2012). Osendam did not find the way she was able to 

learn about the FCSP helpful.  
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 She wanted to see more marketing take place about the services offered to this student 

population. Osendam explained,  

I didn’t realize I had free school until I was in my early 20s. I didn’t realize I had a DCF 

waiver, and I never knew even how to go about getting one. The information that we’re 

given is little to none, unless you have a great foster parent. But, I think the most valuable 

thing to have as a high school student coming to college is information, and having 

somewhere you can actually get that information [from]. [There should be] a website 

with every single thing you need, from high school to college, and let it be an easily 

available resource. 

 Rex believes more tailored information should be provided to students during orientation 

to help them navigate the campus. Rex thinks orientation-type information should be continuous, 

and “refreshers” should happen so students are aware of new opportunities which may arise. 

Row believes that better dissemination of information needs to happen at “both the high school 

and college levels.” She mentioned, “There is no way to really identify who is in foster care or 

who is homeless.” She feels that the guidance counselors in high school need to “do a better job 

of identifying the students who need help” and to make them aware of the tuition exemptions. 

Row said, “More contact should be made with the foster care parents as well as with the local 

shelters to get information out about college.” Row also mentioned that there are number of older 

teens in the shelters who would take advantage of the opportunity to go to college if they knew 

about the scholarships and tuition exemptions, rather than trying to negotiate their difficult life 

choices on their own; similar sentiments from the study participants are discussed below. 
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Forced to Negotiate Life Choices 

 

  Former foster youths’ ability to start and finish school is questionable due to educational 

barriers such as a lack of family support, lack of academic preparedness, and lack of overall 

encouragement (Dworsky & Pérez, 2010; Wolanin, 2005). Cat shared that not only is life hard, 

but life is also about negotiating choices. She recalls growing up not always having options but 

constantly being told what to do, which are similar sentiments as those shared by the participants 

who described perceived support in Chapter Five and suggest how the respondents arrived at 

their perspectives.  

 Cat said that, because she was in foster care, she was told she had to do things a certain  

way. Every place Cat lived, she was told she would have a case manager and given a set of rules 

she had to obey. Not following the rules meant there would be consequences, so Cat focused on 

negotiating which choices she was willing to make. Cat stated, “You either do this [follow the 

rule] or you can’t have this [resource]. You either do this [follow the rule] or this [resource] isn’t 

gonna happen for you…That’s kind of my life motto. Everything you do in life is a choice.”  

  Dom also felt life was hard, especially going through life alone as a single mother. She 

recognized that although life can be tough, it is necessary to make the best of every situation. She 

said it is hard to find a job and also hard to pay rent. Dom said her personal issues make it 

difficult to focus on school. Dom explained, 

So, for me, I would think, if you had support, maybe life would be a little easier. But 

when you don’t have anyone to call or lean on, or anything like that, it [life can] be a 

little hard when you think about everything that is due, or if you gonna pass this 

[class/test], [or] if you’re not gonna pass that [class/test]… It’s just out of your control. 

What do you do, who do you turn to? So, that’s why I say my life is hard.  
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 Dom does not want her past to affect where she will go in the future, and although life is 

hard, she is determined to keep her head up and keep pushing. One of the ways she has identified 

being able to make a change for the future is to educate other people and make them aware of 

this student population, which is what I have sought to do with my research study. The strain 

caused by students being forced to negotiate their own life choices without support speaks to 

why some of the participants described stress on campus as a part of not helpful practices below.   

Stress on Campus 

 

 Schlossberg’s (1981) transition theory highlights human adaption to specific events. The  

fourth factor identified in the transition theory is strategies used to help modify a situation or 

manage stress in the aftermath of a situation (Schlossberg, 1981), in this case managing the 

potential stress in the aftermath of transitioning to the university. Eight participants described 

and agreed that they had experienced stress at some point during their transition to the university, 

while two participants did not experience stress and one student responded yes and no to 

experiencing stress on campus. The study participants were also asked to provide strategies on 

how they have been able to manage the stress in the aftermath of their transitions, which is 

related to the transition theory factor strategy, and we begin with description of the stressful 

events.   

 Ambee said she had her “first anxiety attack last semester.” She feels that her anxiety is 

self-induced and is working to mitigate this anxiety by cutting certain stressful behaviors out of 

her life. In addition to going to school, Ambee was “doing hair” or hairstyling on the side. 

However, hairstyling was cutting into her studying and sleeping, and she was only getting about 

“two or three hours of sleep per night.”  
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In her freshmen year, Ambee gained 30 pounds because she was not eating properly, but now 

feels that she has been able to regain control not only in her academics, but in her eating habits as 

well.  

Cat also feels that she has experienced stress in the aftermath of her transition to the  

university. Her biggest worry right now is her commute to campus, which can take two hours, 

each way, with a round trip to and from the university of four hours, if the buses are running on 

time. Due to commuter traffic and delays, her round-trip commute to the campus takes closer to 

five or six hours. Cat would ask herself, “Do I even feel like going in [to campus]?” On the days 

she was late arriving on campus, Cat was not able to take public transportation but would have to 

take a taxi or a similar car-pooling service. She was spending close to 400 dollars per month 

during the summer months so she could make it to class on time. Cat is not able to move closer 

to the campus because the cost of apartments are higher. Cat has two children, so she is 

mandated to have more than a one-bedroom apartment, and the increase in rent for an apartment 

unit closer to the university is something she is not able to currently manage.  

 Jo-Jo believes “everyone in college has stress.” Rex also felt he has experienced stress in 

the aftermath of his transition to the university, but not academically or socially. His stress or 

concern is focused on securing food and a meal plan. Overall, Rex said he is not too stressed but 

has learned how to make things work. Osendam said she experienced stress both in the aftermath 

of her transition to the university and now.  

 Osendam’s quote below highlights how stress can be an ongoing process and how it is 

important to find alternative recreational activities. Osendam explained,  

Classes are stressful, and time management is most stressful, but I manage it by like, 

making a list and trying to get things done… I do recreational activities with my family, 
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or friends, to unload. But mainly it’s the advisors that I have here [that help to manage 

stress]. My employer, who is my advisor, and my mentor, will tell me a personal 

experience, or something that has helped him in some similar way. That, often, 

diminishes some stress. Knowing that, okay, I’m not alone. People have done this. I can 

do this. 

 Row mentioned, “There will always be stress in college.” She stated there is always 

something that needs to get done or a homework assignment that needs completing, or a test for 

which she should be studying. Row considers this to be a natural part of the college experience.  

Dom too has experienced stress. One of the ways she has been able to manage the stress has been 

to make changes, such as switching her major or changing from in-person to online classes. Her 

stress was brought on by having her first child, and if there was an issue at home, she knew she 

would not be able to perform academically in the classroom. Dom stated, “So, if I didn’t have a 

place to live, the least thing I was focusing on was class. So, if I failed the class, I was like, the 

hell with it.”  

 Although Key does not have stress currently, she said having to pay out-of-pocket 

expenses for health care costs while being enrolled in school is stressful because she does not 

qualify for Medicaid. Henry pointed out that his stress is brought on by his own procrastination 

or focusing on tasks and items beyond his control and there is nothing he can specifically do 

about it. Several respondents experienced stress, and provided more insight into the ways in 

which they were able to manage stress or the potential stress in the aftermath of a transition; 

these management techniques are discussed below.  

 Managing the stress. Ambee has used exercise and sleep as a mechanism for managing 

her stress. She also said that she also gives herself “days off” to be able to breathe a little bit. 
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Ambee stated that she would just keep pushing between work and school and that she needed to 

find time to take care of herself. According to Ambee, she needed to make doctor’s 

appointments, get her teeth fixed, and simply relax. Ambee also likes to research different topics 

on things which are not academically related. She used to push herself to get things done at least 

two weeks in advance, but now she tries to just make sure it is completed ahead of time. Jo-Jo 

also uses exercise and sleep as a mechanism to manage her stress, along with watching 

television. Key has been able to manage some of her stress by meeting with a therapist. Key 

shared,  

I see her [therapist] now every Tuesday and Thursday actually, and I’ve been seeing her 

for about four semesters. Every time I go there I just talk about what’s on my mind, and 

we’re not supposed to be talking about that, I guess. Or like, she tries to work on what 

happened in the past, and I feel like it does help because I’m learning. 

 Key has found comfort in her therapy sessions with the school psychologist. Key also 

observed that getting connected with different organizations and workshops on campus was 

helpful in managing stress because these organizations and workshops served as an added 

resource. Osendam joked that she manages her stress through alcohol, though her serious 

response was “making a list and working to accomplish the tasks on the list.” Osendam also uses 

recreational activities with her family and friends to unload. She meets with her advisor, who is 

also her boss and who shares similar experiences of stress; when she sees that someone else has 

gone through the same hardships, it helps to diminish her stress level.  

 Kash stated that he manages his stress by “reading the Bible”, while Rex manages his 

stress by going to the gym, the library, or the gaming lounge to meet with other students. He also 

mentioned that there are massage areas on campus that he is looking forward to utilizing in the 
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future. Row reported that she prays as a way of managing her stress, and she also focuses on 

staying busy which she finds to be helpful. Since the study participants identified practices that 

were not helpful and discussed the ways in which they have managed their stress, the section 

below provides additional strategies on how these students navigated their transition to college.  

Transition Strategies 

 

Schlossberg’s (1981) transition theory highlights human adaption to specific events. The  

fourth factor identified in the transition theory is strategies used to help modify a situation or 

manage stress in the aftermath of a situation (Schlossberg, 1981), in this case a transition to the 

university. The major transition strategy themes which emerged from the study participants 

include asking for help, developing a system, gathering information, networking and 

engagement, persistence, drive, and motivation, and utilizing FCSP resources. Each strategy 

theme examined below was mentioned by at least two of the study participants, and we start with 

the theme called asking for help. 

Asking for Help 

 

 Henry discussed asking for help as a strategy in his attempts to navigate the college 

campus. He said just trying to locate different departments on campus can be challenging and a 

student could easily get lost. Sometimes he would ask for help to get assurance, and he noted 

how sometimes he would “research information online prior to asking for help” because 

whatever he found online might have led him to something else. Kash said he focused frequently 

on time management and asking for help in his strategies to navigate the college campus. When 

he was a freshman on campus he would go to the different program directors and visit with them 

daily, and they would check on him and ask him how things were going in his life. Kash 

explained,  
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 A lot of programs and a lot of teachers, staff, professors, they want to see students 

succeed and honestly, we take advantage of that. I’m so thankful, especially of my 

teachers in high school. Like the preparation they did for us, they play a huge role and I 

don’t think they get enough credit for what they do because they do shape and impact our 

lives. It’s just us, the students who don’t appreciate it.  

Kash’s quote highlights the need for students to take greater ownership of their learning process 

and take advantage of the opportunities made available to them. Rex would also ask for help, 

which included asking fellow students for their input. He said students were helpful and gave 

good advice on how best to develop academic and social systems, a theme which is discussed 

further below.  

Developing a System 

 

  Cat asserted that “developing a system or determining the best direction to take in life” 

was helpful to her in navigating the college campus and choosing the university. Cat has faced 

different barriers in life, and she knew she needed to figure out logistically where she could go 

for resources, who she could contact for help, and how she could navigate public transportation 

to be successful in school. In developing a system for herself, Cat knew that going too far away 

from where she was raised might not be the best idea. She recognized that navigating college can 

be difficult enough by itself and did not want to complicate life outside of the classroom any 

further. 

 Key also shared that she believed in developing a system to best navigate the college 

environment. Her system included spending about two weeks learning the “ins and outs” of the 

university, which also consisted of learning the names of the building, how facilities worked, and 

generally trying different things.  
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Learning the ins and outs also includes gathering information, which is the next strategy 

discussed below.  

Gathering Information 

 

  Cat believes in the power of information gathering and through this process she feels she 

has been able to develop a “thicker skin.” She used to “go with the flow” of what people would 

tell her, but now she does her own research to cross-compare what she has been told. Cat feels 

that such information-gathering has helped her and other students to make better decisions, while 

also helping identify what they hope to accomplish. In Rex’s pursuit to gather information, he 

took a physical approach and obtained a map of the campus. He then walked around to every 

department, confirmed the location he had selected on the map, and then collected information 

and resources on that specific area. Rex’s strategy can also be considered a useful way to 

network and get engaged on a college campus, a strategy which is discussed in the next section.  

Networking and Engagement 

 

  In addition to walking around campus, Rex engaged and networked with his classmates 

and took their advice to better navigate the college environment. Ambee’s preferred engagement 

strategy was to use her “elevator pitch.” She did not use her elevator pitch to secure a job, but 

rather to connect with people across the campus, allowing them to learn more about her in a 

process that requires a minimal amount of time. Cat believed that networking is important to 

getting connected to the college campus, but she stated that a student must do more than talk to 

advisors and participate in campus activities.  

 Cat’s round-trip commute to campus can take four to five hours, so, when she decided to 

get involved on campus, she said that she really needed to make it count. Lana also believed in 

networking with other students to get connected to a college environment, and would specifically 
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form study groups with people from her classes. Jo-Jo focused her networking and engagement 

on talking to other people and seeing what worked for them in the college environment. Jo-Jo 

felt that if she has questions, through networking she has been able to gain additional support. 

Osendam’s strategy for networking included wanting to leave a good impression with the people 

she was connecting with, and her statement below highlights the need for establishing good 

relationships. Osendam said,  

Be as excited to see them as I want them to be excited to see me. And, people are going 

to want you because they like you. Generally, people don’t like people who are moody, 

or crazy, or imbalanced. So, I try to be somebody stable, and that they can come to me as 

well as I can come to them. 

Row’s strategy for getting connected to the campus included talking to people and being  

open to meeting new people. When Row first arrived at the university, she did not want to meet 

anyone, and she was solely focused on graduation and trying to finish school. However, Row 

realized, “in life it’s about who you know and who can help you, so at the same time I had to use 

resources, so I can go through the campus.” Some of those resources for Row included joining a 

campus organization, learning about the offered tutoring services, and identifying useful ways to 

succeed in college. Row’s start at the university was hard because of her conditional acceptance; 

however, she has been determined and motivated to graduate, strategy factors which are explored 

below.   

Persistence, Drive, and Motivation 

 

 Ambee said that she pushes herself very hard and no matter what the task requires, she 

will get it done. She tells herself, “You’re gonna understand it [academic material]. You need to 

do it. It needs to get done, and you can do it.” Ambee stated she is always trying to earn the best 
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grades. As a result of her hard work, she explains below the benefits she has been able to earn 

because of her GPA. Ambee explained,  

That’s gotten me the job that I have. It’s gotten me the 3.93 GPA that I’ve had. It’s gotten 

me dinner with the President [of the university]. That’s gotten me everything that I have 

now, but because I’m on top, [it’s because] I’ve networked, I’ve elevator pitched, I’ve 

excelled at my studies in every way possible. Whether its applying for a long scholarship, 

or taking time out to speak with somebody, I’ve done what nobody else wants to do. 

Cat has used drive and motivation to help her navigate the college environment, but she  

also said it was important for her to stay focused and set goals. Cat always knew she wanted to 

get a bachelor’s degree but did not realize that six years after graduating from high school she 

would still be working toward this goal. Cat said that sometimes it can feel discouraging, but she 

is reminded that her goal is not just something she was told to do, but something she is motivated 

to accomplish. Using the FCSP resources have been helpful to her in accomplishing these goals, 

and more details regarding this strategy are provided below.  

Utilizing Foster Care Support Program Resources 

 

 Cat explained that the support resources from the FCSP were helpful with any issues that 

came up on campus, including how best to secure a tuition waiver. The FCSP provides help in 

securing tuition waivers, securing housing, connections to community resources, and access to 

priority registration. Cat felt confident that she could handle any situation with their support. 

Dom, Lana, and Key also stated that the best way for them to get connected to the college 

campus was through utilization of FCSP resources. The transition strategies provided by the 

study participants help to establish a framework for the types of recommendations which are 

discussed later in Chapter Six. Below are my concluding thoughts for this chapter.  



108 

Concluding Thoughts 

  

The study participants provided in-depth responses about their transition experiences to 

the college environment. Some of the general themes and responses included being scared, 

wanting to receive more resources and support, the need for building networks and better 

dissemination of information, and more flexibility in programmatic requirements. However, 

creating a drilled-down list of what might be needed to help foster care students transition to the 

college environment may not be enough to address the negative outcomes of aging out of the 

foster care system (Lee & Berrick, 2014). There is a need to provide more meaning to the results 

provided in Chapter Five. Therefore, Chapter Six explores additional interpretations of the 

findings, their implications, and considerations for future research.  
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CHAPTER SIX 

DISCUSSION AND IMPLICATIONS 

This chapter provides an integration of my research questions, conceptual framework, 

and participant responses through a narrative method, to give voice and context to the transition 

experiences of former foster youth. In Chapter One, I provided background information and 

identified the purpose of the study. As a recap, more than 70% of foster care students between 

the ages of 15 and 19 have reported a desire to go to college, but, by the age of 19, less than 18% 

of foster care students are actually pursing a four-year degree, compared to 62% of their peers 

(Center for the Study of Social Policy, 2009). The purpose of this narrative study was to explore 

the transition experiences of foster care students from high school to the college environment. I 

later went on to discuss how the theoretical foundations for this study included Schlossberg’s 

(1981) transition theory and Rendon’s (1994) theory of validation. 

The general research question for this study is, “What have been the transition 

experiences of foster care students at the university, who have participated in the foster care 

support program?” My general research question shaped my two sub-questions: (1) What are the 

supportive practices foster care students identify as helpful in their transition experiences to 

college? (2) What events and practices have foster care students identified as not being helpful 

to them in their transition experiences? 

In Chapter Two, I provided literary support for my narrative study. The literature review 

began with a broad overview of the current state of the foster care system in relation to higher 

education. This overview was followed by a discussion about agency and departmental 

collaboration, which led to further review regarding the need for program effectiveness. The next 

step in the literature review examined compounding factors related to mental health and race-

based challenges, which also affect this student group. The last stage in the literature review 
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discussed the impact of agency collaboration, program effectiveness, and compounding factors 

on the transition experiences of foster care students to the college environment.  

A narrative study method was used in my research approach, as outlined in Chapter 

Three. The narrative method places a specific emphasis on the experiences of participants, as 

expressed in their lived and told stories, from their personal perspectives (Creswell, 1998; Patton, 

2002; Patton, 2015; Taylor & Bogdan, 1984). In Chapter Three, I also provided details about 

how I recruited study participants and the types of sampling methods used in the study. Chapter 

four provided demographic profiles of the individuals who agreed to participate in the study. The 

participant profiles offered additional context and insight into the individual responses and 

perspectives of the students as detailed in Chapter Five, where the study participants provided 

candid and transparent responses to the interview questions.  

The participants were willing to share their thoughts, perspectives, and insights in hopes 

that the information would create more awareness and advocacy for their group. I began with a 

focus on themes and responses to my general research question, followed by themes and 

responses to my research sub-questions. Some of the general themes and responses from the 

participants included being scared, wanting to receive more resources and support, the need for 

building networks and better dissemination of information, and more flexibility in programmatic 

requirements.  

The discussion and implications sections below provide additional context to the results 

in Chapter Five and offer insight into practices and strategies that can be used to support this 

student group in the future. The discussion and implication sections present a mixture of 

information from my literature review and conceptual framework, as well as the students’ lived 

experiences in narrative format through their interpretation. All the titles for the emerging themes 
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in the discussion and implication sections are based on In vivo coding, the actual words of the 

study participants. As the students’ perspectives are important in helping to facilitate 

collaborative efforts, we begin with a discussion of my narrative study (Randolph & Thompson, 

2017; Rendon, 1994).  

Discussion 

 

The discussion section is designed to provide more meaning to the results presented in 

Chapter Five and helps to support the implications and future research recommendations 

described below. Providing this additional meaning includes exploring how the participants 

arrived at their perspectives, understanding what may have caused their interview responses, and 

helps administrators to make the appropriate adjustments needed for more effective 

programmatic support in the future. The participant responses in this study were affected by two 

key areas. The first influential area included the participants’ responses to their own self-

described personal values, while the second consisted of the participants’ responses to their self-

described outlook on life.  

Although the discussion section is structured in two parts, the information below should 

not be considered new information but rather a reframing and additional context given for the 

responses in Chapter Five. The discussion section is also foundational in terms of providing 

context for the type of support structures and research agendas needed for the future, because 

more insight is gained through understanding the student’s outlook on life and what they value. 

Both personal values and outlook on life have been highlighted below in separate sections, with 

categorical themes under each area offering more contextual information regarding the roles 

played by the two areas in the overall responses of study participants. We begin by examining 

the values identified by the study participants. 
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What Study Participants Value 

 

  Some of the major areas valued by the study participants were family and friends, 

honesty, integrity and respect, stability and commitment, and community support. Although 

numerous values were described by the students, the items detailed below were included in the 

list if there were at least two or more respondents for each specific value. These values help 

illustrate why participants responded the way they did in the results section, and we begin with 

family and friends.  

Family and friends. Lana, Jo-Jo, Key, and Dom all referenced family and friends as a 

value, which suggests why, in Chapter Five, seven study participants identified family and 

friends as a support resource in their transition experience to college. The third of the four factors 

identified in the transition theory is support. Support is classified into three groups, one of which 

includes interpersonal support (Schlossberg, 1981). Interpersonal support refers to intimate 

relationships, family units, and networks of friends, all of which play a role in the cross-system 

collaboration needed to help these students cope with the college transition process (Noonan et 

al., 2012; Schlossberg 1981). 

Lana mentioned family and companionship as motivators in her life necessary for her to 

succeed. Dom said that her only motivation to go “so hard” is her two boys. Key’s value for 

family stemmed from her time living with her friend’s family and being integrated into their 

household. She now has a new little brother, and a mother who checks up on her every once in a 

while. Key said that she now has a functioning family and as a result family and friends have 

become important to her, along with honesty, which is highlighted below.  

Honesty, integrity, and respect. In Chapter Five, study participants discussed  

perceived support as a theme. Perceived support consists of conditional resources given to 
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participants based on their participation or non-participation in attending workshops, or promises 

of support that were made but the benefits of which were never received. The study participants 

wanted people in their lives to be respectful, upfront, and honest with them, which suggests why 

Ambee, Lana, and Key referenced honesty, integrity, and respect as a value. Those persons who 

choose to work with this population must ensure that the delivery of services takes place in a 

well-established relationship, developed through trust. Mentors and professional staff need to be 

authentic and engaged while working with former foster youth and this relationship cannot be 

facilitated when dishonesty exist (Salazar et al., 2016b).  

  Rendon (1994) recognizes the importance of making connections with students; 

therefore, the first element of the validation theory, the responsibility for initial contact with the 

student, rests on institutional agents as this connection can be vital to the students’ transition 

success. Ambee is one participant who values honesty because certain situations she has 

experienced have brought her false hope regarding people who were supposed to help or wanted 

to help and could not. Such inconsistency, as displayed in Ambee’s life, suggests why study 

participants also value stability and commitment, which is further explored below. 

Stability and commitment. The transition needs of students who are aging out of the  

foster care system into adulthood are not well understood (Lee & Berrick, 2014). Many foster 

youth leave their foster care placements with lower academic performance, housing instability, 

and economic uncertainty (Lee & Berrick, 2014). This student group has been highly mobile, 

and in turn have lower academic performance (Amechi 2016; Unrau et al., 2017). Consequently, 

youth who have been placed in foster care and who are considering college desire stability in 

their placements and a commitment from campus support programs that will help them to be 

successful. The fifth element in the validation theory emphasizes the knowledge that validation is 
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a developmental process that should not be viewed as having an end, but is instead ongoing 

(Linares Rendon & Munoz, 2011).  

 The ongoing developmental process provides a sense of stability and commitment for 

those who are being validated. Schlossberg (1981) outlines in the first element of her transition 

theory the idea of situation, which considers the duration of the event as a means of 

understanding how people cope with their transition. Recognizing early on that the duration of 

validation is developmental and ongoing creates a sense of stability and commitment, which in 

turn helps foster care students cope with their transition experiences, thereby supporting the 

notion validation theory and transition theory should be considered simultaneously (Linares 

Rendon & Munoz, 2011; Rendon, 1994; Schlossberg, 1981).  

From the participant’s perspective, Cat, Key, and Henry referenced stability and 

commitment as a value. Key values stability because she did not have much of it growing up. 

She described commitment as important because people can be fickle. When things do not go 

right for them, they are quick to leave and wash their hands of her. Cat shared that growing up 

she was constantly moving around. Even within her first year of college, she moved at least three 

or four times, and as a result has always felt a sense of chaos. Cat has lived primarily out of 

boxes because she was too scared to put roots down anywhere, just in case she needed to hurry 

up and move again. As Cat has reflected regarding her experiences, it is apparent that stability is 

dependent on community support being made available to the participants, and this value is 

described below. 

Community support. Assisting foster care students in their college transition experience 

requires cross-system collaboration between community and school-based agencies to align 

goals at all administrative levels (Noonan et al., 2012). Cross-system collaboration is important 
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because many foster care students worry about employment, housing, transition planning, and 

life after college (Mitchell et al., 2014). To help curb some of the foster care students’ concerns, 

findings from Lane (2016) revealed how participants were positively affected by multiple 

support systems. These support systems include churches, caseworkers, foster care parents, and 

different non-profit agencies that help with completing college applications, essay writing, and 

moving the students into college (Lane, 2016).  

Some foster care students will need the additional motivation throughout their transition 

experiences, which suggests why some study participants listed community support as a value as 

well as an important resource in Chapter Five (Lane, 2016). Similarly, in Schlossberg’s (1981) 

transition theory and Rendon’s (1994) validation theory, a person’s ability to cope with the 

transition and to feel validated throughout the process is influenced by the level of interpersonal 

and institutional support the individual receives (Lane, 2016).  

Key and Osendam referenced community support as a value. Key values emotional  

support; she needs someone to treat her like an individual and empathize with what she has been 

through and not compare her to others. Osendam has placed a strong value on support in the 

form of building a community. Osendam’s views have changed over time and she has become 

more open-minded; her outlook on life appears to have shifted. A student’s outlook on life can 

impact their ability to cope with a transition as well as shed light on how the study participants 

responded to the interview questions in Chapter Five (Evans et al., 2010; Schlossberg, 1981). 

Below more information about the respondents’ outlook on life is presented.  

Outlook on Life 

 

The outlook on life for all 11 participants was concentrated within three major areas. 

Some participants focused on the areas of career readiness and happiness and enjoyment, while 
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others concentrated on how life can be hard, with an emphasis on negotiating choices. 

Schlossberg’s (1981) transition theory and Rendon’s (1994) validation theory also provide a 

framework by which a person’s ability to cope with the transition is influenced by the level of 

interpersonal and institutional support and an individual’s own outlook on their life. Many of the 

campus support programs in place seek to change the students’ outlook on life (Mitchell et al., 

2014). In the case of this study, the student’s outlook on life and their list of self-described 

values helps explain how the participants arrived at their perspectives and what may have caused 

their interview responses in Chapter Five. The student’s outlook on life also helps to support the 

implications and future research recommendations described below. We begin with their 

descriptions of having a career-ready mindset below.  

Career readiness. Some students have been a part of the foster care system since  

infancy (Amechi, 2016; Unrau et al., 2017). Many of them have expressed doubt and fear about 

being on their own, lacking financial resources, and not knowing what their futures may hold, 

which indicates why the participants value career readiness (Mitchell et al., 2014). Barnow et al. 

(2013) state that receiving job preparation services and income support services can increase the 

odds of positive outcomes in the students’ futures, which speaks to the reasons the respondents 

listed networking and engagement as one of their transition strategies during the interview 

process.  

 In the transition strategies section, Cat discussed how networking is important for 

purposes of getting connected to the college campus and helpful for securing future job 

opportunities. This perspective helped me to understand why Lana is focused specifically on her 

career and does not spend a lot of time on campus, going only to class and to work at a nearby 

hospital. Key is also focused on career readiness, and discussed going straight through to the 
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university’s dual degree program for a Master’s in Social Work and eventually attending law 

school to become an attorney. Helping other people, changing their lives, and inspiring them are 

all pursuits which make Key happy. Likewise, the participants below described how their 

outlook for life focuses on happiness and enjoyment.  

Happiness and enjoyment. What is important to take away from a study like of Lane  

(2016) are the descriptions provided by the participants. The participants in Lane (2016) faced an 

interesting juxtaposition; they experienced not only racial challenges, but also dealt with their 

status as former foster youth. The participants in my study face a similar juxtaposition whereby 

they have detailed hardships in their lives such as being homeless and living in a car, but still 

desire happiness and enjoyment from life. There is a complexity in supporting and understanding 

the multiple identities associated with foster care students (Lane, 2016). Ambee, Cat, Henry, 

Osendam, and Row all mentioned during the interview process that they had encountered stress 

at some point in their college transition experiences. However, some of these same participants 

describe their outlook on life as generally positive. In Geenen et al. (2014), despite their 

circumstances, the participants exhibited significant gains in hope, emotional empowerment, 

transition preparation, and quality of life. The findings in Geenen et al. (2014) also provide 

support for Rendon’s (1994) validation theory.  

 Validation is present for students when they feel more capable of learning and they 

develop a stronger sense of self-worth and self-development (Linares Rendon & Munoz, 2011). 

By displaying gains in hope and quality of life, there is an impact on the students’ notion of self 

and how they view their own lives (Linares Rendon & Munoz, 2011; Schlossberg, 1981). Jo-Jo 

wants to be happy and successful no matter where life takes her. She defined happiness as 

enjoying herself, being married, living on her own, traveling the world, and having no financial 
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struggles. Ambee also wants to be happy. The next section below focuses on implications, 

specifically related to administrators and the FCSP.  

Implications 

 

My study focused on the experiences of foster care students in the FCSP who have 

successfully navigated their pre-college experiences and are currently enrolled in the university. 

Findings from my research study in conjunction with the implications listed below are important 

for helping better serve former foster youth. The implications are broken down into two separate 

sections, the first of which is for administrators and the second for the FCSP. 

Implications for Administrators 

 

 Emerging themes for this section include the need for more humanity and more training, 

as well as student responsibility. Each implication section is grounded in material from my 

literature review and conceptual framework, as well as the students’ lived experiences in 

narrative format through their interpretation. First, we discuss the need for more humanity.  

 Need for more humanity. Salazar et al. (2016b) recommend researchers and 

practitioners be aware of how sensitivity to topics may develop for this population, and that 

delivering services in a highly skilled, intentional, and non-threatening manner is important. 

Many foster youth are not looking for pity or to be another number on someone’s caseload. 

Former foster youth want assistance to become more informed about college opportunities and 

how best to begin the college navigation process (Wolanin, 2005).  

 Lana during her interview stated that she did not want to feel like a charity case and being 

treated in such a manner is embarrassing. She is not interested in feeling sorry for herself 

because transitioning to the college environment represents her ability to move away from some 

of her past experiences. Henry stated that he wanted to be treated like a human. Row wants 
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administrators to be respectful and to stop with all the sympathy semantics. She said people need 

to be aware that foster care students are human beings. Row explained that she does not want to 

be treated like a baby; she has matured much faster than the average college student and wants to 

be treated with respect.  

 Dom mentioned that she would like administrators to be more understanding and 

recognize that the background of this population can differ from that of some of the students who 

grew up with their mothers and fathers. Osendam wants administrators to know how every day 

can be a struggle for foster care students. Cat believes that administrators will need to be more 

understanding and realize how they are sometimes the only guides to help students navigate 

difficult situations. To feel more equipped in helping former foster youth navigate difficult 

situation requires more training, which is described further below.   

 Need for more training. The results from Kirk and Day (2011) discussed how the 

method of delivery for information and knowledge within the campus setting were important for 

the transition needs of foster care students. Students felt that they could learn more about campus 

life and scholarships for college (Kirk & Day, 2011). Better methods of delivery can be learned 

through training. Clemens et al. (2017) highlight an important issue related to agency 

collaboration, as many of the current collaborative efforts do not take into account the training 

and staffing needs required to provide trauma-informed care for former foster youth. Many of the 

other results found in the relevant literature focus on identifiable barriers to the educational 

outcomes for foster youth, challenges in supporting this population, and themes related to their 

unmet needs, but do not consider the direct need for staff training (Hernandez & Naccarato, 

2010; Noonan et al., 2012; Weinberg et al., 2009). 
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 Ambee stated that training is a must. She believes that training should focus on being 

more considerate of the different challenges students face. She wants administrators to not 

project their personal views and values onto the students. Cat believes that administrators need 

more practical skills training and to be able to navigate difficult conversations. Dom stated while 

the FCSP staff may be well-versed in working with this population, professors have no clue what 

is going on. She explained that professors need a training class or two on appropriate language 

and tactics to use with students. Key believes that administrators need more training on soft 

skills, which she defines as the ability to relate to students, having empathy for them, learning 

how to talk with people and not at people, and being able to connect with students personally. 

Row shared similar sentiments on administrators needing more training in learning how to deal 

with students. Kash, too, believes that more training is needed; however, he also believes that 

students have a responsibility in their transition process, a view which is further explored below.    

Students also have a responsibility. In Kirk and Day (2011), student participants  

reported a greater satisfaction with training for enhanced life skills when they could reflect on 

and take responsibility for their actions. Row would like administrators to be more 

understanding, but to also give students the freedom to be adults and allow them to make 

mistakes and grow from those experiences. Kash believes that administrators are currently doing 

a good job and it is up to the students to do their part and meet the staff members half way. He 

stated that people have provided open-door opportunities for him, and students need to do a 

better job of utilizing the advantages with which they are presented. Kash said that he has 

workshops, programs, and different development opportunities from which he can choose and he 

finds them useful. Similarly, he encourages other students to participate in trainings and 

workshops to gain the skills necessary to succeed in their transition experiences.  
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 Although students can take more responsibility in their transition experiences, there are 

some programmatic enhancements which can be made to help former foster youth succeed in 

college; these enhancements are described below.  

Implications for the Foster Care Support Program 

 

Randolph and Thompson (2017) used a systematic review process to uncover what is  

known about campus support programs in two ways: 1) by utilizing the students’ view of their 

programmatic experiences, and 2) by discussing the interventions needed to improve their 

college success. To mitigate some of what the study participants considered not helpful in 

Chapter Five, the implications for the FCSP listed below can serve as interventions to help 

former foster youth in their transition experiences. As previously noted, through an increased 

level of understanding and a new perspective on students’ transition experiences, professionals 

and advocates can work to make improvements for college education and training outcomes for 

foster youth students (Taussig et al., 2010). The improvements for college education and training 

outcomes can also happen at a policy level. In this section, the emerging themes include better 

policies and resources, mentorship and coaching, and more fluidity in the transition process. 

 Better policies and resources. Many foster care students are worried about employment, 

housing, transition planning, and life after college (Mitchell et al., 2014). Some foster care 

students may need additional motivation and encouragement through their transition experiences 

from high school to college (Lane, 2016). Likewise, in Schlossberg’s (1981) transition theory 

and Rendon’s (1994) validation theory, a person’s ability to cope with the transition and feel 

validated throughout the process is influenced by their level of interpersonal and institutional 

support, which may come in the form of support resources (Lane, 2016). Dom believes that 

better policies and resources are needed for student funding and class training options.  
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 According to Dom, there should be a general class offered to students who are aging out 

of the foster care system that discusses college life and the different opportunities of which 

students can take advantage. Jo-Jo also stated that administrators should be focused on securing 

more resources, particularly in the form of funding. Jo-Jo mentioned that some students do not 

have transportation to make it to a doctor’s appointment, and some students are unable to secure 

health insurance. While the students are appreciative of their DCF tuition exemptions, they 

recognize they are still responsible for other expenditures associated with going to college.  

 Some of the study participants would like to see changes in the current state policy 

related to the length of time the DCF tuition exemption is available to them. Currently the DCF 

tuition exemption is only available until a student reaches 28 years of age (FLA. STA. §1009.25, 

2012). However, Osendam mentioned in Chapter Five that she did not know she was eligible for 

the DCF tuition exemption until she was into her 20s. While the DCF tuition exemption has the 

potential to support students beyond their bachelor’s degree, Osendam realized because of her 

late start to college, she is limited in her remaining time of eligibility for the DCF tuition 

exemption.  

 Educational outcomes for children in foster care may be improved if they have trained 

and informed adults serving as their advocates within the school system (Center for the Study of 

Social Policy, 2009). There needs to be a deployment of academic resources earlier on in the 

foster care system to help foster youth make it to college sooner or more policy advocacy is 

needed to extend the age of eligibility for the DCF tuition exemption beyond 28 years of age. 

The extension of the age eligibility can be based on a standardized rule, that states a student must 

currently be enrolled in a degree seeking program by time they reach 28 and will then be eligible 

for a continuation of funding for purposes of completing their degree that is in progress. State 
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policy makers can incentivize innovative programming and expand upon current practices to 

ensure the effectiveness of resources that are being provided to children (Center for the Study of 

Social Policy, 2009). Foster care support programs can then use collected data from future 

enrollment and  graduation rates to further support the proposed changes in the statute.   

 Ambee believes that better resources should also include scholarships which are not so 

stringent on program requirements, providing an example of how some of her scholarships 

require full-time enrollment; if she is enrolled in content-heavy courses, however, then taking the 

full-time course load can be detrimental to her overall academic performance. Key believes that 

colleges should have a federally-funded program specifically for students who have been in 

foster care or have been considered homeless. Other federally-funded programs support 

economically disadvantage students, but she wanted to point out that there are students who have 

no income and no support system at all. This complete lack of any support system for some 

students speaks to the reasons that transition to the college environment was describe as hard, 

difficult, and scary by participants. Former foster youth would therefore suggest more support in 

the form of mentorship and coaching, which are described further below.  

 Mentorship and coaching. Foster care students who are transitioning to college need 

flexible, individualized, and creative approaches to overcoming some of their personal and 

academic obstacles, a process that can take place through mentorship (Geenen & Powers, 2007). 

Mentors and professional staff must be authentic and engaged while working with this student 

population (Salazar et al., 2016b). Advocacy, reliability and consistency, and assistance in 

making social connections were all characteristics described as necessary for mentors to possess 

by those working to improve program effectiveness (Salazar et al., 2016b).  
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 Ambee said she appreciated the buddy system offered to her through the FCSP. However, 

she stated she would like the program to continue beyond orientation and her first semester in 

school. Jo-Jo also agreed that being paired with a mentor was beneficial to her and she would 

like to see the resource extended for a longer period. Key believes that an enhancement for the 

college transition experience would be campus life coaches. Cat also believes that mentorship 

and coaching are important enhancements needed for foster care students. She mentioned that 

having someone to connect with is critically important in terms of developing practical life skills 

and advice.  

 Results from Clemens et al. (2017) placed a large emphasis on the emotional 

consequences of foster care students’ exposure to the foster care system and their ability to 

manage the demands of their personal lives and educational experiences. Therefore, more 

fluidity is needed in the overall transition process to help students balance the competing 

demands in their personal lives and educational experiences. More information on the transition 

process fluidity can be found below.  

More fluidity in the transition process. When analyzing individual needs and 

developing strategies for program effectiveness, it is important for practitioners to make sure that 

their line of questioning and models of transitional planning are not intimidating and are easy for 

their clients to understand (Lane, 2016). Foster care students have already faced educational 

barriers such as placement instability and academic deficiencies. Consequently, there is great 

delicacy needed to help the former foster youth through their transition planning and make the 

process as smooth as possible for them (Lane, 2016; Unrau et al., 2012). 

 Cat shared how a more streamlined process should be developed that explains all the 

forms that need to be completed by a student for them to enroll in college. The names of 
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programs and case managers are constantly changing and a centralized place for this information 

would be helpful. Key stated that more clear instructions and directives need to be provided on 

how to submit the tuition waivers each year. She said she has come across students who are 

struggling with completing the documentation yearly, and any assistance in this task would be 

helpful. 

 Rex mentioned that administrators should simply make the transition process to the 

university easier and speak to students to learn their opinions on what changes or improvements 

can be made. Researchers and practitioners can then serve as education advocates by using the 

developed knowledge base and improved process fluidity to make recommended changes in 

social policies (Salazar et al., 2016b). The changes in social policies can later be used to secure 

resources in order to ensure program effectiveness and that the transition needs of this population 

are being met (Salazar et al., 2016b). Ensuring program effectiveness can also occur through 

future research, which serves as the final recommendation for the study and is described in more 

detail below. 

Future Research 

 

The purpose of this narrative study was to explore the transition experiences of foster 

care students from high school to the university, and to identify contributors to their adaption 

into the college environment. However, more research is needed on the contributing factors 

which may impact the transition experiences of this student group. Through an increased level of 

understanding and a new perspective on students’ transition experiences, professionals and 

advocates can work to make improvements in college education and training outcomes for foster 

youth students (Taussig et al., 2010).  
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There are four emerging themes for future research, which include further investigation 

of students’ self-development, program effectiveness, distinctions between foster care and 

homelessness identity, and the transition experiences of non-FCSP students. We begin below 

with the recommendation for future research on the self-development of foster care students. 

Self-Development 

 

 The second and third elements in the validation theory speak to the idea that when 

validation is present, students feel more capable of learning and develop a stronger sense of self-

worth and self-development (Linares Rendon & Munoz, 2011). During the interview process, 

participants were asked to describe whether their self-development had increased, decreased, or 

stayed the same during their transition process to college. The idea was to learn more about 

whether the students had developed a stronger sense of self-development; if so, validation would 

be present. If their self-development had stayed the same, then the responses from the study 

participants could be used to strengthen recommendations on how best to continue supporting 

their self-development in the future, which would allow validation to become present.  

 The study participants generally indicated that their self-development had improved, 

stayed the same, or a combination of both. However, no participant felt as if their self-

development completely decreased throughout their transition process to the university. To 

provide additional context as to why former foster youths’ self-development should be explored 

in future research, I wanted to share Ambee’s and Osendam’s perspectives. Ambee believed that 

her self-development had improved; she said that she wanted to get better at building 

relationships, but did not trust people because the people she has trusted are the ones who have 

hurt her. Osendam likewise believed that her self-development had improved, comparing it to 

breaking a bone and then needing to reset it properly. She said that changes in her self-
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development have been hard; it has not been an easy process because she has done a lot of work 

to undo past hurts, and she is finally healing old scars.  

Highlighting improvement methods or improvements in self-development for  

marginalized and underrepresented groups through intervention and experiential learning 

projects will provide more in-depth understanding of the types of services needed for this 

population (Kirk & Day, 2011; Mitchell et al., 2014; Salazar et al., 2016b). Therefore, future 

research is needed to explore the different components associated with a former foster youth’s 

self-development, and how the status of their self-development can impact their transition 

experiences to the college environment. Below information on program effectiveness as the next 

recommendation for future research is presented.  

Program Effectiveness 

 

A growing number of colleges have developed campus support programs based on the 

perceived needs of foster care students, without the appropriate feedback from the participants; 

this omission places the effectiveness of these programs into question (Salazar, 2012; Samuels & 

Pryce, 2008). Even with the current agency collaboration and program models in place, we know 

that college attendance rates are less than 9% for foster care students within 12-18 months of 

their discharge from the foster care system (Courtney & Piliavin, 1998; Hernandez & Naccarato, 

2010; Pecora et al., 2006). These college rates are reflective of the educational instability faced 

by this population and substantiate the need to further research program effectiveness for the 

current services in place for foster care students (Noonan et al., 2012). My study was focused on 

the transition experiences of former foster youth from high school to college, and not the 

effectiveness of the FCSP. Measuring program effectiveness in the literature has been 

accomplished by performing program evaluations, feasibility and usability testing, and deploying 
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descriptive case studies, all of which are methods which could be utilized in future research 

(Kirk & Day, 2011; Lane, 2016; Salazar et al., 2016b).  

 To provide additional context as to why program effectiveness should be explored in 

future research, I wanted to share some of the perspectives from the study participants who 

identified certain practices as not helpful during their transition experience. Lana said that the 

FCSP can be intimidating and she did not have any other thoughts on the topic. Jo-Jo mentioned 

that some of the mandatory FCSP workshops were not helpful because they were not aligned 

with her personal interests or her major.  

 Even with the best intentions of measuring program effectiveness, there are additional 

practical challenges facing this population that affect their college transition experiences 

(Clemens et al., 2017). Some of these practical challenges can be considered compounding 

factors on top of an already complex label and identity of being a foster care student (Clemens et 

al., 2017). The compounding factors for former foster youth can differ between those who were 

in foster care and those who were homeless, and the contrast between the two identities is 

explored further below.  

Foster Care Versus Homeless 

 

 For purposes of my study, foster care students included any student who met the 

qualifications for the homeless tuition exemption or the DCF tuition exemption as outlined in the 

requirements for the FCSP. Therefore, a foster care student is a student who lacks a fixed, 

regular nighttime residence, lives in a public or private shelter, has been in DCF custody, 

adopted from DCF, placed in guardianship, or has been in the custody of a relative or non-

relative for care and support (FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012). 

Although the definition used in this study is aligned with the requirements for the FCSP at the 
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university, some may consider it to be too broad. Distinctions exists between former foster youth 

and those who were formerly homeless.  

 Through this research study, the distinction has become apparent in two ways. The first 

way is based on how the FCSP supports recipients of the DCF tuition exemption and the 

homeless tuition exemption. Two separate exemptions exist because there are different criteria 

used for each, which suggests that the college transition experiences of students who qualify for 

one exemption or the other could differ. The homeless tuition exemptions are for students who 

lack a fixed, regular nighttime residence, or their primary residence is a public or private shelter 

(FLA. STA. §1009.25, 2012). The DCF tuition exemptions are for students who at the age of 18 

were in DCF custody, adopted from DCF, placed in guardianship, or were in the custody of 

relative or non-relative care (FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012). 

 The second distinction is based on the direct responses from study participants in Chapter 

Five who specifically referenced homelessness during their transition experiences. Ambee, Jo-Jo, 

Row, Key, Kash, and Rex all discussed homelessness as a part of their transition experiences. 

Ambee said she was focused on food and where she would sleep, in comparison to other FCSP 

participants who lived in a house with relatives who just happened to not be their biological 

parents. Although both groups of students are a part of the FCSP, their transition experiences to 

the university have been different, and this distinction should be further explored in future 

research.   

Non-Foster Care Support Program Students 

 

 Delimitations are different elements which limit the scope and help to define boundaries 

for a study (Simon & Goes, 2013). I selectively limited the focus and scope of the study to the 

FCSP at the university because they currently work with more than 100 undergraduate foster 
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care students. I mentioned in Chapter One that there may be several students who self-identify as 

foster care, but I explained that I would be using the criteria which aligned with the participant 

requirements for the FCSP. I subsequently focused on participants who were enrolled in an 

undergraduate, degree-seeking program and maintained good academic standing, while also 

meeting the qualifications for the DCF tuition exemption or the homeless tuition exemption 

(DCF, 1970; FLA. STA. §39.5085, 2012; FLA. STA. §1009.25, 2012). However, there are foster 

youth who are enrolled for a degree-seeking program and are in good academic standing, but do 

not know about the tuition exemptions and may not be connected to a campus support program. 

This distinction is important because six study participants from my study listed the FCSP as 

their only campus involvement. Rex, Row, Ambee, Dom, Cat, and Lana all mentioned that the 

FCSP was their primary or only involvement with the university and they would not have been 

connected to the institution otherwise.  

 Study participants also discussed their concerns regarding the dissemination of 

information related to resources and support available to them. The irony is that the concern for 

the dissemination of information came from students who were connected to the FCSP, therefore 

the experience of obtaining information for those not connected to a campus support program is 

likely more difficult. Osendam explained how she did not know she was able to get waiver until 

she was in her early 20s, and when she did figure out she had a waiver, she struggled with the 

steps necessary to secure one. If study participants wanted more information about college and 

would like to see more fluidity in the transition process, further research is needed on the 

transition experiences of those students who are not connected with any campus support 

program.  
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Final Conclusion 

 

The educational trajectory of foster care students in the United States has often been 

delayed or dismantled because of academic deficiencies, unstable home environments, lack of 

advocacy and support, and mental and emotional challenges (Batsche et al., 2012). Educational 

attainment for foster care students is far lower than that of the general population, and barriers 

still exist for this student group (Salazar, 2012). However, there are foster care students who 

have been able to successfully navigate the educational pipeline and complete a college degree 

(Salazar, 2012). My narrative study challenged previously-held beliefs and contributed new 

knowledge to the field by using an anti-deficit framework to focus on the experiences of foster 

care students in the FCSP who have successfully navigated their pre-college experiences. Foster 

care students have never really been given a chance to catch up educationally (Batsche et al., 

2012).  

More research and content knowledge needed to be developed about students who, 

despite their complications and shortcomings, have transitioned, stayed, and persisted through 

college (Harper, 2010), in this case foster care students in the FCSP. The results from this 

narrative study provided in-depth responses about these students’ transition experiences to the 

college environment. The results in conjunction with the implications provided earlier in this 

chapter will help better serve this student population (Samuels & Pryce, 2008). However, it is 

important to keep in mind how creating a drilled-down list of results and implications may not be 

enough to address the negative outcomes of aging out of the foster care system (Lee & Berrick, 

2014).  

There is, and will continue to be, a need for the development of research agendas which 

will provide clearer guidelines on the types of resources needed to support foster care students in 
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their transition to college, along with a need to create more awareness for a group who is 

typically forgotten (Mitchell et al., 2014).   
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APPENDIX A 

 

 RECRUITMENT EMAIL  

Greetings- 

 

My name is David Kenton and I am a Doctoral Candidate at Florida State University in the 

Higher Education program. I am conducting research on the transition experiences of foster care 

students from high school to the college environment. You’re eligible to participate in this study 

because of your involvement with the foster care support program at your university.  

 

Participation in the research study consist of two parts. The first part of the study is the 

completion of a short, general profile survey. The second part of the study is a 60-90-minute 

interview, to detail and describe your transition experiences to the university. If you are willing 

and able to participate in this study, please send an email to dkenton@fsu.edu. Participation in 

this study is completely voluntary and your responses will remain anonymous and confidential. 

 

If you have a question later, you are encouraged to contact Dr. Kathy Guthrie at (850) 644-6777, 

kguthrie@fsu.edu or David Kenton at (954) 740-7951, dkenton@fsu.edu.  

 

 

SAMPLE LANGUAGE for students to confirm participation can be found below- 

 

__Yes, I am interested in participating in the study. 

 

__No, I am not interested in participating in the study. 

 

__I have more questions, before I make a decision on participating in the study.  
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APPENDIX B 

 

 RECRUITMENT FLYER  

 

VOLUNTEERS WANTED  

FOR A RESEARCH STUDY 

 

Research Title:“The Forgotten Topic: a study on the transition college experiences of former 

foster youth.” 

 

Are you over the age of 18 and currently a participant in the Fostering Panther Pride program? 

 

We are conducting a research study about the transition experiences of foster care students from 

high school to a four-year university, and to identify helpful contributors to their adaption into 

the college environment. The participation commitment includes a survey and 1hour interview. 

There are no associated risk. Your privacy and confidentiality will be maintained throughout 

your participation 

 

 

 

If you have a question later, you are encouraged to contact Dr. Kathy Guthrie at (850) 644-6777, 

kguthrie@fsu.edu or David Kenton at (954) 740-7951, dkenton@fsu.edu. 

 (IRB number: 00000446) 
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APPENDIX C 

 

 INFORMED CONSENT  

 

Research Study-Informed Consent Form 

Research study title-“The Forgotten Topic: a study on the transition college experiences of 

former foster youth.” 

You are invited to participate in a research study about the transition experiences of foster 

care students from high school to the college environment. You were selected as a potential 

participant because of your involvement with a foster care support program at your university. 

The foster care support program at your university provides dedicated staff, academic and 

financial resources to foster care students to help them achieve success in their transition to 

college. The foster care support program and the university provided me with a list of potential 

students to be considered for this study. I am requesting that you read through this form and ask 

any questions you may have before agreeing to participate in the study. 

This study is being conducted by David Kenton, a Doctoral Candidate at Florida State University 

in the Higher Education program. 

Background Information: 

The purpose of this proposed study is to explore the transition experiences of foster care 

students from high school to a four-year university, and to identify contributors to your adaption 

into the college environment. Although the educational trajectory of foster care students in the 

United States is often delayed, there are foster care students that have been able to successfully 

navigate the educational pipeline and complete a college degree (Batsche et al., 2012; Harper, 

2010). This proposed study will challenge previously held beliefs, and contribute new knowledge 

to the field by focusing on the experiences of foster care students at the university, to learn more 

about actual, rather than perceived, contributors to their success while in college. 

Procedures: 

Once you have read and signed the informed consent agreement, you will be provided 

with further instructions on your role in the research study. Your participation will consist of two 

sections. The first part will be a demographic questionnaire, designed to ask you general 

questions to include, but not limited to your major, campus involvement, and your classification 

in school. The second part will be a 60-90 minute interview designed to gain further insight into 

your transition experiences to the university. You will then be provided with a copy of your 

interview transcript to determine its accuracy, along with my interpretations of the transcript, 

followed by you receiving portions of the preliminary findings of the study. 

Risks and benefits of being in the study: 

There are no known or anticipated risks as a result of your participation in the study. Some of the 

benefits to participation in the study include greater awareness of your campus resources, 

increased motivation for your degree completion, suggested programmatic improvements for the 
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foster care support program, and greater satisfaction in your collegiate experience.  

Compensation: 

You will receive a monetary gift card for your participation in the study.  

Confidentiality: 

The records of this study will be kept private and confidential to the extent permitted by law, and 

only researchers will have access to the records. I will not include any information that will make 

it possible to identify you or the university.  

Voluntary Nature of the Study: 

Participation in this study is voluntary. If you decide to participate, you are free to not answer 

any question or withdraw at any time without affecting relationships with the university or 

researchers. 

Contacts and Questions: 

You may ask any question you have now. If you have a question later, you are encouraged to 

contact Dr. Kathy Guthrie at (850) 644-6777, kguthrie@fsu.edu or David Kenton at (954) 740-

7951, dkenton@fsu.edu.  

If you have any questions or concerns regarding this study and would like to talk to someone 

other than the researcher(s), you are encouraged to contact the FSU IRB at 2010 Levy Street, 

Research Building B, Suite 276, Tallahassee, FL 32306-2742, or 850-644-8633, or by email at 

humansubjects@fsu.edu 

You will be given a copy of this information to keep for your records. 

Statement of Consent: 

I have read the above information. I have asked questions and have received answers. I consent 

to participate in the study. 

________________  _________________ 

Signature                       Date 

_______________  _________________ 

Signature of Investigator          Date 
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APPENDIX D 

 

 DEMOGRAPHIC QUESTIONNAIRE 

Greetings- 

Thank you for your participation in the study! Please take a few minutes to complete the items 

listed below. 

 

1. First and last name ____________________________________________ 

2. Classification/year in School ______________________________________ 

3. Age __________________________________________________________ 

4. Gender _______________________________________________________ 

5. Race/Ethnicity_________________________________________________ 

6. Major and intended career choice _________________________________ 

7. Last known home address/county residence __________________________ 

8. Self-reported GPA ______________________________________________ 

9. Organization/campus involvement __________________________________ 

______________________________________________________________ 

10. On-campus housing or off-campus housing ___________________________  

11. Do you identify as formerly homeless or a former foster youth?____________  
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APPENDIX E 

 

 INTERVIEW QUESTIONS 

Introduction questions 

 

• Tell me about your experience getting here to college? (Related to main research 

question) 

 

Questions grounded in Schlossberg’s transition theory 

 

• Would you consider your transition to the university predictable or uncertain? (Related 

to transition theory, types of transitions)  

 

• Talk to me about you, during this transition process.  

o What are some things you value? (Related to transition theory, SELF factor) 

o How would you generally describe your outlook for life? (Related to transition 

theory, SELF factor) 

o How would you generally describe some characteristics of who you are? (Related 

to transition theory, SELF factor) 

 

• Did you receive support during your transition to college? If so, generally describe in 

what ways you received support? (Related to transition theory, SUPPORT factor) 

 

• What strategies have you used to help you through your transition experiences, in 

navigating the college campus and getting connected to the institution? (Related to 

transition theory, STRATEGY factor) 

 

• Do you have stress now on campus? If so, how have you been able to manage the 

stress? (Related to transition theory, STRATEGY factor) 

 

Question grounded in Rendon’s validation theory 

 

• Let’s talk about your self-development, do you feel as if it has improved, decreased, or 

not changed at all since coming to college? (Related to validation theory, ELEMENT 2 

& 3) 

 

• Do you feel that you receive support here at the university in and out of the classroom? 

How so? (Related to validation theory, ELEMENT 4) 

 

 

• What suggestions and advice would you give to future foster care students that are 

coming to the university? (Related to research sub-questions) 

 

• What advice or suggestions would you give administrators that are trying to help foster 

care students that are transitioning to college? (Related to research sub-questions) 
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• What things did you find helpful and not helpful in your transition to college?  

 

• What enhancements can be made to the transition experience for foster care students 

from high school to college? (Related to research sub-questions) 

 

• How would you describe the transition experience to college in one sentence?  

 (Related to main research question) 

 

• How would you describe the transition experience to college in one word? 

(Related to main research question) 

 

• Do you think college administrators need more training and resources to 

 support you in your transition to college? (Related to research sub-questions) 

 

 

 

  



140 

APPENDIX F 

 

 INTERVIEW CHECKLIST 

DATE:  

 

TIME: 

 

INTERVIEW PARTICIPANT: 

 

 

1. Did the student sign the informed consent document? ______________ 

 

2. Did the student complete the demographic survey questionnaire? _____________ 

 

3. Re-introduce yourself to study participant __________________ 

 

4. Check audio-recording device and appropriately label the file with the date and 

participant pseudonym _________________ 

 

5. Avoid using negative statements _______________ 

 

6. Be mindful of your interview time, set the timer with 15 minutes remaining ___________ 

 

7. Be specific in your request for information ______________ 

 

8. Have you clearly articulated difficult to understand terms and acronyms? _____________ 

 

9. Bring in concluding ideas _____________ 

 

10. Provide follow-up instructions for member checking ______________ 

 

11. Thank the individual for participating in the study and assure them of the privacy and 

confidentiality with their responses _________________ 

 

12. Complete personal journaling_____________________ 
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APPENDIX G 

 

 PERSONAL JOURNAL 

 

DATE:  

 

TIME: 

 

INTERVIEW PARTICIPANT: 

 

 

• What stood out to you the most in the student’s comments?  

 

• What was most memorable during the interview process? 

 

• Were there any positive or negative triggers for you while conducting this interview? 

 

• How did their comments make you feel? 

 

• Do you feel that the student was being truthful/transparent in their responses to you? 

 

• Are there other questions you would have wanted to ask the student? 

 

• Open response section  
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APPENDIX H 

 

 IRB APPROVAL MEMORANDUM 
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