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instruction and cohort models (Bueschel, 2009;Bradley, 2007; Gabriel 1999;
Witkow, 2012) and counselor-student engagement directed towards goal setting
and increasing student self-efficacy (Golden, 2003; Locke, 2002; Nutt, 2003).

Another important element of summer bridge programs is the accelerated
format. Sheldon (2010) reported, “Students were more successful and less likely
to withdraw from classes in compressed versus regular-length courses” (p. 41).
McCurrie (2009) reported while the research indicated that students who
successfully complete summer bridge programs are retained in greater numbers,
it also showed that these students’ GPAs were lower than their non-bridged

peers. Still Columbia’s 61% retention rate is above the national average (p.33).

Statement of the Problem
Researchers have suggested that summer bridge programs are producing
the immediate desired effect (Adams 2012, Garcia 2009, Keim 2010, Kezar
2001, McCurrie 2009, Strayhorn 2011, Taylor 2009, & Wathingon 2011).
However, there is a gap in knowledge regards to the continuing retention rates of
students who participated in the programs and the motivational factors that
influenced the students to participate in and complete the programs to begin

with.

Purpose of the Study

Using a mixed methods design, this study tracked students from four

previous summer bridge programs to investigate if the students were still in



college and if they were progressing through their academic program as
expected. Additionally, students were surveyed regarding the motivational
factors, both intrinsic and extrinsic, that influenced their decision to participate in
and complete the summer bridge programs. The purpose was to identify
motivational factors, both intrinsic and extrinsic, that contributed to student
success in summer bridge programs and to possibly identify interventions or
motivational strategies that can be transferred to the overall community college

academic experience.

Theoretical Bases of the Study

Ryan and Deci (2000) added two sub-categories to their previously
discussed Self-Determination Theory (Deci & Ryan 1985). These two sub-
categories are Cognitive Theory and Organismic Theory. Cognitive Theory
focuses on intrinsic motivation formed through self-efficacy, relationships, and
autonomy. Organismic Theory focuses on extrinsic motivation, which can have
both positive and negative motivational influences. Ryan and Deci (2000)
suggested that Organismic Theory has four categories. The first category is
External Motivation. This is the type of motivation previously used in lab rat
studies focusing on punishment/reward and is usually viewed as being an
ineffective form of motivation once the punishment and reward have been
removed. The second category is Introjection which is defined as motivation
based on how the individual believes they are perceived by others. The third

category is Identification, which is when the individual sees value in what they
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are doing and is therefore positively motivated. The final category is Integration,
which is when the external motivation has become internalized and is now on an
equal motivational level as intrinsic motivation. Traditionally, intrinsic motivation
has been the standard of motivation strived for by the academic community.
Recently however, researchers (Baker 2004, Hardre & Reeves 2003) have
reported that extrinsic motivation can also be a positive factor in student
success. This study focused on both intrinsic and extrinsic motivation and the

possible factors that led to internalization of both forms of motivation.

Significance of the Study

It is important to determine if the immediate success reported by the
summer bridge students continued once the students returned to a traditional
college program. Additionally, it is important to understand the intrinsic and
extrinsic motivational factors that lead to student success in order to improve the
intervention programs currently being offered and intervention programs under

future consideration.

Primary Research Questions

RQ1: Are the students who completed the four summer bridge programs
still enrolled at the community college?
RQ2: What forms of intrinsic motivation do students report as being

factors for attending summer bridge programs?



RQ3: What forms of extrinsic motivation do students report as being
factors for attending summer bridge programs?
RQ4: Are the extrinsic motivational factors reported being internalized by

students?

Hypotheses

H1: There is no statistical or practical difference in persistence and

retention rates across the four summer bridge cohorts.

Definitions

Basic Skills students and developmental students both refer to students
who tested below college level in reading, math, or English. According to the
California Community Colleges Research and Planning Group’s 2007 report,
“‘More than one in every three students in California Community Colleges enroll
in a basic skills class: nearly one-half million in English and mathematics”
(Boroch et al., p. 12). Summer bridge programs typically run four to five weeks,
offer intensive academic instruction in math, reading, and English and are
usually directed towards at-risk students. Intrinsic and extrinsic motivations are
elements of Self-Determination Theory (SDT) which was initially developed by
Deci and Ryan in the 1970’s. Intrinsic motivation refers to internalized goal
setting based on the tendency to behave in healthy ways and for inward
satisfaction. Extrinsic motivation refers to goal setting for external reasons such

as receiving a tangible reward or for external recognition (Ryan & Deci, 2000).



CHAPTER TWO

REVIEW OF RELATED LITERATURE REVIEW

Long before they open the door and walk into their first community college
class, students manage to complete the traditional academic obstacle course of
assessment tests, application forms, financial aid questioners, student
orientation, parking permits, course registration, registration fees, and mile long
book lines. After enduring all this, why would a student feel compelled to drop
the class they have just exerted so much effort to enter? According to one
community college student, she just did not feel she could keep up with the
academic game of “catch” her instructor threw at her. Sadly, after just a few days
on campus, this student became a negative number on the college’s retention
report.

Retention rates for all community college students are a matter of
concern. However, retention rates for Basic Skills students are particularly
alarming. According to the California Community Colleges Research and
Planning Group 2007, “More than one in every three students in California
Community Colleges enroll in a basic skills class: nearly one-half million in
English and mathematics” (Boroch et al., p. 12). The following are basic skills
reading, math, and English classes that must be completed before the Basic

Skills student can advance to college credit transferable courses:



Basic Reading - This course is designed to provide extensive study and
practice of basic reading skills including vocabulary development,
comprehension improvement, and oral reading ability (p. 216).

Analytical Reading - This course is for students who have a vocabulary
base for college-level reading but need practice in analytical reading and
critical thinking skills. The focus of this course is on improving
comprehension. Students read college-level selections from different
disciplines and content areas (p. 217).

Arithmetic — This is a course in the basic operations of arithmetic. Topics
include adding, subtracting, multiplying, and dividing rational numbers,
with an emphasis on whole numbers, integers, and rational numbers
written in fraction form. Additional emphasis includes memorization of the
basic number facts.

A Preparation for the Study of Algebra — This is a course in the
elementary operations required for algebra. Topics include adding,
subtracting, multiplying, and dividing whole numbers, decimals, and
fractions with an introduction to the concept and uses of variables. Other
topics include arithmetic with signed numbers, percents, ratios and
proportions, the metric and American system of measurement, including
the conversion of units, simplifying algebraic expressions and elementary

geometry concepts such as perimeter, area, and volume.



Beginning Algebra - This course is an introduction to the real number
system and to the use of variable expressions and equations in problem
solving. Topics include properties of the real numbers, square roots,
arithmetic of variable expressions including polynomials and algebraic
fractions, solving linear equations and inequalities in one variable,
factoring, and an introduction to the Cartesian coordinate system and the
equations and graphs of linear equations in two variables. Also, the
proper use of math notations is emphasized along with an introductions to
the Pythagorean Theorem and basic geometric formulas, some
dimensional analysis with modeling applications is included (p. 205).
Basic Writing Skills — This course provides extensive study of basic
writing skills in preparation for higher level writing courses. Students write
paragraphs and short essays and develop an awareness of correct
grammar usage, and mechanical skills.

Introduction to Expository Writing — This course helps students improve
their skills in expository writing, including a review of grammar and
sentence skills to prepare them for college courses.

ENG-061 Accelerated English for College Success — Preparations for
academic writing and critical thinking expected in transfer and associate-
degree classes. Strongly recommended: participation in the English

placement process.



Academic English | — This course will introduce students to writing and
reading academic texts in preparation for transfer and associate-degree
classes by focusing on basic essay structure, beginning research skills,
and critical reading strategies with integrated practice and reinforcement
in writing and reading.

Academic English Il — This course will continue to prepare students for
writing and reading academic texts in preparation for transfer and
associate-degree classes by focusing on essay structure, research skills,
and critical reading strategies with integrated practice and reinforcement
in writing and reading (p. 183).

From the above course descriptions, these courses might not appear to

be overwhelming. However, these are the equivalent sequence of courses that

Bailey (2010) reported many Basic Skills students, somewhere between 33 and

46 percent depending on the subject area, are failing to complete (p. 256).

Bailey (2010) discusses the financial and emotional costs of

developmental education at the community college level. According to Bailey,

the annual cost of community college remediation ranges from $1.9 — 2.3 billion

dollars (p. 257). Schneider (2011) also reported the cost to state and local

governments to be close to $3 billion (p. 2). Schneider expressed his concern

that approximately $240 million of state funds and approximately $660 million in

federal funds are being spent to support students who do not return for a second

year of community college (p. 2).
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While the financial outlay from academic institutions is sizable, Basic
Skills students are also paying a price. Bailey (2010) calculated these costs as
accumulated debt to additional course fees and books, the added loss of time
and potential earnings, and the emotional disappointment associated with testing
into high school level courses when the student has already graduated from high
school (p. 257). Similarly, Schneider (2011) feared “These students have paid
tuition, borrowed money, and changed their lives in pursuit of a degree they will
likely never earn” (p. 4). Schneider indicated that improving the efficiency and
effectiveness of community colleges is becoming increasingly important and
community colleges must endeavor to identify avenues that will increase student
success (p. 14). Bailey (2010) suggested community colleges need to accelerate
the remediation process and should consider combining levels of instruction to
provide more intensive, accelerated courses (p. 268). Schneider suggested,
“‘Harnessing technology is commonly called upon as a way forward” (p. 14). Both
Bailey and Schneider agreed that the cost of continuing the same approach to
basic skills education is much too high for all parties involved. The Board of
Governors of California Community Colleges has moved forward to address this
problem.

According to the California Community Colleges Chancellor’s Office, with
444,078 students in Fall 2012, California has the largest community college
enroliment in the nation (http://datamart.cccco.edu/Students/Enrollment). To

meet the needs of these students, according to the Center for Student Success,
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“In 2004, the California Community College System Office began a
comprehensive strategic planning process for the purpose of improving student
access and success” (Boroch et al., 2007, p.3). In 2006, the Board of Governors
of the California Community Colleges unanimously adopted a strategic plan that
includes the following five steps: College awareness, college access, student
success, student readiness, and resource development (Boroch et al., 2007,
p.3). According to Mills (2009), the state of California, in order to provide support
for the strategic plan, allocated 33.1 million dollars “Making it an annual program
for research and for implementing changes” (p. 34). Fully funded, in 2012 the
Board of Governors of California Community Colleges continued to offer
resources to select community colleges in order to “Ensure that basic skills
development is a major focus and an adequately funded activity of the
Community Colleges” (Boroch et al., 2007, p. 3).

Typically, California community colleges identify and research intervention
strategies in order to implement the changes needed to help students progress
through basic skills courses. These interventions include forming Collaborative
Learning Communities, providing various options for tutoring, encouraging
student involvement in campus activities, providing academic counseling, using
student success strategies to build self-efficacy, changing course design, and
implementing summer bridge programs. These programs are designed to help

motivate students, both intrinsically and extrinsically, to complete specific
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courses, specific programs, and eventually specific certificates and degrees.

Self-Determination Theory

Intrinsic and extrinsic motivations are elements of Self-Determination
Theory (SDT) which was initially developed by Deci and Ryan in the 1970’s. SDT
is concerned with our natural or internal tendency to behave in healthy ways
based on competence (experiencing mastery, building self-efficacy), relatedness
(our positive interaction with others), and autonomy (behavior that is self-
determined). Beginning in the 1980s, SDT has been elaborated on and refined
by researches in the disciplines of Health Care, Sports and Exercise,
Relationships, Psychotherapy, Psychopathology, and Education
(http://selfdeterminationtheory.org).

According to Baker (2004), because intrinsic motivation has been found to
contribute positively to the learning process and the quality of learning, this form
of motivation has been widely studied. However, Baker reported that much less
research has been directed to extrinsic motivation in determining educational
outcomes (p. 190). Baker defined intrinsic motivation as an activity or behavior
engaged in voluntarily for the inherent pleasure and satisfaction derived from
participation. In contrast, extrinsic motivation refers to activities engaged in to
receive a reward or to avoid being criticized (p. 189). Deci’s early work in the
1970s demonstrated that extrinsic rewards often undermined intrinsic motivation
and was therefore discouraged. However, more recent research (Deci 2000 &

Reiss 2012) put forth that human motives are too diverse to fall into just two
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categories of motivation: Intrinsic and extrinsic. In fact, Deci (2000) divided
external motivation into four categories: External regulation, Introjection,
|dentification, and Integration (p. 61). Deci defined external regulation as the type
of extrinsic motivation most frequently used in lab studies and is focused solely
on reward and punishment. Introjection is focused on approval from self or
others. Identification is somewhat internalizing the goal or consciously valuing
the goal. Integration is internalizing the goal and is on the same level as intrinsic
motivation because both are autonomous and un-conflicted (p. 61).

Deci and Ryan (1985) eventually added two sub categories to Self-
Determination Theory: Cognitive Evaluation Theory (CET) and Organismic
Integration Theory (OTE). CET is intrinsic and builds feelings of
competence/self-efficacy. Self-efficacy is related to the student’s belief and
confidence in their own ability to succeed. OTE is extrinsic motivation that can
promote or hinder internalization (p. 58). The central component to both CET
and positive OTE is that they are internalized by the individual being motivated.
Baker (2004) also reports, “Extrinsic and intrinsic motivational processes are not
necessarily antagonistic, rather it is the extent to which behaviors are self-
determined” (p. 190). This was also supported by Reiss (2012) who stated, “All
human motivation arises from an intrinsic source. Moreover, extrinsic motivation
(a means to an end) arises from the pursuit of the intrinsically valued goal it

produces...(p. 153). Therefore, motivation should not be solely focused on
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intrinsic vs. extrinsic influences. Instead, both forms of motivation should focus
on fostering internalization.

According to Hardre & Reeve (2003), interventions are essential to
student motivation based on Self-Determination Theory, which advances the
belief, that “Students become engaged in school-related activity when
instructional activities are interesting, relevant to their lives, and affirm their
competencies. That is, perceptions of self-determination and competence
constitute students’ internal motivational resources that support their
engagement and persistence in school” (p. 353). Intervention strategies are
designed to identify and meet the students’ internal needs and to foster student
engagement. Student engagement, according to Crone (2007), is often the first
step on the path to student motivation (p. 21). By increasing student
engagement, self-efficacy, and internal and external motivation, community
colleges hope to also increase student persistence. Kaufman, Agars, and Lopez-
Wagner (2008) believed interventions could be developed to maximize student
success. Specifically mentioned were programs tailored to improve individual
student characteristics such as time management and the ability to create and
follow a schedule (p. 495). Several of these intervention strategies, such as
Learning Communities, tutoring, student involvement in campus activities,
academic counseling, and summer bridge programs are currently being applied

to motivate students at a Southern California Community College.
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Intervention Strategies

Collaborative Learning

Dowson (2001), who conducted an observational study on student
motivation, interviewed 64 middle-school students. Dowson was concerned that
previous research had focused on researchers’ preconceived categories of
motivational goals and wanted to conduct a research project focused on student
perspectives. While many students reported their parent’s expectations played
an important role in their motivation to succeed, social affiliation was reported to
be equally important. In fact, Dowson reported, “Social goals may actually be
more salient and predictive of students’ global motivation and achievement than
either mastery or performance goals” (p. 40). Students in Dowson’s study
reported an increase in academic efficacy when working in a group setting with
their peers (p.38). Students also reported seeing their own academic
achievement as a means of assisting others and reported feeling excited about
the possibility of being able to help other students. One student was quoted as
saying, “If  know my work well, then | can help my friends if they need it. | like to
help when | can” (p. 39).

Crone (2007) reported the preference for working in social groups is also
conveyed by community college students. Crone believed that today’s
undergraduates are very accustomed to group activity and prefer to work and
socialize in groups. Crone suggested one simple way to encourage greater
student motivation is to use a student’s relationship with the group to focus his or

her attention (p. 20). Dean (2007) reported, “Most students have the desire to fit

16



into a social environment and achieve such things as acceptance and validation,
and that this desire is what motivates them to learn” (p. 154). One way that
community colleges are supporting collaborative learning is by creating learning
communities.

Tai (2007) defined learning communities as, “A group of students and
teachers engaged in intellectual interaction for the purpose of gaining
knowledge...A learning community encourages active learning instead of rote,
passive learning. It does this by emphasizing cooperation and community
instead of competition and isolation” (p. 105). Often learning communities are
staffed by specific instructors who have received additional training on how to
address the needs of Basic Skills students. Learning communities often blend
two community college courses into a shared learning environment. For
instance, a basic skills writing course can be blended with a sociology class, a
speech class, or in Tai’'s example, a Western Civilization class. Learning
community students advance from class-to-class as a cohort in order to help
establish relationships between the students for study group purposes. Smith
(2010) stated learning communities were created to, “Help students make
connections to course material, between courses, to their peers, and to the
faculty and staff members themselves. These methods may include team-
teaching, collaborative learning strategies, problem-based learning, and service
learning. All have in common the goal of creating a collaborative, coherent

learning environment in which formerly atomized content and students are
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brought tighter into a whole” (p. 263). Tai stated the reward for the collaboration
between faculty and students is an increase in “retention, graduation rates,
grades, and earned credit hours” (p. 106) with minimal financial support from the
academic institution. Mills (2009) reported 60% of community colleges surveyed
are using learning community programs (p. 34).

Engstrom (2008) viewed learning communities as “particularly promising”
efforts (p. 47). Engstrom who carried out a systematic, multi-institutional,
longitudinal four-year study of the impact of learning communities, found that
students in learning communities “Perceived themselves as having experienced
significantly more encouragement, support, and intellectual gain than did similar
students not enrolled in those programs” (p. 47). Students surveyed by Engstrom
stated that students “Got to know each other, trusted and respected each other,
took risks, and really participated” (p. 48). Engstrom reported the student
reflections collected “Shed light on the many ways in which their involvement in
learning communities eradicated fears and anxieties, developed their sense of
belonging, increased their confidence in their abilities, enhanced their self-
esteem, and reinforced their belief that they were on the ‘right track™ (p. 49). The
findings of Engstrom’s study, which addressed the previous concerns of Bailey
and Schneider, is that “Students in the learning-community programs were more
apt to persist to the following academic year than their institutional peers” (p. 47).

Engstrom (2008) also pointed out another positive aspect of collaborative

learning communities is the opportunity to link students directly to support
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services such as academic counseling. Often, learning communities will have a
specific counselor assigned to the cohort to help reinforce critical habits and
skills and to provide guidance through the community college experience.
Another example of learning community collaboration is presented by Roselle
(2008). Roselle suggested librarians should actively participate in basic skills
programs. Roselle stated that simply having a library, or simply introducing
students to the campus library, is often meaningless to students (p. 30)
Therefore, librarians are encouraged to actively engage instructors and students
in educational activities. By actively collaborating with educators to design
specialized instruction sessions and class assignments, Roselle believed
librarians would help to reduce student anxiety and build student self-confidence
in learning.

Livingston (2010) was also interested in engaging students and focusing
on collaboration opportunities. According to Livingston, college students were
already, “researchers at heart” (p. 59), and are already experienced
collaborators. Examples of youth oriented collaboration include text messaging,
playing interactive games on the internet, Facebook, YouTube, and blogging.
Livingston stated that today’s students are rarely more than a few seconds away
from any website connection and are instantaneously connected on a global
scale (p. 59). Therefore, a collaboration-based environment, such as a learning
community, should be a natural fit. Livingston suggested, “Our students

investigate all manner of diverse topics without being trapped by discipline-
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based limitations” (p. 60), and that students need time and space to mentor each
other (p. 61). Collaborative learning and learning communities are utilizing both
intrinsic and extrinsic motivation by following Ryan & Deci’s (2000) Self-
Determination Theory, which includes providing an environment that encourages
‘relatedness” or positive interaction with others. These types of programs also
follow Hardre & Reeves (2003) suggestion to keep learning interesting, relevant,
and to foster environments that affirm student competencies. Students also self-
enroll in learning communities which fosters autonomy. As suggested by
Engstrom (2008), Crone (2007), Dean (2007), Dowson (2001), and Tai (2007),
learning communities are an intervention that helps to increase student
motivation, which has been shown to positively affect student persistence.

Supplemental Instruction/Peer Relationships

Along with the traditional collaboration within learning communities,
Bueschel (2009) reported Supplemental Instruction (Sl), defined as peer
facilitated academic support, is also finding success on community colleges. This
program targeted courses that have historically been difficult for students and
provides the class with a student tutor who has already completed the course
successfully. According to Bueschel, the student tutor attends all the class
meetings and holds additional voluntary meetings with students outside of class.
The student tutor not only offers additional support outside of class, but also
models successful student behavior inside the class as well (p. 8). Bradley
(2007) also discussed the success of Supplemental Instruction programs.

Instead of asking students to visit a tutoring center outside of class, several
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community colleges are now providing “in class” student tutors. Bradley reported
these tutors are paid $10.00 an hour and commit to the program for the entire
semester. Similar to Bueschel, Bradley stated that providing students with
successful student models “to rub shoulders with” (p. 7) is just as important as
the additional academic instruction.

Gabriel (1999), in a report on best practices to improve student retention
stated, “There are many factors that have been found to influence retention and
to be strongly associated with student persistence. These factors include initial
student commitments, peer support, involvement in the institution’s academic
life, and frequency and quality of faculty-student interactions” (p. 4). Gabriel
reported that peer and faculty mentoring programs have increased student
retention rates by more than 10% (p. 5). Witkow (2012) surveyed 373 college
students in order to examine social engagement indicators that could be relevant
for both community and four-year college students (p. 250). Witkow found that
even though community colleges are “commuter institutions” they can still
promote social engagement, in addition to their remedial works aimed at student
retention, by offering more extracurricular activities and increasing the
participation in activities they already have. Witkow also suggested that since
many community college students live at home, activities that engage the entire
family might be particularly well received (p. 249). Similar to collaborative
learning and earning communities, supplemental instruction follows the tenants

of Self-Determination Theory by fostering motivation through relatedness.
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Additionally, since students self-select to work with the tutor, autonomy is also
fostered. By promoting social engagement, peer-to-peer programs are
increasing student motivation, and by increasing motivation these programs are
successfully addressing the concerns of Bailey and Schneider regarding
improving community college student retention rates.

Counseling/Program — Plans

In addition to establishing peer-to-peer relationships, enhancing student
interactions with campus counselors is also highly recommended. Crone (2007)
discussed how to motivate today’s college students and suggested, “Frequent
communication and an engaged academic adviser or student organization
adviser are among the keys to maintaining student initiative and effort” (p. 19).
Nutt (2003) stated, “Academic advisors provide students with the needed
connection to various campus services and supply the essential academic
connection between these services and the students. In addition, academic
advisors offer students a personal connection to the institution that the research
indicates is vital to student retention and student success” (para. 4). Along with
guiding students through the initial enrollment and college orientation process,
college counselors cooperate with the financial aid department, guide students
toward career objectives, and offer experienced guidance in regards to which
courses will successfully lead students to their ultimate career objective. At the
community college level, navigating between the requirements for an associate’s

degree, certification, and transferring to a state college or university can be
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Fall [Baseline measures for developmental education for Fall 2008]. (Statistics)
In regards to the Likert survey, since the students participated voluntarily, and
were not identified individually, it is assumed that they answered honestly.

Limitations/Scope/Delimitations. Before presenting results from this

analysis, limitations should be noted. First, data were drawn from a relatively
small sample of basic skills students from a single community college in
Southern California. One hundred twenty-one basic skills students participated in
four summer bridge programs. Therefore, findings may have limited
generalizability. Secondly, this analysis relied on student self-assessments in
regards to intrinsic and extrinsic motivation. However, self-reports are widely
used in educational research and are generally considered valid if the questions
are phrased clearly, if the students know their responses are confidential, and if

the students believe the question is worthy of a response.

48



CHAPTER FOUR

REPORT OF RESEARCH FINDINGS

Overview

This study examined the intrinsic and extrinsic motivational factors that
influence student participation in summer bridge programs. Previous research
has relied on faculty interpretation of student motivation and success. In
contrast, this study asked students to self-report the motivational factors they
believe led to their participation in a summer bridge program designed to
improve student academic success. While it is important to establish that
summer bridge programs are successful through retention and persistence data,
the students’ voices should also be included in order to design summer bridge

programs to meet the needs of the student population being served.

Participants

The original number of students participating in the summer bridge
program was 121. Students participated in 2010, 2011, 2012, and 2013. In the
Spring of 2014, 112 summer bridge students were still actively enrolled at the
college and had access to a student email account. Email invitations to complete
the survey were sent to all 112-student email accounts. Of the 112 students still
enrolled at the college, 46 students responded to the survey. This was a
response rate of 41%. The student population invited to complete the survey

included 63 females (56.25%) and 49 males (43.75%) for a total of 112 students.
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The participants who actually completed the online survey consisted of 33
females (71.74%) and 13 (28.26%) males for a total of 46. An invitation to
participate in an interview was sent to all 46 students who completed the survey.
Nine students agreed to be interviewed. The interview participants included 6
females (67%) and 3 males (33%) for a total of 9 students.

Of the 46 students completing the online survey, 16 students were age
eighteen (34.78%), 20 students were age nineteen (43.48 %), 4 students were
age twenty (8.70%), and 4 students were twenty-one (8.70%). No students

reported being 22 or 23 and 2 students reported being over 23 (4.34%).

Student Persistence

Research Question 1 asked if the students who completed the four
summer bridge programs were still enrolled at the community college. Of the 121
participants in summer bridge programs from 2010-2013, 112 of the original
students were currently enrolled. There were 63 females (56.25%) and 49 males
(43.75%). Collectively, during the Spring 2014 semester, the active summer
bridge student population were enrolled in 1342 units for an average of 11.98
units. A student needs to enroll in 12 units to be considered a full-time student.
93% of the summer bridge students were still enrolled. Hypothesis 1 stated,
“There is no statistical or practical difference in persistence and retention rates
across the four summer bridge cohorts.” Only 9 students were no longer
attending the community college and the drop off numbers were spread across

all four cohorts.
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Student Reported Intrinsic and Extrinsic Motivational Factors

Research Question 2 asked what forms of intrinsic motivation students
report as being factors for attending summer bridge programs. Research
Question 3 asked what forms of extrinsic motivation students report as being
factors for attending summer bridge programs. To answer the questions, the
researcher sent out a survey with two open-ended questions asking the students
why they attended the summer bridge program and to report their overall
experience, 42 of the 46 surveyed students responded to the open-ended
questions. The researcher also interviewed 9 students, asking the students to
report on the same questions. Audiotaped interviews were conducted by the
researcher and took place at the community college of the participants.

Survey Open Ended Questions Analysis

The student survey open-ended responses were combined to form one
document (See Appendix N Survey Questions One and Two Data). The
researcher created a three-column data table. The first column contained the
researcher’s questions, the second column contained identified themes and
categories, and the final column contained In Vivo Code student data. The first
question asked, “In your own words please discuss your overall experience with
the summer bridge program?” The second question asked, “Why did you
participate in the summer bridge program?” For question one, the researcher
focused on identifying independent themes or categories. For question two, the

researcher focused solely on intrinsic and extrinsic motivation categories.
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During the First Cycle coding process of the open-ended survey question
one, the researcher used several techniques defined by Ryan and Bernard
(2003). One technique used was “pawing” (marking data with different colored
highlighter pens) until themes or categories have been identified. Another
method was conducting a lexical search of the data and identifying words or
phrases that were repeated frequently.

The researcher identified 7 important themes when “pawing” through the
open-ended survey question one data. The first theme identified by the
researcher was “Hospitality.” This theme was drawn from student responses that
referred to the food, school supplies, and gifts provided to the students.
“Hospitality” was coded 3 times (1.96%) and was mentioned by 3 of the 42
students. “Hospitality” was categorized as extrinsic motivation since the students
were receiving an external benefit. The color designated for this theme was
yellow.

The second theme identified by the researcher was “Relationship.”
Several students mentioned forming relationships with faculty, counselors, and
other students as being an important motivational factor. “Relationship” was
coded 18 times (11.76%) and was mentioned by 12 of the 42 students.
“Relationship” was categorized as intrinsic motivation since the students were
receiving an internal benefit. The color designated for “Relationships” was green.

The third theme identified by the researcher was “Support.” Students

mentioned receiving “help” from faculty and feeling “supported” throughout the
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program. “Support” was coded 42 times (27.45%) and was mentioned by 28 of
the 42 students. “Support” was categorized as intrinsic motivation since the
students were receiving an internalized benefit. The color designated for
“Support” was light blue.

The fourth theme was “Contact.” Students mentioned that they still
receive emails and phone calls from the college and the students felt free to
contact the faculty members who participated in the summer bridge program the
students attended. “Contact” was coded 6 times (3.92%) and was mentioned by
6 of the 42 students. “Contact” was categorized as intrinsic motivation since the
students reported contact as helping to build relationships with the faculty and
staff. The designated color for “Contact” was pink.

The fifth category was “Learning.” “Learning” was coded 26 times
(16.99%) and was mentioned by 22 of the 42 students. “Learning” was
categorized as intrinsic motivation since the students were receiving an

internalized benefit. The sixth category was “Benefit.” “Benefit” was coded 22
times (14.38%) and was mentioned by 20 of the 42 students. “Benefit” was
categorized as extrinsic motivation since the students were receiving an external
benefit. “Test” and “Assessment,” which were placed under the theme of
“Benefit,” were mentioned 87 times. This term was also taken from student
comments and the designated color was olive green. The seventh and final

category was “Feelings.” “Feelings” was coded 36 times (23.53%) and was

mentioned by 20 of the 42 students. “Feelings” was categorized as intrinsic
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motivation since the students were receiving an internalized benefit of feeling
more confident and positive regarding their college experience. This theme
focused on student-identified emotions and the designated color was purple (see

Table 2, Survey Question One Coding Categories).

Table 2

Survey Question One Coding Categories

Frequency  Students

Title of code (n=42)
Hospitality (EX) 18 12
Relationship (IN) 18 12
Support (IN) 42 28
Contact (IN) 6 6
Learning (IN) 26 22
Benefit (EX) 22 20
Feelings (IN) 36 20

Note. IN = intrinsic motivation; EX = extrinsic motivation

Open ended survey question number two asked the students “Why did
you participate?” Using the categories previously designated intrinsic and
extrinsic motivation factors, the researcher coded the responses in light blue for
intrinsic and green for extrinsic. There were 26 (56.52%) highlighted extrinsic
factors and 20 (43.48%) highlighted intrinsic factors. In order to create an image
of the data, the researcher used the MAXQDA software program to create a

code line diagram and a concept map.
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Figure 1. MAXQDA intrinsic and extrinsic motivational code line.
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Figure 2. MAXQDA intrinsic and extrinsic concept map.
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Interview Data Analysis

After the interviews were transcribed by the researcher, the student
responses were combined to form one document (See Complete Interview
Responses Appendix O) . In order to determine percentage of inter-rater
agreement, the researcher followed the method outlined by Flanagan (2006).
The phrases separated into categories were counted, as well as the phrases not
attributed to categories. Next, the researcher combined and counted the
categorized and non-categorized phrases. Finally, each separated category was
divided by the total number of phrases in order to achieve percent inter-rater
agreement. This procedure was repeated by a colleague, with a mean inter-rater
reliability figure of 75% achieved.

When combining the interview data, the researcher created a three-
column data table. The first column contained the researcher’s questions, the
second column contained identified themes and codes, and the final column
contained In-vivo student data. During the First Cycle coding process of the
combined interview questions, the researcher followed the same process used to
code the open-ended survey question data. As defined by Ryan and Bernard
(2003), the researcher “pawed” through the data and marked the data with
different colored highlighter pens until themes or categories were identified.
Similar to the open-ended survey question data, the researcher conducted a
lexical search of the data and identifying words or phrases that were repeated

frequently.
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While examining the interview data, the researcher identified 8 important
themes. Seven of the themes matched the themes found in the open-ended
survey question one data, however an additional category “Requirement” was
added. The researcher used the same color-coding for the interview data as the
open-ended survey question one data. The themes were also listed under the
same intrinsic and extrinsic categories. The new theme “Requirement” was
categorized as extrinsic motivation since the students reported they attended the
summer bridge program to receive a specific benefit that required attendance.
The color code for “Requirement” was red.

The first theme, “Hospitality” was coded 22 times (9.12%) and mentioned
by 7 of the 9 students. Interview G reported, “Another reason why | also joined
the summer bridge program, was to receive books and school supplies”
(Participant G, Interview #7, March 2014). Interview C stated, “Receiving books
and school supplies, for me it was this one,” repeated this theme (Participant C,
Interview #3, March 2014). Along with school supplies, food was mentioned as a
hospitality incentive. Interview A mentioned, “They gave us breaks and always
gave us snacks, one day they brought food from the outside, Del Taco or
something, pizza too, and a good amount of it too” (Participant A, Interview #1,
March 2014). Interview D stated, “I loved that it was really nice to get food days,
they always had snacks” (Participant D, Interview #4, March 2014).

The second theme, “Relationship” was coded 31 times (12.86%) and was

mentioned by 7 of the nine students. Interview D stated, “I got to know some of
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the others in this class so that the first day of school wasn’t as crazy, | knew
people, got me to really get to know the women in the program, who | still go to
ask for help” (Participant D, Interview #4, March 2014). Interview C answered,
“For me it was getting to know a few members of the faculty and other students |
would be with during school” (Participant C, Interview #3, March 2014). This
thought was repeated by Interview H who stated, “The number one thing |
remember is being in a great learning environment with instructors who really
seemed to care about students benefiting from the program” (Participant H,
Interview #8, March 2014).

The third theme, “Support” was coded 46 times (19.07%) and was
mentioned by all 9 students. The “Support” theme included the terms, help,
helped, helpful, and helping. “Help” and “Helpful” were mentioned 63 times.
Interview B stated, “I did the math, they were very helpful, if we didn’t understand
a certain topic the professor or tutors went over it again until they made sure that
we knew certain topics” (Participant B, Interview #2, March 2014). Interview F
mentioned “| remember it was a pleasant program, there was many people
helping us students with our student education plans, and any other questions”
(Participant F, Interview #6, March 2014). Interview A repeated the theme of
feeling supported with the statement, “They could have been relaxing at home
but they were there helping us” (Participant A, Interview #1, March 2014).

Theme four was “Contact” and was coded 8 times (3.32%) and mentioned

by 3 of the 9 students. Interview A stated, “Yea, even after the program was
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done they like always sent me emails” (Participant A, Interview #1, March 2014).
Interview B shared, "They help me still to this day, they email me” (Participant B,
Interview #2, March 2014). The students mentioned receiving phone calls from
office staff and being told they could always feel free to contact the support staff.
The fifth theme “Learning” was coded 36 times (14.94%) and was mentioned by
8 of the 9 students. Interview D stated, “| remember going in every day and
learning something new along with the activities that were always different and
sometimes even fun” (Participant D, Interview #4, March 2014). Interview H
shared, “The number one thing | remember is being in a great learning
environment ... also that it was very fast paced but the instructors made sure to
cover just about everything perfectly” (Participant H, Interview #8, March 2014).
Theme six was the new concept “Requirement.” Requirement was coded
3 times (1.24%) and was mentioned by 3 of the 9 students. However, since the
research questions focus on intrinsic and extrinsic motivational factors, and since
making the program mandatory for scholarships creates a strong extrinsic
motivation, it was important to note this specific theme. Interview E stated, “I
remember | didn’t care to be there, | was just fulfilling a requirement for a
scholarship” (Participant E, Interview #5, March 2014). Interview F also
mentioned attending the program in order to receive a scholarship (Participant F,
Interview #6, March 2014).. The final theme, “Feelings” was coded 47 times
(19.50%) and was mentioned by 8 of the 9 students. Interview | stated, “l feel

that if | had never gone to this summer program, | would have been lost and
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confused about the process of registering for classes or how to correctly
complete my FASFA” (Participant |, Interview #9, March 2014). Interview C
shared when asked why the student attended the program, “Fear of being alone
in a new school in a completely different environment than | was used to”
(Participant C, Interview #3, March 2014) (see Table 3, Interview Coding

Categories).
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Table 3

Interview Coding Categories

Frequency Students

Title of code (n=9)
Hospitality (EX) 22 7
Relationship (IN) 31 7
Support (IN) 46 9
Contact (IN) 8 3
Learning (IN) 36 8
Requirement (EX) 3 3
Benefit (EX) 48 9
Feelings (IN) 47 8

Note. IN = intrinsic motivation; EX = extrinsic motivation

In order to create a picture of the data that included all 8 categories, the
researcher used the Code Line feature of the MAXQDA software, which creates
a line graph of the designated color codes. The color patterns display the
frequency of the color codes. The One Case MAXQDA Code Line showed that
external motivational factors were the most repeated theme. With olive green,

“benefits” being the most repeated code.
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Figure 3. data code line for interview questions.

In order to create an additional image of the data the researcher used a
concept map feature of the MAXQDA software. The line moving from the center
to the codes becomes thicker as the terms repeat. The MAXQDA concept map
also showed that “benefits” an external motivational factor, received the most

student responses. .
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Figure 4. Code frequency for interview questions. The Thicker Line is for
“benefits” an extrinsic motivation factor. However, “Requirement,” another
extrinsic factor, has the least response.

Research question four asked, “Are the extrinsic motivational factors
reported by students being internalized by the students?” Creating a chart based
on research conducted by Ryan & Deci (2000), the researcher took excerpts
from the interview responses that served as representative motivational

examples. The first category was Self-Determination Theory, Subcategory 1:
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Intrinsic Motivation, Subcategory 2: Extrinsic Motivation, and Subcategory 3:

Internalized Extrinsic Motivation.

Self- Determination Theory Interview Coding

Intrinsic Motivation

*Getting to know people

*Being part of something
positive

*Familiarizing myself with
faculty and counselors

*Improving math and
reading skills

Extrinsic Motivation

*Free Food, Snacks,
meals, Del Taco, Pizza
*Use of Lap Tops
*Free books, planners,
school supplies
*Second Chance to
improve results on
assessment test
*Higher classes, skipping
classes, fewer years at
community college
*Receiving college credit
*Requirement for
scholarship

Figure 5. Self-determination theory chart.

Internalized Extrinsic
Motivation

*Improve math skills, I'm
better at math now

*College is a little easier
now

»Saves you time in the long
run

*Improves future
*Receiving good advice
*Program is a blessing

Situational Intrinsic and Extrinsic Motivational Scale Analysis

Focusing on Research Question 4, which asked if the students were

internalizing external motivational factors, the researcher asked students to

complete the Situational Intrinsic and Extrinsic Motivational Scale (SIMS) created

by Guay (2000). Students responded to 16 items on the SIMS survey. The

students were asked to rate the questions on a scale of 1-7: 1= Does not relate
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at all; 2 = Relates very little; 3 = Relates a little; 4 = Relates moderately; 5 =
Relates enough; 6 = Relates a lot; 7 = Relates exactly. Cronbach’s alpha was

779.

Table 4

Reliability Statistics

Cronbach’s alpha

Cronbach’s based on Number
alpha standardized items  of items
.710 .799 16

Questions 1, 5, 9, 13 on the SIMS scale focused on Intrinsic Motivation.
Question 1’s highest rating was 7 at 39.13% with a mean of 5.54. Question 5’s
highest rating was 7 at 43.48 % with a mean of 5.80. Question 9’s highest rating
was 7 at 31.11% with a mean of 5.04, and question 13’s highest rating was 7 at
65.22 %t with a mean of 6.39.

Questions 2, 6, 10, and 14 focused on ldentified Regulation. Question 2’s
highest rating was 7 at 71.74% with a mean of 6.52. Question 6’s highest rating
was 7 at 71.11%t with a mean of 6.63. Question 10’s highest rating was 7 at
67.39 % with a mean of 5.96 and Question 14’s highest rating was 7 at 63.04%
with a mean of 6.24

Questions 3, 7, 11, and 15 focused on external reasons. Question 3’s

highest rating was 7 at 60.87% with a mean of 5.52. Question 7’s highest rating
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was 1 at 54.35% with a mean of 2.76. Question 11’s highest rating was 1 at
86.67% with a mean of 1.57 and Question 15’s highest rating 1 at 44.44% with a
mean of 2.17. However, these external factors did not represent the external
factors relating to the summer bridge program. Question 11 states “Because |
had no choice.” The program is voluntary for the majority of students. A few
students were required to attend in order to receive scholarships.

The final category was Amotivation, which means no motivation one way
or the other. These questions were 4, 8, 12, and 16. Questions 4, 8, and 16 had
the highest rating of 1 at 91.11%, 97.83%, and 97.78%. Question 12’s highest
rating was 7 at 32.61%. Using descriptive data to determine the means a Slightly
Modified Situational Motivation Scale (SIMS) table was created. Identified
Regulation had a mean of 6.33 on a scale of 1-7. Intrinsic Motivation had a mean
of 5.69 on a scale of 1-7. Eternal Regulation had a mean of 3.1 on a scale of 1-7
and Amotivation had a mean of 2.18 on a scale of 1-7 (see Table 5, Online

Survey item Statistics Table).
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Table 5

Online Survey ltem Statistics Table

Question Number of
number M SD students
1 (IM) 5.54 1.588 46
2 (IM) 5.80 1.408 46
9 (IM) 5.04 1.966 46
13 (IM) 6.39 1.022 46
2 (ID) 6.52 1.049 46
6 (ID) 6.63 .679 46
10 (ID) 5.96 1.897 46
14 (ID) 6.24 1.353 46
3 (EX) 5.52 2.278 46
7 (EX) 2.76 2.223 46
15 (EX) 217 1.717 46
11 (EX) 1.57 1.601 46
4 (AM) 1.41 1.408 46
8 (AM) 1.13 0.885 46
12 (AM) 4.98 2.027 46
16 (AM) 1.13 0.885 46

Note. IM = intrinsic motivation; ID = identified regulation; EX = external
regulation; AM = amotivation.
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Table 6

Slightly Modified Situational Motivation Scales

Question
number Question M
Intrinsic Motivation 5.69
13 | feel good when | participate in these type of activities 6.39
9 | attended the Summer Bridge program because | thought it 5.04
would be fun
1 Because | thought the Summer Bridge Program would be 5.54
interesting
5 Because | thought that the Summer Bridge program would be 5.80
pleasant
Identified Regulation 6.33
14 Because | feel these interventions are important for me 6.24
6 Because | thought the Summer Bridge program would be good 6.60
for me
10 It was my personal decision to attend the Summer Bridge 5.96
Program
2 | want to improve academically 6.51
External Regulation 3.10
3 | participated because my parents wanted me to attend 5.52
7 | participated in the Summer Bridge program because it was 2.76
what | had to do to retake the assessment test
15 Because | felt | had to do it 217
11 | didn’t feel | had a choice to attend the Summer Bridge Program 1.57
Amotivation 2.18
8 | attended the Summer Bridge Program but I'm not sure it was 1.13
worth it
16 | did this activity, but | am not sure it was a good thing to pursue 1.10
4 There may be good reasons to attend the Summer Bridge 1.41
Program but, personally, | didn’t see any
12 | wasn’t sure about the Summer Bridge program but | wanted to 4.98

see what the activity would bring me

Note. From “On the Assessment of Situational Intrinsic and Extrinsic Motivation:
The Situational Motivation Scale (SIMS),” by F. Guay, R. J. Vallerand, and C.
Blanchard, Motivation and Emotion, 24(3), p. 210. http://dx.doi.org/0146-
7239/00/0900-0175. Adapted with permission.

68


http://dx.doi.org/0146-7239/00/0900-0175
http://dx.doi.org/0146-7239/00/0900-0175

Becausel
thought the...

| atte nded for
my ow n good

Figure 6. Situational Intrinsic and Extrinsic Motivational Scale survey results to
question 3: Read each item carefully. Using the scale below, please select the
number that best describes the reasons you attended the Summer Bridge
program. Answer each item according to the following scale: 1= Does not relate
at all; 2 = Relates very little; 3 = Relates a little; 4 = Relates moderately; 5 =
Relates enough; 6 = Relates a lot; 7 = Relates exactly. Answered (46). Skipped
(0).
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Iwantedta
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| feltgood
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Becauseitwas
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